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Abstract

Bhutan became the world’s youngest democracy in 2008. In order to keep pace with the
change in governance, the Ministry of Education in Bhutan initiated the development of a
curriculum to educate young people on democracy by preparing Bhutan Civics textbooks.
Civics education as a standalone subject starts in Class 7 and continues to Class 12. Itis a
mandatory subject for all students up to class 10 but exit for those who choose to pursue
science, commerce and rigzhung streams. Only arts stream continues to study civics till
class 12. Up until Class 6, civics and citizenship is taught as part of social studies and is
not a separate subject. Given that Bhutan’s civics education has now been in operation for
a number of years, it is timely to explore the learning experiences of students, the
teaching experiences of teachers and the expectations of relevant stakeholders. The
enhanced understanding of the current state of the acquisition of civics knowledge in
Bhutan resulting from this study can be used by policy makers, curriculum designers and
teacher educators, as well as teachers and the public, as part of a process of continual

quality improvement.
Data for this study have been gathered from five sources:

* A test taken by 270 students on Bhutan Civics content;

* Focus group semi-structured interviews with 54 students;

* Face-to-face semi-structured interviews with 13 teachers;

* Face-to-face semi-structured interviews with 11 curriculum-based stakeholders;
and

* An analysis of Bhutan Civics textbooks.

This study reveals the need to strengthen civics education in Bhutan, starting from the
presentation and content of the textbooks to the delivery of lessons in classrooms. Lack of
citizenship content is identified as another gap in the overall teaching and learning
process of Bhutan Civics. Further, there is a demand for civics teachers’ professional
development in teaching the civics subject, from both students and teachers. Besides

other civics sections, Bhutanese ethos, such as Ley Jumdrey and Tha Damtshig, and
Bhutanese etiquette, Driglam Namzha, have been identified as important components that

ought to be part of civics and citizenship education in Bhutan.



In order to fulfil national aspirations for an informed citizenry able to participate in a
democracy, civics and citizenship must be recognised as one subject that needs to be
given importance. For future citizens to be active participants in nation-building, subjects

such as civics and citizenship should not take a back seat in the school curriculum.
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Chapter 1: Overview

1.1

Introduction

Bhutan’s recent transition in 2008 from an absolute monarchy to a democratic

constitutional monarchy has been a very important event in its history. The change in the

system of governance conferred crucial responsibilities upon the people of Bhutan. A

democracy needs every individual to be able to take part in the governance of the country.

The people of Bhutan have been fortunate for a century under the rule of benign kings,

whereby everything was taken care of for them. Bhutan’s monarchs carried the burden

and worries of the kingdom with regard to internal as well as external affairs. Besides

ensuring the security and sovereignty of the country, the kings steered the country by

combining prosperity with progress. Today, Bhutan is primarily a welfare-based society,

with free provisions for people in the three areas below but not limited to these:

Free education where people do not have to worry about education of their
children. The state is mandated to provide free education to all the children of
school-going age up to class 10 ("Constitution of the Kingdom of Bhutan," 2008);
Free health facilities are provided both within the country and for medical
referrals in other countries. ‘The State is mandated to provide free access to basic
public health services in modern and traditional medicines’ ("Constitution of the
Kingdom of Bhutan," 2008, p. 21); and

Agricultural subsidies to farmers ranging from seed to farm machinery. Bhutan is
an agrarian society and 70% of the population lives an agrarian lifestyle (Tobgay,

2016).

The Bhutanese monarchs were an inspiration of unity for the people and the country.

Being the Supreme Commander-in-Chief of the Armed Forces and the Militia, the kings

could deploy the army when the country’s security was under threat ("Constitution of the



Kingdom of Bhutan," 2008). There are many occasions when the monarchs made

immeasurable contributions to the national survival and welfare of the Bhutanese people.

Having strengthened the security and sovereignty of the country, His Majesty the 4
King Jigme Singye Wangchuck decided that it was time for the people of Bhutan to
become involved in the governance of the country’s affairs. Starting from the people at
the grassroots to ministerial level, through the policy of decentralisation and devolution of
power for socio-economic development, citizens were gradually introduced to democratic
governance and its underlying fundamentals and principles. The history of this and the
process of democratisation are discussed in detail in Chapter 4. The 4™ King believed that
democracy was the best form of government for the people of Bhutan. Thus, after 100
years of absolute monarchy, the power to govern the country was transferred to the

people of Bhutan.

The people of Bhutan, after being nurtured by benevolent monarchs for over a
century, now have to accept responsibilities by actively participating in the decision-
making processes of the country. Responsibility was thereby thrust upon the people for
their active participation in understanding their roles and their government’s roles and

how they could actively involve themselves in deciding national matters.

For the people to participate actively, and more importantly for their effective
participation in the process of democracy, it is expected that they must be equipped with

the following:

* To know the basic principles of democracy;
* To have the skills to participate; and
* For such knowledge and skills to be based on sound morality, integrity and

efficiency.

This mandates the state to ensure citizens are provided with a good education that
provides a requisite level of knowledge and skills. Even more importantly, it ensures that
our education system produces citizens informed with appropriate values. For such an
education, a civics and citizenship element must be in place in the school curriculum to
ensure all citizens possess the above qualities. Bhutan must have a school system
promoting a broad and comprehensive civics and citizenship curriculum. The content of

such curriculum has to be reflected, incorporated and manifested in the form of textbooks



for educational purposes in schools. In fact, textbooks are the major source of learning for
our students in the Bhutanese education system. The content of the textbooks is currently
the primary source for youth in schools to acquire knowledge, skills and values. Because
textbooks play such an important role in Bhutanese education, they have to be prepared

with much care and intelligence.

Democracy is a fairly new concept for Bhutanese. Textbooks in schools should
convey a realistic view of democracy and impart a responsible idea of living in a
democratic society. For instance, textbooks should teach that democracy is not only about
freedom but freedom with responsibilities and duties. Further, the textbooks should carry
the teaching of Bhutanese ethos and values, such as Tha Damtshig (sacred commitment),
Ley Jumdrey (cause and effect), and Driglam Namzha (etiquette). Our students should
learn from the textbooks that Bhutan is a highly cultured society endowed with a set of
values with which people live their lives. Tha Damtshig is a commitment between
individuals about acting with commitment to whatever an individual does. Ley Jumdrey
refers to cause and effect. It stresses the general belief that present actions determine
future outcomes. Ley Jumdrey emphasises belief that an individual will only bring
positive actions by having expectations for good outcomes in future. Driglam Namzha
plainly refers to ordered and cultured behaviour generally expected from an individual,
including discipline within the self in whatever actions one preforms. These human
values have been the guiding values for the Bhutanese people for a very long time and
can have a positive effect for those participating in democratic decision-making

Processes.

Although the content of curriculum subjects such as Dzongkha, the Bhutanese
language, incorporates values, these values should be incorporated in all subjects and
even more so with civics and citizenship education as it is an appropriate subject to
impart these values. These values can enable all to exercise vigilance for every action
performed by individuals. One can watch one’s own actions to see whether one is doing
the right thing that will not destroy the harmony of society. One can observe how
committed one is to the people around one, such as one’s partner, children, elders,
youngsters, neighbours, fellow workers and extended family members. Finally, one
should be mindful of one’s action as to whether the action is performed with discipline or

in a mannerless way. Society appreciates a well-mannered person.



The present Prime Minister Tshering Tobgay quoted His Majesty the 4™ King as
having said: ‘the future of our nation depends on the youth, the future is what we make of
it, the future is what the youth make of it, not what is thrust on the youth’ (Tobgay, 2014,
paragraph 17). The Prime Minister further said that if we are to achieve a good future, we
need to have the best tool and that is a democratic system of governance. Therefore, our
youth need to understand democracy in order to enjoy the benefits of democracy, which
are conferred on all. On the other hand, they also need to fulfil their responsibilities to
ensure that democracy functions meaningfully (Tobgay, 2014). The Ministry of
Education has an obligation to heed to this message and make the curriculum meaningful

for students to enable them to understand democracy.

In addition, Bhutan’s national aspiration envisages an education (Planning Commission,

1999) that:

* Promotes the nation’s unique cultural heritage and ethical values;

* Develops the capacity of the young people with universal values;

* Grooms the young minds to become knowledgeable, skillful, creative,
enterprising, mindful, reflective and confident; and

* Equips the youth to respond to emerging national and global challenges.

The national aspiration is further supported by the Education Vision to produce an
educated and enlightened society of Gross National Happiness (GNH), built and
sustained on the unique Bhutanese values of tha dam-tshig [Tha Damtshig] ley gyu-drey
[Ley Jumdrey] (Ministry of Education, 2016, p. 63).

Bearing in mind the national aspiration of Bhutan, the researcher notes that civics
textbooks have an important role in providing children with the type of education that
meets the nation’s current needs. As His Majesty the 5™ Druk Gyalpo Jigme Khesar
Namgyal Wangchuck in 2009, during His address to the 3™ Convocation Ceremony
(Royal University of Bhutan, Paro College of Education, 7 February 2009) said: ‘praising
what we have done already will not bring new rewards. It is better to see what our

weaknesses are, where we have not done very well, and where we need to do better’

(Wangchuck, 2009, paragraph 2).

The teaching of Bhutanese civics is a relatively new area, and as in the case of any

area of curriculum, regular professional reflection is needed to maintain high quality.



Those involved include students and teachers and other significant people, and their
perspectives help create a rich understanding of the current situation in civics education.
Ultimately, the aim of any professional reflection is to identify potential improvements so
that quality enhancement is an ongoing process. To further quote His Majesty the 5™
Druk Gyalpo: ‘our education system built and nurtured with your [teachers’] hard work
and dedication has served us well. But we must understand that the times have changed
here in Bhutan and all around us in the world. We cannot face new challenges with the

same tool’ (Wangchuck, 2009, paragraph 5).

1.2 Problem statement

Although civics and citizenship education takes place in different contexts such as the
family, community, and religious institutions, schools are considered the main place to
impart learning of such education in Bhutan. Therefore, it is essential that periodic
reviews must inform the Ministry of Education on the implementation of the curriculum
and programs in schools in order to help make informed decisions and for ongoing

quality improvement.

Formulation of the present civics curriculum was initiated in 2006 and it underwent
rigorous refinement processes in 2007. The new civics textbooks, a product of this two-
year civics curriculum development, was first introduced to the Bhutanese schools in
2008 academic year, coinciding with the introduction of the Parliamentary democracy in
the country. The curriculum was for children from Class 7 to 12 and civics textbooks for
these classes were first published in 2008. Hence, the first cohort of students would have
completed a full 6-year cycle of studying the civics curriculum from Class 7 till Class 12
in 2013, i.e., after the introduction of the new textbooks in 2008 till the 2013 academic

session.

The researcher, as an Education Monitoring Officer (EMO) in the Education
Monitoring Division under the Department of School Education, was responsible for
students’ performance in History, Civics and Geography (HCG) subjects. Therefore, the
researcher as an EMO responsible to monitor students’ performance in HCG subjects by
different schools in the country was personally keen to learn the overall impact of the new
civics curriculum on students, teachers and the society at large. Further, the general
prevailing good practices of educational institutes also suggest the curriculum to undergo

major review or updates upon completion of a full cycle by one particular cohort (Royal



University of Bhutan, 2010). Therefore, the researcher opined it highly imperative to
conduct an in-depth study on the civics curriculum to highlight gaps and deficiencies, if
any, existing in civics textbooks in the light of concurrent socio-political changes that

have direct consequences on the contents of the curriculum.

To this end, perceptions about the nature and implementation of civics education from

various stakeholders need to be explored by querying:

* Students, concerning their learning experiences;

* Teachers’ opinion on their teaching methods as well as their views on the
curriculum provided by the Department of Curriculum and Research Development
(DCRD), which is currently called the Royal Education Council (REC);

*  Writers, who can recount the aims behind preparing textbooks, in order to
compare these aims with their present implementation in schools; and

* Stakeholders, regarding their perceptions on civics teaching in schools.

1.3 Purpose of the study

The purpose of this study was to investigate the teaching and learning experiences of the
Bhutan Civics curriculum and textbooks for Classes 7 to 12 following their introduction
in 2008. It would examine the perceptions of students, teachers and other significant
stakeholders about the content of the Bhutan Civics curriculum and textbooks. Therefore,

the study was intended to:

* Find out students’ knowledge about the Bhutanese system of governance since
2008;

* Examine students’ and teachers’ perceptions and experiences of current civics
education;

* Investigate stakeholders’ expectations about civics education in schools;

* Explore students’ and teachers’ understanding of the concepts of civics and
citizenship education;

* Explore perceptions of the ways in which universal democratic values, GNH
values and Bhutanese ethos are being imparted through Bhutan civics courses;

* Explore challenges faced by both students and teachers while dealing with this

subject;



* Gather opinions on whether students get more civics knowledge from school
through textbooks or from outside sources such as home, village, town, and the
media; and

* Consider other pertinent and emerging issues relating to civics education.

Further, there is also a practical necessity to review and look at the contents of the
civics textbooks for appropriate and relevant updates and changes. This is in view of the
new political landscape post-2008 and new legislations enacted by the new elected

parliament. This aspect is elaborated in Chapter 4 (Refer 4.6)

1.4 Research questions

This study used focus group interviews with high school students about their learning
experiences. Such interviews were also conducted with teachers to ascertain their
teaching experiences of Bhutan Civics. The study also explored students’ knowledge of
Bhutan Civics by conducting an objective test. The focus of this research was not only in
schools but moved beyond schools by conducting semi-structured interviews with
curriculum writers, curriculum implementers, and other curriculum-based stakeholders to
get their views about the students’ test performance and of students and teacher and

student perceptions of civics education.
The following questions were investigated through the test and interviews:
Overarching question:

What are Bhutanese stakeholders’ experiences and perspectives of civics education in

Bhutan?

1. What are the current circumstances of civics and citizenship education in Bhutan?

2. In the current situation of civics and citizenship education, what knowledge have
Bhutanese students gained?

3. How do relevant stakeholders in Bhutan perceive the match between their
intentions and the reality of student and teacher experiences in civics education?

4. What implications do these understandings have for the ongoing development of

civics education in Bhutan?

The answers to these questions are explored in Chapters 6, 7 and 9.



1.5 Study population

For the purpose of this study, the country was divided into three regions, namely, eastern,
western and central Bhutan. Three higher secondary schools from each region,
comprising two government schools and one privately owned school were randomly
selected. Further, the selected schools were observed to have varying provisions, such as
boarding and day scholars, urban and semi-urban, different streams of subject, and

gender.

Student participants were from classes 11 and 12. Thirty students from each school
were randomly selected to participate in civics test. Further, six students were selected to
participate in focus group interviews. Besides civics teachers from the selected schools,
syllabus writers, curriculum implementers and other stakeholders related to Bhutan Civics
education were also included as participants to acquire a wider perspective on civics

education in Bhutan (Refer Table: 5.2 and 5.7 in chapter 5 for details).

1.6 Assumptions of the study

The study was carried out based on the following assumptions:

* Students would have a better knowledge of civics following the two rounds of
elections in Bhutan.

* Textbooks introduced in 2008 should have helped students gain much knowledge
needed to participate in a test concerning Bhutan’s democratic process.

* A conceptualisation of civics education should be clear to students and teachers
after studying for almost eight years.

* Aspects of citizenship education have been included in the textbooks even though

they are called Bhutan Civics textbooks.

1.7 Limitations of the study

The study is confined to only three schools from each region due to the scattered location
of schools in Bhutan and also due to the limitation of time. Owing to distance and terrain
much time has been spent in travelling between schools, which is not an efficient use of
data collection time. Coverage of three schools from each region translates into 20% of
the total higher secondary schools. In addition, the data collection time happened during

the monsoon season, which made travelling very difficult. Another limitation was the



inability of the researcher to get participants from religious institutions as initially
planned. Participation was on a voluntary basis and the identified religious personnel did

not wish to participate.

1.8 Significance of the study

The study is significant because it is the first such research conducted about the current
civics curriculum in Bhutan. The study sought to identify if there was a potential civics
knowledge gap. Further, the study was intended to inform policy makers, curriculum
designers, educationists, teacher educators, and the public at large about the current state
of the acquisition of civics knowledge. Such knowledge will support ongoing quality
improvement in civics education. Additional details on the significance of this research

are provided in Chapter 4 (Refer 4.6)

1.9 Summary

The need to estimate the effectiveness of civics education in Bhutan became apparent
after the literature review on civics and citizenship education in other countries,
considering the national importance of civics and citizenship education, and realising the
low examination weighting accorded and less study-time allotted to students. Interviews
were conducted to explore the teaching and learning experiences of teachers and students
respectively and students’ understanding of the subject. Other stakeholders’ expectations
of schools providing civics and citizenship education were explored to see the match or
otherwise between those expectations and the reality of practices in schools. The study is
expected to provide comprehensive information of overall Bhutan Civics education
especially for the Ministry of Education. It is further anticipated that the research will
provide input for ongoing quality improvement and appropriate decision-making by the

government in future.

1.10 An overview of the thesis structure

Chapter 1 presents an overall introduction to the dissertation, which includes glimpses of
the monarchs’ role in maintaining Bhutan’s sovereignty and the journey made toward
becoming a democratic country. The monarch made a clear statement of expectation that
the education system would produce responsible citizens, and this forms the focus for the
problem of the study. The chapter further identifies the purpose of the study, research

questions, study population, assumptions, limitation and significance of the study.



Chapter 2 presents a detailed conceptualisation of civics and citizenship education
focusing on definition of civics and citizenship, the concept of civics and citizenship in
the West and the East, the Bhutanese concept of civics and citizenship, the concept of
Gross National Happiness in relation to the concept of civics and citizenship, the
importance of civics and citizenship education, values promoted through civics education,

and challenges with civics and citizenship education.

Chapter 3 presents international perspectives on civics and citizenship education
encompassing range of perceptions on civics and citizenship education, involvement of
citizens for success of democracy and governance, teaching morality through values-
explicit or values-implicit approaches of civics education transmission, civics and
citizenship education in five Asian International Civics and Citizenship Education Study
(ICCS) countries, international perspective outside ICCS countries, and how this

international context relates to Bhutan.

Chapter 4 presents a brief history of the democratisation process and history of education
in Bhutan. The chapter provides a historical background of Bhutan’s democracy,
contextual background of Bhutan’s education system, introduction of Bhutan Civics

textbooks, public perception of democracy, and research rationale.

Chapter 5 presents a detailed discussion of the research philosophy and methodology.
This chapter discusses approaches of social behaviour research, historical development of
different approaches and worldviews, selecting an appropriate research methodology,
research purpose, research design, mixed method research design, research model,
quantitative and qualitative data collection, analysis of data, ethical issues, credibility of

data, and limitation of the data collection process.
Chapter 6 presents quantitative results. The areas covered are:

* Knowledge about Bhutan Civics;

* Description of the students’ results in terms of school-wise performance; pattern
of students’ score in civics test under different divisions; and comparison of civics
result with two common subjects, Dzongkha and English, to see the trend of civics
performance;

* Topic-wise performance;
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* Comparison between independent groups of respondents: private and public
schools; urban and semi-urban; regional performance; stream-wise performance;

gender-wise comparison; and boarder and day scholars.

Chapter 7 presents qualitative results based on thematic analysis covering focus group
semi-structured interviews with students, semi-structured interviews with teachers and

other curriculum-based stakeholders.

Chapter 8 presents commentaries made on Bhutan Civics with regard to objectives,

activities and information provided in the textbooks.

Chapter 9 is the overall discussions on issues raised in the preceding chapters 1 to 8. It
provides specific comments and recommendations on the observations noted from the
literature reviews and analysis of quantitative and qualitative data from the research, and
also acknowledges the limitations of the study. The chapter highlights the plausible
implications and suggests a way forward to further enhance the quality of civics and

citizenship education in Bhutan.
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Chapter 2:
Conceptualisation of civics and
citizenship education

2.1 Overview

Chapter 2 explores the context, circumstance and basis of how civics and citizenship are
understood in different countries and in different regions of the world. Views on civics
and citizenship are diverse depending on different religions, cultures, history and
economic circumstances throughout the world. Civics and citizenship are different terms
with slightly different meanings albeit with a common root to the terms. Civics is a body
of knowledge and values, and citizenship is the skill people use to live out that
knowledge. Such concepts warrant further exploration for a right understanding of the

terminologies.

Generally, world cultures are conceived as ‘Eastern’, ‘Asian’ or ‘Oriental’ and
Western’, ‘European and North American’. Similarly, the Western idea of civics and
citizenship has a different perspective from the views that are felt and expressed in Asia.
Citizenship in the Western tradition under the influence of Christianity mostly revolves
around being a good citizen through knowing the law of the land and assuming one’s
rights and responsibilities in a world of legal settings: guided by civic and public values.
By contrast, the Asian concept is built around being a moral and religious person: guided
by moral virtues and personal values. Further, as Asia is a continent with extreme
diversity of values, ethnicity, economies, religion and national histories, the study of
civics and citizenship within Asia is correspondingly complex. Despite differences in
beliefs, concepts and perceptions, there are similarities and commonalities in the overall
understanding of civics and citizenship (Kennedy & Fairbrother, 2004; Lee, 2004a, 2009;
Lee & Fouts, 2005).
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This chapter consequently delves into various forms of concepts underlying
educational approaches to civics and citizenship. It further explores the ultimate purpose
of civics and citizenship education for the welfare of citizens and nations. Parallels are
also drawn to the Bhutanese version of civics and citizenship education that is

underpinned by the unique development philosophy of Gross National Happiness.

2.2 Background

Every country wishes to have a peaceful and harmonious society. Most people and
communities desire to have a society where people live in close cooperation and
understanding, demonstrate mutual respect for each other and where there is effective
control of crime and violence. Ultimately, every government desires a society where
enforcement of punitive laws is not necessary or not needed to any significant degree.
Such a society, if there is one, will only be possible with citizens who share these ideals
and behave accordingly. However, what constitutes a good citizen who would live in such
a way? How can a society develop good citizens? Good citizens are made, not born. The
question is how, by whom, to what end (Galston, 2001)? Are good citizens made through
formal education, such as a civics and citizenship education? If so, what is the nature of

such a civics and citizenship education that produces good citizens?

In the world today, many countries have adopted a form of democracy as the ideal
form of government. Some countries were forced to adopt democratic principles as a
result of constant pressure either from their own citizens or due to international
influences. This adoption led to regimes undertaking institutional changes, for example,
Myanmar (Suryanarayan, 1996). In contrast, there are many countries with undemocratic

regimes holding on to their power despite civil unrest and prolonged civil war, for

example, Syria (Al-Assad, 2011).

This pressure for change is underpinned by an assumption that people’s participation
in decision-making will enhance commitment to their country and its laws and that such
participation informs expectations associated with citizenship. The question arises: does
citizens’ participation ensure the achievement of a successful democracy? According to
O'Connor and Romer (2006) a healthy democracy depends on the participation of
citizens, and the manner of participation is guided by learned behaviour. This form of
political behaviour does not just happen. In other words, meaningful participation is

learned. Meaningful participation is one that is supported by appropriate education to
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provide citizens with the necessary knowledge and skills to participate effectively. It is
thus important to examine the learned behaviour necessary for citizens to ensure effective
participation and ultimately achieve a successful and vibrant form of democracy. Further,
as questioned by Galston (2001), how would citizens obtain these learned behaviours?
Experts, academicians and scholars suggest that such learned behaviour is obtained

through civics and citizenship education.

But the notion of civics and citizenship education should not be restricted to formal
learning in schools and colleges. In fact, there are multiple institutes, forums and
platforms where citizens can obtain knowledge and skills to develop their civic character
and commitments. For instance, family is one institution where a great deal of civics and
citizenship edification can be transmitted from parents or elders to children and younger
family members. Religious institutions are another source where civics and citizenship
instructions may be bound with religious beliefs and faiths. Further, media and
community groups increasingly exert important influences that could act as effective

tutelage in the development of concepts of civics and citizenship in the minds of citizens.

Nonetheless, while acknowledging the significance of social institutions, one must not
write off formal institutions, since schools conventionally assume a ‘special and historic
responsibility for the development of civic competency and civic responsibility’. This
special and historic responsibility is fulfilled ‘through both formal and informal education
beginning in the earliest years and continuing through the entire educational process’
(Branson & Quigley, 1998, p. 11). The Dreyfuss Civics Initiative (2014, p. 1) also argues,
‘civic values such as civility, clarity of thought, and the importance of dissent are not

inherited at birth. The ideas must be taught, and the younger the better.’

Branson and Quigley (1998) suggest that even in older and mature democratic
countries like the USA, perhaps the world’s oldest constitutional democracy, citizens
need civic education. American democracy has philosophical foundations underlying
their political institutions, which are positioned as models for countries aspiring to adopt
democracy. Yet, civics education is essential for the American polity to sustain its

constitutional democracy.

Branson and Quigley (1998, p. 2) further support the need to have civics education
policy by stating that ‘habits of the mind, as well as “habits of the heart”, the dispositions

that inform the democratic ethos, are not inherited’ but are learned, fostered and nurtured
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by circumstance, word and study. Each new generation must acquire the knowledge, learn
the skills, and develop the dispositions for meaningful participation in democracy. It is
further viewed by Dewey (1916) that democracy is not only a form of government but
also a mode of living together, of conjoint communicated experience. Therefore,
informed and effective citizenship in a democracy must be nurtured through civics and
citizenship education. So, what are civics and citizenship education? Are these two
concepts the same or different subjects of study? Before discussing civics and citizenship
education, it is essential to understand how these ideas are similar or different from each

other.

According to Mellor (2003) civics and citizenship are not the same. Civics relates to
civic knowledge and citizenship is a disposition. Citizenship is the development of skills,
attitudes, beliefs and values that will predispose a person to participate. Henderson (2013)
further makes the concept of civics clear by stating that, for instance, in Australia, civics
is the study of democracy, its history, traditions, structures and process, while citizenship
is the development of skills, attitudes, beliefs and values that will support students to
participate and become engaged in society. Provided below are definitions of civics and
citizenship from different institutions, scholars and writers that illustrate how in some

countries the concepts vary slightly.

ACARA (2012) and the Civics Expert Group (1994) define civics as an identifiable
body of knowledge, skills and understandings relating to the organisation and working of
society, including for example, Australia’s federal system of government, political and
social heritage, democratic processes, public administration and the judicial system,

which includes local, state, national, regional and global perspectives. In contrast,

ACARA (2012) defines citizenship:

as the legal relationship between an individual and a state. More broadly, citizenship
is the condition of belonging to social, religious, political or community groups,
locally, nationally and globally. Being part of a group carries with it a sense of
belonging or identity which includes rights and responsibilities, duties and privileges.
These are guided by the agreed values and mutual obligations required for active
participation in the group. In the Australian Curriculum, citizenship incorporates
three components — civil (rights and responsibilities), political (participation and
representation) and social (social values, identity and community involvement).

(p-2)
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Drawing similarities from the above definitions by Mellor, Henderson and ACARA,
the Bhutanese parallel of understanding civics, according to T.S. Powdyel, is ‘an
examination of the way governments are formed and the manner in which they relate to
and influence the life of citizens, including their rights and responsibilities as members of
the state’ (DCRD, 2008a, p. v). Similarly, as inferred from the same Foreword Note by T.
S. Powdyel, Bhutanese understanding of citizenship is aptly explained as ‘necessary to
learn about how human beings organize their life and build institutions to guide and
govern themselves’ (DCRD, 2008a, p. v). Therefore, in Bhutanese parlance, while civics
is a study of how governments are formed, citizenship is a study of how the governments
are run. Obviously, the operation of governments will involve people, or rather the
citizens. Thus, it is the knowledge and skills (of civics) possessed by citizens that are
being put to use by citizens through their dispositions. The manner in which citizens are
disposed to perform their civic responsibility is the study of citizenship. It merits
unravelling the different definitions and concepts of citizenship so that different

perspectives of citizenship theory and ideology are comprehended.

To this end, the researcher’s review of the literature reveals different levels of
understanding of the concept of citizenship by different people resulting in debates and
intellectual tension between those holding different definitions and understandings. For
instance, Althof and Berkowitz (2006) present tensions between a narrow definition of
citizenship as a legal status, a middle definition of citizenship as knowledge of and skills
for participation in the political sphere, and a broader definition of citizenship as a
combination of knowledge about society as well as skills for participation in and
dispositions to engage constructively in public efforts to promote the common good.
Regardless of the different definitions of citizenship, the important issue is how to instil

citizenship in successive generations.

It can be seen that the definitions of citizenship are varied, complex and
multidimensional. According to Ichilov (2013), citizenship consists of legal, cultural,
social, and political elements and provides citizens with defined rights and obligations, a
sense of identity and social bonds. The classical definition of citizenship rests on the
assertion that citizenship involves a balance or fusion between rights and obligations.
Hence, citizenship is neither rights nor obligations but the fusion of the two, which every

citizen should invariably possess. A citizen can exercise certain rights but should also
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bear certain obligations. Such balancing of rights with obligations is essentially a study of

civics and citizenship education.

Reinforcing Ichilov’s understanding that citizenship as a fusion of rights and
obligations, Wright (1962, p. 1) comments, ‘over the centuries a large number of
safeguards has been evolved to protect the privileges of citizenship. But for each privilege
we have a responsibility. It is with the responsibilities and privileges of citizenship that a
study of civics is concerned.” If we accept the privilege of, for instance, freedom of
speech, then we must exercise a sense of responsibility in choosing what we speak about
and when and how to speak and respect the same freedom for others. The Universal
Declaration of Human Rights and the International Covenant on Civic and Political
Rights identify freedom of expression rights but make it clear that in speaking out we
must all respect the rights or reputations of others and our speaking out must not
jeopardise national security, public order, public health and public morals. It is possible
that careless and thoughtless speech may destroy freedom itself. Similarly, a person
voting without care or thought is surely labelled as an irresponsible citizen because the
person is not only appointing the lawmakers; they are also equally responsible for
keeping and enforcing these laws. To sum up, Wright (1962) emphasises two issues: first,
a citizen has an obligation to be responsible when accepting privileges of citizenship.
Second, a citizen has a right to vote but bears equal responsibility for the actions or
inactions of their elected representative (through abiding by laws enacted by their elected
representatives). This necessitates a citizen electing a capable and competent

representative enriched with sound morality and ethics.

Thus, voters are morally responsible for the actions or inactions of their elected
representatives as voters in a democracy have responsibility to vote conscientiously. This
is propounded by Hoy (1945, p. 2) that ‘Citizenship means, first, that we share directly in
the government of the country by helping to choose those persons who will look after our
interests in all civic matters’. It is an additional dimension to a citizen’s responsibility. In
addition to the claim made by Wright (1962) that a citizen should be responsible for the
laws enacted by their representatives, Hoy (1945) goes on to add that citizens should, in
their own right, be responsible for the affairs of the state, to solve civic problems in the
common interest of fellow citizens, and to extend their civic duty beyond borders for the
good of humanity as a whole at the global level. Such ideals should begin from school

age when children vote for their school games committee or school prefects. Hoy laments
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that school children often think that their responsibility ends after voting for their school
prefects. A school’s interest should be the school child’s interest and the concerns of the
state should be the interest of citizens. By extension, a global issue, for example, climate
change, should be regarded relevant to any particular country’s affairs and thus an

international problem, if any, should be a concern of all nations.

Therefore, the definition of civics and citizenship by Hoy (1945) stretches from
individuals, families, communities and institutions such as school and its community, and
from community to state, and eventually to the world. Further, Hoy (1945, pp. 290-291)
proposes the idea that a good citizen will cause fewer civic problems, which will make it
easier for the authorities to manage social order. Fewer civic problems will be easier for

the state to solve and manage national responsibilities.

Civic problems may arise because of undesirable behaviour of the people, those
involved in violations and abuse of laws. O'Connor and Romer (2006) refer to learned
behaviour as essential for a healthy democracy, therefore, citizens who learn to be
observant or law-abiding and faithful to the norms and good practices in society
contribute towards making a healthy democracy. Law-abiding citizens make it easier for

the authorities to govern in the best interest of all.

2.3 Civics and citizenship vs. civics education and citizenship
education

As civics and citizenship are two separate areas for study, it is only logical that civics
education be distinct from citizenship education. Taking this perspective into account,
Schulz, Fraillon, and Ainley (2012) describe civics education as education that focuses on
knowledge and understanding of formal institutions and processes of civic life, such as
the structure of government and voting in elections. Civics education, when applied in
typically democratic countries, is concerned with democratic processes and people’s
involvement with that process at all levels. It helps citizens make informed judgements
about the nature of civic life and their involvement in civil life, politics, and government,
and why politics and government are necessary, the purpose of government, and the
nature and purpose of constitutions (Branson & Quigley, 1998). In addition, Dejaeghere
and Tudball (2007) state that civics emphasises knowledge and understanding of civic

institutions and processes.

18



Citizenship education is a wider concept and entails the development of civic
knowledge, dispositions and skills. In fact many people are concerned about the ways in
which youth are prepared for citizenship and how they learn to take part in civic life
(Branson & Quigley, 1998). Citizenship addresses the levels of knowledge, dispositions
and skills for participation according to Dejaeghere and Tudball (2007). Anderson (1993)
claims that such statements indicate that citizenship education is not merely a political
education but a more broadly based understanding of the local and international issues

that face all societies today and in the future.

Learning about civic behaviour is essential for all citizens; therefore, there is a greater
need for citizenship education to promote learned behaviour in citizens. Mellor (2003, p.
1) says, ‘a rich and complex set of understanding, based on civics knowledge and
attitudes or values, plus the opportunity to experience, to practice civic competencies, is
required for effective citizenship education. Without civic knowledge and a disposition to
engage, a person cannot effectively practice citizenship.’ In addition, a survey conducted
by Dynneson (1992) on the concept of ‘Good Citizenship’ according to senior students in
one Texan high school revealed that civics learning is an essential aspect of broader
citizenship education tradition. Furthermore, Cogan and Derricott (2014) state that
schools have considerable responsibilities to develop in young citizens a sense of identity
and often national pride in the process of teaching students the rights and duties of

citizenship.

Statements by Mellor (2003) and the survey findings of Dynneson expressly suggest
that civics education and citizenship education are inextricably interwoven and
undeniably intimately related to each other. Neither is possible without the other. Hence,
this research study considers civics and citizenship educations together as inseparable. It
is on the basis of this rationale that concepts, beliefs and contexts of civics and citizenship
education expressed by different scholars and writers will be explored in order to identify
countries that have civics knowledge and dispositions adequately provided for citizens to
learn. Furthermore, do these systems provide requisite opportunities for citizens to use
civics knowledge through appropriate citizenship education or ‘learned behaviour’?
Specifically, do Bhutanese have the required level and content of civics knowledge based
on certain concepts of civics and citizenship education? Even if Bhutan does have this

knowledge, is it similar to the concepts and principles of civics and citizenship education
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generally understood and practised in other countries? These issues are further discussed

in Chapter 3.

Citizenship education enables citizens to understand civics clearly and appropriately.
According to the Civics Expert Group (1994) in Australia, civics education will only
create confusion and resistance without an active citizenship education. In other words,
civics education depends on specific courses while citizenship education is a broader
undertaking that encompasses all aspects of school life. Therefore, civics education is
important not only for schools students but also for the creation of a future informed

citizenry.

Critics have questioned many of the existing civics education programmes for their
narrow focus on institutions of government. They argue that such a narrowly focused
civics education provides a limited notion of citizenship. A good citizen should not only
understand the structure and function of government but should also be aware of the
social dynamics and their role within that formal structure. This view further supports the
notion that citizenship education actualises formal knowledge of how government works

and the possibilities and limitations of political participation (Krinks, 1999).

Thus, the preceding paragraphs suggest the interlinkages and inter-relatedness of
civics and citizenship education in a situation where conceptual definitions of ‘civics’ and
‘citizenship’ are different. A deeper analysis of various definitions reveals that civics and
citizenship education are either supplementary or complementary to each other.
Nonetheless, the differences and similarities can be identified in both Western and

Eastern cultures. These details are explored below.

2.4 Western concept vs. Eastern concept of civics and
citizenship education

The researcher has attempted to understand a common idea of citizenship education. A
review of literature, for this purpose, exposes difficulty in understanding one common
idea of citizenship. An understanding of the good citizen also differs from country to
country (Lee & Fouts, 2005). For instance, in the USA, (Dynneson, 1992, pp. 56-57)

graduating senior students from four states were asked to respond using a Likert scale

against a list of descriptors of a good citizen. The list was as follows:

* Knowledge of current affairs;

20



* Participation in community or school affairs;

* Acceptance of an assigned responsibility;

* Concern for welfare of others;

* Moral and ethical behaviour;

* Acceptance of authority of those in supervisory roles;
* Ability to make wise decisions;

* Knowledge of government; and

e Patriotism.

The responses revealed that an ability to make wise decisions and a concern for the
welfare of others were the most important characteristics of a citizen according to these
students. Acceptance of an assigned responsibility, ability to question ideas and moral
and ethical behavior were the next most important characteristics. Knowledge of current
affairs, patriotism and acceptance of authority of those in supervisory roles were rated as
least important, while knowledge of government and participation in community and

school affairs were considered not important.

A conceptualisation of citizenship applicable to Europe and North America, according
to Cogan (2014), contains a sense of the knowledge, skills, values and disposition that,
ideally, citizens should possess. Cogan (2014) classified these attributes into five

categories:

* A sense of identity;

* The enjoyment of certain rights;

* The fulfilment of corresponding obligations;

* A degree of interest and involvement in public affairs; and

* An acceptance of basic societal values.

Cogan (2014) further observes that the five attributes are found acceptable in two
Asian nations, that is, Japan and Thailand. In addition to the five attributes mentioned
above, a Japanese conception of a good citizen includes maintaining harmonious family
and social relationships. Furthermore, the citizenship programme in Japan tends to
emphasise the concept of nation more than that of citizen. Moral aspects of citizenship in
Japan are always included in the concept of being a good citizen. In Thailand, the

concepts of citizenship, besides family and human relationships, includes a religious
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definition of the good citizen. Hence, spiritual and moral developments are seen as
important elements of citizenship. In this predominantly Buddhist society, these are very
important and are made explicit in curricula and implicit in educational policies and the

preparation of teachers (Cogan, 2014).

Many writers and scholars, such as Lee (2009), have studied the difference between
Asian and Western concepts of citizenship. Kennedy and Fairbrother (2004, pp. 290-291)
examine whether there is a contradiction between Asian and Western concepts of
citizenship or ‘whether rather than being distinct and exclusive, Asian and Western
conceptions of citizenship are compatible and share commonalities’. One of their findings
is that due to colonial legacies in some Asian countries, Western ideas have taken root,
but the underlying values are local values that have developed in the specific historical

context.

In order to understand the difference between Asian and Western conceptions of
citizenship, Kennedy and Fairbrother (2004) and Lee (2004a) studied more closely the
idea of the self and the individual in the Asian context. They noted the differences
between individualism (as in the West) and individuality (emphasising the quality of
inner being and the development of individual character as in the East) and between
individual interest (in the West) and individual development (in the East). In China,
patriotic education is seen as important in terms of fighting selfishness, individualism and
individual interest. Hong Kong and Chinese teachers consider self-cultivation an
important quality for the development of future citizens (Grossman, 2004). Similarly in
the Muslim tradition, especially in the Malaysian education system, a focus on personal

well-being and morality is seen as preparation for contributing to the society (Kennedy &

Fairbrother, 2004).

According to Lee (2009), the Anglo-American and the Western concepts revolve
around people’s participation in the governance of the country, mainly through
democracy, assuming rights and responsibilities of citizens in a world of legal settings.
By contrast, the Asian or Eastern concept is built around moral and religious sentiments.
Further, Kennedy and Fairbrother (2004) state that Asian citizenship education is defined

more by conceptions of moral virtues and personal values than by civic and public values.

22



Asia comprises countries with an extreme diversity of values, thereby rendering an
understanding of the concept of citizenship more complex. Lee (2004a, p. 277) comments

that there is difficulty in studying Asia because of its diversities, including:

* Economics, for example, the rapid economic performance of Japan;

* Population size, for example, the large Chinese population;

* Political system, for example, Cambodia and Mongolia, which have shifted from
communism to capitalism,;

* Religion, for example, Confucianism in East Asian countries, Christianity in the
Philippines, Islam in Malaysia and Indonesia, and Buddhism in Thailand and
Bhutan with minorities of such religious adherent in most countries, and

* Colonial history, for example, Hong Kong, the Philippines, Vietnam, and Korea

have been under foreign domination.

Furthermore, there is an element of geographic diversity in Asia, for example, India
with great diversity of physical features, such as deserts, evergreen forests, snowy
Himalayas, extensive coastal areas and fertile plains (Tiru, 2015). There is also diversity
in ethnic groups, economic systems and cultures. Nonetheless, there are some
commonalities in the ‘Asian’ context of understanding citizenship education. Lee (2004a,
p. 280) reveals that despite the difficulties in conceptualising citizenship there are three
common features in the Asian context, which can be briefly stated as: an emphasis on

harmony; a focus on spirituality and individuality as self-cultivation.

Lee (2004a, p. 280) writes that maintaining harmony with the universe and in relations
with one another in society is considered a fundamental philosophy of life across the
Asian region. This is exemplified even in the perception of work. Asian educational
leaders place higher value on ‘habits of loyalty, obedience, hard work, and punctuality’
rather than on ‘individual competitiveness and creativity’. For instance, the term ‘ethics’,
in the Chinese language, is translated as ‘human relationships’. ‘Maintaining good human
relations, which is often characterised by harmony, is a priori agenda of Chinese culture’

(Lee, 2004a, p. 280).

Khader (2012) writes that primary school children in Malaysia are taught values
relating to self-development: self and family, self and society, self and environment, and

self and country. By the time children reach middle school, the values are dedicated to
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peace and harmony. Education in Malaysia provides spiritual and moral education
through expressing daily the virtues of Malaysian society found in religion, traditions and
cultural rites. Hoon (2010) argues that this focuses on the instillation, inculcation and
internalisation of the noble values of Malaysian society that were based on various
religions, traditions and cultures of different communities and which are also consistent
with universal values. Hamzah, Isa, and Janor (2010, p. 1) observe that education in
Malaysia aims ‘to produce a balance and a holistic individual from physical, emotional,

spiritual, and intellectual potential based on a firm belief and devotion to God’.

Lee (2009) mentions citizenship rights and responsibilities and the relationship
between the state and the individual as common features between the East and the West
cultures. However, citizenship curriculum in Asia is concerned with how one relates to
self, others, such as family and friends, the state, and nature. One often finds significant
emphasis on self-cultivation as well as harmonious relationships between self and others.
The West focuses on individualism in terms of individual rights and responsibilities in the
political sphere while citizenship in the East is primarily concerned with morality and

moral education (Lee, 2009).

Summarising, the Asian concept of a good citizen is someone who is a good person
with an emphasis on self-awareness, which then acts as a significant starting point for
citizenship education. This involves beginning with learning about one’s relationship with
self and to the universe and then to other spheres of human society. This is reflected in
Bhutanese discourses, for example, according to T. S. Powdyel, the former Minister of
Education, Royal Government of Bhutan, ‘children should learn that culture is the
cultivation of sweetness and light’, and should comprehend the environment as an
extension of one’s self. “‘When we talk of governance, we would like to begin from self-
governance to governance in the family, in the class, in school, in organisations, in

societies, at the national level and link it to world-governance’ (MoE, 2013, p. ix).

However, there is one caveat on this observation about a stark divide between Eastern
and Western concepts suggested by Lee (2004a) when he states that one major difficulty
in pursuing a study of Asia with respect to citizenship education and politics is to
distinguish between Western and Asian ideas. The world is dynamic in its interaction and
the flow of ideas. Although some thoughts originated in the West that are typically

Western, after some time following the indigenisation of foreign ideas, it becomes
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difficult to identify what are indigenous and what are foreign. Therefore, the concept of
citizenship has developed in Asia as a hybrid combination of Western and Eastern

concepts.

2.5 The Bhutanese concept

Bhutanese civics education encompasses much the same meaning of values, principles
and knowledge of democracy, provisions of the Constitution, politics, and the roles and
responsibilities of citizens, laws of the country, voting and other related content.
Citizenship in Bhutan is based on universal values, such as respect, responsibility,
fairness, freedom, honesty, integrity, and human dignity (Kirschenbaum, 2000). It also
incorporates the Bhutanese concepts of Ley Jumdrey, Tha Damtshig, and Driglam

Namzha.

Ley Jumdrey shows that an individual’s present actions determine the future outcome:
the belief that you reap what you sow. Tha Damtshig refers to sacred commitment
(Wangyel, 2001), and Driglam Namzha is the traditional etiquette or code of conduct and
manners of deportment, introduced in the seventeenth century by the founder of Bhutan,

the Zhabdrung Ngawang Namgyal (Whitecross, 2010).

The concept of Ley Jumdrey, or the law of karma, is the principle of Cause and Effect,
which was originally drawn from Buddhism. Ley refers to actions or deeds and Jumdrey
refers to consequent outcomes of these actions and deeds. Therefore, the eventual
outcome will only be good or positive if the preceding actions were good or positive. In
other words, if one performs good deeds, one reaps good results. In Buddhism, good and
bad karma are not defined by physical appearance or verbal speech but by intention.
There are virtuous, non-virtuous or neutral intentions that determine whether actions are
virtuous, non-virtuous or neutral. These three kinds of actions then bring, respectively
happiness, suffering or no result (Phuntsho, 2004). The ‘law of karma’ or Ley Jumdrey or
just Ley is regarded as a very popular religious concept. People view it as an infallible law
where virtuous actions lead to happiness and happy rebirth while non-virtuous actions
lead to suffering and unhappy rebirth. To be a moral person is to abide by Ley Jumdrey
through engaging in virtuous actions and eschewing non-virtuous actions. Phuntsho
(2004) argues that to have no regard for Ley Jumdrey is to be morally unconscientious,

irresponsible and reckless.

25



The concept of Tha Damtshig refers to moral values that pervade and shape Bhutanese
society and provide a moral framework and vocabulary that permeates everyday life.
From a Bhutanese perspective the concept of 7ha Damtshig seeks not only to promote
social harmony, it also seeks to establish and maintain social justice (Whitecross, 2010).
It reinforces the values of truthfulness, honesty and trust between self and others. By the
same token, it is not wrong to assert that democracy is all about trust amongst citizens.
This desired trust between citizens is expected to be inculcated in Bhutanese citizens

through civics education.

There is a convergence between the Bhutanese perspective and the Western views
associated with moral development. Halstead and Pike (2006, p. 1) state that ‘moral
education is a vital and unavoidable aspect of citizenship education because disposition
and values, as well as skills and knowledge, are to be fostered’. Further, Althof and
Berkowitz (2006) claim that character education contains moral reasoning and also
includes moral reflection and its application to democratic citizenship. In other words, the
connection between morality and civics is that it is necessary to have a strong and clear
legal system that proscribes immorality and prescribes moral behaviour. Althof and
Berkowitz (2006, p. 496) provide a dictum: ‘you can’t legislate morality,” since no law is
people-proof and ill-intentioned people will find a way around the law. Therefore, for a
society to truly thrive and endure, it needs citizens who are intrinsically and actively

prosocial. Morally enriched citizens are those who are prosocial actively and intrinsically.

In Bhutan, the conduct of a person is generally judged by a concept called Driglam
Namzha, which can be viewed as incorporating the values and ethos normally considered
part of modern civics and citizenship. The concept deals with more mundane issues of
physical and verbal comportment, identifying what is determined as crude or courteous
behaviour based on the specific social and cultural contexts in which the person is
participating. Thus, as a concept of orderly good manners and uniform behaviour, it is a
concept supposedly universal to all societies and ages (Phuntsho, 2004). Drig denotes
order, conformity and uniformity and /am means way or path. Driglam literally means the
way or path having order and uniformity, while namzha refers to concept or system.
Driglam namzha is thus a system of ordered and cultured behaviour and, by extension,
explicit standards and rules to this effect (Phuntsho, 2004). The precepts in Driglam
Namzha can be as specific as table manners and as broad as formal conduct in offices or

etiquette to be followed in the presence of elders, senior officials, ministers and the royal
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family. It also requires officials of a senior rank to treat people below their social standing
with a certain comportment. As Phuntsho (2004) states, good manners are shown by
superiors and older people to inspire and impress the lower and younger ones.
Comparable traditions in countries such as Britain could be, for example, standards of

gentlemanly or lady-like behaviour.
In the words of His Majesty the 5™ Druk Gyalpo, Jigme Khesar Namgyal Wangchuck:

In talking of our age-old values let me say a few words on one aspect of it — our Driglam
Chhoesum [Driglam Namzha] — our cultural traditions of etiquette. Many educated
Bhutanese today might say that these are the little things we do such as lowering our
heads, or our kabneys and standing in the presence of higher authorities. That is not true.
It is neither subservience nor the currying of favour that some people have reduced it to
be. As you go forward in life, you will, as individuals, need two things more than
anything else — education and character. There is a Bhutanese saying that one can make a
living from having good character. How do you speak to and treat others? Are you easy
for your colleagues to work with? Do your supervisors find it convenient to place
responsibilities on you? Do your friends and family place their faith and trust in you?
These are very important things to consider. If you place all your hopes for your future in
the education you have, it is not enough. You must also know the difference between
good and evil, between right and wrong, between compassion and self-interest. You must
know how to live a life of moderation and balance. No matter how well educated or
capable you think you are, you must also make it easy for others to appreciate you, to
offer you work, or to place important responsibilities on your shoulders. In the west, they
sometimes refer to it as emotional intelligence. Our Driglam Chhoesum simply applies
our age-old values to our daily lives and ensures that as we pursue individual goals and
ambitions, we do so in harmony with others — that our individual successes will build a

strong, united and harmonious nation. (Wangchuck, 2011, paragraph 8)

Driglam Namzha also prescribes what constitutes the national dress for Bhutanese
men and women. The concept extends to an individual’s thoughts and opinions in terms
of social values of respect and due consideration for others. Often, the former Prime
Minister, Jigmi Y Thinley, in his public meetings would explain the concept of Driglam
Namzha as being an individual’s continuous pursuit of harmonious living in society.
Thus, it is through Driglam Namzha that one cultivates good habits, develops respect for
others, understands and responds appropriately to the formal hierarchical structure of

organisations, understands the rule of law, and maintains self-discipline at all times
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(Jigmi Y. Thinley, personal communication, January 22, 2012). In essence, Driglam
Namzha requires that an individual live in a manner that always emphasises respect and
due consideration for others. According to the Bhutanese NDP Steering Committee and
Secretariat (2013, p. 29), Driglam Namzha is ‘a uniquely Bhutanese dimension referring
to the role of dress, consumption habits, attitudes and body language in expressing and
generating social harmony.” Pommaret (2000) informs us that Driglam Namzha was
originally only in the form of oral transmission but now there are books or manuals being
written with the intention to teach modern Bhutanese people the traditional and proper

code of conduct in all circumstances of life.

The concepts of Ley Jumdrey, Tha Damtshig, and Driglam Namzha are inextricably
interwoven into the concepts of civics and citizenship education in Bhutan, particularly as
the country’s guiding philosophy of Gross National Happiness (GNH) covers similar
aspects, ranging from how an individual lives to how the government governs. Such an
ethos and etiquettes can be taught, especially through subjects such as civics, and students

can display appropriate etiquette during classroom activities.

Ley Jumdrey, Tha Damtshig and Driglam Namzha play a very important role in
shaping Bhutan’s citizens. To impart citizenship education, teachers need not only to
model these values as they teach students how to be good mathematicians, biologists,

physicists, chemists, historians, architects, and other professions.

It is in this context that the Royal Government of Bhutan launched ‘Educating for
GNH’ in 2009 to address both the issues of citizenship and personal character
development, beginning particularly with school students (MoE, 2013). The former Prime
Minister of Bhutan, Jigmi Y. Thinley, informed the participants during the launch of
‘Educating for Gross National Happiness’ that education has been identified (Hayward &
Colman, 2010) as:

the glue that holds the whole enterprise together. If we are ignorant of the natural
world, how can we effectively protect it? If we don’t know that smoking, junk food
and physical inactivity are unhealthy, how can we have a healthy citizenry? If we are
ignorant of politics and of national issues, how can we cast an informed vote? If we
are ignorant of the extraordinary teachings of Guru Rimpoche, Zhabdrung Ngawang
Namgyal, and the other great masters who taught and practised right here in Bhutan,
how can we appreciate our legacy, embody our own culture, and serve the world? (p.
14)

28



T. S. Powdyel, former Minister of Education, said that Educating for Gross National
Happiness is ‘Essentially an invitation to Education, to all of us educators, to look for and
to discover the soul behind our role’ (MoE, 2013, p. ix). ‘Educating for GNH’ attempts to
enrich all learning processes and to give genuine context, purpose, and meaning that will
make curriculum and learning more enjoyable, more pleasurable, and more relevant.
Infusing GNH into curriculum gives both teachers and students a sense of meaning and
makes it relevant to their lives. Jigmi Y. Thinley said that through ‘Educating for GNH’
teachers can discover how they can bring GNH principles, practices, and values into
civics textbooks and other disciplines like maths, science, languages, sports, and other

subjects taught in schools (MoE, 2013).

2.6 What is Gross National Happiness (GNH)?

His Majesty, the 5th King of Bhutan, said, ‘Gross National Happiness has come to mean
so many things to many people, but to me it signifies simply development with values’
(GNH Centre Bhutan, 2016, p. 1). Similarly His Majesty the 4th Druk Gyalpo Jigme
Singye Wangchuck expressed his view of the goals of development as making people
prosperous and happy. Further, Druk Gyalpo Jigme Singye Wangchuck said that the rich
are not always happy while the happy generally considered themselves rich. The concept
of Gross National Happiness is based on the premise that true development of human
society takes place when material and spiritual development occur side by side. They
complement and reinforce each other (Tourism Council of Bhutan, n.d). GNH is a holistic
and sustainable approach to development that seeks to balance material and non-material
values with the conviction that humans want both material and spiritual fulfillment. The
objective of GNH is to achieve a balanced development of all facets of life, which will

contribute to our personal happiness and social progress (GNH Centre Bhutan, 2016).

The MoE released a document ‘Educating for GNH’ incorporating the principles of
GNH, as expounded by The Gross National Happiness Commission (GNHC). Broadly,
the concept of Gross National Happiness is comprehended through four pillars (MoE,
2013, p. 9):

1. Sustainable and equitable socio-economic development;

2. Preservation and promotion of cultural and spiritual heritage;
3. Conservation of environment; and
4

Good governance.
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The four pillars are further elaborated in nine domains (MoE, 2013, p. 9):

* Psychological wellbeing;

* Time use and balance;

* Cultural diversity and resilience;

*  Community vitality;

* Ecological diversity and resilience;
* Good governance;

* Health;

* Education; and

* Living standard.

Under the pillar ‘Sustainable and equitable socio-economic development’, the fruits of
economic development have reached the remote corners of the kingdom in the form of
roads, electricity, schools, hospitals and telecommunication services. Remote and isolated
villages perched on the mountain slopes, and hamlets sprouting on valley bottoms and by
the banks of streams and gullies, are all accessible by mobile phone. Electricity poles
stand on the ridges and in the woods, carrying power to far-flung villages to light up
houses, schools and public service centres. National resources are equitably distributed
amongst all the districts based on the Resources Allocation Framework (RAF). The
objective of RAF is, in terms of capital grants, to strengthen transparent, equitable and
objective resource allocation mechanisms so that intergovernmental fiscal transfers are

effective and well-functioning (Gross National Happiness Commission, 2012).

The national goals are envisioned through the development philosophy of GNH, so
that the achievement of socio-economic development does not compromise the non-
material and spiritual needs of Bhutanese people and society. Bhutan’s development
policies, plans, and programmes are tempered with equally competing national goals
under the next two pillars, viz. preservation and promotion of our culture and spiritual
heritage, and conservation of the environment. For instance, notwithstanding the national
revenue from the tourism sector, our tourism policy of ‘high value, low impact tourism’
has actually facilitated the promotion and preservation of our age-old cultural values

(Tourism Council of Bhutan, n.d).
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All economic development policies, plans and programmes have to undergo a GNH
Policy Screening test. Any proposal that fails the GNH Policy Screening test and
demonstrates serious risks to the ecology, culture or local communities is sent back to
relevant agencies for amendments to ensure they harmonise with GNH principles (NDP

Steering Committee and Secretariat, 2013).

GNH is based more on a national philosophy and values rather than merely measured
by numerical scores. It instils a sense of social responsibility. GNH emphasises the
importance for citizens to assume fundamental rights and duties in our day-to-day lives,
thereby empowering people underpinned by the state’s good governance structures. In
fact, good governance is a precondition to the functioning of the other three pillars (Royal
Government of Bhutan, 2011). For the government, the GNH development paradigm has
facilitated the drive towards economic self-sufficiency and self-reliance, reduction in the
gap between rich and poor, and ensuring good governance and empowerment of people
(Bhutan-Bhutan Travel: sustainable tourism, 2015). Implementation of good governance
principles enhances features of transparency and accountability, which in turn promotes
concepts of social accountability. Through such measures citizens are empowered to hold
governments and its agencies to justify their actions. Therefore, it is important that
citizens are equipped with appropriate skills and knowledge if they are fully to utilise
their rights. So, it is through civics and citizenship education that they can absorb the

requisite skills and knowledge (NDP Steering Committee and Secretariat, 2013).

GNH philosophy is based on the question: If happiness is the ultimate goal for every
individual, then why not make happiness the clearly stated goal for the nation? GNH is
provided as an alternative to Gross Domestic Product (GDP). It is about adopting a less
materialistic national goal; a goal of happiness that is based on the notion that the quality
of life matters more than the material goods that one acquires (Dorji, 2004). Human
desires are insatiable; yet having wealth does not necessarily guarantee happiness.
Buddhism is not just a religion but a philosophy that transcends the culture and daily lives
of Bhutanese citizens and households. Many Bhutanese, through modern education and
exposure to Western cultures, are inclined to place a high value on scientific knowledge
at the cost of spiritual faith, rituals and religious ceremonies. Bhutanese leaders urge
citizens not to forget that faith is a uniting factor in Bhutan (Dorji, 2004). Reddy (2014)
further asserts that despite the focus on contemporary multinational and multipurpose

projects as a development strategy, most people remain unsatisfied with what they have.
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There is no contentment in a world in which people are absorbed in material gains when

craving, grasping, arising and perishing become the main features of life.

The concept of GNH aims to combine economic development with spiritual
contentment. This holistic theory of providing economic prosperity along with spiritual
enrichment has international validation. A researcher such as Kagan (1998) states that if
the new democracies of our time are to succeed, then they too must offer more than
economic prosperity. The task of their leaders will not be easy, for their people have

become cynical about idealism of any kind.

More than three decades before the introduction of parliamentary democracy, Bhutan
began addressing the importance of GNH values and principles in its successive national
development plans. The objectives of these development plans, as stated earlier, extended
beyond exclusive effort towards economic prosperity of the people towards preservation
of Bhutanese age-old culture in order to protect the country’s rich natural environment.
The emphasis on GNH gained more support from the government after Bhutan became a

democratic constitutional monarchy.

2.7 Importance of civics and citizenship education

This chapter has provided the reader with an account of the importance of the citizenship
principles of GNH. Many scholars have stated that civics and citizenship education is the
foundation to build a happy and harmonious society. According to Halstead and Pike
(20006), citizenship is thought of as providing a unifying force that enables people from
different backgrounds to live together. It is argued that a country needs to develop an
effective indigenous citizenship education system in its education curriculum. Schools
and teachers are tasked with the responsibility of implementing civics and citizenship
education in order that young people develop the knowledge, understanding and
dispositions that prepare them to comprehend the world, engage in productive

employment, and become informed and active citizens (Schulz et al., 2010a).

However, students generally perceive social studies as irrelevant subject. The study by
schug, Todd and Berry (1982) revealed in their presentation made in Boston at the annual
meeting of the national council for the social studies that subject was least favourite of
students when compared to mathematics, English and reading. The reason provided by

students was that social studies did not provide the skills needed for their future career.
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Further chiodo and Byford (2004) had also found that both middle and high school
students preferred mathamatics, science and english over social studies based on their

value in future career.

In addition, civics is often taught as a remote and disconnected set of facts with no
relevance to the current world of the student or society. Teaching tends to be too didactic
and critical thinking is not encouraged (Lee, 2004b; Obenchain & Pennington, 2015).
Civics has long been burdened with an unfairly negative reputation. Therefore, it is a
moral responsibility of the state, the government, and all responsible stakeholders to instil
interest, excitement and curiosity in the minds of our children so that the study of civics is
actually all about the discovery of self, about discovering one’s identity as a citizen of a
nation, about determining foundational values and beliefs, and about finding one’s place

in society (Tokumoto, 2006).

Branson and Quigley (1998) suggest that if the children are to become the leaders of
tomorrow, they must be inspired with the history, ideals, lifestyles and awareness of civic
matters. The goals are clear. Schools must prepare students to take an active role as
citizens in a contemporary constitutional democracy. To do this, students must develop a
foundational knowledge of subjects such as the basic tenets of the Constitution and its

impact today (Tokumoto, 2006).

Education in Bhutan is intended to ensure that Bhutanese youth mature to become
successful, kind and compassionate citizens. GNH and its four pillars are identified as the
way to achieving this goal and interact with the contemporary world. That world is filled
with economic and social challenges, where a great deal of materialistic and consumerist
ideologies are being entrenched in the minds of youth. However, to ensure that GNH
continues to guide developmental philosophy for generations and that it is taught to
youth, it is essential that it is embedded in the school curriculum (Hayward, Pannozzo, &

Colman, 2009).

Therefore, ultimate aspiration of ‘Educating for GNH’ is to produce ‘GNH graduates’,
as Figure 2.1 shows. Such graduates according to the former Prime Minister, Jigmi Y.
Thinley, will be genuine human beings, realising their full and true potential; caring for
others; ecologically literate; contemplative as well as analytical in their understanding of

the world; free of greed and without excessive desire, knowing, understanding, and
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appreciating completely that they are not separate from the natural world and from others

(MoE, 2013).
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Figure 2.1: Traits expected from a GNH graduate
Source: Ministry of Education (MoE, 2013, p. 12)

From the perspective of GNH, education is seen as making vital contribution to, and
investment in, both the quality of life and wellbeing of the populace and the conservation
of the entire natural environment upon which that populace depends for its survival and
prosperity. Nurturing sustainable societies with economic, cultural and physical
environments will enhance wellbeing but also requires knowledge and wisdom. The
fundamental goal of GNH-based education, therefore, is to develop educated people that

become wiser and more knowledgeable (Hayward, Pannozzo, & Colman, 2009).

Globally, the organisation of the school curriculum mostly highlights subjects that,
according to Kennedy (2012), provide valued knowledge to young people. Subjects such
as mathematics, science and the mother tongue are accorded separate subjects status with
specific time allocations. Subjects such as history, geography and social studies are also

provided with similar places in the curriculum. Physical education, art, music and health
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education are allocated places in the curriculum. The question arises, where does civics
education fit in the school curriculum alongside these formal subjects? It appears that
civics and citizenship education has been accorded less importance in overall curriculum
organisation. Kennedy’s view has been further supported by findings reported by Losito
and Mintrop (2001, p. 162) that ‘civic education content is often less codified and less
formalized compared to other subjects’. The Bhutanese government too has recognised
this challenge, particularly when more students opt for technical disciplines, such as
engineering, medicine, business studies and accountancy. This selection by students is
mainly due to the globalisation of a market economy and population growth,
technological development, contacts with a global perspective via travel, trade and
modern media which accentuates the practical relevance of these technical disciplines.
The government produced separate Bhutan textbooks for schools. However, civics
education needs to be taught beyond the chapters in the Bhutanese Civics textbooks to
make it more relevant to students’ lives. Guilfoile and Delander (2014, p. 3) mention the
challenge faced by America with regard to implementation of civic education. They say:
‘Civic education in country has been diluted over the years, pushed to the back burner in
deference to more intense accountability systems in subject areas like math, science, and
English language arts.” However, O'Connor and Romer (2006, p. 2) write, ‘We need more
students proficient in math, science and engineering. We also need them to be prepared
for their role as citizens. Only then can self-government work. Only then will we not only

be more competitive but also remain the beacon of liberty in a tumultuous world.’

Australia’s Senate Standing Committee on Employment Education and Training
(1989) states that it should not be forgotten that there is an important vocational reason
why education for active citizenship is an important part of the school curriculum. In
many areas of employment, knowledge of how politics and government work — at all
levels — is now a useful, and sometimes indispensable, asset. Obvious examples are the
public service, commerce and industry, the media, and the social welfare sector. If young
people entering fields such as these are not aware of how government operates, then they
will be at a disadvantage and will need to remedy the deficiency fairly quickly. In a world
in which the influence of government is ubiquitous — whether this be in terms of major
national decisions, or the effect of local government by-laws — it is unrealistic to regard

this area of knowledge as irrelevant to employment requirements.
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It is therefore essential to provide civics education for future citizens so that they will
know how governmental institutions operate. A danger arises to the state when citizens’
ignorance of civic ethos is coupled with mistrust of politics. The Bhutan system of
government depends for its efficacy and legitimacy on an informed and attentive
citizenry. Without active and knowledgeable citizens, the forms of democratic
representation remain empty, and without vigilant and informed citizens there is no
checks or balance (Civics Expert Group, 1994). In addition, Hoy (1945) states that civics
also imparts knowledge of the machinery of government in order to understand how

public and private agencies promote public welfare and public interest.

Research has led to an understanding that one of the premises for a successful and
vibrant democracy is a knowledge-based society with an informed citizenry. It is
necessary for an informed citizen to provide checks and balances in a representative form
of parliamentary democracy (Branson & Quigley, 1998). Therefore, establishing a
knowledgeable citizenship through civics and citizenship education is fundamental.
Hence, education for good citizenship should be a top priority in schools. This
responsibility for the development of civic competency and civic responsibility is more
than a curriculum matter (Branson & Quigley, 1998). Teachers play an essential role
when it comes to the implementation of civics along with citizenship education. In fact,
many people are concerned about the ways in which youth are prepared for citizenship
and in how they learn to take part in civic life as part of their basic education (Branson &

Quigley, 1998).

A sound grounding in civics and citizenship education helps citizens to have more
knowledge of how the government operates and how public officials should perform their
duties. As Popkin and Dimock (1999) argue, more knowledgeable citizens tend to judge
the behaviour of public officials as they make judgements about their own conduct. By
contrast, less knowledgeable citizens are more likely to view public officials’ blunders as

signs of bad character or poor performance.

The importance of civics and citizenship education in schools and colleges is reiterated

by Branson and Quigley (1998):

It is essential that the development of participatory skills begins in the earliest grades
and that it continues throughout the course of schooling. The youngest pupils can
learn to interact in small groups or committees, to pool information, exchange
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opinions or formulate plans of action commensurate with their maturity. They can
learn to listen attentively, to question effectively, and to manage conflicts through
mediation, compromise, or consensus-building. Older students can and should be
expected to develop the skills of monitoring and influencing public policy. They
should learn to research public issues using electronic resources, libraries, the
telephone, personal contacts, and the media. Attendance at public meetings ranging
from student councils to school boards, city councils, zoning commissions, and
legislative hearings ought to be a required part of every high school student's
experience. Observation of the courts and exposure to the workings of the judicial
system also ought to be a required part of their civic education. Observation in and of
itself is not sufficient, however. Students not only need to be prepared for such
experiences, they need well-planned, structured opportunities to reflect on their
experiences under the guidance of knowledgeable and skillful mentors. (p. 9)

Branson and Quigley (1998) suggest that in schools and colleges the civics and
citizenship curriculum should be comprehensive and dynamic, introspective, practical and
vigorous. Equally, Torney-Purta, Lehmann, Oswald, and Schulz (2001) express the view
that civics-related courses should be participative, interactive, related to life in school and
community, conducted in a non-authoritarian environment, cognisant of diversity and co-
constructed with parents and the community. In addition to textbooks, what may be
needed is professional in-service courses for teachers to advise and give them experiences

of such teaching-learning methods.

2.8 Values promoted through civics education

Cogan and Morris (2001) have researched the values in Asia focusing on society’s
cultural values and aspirations of state policies. They found that there has been little
evidence of a relationship between these values and civics education as taught in schools.
However, when they analysed textbooks for civics education’s values orientation in six
countries (Australia, Hong Kong, Japan, Taiwan, Thailand, and United States), it was
observed that, except for the US, which had a highly decentralised system of education
that necessitated a different approach to gathering data, the other five countries had

values that could be clustered into eight groups:

* Democratic values (e.g., equity, majority rules, rule of law, freedom);

* Civic life and community values (e.g., individual rights, local needs, common
good);

* Fair government (e.g., participation, service, fairness, checks and balances);

* National identity (e.g., unity in difference, independence, national pride);
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* Social cohesion/diversity (e.g., tolerance, social justice, acceptance, common
good);
* Self-cultivation (e.g., truth, law-abiding, honesty, civility, helping others); and

* Economic life (e.g., competition, capitalism, wealth, free markets).

2.9 Challenges with civics and citizenship education

Arising from this research, the researcher opines that while other disciplines have external
objects of study, either real or imagined that are examined and experimented with, civics
and citizenship education does not have the luxury of picking external objects for any
form of analysis. Studying science, for example, involves studying materials and objects,
while studying business involves studying organisations but not individuals. In
comparison, civics and citizenship education entails understanding values, human beings’
mindsets, aptitudes, perceptions, hopes and aspirations, as well as expectations of past,
present and future life. In sum, it is about human behaviour and its associated outcomes.
Citizenship education prepares children for life and not just for work. Therefore, Halstead
and Pike (2006, p. 2) write that ‘preparing someone for /iving rather than working is a
weighty responsibility.” Thus, the subject of civics and citizenship education involves
addressing what is in every human’s thought, either consciously or subconciously. This
makes civics and citizenship and its concerns a sensitive area, so that content must be
dealt with intelligently and subtly. This makes the subject challenging for schools and
institutes and equally for individual teachers involved in teaching the subject. As Halstead

and Pike (2006) remark:

Citizenship and Moral Education are areas where many teachers may experience
fairly high level of anxiety and there may be several reasons for this. Perhaps above
all there is a feeling that in approaching these topics teachers are treading on
dangerous ground. They do not want to give offence, and are aware that the values of
the home may not be values of the school. Indeed, there may be widely divergent
expectations relating to moral and civic education on the part of all those with a
legitimate interest in what goes on in schools. (p. 2)

As challenging and difficult as it is, the importance of the subject obligates the state to
accord high priority in requiring education and learning institutes to focus on civics and
citizenship education. This is a moral responsibility for teachers, in particular, to promote
values in our youth who are our future citizens. Halstead and Pike (2006) in writing about

this obligation as it relates to teachers in English schools, comment:
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But teachers also realise that they cannot wash their hands of these matters either.
Society expects schools to contribute to the moral and civic education of the young,
and the teaching of citizenship is now a legal requirement. Teaching citizenship
entails the promotion of values as well as specific forms of activity and deals with
highly sensitive and deeply provocative issues. It addresses the very heart of what
education is about and how it should be accomplished. (p. 2)

Schools in Bhutan have had the new Bhutanese Civics textbooks since 2008. Until
2008, students learnt civics using the Indian Civics textbooks and Bhutan Civics based
mainly on studying the previous system of government. However, there was a general
perception that a focus on values was missing from the textbooks used at this time. In this
context, Ura (2009) comments that the education system in Bhutan needed to pay
attention to values that are central to Bhutan’s cultural perspective and that these values
are influenced by Buddhism. Buddhism in Bhutan is not only seen as a religion but as a
way of life. Chogam Trungpa Rinpoche comments that Buddhism is ‘spiritual
philosophy, psychology, and way of life’ (Prebish, 2010). Therefore, even cultural and
developmental policies for Bhutan are greatly influenced by Buddhism (Wangmo &
Valk, 2012). Reddy (2014) remarks that what the Buddha taught is not only for the 6™
century B.C., but it is a timeless teaching; it can be practised by people in the of 21*

century and for centuries to come.

Ura (2009) proposed that values education should be an integral part of students’
learning. In line with Ura’s views, Lee and Fouts (2005) observed that religious belief is
often integral in defining the role and behaviour of the good citizen. Religious beliefs are
instrumental in the minds of many people for directing individual behaviour, for defining
the responsibility of the individual to others, for defining the nature and authority of the
state and, most importantly, for determining the ultimate allegiance of the individual. For
instance, the influence of Christianity in Western tradition, Confucian influence on a

country like China, and the influence of Islam on many Muslim countries.

Wangyel (2001) states that by reading the editorials and letters to the editor in
Kuensel, the national newspaper, and by speaking to people, he had observed there was a
general concern expressed by Bhutanese about the decline of traditional values in Bhutan.
This general public perception of declining values has provoked a reinforcement of the
positioning of education as the most powerful tool to propagate such traditional values

through a revised, refined and improvised civics curriculum.
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Ura (2009) points out that Bhutan is not the only country grappling with values
education. In fact, values education is taught in one way or another in all countries, either
overtly or by default, while the language and vocabularies used may be different.
According to Ura (2009), it is referred to as ‘moral education’ in Japan, Korea, and in
some European countries. In the USA, it is referred to as ‘character education’, ‘civic
education’, ‘citizenship education’, and even as ‘ethics education’. Values education is
sometimes treated as a matter of great urgency to fulfil a shared aspiration for a humane
and happy society. Lovat and Toomey (2007) further point out that values education is
also referred to internationally by a number of names. Each variant has a slightly different

meaning, pointing to one or other distinctive emphasis.

There is a common theme born of a growing belief that exploring personal and societal
values is a legitimate and increasingly important role for teachers and schools to play.
The general consensus is to teach values, both personal and societal, to our children in

schools. But how should this be done and which teachers should take up this subject?

Citizenship education is usually tied to subjects like history and civics, but character
education can be taught through any subject that focuses on private morality and personal
action. Osborne (2010) opines that character education is about people who help and
respect others, obey the law, and who are patriotic, but citizenship education demands

more than this.

Citizenship needs people’s willingness and ability to play an active part in public life;
for instance, by casting an informed vote during elections and engaging actively in public
affairs. Osborne states that democratic countries need both aspects of citizenship (that is,
both a good person and a politically alert citizen). Reinforcing Osborne’s statement, Lee

(2009) states that being a good person is the foundation for being a good citizen.

Both experts and laypersons think that to build a good society, one needs moral
reforms both at the individual level and the social level. Thus, the Curriculum

Corporation of Australia (Curriculum Corporation, 2003) highlights the following points:

* Education is as much about building character as it is about equipping students

with specific skills.
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* Values-based education can strengthen students’ self-esteem, optimism and
commitment to personal fulfilment; and help students exercise ethical judgement
and social responsibility.

* Parents expect schools to help students understand and develop personal and

social responsibilities.

Hence, the moral responsibility of teachers to impart a holistic values education is
once again reinforced by Curriculum Corporation of Australia. The role of teachers
becomes more obvious especially in a world where principles of democracy are gaining
popularity with universal applicability. Democratic societies need children to develop into
moral adults, those who will care about general welfare. For a society to grow it needs
citizens who are fundamentally and actively pro-social, and schools are critical for this

process.

Citizenship entails character training and moral education (Althof & Berkowitz, 2006).
As T. S. Powdyel mentions, subjects such as civics should not be imparted as mere facts
but should also address how to prepare the youth to live as good citizens in a democratic
society (DCRD, 2008a). Teaching is not only about providing knowledge but imparting
values to students who are going to take up responsibilities in the future as citizens.
Citizens should understand that in a democracy, they are endowed with fundamental
rights and entrusted with responsibilities. Citizens also should acquire social skills such as
interacting, monitoring, and influencing others. To interact, one needs to communicate
and to work cooperatively with others, be responsive, to question, to answer, and to
deliberate with civility, as well as to build coalitions and to manage conflict in a fair and
peaceful manner. Monitoring politics and the government needs the skill of tracking the
issues handled by government in the sense that citizens can act as ‘watch dogs’ and this
increasingly involves access to modern media. Finally, citizens can influence the
processes of politics and governance, both formally and informally, in the community.
Often voting is seen as an important means of exerting this influence. All these skills
should be systematically developed (Branson & Quigley, 1998). To conclude, a holistic
civics and citizenship education with a comprehensive curriculum is unarguably an

important answer to the questions raised in this chapter.
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2.10 Conclusion

To conclude, the utopian society that all nations desire to have with cooperative members
and avoidance of conflict can be best achieved through an education system incorporating
civic knowledge and practices of good citizenship. An education for citizenship is not
limited to formal institutions such as schools, but includes informal institutions such as
the media, religious institutions and particularly the family environment. These are all

important in shaping people to become morally responsible and conscientious citizens.

Another important note for consideration in teaching is to identify the differences
between civics and citizenship. They are similar concepts and are highly dependent on
each other. For instance, citizenship education enables people to learn civic values, and
the knowledge of civic values contributes to practicing citizenship and shaping the
attitudes of individual citizens. However, the differences are significant, as civics is the
knowledge of the governmental structures and processes while citizenship involves the
attitudes, the morals and the application of good citizenship practices based on civic

knowledge.

It has been further identified that civics and citizenship education in the East varies
somewhat from the West. While Western civics and citizenship education emphasises
knowledge of democracy, rights and responsibilities, Eastern civics and citizenship
education is moulded by the history and culture of these nations, including aspects like
colonisation, religious traditions and cultural values. This means that in Eastern societies,
there is more focus on moral and personal values and development instead of public
aspects. Nevertheless, modern Asian civics and citizenship education is increasingly seen

to be a balanced fusion of both Eastern and Western civics and citizenship education.

To reiterate, Bhutanese civics and citizenship is highly influenced by values such as
Ley Jumdrey, Tha Damtshig, and Driglam Namzha. These values are not only instructions
based on ideas such as karma and nationalistic values, they inform the Bhutanese of
desirable ways to live and act both at an individual level as well as a member of society.
GNH is also a major factor in shaping these contexts in Bhutan as programmes such as
‘Educating for GNH’, combined with existing values that inform GNH, allow citizens to
actively interact with the state and take responsibility for acting as good citizens. GNH is
also noted to be a factor that can counteract the problem of the lack of interest in civics

and citizenship education in the younger generation. It should not only create more
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awareness by providing a more engaging approach to teaching and learning but also

produce GNH-minded graduates.

Despite the problem of an apparent lack of interest in the younger generation, there is
also the conflict formed when a citizen’s ignorance of a civic ethos is fused with a
mistrust of politics. However, this is seen to be resolvable, especially through raising
awareness and creating an informed citizenry, arising from an education about values
such as fair government, citizenship values, and the importance of exercising morality.
Such values should be inculcated into the education system so that moral reforms are

practiced both at the individual and the social level.

To restate, the idea of individual responsibility is one of the most significant aspects in
working towards a better society. As the conduct of good schools is in part the
responsibility of a school child, then the affairs and procedures of the state are the
responsibility and concern of every individual citizen. Citizenship practices such as

voting allow individuals to participate actively in the affairs of the state.

This chapter concludes by restating the significance of self-realisation as one crucial
aspect of the Asian concept of a good citizen. Self-cultivation or self-realisation is, in this
view, assumed to have a ripple effect through the entire society. If every family consisted
of well-informed and good citizens, the community would naturally be formed by morally
upright families, and the state would be formed of ethically responsible and educated
communities. In a similar vein, the world will then have nations with moral and ethical
citizens. The research identifies this ripple effect and this individual enlightenment to be
essential and to be a complement of the values of GNH and other Bhutanese cultural
values. This as an essential factor for informing civics and citizenship education as a

means towards achieving a peaceful and progressive world.
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Chapter 3:
International perspectives on civics
and citizenship education

3.1 Overview

A broad and relatively comprehensive understanding on the concepts and genesis of
civics and citizenship education was explored in Chapter 2. There are different levels and
forms of civics and citizenship education around the world, and there are similarities and
differences prevailing across societies, regions, countries and continents. Such different

forms and concepts need to be understood in perspective.

This chapter describes international perspectives on civics and citizenship education in
general. Different perspectives and understandings in different countries are evident
through different education systems, policies and curriculum. Notwithstanding the
difficulty of covering every aspect of civics and citizenship education practised in
different continents, regions, countries and even within states of the same country, this
chapter attempts to cover some of the key elements in different histories of civics and
citizenship education in some countries, the approaches taken in teaching this subject, the
content that is taught, the values considered worthy of imparting to students, and
perceptions of students and teachers in different countries towards civics and citizenship

education.

According to Han, Janmaat, May, and Morris (2013) countries are interested in the
political education of their young people, and it is mainly through citizenship education
that they attempt directly to familiarise youngsters with the norms, values, and conduct
expected of citizens. Different countries vary in their conception of the ideal citizen and

consequently citizenship education can be quite different between countries.
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There has been a growing interest in citizenship education over recent years. Leenders,
Veugelers, and Kat (2012) have observed that citizenship development is considered a
vital topic in current political proposals and public debates, and education has an
important role to play. The report on civic education study by the International
Association for the Evaluation of Educational Achievement (IEA) also pointed out, ‘All
societies have a continuing interest in the way their young people are prepared for
citizenship and learn to take part in public affairs’ (Torney-Purta, Schwille, & Amadeo,
1999, p. 12). Naval, Print, and Veldhuis (2002) too said that the need for the practice of
active citizenship and the type of education that supports effective citizenship have
become the main concerns. It not only is reflected in the profusion of current literature on
the subject but also raised as issues in the ongoing debates in many educational, political
and academic fora. The interest has been reflected in different countries, such as Spain,
Australia, Korea, the US, Taiwan, and England. These countries have taken initiatives
formally to introduce civics and citizenship education in the school curriculum. The
Minister of Education in the Netherlands submitted a legislative proposal in 2006 asking
schools to promote citizenship and social integration actively, where social integration
was considered to be both participation in society and familiarity with and knowledge of
Dutch culture (Leenders et al., 2012). In the UK, the government wants schools and
colleges not just to teach citizenship but to demonstrate citizenship through the way they
operate because they believe that citizenship education is an ideal tool for

exploring British values (Citizenship Foundation, 2016).

Cogan and Morris (2001) observed that states have increasingly involved themselves
in developing policies to orient the school curriculum to inculcate students with civic
values. For instance, the US Center for Civic Education published the National Standards
for Civics and Government in 1994. England followed up with the Crick Report that
mandated the teaching of citizenship in secondary schools, while the Council of Europe
initiated project ‘democratization’ where the curriculum focused around what it means to
be European as well as the citizen of a specific country. In Australia, citizenship
education was strengthened after the Civics Expert Group issued a report in 1994. In
addition, the decision-making with regard to civics education broadly reflects the
prevailing system of governance or policies in each of the societies. For instance, in

Thailand, Japan, and Taiwan, curricular decisions are made nationally by the central
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government. In the USA and Australia it is up to each of the states to decide whether to

promote civics and how to deliver it.

3.2 Array of perceptions on civics and citizenship education

Citizenship education is different from other subjects in many ways. As pointed out by
Kerr (1999a), its curriculum is broader than the curriculum often found in other subjects
areas. In many countries, the curriculum for citizenship education crosses a range of
boundaries and includes extra-curricular activities involving pupils’ everyday experiences
of life. It is a school-wide affair and not simply confined to classrooms. Kerr provides
some examples, such as Singapore’s community involvement programme and learning
journeys incorporating key institutions. As well, there is service learning in US schools
that acts as a co-curricular dimension of civics education. The aim of community service-
learning is to connect community involvement with what is learned in classrooms. The
example provided of service-learning is where students study environmentalism to help
preserve the natural habitat of animals living in that locality by cleaning up the place and
providing information to the public using signposts and so on. Schools can either
implement service-learning school-wide or grade-wide. School-wide can involve all the
students in the school and grade-wide can involve students from one or more grades

(Skinner & Chapman, 1999).

Civics and citizenship education is a fluid, abstract and subjective subject. This is
evident from the findings observed in Eurydice (2012) and Schulz et al. (2010a): that
there were notable differences across the participating countries in teachers’ perceptions
of the most important aims of civics and citizenship education. In countries as diverse as
Bulgaria, Chile, the Czech Republic, the Dominican Republic, Estonia, Guatemala,
Indonesia, Ireland, Italy, Malta, Mexico, Paraguay, Poland, the Republic of Korea, the
Russian Federation, the Slovak Republic, and Thailand, teachers rated ‘promoting
knowledge of citizens’ rights and responsibilities’ as one of the three most important aims
of civics and citizenship education. Conversely, in Cyprus, Finland, Latvia, Liechtenstein,
Lithuania, Slovenia, Spain, and Sweden, teachers rated ‘promoting students’ critical and
independent thinking’ as more important. Elsewhere, in Chinese Taipei and Colombia,
most teachers preferred developing students’ skills and competencies in conflict

resolution.
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The International Civics and Citizenship Education Study (ICCS) Schulz et al. (2010b)
conducted under the aegis of the International Association for the Evaluation of
Educational Achievement (IEA) gathered information across 38 countries about students’
knowledge and understanding, attitudes, perceptions and activities with regard to civics
and citizenship education. The study group collected data from more than 140,000 Grade
8 students and 62,000 teachers from 5,300 schools. These 38 countries consisted of New

Zealand, five Asian countries, 26 from Europe, and six from Latin America.

From this study, Schulz et al. (2010b) found a commonality in all 38 ICCS countries
even when civics and citizenship education was viewed as incorporating a variety of
processes. Civics and citizenship education was mainly designed to develop knowledge
and understanding as well as skills of communication, analysis, observation, and
reflection. It was aimed at providing opportunities for students to be actively involved, be
it in school or elsewhere. It was also found that one overarching objective of civics and
citizenship education in ICCS countries was to develop positive attitudes towards national
identity and promote future participation in civil society. The discourse on national
identity and community participation found commonly entailed content such as
knowledge and understanding of political institutions, human rights, social and
community cohesion, diversity, environment and sustainability, communication, and

global society.

Therefore, there are different facets of civics and citizenship education. The subject of
civics and citizenship education is not simply confined to two aspects of civics and
citizenship. Rather, it encompasses social sciences, social studies, world studies, studies
of society, life skills, character training and moral education. In addition, it is usually
linked to subjects such as history, geography, economics, law, politics, environmental
studies, values education, religious studies, languages and science. Kerr (1999) reported
that this range of content was typical in the 16 countries comprising his study: England,
France, Hungary, Italy, Japan, Korea, the Netherlands, New Zealand, Singapore, Spain,

Sweden, Australia, Canada, Germany, Switzerland and the USA.

In this regard, it is mentioned in Eurydice (2012, p. 12) that the broad constituents of

citizenship education vary across Europe, but there was a common subject area including:

* Political literacy;

* Critical thinking and analytical skills;
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* Attitudes and values, and

* Active participation.

In addition to the analysis of content, Schulz et al. (2010a) study across 38 countries
observed inconsistencies in the emphasis that different teachers placed on different areas
while teaching the subject. The data from the study divulged that some teachers gave
importance to the development of knowledge and skills, such as promoting knowledge of
social, political and civic institution, developing students’ skill and competencies in
conflict resolution, promoting knowledge of rights and responsibilities, and promoting
students’ critical and independent thinking. At the same time, many teachers seem to have

ignored the development of active participation.

It is mentioned in Eurydice (2012) that it was primarily the influence of decision-
makers in the education sector that eventually mattered in determining the importance of
areas taught under civics and citizenship education. Thus, the formulation and
development of the citizenship curriculum are vastly influenced by prevailing education
policies and developments in teaching and learning, which for all practical reasons are in

the hands of decision-makers.

3.3 Involvement of citizens for success of democracy and
governance

Althof and Berkowitz (2006) argued that any democratic society must concern itself with
the socialisation of its citizens. This begins in childhood, and schools are critical to this
process. The role of schools in fostering the development of moral citizens in democratic
societies necessitates focus on moral development, broader moral and related character
development, teaching of civics and development of citizenship skills and dispositions.
Therefore, citizenship education necessarily entails character and moral formation. Colby,

Ehrlich, Beaumont, and Stephens (2003) provide justification for this:

The problems that confront civically engaged citizen always include moral themes.
These include fair access to resources such as housing, the obligation to consider
future generations and making environmental policy, and the need to take into
account the conflicting claims of multiple stake holders in community decision
making. No issue involving these themes can be adequately resolved without
consideration of moral questions and values. A person can become civically and
politically active without good judgement and a strong moral compass, but it is
hardly wise to promote that kind of involvement. (pp. 15-16)

4R



Justifications provided by Colby, Ehrlich, Beaumont , and Stephens (2003)
corroborate the expressions of Althof and Berkowitz (2006): that socialisation of citizens,
if guided by conduct of strong moral values and character shaped to match the desired

traits, would bring about a harmonious atmosphere in communities and societies.

But the question is — how would citizens acquire an acceptable level of citizenship
skills and character disposition? As an answer, Hoskins, Abs, Han, Kerr, and Veugelers,
(2012) report that aspects of values strengthen participatory forms of citizenship such as
political participation, community activities, and political civil society activities. The
moral values influence the aims of participation and form the criteria to judge different
types of participation. So the next question is — what are moral values and how can they

be learnt effectively by the youth in schools?

3.4 Teaching morality: Values-explicit versus values-implicit
teaching

Kerr (1999a) explores the features that constitute an understanding of moral values. There
are values that are nationally accepted as systems of public values and beliefs, which can
be further explored as distinct values. Countries such as Japan, Korea, Singapore and
Sweden have expressed detailed aims and clear educational and social values to be
incorporated in citizenship education. Kerr concurs that these values, be they distinct and
explicit or a broad system of public values and beliefs, have to be effectively instilled in
the minds of students in schools. But what would be the best modus operandi? Kerr
suggests two alternatives, which are that either teaching of values should be explicit to
promote distinct values, or that teaching values should be values-neutral, that is, offering
a neutral stance on values and controversial issues, leaving the decision to the individual

students.

In any case, both the alternatives have their own share of flip sides. Teaching explicit
values can create the danger of bias and ultimate indoctrination of students. On the other
hand, values-neutral approaches could be criticised for their failure to help students deal
adequately with real life issues. On a practical note, countries using a values-explicit
approach have much clearer aims and goals of citizenship education as opposed to those
countries using a values-neutral background. This was identified during the conference
attended by participants from 16 countries for the International Review of Curriculum

and Assessment Framework (Kerr, 1999). Schools, teachers, students, parents,
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community representatives and public figures would understand their roles and
responsibilities in achieving goals, as a values-explicit approach provided a strong
framework for programmes. Participants believed that a values-explicit approach could be
much clearer on what citizenship education is and consequently the role of schools,

teachers, and curriculum.

Even Colby, Ehrlich, Beaumont, and Stephens (2003) note that in real-life situations
too, it is always desirable for teachers to examine the values they stand for and make
conscious and careful choices about what they convey to students. They suggest that it is
not possible to create a values-neutral setting in schools. In fact, when they examined the
practices of moral and civic education at many colleges and universities around the USA,
it was observed that many colleges and universities take the moral and civic education of
their students very seriously. Some colleges had an intentional and holistic approach to
moral and civic education as well as academic education. By intentional, they mean being
explicit about their goals. This illustrates the power of serious institutional commitment to
moral and civic education. In contrast, some of the other colleges and universities focused
on programmes or activities that had a strong influence on some students but had failed to

reach all students.

3.5 National identity: An explicit focus for civic education

Another feature that emerged from the formal civic education curriculum, according to
Parmenter (2004), is the focus placed on education for national identity. Education for
national identity is present in most countries, according to the civics education study
conducted in 1999 by the International Association for the Evaluation of Educational
Achievement (IEA) (Torney-Purta et al., 1999). As part of the report prepared on 24
national case studies, Zaleskiene, (1999, p. 425) discusses Lithuania’s curriculum to
foster national identity. The textbooks in Lithuania contained documents that they
believed to be important for all citizens to know about, such as Lithuania’s independence,
national leaders and national liberators. In addition, courses in religion or ethics gave
great focus to the ‘founding of the state, fighting for the country’s freedom and the
dignity of national pride’ in order to foster national identity. Similarly, Papanastasiou and
Koutselini-loannidou (1999) in their report for the IEA mention that a country like
Cyprus appears to give importance to national identity. One of the aims of education in

Cyprus is to foster student development with regard to ideas affecting the nation, spiritual
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development, and strengthening of national identity and a feeling of belonging to the state
and the nation. The concept of state and nation are taught in an effort to make students
understand how the independent state entity of Cyprus relates to Greek national identity.
Parmenter (2004) noted that although it is present in many countries, it is more prominent
in countries where the education system and policies are highly centralised. For instance,
Japan has the most centralised education system, which is strongly underpinned by the
use of standardised textbooks. It is indicated that programmes such as ‘Loving the

Country’ and ‘Working towards its prosperity’ foster national identity.

Likewise, different countries have different areas of focus to promote national identity.
Perhaps such areas of focus adopted by different countries are dictated by the overall
strategic needs of the country. For instance, Mathou (2000) observed that Bhutan’s need
for promotion of national identity is dictated by the reality of the geopolitical situation of
the Himalayan and surrounding South Asian landscape. Bhutan is a tiny country nestled
in the mighty Himalayas. It is strategically perched between two giant neighbours, China
to the north and India to the south, the most populous countries in the world. Owing to the
geopolitical situation, a priority then is a consideration for national survival, security and
sovereignty. This is always to the forefront of the thinking of the country’s highest
decision-makers. As a country with a very small population, Bhutan is neither bestowed
with military might nor endowed with significant economic power. Yet, Bhutan has never
been colonised. On the contrary, when the world witnessed annexations, colonisations,
breakaways and integrations of nations and states, Bhutan survived several invasion
attempts. In fact, Bhutan not only remained an independent country through centuries, it
flourished and experienced enormous prosperity, particularly from the beginning of the

20" century.

According to Wangmo and Choden (2010), Bhutan’s past national successes were
mainly due to many wise and long-term development policies that had clarity about
national aspirations, and our unique and independent national identity. The Bhutanese
national identity is built on rich cultural traditions and values. Buddhism is the bedrock of
our age-old traditions, culture, values and even the Bhutanese psyche. Drawing from the
Buddhist perspective, the essence of Bhutanese education is to enhance and build moral
fibre in our youth, besides conventional literacy and numerical skills. Our youth should
be bequeathed with basic human values, such as Tha-Damtshig (trust and commitment),

Ley-Jumdrey (actions have consequence) and the preciousness of Mi-Lue-Rimpoche

A1



(precious human form of life). These Buddhist values are meant to develop self-discipline
and better interpersonal relationships, besides outlining the respective responsibilities of
all sentient beings. Lessons on values should cultivate intelligent minds for noble
thoughts and beneficial action for others. Therefore, the Bhutanese way of fostering
national identity has become through civics education where it is imperative to transmit

cultural traditions and the values of society to future generations.

The trend and pattern of subject areas for promotion of national identity through civics
education are similar in other countries too. Schulz et al. (2012) focus on five Asian
countries: Hong Kong, Republic of Korea, Chinese Taipei, Thailand and Indonesia. These
were involved in the ICCS’s study of 38 countries. Schulz et al. (2012) showed that
students gave a high level of support to the preservation of traditional cultures, held
positive beliefs about the importance of morality and spirituality for good citizenship, and
had a strong sense of Asian identity. Students further supported the notion that good

citizenship should be linked to morality and spirituality.

The national genesis for these perspectives and issues regarding civics and citizenship
education in these five Asian countries will be elucidated under each respective country

later in the chapter.

3.6 Civics education: Approaches to transmission

Data from the ICCS’s study of 38 countries reveal three different approaches used in

different countries to impart civics and citizenship education. These are:

* Having specific civics and citizenship unit(s) of study;
* Integrating civics and citizenship content into a small number of other subjects;
and

* Integrating civics and citizenship content into all subjects studied.

These approaches are not mutually exclusive. There are some countries where two or
three approaches are used simultaneously. Shulz, Fraillon and Ainley’s observation is
further corroborated by Kerr (1999) that different countries have different ways of
imparting citizenship education. Kerr points out that in France, civics and citizenship
education is integrated with science, technology, history and geography under the heading
‘Discovering the World’, while Hungary’s curriculum area is ‘People and Society’, and

Spain uses the term ‘Knowledge of the natural, social and cultural environment’ to teach
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the integrated subject. Further, Hungary also has citizenship education incorporated in
social studies, civics and economics, while in the Netherlands citizenship is part of
history and civics. Kerr (1999) states that the integrated or partially integrated approach is
used deliberately in primary education across many countries, as it is thought to enhance

children’s understanding of themselves with respect to varying topics and aspects.

Some examples of countries having civics and citizenship as a specific subject are
Chinese Taipei, the Czech Republic, Indonesia, Ireland, Malta, Poland, and the Slovak
Republic. In these countries where civics and citizenship education is delivered as a
separate subject, the content is taught by teachers with a background in subjects related to
civic and citizenship education (Schulz et al., 2010a). It was observed in the ICCS
countries that teaching civics and citizenship education is often delegated to teachers of
subjects related to human and social sciences. More than 90 percent of students in the
ICCS countries received this type of education where teachers are not specifically trained

for teaching civics and citizenship education (p. 64).

Further, Kerr (1999) comments that there are two categories of teachers teaching
citizenship education in primary, lower secondary and upper secondary schools:
generalists and specialists. Generalists usually teach in primary while specialists mostly
teach in lower secondary and upper secondary schools. He further tries to qualify the term
‘specialist teacher’ in the context of citizenship education. Teachers are specialists when
they are specialised or trained in a number of citizenship-education related subjects, such

as social sciences, social studies, history or geography.

Therefore, these authors suggest that there is no one common approach to teaching
civics and citizenship education in the world. This is not unexpected given the content of
the curriculum itself being fluid globally while at the same time being culturally specific
to different countries and states and even differing between a country’s regions. Civics is
by nature an interdisciplinary subject based on political science, sociology and economics
along with other science and humanity disciplines (Lindstrom, 2013). To ensure that the
subject remains fluid and culturally specific, there needs to be degrees of flexibility
available to schools and teachers as to how to approach citizenship education (Kerr,

1999).

Such a situation is evident in the United States, where even though the National

Standards suggest content that ought to be covered, there is no national policy for civics
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(Morris & Cogan, 2001). Each state and local district defines its own curriculum. Civics
is traditionally infused within the social studies curriculum and it is customary in the
secondary schools in the US to allocate at least one year to a formal civics course.
Informal civics training occurs in service-learning projects and through extracurricular
activities. By contrast, in Germany, teachers are legally obliged to teach values but they

are free to choose their own methods (Kerr, 1999).

In the case of Europe, while acknowledging that detailed objectives and the content of
citizenship education varies between countries, active participation as one of the aims of
imparting citizenship education is a commonality Europe-wide. This is generally to
ensure that young people become active citizens capable of contributing to the

development and wellbeing of the society in which they live.

3.7 Civics and citizenship education in five Asian ICCS
countries

The ICCS study of five Asian countries (Chinese Taipei, Republic of Korea, Hong Kong,
Indonesia and Thailand) provides further insights into civics and citizenship education
and students’ perspectives on the subject (Schulz et al., 2012). This is presented in more

detail below.

3.7.1 Chinese Taipei

In Chinese Taipei, civics and citizenship education is greatly influenced by the Confucian
tradition, which gives importance to humanity, filial piety, benevolence, and good social
relations. Therefore, its focus is ultimately the empowerment of citizens with a sense of
national identity and international perspectives. At the same time, it seeks to foster the
development of a wholesome personality, democratic literacy, an understanding of the
rule of law, humanistic virtues, patriotism, environmental awareness, and informational
literacy (Schulz et al., 2012). It is a compulsory subject and the stages of learning civics
and citizenship education by students in Chinese Taipei, as observed by Cogan and

Morris (2001, p. 110), are:

* Class 7 - Understanding Taiwan. The study focused on history, political,
economic, and society with time allocation of one hour in a week.
* C(lasses 8 and 9 - Civics and Morality with focus on civic morality and civic

knowledge with time allocation of two hours per week for the study.
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Cogan and Morris (2001) further comment that the emergence of democracy in
Taiwan has directly influenced curriculum reforms. The social studies curriculum now
puts more emphasis on Taiwan than Mainland China and the subject ‘Civics and
Morality’ was changed to ‘Understanding Taiwan’ in 1996. When it had previously been
China-centred, subjects such as history and geography had more content on Chinese
history and geography (Liu, 2013). Teacher lectures and discussions are commonly used

as instructional methods and standardised textbooks are provided.

In addition, classroom experience and ethos are included as approaches in Chinese
Taipei similar to the Republic of Korea and Thailand. Chinese Taipei, Indonesia,
Thailand and the Republic of Korea have formal assessments of civics and citizenship
education, such as written examinations and classroom-based tasks. However, Chinese
Taipei accords only a medium priority to the subject, while Indonesia and Thailand give a

high priority to citizenship education (Schulz et al., 2012).

3.7.2 Republic of Korea

In a similar manner to that of Chinese Taipeli, civics and citizenship education in the
Republic of Korea is highly influenced by the country’s history: independence from
Japan, the Korean war, ideological conflict between communism and capitalism after the
World War II, the return of democracy after 1987, multiculturalism and westernisation.
Interestingly, the Republic of Korea has a Lifelong Learning law, which provides all
people with competencies to become democratic citizens (Schulz et al., 2012). This
competency to become democratic citizens, according to Branson and Quigley (1998), is
to have civic knowledge, which is concerned with the subject matter of what citizens
should know. Next is civic skills, which allow citizens to have not only knowledge, but to
obtain knowledge using intellectual and participatory skills and a civic disposition, which
may take time to develop since traits are learned and experienced at home, school, and in
communities. This approach helps understand that democracy requires the responsible
self-governance of each individual. Further, Audigier (2000, p. 21) elaborates the
competencies needed for citizenship in democratic societies into three categories:
‘cognitive competences, affective competences and those connected with the choice of
values, those connected with action’. Civics and citizenship education is a compulsory
subject in the Republic of Korea as it is in Chinese Taipei and Indonesia (Schulz et al.,

2012).
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The concept of character education in Korea was introduced in 1995 and presently it is
covered within moral education (OECD, 2015). It is a component of citizenship education
similar to other Asian countries, such as Singapore, and Japan (Schulz et al., 2012). Cases
of Singapore and Japan are elaborated in the later pages of this chapter. Classroom
experience and ethos are included as approaches in the Republic of Korea and they have
formal assessment of civics and citizenship knowledge, which includes written
examinations and classroom-based tasks. The Republic of Korea accords only medium

priority to the subject (p. 29).

3.7.3 Hong Kong SAR

Hong Kong has five essential learning experiences in their curriculum and ethics is one of
the five. Ethics is elaborated under civics and moral education. This encompasses the
development of personal character and interpersonal skills, respect for others,

perseverance, and national identity.

Hong Kong, however, did not have explicit teaching of civics and citizenship
education at the time of the ICCS survey, nor did it have specific assessment tasks for this
subject. As a result, it has difficulty competing with examination-oriented subjects such
as English, mathematics and Chinese (Lee, 2004b; Schulz et al., 2012). Nevertheless, in
order to promote civics education, schools in Hong Kong focus on a variety of associated
activities, such as formal classroom lectures, viewing video programmes, role plays,
mock elections, group discussions and projects. Elections to the students union and clubs,
as well as erecting a Wall of Democracy to allow students to give their viewpoints and
opinions, are the few examples of extracurricular activities that are used to provide civic
engagement opportunities for students (Lee, 2004b). Morris and Cogan (2001) state that
in Hong Kong, civics education was practised as a whole school approach from 1985, and
from 1996 further options were provided to schools to either approach the area as a single
subject or address it in an integrated or semi-integrated way. From 1998, civics was
introduced as an optional school subject, but other subjects included aspects of civics
education. Schools were encouraged to use the non-formal curriculum as the main forum
for civics education, for example, extracurricular activities, display boards and school-
wide talks. However, Schulz et al. (2012) claim that Hong Kong accords only medium

priority to the subject.
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3.7.4 Indonesia

Indonesia has values-based education in which civics education is the core element
(Schulz et al., 2012). Similar to other countries, the aim of civics and citizenship
education in Indonesia is also to develop awareness and knowledge of the rights and
obligations of citizens to improve their sense of citizenship as defined by the Indonesian
constitution (Schulz et al., 2012). Schulz et al. (2012) also observed that the national
education policies in Indonesia accord high priority to civics and citizenship education
(Schulz et al., 2012). It is a compulsory subject in Indonesia. Indonesia has formal
assessments of civics and citizenship education, such as written examinations and

classroom-based tasks.

3.7.5 Thailand

In Thailand, civics and citizenship education is strongly influenced by Buddhism and the
role of the monarchy. It promotes three national values: nation, religion and the King
(Cogan, Morris, & Print, 2013). The area of study encompasses awareness of the political
and democratic system under the constitutional monarchy. Curricular goals focus on the
historical development of Thai society, politics, and democratic government under the
constitutional monarchy. In addition, civics and citizenship education aims to educate
students to enhance morality, integrity, ethics, desirable values and good characteristics
of Thai society. The Thai national educational policy gives high priority to civics and
citizenship education (Schulz et al., 2012). Further, Cogan and Morris (2001) state that
civics is incorporated into the social studies core courses in Thailand and is a compulsory
subject. They have an integrated approach across all the curriculum. Buddhist Studies is
compulsory in Thailand, where one period per week in all grades is dedicated to this
subject. In addition, classroom experience and ethos are included as approaches in
Thailand, and they have formal assessment of civics and citizenship knowledge, such as
written examinations and classroom-based tasks. Cogan et al. (2013) comment that
Thailand’s lecture-based method is used, along with cooperative and hands-on learning.
There are very few qualified teachers who have documented expertise in civics and

values education.

3.8 International perspectives outside ICCS countries

In an attempt to reinforce an understanding of international perspectives on civics and

citizenship education beyond the ICCS’s study of 38 countries, the similarities and
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differences that exist in a few other countries, such as Japan, Australia, and Singapore,

are explored below.

3.8.1 Civics and citizenship education in Japan

The government of Japan borrowed the modern ideas of citizenship education from
Europe and other parts of the world. However, citizenship education underwent changes
with regard to names and forms according to the government of the time. Citizenship
education at times became the vehicle for nationalist and patriotic education (Parmenter,
Mizuyama, & Taniguchi, 2008). In Japan until the 19th century, education was for the
elite based on learning of the Confucian classics. It was during the 19th century that
education was extended to the common people through the system of schools run in
temples. In 1972 the first national education reforms were declared where a subject
dealing with civics education was introduced into both the primary and secondary school
curriculums. Simultaneously, moral or ethical studies were provided space in the

curriculum.

However, in 1886 the civics education subjects were actually banned from the
curriculum in order to reduce political influence on students (Parmenter, 2004). In 1889,
civics education was brought back as an optional subject. Since then, the role of
citizenship education in promoting patriotism continued through to the end of World War
II in 1945. Again, it became a forbidden subject under the occupation authorities

(Parmenter et al., 2008).

The first post war course of study was published in 1947 with the introduction of a
new social studies curriculum. It had three sections; namely, geography; history; and

politics, economics and society.

In addition, moral education was reintroduced to the curriculum, after being banned
from the curriculum immediately after the war. In 1969, the social studies curriculum
underwent another reformation process where the politics, economics and society section
for junior high schools came to be known as civics education. There were subject reforms
in social studies for senior high schools too. The subject was divided into geography,
history and civics education. Civics education, on its own, consisted of three parts:

contemporary society; politics/economics, and ethics.
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Later, moral education gained attention when the Minister of Education issued guidelines
for moral education, which was implemented from 2002 (Parmenter, 2004). Moral
education is still part of the school system in Japan (Bolton, 2015). It exists in other Asian
countries as well, such as the Republic of Korea (see Section 3.7.2) and Singapore as

explained in the later pages of this chapter.

As regards the mode of teaching, schools in Japan teach citizenship education in the
form of ‘Life Studies’ in the first two years of elementary school. The content, together
with the teaching methods specified in the aims, emphasises attitudes related to
citizenship education rather than knowledge (Davies, Mizuyama, & Thompson, 2010;
Parmenter, 2004). Furthermore, one lesson each week is allocated for moral education,
which provides a strong emphasis on social and moral responsibilities, keeping laws and
rules, respect for parents and grandparents, respect for teachers and school staff and self-

awareness in a Japanese patriotic spirit (Davies et al., 2010).

There is a similar observation by Morris and Cogan (2001), who report that Japan has
moral education, or compulsory religious education with one period per week across
Grades 1-9. Social studies is a compulsory subject across Grades 3—9. Three periods per
week are allotted to social studies, which includes civics. Civics in social studies is

studied as compulsory subject in Grade 9 with three periods per week allotted.

As discussed earlier, teaching and learning of civics and citizenship are possible
through three approaches, that is, through a specific subject about civics and citizenship,
through integration of civics and citizenship content with a small number of relevant
subjects, or integrating civics and citizenship across all subjects’ curriculums. In Japan,
teaching and learning of this subject is innovatively integrated with subjects such as
national language, foreign languages, music and art. For instance, Japanese traditions and
culture as aspects of civic knowledge are taught while learning the Japanese language.
Even subtle and elusive issues such as self-contemplation and self-awareness are dealt
with through the Japanese language curriculum. Foreign language learning is largely
limited to English, through which students learn about daily life, customs, stories,

geography, and the history of the world and Japanese people (Parmenter et al., 2008).

Citizenship education in Japan, like other nations, is concerned with the development
of responsible citizens who will contribute to the common good of their society

(Parmenter, 2004). It is an offshoot of the national education policy that was formulated
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after the birth of the modern nation of Japan through the Meiji restoration of 1868
(Parmenter et al., 2008), but has waxed and waned in terms of the degree of emphasis on

strong patriotism.

Japan, like most Asian countries, has a centralised education system supported by
authorised textbooks, rigorous teacher employment and promotion procedures, and
usually teacher-centred and textbook-based teaching (Parmenter, 2004). This centralised
system of curriculum development, assured with stringent textbook authorisation backed
by scrupulous teacher management practices, promotes an enhanced national identity.
Citizenship education in Japan appears to involve much more than explicit curriculum
and policy. Beliefs about education and human relations, attitudes towards learning,
school ethos, and entrenched practices and societal context play great roles in students’

experience of citizenship education (Parmenter et al., 2008).

3.8.2 Australia: The context of civics and citizenship education

The nation of Australia, after a decade of healthy and vigorous debate, was voted into
existence in 1901. At the time there were issues around who would be the citizens of this
new country and what constituted citizenship. Civics was given priority as it served as a

unifying factor especially during the first two decades following the formation of the new

nation (Print & Gray, 2000).

Roughly a century later, education ministers of the various states/territories of
Australia emphasised the importance of the role played by youth in building the nation’s
social and economic prosperity when in 2008 they all signed the Melbourne Declaration
on Educational Goals for Young Australians (MCEETYA, 2008). The declaration

primarily indicated their agreement on two main goals:

* Australian schooling promotes equity and excellence; and
* All young Australians become successful learners, confident and creative

individuals, and active and informed citizens.

The Melbourne Declaration was basically aimed at improving educational outcomes so
that all young Australians were positioned to live fulfilling, productive and responsible

lives (MCEETYA, 2008).

As in Japan, Australian civics education was considered a very important subject, one

necessary for sustaining democracy. However, civics education has never experienced
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smooth sailing in the education system in Australia. The first primary syllabus in NSW
was published in 1904, where a civics and morals course was included in the syllabus.
Students, besides learning the history of England, focused on lessons related to respect for
property, industriousness, punctuality and patriotism (Civics Expert Group, 1994).
Australia approached the imparting of civics and citizenship education in a didactic way
where students were passive recipients of information delivered by teachers. There was
no space provided to either teachers or students for self-contemplation or to internalise
issues arising from the subject matter. Civics was an established subject until the 1930s.
As a result, with an objective of making citizenship teaching more dynamic, educators
integrated history, geography and citizenship education to form social studies. However,
within social studies, citizenship education became simply a range of information about
political structures and processes, citizens’ rights and responsibilities and civic
participation. This was observed by many to be a weakening of citizenship education

within the system (Print & Gray, 2000).

Nonetheless, civics education was moderately prominent until the 1960s. However,
after the 1960s, Australians witnessed the demise of citizenship education with the
introduction of integrated social studies. At the same time, there was a widespread
community fear of communism, which resulted in the prohibition of the teaching of
politics. Civics and citizenship education was caught up in this and not taught. Where
remnants remained, these were focused on legislative structures and institutions, which
failed to arouse the interest of students and teachers (Print, Moroz, & Reynolds, 2001). A
report by the Civics Expert Group (1994) stated that by the1990s young Australians were
ignorant of their political and government systems and their roles as citizens in a
democratic country. Further, there were concerns indicating that young people lacked
knowledge of, and were cynical about, the political and bureaucratic system and had
inadequate knowledge of their rights and responsibilities as citizens (Senate Standing
Committee on Employment Education and Training, 1989). The revival of civics
education began in Australia when preparations began for the celebration of the centenary
of Federation in 2001 under the leadership of the Keating government (1991-1996).
Prime Minister Keating argued that Australians needed to be knowledgeable about the
system of government, the Constitution, and their rights and responsibilities as citizens.
The Australian system of government created by its constitution makers had resulted in a

robust, stable and successful constitutional democracy. This needed support through the
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development of civics and citizenship education in school. Therefore, schools received
support from government policy to launch a new round of civics education (Print & Gray,
2000). Cogan and Morris (2001) point out that in Australia, the Commonwealth Ministry
of Education endorsed ‘Discovering Democracy’ as a national programme, but it was left
up to each state to have the final say as to what would be taught. At this time civics
became integrated in most states with studies of society/history/geography. It was part of
a compulsory core subject from classes 7-10. With the recommendation of the Civics
Expert Group to produce national, comprehensive and engaging curriculum materials,
civics education was strengthened in the system. May 1997 was when the Howard
government decided that civics education would form an important component for
Australian schools (Print & Gray, 2000). In addition, it was decided under the
Commonwealth government’s new national Civics Education policy that classes 4 to 10
would have compulsory lessons in civics and citizenship from 1999 (Australian Law
Reform Commission, 2016). In 2012, the draft shape of Australian Curriculum: Civics
and Citizenship (ACCC) was published. The curriculum has been now implemented in
the ACT, Northern Territory, Queensland and South Australia, while Western Australia
and Victoria plan to implement it in 2016 and 2017 respectively. However, it is not taught
in NSW as it has been integrated into history and geography (Print, 2015). Civics and
citizenship under Australian curriculum have been implemented in Tasmania in classes 7

and 8 (Department of Education Tasmania 2016).

Broadly, the contents covered in ACCC are government and democracy, laws and
citizens, and citizenship, diversity and identity. Students are expected to acquire skills
such as questioning and analysing, synthesising and interpreting, problem-solving and
decision-making, and communication and reflection. The level of understanding and

acquiring skills increases as students advance in grades (ACARA, 2013).

Currently in Australia, considering the current debate about citizenship flowing from
immigration, it is not simple to have a specific curriculum about democracy taught in
Australian schools. Being a federated nation with states having their own policies, laws
and regulations especially with regard to school education, there is a debate amongst

states and a similar debate amongst citizenship educators.

Citizenship education is a salient attribute of democracy. Learning citizenship

education means learning about democracy. Print (2015) claims that democracy is not a
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natural condition. It has to be learnt. And where, how much, when and in what ways it is
learnt helps determine a person’s understanding and practice of democracy. So it is vital
to know the situation of education for democracy in Australian schools. Do the students
learn about democracy? Are they able to acquire the skills and values needed to be
democratic citizens and be resilient against extremism? The truth is that it depends on

individual schools as well as individual teachers.

Further, the type of citizenship education school children are provided with varies
greatly from state to state or from territory to territory. Print (2015) acknowledges that the
ACCC is not taught in its pure form in NSW schools, nor is it likely to be taught as such
in the foreseeable future, because the NSW Board of Studies, Teaching and Educational
Standards (BOSTES) has not approved it for NSW schools. It was not approved for NSW
schools when the NSW stakeholders did not provide favourable feedback on the draft
shape of the ACCC. The consultation with teachers, an online survey on the Board’s
website and NSW Department of Education and Communities, which was conducted by
the Board of Studies, exposed about fifteen issues that counted against having a separate

civics and citizenship curriculum.

One issue prominent amongst all feedback in NSW was that civics and citizenship as a
separate subject would add yet another subject to an already crowded curriculum. The
stakeholders of NSW instead considered it best that civics and citizenship be a cross-
curriculum priority. Therefore, currently in NSW, civics and citizenship learning in K—6
is embedded in the content of the Human Society and its Environment (Social Studies)
syllabus and addresses areas such as social justice, civic participation, democratic
processes and beliefs and moral codes. In addition, the NSW syllabuses that comply with
the Australian curriculums in English, mathematics, science and history, which have been
implemented from 2014, include civics and citizenship content as part of each curriculum

area (Board of Studies, 2012).

However, Print (2015) argues that in reality a school subject that is ‘integrated’ into
another generally means that it can be, and usually is, ignored. This is due to a lack of
ownership of the subject. Further, due to pressing demands of the history and geography
curricula, contents of civic and citizenship education could easily be missed. As a counter

to this risk, there is a specific curriculum for civics and citizenship education prepared
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and available as a standalone subject for schools, which other states and territories largely

have adopted (sometimes in modified form) but that is not taught in NSW.

3.8.3 Civics and citizenship education in Singapore

Oon Ai (1998) states that the Singaporean government is one of the few to pursue civics
and moral education with much vigour and enthusiasm. Soon after its independence from
Britain in 1959, there was a growing focus amongst educational policy makers to design
citizenship training packages for Singaporeans. For Singapore, the school system was the
best setting for delivering a formal values education programme and schools were
considered the most appropriate place for nation-building. In fact, moral education is a
component of citizenship education, as in other Asian countries such as Korea and Japan
(Schulz, Fraillon, & Ainley, 2012). In Singaporean schools, citizenship is a component

of the compulsory civics and moral education programme.

The first civics syllabus for all Singapore schools was published in December 1957
(Chia, 2016) with the aim of motivating an interest in contemporary civic problems and
providing opportunities to discuss them fully without any prejudice. Along with civics,
citizenship education was also taught as ethics with an objective of instilling ethical
values such as politeness, honesty, perseverance and kindness. Ethics was also called

‘rules of conduct’.

Oon Ai (1998) provides a brief history of civics and citizenship education in
Singapore. Singapore initially introduced a subject called ethics in 1959, which was later
replaced by civics in 1963 at the secondary level. Singapore further decided to make an
interdisciplinary programme for values education in primary schools in 1973 called
Education for Living. However, this did not materialise as the policy makers found this
initiative to be a weak attempt for creating an effective moral education programme
Therefore, there was a major review of moral education in 1978 resulting in revamping
and starting fresh work on a new programme. A textbook, titled Good Citizen, was
produced by the Good Citizen Project Team while the Moral Education Programme for
Singapore produced materials for Being and Becoming (Oon Ai, 1998). In addition to the
two texts, there were religious knowledge and Confucian ethics, which were compulsory
subjects. The text Good Citizen was implemented in 1981. It reflected the government’s

stance on moral education and had a vast coverage of citizenship components. The text
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Good Citizen had different focuses and emphases for different levels of primary school

students:

* Self and family for primary one and two;
* School and society for primary three and four; and

* Nation and the world for primary five and six (Chia, 2016).

Among many topics in primary grades five and six, there was a component about
polling day, which discussed the importance of electing good governments rather than

just exercising a citizen’s right to vote.

In 1990, there was an announcement from the government that removed religious
knowledge and Confucian ethics from the school curriculum, and this remains the case
today (Oon Ai, 1998; Tan, 1997). Kerr (1999a) remarks that teachers in Singapore teach
moral education within a tightly controlled framework. Civics and moral education are
compulsory throughout primary and secondary education, based on a structured syllabus
and prescribed textbooks. This learning is further reinforced through service programmes
such as voluntary work in welfare homes. Mr. Goh Chok Tong, as the Prime Minister at
that time, announced the need for ‘National Education’ as a form of citizenship training
for all levels of schools. This programme aimed to teach students their country’s
constraints and explore solutions for the country to continue to succeed. National
Education was a subject for values education, which emphasised that Singaporeans had to
meet new challenges in a highly competitive and integrated global environment (Oon Ai,

1998).

A Civics and Moral Education (CME) programme was introduced in 1991 with an aim
for individuals to put society before themselves, live harmoniously with others and to
contribute effectively to Singapore’s multicultural society (HistorySG, 1991; Oon A,
1998). Boey (2011) reports that Singapore merged moral education with other subjects
for building character in an interactive way. ‘Civics and Morals’ will be taught when
students learn other subjects. Boey further added that the Ministry of Education
introduced Character and Citizenship Education (CCE) to look after the teaching of moral

education, national education and co-curricular activities.

While an English-medium education was introduced to ensure the country’s economic

development, at the same time political leaders in Singapore seem to have concluded that
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it was most effective to deliver civics and moral education to students in their mother
tongue in order to allow cultural continuity and to transmit values. However, for
secondary schools, CME is delivered using English as the medium of instruction for two
reasons: non-availability of teachers who can teach in some mother-tongues and the

difficulty of preparing CME curriculum in English and three other mother-tongues.

Singapore has consistently emphasised the duties and responsibilities of citizens,
patriotism, national identity and moral values. These are understood explicitly as goals
for nation-building (Chia, 2016). The Ministry of Education in 2014 launched a new
‘Character and Citizenship Education’ programme aiming to emphasise students’
character development (Low, 2014; Tan, 2012). There are eight learning outcomes of

Character and Citizenship Education according to MoE, (2016, p. 10):

1. Acquire self-awareness and apply self-management skills to achieve personal
well-being and effectiveness;

2. Act with integrity and make responsible decisions that uphold moral principles;

3. Acquire social awareness and apply interpersonal skills to build and maintain
positive relationships based on mutual respect;

4. Be resilient and have the ability to turn challenges into opportunities;

5. Take pride in national identity, have a sense of belonging to Singapore and be
committed to nation-building;

6. Value Singapore’s socio-cultural diversity, and promote social cohesion and
harmony;

7. Care for others and contribute actively to the progress of community and nation;
and

8. Reflect on and respond to community, national and global issues, as an informed

and responsible citizen.

This curriculum illustrates a values-explicit model for the delivery of moral education.

3.9 Inferences for Bhutan

This chapter can sum up the apparent diversity of approaches to civics and citizenship
education in the following way: inculcating values and attitudes into students is the
common characteristic of civics and citizenship education in the countries surveyed.

While the underpinning features of values and attitudes differ subtly from country to
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country, the overriding premise mainly revolves around political literacy, citizens’ rights
and responsibilities, social skills and societal concerns, and national identity, all geared
towards the ultimate empowerment of citizens and the development of a wholesome

personality.

In Bhutan, the Ministry of Education aims to ensure that civics education enables
students to develop a broad historical perspective and understand the basic principles of
how governments are formed and how they operate (CAPSD, 2008a). According to the
then Education Minister, T. S. Powdyel, ‘As a powerful nation-building discipline, Civics
should inspire an appreciation of the need to develop the necessary qualities of head and
heart that help young men and women to live as good fellow-citizens in a democratic
society that is based on the principle of mutual respect and trust. Civics, as indeed with
any discipline, should help develop insight, and not content itself with a mere collection

of information and facts’ (p.v).

There are specific civics textbooks for Bhutanese school students from classes 7—12,
but these textbooks form a part of an overall history subject. For classes below 7, there is
a general social studies textbooks instead of a civics textbooks. At this level, social
studies contains elements of civics and citizenship education. Therefore, if it were to be
grouped under an appropriate approach under the overall ICCS’s three approaches, then
Bhutan would be classified as ‘having specific civics and citizenship unit(s) of study’ for
students from classes 7 to 12. The curriculum department of the Bhutanese government
has prepared textbooks exclusively for civics education. However, for classes below 7
where elements of both civics and citizenship education are included in social studies
(CAPSD, 1989), Bhutan demonstrates the second approach, that is, ‘integrating civics and
citizenship content into a small number of other subjects’. Teachers who teach civics in
Bhutan may not necessarily have an educational background in civic and citizenship
education, but they do have overall skills for teaching social studies subjects. In all the

schools in Bhutan, history teachers teach the civics subject.

‘Educating for GNH’ aims to incorporate elements of civics and citizenship education
(or, wholesome-values education) in all disciplines of study, it is thus integrated across all
subjects, be science, commerce, or humanities. Therefore, in this manner, Bhutan aspires
towards the ICCS’s third approach, that is, integrating civics and citizenship content into

all subjects. The infusion of GNH values is not restricted to classroom teaching but goes
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beyond, to extracurricular activities, family, and community. Teachers are expected to
help students identify values explicitly in their teaching subjects, topics, and activities and
then contextualise these values to the lives of their family and community members

(MoE, 2013).

As identified above, civics and moral education (CME) in Singapore for secondary
schools is delivered in English due to the non-availability of teachers to teach in mother-
tongues (Oon Ai, 1998). Similarly in Bhutan, the Education Ministry attempted to teach
history in Dzongkha. History in Dzongkha for Classes 7 and 8 was introduced in 2006.
This initiative had to be discontinued after the study conducted by the Royal University
of Bhutan revealed numerous difficulties. It was found that the nation did not have
enough Dzongkha teachers to teach history, and teachers without a background in
Dzongkha were not confident or competent to teach history in Dzongkha (Wangchuk,
2012). Plans to teach history in Dzongkha could not take off because either history
teachers were not conversant with Dzongkha or the Dzongkha speakers lacked history

knowledge.

The emphasis on national identity found in civics education in most other countries
anticipates one of the top priorities that the Royal Government had long recognised in the
pages of Bhutan’s official national vision. One of the four pillars of Bhutan’s
development philosophy of gross national happiness is preservation and promotion of
culture and tradition. Culture and tradition in turn enhance Bhutan’s national identity,
which is of paramount relevance to a tiny country with a small population wedged
between the two most populous countries in the world (Planning Commission of Bhutan,

1999).

Bhutan appears to be following the footsteps of Hong Kong by promoting civics
education beyond formal classroom settings. The erstwhile Department of Curriculum
and Research Division, now merged with the Royal Education Council (REC),
recommended introducing a variety of activities to teach civics education, such as role
plays and mock elections in schools alongside the formal written civics curriculum
(Election Commission of Bhutan, 2012). Complementing the efforts of REC, the Election
Commission of Bhutan (ECB) also identified a host of activities for students. For
instance, the Children’s Parliament of Bhutan is an initiative of ECB through the support

of UNICEF-Bhutan where children have their own mini Parliament. Schools have
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Democracy Clubs who field candidates to stand for elections to become Members of
Parliament in the Children’s Parliament of Bhutan. These activities are geared towards

ensuring involvement of citizens for a successful democracy (UNDP, 2015).

To conclude, this review of international perspectives on civics and citizenship
education sheds light on similarities between the international and the Bhutanese
experiences. There are many salient features of civics and citizenship education practised
elsewhere that can inform the ongoing development of Bhutan’s infant civics and
citizenship education. At the same time, there are areas where Bhutan can learn from the
pitfalls experienced by other countries. Lessons learnt and positive experiences are

elaborated in Chapter 9.
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Chapter 4:
The democratisation processes and a
brief history of education in Bhutan

4.1 Overview

This chapter describes briefly the emergence of Bhutan as a nation state and the genesis
of the country’s education vision, goals, strategies, and plans and programmes.
Introduction of parliamentary democracy in the country in 2008 was a historic national
milestone and an ultimate outcome of a gradual democratisation process that began since
the 1950s. Bhutan has experienced and endured through fluctuating periods of trials and
tribulations from the 17" to the 19" century.

As necessitated by the need to maintain pace with economic development and a shift
of governance structure that requires more public participation in the decision-making,
there were corresponding changes in the education goals, strategies, and plans of actions
by the government. Citizens needed to be educated for better participation in the decision-
making processes. To this effect, a revised civics curriculum with new civics textbooks
were introduced from 2008. However, public perception tells a different story. Our
citizens, particularly the youth, have become more dependent on the government for easy
living. Some quarters of the populace feel that democracy has resulted more crime and
encouraged our rural electorates to demand more share of the state resources. There is
also a public perception that our children’s level of civics and citizenship knowledge is
below the general expectations. Perhaps, our teachers must be underperforming. Or even

worse, our civics curriculum is not right or content-deficient.

In this context, this chapter attempts to set the context that articulates a need to
conduct research and an expected outcome from such research. At the end of the research,

it is expected to reveal the gap between civics and citizenship learning in our schools and
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the stakeholder perceptions on our students’ civics and citizenship knowledge and an

overall educational impact.

4.2 Historical background of democratisation in Bhutan

His Majesty the King of Bhutan, Jigme Khesar Namgyal Wangchuck said during the
105" National Day of Bhutan in 2012, ‘The powers offered by our People to the King in
1907 were, after hundred years of Nation building, returned in 2008 to our People by the
Druk Gyalpo [King of Bhutan]” (Wangchuck, 2012, para 2). After 100 years of absolute
monarchy under the benign and farsighted leadership of the Wangchuck dynasty, the

country became a parliamentary democracy.

Zhabdrung Ngawang Namgyal, the founder of Bhutan, came to Bhutan in 1616 from
Tibet, united the local lords and brought them under centralised control, and strengthened
the country against external invasions. The political system has then evolved over time
with its tradition and culture. Up until 1907, Bhutan was an independent country under a
theocratic system. Zhabdrung Ngawang Namgyal was the first ruler and promulgated a
code of law in the country. He brought stability in the country with systematic
governance. Bhutan under him had the dual system of government with Je Khenpo (Head
Abbot) as the spiritual head of Bhutan and Desi the secular head of the country (Tourism
Council of Bhutan, n.d). Zhabdrung was the head of state and the ultimate authority in

both religious and civil matters.

The kingdom under him was divided into three regions: east, central and west.
Penlops, governors holding seats in dzongs (fortresses) and the dzongpons (district
officers) were appointed to the districts. Dzongpons had their headquarters in lesser
dzong (Savada, 1991). Dorje (1990) states that Zhabdrung not only guarded the country
from invasion but also built dzongs to create centers of religious and civil authority for
the united Bhutan. He is responsible for bringing peace and stability to the country by
establishing a strong and dynamic administrative system and by codifying a set of strict
but fair and just laws based on the Buddhist tradition, which is the framework for the

present judicial system of Bhutan.

However, after the death of Zhabdrung in 1651, his successors failed to keep the glory
of his reign. The political system of 17" century changed significantly by the 20" century.

Although the Zhabdrung figure still exists in people’s religious consciousness, the strong
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political leadership of the Zhabdrung institutions became irrelevant and by the beginning
of the 20™ century was no longer a fundamental point of Bhutan’s political structure

(Phuntsho, 2013).

The theocratic system founded by Zhabdrung Ngawang Namgyal came to an end in
1907 with the crowning of Ugyen Wangchuck as the first hereditary king of Bhutan. He
was enthroned by popular consensus and unanimous political support. Phuntsho (2013)
claims that the introduction of a hereditary monarchy in Bhutan with the crowning of the
first King Ugyen Wangchuck in the early 20" century was a unique political event in the
world as it was the complete opposite to prevalent trends existing in that era of ending the
rules of monarchies in other parts of the world. Druk Gyalpo Ugyen Wangchuck
ascended the throne when the Bhutanese were in great need of a unifying authority
because of the theocratic republican rule and the continual fighting amongst factions
(warring penlops and dzongpons). The first Druk Gyalpo, Ugyen Wangchuck, was
responsible for bringing together the dzongpons and penlops, ending the long strife, and

restoring peace in the country.

The Second King, His Majesty Jigme Wangchuck, ascended the throne after the
passing away of the First Druk Gyalpo Ugyen Wangchuck in 1926. His Majesty the
second King continued his father’s efforts at modernisation, built more schools, and

consolidated the sovereignty of Bhutan.

Tobgay (2015) mentions that the process of democratisation in the country actually
started in the 1950s during the reign of the third King, His Majesty Jigme Dorji
Wangchuck (1953-72). The third king further modernised Bhutanese society by
abolishing slavery, serfdom and the caste system. He initiated prominent political reforms
that included establishment of the National Assembly (Tshogdu Chhenmo or the
Legislature) in 1953, instituted a Royal Advisory Council (Lodroe Tshogdue) in 1965,
and established the High Court (Thrimkhang Gongma) in 1967, separating the judiciary

and legislature from the executive.

The political transition to a parliamentary democracy in Bhutan was unique. The
fourth king of Bhutan, His Majesty Jigme Singye Wangchuck, initiated and guided the
democratisation process, even with resistance from the people. This is again in contrast to
many countries around the world where democracy was pursued as a result of popular

movements (National Environment Commission, 2012). Lyonchhen Tshering Tobgay, the
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present Prime Minister of Bhutan in his speech on 15 September 2014 during
International Democracy Day said that Bhutan’s democracy is unique since His Majesty
the Fourth Druk Gyalpo ‘forced us to accept democracy ... it is also unique because it
didn’t happen overnight. His Majesty the fourth King started very early on his dream to
prepare us for democracy’ (Tobgay, 2014, para 4). The fourth king assumed the throne at
a very young age of sixteen in 1972 after the premature passing away of his father the

third king His Majesty Jigme Dorji Wangchuck.

It was under the guidance of the fourth king that the process of decentralisation and
devolution of power to the people occurred in a very gradual, planned and calculated
manner. A process of democracy, directly involving the people, was first initiated by
establishing and institutionalising local governments. In 1981 a District Development
Committee, known as Dzongkhag Yargey Tshogchung (DYT) was instituted. Governance
and development planning, which previously were supervised and managed by the
Centre, were decentralised to the districts in 1981. The DYTs were entrusted with the
responsibilities of managing budgets and implementing economic planning. Ten years
later in 1991, the same responsibilities were further decentralised to the block level,
known as Block Development Committees or Gewog Yargey Tshogchung (GYT). The
institutions of DY Ts and GYTs, at the district and block levels respectively, strengthened
the foundation of local governance. Seven years later in July 1998, the King announced
the dissolution of his cabinet and he voluntarily devolved all executive authority from the
throne to an elected Council of Ministers. This royal decision came as a shock to the
nation and it was beyond the competency of the Bhutanese psyche in general to accept the

King’s decision (Tobgay, 2015).

Following this, the cabinet ministers resigned and the King became head of state. The
rein of government was handed over to the newly elected cabinet ministers, chosen by the
members of the National Assembly. In 2001, the King commanded the drafting of a
Constitution and in 2008 a full-fledged parliamentary democracy, formally known as a

Democratic Constitutional Monarchy, was introduced (CAPSD, 2008a).

Before the 2008 political change, that is, from July 1998 until 2008, the King would
nominate ministerial candidates to be elected by the National Assembly. These elected
ministers would form the Cabinet. The ministers would serve in the post of prime

minister on a rotating basis (Masaki, n.d). So in essence, the system designed by the
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fourth King allowed two batches of cabinet ministers of five-year terms each, from 1998
to 2003 and from 2003 to 2008, to prepare for roles in the subsequent administration of a

fully-fledged democratically elected government.

As commanded by the King, the Constitution Drafting Committee was formed in
September 2001 made up of 39 members with the country’s Chief Justice serving as the
Committee Chair. After four years of the drafting process, the draft Constitution was
distributed to the public in March 2005 for consultation. The public consultation entailed
meticulous deliberations on every Article and Clause of the Constitution. Public
consultations, conducted in all twenty districts, were attended by at least one member
from every household in the country. The last public consultation was held in May 2006
(Tobgay, 2015). Lyonchhen Tshering Tobgay states that the fourth King taught the nation
to elect representatives to the National Assembly and taught the representatives to elect
members to the Council of Ministers. He further ensured that the Constitution was firmly
in place. ‘In 2007, His Majesty the King conducted mock elections, the first in the world
to train our people, to prepare our people for the eventual first and historic elections in
2008’ (Tobgay, 2014, para 5-7). Thus, there was a national effort to make the general
public understand the significance of the political change, and to accord them
opportunities to comment on the draft constitution (Masaki, n.d). The Constitution,
consisting of 35 Articles and 4 Schedules, was formally adopted by the first

democratically elected Parliament in its first historic sitting in the summer of 2008.

The fourth Druk Gyalpo, Jigme Singye Wangchuck, handed over his reign of
governance to the elected Council of Ministers in 1998. Previously the Druk Gyalpo had
been the head of both the state and government. After the devolution of power, he became
the head of state and the prime minister became the head of government. The fourth Druk

Gyalpo in the 76™ Session said:

It has been my endeavour to encourage and prepare our people to participate actively
and fully in the decision making process of our country. The time has now come to
further promote the people’s participation in the decision making process. Our
country must have a system of government, which enjoys the mandate of the people,
provides clean and efficient government and has an in-built mechanism of checks
and balances to safeguard our national interests and security. As an important step
towards achieving this goal, the Lhengye Zhungtshog, should now be restructured
into an elected council of ministers that is vested with full executive powers to
provide efficient and effective governance of our country (CAPSD, 2008a, p. 3).
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Therefore, while democracy was introduced as late as 2008, the initiation of
decentralisation and devolution of power was a gradual phenomenon giving citizens
opportunities to learn and embrace the changes. Bhutanese democracy is unique: different
from other forms of democracy existing in other countries. It is unique because it was
initiated from the throne when the people actually pleaded with the King not to step
down. It was the King’s wish that Bhutan should have a Constitution laden with time-
tested values and principles of the Bhutanese polity. There are unique Articles and
Clauses of provisions not found in the constitutions of any other nation. The Constitution
in Bhutan is the outcome of citizen involvement and conscientious study of the following

elements, provided by (Tobgay, 2015, pp. 20-21):

* Royal decrees and edicts, laws of Bhutan, speeches of His Majesties and policies
of the Kingdom;

* Religious, cultural, philosophical and political basis of the country;

* History of the evolution of the democratic process;

* Meaning, objectives and nature of the Constitution;

* Constitutional values, principles and judicial process;

* Salutary provisions of the Constitution;

* Types of rights, liberties and freedoms;

* Universal democratic traditions and practices;

* Emerging legal paradigms, social and ethical control mechanism;

* Concept of sovereignty;

* Interest theories and theories on social, political and public moralities;

* Lessons from numerous constitutional crisis around the world;

* Buddhist and Western philosophies;

* Human rights conventions, treaties, protocol, covenants and other international
and regional instruments;

* Comments on the draft Constitution from international agencies, individuals and
the Ministries of the Royal Government;

* Clauses, sentences, provisions, dicta of other constitutions, constitutional reforms
documents, landmarks judgements and constitutional writings; and

* Hundred other constitutions out of which twenty were studied in detail.
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All of these elements have been combined to create a unique Bhutanese Constitution.
Some examples of unique clauses in the Constitution of the Kingdom of Bhutan

("Constitution of the Kingdom of Bhutan," 2008) are:

* Article 2.6 states, ‘Upon reaching the age of sixty-five years, the Druk Gyalpo
(the King) shall step down and hand over the Throne to the Crown Prince or
Crown Princess provided the Royal Heir has come of age’ (p. 6-7). Further,
Article 2.7 (a) provides establishment of the Council of Regency in case the Royal
Heir has not attained the age of twenty-one (p. 7).

* Article 5.3 is also considered unique where ‘the Government shall ensure that, in
order to conserve the country’s natural resources and to prevent degradation of the
ecosystem, a minimum of sixty percent of Bhutan’s total land shall be maintained
under forest cover for all time’ (pp. 21-22).

* Article 14.6 mentions that ‘the Government shall ensure that the cost of recurrent
expenditures is met from internal resources of the country’ (p. 52).

* Article 14.7 comments that ‘a minimum foreign currency reserve that is adequate
to meet the cost of not less than one year’s essential import must be maintained’
(p. 52).

* Article 16.1 spells that ‘Parliament shall, by law, establish a Public Election Fund
into which shall be paid every year such amounts as the Election Commission
may consider appropriate to fund registered political parties and their candidates
during elections to the National Assembly and candidates to the National Council’
(pp. 61-62).

* As enshrined under Article 16.1, the Election Commission of Bhutan fixes the
amount of campaign fund for each contesting political parties and candidates
during the parliamentary election. The campaign fund amount shall be disbursed
from the state fund and regulated by ECB in pursuance to the provisions of the
Election Act of the Kingdom of Bhutan 2008. This is mainly to provide a level
playing field to all the candidates, regardless of their own financial status (Royal
Government of Bhutan, 2008).

* Article 23.3 states that ‘a candidate for an elective office under this Constitution

shall:

23.3.c) Be a minimum of twenty-five years and maximum of sixty-five years
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of age at the time of filing the nomination;
23.3.¢) Fulfil the necessary educational and other qualifications prescribed in

the Electoral Laws’ (pp. 84-85).

The Election Act of the Kingdom of Bhutan, 2008, states that a person shall be
qualified to be a candidate for a Member of Parliament, referring to both the National

Assembly and the National Council, if he/she possesses a formal university degree.

(Section 176(d) and Section 177 (d)) (pp. 62-63).

4.3 Contextual background of Bhutan’s education system

Ministry of Education (2012, p. 5) in the National Education Policy (NEP) of Bhutan

provides the context of education in Bhutan as follows:

* His Majesty the Druk Gyalpo’s address at Paro College of Education, 17 Feb.
2009 - ‘Our nation’s Vision can only be fulfilled if the scope of our dreams and
aspirations are matched by the reality of our commitment to nurturing our future
citizens.’

* Constitution of the Kingdom of Bhutan: Article 9.15 —The State shall
endeavour to provide education for the purpose of improving and increasing
knowledge, values and skills of the entire population with education being
directed towards the full development of the human personality.’

* Constitution of the Kingdom of Bhutan: Article 9.16 — The State shall provide
free education to all children of school going age up to tenth standard and ensure
that technical and professional education shall be made generally available and
that higher education shall be equally accessible to all on the basis of merit.’

* Educating for Gross National Happiness (GNH): Bhutan’s vision of
development is based on the principles of Gross National Happiness. As education
is the cornerstone of all progress in a society, this vision has been incorporated
into the education system through Educating for GNH, an initiative that promotes
holistic, contemplative, eco-sensitive, and culturally responsive educational
approaches that are both taught and put into practice.

*  Democratic Foundations: The advent of democratic constitutional monarchy in

2008 has provided an impetus to the education system to build strong foundations
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for democracy in Bhutan by educating citizens to meaningfully participate in the
political process.

* Knowledge Society: One of Bhutan’s development goals is to create a knowledge
society. Towards this, the NEP shall direct and define new avenues for students,
both Bhutanese and international, to pursue quality education in Bhutan.

* Quality Education: The quality of education is of critical importance and must be
enhanced. The policy provisions shall strive to ensure the development of a
Bhutanese learning system based on GNH principles: creating a performance-
based culture in schools; ensuring targeted professional development of educators;

and utilising innovative ICT-based teacher support mechanisms.

Dorji (2005) summarises the history of Bhutan’s education system. He states that in
Bhutan, a small landlocked kingdom in the Himalayan Mountains without a record of
colonial rule, it is popularly believed that early monastic education is linked to the visit of
Guru Padmasambhava, who visited Bhutan in 746 AD. Guru Padmasambhava is believed
to have had the biggest influence on the cultural and social life of the Bhutanese through
his teaching of Buddhism. Further, in the 12" Century, the founder of the Drukpa Kagyud
School of Buddhism, Tsangpa Gyarey, sent some of his principal disciples to Bhutan
from Tibet to preach the Dharma. The disciples built temples and continued the spiritual
lineage. Today, Drukpa Kagyud remains the principal school of Buddhism in Bhutan.
Zhabdrung Ngawang Namgyal established the first body of monks in the Monastery of
Chari in 1622, starting the first formal monastic education. The system was established

and the first Je Khenpo, Pekar Jungney, headed the monastery, ordaining thirty monks.

Monastic education focused on the art of liturgy and ritual, and grew in the course of
time to extend throughout the country. Today, monastic institutes for higher studies called
Shedras have been established so monks of higher stature can resume tertiary level
education in literature, philosophy, arts and language and dedicate themselves to long
periods of meditation. Monastic education in Bhutan had its roots as early as the 8"
century AD and was practiced through informal relationships between the master and the
disciples. The monastic system of education has maintained the spiritual aspects of

Bhutanese society for many centuries.

It is obvious that the monastic education system predates modern or Western

education in Bhutan (Tobgay, n.d). Monasteries were traditionally not only the focus of
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religious practices but were also educational centres providing schools for learning
language, arts, literature, and philosophy. It is claimed that the present Bhutanese script,
known as Jog Yig, was developed by Demang Tsemang in the 8" Century and was the
product of monastic education. Demang Tsemang was in the retinue of Guru
Padmasambhava and was a popular Sanskrit translator and Tibetan calligrapher who
invented a new style of calligraphy, including the Bhutanese script. Demang Tsemang, as

legends claim, could write innumerable texts in a moment (Nado, 1982).

Tobgay (n.d) said that the first Druk Gyalpo, Ugyen Wangchuck, introduced a modern
education system in 1914 by sending 46 boys to India to receive a Western education.
Initially, the purposes of getting a modern education were for administrative purposes and
to gain access to the world. According to Dorji (2005), in 1914 the first Western school
was established in Ha. Subjects such as arithmetic, Hindi, English and Dzongkha were
taught in this school. The second King Jigme Wangchuck set up secular schools in the
1950s, borrowing both the curriculum and the medium of instruction, Hindi, from India.
This was the beginning of our present Bhutanese education system. However, the major
developments in the education system took place in 1962 during the reign of the Third
King of Bhutan, Jigme Dorji Wangchuck. English became the medium of instruction in
Bhutanese schools, as it was considered the most useful world language. The King
believed that English was the language that would enable Bhutanese citizens to
communicate with the world (Ministry of Education, 2014). In addition, the third Druk
Gyalpo realized that Bhutan could no longer prosper if it maintained its old traditions
(Dorji, 2005). Thus his enthusiasm and will power focused on the development of a
modern education system in Bhutan, and because of this, he is called the Father of
Modern Bhutan. Since there were not enough teachers at this time, Bhutan had to recruit
from neighbouring India. In addition to school education in Bhutan, some students were
sent to missionary schools in Darjeeling, India. The Ministry of Education (2014) records
that His Majesty was highly impressed by the quality of education in these schools, which
made him invite a Canadian Jesuit, Father William Mackey SJ to Bhutan to help set up a
high school system. The Jesuits were at the time teaching in one of the missionary
schools in Darjeeling. The Jesuits along with nuns worked to set up ‘a fully Bhutanese
school system that would strengthen the country’s indigenous cultural and religious

traditions while helping its people to modernize’ (Ministry of Education, 2014, p. 1).
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Today, there are 12,389 students studying in monastic schools across the country, and
551 modern schools in the country with 173,594 students (National Statistics Bureau,
2015). Over the time of the national educational transformation from the age-old
monastic education system to a modern education system, the government and the
leadership acknowledged the importance that education needed to play in a range of
areas, such as civic duties and social development, character building of citizens, and
cultural and values transmission. Tobgay (n.d) defines this sort of wholesome education

as providing

a holistic approach through critical education thinking and innovative approaches to
develop the mind and body. It includes all aspects of human existence and not only
academics. In the world of disparities, education should also be inclusive with
different abilities, skills, backgrounds and cultures. Bhutan provided chances and
opportunities to her citizen to get educated together. (p. 5)

In addition Tobgay (n.d) argues that if ‘wholesome education’ is construed as a
framework of holistic education, then ‘values education’ can be understood as the details
and specificities, which flesh out this framework. Values education can be thought of as
the moral aspects of education that contribute towards making the individual a good
citizen who is conscious of their innate strength. Such education must involve core,
structural and institutional values, including cultural, moral, ethical, cardinal and spiritual
values to form normative values. These values were built into the Bhutanese civics
syllabus. The Ministry of Education (DCRD, 2011) identifies the aims of studying civics
as providing information and imparting values to students. The rationale of the syllabus
states that it is intended to develop in students an understanding of the basic principles of
civics, such as the duties and responsibilities of citizens and the structure and function of
various organs of government. This is in order to help students grow up as informed,

dedicated and responsible citizens able to participate in a democratic society.

Furthermore, one of the aims of studying civics is to gain an understanding and
appreciation of the rights and responsibilities of citizens and of loyalty and dedication to
the Tsawa Sum (King, country and people), including a commitment to working to their
capacity for the wellbeing of the nation (DCRD, 2011). Therefore, the objective of civics
education in Bhutan is seen as not just providing information about government
functions, but also aiming to infuse particular values to produce better human beings.

Thus, the DCRD has designed the content areas to range from citizen to nation.
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4.4 Introduction of new civics textbooks

As the country prepared to become a parliamentary democracy, the government felt that
there was a need to educate students about democracy and provide the necessary political
literacy. It was in 2006 that the Ministry of Education started developing new Bhutanese
Civics textbooks for Class 7 to Class 12. The content of the textbooks was based on what
was at that time the current Bhutanese democratic system of government. After two years
of formulation and improvement, these textbooks were introduced into the curriculum
from academic year 2008. These textbooks basically aimed at educating the youth about
the government system and about necessary civic and citizenship knowledge, skills and
dispositions. The textbooks, in their introductory pages, state that in order to contribute to
the democratic process, it is fundamental that Bhutanese youth understand, from their
early stages of education, democracy and its elements in the Bhutanese context (CAPSD,
2008). The development of the civics curriculum of 2006 was primarily aimed at building
strong foundations for democracy by educating citizens to participate meaningfully in the

political process (Ministry of Education, 2012).

It has been suggested by Torney-Purta et al. (2001) that in countries establishing or
reestablishing democracies after a period of non-democratic rule, the general public as
well as leaders usually realise that major changes in formal and informal civics education
is required to prepare young people for the new social, political and economic order.
Rightly, in Bhutan too, the study of civics was made compulsory from classes 7 to 10 and
as an optional subject for classes 11 and 12. The introduction of Bhutan’s new civics

textbooks was planned to coincide with the shift in the political system of the country.

However, it may be stated that the civics curriculum was not totally new to the schools
and students of Bhutan. Just as the third Druk Gyalpo, Jigme Dorji Wangchuck, and the
fourth Druk Gyalpo, Jigme Singye Wangchuck, gradually introduced the people of
Bhutan to democratic processes way before 2008, youth were also prepared by the
Ministry of Education. In an email communication on 9 August 2016, Thukten Jamtsho,
the present chief curriculum officer, gave a brief historical background of the History and
Civics Curriculum in Bhutan (Jamtsho, personal communication, 9 August 2016). He said
that until the mid-1980s Bhutan followed the Indian syllabus for all subjects including
history. At the end of Classes 10 and 12 all our students sat for the Indian Certificate of

Secondary Education (ICSE) and Indian School Certificate (ISC) respectively. History as
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a subject was integrated in the form of social science from Kindergarten to Class 3.

History was a separate subject from Classes 4—12.

From the mid-1980s, the then Education Department started Bhutanising the education
system. At that time the Curriculum and Textbook Development Division (CTDD)
decided to include Bhutanese history in the school curriculum. CTDD later became the
Curriculum and Professional Support Section (CAPSS). CAPSS came up with the first
edition of the course textbooks entitled, 4 History of Bhutan - 15" to 19" Century for
Class 7 in 1990 and 4 History of Bhutan - 19" to 20" Century for Class 8 in 1991. These
were the prescribed textbooks written and taught in English, as part of the history subject

along with world history, Indian history and Indian civics.

The first Bhutan Civics textbooks for Classes 9 and 10 were developed and delivered
in 1999 and these replaced the Indian Civics textbooks. Bhutan Civics, introduced in
1999, was based on the system of government before 2008; integral aspects of democracy
were included as it was inherently a part of the Bhutanese polity despite the government

being headed by successive kings.

The present Bhutan Civics textbooks were prepared in 2006 to be implemented from
Class 7—12 when Bhutan became a parliamentary democracy. However, some content
about features of democracy were still part of social studies for primary schools.
Therefore, Bhutanese youth was already equipped with general ideas about the
fundamentals of democracy, human rights and human values prior to the establishment of

parliamentary democracy.

4.5 Public perception of democracy

His Majesty the King Jigme Khesar Namgyel Wangchuck said,

The power of the individual has never been greater than at this time in history and yet, the
helplessness of the less fortunate may never have been as distressing either — in an age of
plenty. Modernisation and political change have raised the individual’s freedom, but it
has also led to a less desirable and unconscious freeing of the individual from his
obligations to society and the greater good. An inherent sense of values has gone missing.
While young people leaving university must be armed with degrees, it is more important
that they be endowed with a strong sense of values that bring meaning and purpose in
their lives as well as stable, bright future ahead for society and the world (The Anti-
Corruption Commission, 2012).
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Even after decades of meticulous institutionalisation of a Bhutanese polity prior to the
eventual introduction of a parliamentary democracy, there were frailties and ambiguities
in the mindset of our population. It is a common public perception that the people need
education on the fundamentals, principles and nuances of democracy. The Bureau of
International Information Programs (2005, pp. 3, 5 and 9) also mentions that education is
essential in democracy as literacy enables people to stay informed, and informed citizens
are in a better position to improve democracy. Education helps citizens make informed
decisions. ‘Democratic norms and practices should be taught in order for people to
understand and appreciate their opportunities and responsibilities as free citizens’. Many
citizens understand their personal freedom and fundamental rights, but many do not link
these with associated fundamental duties. For some, simply voting to elect a

representative is considered the full enactment of their duty as citizens.

For instance, in one of the panel discussions on the title ‘Democracy Education’,
organised by UNDP to mark the International Democracy Day on 15th September 2012
in Thimphu, one panellist shared that Bhutanese people are keenly aware of their rights
and entitlements. One of the panellists, National Council member Dr. Sonam Kinga, who
is currently the Chairman of the House, said, ‘At the rural level, I see that democracy has
been perceived and articulated in the form of demand and respect for resource allocation
and competition for entitlements while in the urban society, the discourse has been more
shaped by call for transparency and accountability. However, the issue of fundamental
rights for citizens appeared to be more pronounced and emphasized in Bhutan's more

urban middle and upper-class society’ (UNDP, 2012, p. 1).

There is also a public perception that democracy erodes important Bhutanese values,
morals and ethics. Youth in particular are perceived as following traditional Bhutanese
values and practices less closely, and this is seen to be linked to the advent of democracy.
Youth behaviour in public and general youth temperament are seen to be increasingly
problematic. For example, in the months of June and July 2016, people witnessed youths
taking each other’s lives. A few stabbing cases stole the headlines of national newspapers
(Kuensel Editorial, 2016; Tshomo, 2016). There is also a general perception that there is a
decline in respect for Bhutanese culture and tradition amongst the youth. They indulge
more in drugs, smoking and consuming alcohol especially in place such as Thimphu, the
capital city (Ueda, 2004). All of these issues add to the identification of young people as a

growing problem.
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In addition, there is a general observation that introduction of parliamentary
democracy in Bhutan has resulted in an attitudinal change, especially people’s
perceptions regarding the role of government vis-a-vis citizens’ rights and duties. This is
exemplified in a growing belief that it is the government’s responsibility to look after
them, not their own responsibility to look after themselves. While people in the
community await government officials to come along with handouts, youth in general
have started to demand jobs from the government. This way of thinking unfortunately
gets reinforced after every round of elections. Candidates make electoral pledges in an

effort to be elected and the promises subsequently fuel such public expectations.

The first elected government, which assumed office in 2008, took cognisance of the
issues and concerns around these unintended consequences arising as a result of people’s
general misconceptions about democracy. ‘Educating for GNH’ was introduced as a
preventive counter to such inadvertent effects, particularly with youths who are
vulnerable to these undesirable influences. This programme drew huge public acclaim. It
was claimed by former Prime Minister of Bhutan, Lyonchhen Jigmi Y. Thinley, that
Bhutan was embarking on this unprecedented initiative where education was set up as a

platform to realise Gross National Happiness (MoE, 2013).

Basically, ‘Educating for GNH’ aspires to produce citizens with the desired level of
civics and citizenship understanding. Bhutan’s dream is to nurture youths and citizens
with GNH values and having their consciousness embedded with GNH principles (MoE,
2013). Therefore, if Bhutan’s educational system is to cultivate GNH values and
principles in students, there is a need for GNH-inspired schools with GNH-infused
learning environments. Further, there is a need for a curriculum with appropriate infusion
of GNH values and principles. The given curriculum must require both teachers and
students to exert conscious efforts to provide avenues and opportunities to interact with

GNH values so that the students grow up as GNH-graduates.

While ‘Educating for GNH’ ensured that all learning was to become GNH-infused, it
should not compromise academic rigour. On the contrary, reasoning and critical thinking

would be elevated to top priorities in a genuine GNH curriculum (Hayward, Pannozzo, &

Colman, 2009).

The Ministry of Education initiated a nationwide workshop for district education

officers (DEOs), principals and teachers. This initiative was to prepare educators to foster
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GNH values in young people. During the workshop, the then Prime Minister of Bhutan,
Jigmi Yoezer Thinley, said that teachers are critical in making ‘Educating for GNH’
happen and consequently realising the vision of Bhutan’s architects of GNH philosophy.
Therefore, the workshop on GNH carried the aspirations of the nation (MoE, 2013). Since
then, efforts have been made to impart GNH principles through different subject areas
following the five pathways: meditation and mind training, infusing GNH into the
curriculum, broader learning environment, holistic assessment, and media literacy and

critical thinking.

GNH is based on the principles that the beneficial development of human society takes
place when material and spiritual development occur side by side, complementing and
reinforcing each other (Tourism Council of Bhutan, n.d). Under these principles, the

happiness of the people was made the guiding goal of development in Bhutan.

It is not clear if the existing civics education provides the necessary conditions and
environments as deemed required under ‘Educating for GNH.” Does the existing civics
curriculum provide space for infusion of GNH values and principles? On the whole, do
our civics textbooks, which were formulated in 2006 and introduced into schools in 2008,
have content that would provide a desired level of civics and citizenship education for our
students in schools? The answers to these questions are important for guiding the ongoing

development of civics education in Bhutan.

Therefore, this study aims to explore the kind of values that teachers impart through
the current civics subject. With the introduction of ‘Educating for GNH’, teachers across
the country were directed to put efforts into consciously infusing those values into
existing content, even when teaching subjects with textbooks that contained mostly
factual information. Furthermore, this study will explore whether students display
knowledge of the Bhutanese ethos, of ideas such as Ley Jumdrey, Tha Damtshig and
Driglam Namzha, and therefore whether teachers have found or can find avenues in the

civics curriculum to impart this ethos.

Civics and citizenship education is a general concept on how Bhutanese relate to this
ethos. The concepts of Ley Jumdrey, Tha damtshig, and Driglam Namzha are related here
with civics and citizenship education based on a personal experience. Based on
researcher’s personal recount of having lived in such society, these concepts have existed

in an oral form facilitating harmonious living in family and society. They have been the
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guiding factors in Bhutan even before the introduction of a formal civics education
system. Individuals living a life compliant with these concepts in Bhutanese society are
generally considered good human beings or ‘active’ citizens in the formal citizenship
parlance. As mentioned in Chapter 2 individuals found deficient of these concepts are
generally considered irresponsible and reckless people. As these concepts are believed to
be an inherent quality in every Bhutanese, one would argue about the need to integrate
them in the formal curriculum. However, in today’s globalised world of contemporary
ideals with inundations of various competing disciplines as well as other modern media
distractions, there is an assumed fear that such intangible guiding ethos would be
overlooked by younger generations. Therefore, it is essential to ensure that the study of
these concepts is incorporated in the formal civics curriculum. Moreover, the objective of
‘Educating for GNH’ is to ensure that all these values are consciously imparted to
younger generation. Hence, it became imperative for this study to find out whether these
ethos are also taken care of by ‘Educating for GNH’. In addition, just as Dzongkha
subject imparts national values to students, civics education too appeared to be the
appropriate subject to keep these concepts alive so that it continues from generation to
generation. Hence, this study attempts to explore whether there is an avenue to

incorporate the ethos in civics lessons.

Another personal concern that prompted the launch of this study arose from witnessing
the conducts of public figures from around the world. For instance, one often sees on
television unruly behaviours of elected representatives in august chambers, with some of
them even resorting to physical force. As Bhutan is fairly at infancy in the democratic
setup, it must not let such untoward behaviour seep into the culture of Parliament Houses
where present leaders follow Driglam Namzha (etiquette) to the utmost. Bhutanese
parliamentarians too debate and argue but no untoward scenes are observed thus far. This
is due to inherent possession of the three ethos and other qualities. Civics education

should ensure the continuity of such public decorum.

To this effect, the same aspiration is expressed by T.S. Powdyel, the then Minister of
Education, in his foreword to the current civics text. He wrote that civics should inspire
an appreciation of the need to develop the necessary qualities which will enable them to
live as good fellow-citizens in a democratic society based on the principles of mutual
respect and trust. Civics, like any discipline, should help develop insight and not content

itself with a mere collection of information and facts (CAPSD, 2008a). Griffith (1984)
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cautions that in recent years the school systems of the nation (American) have produced
graduates who think cleverness is more important than character and income is more
important than integrity. This statement can be a grave reminder to the Bhutanese system

of education as well.

It is true that our society requires civic engagement to realise the potential of its
citizens and its communities, and education is seen generally as the key to that
engagement. Furthermore, democracies need active, informed and responsible citizens
who are willing and able to take responsibility for themselves and their communities and

contribute to the political process.

4.6 Research rationale

When the present civics textbooks were formulated in 2006, the basis for the content of
the textbooks was the laws then existing in 2006. In 2008, the first elected Parliament was
formed with a new democratically elected government. The new Parliament ratified key
Bills from 2006, which then were used as the basis for the new civics textbooks. This
process of ratification witnessed many provisions of those Bills either being deleted or
altered. Therefore, in a way, some of the basis of the civics textbooks became
immediately redundant with this enactment of new laws by the new Parliament. For
instance, the tenure of an elected Local Government Office was three years prior to 2008.
The new Local Government Act prescribed the terms of all elected posts, including the
Local Government post, as five years. Further, the Constitution of the country, which was
a draft in 2006, was deliberated at length by the new Parliament in 2008. This also
resulted in changes in some of the clauses of the Constitution when it was eventually
ratified as the law of the land. So the year 2008 witnessed amendments to many laws,
ratification of Bills from earlier years, and the creation of many new laws. This merits a

review and revision of the existing civics textbooks.

Further, by the time this research study was developed, the nation had already
witnessed two rounds of parliamentary elections. During the last eight years of transition
from an absolute monarchy to a democratic constitutional monarchy, many additional
new laws have been enacted and many amended. These new laws and amended

provisions necessitate a corresponding change and update in the civics textbooks.
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The Ministry of Education’s ‘Educating for GNH’ also demands space and attention in
the civics textbooks. This increases the need for a review of the civics textbooks. Thus,
the researcher believes that this situation justifies this research into existing civics
education curriculum and the civics textbooks, which form the basis for all civics
education in the country. Therefore, this research is an attempt to study civics Education
in Bhutan in relation to student knowledge and stakeholder perspectives (Refer chapter 1

for research questions).

Bhutan’s current civics textbooks have been taught in schools since 2008. They now
merit understanding on how this education is faring. There is a need to find the
perceptions of young people on civics as well as citizenship. So far, no one has
undertaken research into civics education in Bhutan, nor has there been regular
centralised testing of students’ civics knowledge other than school-based examinations
conducted at the end of the year. In these school examinations, civics content is given a
weighting of 15-20%. Therefore, this research will assist not only teachers in teaching the
subject, but also the policy-makers and other stakeholders who are either concerned with
or involved in framing education policy. This study also is an attempt to provide an
empirical foundation for policy-makers, curriculum designers, teacher educators, as well

as teachers and the public, to understand the current state of civics knowledge in Bhutan.

As Torney-Purta et al. (2001) have said, educational policy-makers often operate with
many aspirations but little up-to-date information about civics knowledge, attitudes, and
behaviours in their own countries. Further Schulz et al. (2010a) also suggest that
countries and education systems worldwide can use such findings to inform and improve

policy and practice in civics and citizenship education.

However, since this will be the first study in Bhutan of the relatively new civics
curriculum, this means that the research does not have a baseline. In fact, it hopes to
provide the baseline for future research in Bhutan on civics education and its impacts.
Like the research carried out by Torney-Purta et al. (2001) on civics and citizenship
education in 28 countries, this study also is designed to explore the gap between civics
learning and stakeholder perceptions of preferences for civics knowledge and educational
impact. Mixed methods will be employed to determine students’ civics knowledge by
conducting an objective style test and then through semi-structured interviews with

students, teachers and other stakeholders.
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It is anticipated that this study will inform relevant stakeholders on:

* Ministry of Education’s plans and programmes related to civics curriculum,;
* Relevance of ‘Educating for GNH’ in the modern post-democracy Bhutan;
* Infusing GNH values in classrooms;

* People’s expectations — youth’s level of learning and societal issues; and

* Issues in civics textbooks highlighting on the gap, if any, of values between

textbooks/classes and general expectations.

4.7 Conclusion

People’s expectations about the role of schools have risen. Many have expressed feeling
that classroom teaching needs to be more dynamic and vibrant. Particularly, subjects like
civics can be taught through real life situations, such as class captain elections. Bedford
and Lukio (2010) said that in the implementation of GNH, rather than simply lecturing to
the students, teachers need to be actively engaged in developing the capacity to enact
GNH, and be able to formulate their own plans for transforming their practice and

schools.

Similarly, Ura (2009) expressed his views on textbook teaching in Bhutan. He said
that information in the textbooks emphasises details about high post holders such as
dzongda (district administrators), thrimpoens (judges), ministers and their ceremonial
attire like kabneys (scarves). He says discussion of values remains poor and
underdeveloped. However, one can argue that textbooks may contain facts and figures but
teachers are expected to use effective pedagogy acquired during their training at teacher
colleges to facilitate students’ learning. The relevant training module from the teachers’
training college in Paro, Bhutan, contains more than sixty different strategies ranging
from traditional lecturing to inquiry learning. Teachers in Bhutan should thus be well
equipped with the latest student-centred teaching methods and should be using these in

their day-to-day classroom teaching.

The Election Commission of Bhutan (2012) states that civics education in Bhutan has
evolved with the transition of the system of governance. Civics has been taught as a
subject in the school curriculum for some years with a focus on learning about the
different institutions of governance, the power and roles of state institutions, and the roles

and responsibilities of individual citizens. However, civics education should now
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encompass active learning and engagement of the future Bhutanese citizenry who will

take part in the democratic governance of the country.

There is an all-out effort from different players to strengthen civics education in
schools. For instance, the Election Commission of Bhutan has started Democracy Clubs
in schools and educational institutions. A Democracy Club is encouraged in all
educational institutions with the aim to foster civic knowledge, civic skills, and civic

dispositions (Election Commission of Bhutan, 2012).

While civics education is an area of interest internationally, in this study the focus is
the Bhutanese context. This context was outlined in some detail in this chapter in order to
identify the unique elements of the Bhutanese context when compared to research on
civics education in other countries. Having set the context, the next chapter will discuss
methods used to explore student knowledge and stakeholders’ perspective on civics

education in Bhutan.

90



Chapter 5:
Research methodology

5.1 Overview

This chapter presents a detailed discussion of the methodology that was used to answer
the research questions presented in Chapter 1. Owing to the type of the research
questions, it was decided that the issue could be best answered through mixed methods
following sequential design with convergence features (Creswell, 2014; Tashakkori &
Teddlie, 2003). Data were collected in two stages. Stage 1 involved students sitting a test
to determine their knowledge of civics. This was followed by qualitative focus group
interviews with students and face-to-face interviews with civics teachers to further
explore learning and teaching experience of civics in Bhutan. Partial analysis of data from
Stage 1 was then taken to a range of stakeholders to get their views on civics education in
Bhutan in Stage 2. The chapter includes research design, sampling, data gathering,
gaining access and ethical issues, approaches to data analysis, credibility of stages of data
collection and limitations of the study. The results from this study are intended to

contribute to the improvement of civics education in Bhutan.

5.2 Approaches of social behavioural research

The methodology of social behavioural research has undergone several dramatic changes
over the past thirty years. These changes have impacted the purpose, worldviews, and
methods of studying behaviour, programmes, and social interactions (Tashakkori &
Teddlie, 2003). Different methodological approaches for social behavioural research,
namely, quantitative, qualitative, and mixed methods, all have their own developmental
history but before going into the historical aspects of these approaches, it is essential first

to understand the approaches.
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Qualitative research emphasises the value-laden nature of inquiry. The process of
research involves emerging questions and procedures, data typically collected in the
participant’s setting, data analysis inductively building from particulars to general
themes, and the researcher making interpretations of the meaning of the data (Creswell,
2014; Denzin & Lincoln, 2003). According to the Qualitative Research Consultants

Association (2016, paragraph 1)

‘Qualitative research is designed to reveal a target audience’s range of behavior and the
perceptions that drive it with reference to specific topics or issues. It uses in-depth studies
of small groups of people to guide and support the construction of hypotheses. The results
of qualitative research are descriptive rather than predictive’.

Quantitative research is an approach for testing objective theories by examining the
relationship among variables. These variables, in turn, can be measured or experimentally
examined, typically on instruments, so that numbered data can be analysed using
statistical procedures (Creswell, 2014; Denzin & Lincoln, 2003). The aim of the
quantitative approach is to test predetermined hypotheses and produce generalisable
results. Such studies are useful for answering more mechanistic ‘what?’ questions. On the
other hand, qualitative studies aim to provide understanding of complex psychological

issues and are most useful for answering humanistic ‘why?’ and ‘how?’ questions

(Marshall, 1996, p. 522).

Creswell (2014) states that mixed methods research is an approach to inquiry
involving collecting both quantitative and qualitative data, integrating the two forms of
data, and using distinct designs that may involve philosophical assumptions and
theoretical frameworks. The core assumption of this form of inquiry is that the
combination of qualitative and quantitative approaches provides a more complete
understanding of a research problem than either approach alone. According to Creswell
and Plano Clark (2011) the researcher collects and analyses both quantitative and
qualitative data, then mixes the two forms of data concurrently by combining them,
sequentially by having one build on the other, or embedding one within the other. The
researcher can give priority to one or to both depending on the emphasis of research and
uses the procedures in a single study or in multiple phases of a programme of study. The
investigator frames the procedure within a philosophical worldview and theoretical lens
and combines the procedures into a specific research design that directs the plan for

conducting the project. Out of the three methods, mixed methods research resides in the
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middle because it incorporates elements of both qualitative and quantitative approaches

(Creswell, 2014).

5.3 Historical development of different approaches and
worldviews

Quantitative approaches dominated most of the 20" century and are associated with
positivism. This was a relatively unquestioned methodological orientation in the social
and behavioural sciences of the time. Quantitative research involves techniques
associated with the gathering, analysis, interpretation, and presentation of numerical
information (Teddlie & Tashakkori, 2009). However, during the latter part of the 20"
century, there was emergence of qualitative approaches with a worldview associated with
the variant known as constructivism. Qualitative research was seen as a reaction against
the lone, dominating quantitative approach (Creswell, 2014; Tashakkori & Teddlie,
2003).

The difference between quantitative and qualitative approaches is described in terms
of using numbers (quantitative) rather than words (qualitative), or using open-ended
questions (qualitative interview questions) rather than closed-ended questions
(quantitative hypothesis) (Creswell, 2014). This distinction, however, is somewhat
simplistic, as methods of data collection used in each approach are underpinned by very
different epistemologies, ontologies and methodologies. Positivism, associated with
quantitative research, is underpinned by an assumption that truth exists, and that the goal
of research is to peel away errors of perception in order to uncover the truth. Qualitative
research tends to operate within the frame of an interpretive or critical paradigm where
truth is positioned as individual perception; in other words there is not one truth but rather
multiple truths, each created by humans either individually or jointly by those in power.
The aim of research is thus to share multiple truths, perhaps develop an understanding of
where truths are shared or different, and potentially to identify oppression (where one

person’s truth is imposed on another) in order to change.

Amongst these multiple perspectives of research has developed a third methodology,
which evolved as a result of discussions and controversies and as a pragmatic way of
using strengths of both approaches (Tashakkori & Teddlie, 2003). A mixed methods
approach was initially used by researchers who were more interested in engaging with

their research questions than in getting involved in the complex philosophical orientations

93



that underlie the application of research (Tashakkori & Teddlie, 2003). Johnson and
Onwuegbuzie (2004) position mixed methods research as neutral; an approach which
complements both quantitative and qualitative research. In this they argue that there is no
need to identify an underpinning epistemological and ontological position when using
mixed method approach as what is more important is the practical outcome of the
research being undertaken. In this context, they present mixed methods with pragmatism
as a philosophical partner (Maxcy, 2003). Pragmatism derives from the works of Peirce,
Dewey, James, Mead, and Bentley. Pragmatism as a worldview arises out of actions,
situations, and consequences rather than antecedent conditions. Researchers focus on
research problems instead of methods or rather they argue that finding answers to
research questions should be of primary importance, more important than the methods
used or the philosophical worldview that underlies the method. Researchers should use all
approaches available to understand the problem (Creswell, 2014; Creswell & Plano Clark,
2011).

A summary of four worldviews with associated major elements relevant to qualitative

methodology according to Creswell (2014, p. 8) is shown in the table below:

Table 5.1: Four worldviews

Postpositivism

Constructivism

Transformative

Pragmatism

*  Determination
* Reductionism
*  Empirical
observation
and
measurement
* Theory
Verification

*  Understanding
multiple
participant
meanings

* Social and
historical
construction

* Theory
generation

* Political

* Power and
justice
oriented

*  Collaborative

*  Change-
oriented

¢ Consequences
of actions

¢  Problem-
centred

e Pluralistic

¢ Real-world
practice
oriented

Source: Adapted from Creswell (2014)

While pragmatism and mixed methods are presented as linked, there is still considerable
disagreement as to the nature of this association. According to Hall (2012), only a
transformative worldview and pragmatism are seen as compatible with mixed methods.
However, Creswell and Plano Clark (2011) believe that multiple paradigms can be used
in a mixed methods study. However, in the case of the research presented in this thesis, a

pragmatist focus has been taken.
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5.4 Selecting an appropriate research methodology

Research approaches are the plans and procedures for research that span the steps from
broad assumptions to detailed methods of data collection, analysis, and interpretation.
The plan involves decisions about the selection of suitable approaches for studying a
topic (Creswell, 2014). The selection of an appropriate research method depends upon the
aim of the study. Whether to choose quantitative or qualitative research methods should
be determined by the research questions and not by the preference of the researcher

(Marshall, 1996).

5.5 Research purpose

The purpose of this study entitled ‘Civics Education in Bhutan: Student knowledge and
stakeholder perspectives’ is to examine empirically students’ knowledge of the content
provided by the current Bhutan Civics textbooks and the overall perceptions of students
and teachers of current practices in civics learning in the classroom. Further, the study

also attempts to explore the perceptions of relevant stakeholders in relation to students’

and teachers’ experiences in civics education in schools.

5.6 Research design

The overarching question for this study is:

What are Bhutanese stakeholders’ experiences and perspectives of civics education in

Bhutan?

Under the overarching question, there are four further research questions to be used for

studying current civics education in Bhutan:

1. What are the current circumstances of civics and citizenship education in Bhutan?

2. In the current situation of civics and citizenship education, what level of
knowledge have Bhutanese students gained from the present textbooks?

3. How do relevant stakeholders in Bhutan perceive the match between their
intentions for civics education and the reality of student knowledge and teacher
experiences in civics education?

4. What implications do these understandings have for the ongoing development of

civics education in Bhutan?
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The researcher determined that a combination of both quantitative and qualitative
methods would be the most useful approach for this study to take. As Lieber (2016)
argues, life is more complicated than can be adequately represented by the numbers and
categories common to more quantitative methods, but, at the same time, life has
important patterns that can be impossible to represent without rich stories and
observations common to qualitative methods. However, as stated by Creswell (2009),
there are laws or theories which govern the world. They need to be tested and refined so
that we can understand the world better. Therefore, to understand the complexities and
patterns of life that surface as public problems, research teams today are crossing

disciplinary boundaries.

Further, Creswell (2009) also reiterates that mixed methods research, employing the
combination of quantitative and qualitative approaches, has gained popularity as the
isolated use of either qualitative or quantitative approach fails to adequately address the
complex problems faced. Mixed methods can utilise the strengths of both qualitative and

quantitative approaches.

Creswell and Plano Clark (2011) instruct that researchers need to provide justification
for their choice of methods. One can deduce that choosing methods or approaches
depends on the objective of the study or the research problem. They further suggest that
instead of thinking about fitting different methods to specific content topics, researchers
should be thinking about matching methods to different types of research problems. Since
one of the aims of the present study is to explore how much the students have learnt from
the current textbooks, it was clear that a quantitative method was needed to provide
empirical evidence of the students’ knowledge. Therefore, their performance in a test-
based approach to the content provided in the textbooks was chosen. The current
textbooks were written in 2006 and implemented in 2008, coinciding with the
introduction of parliamentary democracy in Bhutan. This is a suitable method to provide
precise, quantitative, numerical data; it is also useful for studying large numbers of people

(Creswell & Plano Clark, 2011).

However, a quantitative examination of student performance is not sufficient to
answer the research questions. The researcher determined that the research objectives
could be best addressed with multiple phases. Bradt, Burns, and Creswell (2013) remind

that mixed methods are not merely about adding a database into a study; it needs an
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appropriate rationale for the mixing of qualitative and quantitative data so that readers can
comprehend the intent and advantages of multiple sources of data. Mixed methods design
is a means to balance the weaknesses inherent within one method with the strengths of the
other method. However, it requires great effort and expertise to study adequately the
phenomenon with two separate methods (Creswell, Plano Clark, Gutmann, & Hanson,
2003). The complementary nature of qualitative and quantitative methods will bring a
wide range of evidence to strengthen and expand the understanding of a phenomenon.
Further, triangulation, expansion, depth, and completeness of evidence from various
methodological approaches will provide conclusions intelligible for both producers and
consumers of research findings (Lieber & Weisner, 2010). A mixed methods design is
best suited to explain the overarching question, as it requires both quantitative and

qualitative information to adequately describe the perception of impact and achievement

(Plano Clark & Badiee, 2010).

Thus in this study a qualitative approach was implemented to obtain the perceptions of
students and teachers of civics education in their schools, especially relating to the
contents of their textbooks, various values expressed in their classrooms, and difficulties
and challenges that they face in civics education. Further, it was not enough to get a
proper understanding of the effectiveness of civics education in schools through a test and
interviews with students and teachers only. Thus, further investigation was carried out to
include writers of the civics textbooks and other stakeholders whose advice was sought
for the preparation of the current classroom textbooks and the current curriculum. Thus
the aims of this study, besides discovering students’ level of knowledge, are to explore
how relevant stakeholders in Bhutan perceive the match between their intentions and the

reality of student and teacher experiences in civics education.

As mentioned above, mixed methods were unarguably found appropriate to carry out
this kind of study with regard to types of questions, research methods, data collection, and
analysis. Designing mixed methods for this study entailed four key decisions in choosing

those appropriate as propounded by Creswell and Plano Clark (2011). These are:

1. Level of interaction between the strands: This refers to the level of interaction
between quantitative and qualitative strands. It determines to what extent the
quantitative data and qualitative data are kept independent or interact with each

other. The interaction may occur at different times. When the study is independent,
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the researcher mixes two strands only when providing the overall interpretation at
the end of the study. The level of interaction may occur before the final
interpretation. The design and conduct of one strand may depend on the result
from the other strand.

2. Priority of quantitative and qualitative data: This refers to the relative importance
given to quantitative or qualitative strands within the design. It is about whether
both strands are provided equal priority or whether one is given priority over the
other method (p. 65).

3. Timing of quantitative and qualitative strands: This refers to the collection of data
and the use of results from the two sets of data within the design. Timing within
the mixed methods comes in three ways. These are whether timing of data
collection and analysis is concurrent or parallel; where the researcher implements
both strand during the single phase or sequentially; where the researcher chooses
to carry out collection of quantitative data and analysis first or vice-versa. Finally,
there is the multiphase combination timing where approaches to mixing data
include studies over three or more phases as well as those combining both
concurrent and sequential elements within one mixed methods design (pp. 65-66).

4. Where and how to mix data or the process of mixing data: Mixing of data can
occur at the final step of process after completing data collection and analysis. It
concludes what has been learned from the combination of results from two strands
of the study or by comparing and synthesising the results in discussion. Mixing
can also occur during the stage of the research process where the researcher is
analysing the two sets of data. The data are independently analysed and the two
sets of results are merged by using an interactive strategy of merging. In addition,
quantitative and qualitative data are also mixed during the research process if the
researcher collects a second set of data. Here, the researcher connects the results
of one strand build to the collection of the other type of data. Finally, mixing at
the level occurs when the quantitative and qualitative strands are mixed during the
larger design stage of the research process. The researcher uses three strategies for
mixing at the design level: embedded mixing, theoretical framework-based

mixing, and program objective framework-based mixing (p. 67).

All of these elements are discussed in this chapter as the methodology is explained.
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5.7 Mixed method

This study used a research design based on two stages of data collection. The setting of
the first stage of data collection was in schools, and is elaborated below under Stage 1. It
was followed by the second stage of data collection, or Stage 2, which took place with
various stakeholders in their respective organisations. The pictorial elaboration of this

sequential explanatory mixed method is shown below:

MIXED METHODS

PROCEDURES: STAGE 1A PRODUCTS: PROCEDURES: STAGE 1B PRODUCTS:
30 Participants each from nine QUANTITATIVE Test scores * 6 Focus groups QUALITATIVE DATA Drawing perceptions
schools DATA COLLECTION (Semi-structured COLLECTION (Students + teachers)
Test on knowledge and interviews)
understanding Semi-structured
interviews (13
teachers)

\ SCHOOL SCENARIO OF CIVICS EDUCATION /

+
OVERALL TEST PERFORMANCE

PROCEDURES: QUANTITATIVE PRODUCTS: PROCEDURES: QUALITATIVE DATA PRODUCTS:
*  Descriptive statistics DATA ANALYSIS Means, SDs, Sig. values ‘Thematic analysis ANALYSIS Themes

¢ Group comparisons

PROCEDURES: STAGE2 PRODUCTS:
Individual interviews: QUALITATIVE DATA COLLECTION Stakeholders' perceptions
Curriculum writers (n=3)
Civics curriculum implementers
(n=1)
Parliamentarians (n=2)
Constitutional post holders (n=5)

v

PROCEDURES: MERGE THE RESULTS PRODUCTS:
Stage 1A *  School situations and
Stage 1B test performance
Stage 2 *  Stakeholders' views

PROCEDURES: INTERPRETATION PRODUCTS:
Merging of stage 1 and 2 Discussion

XIINOD ANV 3HNLYY3

Figure 5.1: Research Model: Sequential design with convergence feature
Adapted: Creswell and Plano (2011)

As evident from above, Stage 1 data collection took place in schools involving both
quantitative (student test) and qualitative (student and teacher interviews) elements.
Partial analysis of Stage 1 was carried out so this information could be used to shape the
questions for the stakeholder interviews in Stage 2. Owing to time constraints during the
data collection phase in Bhutan, a complete analysis of the Stage 1 data could not be

carried out prior to Stage 2 interviews being undertaken. However, merging of overall
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data from both the stages took place during the interpretation stage, that is, after analysing

qualitative and quantitative data individually.

The characteristic of sequential explanatory design, according to Creswell (2014), is
when the data collection and analysis of quantitative data is followed by qualitative data
collection and analysis. Two methods are merged during the interpretation phase of the
study. The result of the first phase or stage is used to plan or build on to the second phase.
This design was used in this study as quantitative numeric data had to be collected using
the objective type of test to find the level of student knowledge of Bhutan Civics, which
has been implemented for more than seven years in schools. Based on the need to further
understand the overall implementation of civics education in schools, focus groups of
students and teachers were interviewed with the objective to get their perceptions of
civics learning and teaching. The results from the first stage were taken to stakeholders to

seek further opinions about civics education in schools.

5.8 Stage 1 data collection: Test and focus group interviews of
students and the face-to-face interviews with civics teachers

5.8.1 Selection of schools

Data collection under Stage 1 involved visiting schools to conduct test with students and
then interviewing them and their civics teachers. The study selected nine higher
secondary schools from three regions representing 20 percent of the total higher
secondary schools in Bhutan. For the purpose of this study, the country was divided into
eastern, western and central regions in order to have maximum coverage of the whole

country (See figure 5.2).
The selected schools

*  Also taken into account were location in terms of access and availability of
resources both in schools and in communities;
* Inclusivity of both day and boarding schools; and

* School ownership (i.e., both government and private schools).
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Bhutan map divided into 3 Regions (for research purposes)

Central A

Figure 5.2: Map of Bhutan
Source: http://www.lahistoriaconmapas.com/atlas/country-map03/bhutan-map-with-districts.htm

The overview of sampling process is shown in the table below:
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Table 5.2: Overview of sampling process for stage 1

Sample Method Criteria Procedures

population

Regions Purposive | i. Coverage of the Divided the country into three regions for

whole country research purpose (fig. 5.2 above)

Schools Simple i. Ensure at least 20% of | i. Selected two government schools and
random country’s total one private school from each region
sampling schools to participate. (There are more government schools

ii. Focus on Higher than private schools in every region).
Secondary Schools The procedure followed to select schools
iii. Ensure at least one were:
private school from a) Randomly picked two names of the
every region schools from the basket containing
participate in the all the names of the government
study. schools from that region.
iv. Time availability for b) Randomly picked one school from
data collection. the basket containing names of the
v. Approval from the private schools from that region.
Department of School | ii. Received approval from the Director
Education, Ministry General, Department of School
of Education, Bhutan. Education to visit the selected schools
vi. Consent from (Appendix 24).
respective Principals iii. Obtained consent from Principals of the
of the selected selected schools.
schools.
Students Random i. Ensure participation i. All the students of classes 11 and 12
Sampling of at least 15 students were handed consent forms.
each from classes 11 ii. Collected consent forms and randomly
and 12. selected 15 consent forms from each
ii.Consent from all class. A total of 30 students selected to

students participants sit for the test.
iii. Randomly picked 3 consent forms each
from classes 11 and 12 to participate in the
focus group interviews.

Teachers Based on i. Current civics teachers | i. Distributed consent form to civics
school teachers.
selection ii. Conducted interviews with teachers

based on their consent.
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Eastern Region

School A

School A is a well-established government school located in one of the urban hubs of
Eastern Bhutan. Currently, the school has 649 students with 42 teachers. The classes
range from classes 9 to 12. The school’s vision is to strive for quality education. The
school strives to ensure that our citizens are well educated by nurturing unique talents,
rich values and greater minds through the conduct of various extra co-curricular activities

and educational programmes. The school has boarding facilities.

School B

School B is a government school, which has been provided with a boarding facility. This
school has been categorised by the Ministry of Education as a semi-urban school. The
school currently has 846 students with 40 teachers. The classes range from Pre-Primary to
class 12. The vision of the school is ‘to grow into an “Institute of ideal Bhutanese
Citizens” and become the peak Learning Centre of the East’. In addition the school
wishes to impart academic knowledge and GNH values and principles, to promote GNH
values and principles, to nurture and promote a positive learning milieu, to impart life
skills package, to cultivate positive attitudes, collective learning spirit and work ethic, and
to produce productive GNH graduates This school was upgraded to a higher secondary
school in 2002.

School C

School C is located in the east with 194 students and is a privately owned school. There
are 17 teachers and it has a boarding facility. The school has been categorised as a semi-
urban school. The school aspires to be a vibrant school committed to facilitating
meaningful learning experiences in pursuit of all-round development of individuals. The
school believes that any individual who participates in education should be able to engage
in meaningful learning experiences and realise his/her responsibilities towards the King,
country and the people. In a manner, the school aims to mould each individual student
into a ‘self-disciplined’ personality with a positive outlook. The school commits to
achieving academic excellence and to promoting self-discipline, a positive attitude and a

spirit of collaboration by creating a positive learning environment.
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Central Region
School D

School D has 1129 students with classes ranging from Pre-Primary to class 12. This
school is located in a town near the Indian border, and for the sake of this research study
has been included as a part of central Bhutan (Refer Map: Figure 5.2). Initially, School D
was planned to be another school in another border town. However, since the data
collection coincided with the monsoon season, travel in Bhutan during the rainy season
was physically challenging due to frequent and insidious landslides and roadblocks.
Travel to the original border town had to be cancelled after an exigent nightlong traffic
halt on the road due to massive landslides. Ultimately, the drive detoured to another
border town and a replacement school was urgently decided. Nonetheless, the background
and characteristics of the two schools in terms of situation, facilities, and students’
performance were very similar. The only minor issue was the physical location of the
school. In terms of map designations used for this study the original school would fall in
the south central part of the country while the present School D falls in south western

Bhutan.

The school has been categorised as an urban school. Currently, there are 49 teachers
and it is a day school. As per its vision, the school aspires to be ‘A Leading School
NURTURING the youth to become responsible and productive Bhutanese Citizens.” The
school further commits ‘to nurture each student to bring out the full potential through
varied academic and enriching program’. The school is determined ‘to develop each
student to have a code of moral and spiritual values creating a harmonious, aesthetic and

intellectual teaching — learning environment’.

School E

School E is another privately owned school in central Bhutan with 186 students and 14
teachers. It has boarding facilities. This school is categorised as a semi-urban school. The
school’s vision is ‘To pursue the highest quality of education and wholesome learning,
with our noble ideals and values of Gross National Happiness.” The school further aims to
impart wholesome education by providing a favourable environment for the sound

development of moral excellence.

School F
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School F has 509 students with 28 teachers. Classes range from classes 9 to 12. The
school is categorised as semi-urban and has boarding facilities provided to students. It is
located in central Bhutan. The school’s vision is to ‘strive for ideal education in pursuit of
GNH’. The school further ‘endeavours to generate academically, socially, morally,
intellectually, aesthetically, spiritually and culturally green student by imparting ideal

education’.

Western Region
School G

School G is located in the western region and has 713 students. There are 35 teachers and
the school has a boarding facility for students. The school has been categorised as semi-
urban. Its vision is to be the centre of academic excellence. The school believes that the
education process must be rooted in the country's tradition and culture. To that extent, the
school aspires to instil in the learners the motto ‘ever victorious’ by moulding them into
citizens with sound character, balanced personalities, inner discipline and strength,
dedicated to duty and work and possessing a patriotic outlook. The school is committed to
producing well-informed, skilled, responsible, loyal, dedicated and productive citizens by
providing an effective teaching and learning atmosphere, incorporating wholesome
education. Ingrained in the school’s motto of ‘ever victorious’ is the spirit of excellence
and competition that the school strives to instil in the minds of learners. The classes range

from classes 9 to 12.

School H

School H is also a privately owned school in the western region. The school has 532
students with 30 teachers. The school is a day school and has been categorised as an
urban school. The school has classes in classes 11 and 12. The school’s vision is ‘We are
committed to developing a vibrant community of learners by becoming a leading
educational institution through innovation, problem solving and collaboration to meet the
changing needs of the society — striving for excellence by exhibiting care, instilling hope
and inspiring confidence.” The school aims to contribute to the vision of education in
Bhutan by catering for the specific needs of the students who aspire to higher education,
advance the intellectual, personal and social competencies of the students through
problem-solving, teamwork and leadership skills, create an environment of excellence

that stimulates achievement levels while catering to individual differences through
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support services, foster a culture of constant review and improvement, and

cultivate amongst students and staff a strong sense of belonging to the school.

School I

School I is located in the western region and it is an urban school. There are 1498
students with 58 teachers. Classes range from classes 9 to 12 and all the students are day-
scholars. The school has a vision ‘to be the centre of academic excellence in providing
Senior Secondary Education with a pleasant ambience and learning atmosphere
conducive to the total personality development of the learners’. The school further aspires
‘to engender productive citizens possessing national, moral, social and personal values,
with academic excellence coupled with life skills, who would be competitive and useful
in contributing towards the attainment of Gross National Happiness through the provision

of high quality educational facilities’.

5.8.2 Methods employed in Stage 1
Both quantitative and qualitative methods were used in Stage 1, and these are described

under three sub-stages as 1A, 1B and 1C.

* 1A is quantitative data collection involving students sitting a test on Bhutan’s
Civics textbooks.
* 1B is qualitative data collection involving focus group interviews with students.

* 1C s qualitative data collection involving interviews with civics teachers.

5.8.3 Stage 1A: Quantitative data collection: Tests on Bhutan’s civics
textbooks

Cohen, Manion, and Morrison (2011, p. 476) state that researchers can use an array of
tests for numerical data collection. In selecting the appropriate test, researchers need to

consider:

*  What are they going to test?

* [s the test parametric or non-parametric?

¢ Is the test norm-referenced, criterion-referenced and domain-referenced?
* [s it commercially produced test or researcher-produced test?

* Construction of test;

* Formulating pre-test and post-test;.

* Ethical issues; and
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* Computerised adaptive testing.

Among the myriad of tests types, this study set out to explore how much knowledge
students had acquired from the prescribed Bhutan Civics textbooks. Therefore, this test
qualifies as one testing for attainment. Although only 20 percent of Bhutan’s total higher
secondary schools were selected to participate, it is suggested that the random selection of
schools enabled the data to be representative of a wider student population in Bhutan. The
test was designed to elicit parametric data. Cohen et al. (2011) state that parametric tests
are more powerful than non-parametric tests as they allow the researcher to compare sub-
populations with a larger population. They further permit the researcher to use statistics in
data processing. Non-parametric tests do not make assumption about a wider population

and they can be used for specific situation, such as a class of students or a one-year group.

Construction of test
Cohen et al. (2011, p. 479) provide the rule that when deciding to use a published test it

must demonstrate ‘fitness for purpose’. If it fails to demonstrate this, then the researcher
should develop the test to tailor it to the local and institutional context. The purpose,
objectives and content of the test will be deliberately fitted to the specific needs of the
researcher. For this study, it was necessary to develop a test to meet the purpose of
determining students’ knowledge. The test was designed using a question format and
overall structure familiar to Bhutanese students. In addition, questions were prepared
based on the researcher’s prior experience of setting questions when working as an
examination moderator. These questions were then counter-checked by the supervisors.
The test items were taken from the classes 7 to 10 Bhutan Civics textbooks and consisted
of 82 test items. The test consisted of ten topics, shown in the table below. Table 5.3
indicates the areas covered for the test. Different content areas in the test were assessed
using different numbers of questions. The number of questions in the test was based on
the extent of the content in the syllabus and the textbooks. The topic ‘Knowledge of
Democracy’ had the smallest number of questions and the topic ‘Constitution’ had the

largest number of questions.

107



Table 5.3: Details of the test

Topic Item Type Number of items | Marks

1. Knowledge of Matching 5 5

democracy

2. Constitution Multiple Choice 15 15

3. Fundamental Rights Multiple Choice 8 10

and Duties

4. Government Multiple Choice 10 10

5. Local Government Multiple Choice 8 10

6. Citizen and Voting Multiple Choice 7 10

7. Election and Multiple Choice 5 10

Formation of Political Short Answer 3

Parties

8. Constitutional Bodies | Multiple Choice 4 10
Short Answer

9. Gross National Multiple Choice 3 10

Happiness and Good Short Answer 3

Governance

10. Parliament Multiple Choice 7 10
Short Answer 2

Total 82 100

Target population and sample
For the purpose of collecting quantitative data, thirty students were randomly selected

from classes 11 and 12 (fifteen from each class) from each of nine schools (Refer Table
5.2) These students represented different study streams, such as arts, commerce, and
science. Of the nine schools, one focuses strongly on language and culture studies, and
thirty students came from this school. All these students were briefed on the objectives

and modus operandi of the test. The issue of informed consent was clearly explained to
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them before consent forms were distributed. Based on the consent received from the
students, fifteen students from each of classes 11 and 12 were randomly selected by the

researcher, ensuring an equal number of participants from each stream.

Pre-testing of test questions
Pre-testing is necessary to confirm prima facie validity of the instrument by testing the

meaning of questions with regard to ambiguity and bias, continuity and flow, question
order, scale variability, and length and timing (Baloglu & Love, 2001). Consequently, as
an attempt to conform to general pre-testing norms and benchmarks, four Bhutanese
undergraduate students studying at the University of New England (UNE) were asked to
take the test. These university students most likely studied civics in secondary school up
to class10 level as this was the common exit point for civics education. Only students
who had been in the arts stream in their secondary education would have continued civics
education into classes 11 and 12. Therefore, undergraduate students at UNE provided a

reasonable population upon which to conduct the pre-test.
To reiterate, the purpose of pre-testing is to check (Cohen et al., 2011)

* The clarity of the items and instructions;

* The ambiguities and difficulties in wording;

* The omission, redundant and irrelevant items;
* The time taken to complete; and

* Any complexity of the test items.

Procedures for conduct of tests
It is vitally important to ensure that tests are conducted in a proper, professional and

formal setting so that the test results are reliable, genuine and factually non-debatable
amongst stakeholders and interest groups. Therefore, tests should be preceded by well-
laid procedures to avoid, at any cost, any unnecessary doubts, suspicions and
apprehensions by supervisors, examiners, colleague researchers and office holders and

any other stakeholders or interest groups.
Procedures followed diligently were:

* Thirty selected students were taken to the hall, which was away from distractions.
* The researcher was provided with one assistant by the school principal to

invigilate the exam.
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* Although the question paper contained clear instructions, the researcher made sure
that students understood the instructions properly. The researcher helped those
students who needed to clarify questions.

* Generally, one class period in Bhutan is 55 minutes, thus 55 minutes was

allocated to the test.

The test was conducted in the months of August and September 2014. The researcher
collected the papers to mark. The test papers were assessed based on right or wrong
answers where students were expected to respond using choices such as multiple choices,

matching the correct statements, and writing short answers.

At the time of administering the test, care was taken not to induce any kind of fear or
apprehension in the students. Students were informed that the marks obtained from this
test would not have any implications for their yearly grade promotion. The researcher

personally explained the mode of taking the test and supervised the test.

Limitations of the test
The test was based solely on the civics textbooks and did not test any items not present in

these textbooks. Thus the test may not have captured the entirety of students’ civics
knowledge. In addition, because the test was designed to be analysed parametrically,
questions had limited options for answers; for example, multiple-choice questions offered

only three possible answers.

Test analysis
Marks scored by students were illustrated using an Excel spread sheet to show the range

of marks acquired and further statistical analysis was carried in R (R Core Team, 2014).
The student score dataset was explored and analysed using the protocol described by
Zuur, Ieno, and Elphick (2010). Initial exploratory data plotting was conducted by
plotting student scores within the nine schools and comparing by school region (eastern
Bhutan, central Bhutan and western Bhutan); by locality (urban and semi-urban); by
school category (private and public); by status (boarder and day scholars), by gender

(male and female), and by stream (arts, science, commerce and rigzhung).

For the analysis of the student score dataset, a Generalized Linear Mixed Model
(GLMM) with a binomial distribution was conducted to examine the effect of the various
parameters (factors) on student scores within each of the 10 topics. Specifically, student

scores were modelled as a function of the fixed categorical covariates ‘TOPIC”,
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‘CATEGORY’, ‘LOCATION’, ‘REGION’, ‘STREAM’, ‘GENDER’ and ‘STATUS’,
plus all two-way interactions between ‘TOPIC’ and the other covariates. It was
interesting to test for possible interactions between TOPIC and the other covariates
because it was felt that the student scores may vary within the ten topics depending on the

category, location, region, stream, gender and status to which the students belonged.

To account for dependencies arising from sampling numerous students from within the
same school, a Generalized Linear Mixed Modeling (GLMM) framework was used in
which ‘school” was employed as a random intercept. To determine which covariates
should be included in the final model, a backwards selection process using AIC values
(Akaike information criterion) was applied (Zuur, Saveliev, & Leno, 2012). This process
involved stepwise deletion of candidate variables, based on computed AIC values, until
no further improvement to the model could be found. Once the optimal model had been
found, there was found to be significant interactions between TOPIC:Gender and
TOPIC:Status. Then, post-hoc tests were conducted within each of the 10 topics to
determine which pairwise combinations of scores from the two levels of the GENDER
factor (M vs F) and the STATUS factor (day scholar vs boarder) differed from each other.
To avoid the possibility of encountering Type 2 errors during these multiple comparison
tests, the pairwise comparisons were corrected for by applying Bonferroni corrections to
all computed p-values. Model validations were applied following the analyses to verify

the underlying assumptions of the models.

Ethical Issues
Prior approval was sought from the Department of School Education in Bhutan to

conduct the study in the selected schools with additional approval from respective district
education officers from where the sample schools were located. The principals of the
selected schools were informed in advance about the study and the nature of conducting
data collection. Students were randomly selected to participate in the study and their
consent and willingness duly obtained formally through pre-prepared consent forms.
They were also given the right to withdraw anytime in the process of the study if they

wished.

Students’ and schools’ identities are not disclosed in this thesis and the researcher
explained to the students that the test results would be used solely for the purpose of this

particular research and not for any other use. The researcher visited the schools purely in



the capacity of a researcher and not as an education monitoring officer who may have

been known to the schools due to earlier professional interaction with them.

Parental consent
Although it was initially planned to seek parental consent for any students under the age

of 18, it was not possible as many lived away from home in hostels and were under the
care of their school principals. Therefore, written consent for under-age students was

provided by the respective principals in their role as in loco parentis.

5.8.4 Stage 1B: Qualitative data collection: Interviews with focus group
students

Interviews are flexible instruments for collecting data to enable multisensory channels to
be used: verbal, non-verbal, spoken and aural. An interview has a specific purpose and so
is based on predetermined questions. It is usually a well-planned event; thus it is different

from daily conversation (Cohen et al., 2011).

King and Horrocks (2010) mention that qualitative interviewing has become a popular
research method in the field of the social sciences. Interviewing may be preferred because
researchers feel more at ease with this technique as no method of communication is more
common than face-to-face conversation as a daily occurrence. However, Denscombe

(2010) cautions researchers that interviews are not the same as a conversation:

The superficial similarity between an interview and a conversation can generate an
illusion of simplicity. We all have conversations and it is likely that most of us do
not have too much difficulty with them. So an interview should be fairly
straightforward. As long as we know to whom we are going to talk and what we
want to ask, the rest should be plain sailing. Here lies the problem. The researcher
can be lulled into false sense of security. The superficial similarity can encourage a
relaxed attitude to the planning, preparation and conduct of the method that would
unlikely involve questionnaires or experiments. In reality, interviewing is no easy
option. It is fraught with hidden dangers and can fail miserably unless there is good
planning, proper preparation and a sensitivity to the complex nature of interaction
during the interview itself. (p. 173)

There are three types of research interviews: structured, semi-structured and
unstructured. A structured interview is when a researcher has strong control over
questions and answers. It is similar to a questionnaire, but is administered face-to-face
with a respondent. Therefore, a researcher has a preset list of questions that invites a

limited set of responses. A semi-structured interview is when an interviewer is flexible in
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terms of the order in which the topics are considered, allowing the interviewee to develop
ideas and speak more widely on the issues raised. Nevertheless, ‘the interviewer still has
a clear list of issues to be addressed and questions to be answered’ (Denscombe, 2010,
pp- 174-176). With regard to unstructured interviews, DiCicco-Bloom and Crabtree
(2006) remark that no interview can be considered truly unstructured. Some are fairly
unstructured and more or less similar to a guided conversation. Semi-structured is closer
to unstructured than the structured interview where the topic guides the types of questions
asked. Semi-structured as well as unstructured interviews can include in-depth
investigation of people and topics (Minichiello, Aroni, Timewell, & Alexander, 1995).
Further, Denscombe (2010) notes that unstructured interviews can sometimes go to the

extent of giving emphasis to an interviewee’s thoughts.

This research study employed semi-structured interviews as this method provided
flexibility with regard to the order in which topics were considered and also this method
allowed the interviewee to develop ideas and cover a wider range of issues (Denscombe,
2010). In addition, the less structured method was preferred over the structured method
because the study, which attempts to investigate attitudes, beliefs and perception of the
respondents using highly structured procedures, might have invited reactivity from
respondents. Structured questions having one predetermined answer may make
respondents feel that their real opinions have not been represented correctly (Wilson &

Sapsford, 2006).

Semi-structured focus group interviews with students
The focus group interview is a method of gathering qualitative data. It can involve

informal or more structured discussions among a selected group focusing upon selected
topics or issues (Wilkinson, 2004). A focus group is formed with a pre-existing purpose,
size, composition, and procedures in mind. ‘A focus group isn’t just getting a bunch of
people together to talk’ (Krueger & Casey, 2014, p. n.p). The focus group method is
known by different names, such as focus group interview, group interview, or a group in-
depth interview. A focus group usually can consist of six to eight participants who
generally represent similar social and cultural groups or who have similar experiences or
concerns (Liamputtong, 2011). If there is a large group of participants then it becomes
difficult to manage and may limit individuals’ opportunities to share perceptions. On the
other hand, a small group also has limitations, such as limiting the range of experiences to

be shared (Krueger & Casey, 2009).
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Participants tend to be chosen to have certain common characteristics related to the
topic of research. The researcher must make participants feel comfortable and not force
them to reach a definitive consensus or insist they vote on the discussed issues. Further,
focus group interviews can be carried out several times with similar types of participants
to identify trends and patterns of perceptions or to comprehend how members of similar

groups may variously perceive ideas, and so on (Krueger & Casey, 2014).

Wilkinson (2004) states that a researcher acts as a moderator for the group, who asks
questions to keep the discussion flowing and encourages participants to participate fully.
The researcher does not ask questions of the members in turn, but acts as a facilitator,
trying to keep conversation on track and ensuring that everyone participates. A focus
group should be small enough to let everybody participate and yet large enough to offer a
diversity of perceptions (Krueger & Casey, 2014).

Focus groups, as pointed out by Krueger and Casey (2014), can guide programme,

policy, or service development. Focus groups are helpful in the following situations:

* In gaining understanding and to see the issues through the target audience who
have to implement the program, policy, and service;

* For pilot-testing the prototypes created by the design experts based on the
information from the first focus group; and

* After a program, policy, or service as to how to improve or whether expected

results are achieved.
Focus groups interviews also have other advantages:

* They can generate complex information at low cost and with the minimum
amount of time.

* They can be used with wide range of participants in diverse settings.

* Their collective nature may suit people who cannot articulate their thoughts
individually (Liamputtong, 2011).

* They are suitable for exploring sensitive topics where it may encourage personal

revelation (Wilkinson, 2004).

Krueger and Casey (2009) provide a key suggestion that focus group interviews are

suitable when the researcher is trying to understand different perspectives amongst
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groups. For instance, people in decision-making roles may view issues differently than
those who are not. Professional people may lose touch with the people they are trying to
serve. High-level managers may perceive issues differently from those who are in the
front-line. Focus group interviews can serve to alleviate these problems and will help in
understanding such issues. However, focus groups are not suitable for researchers
requiring participants to come to a common consensus or when a researcher’s

requirement is to educate people.

Planning the focus group studies
A good plan is essential for a focus group interview to benefit from the advantages and

positive aspects as outlined in the preceding paragraphs. Krueger and Casey (2009)
further outline that a well-planned focus group interview would have to ascertain the

following elements, which are fundamentals for a successful focus group study:

* Determining the purpose;

* Deciding whether focus group interviewing is the right method;

* Determining what type of people can give researchers the information they want;
* Deciding how many participants are needed;

* Determining the resources needed for his design;

* (Considering consent and ethics;

* Developing written plan; and

* Anticipating problems.

Participants
The size of a participant population, to a large extent, determines the methods employed

for data collection. Generally, the larger the sample, the more structured, closed and
numerical questionnaires have to be prepared. If the sample is small, researchers can have
a less structured, more open and word-based questionnaire (Cohen et al., 2011). For this
research study, at each school, six students from the pool of thirty students selected for
the test-taking were randomly selected for a focus group interview (Refer Table 5.2).

These students were involved mainly to:

* Find their perception of the relevance of the present contents in their textbooks;
* Understand what values they have learnt from civics instruction; and
* Find their experience of learning civics-related knowledge other than through

classroom learning.



Why were semi-structured focus group interviews chosen?
Semi-structured focus group interviews were undertaken with a selection of students as

identified above to understand their varying perceptions of their experiences in learning
civics. The semi-structured focus group interview was chosen because it allowed the
researcher to include questions that were not included in the pre-prepared guide so as to
be able to pursue things said by the interviewees that were deemed significant issues.
Barriball and While (1994) state that semi-structured focus group interviews are best
suited for exploring perceptions and opinions of respondents regarding complex issues

and enable probing for more information and clarification of answers.

Interviews with students were essential to develop a shared understanding of students’
experiences of civics education and even more critical to find out what they wished to
learn regarding civics. In this regard, Fullan (2007) states that people think of students as
potential beneficiaries of change. They think of achievement of results, scales, attitudes,
and the need for various improvements as being for the good of the children. But they
rarely think of students as participants in the process of change. Consequently, there is
limited evidence regarding what students think about changes and their role in the process
of change. It is interesting and worthwhile to attempt to develop the theme of what the
role of student is and what it could be. Semi-structured interviews, coterminous with

focus groups, were carried out in all the participating schools.

Focus group interviews were chosen so that as King and Horrocks (2010) point out,
participants would feel less exposed, especially when discussing sensitive topics. Topics
can become easier to discuss when participants are aware of co-participants with similar
concerns and opinions. However, along with advantages there are also some
disadvantages. For instance, one person might dominate the discussion, reducing time for
the moderator to cover all their questions, and also skew the response time among
participants. Further, focus group interviews sometimes require two persons, one person
to facilitate discussion and the other to take notes or record in other ways. Care should be
taken by researchers to avoid conflicts among different personalities during the discussion

(Mack, Woodsong, MacQueen, Guest & Namey, 2005).

Verbal communication is an integral part of self-reporting methods for data collection.
For interviews conducted without a common language, communication within such a

setting can present particular problems. Therefore, to negate this problem, two languages
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of English and Dzongkha (national language of Bhutan) were used concurrently for this
research study. Two languages were used to optimise participation from the respondents.
Some researchers interviewing participants in English whose English is second language
find that misconstrued grammatical constructions can reduce comprehension. Similarly,
for clarity of meaning some Dzongkha words had to be used especially with students

during interviews (Marshall & While, 1994).

All focus group interviews were audio recorded to obviate Denscombe’s (2010)
perception that human memories are unreliable as research instruments. As pointed out by
many psychologists, human memory is often prone to partial recall, bias and error. Audio
recording offers permanent recording without disturbing the interview. Barriball and
While (1994) mention that audio taping is a commonly used method since it offers a
detailed insight into the performance of both the respondent and the interviewer. In
addition, access to the nuances of the interactions between respondent and interviewer,
such as intonations and pauses, help validate the accuracy and completeness of the

information.

However, there is also a downside to audio recording. Although it can capture speech,
it fails to capture non-verbal communication and other circumstantial factors. Sometimes
both interviewer and informant find that voice recording hinders interaction as some fear
that people may recognise their voice if the interview becomes public. Another
disadvantage may be that some informants feel that they have to be dramatic or
interesting as their voice is being recorded and this may result in alteration or

exaggeration of the account that they give (Minichiello et al., 1995).

For this research study, focus group interviews were conducted in an environment free
from any noise and other forms of disruption. The interview environment was
comfortable both for participants and the researcher, both physically and psychologically.
The researcher ensured that the distance between participants and the researcher was
close enough to hear each other and to see non-verbal communication while at the same
time not too close so as to intrude upon their personal space (King & Horrocks, 2010).
Utmost care was taken to ensure that the focus group interviews did not extend beyond 90
minutes. Krueger and Casey (2009) mention that if a researcher conducts an interview for
two hours or longer, participants may be active for the first hour but bored for the second

hour. However, in order for participants to reconstruct their experiences, put them in the



context of their lives, and reflect on their meaning, anything less than 90 minutes for the
interview would be, in this instance, too short. Therefore, the length of time was decided

before the interview process began and strictly adhered to.

Protocols
For the semi-structured focus group interviews employed for this study, a specific set of

protocols was followed. There was a separate protocol prior to the actual conduct of the
interviews, another set of protocols for during the interview and another for after the

interview. These are highlighted below:

Before interviews

The principals were contacted the day before to check on the logistics, such as space for
the interview including chairs, tables, availability of voice recorders and participant
confirmation. It was important to work on the timing of the interviews as student
participants had to be removed from their regular classes. The researcher had to ensure
that there was minimum disturbance to the school schedule. The researcher’s husband

assisted her in taking down notes and helped with other arrangements.
Prior to the interview, the following essential chores had to be undertaken:

* The researcher ensured proper and convenient arrangement of the hall before
participants’ arrival.

* Participants were greeted, ushered into the hall and comfortably settled in the hall.

* The researcher or moderator explained the aim of focus group interviews and
encouraged active participation as much as possible.

* Consent forms were handed to the participants to sign.

* Participants were allowed to withdraw from the interview if they wished so
interview participation was purely on a voluntary basis.

* Researcher offered sweets to the participants while having informal talks to make
them feel at ease. This helped the process of building rapport.

* Participants were given an information sheet to read followed by the introduction
of researcher and the assistant.

* Moderator ensured that there was no right or wrong answer. This was mainly to

have maximum participation.

During the interviews
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The researcher had to constantly check and ensure the discussion was on track.

Ending the interviews

As the interview neared its conclusion, the researcher made sure that participants had
participated to the fullest and asked if they had anything to add. The researcher then
summarised the main points and thanked them for their voluntary participation

(Liamputtong, 2011).

Thematic analysis of data from interviews
Thematic analysis means identifying, organising and reporting patterns from qualitative

data (Clarke & Braun, 2013). Data generated from the focus group interviews were
analysed using thematic content analysis. Thematic analysis is usually chosen for two
main reasons: accessibility and flexibility. For those researchers who are new to
qualitative research, thematic analysis provides an entry point into the doing of qualitative
research, which may otherwise appear to be confusing and challenging. It teaches
researchers to code and analyse data systematically. For thematic analysis, researchers do
not have to subscribe to theoretical commitments that other qualitative data analysis may
require (Braun & Clark, 2012). Braun and Clarke (2006) mention that since thematic
analysis is not committed to any pre-existing theoretical framework, it can be used as an
essentialist or realist method to express the experiences and reality of participants. This

analysis works to reflect the reality.

Thematic analysis (TA) is flexible because it can be conducted in a number of ways.

For instance, Braun and Clark (2012) state:

TA has the ability to straddle three main continua along which qualitative research
approaches can be located: inductive versus deductive or theory-driven data coding
and analysis, an experiential versus critical orientation to data, and an essentialist
versus constructionist theoretical perspective. Where the researcher locates their
research on each of these continua carries a particular set of assumptions, and this
delimits what can and cannot be said in relation to the data as well as how data can
and should be interpreted. (p. 58)

An inductive or bottom-up approach is driven by what is in the data. The codes and
themes derive from the content of the data themselves, while a deductive or a top-down
approach is when the researcher brings to the data a series of concepts, ideas or topics that
they use to code and interpret the data. However, in reality, coding and analysis often use

a combination of both these approaches (Braun & Clark, 2012).
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Braun and Clarke (2006) state that thematic analysis encompasses searching across a
data set, whether of interviews or focus groups or a range of texts, to look for repeated
patterns of themes or meanings. Meanings across the data set and semantic themes often

come together.
There are six phases of thematic analysis for Braun and Clark (2012). These are:

1. Familiarising with data: The researcher becomes familiarised with data by
listening to audio or watching video. If listening to audio, they make notes,
highlight items of interest, and start to think what particular data mean. The aim of
this phase is to become intimate with the data set’s content and to start to observe
the information relevant to the study (pp. 60-61).

2. Generating initial codes: This is a systematic analysis of the data through codes.
Codes are relevant to answer research questions. This stage ends when the
researcher fully codes and data relevant to each code have been collated (pp. 61-
63)

3. Searching for themes: This stage is a shift from codes to themes. The researcher
constructs themes rather than discovering them (p. 63).

4. Reviewing potential themes: This stage involves quality checking of themes
against the collated extracts of data and also exploring whether themes work in
relation to data. This stage is crucial for discarding unwanted data, relocating
codes under different themes or redrawing the boundaries of themes (p. 65).

5. Defining and naming themes: Defining themes requires the researcher to state
clearly what is unique and specific about each theme. A good thematic analysis
should ideally have a singular focus, themes that do not overlap and are not
repetitive, and should be directly related to research questions (p. 66); and

6. Producing report: The final stage is to construct a report, which provides a

convincing story about data based on the analysis (p. 69).

In this research project, data generated from the focus group interviews were analysed

using thematic analysis based on the following core themes:

* Students’ perception of the relevance of Bhutan Civics content;

* Bhutanese values learnt through civics;
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* Students’ experience of learning civics-related knowledge through other than
classroom learning; and
* Any other pertinent issues arising from the interviews as qualitative content

analysis can have emergent elements.

The following students coding will be used in the reporting (Chapters 7 and 9):

Table 5.4: Students coding

School Students Focus Group
Interviews (FG)
A 1,2,3,4,5,6 FG
B 1,2,3,4,5,6 FG
C 1,2,3,4,5,6 FG
D 1,2,3,4,5,6 FG
E 1,2,3,4,5,6 FG
F 1,2,3,4,5,6 FG
G 1,2,3,4,5,6 FG
H 1,2,3,4,5,6 FG
I 1,2,3,4,5,6 FG

Ethical issues for the focus group interviews
Issues such as seeking participant consent and approval to conduct the study were

addressed as described in Stage 1A. In addition, the nature and the process of the
interviews, including the students’ role in the focus group interviews, were explained to
them. Students were given the right of not responding to any questions if they found it
sensitive or uncomfortable to answer. King and Horrocks (2010) advise that researchers
need to avoid coercion and to ensure properly informed consent. The researcher was
cautious in not asking questions that pre-empted responses that were favourable to the
researcher. The researcher explained to the students that there were no right or wrong

answers. This encouraged them to participate actively and in a lively manner.

At the outset of the focus group interviews, the researcher briefed the students about
some of the key ground rules, such as respect for others’ opinions that would ensure the

smooth conduct and equal opportunity for every student’s participation.
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5.8.5 Stage 1C: Qualitative data collection: Semi-structured interviews with
civics teachers

A face-to-face interview is when one person attempts to obtain information, opinions and
beliefs from another person or persons (King & Horrocks, 2010). Individual one-to-one
interviews were conducted with all civics teachers at the nine schools selected for this
research study. A one-to-one interview allows the researcher to locate specific ideas from
specific informants since the interview is conducted with one person. This method has
further advantage of being able to grasp a single person’s ideas and is easier to transcribe
verbatim as only one person is talking at a time (Denscombe, 2010). Similar sets of
protocols, briefly narrated below, were fulfilled similar to those with students for the

focus group interviews described earlier.

Prior to interviews
Prior permission was sought from the head of school to enable the relevant civics
teacher(s) to attend the interview with the researcher. The teacher was then contacted in

advance to discuss schedule, place and permission for audio recording.

During the interviews
To make it an effective interview, which would enable the researcher to gather desired

data and information, the following protocols were followed during the interview:

* (Congenial atmosphere created with introduction of researcher and researcher’s
assistant;

* Teacher was allowed to introduce themselves;

* Introduction and informal conversation was held to build rapport with informant
or interviewee;

* Information sheet was provided to him or her;

* Consent form was handed to him/her to sign; and

* Additional time was allowed to share his/her experiences.

Closing the interviews

Two protocols were used in closing the interviews: the interviewer made the interviewee
clear about the nature of research and the type of information desired from the interview;
and the interviewer thanked the informant or interviewee for their time and support and

ended respectfully (Minichiello et al., 1995).
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Participants
As stated above, the participants for this interview were the teachers currently teaching

civics in the selected schools. The number of teachers for the interviews depended on the
availability of civics teachers in a particular school (Refer Table: 5.2). In total, 13
teachers were interviewed. Individual interviews were conducted, as it was not possible to

call all the teachers together at the same time.

Table 5.5: Teacher participants

Name of school Number of teachers Gender
School A 2 Males
School B 1 Male
School C 1 Male
School D 2 Males
School E 1 Male
School F 2 Male and Female
School G 1 Male
School H 1 Male
School 1 2 Females
Objectives

The objectives of the interviews with civics teachers were mainly to listen to them first-
hand and learn their experiences of teaching civics, possible values they shared with
students in classrooms while teaching the subject, and challenges encountered while

teaching this subject.

Therefore, interviews were used to explore teachers’ experience of teaching civics and
how and if they would be able to infuse GNH values into their civics subject. They were
encouraged to give their opinions and experiences of teaching civics content for the past
seven years or so. Interviews are a popular means for exploring and capturing an
individual’s thoughts, opinions, feelings and experiences about a topic that is particularly
significant to him or her. It is not like an informal conversation between friends.
Therefore, preparations such as having a room free from disturbances and getting
everything ready for the interview are important to consider (Roberts & Priest, 2010).
Face-to-face interviews allow both interviewer and interviewee to clarify ideas at the

same time. It is less likely for interviewees to evade questions as they have already given
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their consent to participate (Roberts & Priest, 2010). Each interview did not take more

than 90 minutes. Interviews were digitally recorded.

Analysis
Data generated from the interviews were analysed using thematic analysis based on the

following core themes:

* Teachers’ concept of civics education in Bhutan;

* Scope of improving existing content;

* GNH values that are infused through civics subject; and

* Experiences that they provide students with while learning this subject and any

other pertinent issues arising from the interviews.
The following codes will be used in Chapters 7 and 9 while reporting:

Table 5.6: Teachers coding

School Teachers Face-to-face
Interviews (FI)

A 1,2 FI

B 1 FI

C 1 FI

D 1,2 FI

E 1 FI

F 1,2 FI

G 1 FI

H 1 FI

I 1,2 FI

Ethical Issues

Prior permission was sought from the principals and teacher participants themselves.
Teachers were given the right not to respond to questions if they found it sensitive or
uncomfortable to answer. The researcher informed participants that their identity and
school’s identity would not be revealed at any cost. They were further assured that the

interview content would not be used for anything other than research purposes.
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5.9 Stage 2 data collection: Qualitative data

5.9.1 Semi-structured interviews with curriculum-based stakeholders
Similar interview protocols were observed for curriculum-based stakeholders as with the

interviews with teachers.

Participants
Upon completion of preliminary analysis of Stage 1 data, the test and interview results

were shared with key stakeholders for their views. These stakeholders were purposefully
selected and requested to participate in interviews to share their perceptions of students’
understandings of civics and their behavior (Refer 5.7). The Bhutan Civics textbooks
contain specific chapters on different organisations and institutions where these
stakeholders officiate. Therefore, they were specifically interviewed as they were in
positions to comment on what the researcher intended to explore about students’ level of
understanding of civics textbooks and students’ dispositions vis-a-vis the general
expectations of various stakeholders from the perspective of their respective
organisations. These stakeholders represent high profile organisations, such as
Parliamentary Chambers, Judiciary, Constitutional Offices, civics textbooks authors and
curriculum officials. The researcher believed that they could comment authoritatively on

the issues raised (Denscombe, 2010).

Key stakeholders and the proposed objectives of the interviews are outlined below:

* Find out whether intended and unintended objectives of the curriculum are met.
At least three civics curriculum designers who were involved in a writers’
workshop in 2006 were interviewed;

* Collect the views of the present curriculum officer who is responsible for civics
education on the results of Stage 1 and his/her reflections regarding whether these
results met the envisioned expectations; and

* Seek opinion from other stakeholders such as parliamentarians and constitutional
office bearers.

The researcher was not able to get religious personalities to interview as initially

planned.
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Method
Individual semi-structured interviews were conducted with 11 key

informants/stakeholders, as it was not possible for the researcher to get these high-level

officials into groups.

Table 5.7: Overview of sampling process for stage 2

Sample Method Criteria Procedures
population
Other Purposive | i. Relate to civics i. Curriculum officer and writers
stakeholders curriculum. (Researcher could locate only three
ii. Associate with content writers) were individually
of the Bhutan civics approached for participation.
textbooks. ii. Upon receiving consent from

iii. Approval from the head | Curriculum Officer and writers, they

of organisations. were interviewed.
iv. Consent from iii. Identified the relevant organisations
individual stakeholder from the textbooks for the selection of

other stakeholders.

iv. Approached heads of the
organisations to seek permission to
interview personnel from their office
(Appendix 25-33).

v. Upon receiving consent from the
head of the organisations, participants
were deputed by their respective heads.
vi. Obtained consent from individuals
for the interviews.

vii. Supplied textbooks to participants

one month in advance for their reading.

Results from Stage 1 of data collection (the test results) were shared with these key
informants, and they were asked to reflect on how these results matched with their
understanding of the overall aims of civics education. Difficulties faced by teachers in
terms of resources and their professional development were also shared with these

persons. They were further asked to reflect on the content of the civics curriculum as well
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as values they would like to have students learn from the curriculum. Interviews with

stakeholders were again audio recorded.

Analysis
Data analysis from these interviews was based on the following:

* Thematic analysis of content;

*  Whether the objectives of the textbooks were in line with the overall expectations;

* Stakeholders’ reflections on personal experiences of infusing GNH values into
civics curriculum; and

* Any other issues related to the topic the stakeholders deemed important.

The following codes will be used in Chapters 7 and 9 while reporting:

Table 5.8: Stakeholders coding

Post Stakeholders Face-to-face
Interviews

Curriculum 1 FI

Officer (CO)

Writers (W) 1,2,3 FI

Members of 1,2 FI

Parliament (MP)

Constitutional 1,2,3,4,5 FI

Organisation

Official (C)

Ethical issues
Letters to the heads of the institutions were sent to seek permission to conduct interviews

with identified officials. Individual consent was also sought from the stakeholders. It was
necessary to determine if participants in Stage 2 wished to remain anonymous. In view of
the prominent roles they carry, they would be easily identifiable if their roles were
announced in the thesis. Therefore, the initials of their offices with numbers were used
instead of their names. For instance, constitutional post holders are designated C1, C2,
C3, C4 and C5 and two parliamentarians MP1 and MP2 and three writers W1, W2 and
W3. The researcher ensured that any information reported in the thesis did not enable
identification of any participants either by name or role. The information regarding the
research, such as field notes and interview transcripts, are now kept securely and will be

destroyed after the lapse of five years, as per generally accepted norms. The information
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is used only for this research and not for any other purposes. These norms and practices

are in accordance with the HREC policy and the practices of the University of New

England (UNE). Participants were assured that they were free at any time to withdraw

from participating.

5.10 Credibility of Stage 1 and 2

Elo et al. (2014) state:

Pre-interview may help to determine whether the interview questions are suitable for
obtaining rich data that answer the proposed research questions. Interview tapes,
videos, and the transcribed text should be examined carefully to critically assess the
researcher’s own actions. For instance, questions should be asked such as “Did I
manipulate or lead the participants?” and “Did I ask too broad or structured
questions?” Such evaluation should not only begin at the start of the study but also
be supported by continuous reflection to ensure the trustworthiness of content
analysis. (p. 4)

As a novice researcher, care was taken to make the research credible and worthy enough

to obtain reliable data. To this end, an effort to achieve credibility was made through the

following activities:

Themes were validated by a second person;
Member check was carried out; and

Description of context and setting of schools was provided.

5.11 Limitations of the study

There are several possible limitations that could have posed some threat to the study’s

outcomes:

As a novice researcher, conducting semi-structured interviews with participants
was a challenge, particularly when some of the interviewees were senior officials.
In order to check this limitation, the researcher ensured proper planning and
organisation, prepared a checklist and reminders, and practised with friends.

The researcher’s employment in Bhutan as an educational monitoring officer
(EMO) might have imposed some restriction on the part of teachers and students

during the interview, as they might have known of her in that role. In this regard,
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participants were assured verbally and through writing that the researcher had
come in the capacity of researcher and not as an EMO. Further, participants were
told that their anonymity would be a priority and that any information they
provided as part of the study would not be used by the researcher in her EMO role
on her eventual return to Bhutan.

Due to the scattered location of schools in Bhutan and due to a lack of adequate
time, only three schools were selected from each region (two government and one
private school). The alternative would have been to spend much of the time in
travelling between schools, which is not an efficient use of data collection time.
Coverage of three schools from each region translated to visiting 20 percent of the
total higher secondary schools in the country.

It may have been difficult for teachers to comment on specific GNH values that
are exclusively taught through the civics subject because all the teachers are
mandated to impart values through their own subjects. A physics teacher, for
instance, may not be able to pinpoint any specific content from the civics
curriculum as related to GNH values. Rather, a physics teacher would always
aspire to teach physics as a matter of service to humanity. However, this research
study solicited teachers to reflect on this issue and this might result in raising
awareness and improvement in practice.

There is only one curriculum officer at present who is formally responsible for
civics education in Bhutan. This may have impeded the research efforts in
gathering multiple views on the implementation of civics curriculum. Had this
person wish to remain anonymous, it would have been necessary to ensure that
anything said would not be attributed to this person, which might lessen the
representativeness of the data. Participants consented to publishing their ideas and
expressions using pseudonyms.

Bhutan is a small country with a small population and is a closely-knit society.
Often, fear of personal repercussions may discourage individuals from speaking
out honestly during such consultations. It is hoped that anonymity might have
helped in collecting honest and forthright views.

Research of such a nature on civics is the first of its kind in Bhutan. There was no
scope for drawing upon past benchmarks or experiences in conducting such

research.
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* Itis generally good practice to ask a participant for the preference of place to
conduct interviews. For this research, most stakeholders preferred their offices.
This therefore limited the ability to arrange the physical space (King & Horrocks,
2010). Furthermore, being in their respective offices, a few interruptions were

experienced during some interviews.

5.12 Conclusion

From amongst the various research methodologies, mixed methods was chosen as it
provided an appropriate bridge linking the qualitative and the quantitative methods. This
approach enables weaknesses in one approach to be addressed in the other. The results are
presented in chapter 7 in themes. This allows ready comparison of information across
respondents. However, there is a risk of losing wholeness, coherence and integrity of each
individual respondent. In order to address this, the researcher needed to consider the

whole set of responses of an individual when ascribing meaning (Cohen, Manion &

Morrison, 2011).
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Chapter 6:
Quantitative results: Knowledge
about Bhutan civics

6.1 Overview

Chapter 5 explored into the details of data collection process and procedures covering
both the quantitative and qualitative data collection procedure. Chapter 6 will elaborate

on the quantitative aspects of data collection and analysis of test results.

Analysis of test results was deemed important for this study as there was no equivalent
data available from other sources. As stated in the preceding chapters, civics is not a
standalone subject but a part of HCG (History, Civics and Geography) subject. As such,
there is no centralised standard testing system for civics subject as there is no separate
testing for civics alone. It is tested as part of HCG with examination weighting of just
15% - 20%. Obviously, the test with such low examination weighting would not, in all
fairness, practically assess the level of civics knowledge a student may possess.
Therefore, a separate independent testing of students on civics textbooks was conducted
to enable the researcher reasonably gauge students’ knowledge gained from the

textbooks.

A test design with questions for 100 marks was prepared by the researcher based on
her professional experience as an examination moderator (Refer Chapter 5, Table 5.3 for
details). This test was found suitable and appropriate to assess students’ understanding of
civics and citizenship education from Bhutanese perspectives. Test questions (See
Appendix 17 for text questions) designed from the Bhutanese Civics textbooks were first
pretested on undergraduate students of UNE to remove ambiguities, if any, and to input

with further improvements, if and where necessary. But with no doubts and reservations
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expressed by the participating UNE students on test questions, the same questions were

taken to the field to test the sample students.

This chapter, hence, explores the level of students’ understanding of the current
contents of the Bhutan Civics textbooks. Students were tested on various topics of the
civics textbooks. Students’ scores on civics test are then compared with a randomly
selected sample of thirty students’ performance in the national English and Dzongkha
Board examinations. This comparison is carried out to understand the general trend in

students’ performance in common subjects that are read by all students.

Scores of individual students in the civics test are classified into different mark bands
to understand the overall performance of students in different schools. Further, school-
wise comparisons in the marks are also computed to distinguish high performing schools
amongst the sample schools. This enables the researcher to form an opinion on the
students’ performance by school category, location, status and regions. Test results are
also analysed by gender to understand the variation of performance, if any, between boy

students and girl students.

Test results are further analysed under individual topics. There are ten topics on which
students were tested. These topic-wise comparisons of test results facilitate the researcher
to obtain deeper understanding on students’ performance on specific areas of study under

civics curriculum.

Besides reporting the test performance of the students in this chapter, views expressed
by the participants are mentioned in Chapter 7. Literature review by the researcher
incidentally confirmed similar test conducted by ICCS which shed international

perspectives on testing of civics and citizenship education.

6.2 Civics knowledge research

Research examining students’ knowledge of civics is usually based on results gathered
from standardised assessment instruments. Researchers and key stakeholders have
attempted to identify what constitutes the most appropriate civics knowledge (and
associated values and attitudes) in particular national contexts. Keating, Kerr, Lopes,
Featherstone and Benton (2009, p. iii) carried out a longitudinal study on ‘how far

citizenship education became embedded in secondary schools in England since 2002, and
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what does the future hold?’ This study looked at successes and challenges faced by

schools in England in delivering citizenship education.

Similarly, the International Civic and Citizenship Education Study (ICCS), a project of
the International Association for the Evaluation of Educational Achievement (IEA), have
conducted comparative studies to identify countries that are faring well in civics and
citizenship education. This study was conducted in nine countries in 1971, 28 countries in
1999 and 38 countries in 2009 (Schulz et al., 2010a). The findings of the 1971 study were
inconclusive in relation to the impact of schooling on students’ civics knowledge and
attitudes because not all the countries approached teaching civics-related values in a
formal way. The 1999 study, however, showed the role of schools in preparing citizens.
The study further contributed to a deeper understanding of the role of civics and
citizenship education, which students received not only from school but beyond schools.

According to Schulz et al. (2010a, p.9) the 2009 study looked at various areas, such as:

* Variations in civics knowledge;

* Changes in content knowledge since 1999;

* Student interest in engaging in public and political life and their disposition to do
S0;

* Perceptions of threats to civil society;

* Features of education systems, schools, and classrooms related to civic and
citizenship education; and

* Aspects of student background related to the outcomes of civic and citizenship

education.

The study revealed considerable variations across and within participating countries in
civic knowledge: it demonstrated that ‘on the scale with a standard deviation of 100
points, the difference between the top and bottom quartiles of the country distribution was
60 points’. Girls seem to have significantly higher civics knowledge scores than boys in
nearly all the countries. In 1999, the comparison suggested, for seven of the 15 countries,

a significant decline in students’ civics content knowledge (Schulz et al., 2010a, p. 9).

Apart from the ICCS study, in annual reviews on civic education in the USA, Galston
(2001) states that today’s college graduates know no more about politics than did high

school graduates in 1950s. Ever since democratic governance emerged, there has been a
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tension between the need to consult citizens and their corresponding ability to make
informed decisions. One universal premise that underpins successful functioning of
representative democracy is the existence of knowledgeable citizens. Yet, more often than
not, mass opinion surveys over the past half a century consistently revealed that citizens
are anything but knowledgeable about politics. However, the Senate Standing Committee
on Employment Education and Training (1989) in Australia declared that active
citizenship stretches beyond the realm of federal politics. The knowledge, skills and
values characteristic of active citizens apply equally to state and local government and to

the many community organisations which are part of the social fabric of Australia.

In addition to knowing little about politics, most citizens possessed minimal factual
knowledge about the actual operation of the political system (McAllister, 1998). Raia
(2012) states that in the USA, civics education is in a precarious state, particularly after
the recent ‘No Child Left Behind’ and other requirements have exclusively focussed on
careers and jobs as the primary aim of education. Moreover, schools were also financially
limited and unable to afford critical instruction time for social studies and civics
education. Earlier, Raia (2012) says, one of the goals of both primary and secondary
levels of education in the USA in the past was to develop citizens beyond mere
production of professionals for jobs and careers but this is no longer the case. Nearly
every piece of recent research shows that young Americans and the general American
population lack civics knowledge and show poor levels of civics engagement. A similar
situation is evident in Australia. The Australian Senate Standing Committee on

Employment, Education and Training (1989) maintained:

dangers in current educational policies which appear to stress narrow labour market
requirements and to underestimate the importance of a capacity for critical analysis
of social and political issues. Commenting on this issue in the context of higher
education, an academic from Swinburne Institute of Technology warned that if this
trend continues we will pay a price, for we will end up with a technologically
trained, but politically illiterate, young citizenry. According to another submission,
this trend is laying the ground for the phenomenon of the skilled barbarian society
whose attitude towards civic questions or ideas is uninformed or crude to say the
least. (pp. 8-9)

In a similar manner, there was a need to study the influence of civics education on young
people’s understanding of civics as well as citizenship in Bhutan. The civics curriculum

in Bhutan was designed with the aim of building strong foundations for democracy in
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Bhutan by educating citizens to participate meaningfully in the political process (Ministry
of Education, 2012). The Bhutanese civics syllabus, provided by the Department of
Curriculum and Research Development (DCRD) under the Ministry of Education
(DCRD, 2008), aims to provide information and to impart values to students through
civics education. The rationale of the syllabus states that it is intended to develop in
students an understanding of the basic principles of civics, such as the duties and
responsibilities of citizens and the structure and functions of various organs of the
government. This is in order to help them grow up as informed, dedicated and responsible
citizens in a democratic society. In addition, one of the aims of studying civics is an
understanding and appreciation of the rights and responsibilities of citizens and their
loyalty and dedication to the Tsawa Sum (King, country and people) and a commitment to
work within their capacity for the wellbeing of the nation (DCRD, n.d). Therefore, the
objectives of civics education in Bhutan are not just to provide information on how the
government functions, but also aims to infuse values to produce better human beings.
Thus, the DCRD has designed the content areas covering content from citizen to nation;
that is from the individual to the collective. However, there is as yet no evidence to assist
Bhutanese educators and policy-makers in determining if these aspirations are being met.
To date, no one has undertaken research into civics education in Bhutan, nor has there
been regular exclusive centralised testing of students’ civics knowledge other than school
examinations conducted at the end of the year. In these exams civics is given a weighting
of 15-20%. Therefore, this research will assist not only teachers in teaching the subject,
but also the policy-makers and other stakeholders who are either concerned or involved in

framing education policy.

The International Association for the Evaluation of Educational Achievement (IEA)
designed their Civics and Citizenship study to address the gap and to create the possibility
of a rigorous data-based approach to a number of questions with implication for policy-
making and educational practices. Likewise, in order to understand civics education in
schools in Bhutan, this study hopes to identify the gap, if there is any, between the level
of students’ understanding on various topics of civics textbooks vis-a-vis the expected
goals and objectives of introducing civics curriculum and the overall stakeholder (Refer
Chapter 7) perceptions of preferences of civics knowledge and educational impact. This

will be further explored in detail in Chapter 9.
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6.3 Description of the students’ civics test results

Details of the sample and method were discussed in Chapter 5. However, it is necessary

to provide the following to remind readers of the key elements that will be used to discuss

the results in this chapter.

Schools represent regional areas in Bhutan: Eastern (Schools A, B, C), Central
(Schools D, E, F), and Western (Schools G, H, I). For appropriate country
representation, three schools from each region were selected randomly. These
schools are either established in the city or in semi-urban area. Schools in semi-
urban may have comparatively lesser public facilities and opportunities compared
to those in cities, such as intermittent or no internet accessibility.

In each region, one private school (Schools C, E, H) and two public schools were
selected. Public schools are government-run schools staffed by trained teachers
from Teaching and Education institutes and colleges. Private schools are run by
private individual proprietors and some teachers do not necessarily have any
formal training. Only those students who had scored the ‘cut-off” percentage from
class 10 annual examinations are eligible for admission to public schools while
students with scores lower than the ‘cut-off” would mostly seek admission to the
private schools. Further, public schools may have comparatively better facilities,
being equipped with library and other logistical provisions, than privately run
schools.

15 students from class 11 and 15 from class 12 from each school participated.
Further, these 15 students each from both classes 11 and 12 comprised five
students each from all three streams of arts, commerce and science except in one
school F where all 30 students were from one stream, rigzhung (language and
cultural studies), only. School F does not provide courses in the other three

streams.

This chapter focuses on the test results, which provide an overview of students’ civics

knowledge. Test results are presented through graphs accompanied by explanations. As

described in Chapter 5, test items were constructed based on the Bhutan Civics textbooks.
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6.4 School-wise performance in civics test

Performances of all nine schools were assessed to understand the performance of students
from individual schools. The performance of all thirty students in each school is shown in
Figure 6.1. Descriptions of how these individual and average scores were computed are
detailed in Chapter 5. The overall average performance by all nine schools is 56.17%
with the highest average score of 63.4% achieved by students from School A and lowest
average score of 46.5% achieved by students from School H (See Appendix 15).
Graphical illustration of average scores in the civics test by the schools is shown below

under Figure 6.1.
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Figure 6.1: Graphic representation of average percentage of school performance in civics
test

6.5 Pattern of students’ scores in civics test under different
divisions
It is conventional in Bhutan to categorise students’ performance in examination under
different divisions. Student’s marks below 50% are categorised as third division while
scores between 50% and 59% are defined as a second division. Examination results of
60% and above are rated as first division and results with 70% and above are classified as
distinction. A Pass percentage in Bhutan is 35% for higher secondary school students, but
this level of achievement does not guarantee students will qualify for admission into

tertiary education. A student with a score below 35% is regarded to have failed in the
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examination. The overall pattern of students’ results from the civics test is shown in Table
6.1. The students are grouped under five divisions according to their individual marks.
These five divisions are namely, Fail (Below 35%), Third Division (35%-49%), Second
Division (50%—59%), First Division (60%—69%) and Distinction (>70%) (MoE, 2011).

Table 6.1: School-wise number of students scoring under different divisions in civics test

Schools Fail Third Second First Distinction Total
(<35%) (36-49%) (50-59%) (60-69%) >70%)

A 0 1 8 15 6 30
B 0 3 8 10 9 30
C 1 14 9 6 0 30
D 2 14 12 2 30
E 0 6 20 4 0 30
F 0 7 17 5 1 30
G 0 5 15 9 1 30
H 2 18 8 2 0 30
I 0 4 12 7 7 30
Total 3 60 111 70 26 270
% of 1.1% 22.2% 41.1% 26% 9.6% 100%
students

Three students out of 270 students, which is a mere 1%, actually failed the civics test.
Sixty students (22.2%) have scored in the Third Division, and another 111 students (41%)
scored in the Second Division. Only 70 students (26%) and 26 students (9.6%)

respectively scored in First Division and Distinction.

It is not impressive to note that only 35.6% of students scored in First Division and
above, as opposed to huge group of 64.4% (174 students) scoring in Second Division and
below. While only 3 students have actually failed the test, it was no consolation to
discover that 60 (22.2%) students scored in Third Division. In practical terms, there is
literally no difference between the ‘Fail” and the Third Division if students are seeking

admission to a university.

The same observations are dissected into further detail to see how many students have
actually scored under different mark bands. Table 6.2 shows the number of students from

each school scoring under different mark bands.
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Table 6.2: School raw scores by students in civics test under different mark bands

Schools | 0-9 10-19 | 20-29 | 30-39 | 40-49 | 50-59 | 60-69 | 70-79 | 80-89 | 90- | Total

100
A 0 0 0 0 1 8 15 6 0 0 30
B 0 0 0 0 3 8 10 6 3 0 30
C 0 0 0 2 13 9 6 0 0 0 30
D 0 0 0 0 2 14 12 2 0 0 30
E 0 0 0 0 6 20 4 0 0 0 30
F 0 0 0 0 7 17 5 1 0 0 30
G 0 0 0 0 5 15 9 0 1 0 30
H 0 0 0 4 16 8 2 0 0 0 30
I 0 0 0 1 3 12 7 7 0 0 30
Total 0 0 0 7 56 111 70 22 4 0 270
% of 0 0 0 26| 207 41.1 26 8.1 1.5 0 100
students

Table 6.2 reveals that the civics test results are highly concentrated towards the centre,
with most placed in the Second Division (41.1%), followed by 26% in the First Division
and 20.7% in the Third Division. While there is no student scoring in the 20s and below
mark band, no student scored in the 90s. Only four students scored in 80s. This pattern of

students’ marks for the civics test is shown in Figure 6.2.
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Figure 6.2: Aggregated number and percentage of students against different civics test
mark bands
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6.6 Comparisons of civics test results with results of English
and Dzongkha board examination

In order to provide a holistic view on the overall performance of students in these nine
schools, a comparison of the civics test results with results in other subjects, which are
common to all the students, is made. This has also provided a measure of each schools’

performance in the civics test vis-a-vis their performance in other common subjects.

The results of the English and Dzongkha annual examinations for the last three
academic years of 2012, 2013, and 2014 were obtained from the Bhutan Council for
School Examinations and Assessment (BCSEA). For comparative purposes, results of
thirty students in these two subjects for three years were randomly selected. Averages of
the annual results and an average of annual averages of three years were then computed,
as shown below in Table 6.3 and Table 6.4 for English and Dzongkha respectively. This
comparison is made to show the trend of performance by the students in other subjects as
well to see whether the performance in civics test for this study deviates or follows the

overall trend.

Information from these two tables should be read together with the average scores of
the civics test shown in Figure 6.1. For instance, students from School A have an average
score of 63.4% in the civics test as opposed to its average scores in English (see Table
6.3) of 56.07%, 55.43% and 52.53% for 2012, 2013 and 2014 respectively. Students’
average scores from School A for the three years in Dzongkha (see Table 6.4) are
67.27%, 66.1% and 61.5% for 2012, 2013, and 2014 respectively. It appears that School
A’s overall performance in the civics test was better than their overall performance in

English but quite similar to their Dzongkha results.

Likewise, students from School B have an average score of 63.17% in the civics test
as opposed to its average scores in English (see Table 6.3) of 56%, 51.57% and 57.77%
for 2012, 2013 and 2014 respectively. Students’ average scores from School B for the
three years in Dzongkha (see Table 6.4) are 66.53%, 63.67% and 66.87% for 2012, 2013,
and 2014 respectively. This comparison also suggest that School B’s average score in the
civics test is better than their overall results in English but quite similar to the overall

results in Dzongkha.
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Similarly, students from School E had an average score of 53.27% in the civics test as
opposed to average scores in English (see Table 6.3) of 43.83%, 39.87% and 44.6% for
2012, 2013 and 2014 respectively. Students’ average scores from school for the three
years in Dzongkha (see Table 6.4) are 51.23%, 55.67% and 56.8% for 2012, 2013, and
2014 respectively. Here too, the civics test score is better than the English results but

similar to the Dzongkha results.

Table 6.3: English average percentage marks from BCSEA for the past three years
Source: BCSEA

Schools Average Average Average Average of 3 years
Scores 2012 Scores 2013  Scores 2014 | averages
A 56.07 55.43 52.53 54.68
B 56 51.57 57.77 55.11
C 443 41.7 4433 43.44
D 61.9 54.7 56.9 57.83
E 43.83 39.87 44.6 42.77
F 47.2 42.6 50.73 46.84
G 58.97 56 53.23 56.07
H 44.27 45.37 43.4 4435
I 61.5 60 61.07 60.86
Total 474.04 447.24 464.56 461.95
Average
across all 52.67 49.69 51.62 51.33
schools

141



Table 6.4: Dzongkha average percentage marks from BBE for the past three years

Source: BCSEA

A f

School Average Average Average verage of 3
chools Scores 2012 Scores 2013 | Scores 2014 years

averages
A 67.27 66.1 61.5 64.96
B 66.53 63.67 66.87 65.69
C 56.17 60.87 54.57 57.20
D 59.77 60.7 54.5 58.32
E 51.23 55.67 56.8 54.57
F 76.37 81.17 76.8 78.08
G 58 63.57 59.77 60.45
H 50.27 54.87 51.63 52.26
1 58.07 62.4 63.9 61.46
Total 543.68 569.02 546.34 552.98
Average
across all 60.41 63.22 60.70 61.44
schools

A comparison between the average scores of the civics test with the averages of
English and Dzongkha is shown in Table 6.5, indicating that the students’ performance in
the civics test followed the overall students’ academic achievement level in these nine
schools. Students’ performance in the civics test tends to further suggest that their
performance was more dependent on the overall standard of their English language. For
instance, School I, a public school, is located in the capital city and the students are
comparatively more exposed to modern amenities and the outside world than other
schools. The standard of English language of the students in School I would be far higher,
as evidenced with 60.86%, than other schools with as low as 42.77% for School E.

School E is a private school and located far away from urban centre.

Average scores of three years for both English and Dzongkha are further shown in
overall average (Table 6.3 and Table 6.4). These three-year averages are computed

primarily for easy comparison with average scores of the civics tests in Table 6.5.
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Table 6.5: Comparisons of average scores of civics with three-years averages of English
and Dzongkha

Schools Civics English Dzongkha

63.40 54.68 64.96
B 63.17 55.11 65.69
C 50.00 43.44 57.20
D 58.27 57.83 58.32
E 53.27 42.77 54.57
F 54.07 46.84 78.08
G 57.40 56.07 60.45
H 46.50 44.35 52.26
I 59.50 60.86 61.46
Total 505.58 461.95 552.99
Average across all 56.17 51.33 61.44
schools

Average scores in the civics test in all the schools fall between the average scores of
English and Dzongkha. Students have scored civics marks higher than in English but
lower than the marks in Dzongkha, indicating that students in Bhutan are more

comfortable with Dzongkha, the country’s national language and the script than with

English.

Schools with lower average marks in English have scored lower marks in the civics
tests. For instance, students from School H with its average English scores of 44.35% had
average scores of only 46.50% in the civics test. Likewise, students from School C had
average scores of only 43.44% in English and 50% in the civics test. Students from
another School, School E, who had average scores of only 42.77% in English had only
53.27% 1in the civics test. Incidentally, all these schools (C, E and H) are private schools.
Their average scores in Dzongkha are also not appearing impressive when compared with

the other six schools.

Students from Schools D, G and I have the highest average scores in English with
60.86%, 57.83% and 56.07% respectively. However, their average scores in the civics
test were 59.58%, 58.27% and 57.49% respectively; these are not the highest scores.
Schools D and I are located in the two largest cities of Bhutan. School G is located in a

remote location far from city. These schools are all public schools. This further seems to
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suggest that public schools, whether located in cities or in remote places, have performed

better than the private schools.

As regards average scores of Dzongkha, excepting School F, other schools have
displayed marginally better results than those for the civics test. School F is a Language
and Culture Institute and its main courses are in Dzongkha. Therefore, it is no surprise to
see that their students’ average Dzongkha scores is 78.08%, which is the highest of all the

nine schools’ average scores.

Comparatives between the scores of the civics test, English and Dzongkha are further

illustrated below in Figure 6.3.
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Figure 6.3: Average percentage scores of civics test, English, and Dzongkha

6.7 Further analysis of English and Dzongkha results

Results of English and Dzongkha are further analysed into different mark bands. This
provides a necessary break-up information of the number of students scoring in each
respective division and enables direct comparisons with the corresponding break-up

information on civics test results.

Results are, as shown below in Table 6.6 and Table 6.7 for English and Dzongkha
respectively, categorised under five different mark bands: less than 35% (Fail), 36% to

49% (Third Division), 50% to 59% (Second Division), 60% to 69% (First Division), and
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70% and above (Distinction). These tables indicate overall trend in the performance of

English and Dzongkha over the last three years.

Table 6.6 below shows the trend of English results break-up between different
Divisions. Number of students who have failed, that is, with scores below 35%, have
gone down from 6.67% in 2012 to 3.7% in 2014. However, students scoring in Third
Division (36% - 49%) have marginally increased from 31.48% (85 students) in 2012 to
35.56% (96 students) in 2014. Conversely, the number of students who have scored in
First Division decreased from 2012 to 2014. First Division scorers of 67 students
(24.81%) in 2012 had reduced to 47 students only, which is only 17.41%. For Distinction,
there were six students in 2012 which increased to 7 students, an increase by 0.37% from

2.22% t0 2.59%.

Table 6.6: Number of students scoring under different divisions in English for three years

Source: BCSEA

Scores | Division 2012 2013 2014
No. of % of No. of % of No. of % of
Students | Students | Students | Students | Students | Students
Less Fail
than 35 18 6.67 21 7.78 10 3.70
35-49 Third
Division 85 31.48 109 40.37 96 35.56
50-59 Second
Division 94 34.81 94 34.81 110 40.74
60-69 First
Division 67 24 .81 43 15.93 47 17.41
70 and | Distinction
above 6 2.22 3 1.11 7 2.59
Total 270 100.0 270 100.0 270 100.0

Similarly, Table 6.7 below shows the trends of number of students in Dzongkha
scoring in different divisions over three years. The number of students who have failed
has gone down from 4 (1.48%) in 2012 to just one student in 2014, which is a meagre
0.37%. Similarly, the number of students who have scored in Third Division has also
decreased from 41 in 2012 to 29 in 2014, which is a decrease from 15.19% to 10.74%.
This desirable trend in the students’ performance in Dzongkha is corroborated with an

increase in number of students in 2014 from 2012 scoring in Second and Distinction
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Divisions. In 2012, there were 77 students in Second Division, which increased to 91 in
2014. The percentage increase is from 28.52% in 2012 to 33.70% in 2014. The number of
students in the distinction division has gone to 56 in 2014 from 54 in 2012, an increase by
just 0.74%. This tends to suggest that, despite a decrease by one student in 2014 from
2012 scoring in First Division, on the whole, students have shown improvements in
Dzongkha during the three years.

Table 6.7: Number of students scoring under different divisions in Dzongkha for three
years

Source: BCSEA

Scores | Division 2012 2013 2014
No. of % of No. of % of No. of % of
Students | Students | Students | Students | Students | Students
Less Fail
than 35 4 1.48 3 1.11 1 0.37
36-49 Third
Division 41 15.19 16 5.93 29 10.74
50-59 Second
Division 77 28.52 71 26.30 91 33.70
60-69 First
Division 94 34.81 117 43.33 93 34.44
70 and | Distinction
above 54 20.00 63 23.33 56 20.74
Total 270 100.0 270 100.0 270 100.0

6.8 Comparison between results of civics test and the 2014
results of English and Dzongkha

To simplify comparisons between the civics test scores under different Divisions with
that of corresponding scores for English and Dzongkha, only 2014 results are taken into
consideration. Moreover, it appears justifiable to compare the civics test results with the
2014 results of English and Dzongkha since the civics tests were also conducted in 2014.
Therefore, students’ scores under different Divisions for the civics test and for the 2014

results of English and Dzongkha are computed in Table 6.8 for direct comparison.
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Table 6.8: Comparative statement on number of students scoring under different Divisions
in civics, English and Dzongkha

Scores | Division Civics English (2014) Dzongkha (2014)
No. of % of No. of % of No. of % of
Students | Students | Students | Students | Students | Students
Less Fail
than 35 3 1.1 10 3.70 1 0.37
35-49 Third
Division 60 22.2 96 35.56 29 10.74
50-59 Second
Division 111 41.1 110 40.74 91 33.70
60-69 First
Division 70 26 47 17.41 93 34.44
70 and | Distinction
above 26 9.6 7 2.59 56 20.74
Total 270 100.0 270 100.0 270 100.0

This seems to reveal that the overall performance pattern in the civics test does not
deviate much from the pattern of English results. For instance, the distribution pattern of
both civics and English is skewed, that is, peaking at the Second Division and sloping
towards either side. However, the gradient of the slope for English is steep towards the
right, with only 47 students scoring in First Division and 7 students in Distinction as
opposed to 96 in Third Division and 10 below 35%. For the civics test, there are 70
students in First Division and 26 in Distinction as opposed to 60 in Third Division and 3

below 35% (see Table 6.8 and Figure 6.4 for details).

For Dzongkha, the peak is at First Division, between 60 to 69, with 91 students in

Second Division and 56 in Distinction. The graphic version is shown below in Figure 6.4.
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Figure 6.4: Comparative graphical presentation on the number of students scoring under
different Divisions for civics, English and Dzongkha

6.9 Performance of students in different topics that make up the
civics curriculum

Analyses were carried out in R (R Core Team, 2014). The student score in the civics test
dataset was explored and analysed using the protocol by Zuur, Ieno, & Elphick (2010) as
explained in detail in Chapter 5. There are ten topics upon which students were tested.

Topics are:

Knowledge of Democracy;

The Constitution;

Fundamental Rights and Duties;
Government;

Local Government;

Citizen and Voting;

Election and Formation of Political Parties;
Constitutional Bodies;

GNH and Good Governance; and

A A O S

10. Parliament.

The scores of students from each school in each of the topic areas are presented in Table
6.9.
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Table 6.9: Total marks obtained by 30 students in each school under each topic

Note: Highlighted in yellow are the highest scoring schools

Topics Marks | A B C D E F G H I

1. Knowledge on Democracy (5 150 100 97 81 111 70 76 94 74 | 111
marks x 30 students)

2. Constitution (15 x 30) 450 | 267 | 255| 191 | 224 | 222 | 207 | 213 178 | 227
3. Fundamental Rights and Duties (10 300

x 30) 147 | 160 | 136 | 147 | 122| 147 | 131 130 | 170
4. Government (10 x 30) 300 | 209 | 191 140 | 167 | 141 146 | 158 | 131 185
5. Local Government (10 x 30) 300 180 | 188 | 145| 167 | 166 | 160 | 185 | 126 | 156
6. Citizen and Voting (10 x 30) 300 | 203 | 220 | 193 | 211 | 202 | 200 | 191 174 | 200
7. Election and Formation of Political 300

Parties (10 x 30) 190 | 213 | 170 | 184 | 181 193 | 210 | 156 | 195
8. Constitutional Bodies (10 x 30) 300 195 | 204 | 151 185 183 184 | 202 | 170 | 183
9. GNH and Good Governance 300

(10x30) 197 | 164 | 129 | 162 | 139 | 138 | 154 95 162
10. Parliament (10 x 30) 300 | 212 | 200 | 175 192 | 188 | 178 | 201 169 | 201

The following sections will discuss elements making up the various topics and analyse

performance in these areas.

6.9.1 Topic 1: Knowledge of Democracy

Students were tested on their general understanding of different forms of democracy in
the world. This component of the test required students to identify the head(s) of the
government/state under different forms of democracy. This section of test was conducted

out of 5 marks.

As can be seen from the above Figure 6.5, students from Schools D and I performed
relatively well compared to the rest of the schools, with mean score for both schools
being 3.7 (school D SE: 0.27, school I SE: 0.25). Both of these schools are located in the
largest urban centres of the country. In contrast, students from Schools E and H
performed relatively poorly with mean score of 2.33 (SE: 0.25) and 2.46 (SE: 0.27)
respectively. Both Schools E and H are private schools although School H is located in

the same urban centre as School 1. The private school E is in a semi-urban location.

The other three schools with the next highest levels are schools A, B and G with mean

scores of 3.33, 3.23 and 3.13 (SE: 0.23, 0.30 and 0.34) respectively. The schools are
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located within the vicinity of the District Administration Head Offices in their respective
districts. The school with mean scores of 2.53 (SE: 0.30) is School F. The school is
neither private school nor a typical government school. This school focuses more on

cultural studies (See figure 6.5).
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Figure 6.5: Mean score/performance of 30 students each in nine schools on Topic 1
Note: Refer table in Appendix 1 for mean score, Standard Deviation and Standard Error.

6.9.2 Topic 2: The Constitution

This topic covers some significant political reforms that preceded the ultimate
culmination of the democratic constitutional monarchy form of government and salient
features of the Constitution with their underlying importance. Students were tested on
their knowledge of some key political events in the country and characteristics of our
Constitution. Students were tested on separation of powers in the democratic setup of the

government system.

Figure 6.6 shows that students in Schools A, B and I are comparatively more
successful in this component of the test, with their mean scores of 8.90 (SE: 0.38), 8.50
(SE: 0.44) and 7.56 (0. 35), than students in the other schools. Schools A and B are both

government (public) schools from the Eastern region while School I is a public school
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from the Western region. School B is categorised as a semi-urban school by the Ministry

of Education. School I is one of the oldest public schools in the country.

Two private schools, C and H, with mean scores of 6.36 (SE: 0.36) and 5.93 (SE:
0.34) respectively, performed comparatively lower than other schools. The schools are

located in semi-urban and urban areas.
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Figure 6.6: Mean score/performance of 30 students each in nine schools on Topic 2
Note: Refer table in Appendix 2 for mean score, Standard Deviation and Standard Error

6.9.3 Topic 3: Fundamental Rights and Duties

A test on fundamental rights and duties is expected to display students’ maturity, their
perspectives on how a human being should behave and their understanding of what they
should expect of other’s behaviours. This fundamentally addresses societal attitudes. The
highest mean score is 5.66 (SE: 0.29) by school I, which is one of the urban public
schools. School I is followed by school B with mean score of 5.33 (SE:0.25), which is

located in a semi-urban area (See figure 6.7).

As in previous comparisons, private schools have lower average scores than public

schools. In this component of the test, the two lowest mean scores of 4.06 (SE: 0.26) and
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4.33 (SE: 0.28) are both from private schools. They are school E and H located in semi-

urban and urban respectively (refer Appendix 13 for details of average score).
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Figure 6.7: Mean score/performance of 30 students each in nine schools on Topic 3
Note: Refer table in Appendix 3 for mean score, Standard Deviation and Standard Error

6.9.4 Topic 4: Government

In an attempt to understand the knowledge of students on the structure and forms of
government, students were tested on structure of the government, branches of
government, bodies of the legislature and the principle of separation of powers.
Interestingly, the following scores illustrate that their pattern of understanding and
knowledge of structure and forms of government is parallel to their knowledge on the
concepts and definitions of democracy. The scores of the individual schools are

comparable with their own respective scores on knowledge of democracy.

For instance, those schools which have scored higher average percentages on
Knowledge on Democracy have scored higher average percentages on the questions on
the Government. Schools such as A, B, D, G and I with mean score of 6.96, 6.36, 5.56,
5.26 and 6.16 (School A SE: 0.30, School B SE: 0.37, School D SE: 0.34, School G SE:
0.36, and School I SE: 0.33) have scored higher average percentages in both the domains
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in the test. All these schools are government schools. Students from School B, although
from a semi-urban location, appear to be achieving at similar levels to students in urban

schools.

Correspondingly, the same schools C, E and H with mean score of 4.66, 4.70 and 4.36
(school C SE: 0.31, school E SE: 0.25 and school H SE: 0.30) respectively have scored
relatively poorly in both the questions. All these three schools are private schools from all

three different regions (See figure 6.8).
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Figure 6.8: Mean score/performance of 30 students each in nine schools on Topic 4
Note: Refer table in Appendix 4 for mean score, Standard Deviation and Standard Error

6.9.5 Topic 5: Local Government

This component of the test addresses how much students are aware of the local
governments of their own locality. Three schools B, G, and A have mean score of 6.26,
6.16 and 6.00 (school B SE: 0.33, school G SE: 0.30 and school A SE: 0.27) respectively
while the lowest mean scores are 4.20 (SE: 0.27) by school H and 4.83 (SE: 0.27) by
school C. Two city schools, D and I also have lower scores (school D with mean scores of
5.56 with SE: 0.31 and school I with mean scores of 5.20 with SE: 0.28 respectively) than

school A and B (See figure 6.9). Schools D and I are located in urban areas.
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Figure 6.9: Mean score/performance of 30 students each in nine schools on Topic 5
Note: Refer table in Appendix 5 for mean score, Standard Deviation and Standard Error

6.9.6 Topic 6: Citizen and Voting

A review of the scores under ‘Citizen and Voting’ reflects students’ understanding and
interest in this area with mean scores between 5.80 and 7.33. This lowest mean score with
5.80 (SE: 0.25) comes from students in the private school H. School H has scored low
marks in the other areas of the test as well. School B has the highest score in this topic
with the mean score of 7.33 (See figure 6.10). Test on this topic sought to measure
students’ understanding of the role of citizens particularly through exercising the voting

rights during elections.
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Average Performance for Topic 6
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Figure 6.10: Mean score/performance of 30 students each in nine schools on Topic 6
Note: Refer table in Appendix 6 for mean score, Standard Deviation and Standard Error

6.9.7 Topic 7: Election and Formation of Political Parties

Mean scores for the topic Elections and Formation of Political Parties range from 5.20 to
7.10. The two schools with lowest mean scores, School H with 5.20 (SE: 0.34) and
School C with 5.66 (SE: 0.30) (See figure 6.11), are both private schools. School H is
located in the city while School C is very near to the District Administration Head Office.
These results suggest that the public/private divide has more of an impact on student

achievement than the geographical location of the school.
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Figure 6.11: Mean score/performance of 30 students each in nine schools on Topic 7
Note: Refer table in Appendix 7 for mean score, Standard Deviation and Standard Error

6.9.8 Topic 8: Constitutional Bodies

Students are assessed on their understanding of the constitutional organisations vis-a-vis
their roles as an overall mechanism to maintain inherent checks and balances in
governance and the necessary conditions under which a typical constitutional body should
function. The scores demonstrated a similar trend to other sections of the test addressed
above. Briefly, schools B, G and A scored the highest and school C the lowest. School B,
G and A have the mean score of 6.80 (SE: 0.25), 6.73 (SE: 0.24) and 6.50 (SE: 0.25)

respectively.
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Figure 6.12: Mean score/performance of 30 students each in nine schools on Topic 8
Note: Refer table in Appendix 8 for mean score, Standard Deviation and Standard Error

6.9.9 Topic 9: Gross National Happiness (GNH) and Good Governance
GNH is a term with which no Bhutanese person would be unfamiliar. It is a term widely
used by all sections of the population. Different people use the term in different contexts
and with varying connotations. But the fact of the matter is that GNH is based on certain
specific beliefs and premises and a clear understanding of these is essential for a holistic
understanding of GNH. GNH has defined pillars and fundamentals, which are then
propounded into further variables and factors. A clear description of these for the reader

who is not familiar with them can be found in Chapter 2.

When assessed on their understanding of the concept and principles of GNH, students
from the majority of the schools only scored in the Second and Third Divisions. Students
from School A were the only ones who scored in the First Division with a mean score of
6.56 (SE: 0.39). Students from all the private schools in this area have mean scores below
4.63. Amongst the private schools, it is again the same School H that had the lowest mean

score of 3.16. Given the importance of GNH to Bhutan, this limited knowledge
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demonstrated by students is of concern and this issue will be followed up in the

discussions contained in subsequent chapters.
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Figure 6.13: Mean score/performance of 30 students each in nine schools on Topic 9
Note: Refer table in Appendix 9 for mean score, Standard Deviation and Standard Error

6.9.10 Topic 10: Parliament

School A has the highest mean score of 7.06 (SE: 0.26) while school H has the lowest
mean score with 5.63 (SE: 0.34). As has been previously identified, both schools are
urban suggesting that the public/private divide has more of an impact on student

achievement than the location of the school.
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Average Performance for Topic 10
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Figure 6.14: Mean score/performance of 30 students each in nine schools on Topic 10
Note: Refer table in Appendix 10 for mean score, Standard Deviation and Standard Error

6.10 Comparison between independent groups of respondents

Comparative analysis of all ten topics between independent groups of schools was
conducted to assess statistical differences between the means of two or more independent
groups of respondents on a single dependent measure. In the case of this study, R (R Core
Team, 2014) tests were conducted on the differences in scores of 10 topics by category of
school (i.e., between public and private schools), by school location (i.e., between urban
and semi-urban schools), by region (i.e., schools from East, Central and West), by
streams (i.e., arts, commerce, science, and rigzhung), by gender (i.e., between boys and

girls), and by status (i.e., boarding and day scholar).

Initial modeling (Appendix 11) indicated that ‘region’ and ‘location’ were not
significant factors in the model. From the backwards selection procedure (Appendix 11
and 12), the optimal model contained only the covariates ‘topic’, ‘category’, ‘stream’,
‘gender’, ‘status’ plus the interaction terms between ‘topic’ and ‘gender’ and between
‘topic’ and ‘status’. The interaction terms ‘topic:gender’ and ‘topic:status’ indicated that

the effect of ‘gender’ and ‘status’ on student scores was inconsistent across the 10 topics.
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Although ‘gender’ and ‘status’ were not significant effects on their own in the analysis,
they were retained in the final model owing to the significant interactions that they both

had with ‘topic’.

6.10.1 Private vs. public
From the school category plot (Figure 6.15 and Figure 6.16), there appeared to be a

strong effect of category on student score, with government schools having a higher mean
score than private schools. From the summary output of the Generalized Linear Mixed
Model (GLMM) analysis (Appendix 13), it was observed that school category had a
strong effect on student scores, with private schools having significantly lower scores
than students from public schools (z score = -6.846; Pr>|z| = 7.61 e-12) (refer Appendix
13).

Table 6.10: Number of students under different marks band (school category)

Schools 0-9 10- 20- 30- 40- 50- | 60- | 70- | 80- 90- Total
19 29 39 49 59 69 79 89 100
Private 0 0 0 6 35 37 12 0 0 0 90
Government 0 0 0 1 21 74 58 22 4 0 180
Total 0 0 0 7 56 | 111 70 22 4 0 270
0.6 =
0.5 ==
0.4
:
< 0.3
=
0.2
0.1
0.0
3 T
CATEGORY

Figure 6.15: Government — Private performance
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Figure 6.16: Government — Private performance in ten topics

6.10.2 Location-wise comparison (urban vis-a-vis semi-urban)

Students in urban schools appear to have performed slightly better in the test than
students in semi-urban areas, as shown in Figure 6.17; however, this difference was not
statistically significant (z = 1.211; Pr>|z| = 0.226) (refer Appendix 11). Students in
schools in urban locations seem to have displayed more knowledge of democracy,
parliament and government while schools in semi-urban areas have shown better
performance in citizen and voting, election and formation of political parties, and GNH
and good governance. The overall difference in performance is shown in Figure 6.17 and

the breakdown by topic area is illustrated in Figure 6.18.

Table 6.11: Number of students under different marks band (location)

Schools | 0-9 10- 20- 30- 40- 50- 60- | 70- | 80- 90- Total
19 29 39 49 59 69 79 89 100
Urban 0 0 0 5 27 57 45 15 1 0 150
Semi- 0 0 0 2 29 54 25 7 3 0 120
urban
270
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Figure 6.17: Overall urban and semi-urban performance
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Figure 6.18: Comparison between urban and semi-urban in topic wise performance
6.10.3 Regional performance comparatives

From the exploratory data plot (Figure 6.19 and Figure 6.20), it can be observed that a

trend existed between student score and school region with the mean performance of
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students from the schools in the East higher than students from the West and the Central

region. However, there was no significant statistical difference between the mean scores

of schools in the Central region and schools in the Western region (z = -1.060; Pr>|z| =

0.288) (refer Appendix 11) and schools in the Central region and schools in the Eastern
region (z = 1.276; Pr>|z| = 0.202) (refer Appendix 11). Moreover, when a likelihood

ratio-test was conducted to determine whether ‘region’ should be included as a factor in

the final model, it was found that the p-value indicated ‘region’ should be dropped from

the model (Likelihood ratio test score =2.417, Pr (Chi) = 0.2986).

Table 6.12: Number of students under different marks band (region)

Regions | 0-9 10- 20- 30- 40- 50- 60-69 70-79 80-89 | 90- | Total
19 29 39 49 59 100
Eastern 0 0 2 17 25 31 12 3 0 90
Region
Central 0 0 0 15 51 21 3 0 0 90
Region
Western 0 0 5 24 35 18 7 1 0 90
Region
0 0 7 56 111 70 22 4 0 270
0.6 q ==
0.5
0.4
X
T 03
=
0.2 |
0.1
0.0 -
o o o
O w =
REGION

Figure 6.19: Overall regional performance

163




0.7

0.6 1

0.4 1

MARK

0.3 1

0.2 1

0.1 1

o0 / T NN W Em Sl .

TOPIC

Figure 6.20: Comparison among three regions in topic wise performance

6.10.4 Stream-wise comparisons

Out of four different streams of studies, only students in arts continue to study civics in
classes 11 and 12, whereas students in science, commerce and rigzhung do not do so.
There appeared to be a trend in student score according to stream, with commerce
students appearing to have low overall grades compared to the other streams, and science
students appearing to have higher scores compared to other streams (Figure 6.21). From
the summary output of the GLMM analysis (Appendix 13) it was observed that there was
a significant effect of stream on student scores, with students studying in the commerce
and rigzhung streams having lower scores than students in the arts stream (commerce vs.
Arts z score = -8.35; Pr>|z| = <2e-16; RIG vs. Arts z score = -4.149; Pr>|z| = 3.34 e-05),
while students in the science stream had significantly better scores than the arts students
(z score = 2.832; Pr>|z| = 0.00463). Science stream seems to have higher strength in
topics such as Democracy, Government, Local government, Election and Formation of

Political Parties and Constitutional Bodies (Figure 6.22).
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Table 6.13: Number of students under different marks band (streams)

Streams 0-9 10- 20- 30- 40- | 50-59 | 60- 70- 80- 90- | Total
19 29 39 49 69 79 89 100
Arts 0 0 0 2 11 27 21 7 1 0 69
Science 0 0 0 0 8 23 29 12 3 0 75
Commerce 0 0 0 5 30 44 15 2 0 0 96
Rigzhung 0 0 0 0 7 17 5 1 0 0 30
Total 0 0 0 7 56 111 70 22 4 0 270
0.6
0.5
04
X
=
S 0.3
0.2
0.1
0.0
< (@) 0] (d))

STREAM

Figure 6.21: Stream comparison
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Figure 6.22: Comparison among different streams in topic wise performance

6.10.5 Gender-wise comparison

Comparative analysis of scores under each topic between boys and girls was carried out
to see the difference in their performance. It was observed from the summary output of
the GLMM analysis (Appendix 13) that there was no significant effect of gender on
student scores (z score = 1.873; Pr>|z| = 0.06104) (Appendix 13). However, there was a
strong significant interactive effect between gender and topic (z score = -2.852; Pr>|z| =
0.00434) (Appendix 13). From the post-hoc testing of the significant interaction term
‘topic: gender’, it was found that female students had significantly better scores for topic
GNH and Good Governance (Topic 9) (Figure 6.24) (Bonferroni corrected P-value =
0.000267), whereas for the other topics there were no significant differences in mean
scores between males and females (Appendix 14). Even from the exploratory data plots,

there did not appear to be any strong influence of gender on student score type (Figure

6.23).
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Table 6.14: Number of students under different marks band (gender)

Schools

10-19

40-49

50-59

60-69

70-79

90-

100

Total

Boys

30

56

36

12

142

Girls

26

55

34

10

128

Total

56

111

70

22

GENDER

Figure 6.23: Gender overall performance
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Figure 6.24: Gender comparison in topic wise performance
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6.10.6 Status comparison (boarding vs. day scholar)

From the summary output of the GLMM analysis (Appendix 13), it was noted that there
was no effect of status on score (Z score = - 0.509; Pr>|z| = 0.61074). From the post-hoc
testing of the significant interaction term ‘topic:status’ interaction, it was found that
boarding students had significantly higher scores than dayscholars students for topic
Local Government (Topic 5) (Figure 6.25) (Bonferroni corrected p-value = 0.000401),
whereas there were no significant differences in scores between B and D students for the

other topics (Appendix 14).

Table 6.15: Number of students under different marks band (status)

Schools 0-9 | 10- | 20- | 30- 40- | 50-59 | 60- 70- 80- 90- | Total
19 | 29 39 49 69 79 89 100
Boarding 0 0 0 2 35 77 49 13 4 0 180
Day scholar 0 0 0 5 21 34 21 9 0 0 90
Total 0 0 0 7 56 111 70 22 4 0 270
0.8
m B
oD
0.6
x
< 04
=
0.2 ;
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TOPIC

Figure 6.25: Status (day scholar and boarder) comparison in topic wise performance
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6.11 Conclusion

In general, the modelling results show that the majority of the students who participated
have scored in the second divisions and a very few achieved distinction level in civics.
The gap between public and private schools was demonstrated consistently in the
analyses. To some extent, the performance of different streams indicated that science
students appeared to have higher scores than the other three streams, despite the fact that
students in the science stream do not continue to study civics education in Classes 11 and
12. Only the students in the Arts stream continue their studies in civics through Classes
11 and 12. Looking at the performance by gender, although there is no difference in
marks, there is difference in the topics of interest. For instance, boys have performed
better in topics such as Constitution and Local Government while girls have performed
better in GNH and Good Governance, and Citizens and Voting. It is interesting to note
that marks scored by students of three regions suggest lack of significant variations in
terms of overall student performance across the regions of the country, which reinforces
the indication that variations are mainly amongst the performance between the
government schools and the private schools. Out of the ten topics, students had the lowest
achievement levels in Fundamental Rights and Duties, Constitution and GNH and Good
Governance (Refer to Topics 3, 2, 9 respectively and appendix 16). The results
demonstrated in this chapter were used to prompt discussion amongst the various
stakeholders in Stage 2 of this study. Trends identified in this chapter will therefore be
followed up in the subsequent analysis chapter(s) and finally woven into a discussion.

Thus, the next chapter addresses the analysis of subsequent data collection.
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Chapter 7:
Qualitative results: Stakeholders’
experiences and perspectives

7.1 Overview

As stated in Chapter 5 regarding the research methods deployed for this thesis, this
chapter dwells on the qualitative method used for the research. This method entailed
conduct of semi-structured focus group interviews with students and semi-structured
interviews with teachers, civics curriculum writers, civics curriculum officer, and other
stakeholders representing constitutional organisations. Semi-structured interviews with
prominent stakeholders were conducted as the civics curriculum, manifested in the form
of civics textbooks in schools, have immense educational content about their respective

offices of constitutional bodies.

Verbatim records were produced from the audio interview records. Upon careful
listening and understanding of the words, phrases and intentions from the verbatim
records, themes were drawn, analysed and reported using codes from Chapter 5 (Table

5.4, 5.6 and 5.8) in this chapter hereunder.

7.2 Focus group interviews with students

Interviews were conducted with 54 high school students from nine schools, involving six
students from each school (Refer Chapter 1). These students who would soon become
adults were interviewed to find how civics education was taking place in their schools.

Analysis of the interview records with students mainly covered three concerns:

* Their perceptions on the relevance of Bhutan Civics content;

* Bhutanese values learnt through civics; and,
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* Students’ experience of learning civics-related knowledge other than through

classroom learning.

Themes were drawn based on the above three bases and any other pertinent issues
indicated subtly or inferred from the interview. This is necessary as qualitative content
analysis can have emergent flexibility. Themes and issues are explained in the form of

flowcharts (Figure 1-27) below.

7.2.1 Misplaced understanding of importance of civics education
Majority of students had viewed civics as a study of political structure of a country and
therefore meant for only those who aspire to become politicians in future. Their such
misplaced understanding of civics education was reinforced with lesser time and
resources allocated for it in schools. Factors that contribute towards undermining the

importance of civics subject are shown below in figure 7.1.

Civics is not important
because

|
{ | { {

Schools don’t Teachers allocate less time Students don’t see There is not a lot of
give much time to to civics compared to other relevance to their marks allocated to
teach History. History subjects. own lives. subject.

¢ ! { !
|

Because it is not
important why
bother to study.

Figure 7.1: Incidental factors that undermine the importance of civics subject

Interviews with students seem to reveal that not many students think that the civics
subject is important. They are of the opinion that because the government (Ministry of
Education) has allotted just 15-20% of the total history marks to civics content, the topic
is not important. With just three periods in a week for the history subject (which
comprises civics, Bhutan history, Indian history and world history) teachers somehow

manage to divide these three periods among the four sub-history subjects. Students
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explained that, considering the limited time at the teachers’ disposal, they simply touch
on the chapters and rush through without going into content in any depth. Students
perceive that teachers tend to neglect civics since they have to focus on Bhutan history,
world history and Indian history all of which have more marks available in the
examination. A student from School B said: ‘Because more weighting is given to Bhutan
history, world and Indian history, students tend to focus more on them resulting into
neglecting civics’ (B, 2, FG). A student from school G said: ‘We have a notion that HCG
(history, civics and geography) is considered to be a minor subject, and then from them,

civics was again minor’ (G, 4, FG).

Rightly or wrongly, civics education has been viewed as a subject meant for
politicians and thus something that is not very relevant for others. Contributing to this
viewpoint is the fact that civics textbooks, more often than not, generally contain chapters
on democracy and its forms, government and types of governments. However, some
students express that civics should be more than a study of democracy, politics and
institutions of offices. They feel that the teaching-learning methods and materials for
civics should accordingly extend beyond the mundane textbook-oriented classroom
teaching-learning methods. This concern is echoed when a student in school B said,
“There should be talks on civics (probably to let students understand what civics is all
about) as most students think that civics is only about politics, many students do not
aspire to become politicians and therefore do not pay much importance to civics subject’

(B, 2, FG).

Again, it is not fair to blame just the students for not paying adequate attention to
subjects like civics because teachers too do not get enough time to impart the content to
students as they have just three periods a week and within those three periods, they have
to manage three history subjects (Bhutan, Indian and world) in addition to civics. One
student from school G mentioned, ‘We had a notion that History Civics Geography
(HCG) is considered a minor subject, among them civics is again a minor, so [ was not

interested’ (G, 4, FG).

Since they participated in a group interview, students learned from each other during
the course of the interview. For instance, one student at the beginning of the interview
clearly expressed an opinion that civics was a subject more for politics and was about

government forms and structures. Towards the close of the interview this student

172



indicated that civics had broader scope than this. One student in School C commented
that if all of us understood civics properly, it would build an inherent checks and balances
mechanism in the government system. Such an understanding of the civics subject by the
citizens would contribute towards controlling corruption in the country. A better
appreciation of what and how the government functions may contribute towards a

reduction in untoward behaviour and action by civil servants.

7.2.2 Innovate civics teaching-learning practices
Students find the terminologies used in the textbooks very unfriendly to understand and
comprehend by themselves. This is further coupled with scanty teaching time available to

the teachers, as reflected in the following figure 7.2.

Civics is viewed as
’ difficult subject.

|
{ ! ! !

Teachers do not get Procedures of any national
enough time to

. . Having to
political events is read from the

Difficult terms used
in the textbooks.

explain the essence
of subject.

text which becomes difficult for
students to visualise.

memorise the
facts.

|

!

!

Improve textbooks
and suppliment with
varieties of teaching
materials.

Figure 7.2: Civics as difficult subject due to constricted teachings

Many students expressed the need to simplify the language used in the textbooks. A
student from school B says that words used in the textbooks are ‘high standard’ (B, 2,
FG) and student from school E states that the words or terms used in textbooks are
‘bombastic’ (E, 2, FG). Legal and constitutional terminologies would need to be followed
by equivalent terms in Dzongkha within brackets for teachers to explain to the students.
One student in School H remarked, ‘When we look at the book, it’s good but there are
many hard words which are difficult to understand’ (H, 2, FG).
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Inadequate time spent in teaching civics in detail contributes to students’ perceptions
that civics is a difficult subject because students feel that teachers do not have enough
time for in-depth teaching. Teachers are mandated to cover the syllabus and they have to
complete the required chapters in the given time frames. Therefore, teachers are forced to
race through content. In the process, students have little time to develop their
understanding and hence find the subject difficult to learn and study. One student in
School D said, ‘we don’t understand anything as teachers can just touch on what is there

in the text and do not get time to go beyond to get more information’ (D, 3, FQG).

Students feel that their classroom teaching from the civics textbooks should be
supplemented by real physical visits and learning. For example, after the teacher teaches
the processes and procedures of parliamentary affairs, students tend to simply memorise
these step-wise procedures by heart without actually grasping how they are conducted
practically in the Parliament. Therefore, students say that they should ideally visit
Parliament or local government sessions so that they could mentally connect their
experience from such visits to the textbook information. One student in School I said, ‘In
our civics books they have all the procedures, procedures for the National Assembly,
what happens, ... [ wish we could all get opportunities to go to the Assembly and really
see how it goes, the processes’ (I, 2, FG). Another student from School E said, ‘we want
to see how gups (Block Headmen: Block is made up of several villages) function and how

court functions’ (E, 4, FG).

7.2.3 Call for living civics textbooks/content

Students opine that the civics textbooks have been there for too long. With already the
second parliamentary election experienced by the nation, the present civics textbooks do
merit revision with updated information and the state of dawning reality. Some of the

critical observations shared by the students are shown in the figure 7.3 as under:
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Figure 7.3: Additional learning materials beyond the thoughts of first civics writers

Students talked about the inadequacies of information in the textbooks. Simply
learning from the textbooks does not enable the students to properly understand the
meaning and procedure of certain political events that take place in formal settings. As a
result, many students have opted to join the Democracy Club in their respective schools.
A student in School A said: ‘In civics we just focus on what is given in text but in
democracy club we focus broadly on the norms and rules. We not only stick to the written
statement but also relate to the day-to-day life. In club, we have combination of practical

and theory part, so we learn more (A, 6, FG).

Students feel that civics textbooks do not have the details of the issues discussed in
any particular chapter. For instance, students feel that the chapter on the Constitution
should have information on more Articles and Clauses. Likewise, the chapter on the
government could have additional details like names of government ministries, their roles
and responsibilities and the generally expected qualifications and experience of those who
could become ministers. They feel the content in the textbooks is very general. This
means they have to supplement textbooks by reading newspaper and other materials. A
student in School D said: ‘Text just touches the surface, it’s general but what actually

happens and how it functions and all, but in real situation how it works, we get to know
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from media. Text isn’t enough to make us understand better, how it actually prevails’ (D,
3, FG).

Students also feel that the civics textbooks are getting outdated and there is a need for
revision at the earliest. The present textbooks were written prior to 2008 when the country
had just introduced parliamentary democracy. Now that the country is already into its
second elected government, there are adequate experiences and examples to incorporate
into the civics textbooks. To quote one student from School C: ‘It’s high time that we
update our text as now we have experienced democracy ourselves and can actually come
up with examples based on our own system of government’ (C, 1, FG). Therefore, one
common voice that came out loudly from this interview is the need for civics textbooks to

be updated at least every five years.

Further, students wished to see chapters on other laws such as the penal code
provisions that are most relevant to the youth for juvenile delinquency issues. The
alternative was for teachers to use supplementary classroom teaching-learning materials
to cover this content. A student in school I suggested ‘if the teachers could bring in books
like The Raven Tells a Story’ (1, 1, FG) this could be very useful study material for
students. Overall students were clear about the need to make civics textbooks as
comprehensive as possible with relevant new chapters and the need to update the

textbooks at least every five years.

7.2.4 Unattractive civics textbooks: A deterrent factor

It is learnt from the students that the present textbooks are not attractive enough to
generate, and even retain, interest and enthusiasm to read and learn continuously.
Students point to host of attributes of the textbooks that actually deter them from reading,

some of which are captured in the figure 7.4 below.

176



Unattractive text deter
student learning.

|
| | { !

Civics textbooks are too
wordy. Some pictures
can be added.

\ 4 A l l
{

Relook into overall
presentation of the text.

Absence of fun facts in Lack of visual Dull and unattractive
between. illustrations in the text. cover page.

Figure 7.4: Elements of textbooks that put away students from reading

Students explained that the textbooks are very wordy and have minimum or no
attractions, whatsoever, to draw students’ interest to read and learn from. The present
textbooks are printed in black and white, which reduces students’ enthusiasm to read
them. They say that the writers and others who were involved in preparing the publication
have overlooked the reality that the students who would be reading these textbooks are
still young people. Youth are more attracted towards colours and pictures. There should

be pictures and visual illustrations at regular intervals in those pages of the textbooks.

Lengthy paragraphs should be punctuated by appropriate flowcharts, cartoons and
drawings to retain students’ interest to continue reading into subsequent pages. Some ad
hoc fun facts, if randomly inserted between relevant paragraphs or topics, would be more

useful to enliven students’ interest to learn more from the textbooks.

Students said that the cover pages of the textbooks are very dull and unattractive and
this does not encourage them to read into the pages inside. Therefore, they recommend
that professionals should be invited to design a cover page, which should create that drive

of ‘I want to study’ the textbook (G, 3, FG).

7.2.5 Students’ interest dependent on teachers’ subject proficiency

Students were emboldened to admit that the problem with studying civics subject was not

just the unattractive textbooks but the teacher as well. Effective teaching by highly
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subject-proficient teacher would enhance students’ interest in the subject. The following

figure 7.5 shows some of the general expectations of students from civics teachers.

Importance of teachers in
generating interest in students.
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Figure 7.5: Generally expected traits of a civics teacher

Three overriding findings that came out from the interview with students are ‘civics is
a difficult subject’, ‘it’s not important subject’ for them, resulting in a ‘lack of interest’ to
study civics. While the first point, that civics is difficult subject, could be true for various
reasons, the second point focuses on students not understanding the relevance of civics to
their lives, which then leads to the knock-on effect on students losing interest in the
subject. Many students felt that the way they were taught civics contributed in their
development of these perceptions. Teachers do matter in generating students’ interest in a

topic.

One student from School B, when asked why they were not interested in learning
civics, said: ‘For me it depends on teachers that teach us any subject’ (B, 4, FG). It is
clearly important that teachers should make their teaching of civics interesting to the
students. Many students suggested this would be helped if they had a teacher who was
trained as civics teacher. A civics teacher should be someone who is experienced and has
a thorough knowledge of the Constitution and other legislation, government policies,
rules and regulations. Students do not wish to be taught civics by any general history
teacher. One student from School G, apparently a science student, when asked if we could

separate civics from history, said, ‘As I’m a science student we have two teachers for
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chemistry, one physical chemistry and one organic chemistry and they supplement each
other’ (G, 2, FG).

On the whole, students want to be taught by a civics teacher who can inspire them and
retain their interest in the subject. They want civics teachers to teach in a more animated
way rather than making students memorise the facts from the textbooks. Civics teaching
should make use of video clips, visual displays, media clips and newspaper cuttings in the
classroom to make the teaching interesting and lively. Civics lessons should involve as
many practical exercises as for any science lessons. Therefore, civics teachers should be
provided with periodic professional development training to keep themselves abreast of

emerging legislative developments.

7.2.6 Demand for a variety of teaching-learning experience
Teaching of civics subject should not just restrict to learning from the textbooks chapters.
Students feel that their classroom learning based on textbooks should be supplemented

with various other means of learning, as contained in the figure 7.6 below.
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Figure 7.6: Numerous teaching-learning modes outside of mundane textbooks teaching

In discussing the content of textbooks and the importance and role of teachers,
students also expressed how they wanted their civics classes to be conducted. Students

argued that they would like to have hands-on experience, such as interacting with people
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who are involved in elections and local government and watching parliamentary sessions
to supplement their learning. One student from school B said, ‘my illiterate father seems

to know more than me during the time of election’ (B, 5, FG).

In Bhutan, an election activity in districts is generally preceded by numerous
awareness and advocacy campaign by the Election Commission on the rationale and
importance of the election, the roles of the public as voters and the rules and regulations
of candidates contesting in the election. Therefore, students expressed that they would
learn more and retain the information in their minds if they learned from videos and TV
clips, listened to guest lecturers, visited local government meetings and witnessed
parliamentary sessions live either on TV or by physically visiting the Parliament House
during the parliament session. Such additional knowledge obtained through various
modes would reinforce their knowledge obtained from the textbooks. Many students are
familiar with group presentation but they would certainly like to try different ways of
learning civics. In addition to what they said about the teacher being the catalyst to impart
any subject, pedagogy that they use both in and outside the classes would also matter for
effective teaching and learning. If the civics classes were to be stimulating and thought-
provoking to the students so that they become more enthusiastic to read civics, they
would want to learn civics through multiple teaching methods using different teaching
materials. The students would wish to supplement mundane lecturing method with video
and media clips. They would want to collect additional information from newspaper
cuttings and similar external sources. As a solution to the inadequate facts and materials
available from the textbooks, students expressed that the teacher’s routine teachings in
classes should be complemented with talks from guest lecturers on various themes and

chapters from the textbooks.

7.2.7 Diverse views on values education through civics lessons
A gamut of views was gathered from the students if civics subject could impart value

education, as depicted in the figure 7.7 below.
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Figure 7.7: Mixed views on civics subject for values education.

The interview with students provoked a lot of discussions on values education and
students questioned the role of imparting values issues into civics education. Some
students vehemently believed that civics lessons are all about politics and it would not be
proper to mix politics with values. This group of students opined that values have
commonality with religion while civics has no reference or connection to religion. Thus,
religion and politics are two different concepts or phenomenon. Therefore, the concept of

values cannot be mixed with the civics education.

In contrast, some students stated that civics lessons should entail learning of the
fundamental rights and duties of citizens. Studying the fundamental rights and duties of a
citizen requires an examination of underpinning values and such connected concepts. One
student from School B said that values could be infused through the topic Fundamental
Duties and Fundamental Rights. Some students connected learning civics to some
universal concepts of ‘cause and effect’, which is described as Ley Jumdrey in the
Bhutanese perspective. To quote another student in School B on Ley Jumdrey: ‘What
goes around comes around. In case of voting, if we take good decision then we will be
blessed with good things’ (B, 6, FG). To extrapolate the intention of this student, a voter
should take a free and fair decision while deciding to cast his or her vote in favour of a
particular candidate or political party and not be influenced and swayed by other
conflicting reasons of personal interest. There are stories from around the world of

elections being rigged or voters being bought for some financial gains in return for their
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ballots in favour of one particular candidate or political party. If our government or
people’s representatives are elected through such morally unhealthy means, then the
outcomes of such a government, be it policy-making or legislation, development plans or
economic activities, would tend to gear towards benefiting only those particular voters or
political party supporters or sections of the society at the expense of ignoring the national
concerns of general citizens. Such a practice would breed inequity, unfairness and lack of

justice in the society.

From this perspective, if civics lessons have connection to voting and elections and
therefore to politics, then taking into consideration concepts of ‘cause and effect’ (or Ley
Jumdrey), one may conclude that civics lessons through study of politics (election) does
relate to values education. Similarly, civics education would cover issues such as a sense
of social responsibilities, patriotism or brotherhood, which are fundamentally universal
concepts of love, due consideration for others and ultimately human values. Therefore,
civics education should not consist only of parrot-learning the legal provisions of the

Constitution but should encourage discussion of such universal human values.

7.2.8 Civics: A lifelong subject

It is a heartening observation to discover students’ appreciation on the importance of
civics subject as a matter of lifelong learning text. Many students unfortunately conceive
civics subject only to pass the examination and further miscomprehend civics knowledge

as simply constricted to the textbooks. These concerns are expressed in the figure 7.8

below.

1R2



Lifelong learning of

! | !

Students learn only for Civics learning is Civics learning is only for

restricted to students arts students and not
only through text books. for other streams.

{ } J
|

Civics subject is for all streams till
year 12 and civics learning should
be available through other
publications, e.g. comics .

exams till now.

Figure 7.8: Civics as universal and timeless subject

Some of the science and commerce students identified that they were not able to study
civics after class 10 as civics remains as a subject only for arts students after class 10.
One student from School D commented with concern on ‘How to keep in touch with
civics especially those who took science and commerce’ (D, 2, FG). One of the students
from School B, apparently a science student, admitted with shame that he would not even
know the pillars of GNH as he had studied civics only for examination (B, 5, FG). One
commerce student from School G shared his idea that if some components of civics could
be added to subjects such as economics, this would enable students in commerce to
continue their civics education (G, 5, FG). Alternatively, a student from School H
proposed that: ‘for science and commerce students, at least one period is given to study

civics in a week’ (H, 5, FG).

Similar concern was also expressed by rigzhung students that they too ‘need to study
civics as Bhutanese’ (F, 2, FG). To encompass the need for continuation of civics
learning till Class 12, ‘the study of civics be continued to Classes 11 and 12 as a separate
subject, so that students do not lose contact with civics’ was proposed by one student

from School B (B, 4, FG).

Students shared their appreciation on the importance of civics education that ideally it

should be learned for life as citizens. Learning civics should not only be construed as a
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preparation to join a political party. Rather civics contributed to an understanding of
one’s role as a citizen and contributing to a spirit of brotherhood. One student from
School B said, ‘Learning civics for me, it makes me to be a good citizen, it rekindles a

sense of patriotism and a sense of nationalism’ (B, 2, FG).

Students also shared their perception that civics education would promote a checks
and balances mechanism in the governance system. A country with impeccable
governance structure coupled with high standards in citizens’ civics knowledge would

have a strong oversight mechanism. This is attributable to two factors:

First, the level of civics knowledge of the citizens would determine the overall
standard of morality, integrity and honesty in the society. The higher the morality,
integrity and honesty of the citizens, the more efficient the country’s overall checks and

balances system is likely to be.

Second, when the society as a whole has a high level of civics education, the
leadership at the helm of the government will, most often, be cautious and wary of
unnecessary and unpleasant interference and interventions by the citizen groups. Student
from school D said: ‘There should be more information in civics. If we know what
government is doing then people will think they must help the government’ (D, 6, FG).
Another student from school G said that having civics knowledge ensures transparency

and accountability (G, 1, FG) in the system.

Therefore, advocacy and awareness campaign to promote civics education for life for
all the citizens will not only support the students of science and commerce streams to
continue their civics learning programmes but also promote the country’s overall level of

governance.

7.2.9 Need for a common definition of civics education

Students, as espoused in figure 7.9 below, expressed understanding of civics in various

forms and levels.
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Figure 7.9: Civics expressed in different forms and levels

When the students were interviewed on their understanding of civics education, one
common view emerged that civics education is all about laws, rules and regulations and
the government. One student from school E defines civics education as government’s
rules and regulations’ (E, 1, FG). While one student from School F said: ‘Civics is
understanding of democracy, e.g., how to cast votes, roles and responsibilities of NA and
NC, and discussion in the parliament. And also roles and responsibilities of citizen’ (F, 2,
FG). From such definitions of civics as understood by students, one can deduce that
students simply connect civics to the study of how government is formed and the system
of election, and roles of the Parliament. Sadly, only few students appeared to comprehend
civics as the study of why government is required and what they are really for. Some
students would confidently remark that civics is a study of politics and therefore meant

for adults, and not for them.

However, there are some students who think of civics as study ‘which refers to
knowledge about “Tsawa Sum” (King, country and people)’ (E, 4, FG). But again, they
miss the point of why there should be a king, or rather a leader for the country and
people. Furthermore, students have not started to think about the King who is a head of
the state as opposed to the Prime Minister who is the head of the government and who is
elected as one of the people’s representatives. As described earlier, students do not seem

to think that civics encompasses a broader aspect of study beyond the practical
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circumstances of election, voting, and formation of government, and other facts and

figures.

Nonetheless, there are a few students who would think of civics as the study of the
nation and concepts of nationalism, patriotism and brotherhood amongst the citizens.
Some students would also express, albeit with some degree of tentativeness in their
thoughts and expression, that civics should incorporate the issues of fundamental rights
and fundamental duties. And, anything that is connected to fundamental rights and duties
should have a connection to the concept of values. Thus, all the above different thoughts
expressed by students on how civics is generally understood are ultimately an expression
of how civics education is generally understood in the Bhutanese society, either rightly or
wrongly. Therefore, it is observed that there is a need for a holistic definition of civics
education that embodies both the factual and the intrinsic aspects of government, society,

social hierarchical structures, and so on.

7.3 Teachers’ interviews

Semi-structured interviews were conducted with 13 teachers representing the nine schools
in the sample group. The researcher derived core themes based on teachers’ experience of

teaching civics and other pertinent issues that emerged from the interviews.

7.3.1 Less weighting in the exam: A demotivation for students

Just as students claimed that less weighting in examination was one of the reasons for
their apathy towards studying civics, teachers too expressed students’ apprehension to
devote much of their time to a subject that has no positive examination consequence.
Obviously, students will have to devote more of their time to the subjects that carry more
marks in the examination. One teacher from School I said, ‘weighting influences the
interest of students in civics’ (I, 1, FI). Figure 7.10 depicts the negative consequence on

teaching and learning of civics subjects due to low weighting.
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Figure 7.10: Consequences of limitations on teaching-learning of civics due to low
weighting

As the subject is allocated only 20% weighting in the final examination, teachers are
compelled to set very few questions, which is actually very difficult for them. One
teacher from School B said, ‘I think there should be more weightage on civics because so
far if we set questions it is very specific and limited questions compared to other history
subjects as it is restricted by marks’ (B, 1, FI). The teacher, here, claims that the main
history subject has higher weighting and so they can set more questions. But for civics,
teachers cannot set more questions, as the subject is constrained in marks’ weighting.
Therefore, they are required to set very limited number of questions that make them focus

on only a few specific areas as opposed to many areas in the textbooks worth examining.

Teachers say that they are allowed just three periods in a week where they have to
squeeze in three different sub-subjects: history, civics and Indian and world history.
When they are allocated only three periods per week for teaching three history subjects,
obviously they will prioritise the subject that carries more weighting in the examination.
As a result, owing to just 20% weighting, civics would, most often than not, receive the
minimum time allocation. One teacher from School D said, ‘We have history, civics, and
world history and all together we have three periods in a week and I don’t know whether

we can give justice by giving more information within this time’ (D, 1, FI).
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So, if students’ interest is to be raised, there is certainly a need to re-examine the
overall marks weighting and reallocate a deserving percentage of marks so that students
devote a fair amount of their time to all three sub-subjects of the history subject.
Accordingly, teachers could also cover more aspects of civics in the class if they had

more than three periods in a week.

7.3.2 Time constraints: A hindrance to effective civics lessons
Teachers acknowledged in the interview their difficulty in teaching civics. Given the time
constraint issue, that is, three periods a week for three history subjects, teachers find that

they are unable to complete the syllabus.
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v
L v Y

Unable to engage in
Lecturing the content. recommended

Unable to go beyond

text.
activities.

| y }
|

Results in ineffective
civics content delivery.

Figure 7.11: Limitations on teaching-learning of civics due to time constraints

Further, civics is fairly a new subject and students do not easily understand the
chapters in the textbooks. Despite this, teachers are unable to provide more time to civics.
One teacher from School F said, ‘we cannot focus on activities because of insufficient
time. We cannot help but go for lecture method in order to complete syllabus’ (F, 2, FI)
(See figure 7.11).

As the present civics is a new subject, there is a formally published Teachers’ Guide to
help teachers plan their lessons and teach in the class accordingly. However, the teachers

admit their inability to follow the Guide’s recommended teaching activities due to
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shortage of time. All these recommended activities are very time-consuming. One teacher
from School G said, ‘Teachers’ Guide, some activities are relevant and some are more
time-consuming, so we are not able to carry out’ (G, 1, FI). Some teachers say that while
the Teachers’ Guide suggests they teach civics using displays and activities, these are not
practical as one teacher from School B said, ‘because here we have very limited periods.

If we conduct regular activities, we won’t cover syllabus’ (B, 1, FI).

Again, with the intent to make the civics learning process interesting, teachers would
like to invite guest speakers to talk on certain elements of the syllabus. However, the time
constraints make this impossible as well. Therefore to sum up, it is apt to quote one
teacher from School I who said, ‘Three separate books, vast syllabus and just three
periods a week makes very difficult to teach’ (I, 1, FI). Thus, all these situations

contribute towards ineffective teaching of civics content to the students.

7.3.3 Priority for civics and Bhutan history
Just as students, teachers too expressed that one of the reasons for negligence of civics
subject is the perceived lesser priority accorded to civics and Bhutan history. Figure 7.12

below suggests a few alternatives to raise profile and importance of civics in the minds of

students.
Give importance to
Bhutan Civics and
History
Retain the present Increase weighting and Reduce Indian and world
status of Bhutan content in the area of History both in terms of
History. civics. weighting and content.
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v

Students may pay more
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Figure 7.12: Possible alternatives to raise the importance of civics

Teachers shared their opinions and ideas on how to make civics more interesting to

students. They say that civics should be first allocated more examination weighting to
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motivate students to study civics more. Along with increased exam weighting allocation,
time allocation should also be increased for the history subject that includes civics
subject, certainly more than three periods in a week. If it is not possible to increase
number of periods for civics then the next alternative is to reduce the content of the other
subjects in the history syllabus. Reducing content across the history discipline would
entail assessing the importance and relevance of each topic currently covered. The higher
authority responsible for the history curriculum should engage in some critical evaluation
of the content across the entire history syllabus to identify and suggest appropriate

changes in the curriculum structure.

While it is recognised that the topics covered are all important, it is clear that there is a
need to pick and choose the topics and areas of study in the syllabus. Topics have to be
assessed, segregated and prioritised based on the practicality and most importantly on the
relevance of each topic to the students and youth of today in general. Obviously, issues
that are more relevant to the country should be preferred over other topics that are more
international in nature. In this connection, teachers suggested that the Curriculum
Authority should reduce content from Indian and world history and increase periods for
civics. One teacher from School F said, ‘How about if we can reduce Indian text and
spend more time in Bhutan Civics’ (F, 2, FI). They suggested the authority could reduce
the contents and weighting currently accorded to both Indian and world history, and
replace this with a corresponding increase in weighting for civics. A teacher from School

A said, ‘Students would take more interest if the weighting is increased’ (A, 1, FI).

Civics is taught for students from Class 7 till Class 12. Some teachers made some
valuable suggestions to improve the contents of textbooks for some classes. Some
teachers pointed out that the textbooks for Class 7 and 8 are too condensed and
summarised. They feel that the text for these two classes could be elaborated so that
students could better understand. Some teachers even confessed that, despite being the
subject teachers themselves, they faced difficulty in properly understanding some
terminologies used in the text. One teacher from School A said on content for Classes 7
and 8, ‘from my point of view I think it is too short but it is not elaborative. So, it is
condensed and that is why when students do on their own they find hard understanding
that, even when we teach sometimes we are also not familiar with that words sometimes
and when we look for the sources and help so it is difficult to locate sources and all’ (A,

2, FI). Thus, teachers have to put in much effort to elaborate on these condensed topics.
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In contrast, for Classes 9 and 10, many teachers expressed their satisfaction with the

content in the textbooks.

7.3.4 Periodic updates in the textbooks: Teachers’ plea

Teacher participants candidly acknowledged that they found it difficult to understand
some of the terminologies used in the civics textbooks. The following figure 7.13
provides some suggestions on how to help teachers improve their knowledge and

teaching skills.
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Figure 7.13: Suggestions from teachers on enhancing their knowledge and skills.

There were certain words or phrases that even teachers failed to understand, so they
were unable to explain these to the students. In one instance, one teacher from School B
said, ‘Firstly, teachers do not understand themselves, may be explanation should be given
in text is better, if they give little explanation’ (B, 1, FI). Another teacher from School I
said, ‘Sometimes when students ask meanings of certain terms especially judicial terms,
we are not able to explain’ (I, 1, FI). Therefore, they suggest that the text should have
detailed explanations, and meaning of words or phrases could be given in Dzongkha

within parenthesis. The difficult terms could also be explained using footnotes in the text
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itself, as suggested by one teacher from School I. One teacher from School F said, ‘Terms
in civics can be given both in English and Dzongkha’ (F, 2, FI). One teacher from School
B admitted the most challenging part for him to teach civics is ‘interpretation of the
Constitution. To overcome this problem, maybe they will have to give brief explanation

of certain Articles’ (B, 1, FI).

Further, teachers admit their lack of knowledge of the procedures involved in
conducting parliamentary sessions and local government deliberations. They say that
details of procedures and modus operandi of parliamentary proceedings and local
government machineries are not spelt out in the textbooks. When teachers face difficulty
in comprehending such procedures, students are also going to have problems in
understanding this content. Teachers need to answer a wide range of questions that
confront students. They believed that teachers who do not have knowledge tend to follow
only the restricted set of activities provided in the textbook where the answers are
provided. In this regard, periodic refresher courses for civics teachers, especially on the
updates in the government system and the skills to teach these updates, would be
particularly useful. The same teacher from School I said, ‘It would be good if civics
teachers are provided with training or workshop or seminar where basic terms are made
to understand so that we could share with students’ (I, 1, FI). There should be periodic
professional development for civics teachers to learn how to best utilise the civics

education curriculum or to learn how to most effectively implement the programmes.

Teachers also submitted that there is a need to improve the Teachers’ Guide, which
they refer to daily before going to class. One teacher from School H said, ‘There has to be
some illustrations on things happening around the world, teacher handbook has to be
updated to make learning and teaching dynamic’ (H, 1, FI). For the sake of clarity, this
teacher from School H means to say that while the teacher handbook should be updated
regularly with the latest pedagogical strategies and skills; there should be other teaching
materials that should have adequate illustrations with certain pictures, images and graphic

representations.
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7.3.5 A need for adequate teaching-learning materials
The interview with teachers involved a lengthy discussion on how to make teaching and
learning of civics effective. Numerous problems were highlighted and appropriate

solutions were suggested, as contained in the figure 7.14 below.
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Figure 7.14: Suggested tools to enhance teaching-learning effectiveness of civics

One major hurdle in teaching civics is the lack of adequate teaching materials and
additional resources for references. In many schools across the country, access to the
internet is either unavailable or very intermittent. Access to 24-hour internet connectivity
would definitely provide uninterrupted sources of reference for teachers during their
lesson preparation and planning. Equally, any updates could be easily disseminated to the

students by the teacher, thereby promoting the internet-aided teaching-learning process.

Currently, the only available materials for teachers are the textbooks and the teachers’
Guide. These two documents are not enough to successfully impart knowledge of civics
to students. Teachers feel that the activities at the end of each chapter are not enough.
One teacher from School F suggests, ‘if they (concerned curriculum officers) can add
some more activities at the end of the chapter’. The teacher further goes on, ‘We can add

more questions so that we can give more activities as well as questions’ (F, 2, FI).

As a means for students to develop more interest in the subject, audio-visual teaching

materials could be introduced by the Ministry of Education. One teacher from school I
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said, ‘If we could have video clips or documentary as teaching materials, for example the
session in the parliament, how a bill is passed. We just have in writing right now’ (I, 1,

FI). Teachers genuinely feel a need for visual teaching aids.

Further, teachers propose to build up their school libraries with enough reading
materials as there are not many civics-related books. One teacher from School F said,
‘Civics related books in the library should be strengthened’ (F, 2, FI). Such books, if
available, could be a supplementary source of reference for teachers too. The bottom line
is that ‘just the text and teachers’ guide only is not enough’, as put in by one teacher from

School G (G, 1, FI).

7.3.6 Attractive textbooks generate students’ interest
It was found that textbooks lacked attractiveness to generate students’ interest that almost
every stakeholder involved in the data collection suggested a need to improve the

physical look of the textbooks, as shown in figure 7.15 below.
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Figure 7.15: Need for attractive textbooks to generate students’ interest

Teachers also admit that students have generally very low interest in studying civics.
One of the many reasons for this, teachers agree, is that the textbooks are very wordy
with lengthy textual paragraphs. Such text-rich books do not attract students’ interest. As
young people, they would like to see pictures or some images occasionally through the
pages of the textbooks. One teacher from School G said, ‘We need some changes to make
more attractive’ (G, 1, FI). Another teacher from School I suggested, ‘If the text has
pictures’ (I, 1, FI). Towards this end, teachers have proposed the need for more

illustrations and visual display in the text in order to attract students’ interest.
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Teachers are also of the opinion that students find the civics text boring and not of
interest to them since their lessons cannot be related to any practical experience. Students
fail to realise the connection of civics lessons with real-life situations, mainly for two

reasons.

First, many students do not have hands-on experience to practically visualise the civics
lessons in terms of real life situations. They would have never witnessed how formal
procedures, such as in the Parliament or even at the local government level, are actually

conducted in real life.

Second, the textbooks are outdated and many facts need updating urgently. One
teacher from School G, when asked if he was happy with the current civics education,
said, ‘It needs to be updated because some of the information are not very relevant, it is

already not valid’ (G, 1, FI).

7.3.7 An exit for civics education at Class 10: Deprivations for non-arts
students

Just as students themselves acknowledged the importance for them to continue civics
education all the way to university, teachers also recognised the significance for students
to continue studying civics beyond Class 12. Currently, civics is a compulsory subject for
all till Class 10 only. Those students who opt to study the arts subject can continue
learning civics till Class 12 while the students who have taken either science, commerce

or rigzhung after class 10 do not have civics subjects as shown in the figure 7.16 below.
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Figure 7.16: Need to mandate civics subject till Class 12.

When civics is studied only by the arts students and not mandated for non-arts
students, they develop the wrong impression that civics is not an important subject, such
as English or mathematics. Students have the misconception that civics is a part of

history and hence not a subject for science, commerce or rigzhung students.

Therefore, there is a need to alter this misperception held by students and inform them
that civics can be a subject without any connection to history. In reality, civics is a subject
that transcends all professions and disciplines. Civics is a study of how society is
managed. Society is a fabric that encompasses everybody and every profession, be it
engineers, chemists, doctors, accountants, judges, administrators, lawyers and politicians.
Thus, ‘whether students are in science or commerce streams, as a Bhutanese, civics is a
must to know subject’, according to one teacher from School A (A, 1, FI). This same
teacher from School A goes on to say, ‘Because civics is studied with history, students
taking science and commerce are not made to take history, which consequently do not
have to study even civics. Sometimes, | feel that civics should be integrated with all

subjects or it can be independent subject’ (A, 1, FI).

Finally, it was recommended by teachers to make civics as compulsory subject for all

so that students can appreciate the importance of the subject as citizens. Some teachers
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suggest that it be made compulsory for all till Class 12, while there were a few teachers

who even proposed to make civics compulsory till the degree level of education

7.3.8 Convergence in teachers’ understanding of civics education

Different teachers had different expressions of their individual understanding of civics
education. Nonetheless, there was one common understanding expressed by all the
teachers. This one common message that echoed and reverberated amongst the teachers is
that civics education reminds citizens of the country they live in and their obligations

towards, and privileges from, their society as highlighted in the figure 7.17 below.
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Figure 7.17: Presence of citizenship as core in civics subject

One teacher from School A understands civics education as ‘Structure of society and it
refers to citizen of that nation, attachment towards their nation, and responsibility within
the boundary’ (A, 2, FI). This teacher places citizens at the centre stage; from this
position citizens have certain roles and responsibilities, which should form the basis of a
relationship between the citizen and the nation. This view is supported by another teacher
from School G when he said that civics education ‘is something to know about our own

country, people, culture, everything’ (G, 1, FI).

A teacher from School I thinks ‘Civics is more than learning about offices, it is

learning about individuals’ (I, 1, FI). Another teacher from the same school says, ‘Civics
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education is working of the government, duties and rights’ (I, 2, FI). To sum up, teachers

agreed that civics is associated with nationalism, patriotism, culture and individuals.

7.3.9 Lack of clarity for students of civics definition: Teachers’ perception
Teachers have one common observation that many students have thoroughly
misconceived democracy as the freedom of people to do anything. Most often, citizens
would forget that freedom comes with responsibility to utilise that freedom wisely.
Freedom does not mean for somebody to do anything one wishes but to lead a life in the
society free from inequalities, injustices and unfairness. Perceptions of teachers on how

students generally assume democracy is depicted in the figure 7.18 below.

Teachers find students’
understanding of
democracy as freedom to
do anything.
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Figure 7.18: Teachers’ perception on students’ understanding of democracy

The freedom of an individual should be tagged alongside the social responsibility of
an individual. Individual freedom and individual social responsibility are nothing but an
expression of fundamental rights and fundamental duties as enshrined in the Constitution.
Teachers perceive concepts and precepts of fundamental rights and fundamental duties as
the basis for values education. If civics education is mainly the study of the Constitution

that further dovetails into fundamental rights and fundamental duties, then there is no
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denying that ‘values are infused through fundamental duties and fundamental rights’, as

stated by one teacher from School I (I, 1, FI).

Values have multiple definitions, understandings and connotations. In Bhutan, values
education is synonymous with ‘Driglam Namzha’, a Bhutanese etiquette that can be
loosely understood as a continuous pursuit of harmonious living in the society. If values
education is Driglam Namzha, then ‘Driglam Namzha is very much Civics’ as per one
teacher from School B (B, 1, FI). Another teacher from School G said, ‘Driglam Namzha
and Civics: It’s all about discipline’ (G, 1, FI).

However, one teacher from School D believes that values are ‘morality which is
supposed to be in politicians’ (D, 1, FI). This teacher argues that if values are understood
more as morality, then civics through the lens of values education is a subject for
politicians. If values education through morality is linked more appropriately with
politicians, then it is wrong to connect values education with the concept of Ley Jumdrey
(Cause and Effect) since Ley Jumdrey is a domain under religion and meant for religious

personalities.

Nonetheless, teachers agreed that civics education is a potential discipline in itself, and
that it focuses on social and individual responsibilities. Social and individual
responsibilities are basically the fundamental rights and fundamental duties that are
avenues to infuse values into the minds of citizens. To conclude, civics is an appropriate

subject to infuse values.

7.4 Interview with Curriculum Officer (CO)

An interview was conducted with the only curriculum officer from the erstwhile
Department of Curriculum and Research Development, now the Royal Education
Council, an autonomous organisation under the Royal Government of Bhutan. This
interview enabled the researcher to derive core themes based on the following viewpoints

tendered by the curriculum officer:

* Perception on present civics education in schools;
* Values in civics textbooks; and

* Aspiration for improvement in future.

Core themes extracted from the interview with CO are expounded below.
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7.4.1 Civics is a dynamic and evolving subject: A claim by CO

The interview with the curriculum officer (CO) was some form of consolidation and
synthesis of, and reflection and authentication on, opinions and evidence shared by other
interviewees such as curriculum writers, teachers, and other stakeholders. The CO started
with the comment that the civics textbooks are comprehensive and cover all aspects of
learning. Many of his statements appeared to admonish views expressed by other

stakeholders as evident from the figure 7.19 below.
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Figure 7.19: Opinions of CO on civics curriculum

On views that the civics curriculum is fairly new in our schools, the CO said: ‘Civics
is not new subject in our schools. There was only a shift from Indian Civics to Bhutanese

coinciding with introduction of democracy in 2008”.

Asked if our textbooks have values education content that would inculcate sense of
responsibility, patriotism and the Bhutanese ethos of Tha Damtshig and Ley Jumdrey in

our students, the CO commented: ‘Civics education in our schools has lots of values, and
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culture embedded in the texts ... Attempts are made to make our students analyse, try to
instil critical analysis of the government setup’ (CO, 1, FI). Views on the importance of
instilling analytical skills and critical thinking by students were expressed. The CO
apprised that a lot of space and opportunities are created in the classroom to debate and
let students come up with their own opinion and conclusions in a particular context. CO
asserts: ‘We try to teach them [students] the democratic set ups such that whatever the
decisions are made do not come from the top but they are given opportunity at their level

to make decisions, e.g. even to elect their class captain is done through secret ballot” (CO,
1, FI).

As regards the students’ average marks of 56% on the test conducted, the CO
reckoned that the ‘result would be very authentic if the test was conducted with students
up to Class X level” (CO, 1, FI). CO’s opinion was sought on whether civics should be
mandatory subject up to Class 12 for students of all streams. The CO expressed DCRD’s
attempt to make civics a crosscutting subject for all streams. However, he said it should
be preceded by wider stakeholder consultation and would need support from Ministry of
Education. CO said: ‘Issues of making civics a crosscutting subject has to involve a lot of

discussion and so many professionals have to be involved in order to make such a

decision’ (CO, 1, FI).

On the need to update the contents of civics textbooks, the CO acknowledges that it is
DCRD’s mandate to update and improve the relevance of the contents. However, there is
the need to firstly have one proper formally approved framework on how to initiate
curriculum revision. To this effect, CO expressed: ‘At present we don’t have black and
white curriculum framework for civics education in our system. So we are looking to
develop one curriculum framework so that the future revision, improvement and
relevance will be guided by the framework and it shall be the guiding document for any

revision of curriculum to take place in future’ (CO, 1, FI).

CO was apprised of students’ low or dying interest in studying civics. One influencing
factor could be due to low marks weighting allocated in the examination. When CO was
queried about the basis and justifications of allocating 15-20% of total marks to civics he
said that this practice was brought forward from the earlier system when Indian Civics
was a part of the curriculum. Further, DCRD was kept ignorant of such grievances

expressed by students and no such communication was made with them by anybody. CO
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remarked: ‘Till now, no feedback has reached our organisation regarding the marks, not
even from BCSEA (Bhutan Council for School Examination and Assessment) which is
the main agency’ (CO, 1, FI). However, the CO admits that there are contents in the
textbooks that are too vast and not matched with commensurate marks. ‘For that certain
reason, feedbacks and issues will be taken to the subject committee where the committee
will give their justification and ultimately we will take the matter to the higher authority,

which is the Curriculum Board’, the CO explains (CO, 1, FI).

Despite being the curriculum officer, the CO was candid: ‘I cannot say this is the best
curriculum that we have in our system. I’m anticipating lot many things to improve and
make it more relevant, make it practical so that we groom our students in a much better
way that we are expecting from them’ (CO, 1, FI). The CO also expressed his views on
the need to update the textbooks from every aspect: be it the relevance and practicality of
contents and illustrations or the appearance of textbooks in terms of colour design and
presentation, paper and print quality. At the end of the interview, there was a congruence

of views that civics is a dynamic subject and it needs regular update and revision.

7.5 Curriculum writers’ interviews

Analysis of the interviews with three curriculum writers (abbreviated as W1, W2 and W3
respectively hereafter) gathered four factors to derive appropriate themes from. These

four factors, or rather, four sources of themes related to:

* Professional experience of the writers,
* Resources used by writers while the text was prepared, and
* Need to improve both in content and delivery of civics, and

* Any other pertinent issues arising from the interviews.
Core themes derived from the above factors are elaborated below:

7.5.1 Usage of provisional textbooks for too long

The present civics textbooks were written in 2006 when Bhutan was preparing to
introduce democracy. Since the Constitution drafting process began in 2001, there were
many discussions in the public sphere about the introduction of democracy in the country.
By 2006, the draft Constitution was available and other related laws, such as the Election

Bill, Local Government Bill, Police (Amendment) Bill, were in the formulation stage. It
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was during this period that the present civics textbooks were drafted and printed, with this
work being done by a group of individuals who were selected by the Ministry of

Education.

This group of curriculum writers, back in 2006, did not have much background and
experience in relation to writing a civics text for schools. Thus they had to rely on

experiences from other countries and draft laws, as shown in the figure 7.20 below.
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based on
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Democracy in other countries.

Figure 7.20: References used by the first curriculum writers.

One curriculum writer admitted: ‘the writers were not professional and without any
training on the subject’ (W1, FI). Nor did the writers have adequate materials for
reference, except those Bills and the draft Constitution. Thus much of what they called on
to write the textbooks was the experience of democracy in other countries. The same
writer said: ‘these texts were drafted all based on draft legislations and documents, so
there could be information error. Also, texts were drafted based on the knowledge of
democracy in other countries since we were lacking our own experience’ (W1, FI). In
particular, the writers referred to history textbooks, mainly Indian history textbooks to
help them develop content for the textbooks. The framework for, and objectives of,
writing civics textbooks were all set by the Ministry of Education, which provided the
writers with guidance. They were given one month to produce draft textbooks for classes

7 to 12.

The writers expected that the first textbooks produced in 2006 were provisional and

that these would be soon updated. However, this did not happen and these same textbooks

203



have remained in the schools for the last eight years. In developing the textbooks, time
was another factor for the writers. They were not allotted sufficient time for in-depth
readings and research works before finalising the contents of the textbooks. One writer
said: ‘At that time, the time span we were given was also not enough for us to really think
on it. Just a month and I think that’s not enough at all whether it was a research or we

were just compiling’ (W2, FI).

7.5.2 Ineffectiveness of civics education

Looking at how the civics subject is handled in schools, many writers share their
disappointment that nobody is according any importance to the subject. It appears that
neither teachers nor students take civics education seriously as succinctly shown in the

figure 7.21 below.
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Figure 7.21: Factors leading to backsliding of civics education effectiveness

One writer squarely blames the teachers for students’ casual attitude towards civics.
This writer said candidly: ‘at the end, it’s the teachers who are to be blamed because we

have not made it fun for children, we have not made it informative enough or something
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that can be used practically in their daily lives’ (W2, FI). Teachers have failed to make

civics classes interesting for students.

Another writer feels that civics education is not effective; it may be because of the
wrong approach used to teach in the schools. Writers expressed that the current civics
education is too content-oriented and the students are tested on the knowledge from the
textbooks. Rather, they would prefer to see civics education focusing more on skills
aimed at making better citizens out of the students. Classroom learning should be
connected to real life experience. One writer said: ‘If we want to make Bhutan civics
more effective, I guess, we have to involve children in a real life activity with regard to

the things that are happening’ (W3, FI).

The writers suggest that the teachers should take the students outside the class to
witness the real events taking place. There is a need for change in the teaching strategy,
that is, a shift from content orientation to practical learning, which should entail students
physically involving themselves in real life scenarios. For instance, the students of those
schools in the capital could visit the Parliament during the session and watch the
proceedings. Similarly, those students from schools in districts could witness the local
government proceedings when these are taking place. Alternatively, teachers may invite
gups, mangmis (deputy gup) and other relevant officials to give talks to the students. Such
initiatives would educate the students about the different roles played by different people.
All these strategies would promote self-learning, as opposed to the current method that is
more inclined towards spoon-feeding the students and making them only prepare for
exams. Further, teachers would also be encouraged to provide students with a variety of

experiences.

7.5.3 Civics textbooks: Potential avenue for values education
As admitted by writers themselves regarding their constraints during the time of writing
civics textbooks in 2006, they realise today that they had not thought beyond fundamental

rights and fundamental duties to connect civics to value education as shown in the figure

7.22 below.
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Figure 7.22: Values education is more than just fundamental rights and duties

Today, eight years after the publication of the new civics edition, writers appreciate
that it is actually possible to impart value education from every chapter of the civics
textbooks. Perhaps, the writers were too unprepared or they possessed neither the
requisite civics-writings experience and skills nor the necessary materials. One writer
said: ‘In hindsight, we have not thought much on values that time, except that the writers

agreed to build upon fundamental rights and duties in the classrooms’ (W1, FI).

On a positive note, curriculum writers converged to one common belief that one can
easily connect our Bhutanese ethos — Tha Damtshig and Ley Jumdrey — to fundamental
rights and duties, which are the cornerstones of our Constitution. If civics education,
through study of fundamental rights and fundamental duties of our Constitution, is a
values education, then the study of Bhutanese ethos is also a value education. From this
perspective, one writer said: ‘We can beautifully link civics education with our values,
that is strongly engrained in our culture’ (W3, FI). This writer further said that civic
responsibilities and awareness in the student is the strongest value to produce effective
citizens. This further goes on to say ‘they (students) need to be responsible, they need to
be free thinker, they need to be analytical, and critical’ (W3, FI). Otherwise, our students
in schools will continue reading civics text without being able to connect the contents of

the textbooks to our existing age-old cultural beliefs and ethos centring on civic
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responsibilities, harmonious living, and due considerations for others in the

neighbourhood and beyond.

7.5.4 Need for improvement of the textbooks

As the present civics textbooks were written in 2006 by a group of writers who were not
equipped with either individual writing skills and experience, or with necessary reference
materials, it is now time that these textbooks are revised with updates and improvements.
There are reasons aplenty to recommend rewriting these civics textbooks

comprehensively as emphasised in the figure 7.23 below.
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Figure 7.23: Reasons to improve civics textbooks

Many examples, instances and illustrations were drawn from the events that had
unfolded in other countries. Principles of democracy were based on beliefs about
democratic structures in other countries. Writers borrowed ideas from Indian civics and

now it is time we contextualised to our own system of government.

Further, themes under the chapters, if any were contextualised within our own
Bhutanese situation, were all based on the draft Constitution, Bills and other documents
existing prior to 2006. Certainly, some specific provisions of those Bills were not
included in the eventual legislation endorsed by the new Parliament. In addition, we

already have experienced two rounds of parliamentary elections, one in 2008 and the
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second in 2013. One writer said: ‘Having experienced two rounds of elections in the
country, there has to be thorough review on the content and the content has to be changed
because initially when we wrote, we were referring the history textbook, Indian history
textbook and that was what we looked at but now we need to look at our context what is
needed, what is not going right, and then looking at this, we really need to review the

whole textbook’ (W3, FI).

Writers agree with both students and teachers about the low exam weighting accorded
to civics, which is one of the main demotivating factors for students. This low weighting
actually also dictates teachers’ lesson planning and the real teaching taking place in the
classroom. Many times, teachers were blamed for using an inactive lecture-method of
teaching civics in the class. A writer said: ‘Teacher comes to the classroom and then just
read the textbook and they do not understand and do not enjoy anything. I guess children
are not interested’ (W3, FI). However, teachers are inhibited from exploring other
methods of teaching as there is literally very little time allocated for civics teaching in the
3-period week which has to accommodate world history, Indian history and Bhutan
history. Given both the low weighting and minimal time available, civics teaching is a big

challenge for teachers.

So the question is how to make civics interesting for the students and how to justify
increasing the weightings. One writer suggests that the teachers use a project approach
where children can be involved. Such project works would entail students investigating
what they can really do themselves for a theme chosen for the project work. Accordingly,
students could be graded with additional weightings beyond the 15-20% currently
allotted. One of the writers said that through such project works students ‘can make
conclusion and then what can happen is, they understand the situation better and then
marking can also be done on that’ (W3, FI). A project work format for teaching civics
would enable students to feel that they are not only learning contents but also the skills

that are needed to become effective citizens of the country.

Writers agree that it is unfair to make a general history teacher teach civics in the
school, and the lack of specific training in civics education makes many teachers ill-
prepared to teach this subject. However, it may be extremely difficult for the government
to deploy designated civics teachers in the schools. Therefore, as an alternative solution,

one writer suggested, ‘while the Ministry of Education may not be able to depute one
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designated civics teacher in every school, but they can propose a new module on
‘Teaching of Civics’ in our Colleges of Education. By this, there will be minimum or zero

cost implication on the Ministry’ (W1, FI).

As regards the content, scope and title of the textbooks, writers also agree that: ‘there
is a scope to expand the title and include wider thinking’, as stated by one writer (W1,
FI). He further goes to say that civics should be a mandatory subject for all streams till

Class 12. Both students and teachers also made this suggestion.

Another area to improve on the textbooks is the design of the book. This involves
redesigning the cover page, formatting of textual paragraphs and inserting images and
‘happier’ pictures. One writer commented: ‘The cover page is so dismal. Looking at it
only, the children won’t want to read. There is nothing exciting, so dark looking picture,
may be they could have had other happier picture of children or adults, not just the
Parliamentarians there’ (W2, FI). Further, the textbooks are too wordy. Editing to shorten
and tighten the text to retain the child readers’ interest and enthusiasm is needed. Taking
into consideration all the above observations pointed out by writers, there is a need to

update textbooks to make them more attractive for students.

7.6 Curriculum-based stakeholders’ interviews

Semi-structured interviews were conducted with seven curriculum-based stakeholders
representing five constitutional bodies (abbreviated as C1, C2, C3, C4 and C5) and two
parliamentarians (abbreviated as MP1 and MP2). The basis of stakeholder selections is
explained in Chapter 5. Themes were drawn out of the stakeholders’ interview based on
the following areas proposed by individual stakeholders. These themes are elaborated in

the flowcharts below.

7.6.1 Civics textbooks: Perceived incomprehensive with skewed content
Stakeholders were given the results of the student test and their opinions on these results
were sought along with their overall perspective on civics education. Stakeholders
expressed that the essence of civics education should be broad and include society,

government, politics and democracy as highlighted in the figure 7.24 below.
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Figure 7.24: Comprehensiveness of civics subject

One stakeholder said, ‘The Ministry of Education has responded to the introduction of
parliamentary democracy by integrating in civics textbook information about institutions,
structures and processes of democracy. By civics textbooks, I mean those textbooks from
primary to secondary classes which incorporate aspects of society, politics, government,
democracy etc. although the title of the textbook may not be ‘Civics’. For example,
‘Social Studies’ in lower classes also have chapters on civics education’ (MP2, FI). He
further said that the focus of civics education is more on central institutions, less on the
local. Thus, there is more bias towards parliament, government and judiciary in contrast

to local government institutions and processes (MP2, FI).

7.6.2 Less priority accorded for civics

One single opinion shared by the majority of the stakeholders was the general perception
that both students and teachers alike were not devoting the desired level of attention, time
and interest to learning and teaching civics respectively. It was opined that the low level
of students’ interest, complemented with teachers’ lack of enthusiasm in teaching civics,
was due to lack of motivation linked to the low weighting of marks in the examinations as

shown in the figure 7.25 below.
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Figure 7.25: Low examination weighting and time constraint as the negative factor for
learning civics

Stakeholders have the idea that students do not want to sacrifice their limited study
time on civics, which contributes only 15-20% in the examination. The fact of the matter
is students’ interest in any subject is generally determined by the amount of marks they
can score in the examination. Obviously students’ interest in civics is low in schools as
the subject is allotted very low weightings in the examinations. While the teachers tend to
teach civics just enough to enable students to write their examinations for 15-20% of the
total marks, students also learn the civics text mainly to pass the examination. The harsh
reality is that civics education does not tap into a genuine desire to learn. Ultimately, this
approach leads to very shallow learning without much deeper understanding of the
ultimate rationale underpinning the subject. This was very explicit when one stakeholder
from the judiciary commented: ‘if the weightage is very minimum students or obviously
teachers also may be like they would take it very generally and very narrowly, not going

into deeper understanding’ (C1, FI).

MP?2 further observed, ‘the language of civics education is English whereas everyday
aspect of democracy is lived, expressed and interpreted in Dzongkha. Bhutanese children
learn about Bhutanese democracy through a foreign language medium. Language is not

neutral. Thus, nuances, symbols and even meanings transform in the process of teaching.
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For example, democracy is translated as mangtso, which means ‘community (has) priority’
or ‘community matters’. On the other hand, the focus is more on individual’s right and
duties, less on community. Therefore, deeper thought should be given to civics education

as a whole’ (MP2, FI).

Stakeholders also feel that the importance accorded to civics is not commensurate with
the overall objectives the subject is expected to achieve. The objectives of learning civics
in schools should extend beyond merely passing the examinations. Given this research
demonstrates the students study mainly for examination results, with similar lack of
commitment and seriousness from teachers, one option for improvement is for the
government, through the relevant authority, to reconsider the weighting accorded in the
examinations. A stakeholder from the Royal Civil Service Commission (RCSC)
remarked: ‘The very purpose of civics education gets defeated when the overall school
education (civics) programme is weighted less. And also, when the allocation of period is
less’ (C2, FI). Therefore, such opinions from the stakeholders support the conclusion that
the low weighting for civics is seen as a hindrance in generating the desired level of

interest in the students and teachers alike.

Further, in order to involve deeper learning of the subject, a stakeholder recommended
the positioning of civics as a totally different subject apart from history at the high school
level and above (C2, FI). Stakeholders generally expect civics education to groom our
youth, the future citizens, with an understanding of legislation and legislative procedures,
how laws are interpreted and implemented, and to promote citizenries who understand
rights and duties. To quote stakeholder C1: ‘Civics merits a separate subject because it
matters with democracy in transition. Our youth and future citizens must be groomed to
understand not only the system of governance, also in making them understand about the
nitty-gritty of legal system and also promoting them into a citizenry where they will
understand all the rights, duties and also to know how laws are made, how laws are
implemented, and how laws are interpreted. What the social problems are including
crimes, youth violence that we are facing with our urban youth in terms of drugs, other
abuses like sexual abuse. That way, it really merits a separate subject’. (C1, FI). MP2 also
observed that civics education is more peripheral compared to other subjects. He said, ‘It
is not taught as a separate subject but as part of history or social studies. This contrasts

with the larger national energy and commitment to the seriousness of democracy project’
(MP2, FI).
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To realise civics as a separate subject and with an increased examination weighting,
stakeholders have also proposed a re-examination of the content of civics textbooks. They
suggested more focus to be given to Bhutan history and civics rather than Indian history.
A stakeholder representing Royal Audit Authority (RAA) said: ‘there is no need to study
Indian and world history when we have our contents to study like our own Constitution,
roles and functions of executive, legislature, judiciary and the entire government

machinery’ (CS5, FI).

7.6.3 Need for improvement in the textbooks

As the civics textbooks were drafted and published before 2008, much of the content is
now outdated. Stakeholders feel strongly there is a need to update textbooks to maintain
the relevance of the civics curriculum to the prevailing laws and regulations. This is

shown in the figure 7.26 below.

Textbooks look informative
but there are avenues to
improve further
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!
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Figure 7.26: Justifications to update textbooks

MP2 is of the opinion that it is high time that civics should be updated. He said,

‘Civics education has latched on to the more institutional and structural aspects. It has
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focused less on dynamics. This is understandable because the writing and publishing of
civics textbook in 2007-08 was done when the lived experience of democracy had to yet
unfold. Although the processes and dynamics are now more real and experienced after
eight and half years of democracy, civics textbooks and education have not been
improved to incorporate them’ (MP2, FI). A stakeholder from the Election Commission
of Bhutan (ECB) also expressed a desire to introduce election related issues in the civics
curriculum and remarked: ‘Present texts were written before the ECB’s time. Need to
review chapters to resequence logically for all grades’ (C3, FI). For instance, the earlier
laws prior to 2008 and resultant rules and regulations provided the tenure of elected post
as three years. However, the Constitution and other laws related to election amended the
tenure of any elected post to five years. The civics textbooks, which were written in 2006,
still mentioned the term of local government and parliament as three years. According to
a stakeholder, this discrepancy between legal provisions and the civics textbooks was
pointed out by ECB to the civics curriculum officer in 2009 and further stated: ‘Upon our
comments, they (DCRD) have revised in the subsequent editions making it as five years’

(C3, FI).

Stakeholders’ opinions that the present textbooks lacked any avenue for students to
exercise their reasoning potential were shared during the interview. One stakeholder from
the Anti-Corruption Commission (ACC) feels there is no space provided in the textbooks
where students are promoted to think beyond the textual provisions. For instance, C4
points out that textbooks should focus more on how students understood issues such as
transparency and accountability. C4 said: ‘As citizens, how can they (students) promote
transparency? Why transparency is important? What are the accountability measures

existing in the current system?’ (C4, FI).

There is a need to incorporate international perspectives in the civics textbooks. Even
though the writers of civics textbooks back in 2006 had referred to the global experience
when writing some chapters, some stakeholders still find the textbooks lacking necessary
international perspectives. A stakeholder points out: ‘Principles of Good Governance and
its four pillars, such as Transparency, Accountability, Efficiency, and Professionalism
need to be included in the curriculum. Measures like Assets Declaration, Audit Clearance,
etc., refer World Bank and OECD (Organization of Economic Cooperation and
Development) websites on Good Governance’ (C4, FI). C4 emphasises the need for

parallel inclusion of international perspectives and Bhutanese ethos and recommends:
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‘there is a slight confusion between features of Good Governance and values. One can

refer to World Bank’s literature on Good Governance’ (C4, FI).

Equally, stakeholders have underlined the need to improve the overall visual
presentation of the textbooks starting from the cover page by using images, cartoons,
flowcharts and other illustrations for children to generate interest. A stakeholder
observed: ‘The text is too “dry”, needs more illustrations, needs to make more visual’
(C4, FI). This observation is further reinforced when one stakeholder, a member of
parliament also commented on the need for textbooks to be made animated and relevant
to daily life. MP1 said: ‘Design of textbooks needs improvement. Texts are very wordy
and gloomy, which are unattractive for students to read and learn. Texts should be made
more animated and make it relevant to daily life’. This MP1 goes on to say: ‘the cover
page is not eye-catching. The text looks very text-based’ (MP1, FI). This concern is also
shared by stakeholder in another expression: ‘... need to improve the text outlook, with
visuals, graphic representations, images and cartoons, etc. (C1, FI). It is again expressed
by C3: ‘... need to improve right from the cover page to sequencing of chapters and
topics right from Class 7 upwards to facilitate coherent understanding by students’ (C3,

FI).

There is a need for consultative meetings amongst textbooks developers, parents and
students. Stakeholder C4 said: ‘If DCRD updates, there should be consultative meeting
amongst developers, parents and students. Students’ views should be taken. ACC wants
to integrate values at the utmost’ (C4, FI). Similarly, C3 also emphasises ‘working with
DCRD and other stakeholders including parliament to promote awareness on democracy’
(C3, FI). C3 further said: ‘Outputs of such consultations need to be incorporated into
civics texts’. There is a consensus on the need for a wider consultation amongst relevant
stakeholders and agencies to understand the different roles of different posts and
institutions, which will ultimately lead to a proper understanding of democracy. C3
further commented: ‘every stakeholder has certain role to play in democracy. Sustaining

and strengthening of democracy is not just ECB’s role’ (C3, FI).
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7.6.4 Shallow content on constitutional organisations

Just as curriculum writers and teachers themselves agreed on the importance of
encouraging practical learning for students in schools, stakeholders voiced their common
concern in support of making civics learning practical, participatory and interactive as

highlighted in the figure 7.27 below.

Stakeholders wish to see in

schools ..
Civics being Civics being Overall
More practical imparted till learned not Strong values presentation
learning taking classes 12 only for infused in the of the book
place. irrespective of exams but for subject. being
the streams. a life time. improved.
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More expectations from civics
education in schools.

Figure 7.27: Expectations of stakeholders from constitutional organizations.

Remarks like ‘lack of hands-on and practical learning in schools’ by C2 (C2, FI),
‘need for additional information on judiciary in the text’ by C1 (C1, F1), and ‘They
[students] don’t know where they fit in the overall structure. All these leading to lack of
interest from students’ as expressed by MP1 (MP1, FI) are strong indications that the
textbooks contain just theoretical narrations and lack practical application. Therefore, this
general feeling of lack of civics knowledge in students, despite the existence of the
subject from 2008, suggests the need to incorporate hands-on experience sessions in the
classrooms. For instance, C1 said: ‘Civics learning should be practical, like guest lectures
by Justices and students visit to courtroom during hearing sessions’ (C1, FI). C1 further
said: ‘we encourage courtroom visits and even allow students to attend public trials and

hearings. Our Supreme Court now has opening hours for visitors on Friday afternoons.
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They can also request our judges serving in our local communities so they can visit and

have first-hand experience and interact with our judges and court staff” (C1, FI).

In the interview, C3 explains ECB’s involvements in schools through the Democracy
Club, which was initiated to substantiate and complement civics learning in schools and
to provide hands-on experience to students. C3 said: ‘ECB initiated co-curricular activity
called “Democracy Club” in schools which actually substantiates and complements on all
those civics learning. We have guidelines for Democracy club’ (C3, FI). ECB has
conducted capacity development workshops for club coordinators and trained students on
Democracy Club management. C3 further identified that, as requested by some teachers,
ECB had even supplied electronic voting machines (EVM) and all those compartments
for ballot to actually demonstrate casting of votes so that learning becomes practical.
These are some of the initiations of ECB to ‘make learning as interactive as possible’ in
schools (C3, FI). However, C3 maintains that once the Ministry of Education incorporates
such practical aspects into the curriculum, the ECB would discontinue having Democracy

Clubs in schools (C3, FI).

Besides creating civics as a separate subject of its own, some stakeholders also argued
that it be made mandatory for students of all streams till class 12. While C2 said: ‘Civics
curriculum may be extended as a compulsory subject for all students (including science
and commerce as well) up to Class 12° (C2, FI). However, MP2 laments that civics is not
continued to the higher classes. He said, ‘because civics education is confined to lower
classes, the tendency is to teach everything in the lower classes. This makes
comprehension difficult for children. On the other hand, there is no opportunity to learn
more as students age and go to higher classes. For example, other lessons increase and
diversify in content from lower to upper classes. But civics remain more or less fossilised’

(MP2, FI).

Stakeholder C3 remarked: ‘Mandatory civics for all streams up to Class 12 — ECB is
on dialogue with DCRD on this issue’ (C3, FI). C3 shared ECB’s ongoing consultation
with DCRD on the proposal that civics be a compulsory subject for all students, at least at
the basic level of civics education, since civics is important to prepare students to be
responsible and assume an active role in the democratic process (C3, FI). To this end,

ECB urged the Ministry of Education to lead the discussion with a policy framework.
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Considering the mandates the state has imposed on constitutional organisations
through legal provisions in the Constitution, the stakeholders emphasised the importance
of textbooks to be as comprehensible as possible on all constitutional organisations. In
fact, each interviewee representing their respective constitutional organisation
emphasised the need to include the roles and responsibilities of their respective
organisations comprehensively in the textbooks. For instance, C5 said: ‘There is a
confusion between the functions and jurisdiction of RAA in the present text’ (C5, FI). C3
identifies that there is nothing on general voter education in the textbooks. ECB would
support schools to conduct practical lessons, if required, mainly for professional
development of teachers. This was in response to students’ wish to be taught by a trained
civics teacher. C3 quickly added: “We would need support and guidance from the
Ministry of Education as to how to go about engaging teachers’ (C3, FI). Wary of one
common misperception that democracy, election and formation of government is the sole
responsibility of ECB, C3 rebukes: ‘There is a need of collaborative efforts from all
stakeholders covering both pre and post election period. Of course, MoE should always
lead for the school education on civics and democracy’ (C3, FI). C3 shares that, in
Singapore, the civics curriculum contains all the necessary information and education
about election, voting, government, etcetera such that there is no need for any voter
education on the eve of elections, as opposed to massive voter education taking place in

Bhutan before the election (C3, FI).

Civics education should inculcate values to produce patriotic citizens who are
concerned with the security and sovereignty of the nation. A stakeholder from RCSC
said: ‘RCSC wishes to inculcate such values in students’ mentality and there is a need to

produce students with multifaceted talents to become better civil servants’ (C2, FI).

Stakeholders believe that civics education should encompass human values, such as
fair play, impartiality, faith and confidence in rule of law, infusion of Bhutanese ethos,
concept of GNH, Ley Jumdrey in relation to doctrine of reciprocity (or ‘reap what you

sow’). MP2 stated:

The attempt by the education establishment to infuse GNH values into curriculum
has resulted in doing away with the value education curriculum assuming them that
they are the same. There are no defined GNH values. What little exist in abstraction
are taught as something distanced, objective and removed from the values of the
person or the individual. For example, conservation is taught as a GNH value. But it
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does not connect with traditional values or source of values in terms of respect for all
life forms, respecting environment in its own right rather than as being incidental to
human well-being etc. Individual rights or fundamental rights are not taught in the
context of interpersonal relationship and values such as Ley Jumdrey and Tha
Damtshig. Thus, the personal, moral, ethical and social values are relegated to
concerns of subjects like Dzongkha as if they are incompatible with civics education.
In other words, civics education is presented more as that of the society, the other,
the institutions etc. and less of the personal and the individual. Reconciling them also
needs reconciling of the way we teach values. But first we need to problematize what
GNH values mean today and overcome pretensions that they are different from the
values taught through traditional subjects. (MP2, FI)

Stakeholder C1 said: ‘Educational institutions and schools are the first place to groom
students by making them aware of terms like fair play, equal justice, without bias or
prejudice, impartiality, accountability, transparency, and the entire judiciary proceedings’
(C1, FI). Issues like asset declarations, audit clearance, and professionalism and topical
issues such as women participation in elections and in democracy should find a place in
civics education. Opinions were expressed regarding the need to link modern democratic
principles with traditional and customary beliefs. C3 said: ‘ECB is currently working on
women’s participation in the election process. People always talk about tradition and
culture that actually bars women from active participation because they always believe in
that a public office is always a man-area’ (C3, FI). So there is the need for efforts to
change people’s attitude in light of prevailing tradition and culture so as to best suit with

the present democratic process.

As regards incorporation of aspects of good governance in the civics curriculum,
stakeholder C5 expressed the relevance of spelling out the vision, mission and functions
of the RAA in Civics textbooks (C5, FI). C5 said: ‘Improve the content on RAA under
the relevant chapter focusing more on how RAA promotes accountability and
transparency for overall promotion of good governance’ (C5, FI). C5 goes on to say:
‘More reference is required to the Audit Act which basically sums up on how RAA

functions, how Auditor General is appointed’ (C5, FI).

In fact, the premise that transparency and accountability are the basic tenets of
democracy is echoed by different stakeholders. Commenting on the chapter on
parliament, MP1 expressed a need to elaborate on the mandates and roles of the two
Houses of Parliament so that students understand, for example, how the National

Council’s roles differ from those of the National Assembly (MP1, FI). MP1 further
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commented: ‘The chapter on National Council (NC) should also include on how the NC
as House conduct its mandates — not just through sitting in the House during the session
but on how the individual Members do their daily duties, i.e., within the Parliamentary
Committee’ (MP1, F1). Further, it was repeatedly observed that the civics textbooks
merely mentioned different organs of the government but lacked any elaboration on how
each of the institutions impact society, the daily life of the people and the overall running

of the government machinery.

Interviews with stakeholders led to one significant deduction that the present civics
textbooks focus much on ‘who’ and ‘what’ but lack anything on ‘why’ despite the fact
that these issues are pertinent for the country and the people. It is as important to
emphasise the objectives behind introducing the civics curriculum as it is to ensure
comprehensive incorporation of different aspects and issues. C4 said: ‘Values need to be
integrated in civics education. Text spells who and what but lacks why certain things are
important’ (C4, FI). The civics curriculum should guide the nation on what values and
practices should shape our country and the people over the next 30 to 40 years. Values
education imparted through the civics curriculum should hold the national identity.
Emphasising the need to have clarity of thought on the objectives of the civics
curriculum, MP1 said: ‘Value education should hold our identity. Students should figure
out their own roles in their lifetime for the country. Values shape your mentality and that
actually shapes the whole society’ (MP1, FI). MP1 continued: ‘Civics learning is
narrowly taken as study of government structure. Rather, civics learning should enable
students to understand their roles in the society. What their responsibilities are as citizens
of the country is missing in the texts’ (MP1, FI). MP2 advised to make civics education
‘to be more personalised, less abstract. For example, children may know about number of
MPs, Houses of Parliament and local governments. But they would not know who their
MPs are from their villages, what the issues in their towns and villages are and how their
MPs raise them. Children also do not know whether their MPs are from the ruling or

opposition parties’ (MP2, FI).

In view of all these opinions and recommendations shared by the stakeholders, there is
a need to update the textbooks. The revision of textbooks should not be a one-off exercise
but a regularly occurring activity where the contents match national progress, unfolding
circumstances and contemporary ideologies, concepts, values and principles that underpin

the existence of society and societal structures.
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7.7 Conclusion

A total of 27 themes were drawn from semi-structured interviews, which were conducted
with 78 interviewees covering 54 students and 13 teachers from nine schools, one
curriculum officer, three curriculum writers, an official each from five constitutional
bodies and two parliamentarians. Many themes have elements of commonality while
there are some divergent opinions in some of the themes. To conclude the chapter, the
themes are summarised below for proper understanding of the overall concerns raised by

the stakeholders.

Broadly, common themes can be grouped under four categories while divergent
themes can be sub-grouped under three categories. These are briefly recapitulated below.

Details with nuances, causes, and implications are elaborated in Chapter 9.

Themes with elements of commonality are:
1. Low priority accorded to civics education: This concern mainly boils down to

lesser examination weightings accorded to the civics text. With just 15-20% of
total allocated marks to civics, students devote lesser effort to studying civics as
compared to other subjects. This leads to lesser time from teachers, as they have
to judiciously allocate their limited time amongst four history subjects. Obviously
with lesser marks allocated to civics, teachers are allotted with fewer numbers of
periods to teach, regardless of the size of syllabus in the curriculum. As a result,
teachers have to often rush in the civics class to expedite coverage of syllabus.

2. Unappealing civics textbooks: All the interviewees expressed their
disappointment with the look of civics textbooks. Starting from a very unattractive
cover page to unappealing formatting of chapters and letter fonts, every single
interviewee agreed that the civics textbooks were not published to entice young
students to read and obtain new knowledge.

3. Shortcoming of content: Even the writers themselves agreed to the opinions
expressed by other stakeholders that the contents of the textbooks are outdated
and incomplete. Facts need to be updated while the chapters merit incorporation
of values education.

4. Incompetent teachers: Competency of teachers was questioned by all
stakeholders, including the teachers themselves. Teachers are in need of

professional development in the subject.
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Themes with divergent opinions:

1.

Continuity of civics education: While all the stakeholders converged on the idea
that Class 10 should not be the exit point for civics education, different views
were expressed on whether the civics education should be extended to Class 12 or
beyond to the university curriculum.

Deployment of only civics-expert teachers: It was mainly the students who
expressed a need for teachers who are trained in civics and teaching the civics
subject only. But other stakeholders justified on economic reasons that it would be
very extravagant for the government to train teachers just for civics when the
nation is running short of teachers in our schools. Therefore, some stakeholders
rather suggested that our education colleges could develop one extra module for
teaching civics.

Divergent views on civics education: Various forms and levels of understandings
on civics education were expressed by different stakeholders. This ranged from
understanding civics as study of democracy, politics and governance to study of

patriotism, brotherhood and nation-building.

Elaborations of these various expressions are further analysed and contextualised in

Chapter 9.
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Chapter 8:
Commentary on Bhutan Civics
textbooks

8.1 Overview

This chapter is an offshoot of the preliminary research exercise. The initial research plan
did not have any intention for a detailed examination of Bhutan Civics textbooks.
However, the unfolding interim findings that surfaced as the research progressed made
the researcher firmly believe that leaving these civics textbooks aside would create a
severe void in the outcomes of the research. As the main objective of the research is to
understand students’ knowledge and stakeholders’ perspectives of civics education in

Bhutan, the research entailed conducting of:

* Literature review of civics and citizenship education around the world;

* Knowledge test and semi-structured focus group interview with students;

* Semi-structured interview with civics teachers and other relevant civics
curriculum-based stakeholders such as curriculum writers, curriculum officer, and
other significant stakeholders; and

* Extensive reading of Their Majesties the Kings’ speeches that carried many
important national aspirations of far-reaching bearings on the people and the

country.

These processes necessitated the researcher to provide comments on the content of the
civics textbooks. Therefore, this chapter emerged as an additional product; hence, it may
not necessarily have a link with the research methods elaborated under Chapter 5. This
chapter provides a list of commentaries on the Bhutan Civics textbooks, albeit within the

bound of the researcher’s limited intellectual capacity.
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Some considerations arising during the course of research that encouraged the researcher

to visit civics textbooks are explained below.

His Majesty’s speeches: His Majesty the 5" King said during the 3™ Convocation

ceremony of Royal University of Bhutan,

Today I speak on behalf of our teachers and students — our teachers will always be
committed and dedicated teachers — our students will always be diligent and loyal
students — but it is the duty of parents, policy makers and the government to put the
right tools in their hands — the right books, the right curriculum, the right direction.
For this we must first ask ourselves where do we want to go as an economy, as a
democracy, as a nation. In other words, what is the Vision for Bhutan? Then we must
build an education system that nurtures people with the right skills, knowledge and
training to fulfill this Vision. The sooner we realize this the better. (Wangchuck,
2009, paragraph 6)

His Majesty’s aspirations and many other royal speeches prompted the need to visit the
civics textbooks’ contents to confirm if such far-reaching national aspirations are

conveyed through the curriculum.

Literature review: Different scholars have articulated different understandings on the
concept of civics and citizenship education, which in turn influence the content of the
textbooks. Generally, civics education is expected to provide knowledge, skills, values
and disposition (ACARA, 2012). Therefore, it merits ensuring if the Bhutan Civics

textbooks have necessary features of civics education.

Student test: It was noticed from the test that students were confused between the
answers provided in the textbooks and the updated information they get from outside
source. For instance, during the time of test construction, some factual errors were

noticed in the textbooks, which will be discussed in the later part of this chapter.

Student interviews: Students expressed that they were learning more from external
sources than from the information provided in the textbooks. They also expressed that
they would prefer to have illustrations, fun facts, and pictorial designs in the textbooks
instead of wordy textbooks. Further, they vented that mere learning from textbooks did
not provide them with opportunities for participation. Guilfoile and Delander (2014) point
out that textbooks should facilitate the development of needed civic skills. Therefore,

there was a need to validate students’ observations about the textbooks.
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Teacher interviews: Teachers unequivocally stated a need to update the textbooks to
maintain pace with periodic legislative updates and emerging legal settings. Therefore, it
became obligatory to find out information, facts and figures in the textbooks that needed

revision.

Stakeholder interviews: Stakeholders commented that the current civics textbooks have
avenues to improve further in terms of content and activities for students to trigger and
exercise their reasoning potential. They also opined that there is room for inclusion of
international perspectives in the textbooks. Thus, it became imperative for the researcher

to read through the textbooks.

Based on the above rationale, civics textbooks of classes 7, 8, 9, 10, 11 and 12 were
read and cursory commentaries on individual chapters of civics textbooks are provided in
this chapter based on the study of Smith, Fountain, and McLean (2002) on Civic
Education in Primary and Secondary Schools in the Republic of Serbia. This document
has been found relevant to use as an example as the experts have come together to review
and evaluate Serbia’s newly introduced civics education. Some of the recommendations
provided in the documents are relevant to provide for the improvement of Bhutan’s civics
education. Other than the above-mentioned reason, there is no concrete resemblance to
Bhutan. This document is an evaluation report on the introduction of civic education to
the school curriculum in the Republic of Serbia for the period 2001-2002. The report

shares some key observations:

* Some of the specific developments in Serbia leading up to the introduction of
civic education in the schools;

*  Whether the civic curriculum in Serbia contains international concerns, such as
those envisaged in the UN Decade for Human Rights Education; and

¢ C(Critical commentary on the civics education programs for primary and secondary

schools.

However, for the purpose of this chapter, reference was made to only one chapter in
the report, that is, Chapter 3 entitled ‘Commentary on the Civic Education Curriculum’.
This chapter contains commentaries on the comparatives of Serbia’s civic education

against international norms and standards, teacher qualification to teach civic education,
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goal and objectives of civic education both in primary and secondary, and manuals for
teachers. Then they have provided suggestions under each commentary for future

development of the curriculum.

In a similar pattern, a study of Bhutan Civics textbooks for this chapter was carried out
with the purpose of understanding the overall objectives of the civics education. This
required the researcher to further understand in particular the following issues from the

textbooks:

* Specific outcomes of each topic;

*  Whether the content of each topic matches the overall objectives and the specific
outcomes;

* Since civics is about participation, if the activities at the end of each chapter
involve participatory activities;

* How values are taught under each topic; and

* The comments on textual information. The textual errors highlighted in this
chapter are in accordance with the views expressed by the Chairperson of the
Constitution Drafting Committee, Constitution of the Kingdom of Bhutan, Acts,

and Rules and Regulations.

Just as Smith, Fountain, and McLean (2002) have commented topic-wise, this chapter
contains comments under each topic covering the above five points. It is essential to first
understand the overall objectives of Bhutan civics education as reflected in the civics
textbooks and in the Teachers’ Guide. Overall objectives of Bhutan civics education are
separately mentioned under two headings: objectives mentioned under Teachers’ Guide

and objectives mentioned under civics textbooks.

8.2 Bhutan Civics Classes VIl & VIII: A Supplementary Textbook

(Provisional Edition 2008, Reprinted 2009, 2010 and First Edition 2012)

The textbook comprises two parts, viz. Part 1 for Class VII and Part 2 for Class VIII. Part
1 discusses Forms of Government and Part 2 is about Constitution and the Citizen. At the
time of writing this chapter, there was no published Teachers’ Guide for Classes 7 and 8
civics textbooks. Therefore, comments made, if any, for Classes 7 and 8 are made with

reference to the textbook only.
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8.2.1 PART 1 for Class VIl: Forms of Government

The learning objectives from the textbook are

* Differentiate the types of Democratic Government;

* Identify the branches of the Government and Constitutional Bodies;

* Explain the specific functions of the branches of the Government and the
Constitutional Bodies;

* Explain how Constitutional Bodies ensure Good Governance; and

* Identify the roles of the Armed Forces (CAPSD, 2008).

It was observed that the content of Part I generally matches with the above stated
objectives. The concepts of direct democracy, indirect democracy, presidential and
parliamentary form of government are discussed in detail. Students are provided not only
with definitions of constitutional bodies and branches of government, their brief roles and
responsibilities are mentioned in the textbooks. Students are further familiarised through

this chapter with defence forces of the country.

Since civics and citizenship has three components, knowledge, skills and values, it
was observed that the chapter focuses more on providing knowledge and not so much on
skills and values. There are some general skills provided through activities such as listing,
explaining, drawing and participating in quizzes. There is one activity that encourages
participation where students are asked for their preference and reason to work in
constitutional office. Explicit values are not mentioned other than the roles of
constitutional bodies, which ensure good governance and help to administer governance
machinery efficiently, free and fair election of people representatives and equitable

development of the country.

Further, there are some avenues for improvement in the factual content of some sub-
topics, as mentioned below. Comments made are indicated against the page number and
the title of the specific topic for easy cross-reference to the textbook. This format is

followed throughout this chapter.

Comments on textual information
1. Page 3 (Government)

The second sentence states: ‘This group of people works according to the laws of the

country and as per the Directive Principles of State mentioned in the Constitution.’

227



The text needs to be reviewed to change a mention of ‘Directive Principles of State’ to
‘Principles of State Policy’ as stated under Article 9 of the Constitution. This is
repeatedly observed in other parts of this textbook as well as in the textbooks of higher

classes.

2. Page 5 (Figure 1.1 Structure of Bhutanese Government)

The flowchart can be improved to show clarity on the holders of constitutional offices by
including Chief Justices and Drangpons of the Supreme Court and High Court. While
they are independent under Judiciary, they are also holders of constitutional offices

(Article 31.2 a and b) ("Constitution of the Kingdom of Bhutan," 2008).

Further, the flowchart could also improve its comprehensiveness by incorporating
autonomous agencies under Executives but not under any Ministry. Autonomous agencies

are not reflected in the flowchart.

3. Page 9 (Figure 1.5 Figure displaying relation among different constitutional
bodies)

The figure inadvertently shows the Election Commission in the centre with linkages with
other constitutional offices and also as linkage with itself. Perhaps, this could be a
printing oversight. Further, the figure could also possibly incorporate the Supreme Court
and High Court as the Chief Justices and Drangpons are constitutional office holders as

enshrined under Article 31.2 of the Constitution.

8.2.2 PART 2 for Class VIII: Constitution and the Citizen
The learning objectives from the textbook CAPSD (2008) are:

* Define Constitution;

*  Write the features of the Constitution;
*  Write the importance of Constitution,;
* Define citizens;

*  Write citizenship laws of Bhutan; and

* Explain why a citizen must vote.

It was observed that the content of Part 2 matches with the above stated objectives as the
content delivers what the Bhutanese constitution is and how it is introduced to people.

Some of the features and importance of a constitution is explained in this chapter. Values
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such as fundamental duties and rights are mentioned for students to learn. Values of
participation, such as fundamental duties of a citizen for the welfare of people and to
uphold the interest of the nation, have been put across for students to be aware of.
Regarding another instance where participation of a citizen is encouraged, voting, the
information in the textbook makes students aware of how one should understand
candidates, the political affairs and election process to cast a vote responsibly. The
importance of rules for any activity is imparted through one class activity at the end of the

chapter.

However, it was again noticed in Page 18 under ‘Directive Principles of State Policy’
that it needs to be changed to ‘Principles of State Policy’ as stated under Article 9 of the
Constitution. In fact, this error appears repeatedly in the textbooks. On the whole, there is

a need to align textbook content with the texts of the Constitution both in letter and spirit.

8.3 Bhutan Civics Classes IX — X: A Course Book

(Provisional Edition 2008, Reprinted 2009, 2010, 2011)

This textbook, entitled as a Course Book, consists of three units, each unit comprising
two or more chapters. Unit One and Two are offered in Class IX and Unit Three in Class
X. There is a separate Teachers’ Guide for Classes 9 and 10, which is the provisional
edition of 2008 and reprinted in 2014. Hence, traces of updated versions of facts can be
found in the Teachers’ Guide as opposed to the earlier editions of textbooks. For instance,
the earlier version of DYT and GYT has been updated as DT and GT respectively. As the
textbook is divided into two parts for Classes 9 and 10 separately, discussions and

commentaries are also provided separately hereunder.

8.3.1 ClassIX
As per the overall learning objectives provided in the introduction page of the civics
textbook and as per the Teachers’ Guide (CAPSD, 2008), students will be able to

understand:

* The gradual development towards parliamentary democracy in Bhutan;
* The background, drafting process, and salient features of the Constitution;
* Meaning, features and significance of fundamental rights and duties;

* Meaning, formation and role of political parties; and
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* The need, types and the process of election.

In addition to the above overall objectives, each chapter has its own learning objectives
listed in both the textbook and in Teachers’ Guide. The content of the text in the chapter
has been examined to gauge if it matches with the intended objectives stated in the

textbook and the Teachers’ Guide, as detailed below.

Unit One: Constitution
Chapter One: History of the Constitution in Bhutan
Both the students’ textbook and the Teachers’ Guide have their own learning objectives

as below, where students are expected to:

* Explain the evolution of Monarchy in Bhutan;

* Explain the background and benefits of the establishment of DYT and GYT;

*  Write the significance of devolution of power in 1998;

* Explain the need to have public consultations with regard to the Constitution; and

*  Write the significance of our Constitution (CAPSD, 2008).

Comments on Objectives
Except for the first objective, the content of the text generally seems to have all required

topics to fulfil the objectives. The chapter does not discuss evolution of monarchy, i.e., no
mention of pre-1907 political events. The text only describes the political reforms after
1907. Even the Teachers’ Guide does not have any description of pre-1907 political
events, although the topic ‘Evolution of Monarchy in Bhutan’ is reflected under Lesson 1,
which is covered under learning activity. Therefore, it is imperative upon the teacher
concerned to ensure that students learn about the evolution of monarchy in Bhutan
through the classroom activity, if the learning outcome is to be fulfilled. The chapter
conveys to the students that Bhutan’s transition from absolute monarchy to democratic
constitutional monarchy was unique, unlike other countries where democracy has been
pursued as a result of civil unrest. However, both the content and the activities do not
seem to encourage participatory skills. It is more focused on providing knowledge to be

learned by students.

Comments on textual information
1. Page 1 (Introduction)
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Line 3-4 states: ‘The makers of our Constitutions studied the Constitutions of more than
50 countries ...". In order to convey correct historical information, the sentence may be
amended to inform the students and general readers that the Constitution Drafting
Committee had actually studied Constitutions of more than 100 countries (Tobgay, 2015).

This is similarly observed in the later part of the chapter as well.

2. Page 2 (3" Paragraph)
The 3" paragraph reads: ‘The Lodroe Tshogde was entrusted with the responsibility of
advising the King and the Council of Ministers on all matters of national importance’.

There is a need to confirm if there was a Council of Ministers then in 1965.

3. Page 4 (Submission of the first Draft to His Majesty)

The researcher observed an abrupt jump of events from 9 December 2002 to 21 March
2005 on the drafting of the Constitution. The chapter needs to include events that
unfolded between these two dates for students to understand the events sequentially with

their significance.

4. Page 5 (Significance of the Constitution)

The 1* paragraph, 2" sentence reads: ‘The Constitution is important to the Bhutanese
because of the following reasons: It opens with a Preamble where the ... people for all
time.” The paragraph needs appropriate changes to focus on the importance of the
Constitution. Otherwise, the paragraph could suggest that opening of the Constitution

with a Preamble is the importance of the Constitution.

5.Page 6 (1" Paragraph)

The second sentence reads: ‘In order to promote the unity and integrity of the people in
different parts of the country, the Constitution introduces single citizen in Article 6 and
allows freedom to vote for all citizens above 18 years of age and who are mentally
sound’. This sentence suggests that the main intention for a single citizenship policy is to
promote unity and integrity of the people and to allow freedom to vote. While the need to
promote unity and integrity of the people cannot be ruled out, the intention of Article 6
has no connection with freedom of voting. Voting seems to be out of context under
Article 6. Further, Article 6 forbids a Bhutanese citizen to hold dual citizenship
("Constitution of the Kingdom of Bhutan," 2008).
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6. Page 6 (2" Paragraph)

i. The 2™ sentence reads: ‘This would inspire the state to work for the good of the people
and establish social and economic democracy in the country’. But, it does not explain
what is social and economic democracy, which needs further clarification for students’

understanding.

ii. The 4™ sentence reads: ‘The Supreme Court has been made the guardian of the rights
of the people’. In this regard, it is felt that firstly, this information appears disconnected
from what is being discussed here in this paragraph, which is about the Directive
Principles of State Policy. Secondly, if it is still to be mentioned here then perhaps, it may
be suggested to instead mention that the Supreme Court is the guardian of the
Constitution and the final authority on its interpretation (as per Article 1.11)

("Constitution of the Kingdom of Bhutan," 2008).

iil. Last sentence reads: ‘The State gives Fundamental Rights and protects the rights of
the citizens, enabling the people to perform their duties to the state. This would assure
and enhance Good Governance to realize the vision of Gross National Happiness’. It
needs to be explained as to how the state giving fundamental rights to the people actually
enables them to perform their duties to the state. Further, it is not clear as to how
providing fundamental rights to the people would enhance good governance to realise the

vision of GNH.

Unit One: Constitution
Chapter Two: The Salient Features of the Constitution of Bhutan
The overall learning objectives of the students’ textbook and in Teachers’ Guide are

given below.

¢ Explain the meaning of Preamble;

* Describe the main features of the Preamble;

* Justify the inclusion of Preamble in the Constitution and its significance;
* Explain the elements that consolidate and make the Kingdom of Bhutan;
* Elucidate the criteria of becoming a Monarch in Bhutan; and

* Explain the importance of the Directive Principles of State Policy in the

Constitution (CAPSD, 2008a; DCRD, 2008a).
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Comments on Objectives
The students’ textbook (Page 14 -15) contains four paragraphs of descriptions on

Spiritual and Cultural heritage. The same is also mentioned in the Rationale of the
Teachers’ Guide. However, the learning objectives seem to be missing in both the
documents. Values such as peace, non-violence, compassion and tolerance are mentioned
in this chapter. The importance of preservation of spiritual and cultural heritage has been
shown as essential means to safeguard independence of the nation. The chapter functions
as a knowledge provider and participation skills need to be strengthened both in content

and activities.

Comments on textual information
1. Page 9 (Salient Features of the Constitution of Bhutan)

There does not seem to be any salient features according to the title of the sub-topic,
except the sudden mention of the preamble, in the text. A couple of salient features,

suggested for inclusion here, are provided below.

* Article 2(6), which requires Druk Gyalpo to step down and hand over the Throne
to the next heir upon reaching the age of 65; and
* Article 5(3), which mandates the State to preserve and conserve minimum of 60%

of the country’s total area under forest cover for all time ("Constitution of the

Kingdom of Bhutan," 2008).

2. Page 11 (Figure 1.2.1 Main Features of the Preamble)
There is a need to revise the figure if the Preamble contains any connection to ‘Basic

Objectives of Democratic Constitutional Monarchy’.

3. Page 12 (4™ Bullet)
The sentence ‘The territory of Bhutan shall comprise twenty Dzongkhags, each
Dzongkhag consisting of Gewogs and Thromde’ should be read as ‘Gewogs and

Thromdes’ as it is theoretically possible to have more than one Thromde in a Dzongkhag.

4. Page 12 (11" Bullet)

The sentence reads: ‘The Supreme Court shall be the court of record ... its interpretation’.
While it is technically not wrong to mention here that the Supreme Court shall be the
court of record, it seems more suitable to mention under Unit Three, Chapter Three on
“The Judiciary’ since it is spelt under Article 21. Clauses under Article 21 are mentioned

at greater detail under Chapter Three of Unit Three.
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Unit One: Constitution
Chapter Three: Fundamental Rights and Duties

The learning objectives from the textbook and Teachers’ Guide are

* Explain the meaning of fundamental rights and duties;

* Identify the different types of fundamental rights;

* Describe the relationship between fundamental rights and duties;

* Discuss the significance of fundamental rights and duties;

* Give reasons for incorporating fundamental rights and duties in the Constitution;
* Use their fundamental rights reasonably; and

* Provide reasons for the incorporation of fundamental duties in the Constitution

(CAPSD, 2008a; DCRD, 2008a).

The content of the chapter generally seems to fulfil the above objectives. Students are
provided with the concept of fundamental rights and duties. Besides knowledge, values
such as preservation and protection of country’s sovereignty, abiding by the law,
tolerance, safeguarding public property, refraining from harming other persons, not
abusing women and children, and helping people and country in times of need are
discussed in detail in the chapter. The activities after the chapter are mostly based on
recollection of knowledge. Participatory activities can be strengthened in this chapter to

impart in-depth knowledge on fundamental duties and rights.

Comments on textual information
Page 18 (Classification of Fundamental Rights)

In the first bullet on ‘Right to Equality’, Clause 11 should also be mentioned along with
Clauses 1, 8, 13, and 15 as the paragraph actually already talks about its content, i.e.,
equal pay for equal value of work. Further, Clause 13 is mentioned while its
constitutional provision of right to have material interest resulting from any scientific,

literary or artistic production is not included in the text ("Constitution of the Kingdom of

Bhutan," 2008).

Unit Two: Election and Formation of Political Parties
Chapter One: Formation of Political Parties
Both the textbook and the Teachers’ Guide have the same learning objectives where

students are expected to:
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* Give the meaning of a ‘political party’;
* List the prerequisites for a political party;
* Explain the formation of political parties; and

* Discuss the roles of the political parties (CAPSD, 2008a; DCRD, 2008a).

The content of the chapter generally seems to fulfil the above objectives. However, the
chapter seems to focus more on the procedures of the formation of political parties, which
means more focus on providing knowledge. There is one activity which encourages
participatory skills, i.e. preparing a manifesto by students. There is a possibility of

incorporating values such as team spirit, commitment and cooperation.

Comments on textual information
On page 28, under the Conclusion, the second sentence states: ‘In order to form a political

party, it needs to fulfill certain pre-requisites as mentioned in the Constitution and as per
the law of Bhutan.” This sentence seems to suggest that the Constitution is different from

the ‘law of Bhutan’, which may create confusion for the students.

Unit Two: Election and Formation of Political Parties
Chapter Two: Election
Both the textbook and the Teachers’ Guide have the same learning objectives where

students are expected to:

* Analyse the need for election;
* Explain the types of election;
* Describe the source of funding and the process of campaigning; and

* Explain the voting and election procedures (CAPSD, 2008a; DCRD, 2008a).

The chapter seems to be more appropriate if entitled as ‘voter education’ instead of
‘election’. It provides knowledge on procedures of election. Some values such as right to
vote and fair election are mentioned. The chapter has the avenue to include participatory

activities which is missing in the activity part.

Comments on Objectives
1. At the end of this chapter, there is a question on how a political leader or a candidate

would use the fund provided by the Election Commission for the campaign. There seems

to be lack of information in both the textbook and in the Teachers’ Guide. This might
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create difficulty for the students to answer. The alternatives could be if students are made

to explore through other activities.

2. The Teaching-Learning activity provided in the Teachers’ Guide procedure, under
Activity 1: Visual Aids (Knowledge, Comprehension and Evaluation) requires the teacher
to show a video on a mock election conducted at Paro College of Education. Since the
nation has witnessed two rounds of parliamentary elections, it is suggested to see the

relevance of such election campaign activity and update the Teachers’ Guide accordingly.

Comments on textual information
1. Page 30 (Introduction)

The 3" sentence reads: ‘Election for the National Council is held only on the completion
of the term of office’. This sentence may create confusion for students as it mentions ‘on
the completion of the term of office’. There is a need to update the information in
accordance with the National Council (Amendment) Act of Bhutan 2014, Sections 11 and

15A ( Royal Government of Bhutan, 2014).

2. Page 31 (3" Paragraph)

The 3" bullet reads: ‘Elections enhance leadership abilities in the candidates ... This
provides an opportunity to the candidates to practice and demonstrate their leadership
skills’. The word ‘practice’ needs rethinking as this could potentially convey to students

that assuming elected posts is a leadership training job.

3. Page 32 (Election procedures of Bhutan)
The text mentions only elections relevant to National Assembly election and not much on
election for National Council and Local Government. Therefore, types of election should

encompass all possible elections in the country.

4. Page 32 (Primary election)

The 1% sentence reads: ‘Primary Election is the election where many political parties
contest to get seat in the Gyalyong Tshogdu’. This sentence merits reviews to verify if the
political parties contest in the primary election for a seat in the Gyalyong Tshogdu or to

qualify for the General Election. (Refer Article 15.6 of the Constitution).

5. Page 32 (Bye-election)

There is a need to confirm if it is ‘bye’-election or ‘by’-election.
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6. Page 33 (Election Campaign)

The text mentions election campaigns relevant to only the political party elections for
National Assembly, and does not mention election campaigns for National Council and
Local Government. Therefore, the contents need to be revised so that election campaigns
for individual candidates contesting for National Council and Local Government are also

incorporated.

7. Page 34 (Funding)

The text mentions the campaign fund relevant to only the political party elections for
National Assembly, and nothing is mentioned on the election campaign fund for National
Council. Therefore, the text needs to be revised to include election campaign fund for
individual candidates contesting for National Council. Further, there is also a need to
mention that there is no state campaign funding for candidates contesting for Local

Government election ( Royal Government of Bhutan, 2008).

8. Page 34-36 (The Constituencies)

Figure 2.2.2 may also have to include Dzongkhags as the Constituencies for National
Council elections, Dzongkhag Thromdes as Constituencies for Thrompon elections,
Thromde Tshogde Tshogpa Demkhongs for Thromde Tshogde Tshogpa election, Gewog
for Gup and Mangmi elections, Chiwogs for Tshogpa elections, and Yenlag Thromdes for

Yenlag Thromde Thuemis.

8.3.2 Class X

As per the overall learning objectives provided in the introduction page of the civics

textbook, students will be able to understand the

* Organisation and functions of Legislature, Executive, Judiciary, the constitutional
bodies, and civil service within the political system;

* Structure and roles of Gyalyong Tshogdu and Gyalyong Tshogde;

* Relationship between Gyalyong Tshogdu and Gyalyong Tshogde;

* Formation and dissolution of the government;

* Roles and significance of ruling and opposition parties;

* Composition and functions of the executive branch of the government, semi-
autonomous and autonomous bodies;

* Expected code of conduct of civil servants;
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Evolution of laws;

Structure, features and functions of constitutional bodies and their relationship
with other organs and bodies;

Organisation, functions and the need for local government;

The mechanism of checks and balances for good governance; and

Good Governance in the context of Gross National Happiness and Democracy in

Bhutan (CAPSD, 2008a).

In addition to the above overall objectives, each chapter has its own learning

objectives listed in both the textbook and in the Teachers’ Guide. The content of the text

in the chapter has been examined to gauge if it matches with the intended objectives

stated in the textbook and the Teachers’ Guide, as detailed below.

Unit Three: The Government

Chapter One: The Legislature

The learning objectives identified under the textbook and Teachers’ Guide (CAPSD,
2008a; DCRD, 2008a) are

List and explain the role of Gyalyong Tshogdu and Gyalyong Tshogde;

State the criteria for membership in Gyalyong Tshogdu and Gyalyong Tshogde;
Evaluate the main features of Gyalyong Tshogdu;

Explain the functions and power (Legislative, Financial, Control over Executive,
Election, Amendment, Judicial, etc.) of the Parliament;

Scrutinise the procedure of the passing of a bill;

Describe the formation of Gyalyong Tshgodu and Gyalyong Tshogde and their
relationship;

Discuss critically the role and significance of the Ruling and Opposition Party in a
democratic society;

Explain the impeachment of the members of the parliament; and

Demonstrate the process of passing the bill;

Tell the role of the National Assembly, the National Council, Druk Gyalpo and
the Speakers; and

Describe the formation and the prerequisites of the political parties.
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Comments on Objectives

The students are provided with information on the structures of government and the
function of each institution. Therefore, this fulfils the objectives provided in the textbook
as well as in the Teachers’ Guide. However, the topic on Political Parties (Page 44 — 45)
appears to be a repetition as there is a complete chapter on Political Parties in Chapter
One of Unit Two. The content seems to lack values and skills building. Even the activity
at the end of the chapter appears to encourage students to recollect the information

provided in the textbook.

Comments on textual information
1. Page 40 (Introduction)

The last sentence reads: ‘The Legislature will consist of the National Council (Gyalyong
Tshogde) and the National Assembly (Gyalyong Tshogdu)’. The sentence needs a review
to align with Article 10.1 of the Constitution that states ‘There shall be a Parliament for
Bhutan in which all legislative powers under this Constitution are vested and which shall
consist of the Druk Gyalpo, the National Council and the National Assembly’
(“Constitution of the Kingdom of Bhutan,” 2008, p. 38).

2. Page 40-41 (Membership criteria of the Parliament)
Fifth Bullet (Page 41): ‘Have attained the age of twenty five years’. This criterion needs
addition to include the maximum age of sixty-five as well as per Article 23.3(c)

(“Constitution of the Kingdom of Bhutan,” 2008).

3. Page 41 (Box 3.1.1 The Government)

The flowchart needs to be improved to avoid unintended communication as follows:

1. Under ‘Executive’ the flowchart wrongly suggests that Ministers are under

Autonomous Bodies, which needs to be corrected.

ii. Under ‘Judiciary’ the flowchart wrongly suggests that other Courts/Tribunals are under
Dzongkhag Court and Dungkhag Court, and could further inadvertently mean that the
Dzongkhag Court and Dungkhag Court shall be the authorities to entertain appeals
against the judgments, orders, or decisions made by such other Courts and Tribunals,

which needs to be corrected.

iii. Under ‘Constitutional Bodies’ the flowchart wrongly suggests that the hierarchy of
power flows from Royal Audit Authority (RAA) to Royal Civil Service Commission
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(RCSC) to Election Commission to Anti-Corruption Commission (ACC). Since these
four constitutional bodies are equal and have same juridical status under the Constitution
the flowchart needs to be amended to reflect their equal status and basis of their

respective legal existence.

4. Page 42 (Powers and functions of the Parliament)

The fifth Bullet, Amending Power reads: ‘The Legislature can amend some provisions of
the Constitution by a simple majority with the assent of the Druk Gyalpo’. The text
requires correction to reflect the correct Constitution amendment procedure as provided
for under Article 35(2) of the Constitution, which states that a motion to amend the
Constitution ‘shall be initiated by a simple majority of the total number of members of
Parliament at a joint sitting and, on being passed by not less than three-fourths of the total
number of members in the next session at a joint sitting of Parliament, the Constitution
shall stand amended on Assent being granted by the Druk Gyalpo’ ("Constitution of the
Kingdom of Bhutan," 2008, p. 109).

5. Page 43 (Gyalyong Tshogdu - National Assembly)

The 4™ sentence reads: ‘The number of elected members from each Dzongkhag will be
reviewed after every ten years to take in and reflect the changing population’. The text
needs to be reviewed to incorporate that the National Assembly shall have a maximum of
fifty-five members, as provided for under Article 12(1) of the Constitution ("Constitution
of the Kingdom of Bhutan," 2008).

6. Page 44 (Relations between the two Houses)

This paragraph needs to be revised to reflect that neither of the Houses is bestowed with
any additional power than the other. It is not true that the Constitution has given any
additional power to National Assembly owing to its greater strength of members as
compared to National Council. Any additional power of the National Assembly from
National Council, if perceived, could be due to the different mandates of each House.
Such vital yet subtle differences should be discussed so that the students understand the

two Houses of Parliament in their own right and purpose of existence.

7. Page 44 (Political Parties)
2" Paragraph: It needs to be corrected that the political parties in Bhutan have not
organised rallies and political processions during the election campaign as it is just not in

the Bhutanese culture and psyche.
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9. Page 44 (Functions of Political Parties)
It is confusing for a reader to see these two sub-topics under this Chapter Legislature. The

researcher views that these topics are already covered under Chapter One of Unit Two,

Page 25-29.

Unit Three: The Government
Chapter Two: The Executive
The learning objectives under the textbook and Teachers’ Guide (CAPSD, 2008a; DCRD,
2008a) are

* List the major functions of the executive branch of the government;

* Explain the three types of executives;

* Describe the main body of the executive branch;

* Assess the recent changes in our system of Government with special reference to

the executive;

* Define the ‘Central Administration’ and ‘Autonomous Body’;

* Explain the background and functions of autonomous bodies;

* Describe the composition, appointment, tenure and functions of the Lhengye

Zhungtshog; and

* Describe the different ministries and the autonomous bodies.
Comments on Objectives
The content focuses on functions of cabinet ministers and different ministries. However,
it has been observed that there is a mismatch between learning objective of ‘explaining
the three types of executives’ as opposed to just two types of executives, such as
‘hereditary executives’ and ‘political or temporary executive’, being mentioned in the text
on page 47. In addition, the objective to ‘assess the recent changes in our system of
Government with special reference to the executive’ appears to be vague as to what is
exactly meant by ‘recent changes in our system’. The term, democratic values, is
mentioned to indicate that any procedure is based on democratic values. As usual

participatory skills need to be strengthened as this subject is to build citizenship.

Comments on textual information
1. Page 48 (Lhengye Zhungtshog)

2" Paragraph reads: ‘Lhengye Zhungtshog is the council of ministers ....... >. This needs

a review if Lhengye Zhungtshog is still a Council of Ministers in the present context.
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The phrase ‘Council of Ministers’ is repeatedly and lavishly used in the textbooks
wherever there is a reference to the Cabinet of the Government. In the past under the
absolute monarchical rule, the King was the head of both the Government and the State.
The Cabinet then comprised the King, Ministers including the Prime Minister, and the
Royal Advisory Councillors. Since the size of the Cabinet extended beyond the actual
ministers, perhaps for expeditious decision-making purposes, the Prime Minister and his

Ministers formed another group within the bigger cabinet, known as Council of Ministers.

However, post 2008 the cabinet comprised just the Prime Minister and the Ministers,
who were all elected members of National Assembly from the Ruling Party. The cabinet
does not have the King and other non-ministerial members. Therefore, the usage of the
phrase ‘Council of Ministers’ has become irrelevant and redundant after the introduction
of Parliamentary Democracy. Accordingly, this phrase should not be mentioned any more

in the text and should be replaced with the term ‘Cabinet’.

2. Page 50 (The Prime Minister)

It is not mandatory that the Prime Minister should be the leader of the ruling party.

Article 17(1) states that the ‘Druk Gyalpo shall confer Dakyen to the leader or nominee of
the party, which wins the majority of seats in the National Assembly, as the Prime
Minister’ ("Constitution of the Kingdom of Bhutan," 2008, p. 63). Again, mention of
‘council of ministers’ here too, which is redundant in the present context, needs to be

amended.

3. Page 53 (Other autonomous bodies)

1. Administrative Tribunals: There is a need to review if the Administrative Tribunals are
accountable to the Prime Minister. Article 21(16) states that the Parliament may, by law,
establish impartial and independent Administrative Tribunals ("Constitution of the

Kingdom of Bhutan," 2008).

ii. Royal University of Bhutan: There is a need to review if the Royal University of

Bhutan is accountable to the Education Minister.

iii. Board of Corporate Affairs: There is a need to review if the Board of Corporate
Affairs still exist in the present context, and then validate if it is accountable to the
Minister of Trade & Industry. Further, the name of the Ministry is also changed from
Trade & Industry to Economic Affairs.
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Unit Three: The Government
Chapter Three: The Judiciary
The learning objectives of the textbook and Teachers’ Guide (DCRD, 2008a) are:

* Comment on the evolution of laws from the time of Zhabdrung till now;
* Explain the major functions of the judiciary;

* Distinguish the different features of Bhutan’s judicial system;

* Describe the current structure of the judiciary of Bhutan;

* Analyse the relationship with other bodies;

* Define laws and justice;

* Relate country’s laws to the Buddhist Natural Laws;

* Identify the types of jurisdiction of Thrimkhangs;

* Describe the judicial reforms; and

e State the reason for reformation.

The content of the chapter generally seems to be fulfilling the above learning objectives.
However, there is a need to include explicit mention of major functions of the judiciary.
Further, the terms ‘other bodies’ in the textbook’s learning objective ‘Analyse the
relationship with other bodies’ is not clear. Strong values with regard to the origination of
laws of Bhutan are mentioned in this chapter. According to these laws, people are to live
by following the sixteen virtuous acts and the ten pious acts. If these two topics are
discussed in detail by teachers, it is perceived to be an apt chapter to educate students on
Bhutanese values. Besides providing knowledge on judiciary and values that influenced
the judiciary system of Bhutan, it could have participatory skills, such as case studies and

letting students give judgement.

Comments on textual information
1. Page 55 (Introduction)

The Constitution is inadvertently referred to as the draft Constitution. It is no more a draft

since its formal adoption on 18 July 2008.

2. Page 57 (Judicial System)
1. It is not correct to state that His Majesty is the final court of appeal with powers to
commute sentences and grant pardon. This could wrongly suggest that the convicted party

to the court case would have an automatic judicial access of final appeal to the Throne,
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which is neither the legal intent nor the inherent principle enshrined in the Constitution.
Article 2.16(c) states that the King, in exercise of His Royal Prerogatives, may grant
amnesty, pardon and reduction of sentences. This is a Royal Prerogative, which a
convicted citizen would not have an automatic legal access to appeal to the King beyond
the Supreme Court. Article 21(7) categorically states that the Supreme Court of Bhutan
shall be the highest appellate authority to entertain appeals against the judgments, orders,
or decisions of the High Court in all matters and shall have the power to review its

judgments and orders ("Constitution of the Kingdom of Bhutan," 2008).

ii. There is a need to ensure if it is still correct to say that the Gups, Chimis, and Barmis
are the officials who administer justice at the Gewog level. This was the situation in the

country prior to 2008.

3. Page 58 (Figure 3.3.1 Judicial System in Bhutan)

Figure 3.3.1 needs to be aligned with Comment 2 above.

4. Page 58 (Supreme Court)

Article 21(5) states that the Drangpons of the Supreme Court shall be appointed from
among the Drangpons of the High Court or from among eminent jurists by the Druk
Gyalpo, under His hand and seal, ‘in consultation with’, ‘not on the recommendation of”,

the National Judicial Commission. Hence, it needs to be corrected ("Constitution of the

Kingdom of Bhutan," 2008).

5. Page 59 (The Gup/Barmis)
It needs to confirm the legal status of Gup/Barmis as stated in the text as mentioned in

Comment 2.i1 above.

6. Page 60 (Supreme Court)

Fourth bullet states: ‘It has jurisdiction to deal with disputes relating to fundamental
rights’. This needs to be aligned with Article 1.11 which states: ‘The Supreme Court shall
be the guardian of this Constitution and the final authority and its interpretation’.
Therefore, its jurisdiction cannot be limited to the fundamental rights ("Constitution of

the Kingdom of Bhutan," 2008, p. 3).

7. Page 61 (Salient features of our Judicial System)
Appeal System: There needs a correction to reflect ‘ten working days’ instead of ‘ten

days’ for a litigant to submit an appeal to the higher appellate court.
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8. Page 62 (Genja — Agreement)

The paragraph under Genja (agreement) mentions: ¢ A Genja is an agreement between the
parties concerned. It is written evidence of a consent duly signed by them and their
respective Jabmis (Solicitor). It is an agreement enforceable by law’. It is suggested to

include ‘legal stamps affixed’ in the sentence.

9. Page 62 (Negotiated Settlement)
The paragraph needs to be amended to incorporate the provisions under Article 21.16
which states: ‘Parliament may, by law, establish impartial and independent

Administrative Tribunals as well as Alternative Dispute Resolution centres’

("Constitution of the Kingdom of Bhutan," 2008, p. 76).

Unit Three: The Government
Chapter Four: The Constitutional Bodies
The learning objectives of the textbook and Teachers’ Guide (CAPSD, 2008a) are:

* Tell the background history of the constitutional bodies;
* Explain the structure of the constitutional bodies;

* List the roles of the constitutional bodies; and

* Explain the process of impeachment, and

* Explain the composition, importance, and functions of all the four constitutional

bodies.

Comment on objectives
Student Activity 2 asks students to list three criteria to hold the constitutional office while

the text states only two criteria. Otherwise, the content generally seem to fulfil the above
objectives. Values related to each constitutional body have been provided as knowledge
with function, for instance, the Royal Civil Service Commission ensures that civil
servants render professional support service, guided by the highest standards of ethics and
integrity to promote good governance and social justice. General skills, such as debating

and listing are focused in the activities at the end of the chapter.

Comments on textual information
Page 68: Last sentence of the second paragraph wrongly mentions that the current

Commission is chaired by one of the members on a three monthly rotational basis. This
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needs correction in accordance with the provision of Article 26 of the Constitution on

Royal Civil Service Commission.

Unit Three: The Government
Chapter five: Local Government

The learning objectives of the textbook and Teachers’ Guide (DCRD, 2008a) are:

* Explain the election and nomination of the members of the Gewog Tshogde,
Thromde Tshogde and Dzongkhag Tshogdu;

* Describe their main roles;

* Speak on the historical process of the formation of the Local Government;

* Write about the members, eligibility criteria, and terms of office, responsibilities
and powers and the removal procedures of the gewog members;

* Discuss the Gewog Tshogde meeting procedures;

* Discuss the members, eligibility criteria, terms of office, responsibilities and
powers;

* Speak on the Dzongkhag Tshogdu meeting procedures;

*  Write about the composition of the members of Thromde Tshgode; and

* Talk on the relationship between Thromde Tshogde, Gewog Tshogde and
Dzongkhag Tshogde.

Comments on objectives
1. To enable students achieve the learning objective, the chapter needs to incorporate the

nomination procedures for the election of members of the Gewog Tshogde, Thromde

Tshogde and Dzongkhag Tshogdu, which is missing from the present content.

ii. The chapter also needs to incorporate explicitly the roles and responsibilities of

Thromde Tshogde members.

iii. Student Activity 3 requires students to seek permission from the Dzongdag to attend
the Dzongkhag Tshogdu (DT) as an observer. Technically, Dzongdag does not have legal
authority to invite an observer to attend the DT. In fact, the Dzongdag is not even a
member of the DT and he/she also attends DT as an observer himself (Royal Government

of Bhutan, 2009).

Just as any other chapter students’ participations and civics values require strengthening

both in content and student activities.
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Comments on textual information
1. Page 71 (Background)

There is a need to incorporate some historical background on the structure of local
government from 1980 to 2008 with mention of erstwhile Dzongkhag Yargye
Tshogchungs (DY Ts) and Gewog Yargye Tshogchungs (GYTs) in the text.

2. Page 72 (Gewog Tshogde)
There is a need to review the first paragraph to include Chiwogs as composition of many
villages. It is wrong to say that Gewog comprises villages. It is villages that form into one

Chiwog and several Chiwogs make up one Gewog.

3. Page 72 (Members of the Gewog Tshogde)
It is not correct to include Yenla Throm representative as one member of the GT. Article
22.6 states that one elected representative from Dzongkhag Yenlag Thromde is one of the

members of Dzongkhag Tshogdu ("Constitution of the Kingdom of Bhutan," 2008).

4. Page 72 (Observers)

The text states a fixed list of officials who can attend the GT as observers. The local
government legislations and related by-laws do not prescribe a fixed list of observers. It is
at the discretion of the GT Chair (Gup) to invite an observer. Therefore, anybody can be

an observer to atten