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PREFACE
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SUMMARY

The focus of this research is the New Era Schools Trust
(N.E.S.T.) system of non-racial, multi-cultural schooling,
with its first school Uthongathi as an exemplification of

its unique approach.

In the theoretical component of the research, a thorough
study is made of literature relating to multi-cultural
education, with the issues of culture, race and socio-
economic class explored as problematics of central concern
to the South African context. Selected strategies are
analysed, upon which the possible implementation of multi-
cultural education in South Africa might be based. A
chapter is included on the socio-political origins of
N.E.S.T. 1Its birth and infancy are set against background
events that have impinged on education in South Africa since
World War II.

The empirical section of the research is focused on
Uthongathi, as it evolved and developed during the period
January 1987 to July 1989. Among the most important

findings emanating from the research are the following:

1. _The New Era Schools Trust was established primarily as a
reaction to the historically evolved policy of apartheid,
which the originators of the endeavour perceived to be

unjust.

2. Central to the endeavour is the creation of school
communities that are the antithesis of the present, largely
ethnocentric, state educational structures. It is hoped to
thereby create a vehicle to aid peaceful evolutionary change
as an alternative to the violent and confrontational

strategies widely current.



(vi)

3. Uthongathi propounds (and is guided by) policies of non-
racialism, multi-culturalism, and access for pupils of

various socio-economic classes and both sexes.

4. Some tension is apparent between the policy of a
"balance of races" and the school’s egalitarian aims,
although the racial balance itself appears to be remarkably
effective in practice. An impressive level of social

solidarity is evident amongst the pupils.

5. A broad, liberal education is offered. It is focussed
on university entrance, and is enriched by a wide variety of
extra-mural pursuits. Self-help and a comprehensive

community service scheme operate.

6. Despite the absence at the present time of academic
results gained through public examinations, upon which
objective judgements can be based, it is clear that high
academic standards are pursued. A comprehensive academic
support programme has been mounted in the lower standards in
order to assist those pupils who originate fron
educationally and economically deprived backgrounds.

Bursary support is generous.

7. The N.E.S.7T. schooling model appears to be malleable to
suit regional needs. It appears to have relevance to future
policy directions for state and private schooling alike.

The costs and fee structures are, however, likely to limit

the extent of extrapolation possible.

8. Tentative suggestions have been made for appropriate
action. More accurate judgements on the adoption of
N.E.S.T. schooling as a proposed model for South Africa will
become possible as the system evolves further to incorporate

the four schools initially planned.
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9. Recommendations have also been made for further
research. There is a great need for selected facets of the
N.E.S.T. schools to be researched in greater depth than has

been possible in this exploratory study.
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CHAPTER ONE

INTRODUCT ION.
1.1. INTRODUCTORY ORIENTATION.

This exploratory study is centred on an investigation of the
New Era.Schools Trust (N.E.S.T.) system of multi-cultural
schooling, with a view to describing its socio-political
origins as well as exploring and analysing the structures
and internal dynamics of its first school Uthongathi, as it

evolved during the period January 1987 to July 1989.
1.2. NEED FOR THE STUDY.

In recent years South Africa has experienced an often
violent, widespread repudiation of Bantu Education.

Eoycotts and protests have wracked black and coloured
schools in particular. In certain regions education has
been desultory and ineffectual (Bot & Schlemmer, 1986,pp.2-
10). Although school issues have become increasingly inter-
woven with wider economic and political concerns, the system
of culturally and racially separate schooling has remained a
central problem, with disastrous effects. The Human

Sciences Research Council report The South African Societv,
published in 1885 (p.151) contends that the policy of
separate development implemented during the past thirty-
eight years in South Africa has tended to alienate com-
munities. It has given rise to mistrust and suspicion; a
state of affairs that the authors of the report consider to
have been damaging to good human relations. The result has
been a practical insulation, with members of one "group' not
knowing how the members of another think, feel or experience
reality. It has deeply affscted education, despite the

suggestion that there is a symbiotic relationship between



all the schooling systems within South Africa (Nasson, 1986,
p.96).

There have been frequent calls for the adoption of an open,
non-racial schooling system that would accommodate all
apparently disparate groups in the country. One such call
was made by Director of the South African Institute of Race
Relations Mr John Kane~Berman in 1987, during an address to
the Natal Teachers  Society in Pietermaritzburg. Further,
many private church schools have for years accommodated a
modest but expanding multi-culturalism that stands in
opposition to legislated separation, while state control of
the entry of black pupils to white private schools by
permits and quotas has been gradually relaxed (Gaydon, 1987,
p.36).

In some quarters the current endeavours of the state to
equalise the separate educational systems provided for each
race group are viewed with deep suspicion. The concept of
separate-but-equal education has been harshly Jjudged as a
myth "unashamedly peddled by the bureaucrats" (Sebidi, 1986,
p.50). There is an obvious need for the multi-cultural
option in schooling to be researched on an empirical basis
as part of an endeavour to move to a more socially Jjust
society in South Africa. A comprehensive study by Jarvis
(1984) has shown the inadequate provision made for education
in the Qadi Tribal Area near Durban, at a time when a
diminishing white population is experiencing an under-
utilisation of its exclusive facilities. Many black pupils
presently experiencing inferior education in such areas as
the Qadi might benefit markedly from exposure to the
opportunities for multi-cultural education that the opening

of under-utilised white facilities to all races could bring.



1.3. PURPOSE OF THE STUDY.

The purpose of this study is to illuminate problems and
possibilities inherent in multi-cultural education, as
exemplified by N.E.S.T., and to propose principles upon
which further action can be based. It encompasses the

topics listed below:

(a) A survey of literature on multi-cultural education,
with an emphasis on the context of formal secondary

schooling.

(b) A study of the origins, in socio-political context, of

the N.E.5.T. system.

(¢) An appraisal, by intensive longitudinal study, of
developments at Uthongathi, the N.E.S.T. school near Tongaat
on the Natal North Coast, during its birth and infancy.

1.4. STATEMENT OF THE PROBLEM CENTRAL TO THE STUDY.

Can open, non-racial, multi-cultural schooling, as
exemplified by the N.E.S.T. system, make a potentially
meaningful contribution to meeting the future educational
needs of the youth of South Africa?

1.5. DELIMITATION OF THE STUDY.
1.5.1. The subject of the study.

The subject of the study is the New Era Schools Trust system
of multi-cultural schooling. Founded in 1980 with '
headgquarters in Johannesburg, the Trust has during the past
decade worked towards the establishment of its first non-

racial, multi-cultural school, Uthongathi (Zulu: "a place of



importance”). Its second school, named Phuthing (Sotho: "a
place of meeting"), has been established north of
Johannesburg. Both are secondary schools. Further schools

are planned for Grahamstown and Cape Town.
1.5.2. The focus of the study.

The focus of the study on problematics and possibilities of
the N.E.S.T. system implies the devotion of particular

attention to significant, unique or contentious aspects at
the micro level. These are illuminated and highlighted as
appropriate, and are set against background descriptions to

provide a meaningful context.
1.5.3. The broad context.

The N.E.S.T. system is conceived as evolving within the
current dynamic socio-political context of South Africa.
Recognition is thus given to the pervasive influence of such
intrusive issues as the cultural, racial and economic.
N.E.S.T. is seen to be evolving and developing. It is
adapting to internal and external tensions in its endeavours
to translate the principles embraced within its constitution

into effective practice.
1.5.4. An exploratory study.

The exploratory nature of the research implies that it is an
initial investigation intended as a preliminary to further
research. The intention is to explore, analyse and describe
the N.E.S.T. system of schooling, with Uthongathi as a prime
focus, in order to open to further debate its broad impli-
cations and significance for the future schooling of young
persons in South Africa, while also providing directions for

further research.



1.5.5. G@Generalisations.

The empirical section of the research, although involving
visits to a number of multi-cultural schools in Southern
Africa, is focused strongly on Uthongathi. The analysis of
the possibilities and problematics of a single school,
although illuminated more clearly by the experience of
others that are multi-cultural, has placed a limit on the
scope of generalisations ventured by the present writer. It
has, nevertheless, yielded a rich crop of recommendations
for further research, a feature that is consistent with the

exploratory nature of the study.
1.6 THE THEORETICAL FRAMEWORK OF THE STUDY.

1.6.1. The social-theoretical framework.

Pyt v;f}x
The fundamental aim of N.E.S.T. is to establish schools
whose social structure will be the antithesis of the present
apartheid society in South Africa. Such schools are
intended to serve as models for schooling in the post-
apartheid era that the founders of the Trust recognise as
inevitable. Since schools comprise miniature societies with
a relationship tc the wider society, the present research is

grounded largely in the terrain of Sociology of Education.

In order to develop a conceptual framework for the research,
the present writer has utilised the three dominant
sociological approaches to education surveyed by Blackledge
& Hunt (1985,p.1). The approaches are:
(1) The functionalist tradition,
(ii1) the Marxist perspective, and

(iii) the interpretive approach.



1.6.2. The functionalist tradition.

With origins in the work of Emile Durkheim (1858-1917), the
functionalist tradition holds to a notion of society that
views it as a reality in its own right, a sul generis with
an existence of its own independent of the individuals that
comprise it. Society is viewed as an organism whose
homeostaéis is maintained by institutions such as education
that serve an "organic" function. Education meets the needs
of ‘society rather than the individual, by socialising
individuals into the values of society and into appropriate

roles.

Blackledge & Hunt (ibid.,pp.98;316) are critical of the
functionalist approach, deploring the manner in which
powerful elites and dominant groups can propagate a "false
consciousness"” to legitimize their own position and
privileges. Functionalism lends credence to a "reification”
of society as an entity that has its own wants and desires,
while people are thought of as devoid of creativity, free
will or the power to influence society. The functionalisa
view tends to mitigate against change. The stress resulting
from change is seen to be dysfunctional for the social

gsystem:

"Thus it implicitly defines any existing social
structure as proper and any threat to it as improper.
And if the subject of study is an organisation or
social system which is for some economic or political
reason controversial, the functionalist runs the risk
of having his work serve as a buttress for the status
quo " (Mc Gee, 1875,p.250).

Mc Gee continues by pointing out that there are political

overtones to the issues, and argues that the radical and



humanist camps have a valid theoretical point when they
allege that functionalism is not capable of handling the
problem of social change. Since functionalists hold to a
theory that serves to explain how social structures work to
maintain stability, they have no means for dealing with the
process of change, other than to describe it as mal-

functional.
1.6.3. The Marxist perspective.

Marxism is described by Mc Gee (ibid.,p.303) as a conflict
theory. The conflict theorist, he asserts, sees society as
the embodiment of shifting and competing interests.
Education is viewed as part of the contested terrain.
According to Musgrove (18979,p.76), Marxist historians and
sociologists interpret mass schooling as an act of cultural
aggression perpetrated by the capitalist bourgeoisie on a
massive scale. Despite differences, according to Blackledge
& Hunt (1985 ,p.317), the Marxist position is in some ways
similar to that of the functionalists. Both are macro in
focus, both view education as contributing to the
maintenance of the existing social order. Marxists,
however, perceive a sinister and insidiocus role for
education in allocating people to roles in the hierarchical
divisions of labour, while legitimizing inequalities by
disseminating the ideology of meritocracy and equal
opportunity. The view is blatantly deterministic, while the
empirical data put forward by Marxists in support of their
contentions is often fragile. To accommodate these
criticisms, recent Marxist authors have suggested the
emergence of counter-school cultures that show evidence of
relative autonomy. Blackledge & Hunt are wary of the new

approach:

"The idea of relative autonomy is vague and imprecise,



and it is difficult to see what is distinctively
Marxist about an approach which emphasises both the
independence and dependence of education in relation to

economic forces" (ibid.)

Musgrove also joins the fray, in a attack on the Marxist

analysis:

"The evidence presented in this chapter", he writes,
"suggests that 'mass schooling’ since the early nine-
teenth century has enormously strengthened the
competitive position of the working class; it has not
made them servile but has made an initial contribution
to their ‘respectability’ ', morale, and sense of order
and control over their own lives and destinies. It was
not forced on them; it was largely a response to their
own felt needs and demands” (1979,p.87).

Other critiques of Marxism are found in the work, inter
alia, of Conway (1987), Gamble (1981) and, in the South
African context, Simkins (1986). In South Africa the
Marxist ideology has come under vigorous attack from a
variety of sources. Responding to Robert Morrell s Marxist
critique of his book South Africa in the 1880°s, Clem
Sunter, supported by analyses from A.D. Robinson and J.NM.
Phelps, launched a critique of the relevance of Marxist
theory to South Africa today (Mentor, Vol.89, No.2; Vol.69,
No.3; Vol.70, No.1l; Vol.71, No.1). They criticised
weaknesses in Marxian analysis, the poor econcmic and human
rights records of many Marxist states and the economic
determinism that tends to rely on class labels while
eschewing such forces as nationalism and ethnicity. 1In his
reply in Mentor (Vol.71, No.1l of 1989), Morrell concedes
that Sunter’s response is cogent and well argued, but in his
rejoinder draws attention to those who are socio-

economnically disadvantaged in South Africa. He writes:



"Morrell is hoping that a socialist programme is
implemented which will seriously address the appalling
levels of poverty and unemployment in the country
(which the removal of apartheid will not correct) and
which will lead to a more balanced distribution of

wealth in the country" (ikid.,p.11)

Morrell has of course touched on a central issue. GSensitive
to the profound problem of poverty in South Africa,
Morrell’ s rejoinder finds muted support in the work of
Simkins (1986,p.10). Simkins believes that:

"No fair-minded person could say there is nothing of
value in Marx; on the contrary there is interesting
sustained argument as well as suggestive fragments in

his work".

Following their own berating of Marx’s vision of communism,
Blackledge & Hunt point to alternative approaches to solving

the pervasive problem of poverty:

"All this should not be taken to mean, of course, that
someone who rejects the Marxist conception of the good
society and human nature must, therefore, be satisfied
with the existing state of affairs. Marxists would
often have us believe that this is so. In reality,
however, the liberal and non-Marxist socialist
traditions of thought display a constant concern for
greater economic and social Jjustice, the reduction and
elimination of poverty, the maintenance and extension
of individual and democratic freedoms in the face of
encroachments by state bureaucracy, etc., without being
encumbered with the disabling notion of an earthly

paradise Jjust around the corner"” (1985,p.132).
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1.6.4. Interpretive approaches and the Weberian tradition.

Musgrove (1979,pp. 14-27) categorises the functionalist and
Marxist perspectives as "hard" views of the social order.
The social order is, in these perspectives, viewed from
outside as a hard, thing-like creature. More recent
approaches in which individuals try to make sense of the
world by creating a network of personal meanings are seen as
"soft" approaches. Whereas the hard approaches are
deterministic, Musgrove views the soft views as vulnerable
to a "slide into solipsism”. Criteria for truth and
falsehood become socially constructed and subjectivism is
taken to the point of absurdity as people pour meaning on
the world rather than acknowledge meaning or truth outside

themselves:

"This was rampant relativism”, he writes, "and today it
pervades and rots the fabric of education” (ibid.,
pp. 26-7).

Yet Musgrove concedes that:

"There is much more looseness of fit, a far greater
indeterminacy, between education and the social order
than is generally conceded in sociological studies.
There is actually scope for human intelligence to
change things in this way or that. And there is
considerable - perhaps growing - autcnomy within the
system itself” (ibid.,p.28).

Sarup (1979,p.22) considers new directions in the Sociology
of Education to be reactions to the empiricist methodology
and positivism of earlier approaches. The cognitive
dominance of the categoriss of the expert resulted in a

rejection of imposed meanings and an acceptance of the
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interpretive view of social science. Some of the strands in
the new approach, such as phenomenclogy, have however been
carried to extremes. The relativism inherent in
prhenomenoclogical approaches tends to destroy objective bases
for making choices. It can become nihilistic (ibkid.,p.93).
While conceding that some interpretive approaches are open
to criticism, Blackledge & Hunt (1985,p.318) consider the
micro-ihterpretive in general to display certain advantages.
The approach, they remind us, attempts to investigate the
actors” definitions of a situation, their aims and

assumptions:

"The micro interpretive approach thus celebrates human
creativity and freedom, and the criticism that is most
frequently made of it is that it fails to take
sufficient account of the fact that action is con-
strained by the situation in which it takes place”

(ibid.).

It is essential, these authors proclaim, that sociologists
should examine constraints that impinge on the actors, so
that their consegquences and impact can be gauged. It is
particularly those authors who follow the ideas of Max
Weber, suggest Blackledge & Hunt, who recognise the need to
examine how groups interact in order to construct, maintain
or change the education system. They describe the Weberian

perspective as follows:

"The Weberian perspective is that form of interpretive
sociology which is concerned with both micro and macro
social processes. It seeks to interpret the behaviour
of individual human beings, to understand the
subjective meaning of their actions. But it also
attempts to locate individual conduct in its social

context. All action takes place within a social and
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economic structure which, to some extent, limits what
the individual can do. This structure is, of course,
the result of past action. It has been constructed by
innumerable men and women throughout history. Never-
theless, for each individual it forms an ‘obdjective
reality’ that has to be reckoned with. Furthermore,
the social system of which we are a part shapes our
ideas, beliefs and values as well as controlling our
actions. Our conception of the world and of ourselves
is influenced by it. In turn, we may, as an
individual, come to modify society’s institutions;
certainly, large numbers of individuals acting together
in co-operation, competition and conflict will have
such an effect" (ibid.,p.335).

It is clear to the present writer that the functionalist and
Marxist approaches, despite acknowledged strengths, both
carry a suffocating cloak of determinism, while extreme
forms of the interpretive approach are vulnerable to the
creation of cloud-cuckoo-worlds of bracketed and personal
meanings that become turned inwards on the self. The
Weberian approach offers a nice balance between the extremes
and appears to accord best with complex social realities.

It is obvious that the study of a system of schooling such
as the N.E.S.T. endeavour would be without valid context if
not viewed in a macro perspective. Schooling, as the
content of Chapter Three will show, is inextricably enmeshed

and embedded in the concerns of the wider society.

Convinced that the evolving South African socio-political
environment is affording increasing scope for the mounting
of determined non-racial initiatives in education, the
writer has relied extensively on the interpretive rationale,
while nevertheless acknowledging the power of functiocnalist

social pressures that tend to redirect such initiatives
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towards the status gquo. The Marxist perspective has been
used at appropriate points in the study in order to further
challenge functionalist assumptions. Marxist and
functionalist approaches also provide a counterpoise to the
interpretive rationale. They function as correctives to any
possible drift towards solipsism that might become manifest
if the interpretive rationale were to lapse into radical

subjectivity. The approach is thus eclectic.
1.7. METHODS USED IN THE STUDY.
1.7.1. Study of the literature.

In view of the need to render the empirical findings
meaningful, and to explore the topic theoretically, an
intensive study was undertaken of literature related to:
(a) multi-cultural education, discussed in Chapter Two,
(b) the socio-political origins of N.E.S.T., comprising
Chapter Three.

Original documents were studied where relevant, and the
veracity of the theoretical study was enhanced by means of
visits to many individuals as well as multi-cultural schools
in Swaziland, Botswana, and South Africa. In such schools,
ipterviews were held with headmasters, staff and pupils
where feasible, and-the schools were observed in action.
Such direct contact with persons intimately connected with
the origins of N.E.S.T., as well as the frequent experience
of a variety of multi-cultural schools, rendered the

theoretical component of the research more meaningful and

relevant.
1.7.2. The empirical study.

The focus of the empirical study is on the N.E.S.T. school
Uthongathi near Tongaat. The purpose is to highlight,
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expose and describe the problematics (and possibilities for
extrapolation) of the school. In view of the complex milieu
and infinity of variables present, the "natural scientific”
mode of enquiry was regarded as largely inappropriate, being
too inflexible as well as typically narrow in focus. The
writer therefore worked within the ethnographic tradition of
research, using the illuminative approach (Parlett &
Hamilton, 1976;1977) in order to focus on significant issues.

Methods used extensively included the following:

(a) documentary study,
(b) observation and participation,
(¢) individual and group interviews,

(d) questionnaires.

Although methods were -carefully chosen to relate to the
particular issues under consideration, the researcher
remained open to fortuitous remarks and unplanned
experiences. The rationale behind the methods utilised, as
well as the course of the research, are described in greater

detail in Chapter Four.
Q1.8. ORIENTATION IN THE THESIS.

Chapter 1. The introductory chapter is designed to

orientate the reader.

Chapter 2. The focus of this chapter is on a study of the
literature pertinent to the dynamics underlying multi-
cultural education. Included are statements and brief
analyses of major principles embodied in the N.E.S.T.
philosophy; also an appraisal of the concept multi-cultural
education, an analysis of selected problematics inherent in
such education, and a survey of the literature on strategies

commonly implemented in an endeavour to render it effective.
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Chapter 3. The purpose of the chapter is to present an
analysis of the socio-political origins of the N.E.S.T.
system of multi-cultural schooling. The material pertaining
directly to N.E.S.T. is embedded in a context of wider
socio-political events. These deal in the main with the
development of separate educational systems in South Africa
since World War II. The origins of N.E.S.T. from within the
white private school system are examined, and there is a
gradual focus on events surrounding the founding of N.E.S.T.
as well as the establishment of the Uthongathi school.

Chapter 4. The planning and implementation of the empirical
research at Uthongathi is described early in this chapter
and the methods used are analysed in some detail. The
programne of visits to other non- racial schools is
outlined. The stages during which the illuminative,
ethnographic research was undertaken at Uthongathi are
described in detail and the findings from the research are

presented under appropriate headings.

Chapter 5. The final chapter is focused on an analysis of
findings obtained from the study of literature and the
Uthongathi study. The implications of the findings are
discussed and tentative conclusions drawn. There is an
analysis of problems and possibilities inherent in multi-
cultural education, as exemplified by the N.E.S.T. system.
Principles are tentatively proposed, upon which further
action can be based, and recommendations are made for
further research. The possible role of N.E.S.T. schooling

as a model for South Africa is considered.

1.9 CONCLUDING SUMMARY.

The first chapter has served to clarify the need for the

research, has defined its purpose and has stated the central
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problem to the solving of which it is devoted. The scope of
the research has been delimited and the relevant terms used
in the study explained. Methods used in the gathering and
processing of information have been outlined, while a
further section of this introductory orientation comprises a

summary of each chapter.
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CHAPTER TWO

MULTI-CULTURAL EDUCATION IN SOUTH AFRICA: SOME PROBLEMATIC
ASPECTS AND STRATEGIES.

2.1. INTRODUCTORY ORIENTATION.

The chapter opens with a brief appraisal of the prospects
for social change in South Africa and the possible role of
education in enhancing peaceful change. The discussion thus
provides a setting within which the N.E.S.T. endeavour can
be understood. The chapter proceeds with the highlighting
of selected statements of principle drawn from current
N.E.S.T. policy documents. These statements reveal central
tenets of the N.E.S.T. philosophy, which is characterised
inter alia by the pursuit of non-discriminatory practices in
schooling (Appendix A). Aiming to avoid discriminatory
policies and bent on providing a model of non-racial, multi-
cultural schooling that might act as a catalyst to changes
in the provision of education in South Africa, the Trust
offers private schooling of a high standard. The pupil
population in Trust schools is comprised of many races and a
diversity of economic class backgrounds. In such schooling
the cultural heritages of all pupils are to be harnessed
"through the fullest use of indigenous literature, art,
music and folklore,thus promoting an ethos of a post-
apartheid South Africa" (ibhid.). Further, there is to be "a
fair representation of the community’'s racial mix", while
"the school is established for the mutual benefit of all
members” (N.E.S.T.,Sept.,1987). 1In practice, the first
N.E.5.T. school, Uthongathi, accommodates Zulus, Indians
(Hindus and Moslems), coloureds and white South Africans.

In order to facilitate an understanding of the systen,

therefore, the present chapter accords a central place to

the concept multi-cultural education, which provides a
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unifying theme. Multi-cultural education and the
contentious concept culture are analysed. Attention then
shifts to selected, problematic factors underlying systems
;f formal schooling, including issues relating to pupils”
cultural heritage, race and socio-economic class. The
threads of argument are drawn together and woven into a more
integrated pattern. The complexity of multi-cultural
schooling in South Africa is highlighted and suggestions are
made for a general approach to such schooling. The chapter
concludes with an appraisal of strategies widely used
overseas in order to raise the quality of education offered
in culturally plural schooling environments. A warning is

sounded about their appropriate use in the Republic.
2.2. SOME PERSPECTIVES ON CHANGE IN SOUTH AFRICAN SOCIETY.

As explained in Chapter One, South African society can be
described and analysed in terms of functionalist or Marxist
perspectives. Functionalists tend to be consensus-thinkers,
Jiewing society as an entity whose solidarity is ensured by
the integrated co-operation of its constituent parts.
Marxists tend rather to think in terms of conflict. In
their view, Western capitalist society is comprised of
classes of people struggling for material gain.
Functionalists and Marxists thus have radically different
perspectives on change and tend to gravitate to opposed
poles of the political spectrum. Indeed, writing of the
sociological setting of Scuth Africa, Christie (1886, pp. 19-
23) characterises consensus-thinkers on society in terms of
two groupings: conservatives and moderates. Conservatives,
she points out, do not generally favour social changes,
while moderates tend to support reformist changes that are
neither drastic nor disruptive. Both groups have a
consensus view of society and both want to retain the basic

structure of the present society. They are thus essentially
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functionalist. Opposed to their views, Christie points out,
are the conflict thinkers who argue that schools are places
in which racial and class differences are perpetuated. In
South Africa, they assert, schools tend to keep the
different Population Registration groups separate and help
to keep the society unequally divided between managers and
owners on the one hand, and workers on the other. These
conflict thinkers, she declares, believe that society cannot
be changed by improvements in education alone. Changes in

education must be ap?ompaniedzby broa@srhgocietal chﬁnges}(
> ] \ N\ R+ 10'%

{ N7 N S SN 2
Writing of the prospec% %ér change in South Africa,
Schlemmer (1983,p.269) tends to confirm Christie’s
classification of viewpoints. He considers the radical or
critical school of thought in sociclogy to hold to a view of
change as fundamentally a consequence of conflict or
pressure. It incorporates the Marxist perspective. The
structural-functional school of thought, on the other hand,
believes change to be facilitated by internal adjustments
and adaptations in the institutional systems of society.
Schlemmer points out that there is very little agreement
between the schools. Polarised views are common. He argues
that a synthesis is possible. In assessing the prospects

for change in South Africa, consensus and conflict views
should both be borne in mind.

Schlemmer ‘s synthesised theoretical approach appears to be
sound. He does not attempt to explain change in South
Africa as a process neatly coincident with a single
theoretical perspective. A study of Contending ideclogies
in South Africa (Leatt et.al.,1986) shows the complex matrix
of ideolog%gii perspectives that prevail in _Scuth - Africa at
_the present time. Some of the-ideclogies—are essentially
conservative, othensma¥e~eonf%ictual."Cﬁﬁﬁgé“ig“iikely to

come about as a result of an interaction of many actors who

——
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are bearers of a variety of perspectiveséﬁ The complexity is
clearly acknowledged by Schlemmer. A synthesised approach
is congruent with the eclectic socioclogical approach

outlined in Chapter One.

Many paradigms of change are current. ©Schutte (1988,pp.2-3)
relies heavily on the work of Smelser and Marx in order to
explain their influential theories of change, as they apply
to South African society. Smelser’s equilibrium model is
part of the functionalist tradition. Society is seen as a
number of functionally related sub-systems that endure over
time, but are amenable to modification or adjustment.

Schutte explains:

"Change in a particular sub-system results in a chain
reaction of adjustments to restore the equilibrium in
that sub-system and eventually in the larger system.
It is a continuous, largely self-correcting process
aimed at maintaining the equilibrium of the system"
(ibid.).
Karl Marx, by contrast to Smelser, is introduced as "a
leading exponent of the conflict approach'". Marx's
revolutionary approach is described by Schutte. Society
becomes polarised,with a developing communal consciousness
in each pole leading to a breaking-point followed by
revolution. Schutte discerns in the work of both Smelser
and Marx, a process of conditioning that develops through
progressive stages, implying a gradual heightening of the
stimuli for change. Schutte (ibid,p.7). concludes that
violence is likely if the society develops a low tolerance
threshhold to change, leading to a violent reaction contrary
to the direction of change. He points out that the
"accelerated process of change" in South Africa renders it

vulnerable to social insecurity and conflict, yet concedes
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that further drastic changes are needed. Negative
stereotypes must be challenged. The problem, to Schutte’s

mind, is basically one of tolerance for change:

"In order to put the necessary initiatives for peaceful
change into operation in the time at the country’s
disposal, purposeful and persistent efforts must be
made to heighten the tolerance threshhold for change in
all relevant spheres” (ibid. ,p.9).

Whereas Schutte lays emphasis on the cognitive climate for
reform, Marais (1988,p.11) points to a more open and
conciliatory form of negotiation by the protagonists as a
solution. Marais points to the incredibly complex task of
accommodating diverse ethnic groups in one country and gives
glimpses of the worldwide loss of life that has been
traceable to ethnic conflict since World War II. Africa has
been deeply affected, with the loss of ah estimated three
million lives since 1960. Marais puts forward a model
showing current and past reform endeavours and the spiral of
violence that has accompanied them. He refers to the model
as the reform-violence helix (ibid.pp. 18-24). In essence it
shows that, because reform was not seen as a sharing of
responsibility, it enjoyed little legitimacy and the spiral
of violence erupted further at each stage of reform. The
model reveals rising frustrations and violence accompanied
by more suppression and reform, with an increasing loss of
the government’'s flexibility to manceuvre. Diminishing
options have fanned the flames of violence. The key,
according to Marais, lies in substantial participation by

all protagonists in the process of reform (ibid..p.29).

Is it possible, therefore, that the development of an open,
non-racial system of education might create a more pliable

cognitive disposition for reform, affording a greater degree
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of participation in institutions than previously? Maylam
(1988 ,p.97) tends to be sceptical of the liberal hope that
the reform of racist attitudes will present a solution. He
points to the radical argument that whites will not have a
change of heart while their interests are served by
apartheid. Reform is seen by radicals to be an attempt to
conceal fundamental economic inequalities "beneath a mask of
multiracialism”. Maylam is himself pessimistic of the
chances of success via reform. There has been no softening
of attitudes, while notions of reform fall far short of what
is required. Nor, he argues, is the revolutionary scenario

a likely outcome either. Maylam’'s prognosis is gloomy:

"Thus it looks as though the impasse will continue in
the short-term. As long as it continues the quality of
life for all South Africans will continue to
deteriorate"” (ibid.,p.99).

Other writers are pessimistic about education as a vehicle
for changing society. ©Swift (1977,p.16) believes radical or
innovatory functions of education to be difficult to
reconcile with its traditional role in the transmission of
culture. Schools, he points out, are subject to powerful
soclal pressures. In a highly stratified society, for
example, a school would not be readily able to promote

egalitarian values.

"Only when egalitarianism is accepted as part of the
dominant value system of a society is it likely either
to influence the organisation of education or to be

part of the moral and social training given by the

school"” (ibid.,).

Writing specifically of the situation in South Africa, Theo.
Hanf (1980,pp.233-4) also reflects pessimism. He pointed
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out in 1980, at the height of reformist optimism, the extent
to which enforced inequality had been entrenched between
segments of the South African population. These "segments”,
he averred, had no free choices to make about their
education.

He concludes:

"If the present educational system is counterproductive
for those who designed it, it is also counterproductive
to any form of peaceful and democratic conflict

regulation" (ibid.).

He asks:

"Could a different kind of education contribute to a
peaceful and democratic change? Again, this is not
very likely. Of course, an education designed to
reduce prejudice instead of actually promoting it would
be very attractive; its prospects, however, are very
bleak. Under certain conditions education can
contribute to reducing prejudice, and to promoting
better understanding between different groups in a
society. The main condition for a successful
educational contribution to that end is, however, an
overall policy and strong public support for it.
Precisely this condition is not fulfilled in South
Africa today. Schools may positively influence
attitudes and opinions, but whether these can be
translated into behaviour depends largely on factors
outside schooling” (ibid.).

Despite the grim pictures painted by the authors gquoted,
some hope remains. Schutte has advocated the creation of an
improved cognitive climate for reform, Marais has written of

a genuine process of negotiation, while Hanf concedes that



schools might positively influence attitudes. It is a
slender hope. With origins reaching back forty years to the
experiences of Deane Yates and Steyn Krige after World War
II, N.E.S.T. has built on slender threads of hope such as
these.

Yates writes:

"Most of the strategies for ending the apartheid system
involve confrontation or violence. An alternative
which is at least as viable is to work constructively,
but urgently, to confront apartheid with a society
which is its opposite” (Jul. 1988).

N.E.S.T. offers a programme based on social reconciliation.
But does it imply Jjustice? Justice is, of course, a concept
at the root of much contention in political debate. As
Andrew Gamble (1984 p.220) has pointed out, liberalism and
socialism are fundamental components of the Western
ideology. Concepts of Jjustice have been specific to each.
Liberals have declared their detestation of public legal
inequalities, while accepting social inequalities and
privileges. The socialist response to liberalism proclaimed
formal legal equality to be insufficient. Socialists

demanded practical equality in the social sphere:

"For socialists real freedom and real equality, true
universalism, required the overcoming of social as well

as political and legal inequalities” (ibid.).

Meeting the requirements of Jjustice has been a major

challenge to N.E.S.T. Their response to the challenge will
become clearer in the following pages. Attention will now
shift to a consideration of significant principles espoused
by the Board of N.E.S.T., from which an initial estimate of

their concept of justice and equality can be gleaned, prior
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to a more penetrating appraisal in the later chapters. The
question of creating Just educational institutions will be

threaded through the remainder of this research as a central

theme.
2. 3. SELECTED, SIGNIFICANT PRINCIPLES ESPOUSED BY N.E.S.T.
2.3.1. An open, liberal educational milieu.

The Constitution of the New Era Schools Trust makes
provision for any child "irrespective of race, class,
nationality and faith", to be eligible for admission to
N.E.S.T. schools. It reveals the intention to proffer a
holistic education promoting a high degree of intellectual,
spiritual and physical development (N.E.S.T.,1986,p.2).
Pupils will be expressly encouraged to make personal
decisions and will be trained in democratic principles
(N.E.S.T. ,Jan. 1988).

The philosophical underpinning of the N.E.S.T. Constitution
is broadly reminiscent of the South African liberal
perspective described by Leatt et.al., (1986,pp.51-3), as a
tradition in which individual liberty is upheld "against
the alternatives of socialism and ethnic or racial
nationalism”". Viewed in the light of this perspective, all
individuals are of equal dignity and worthy of the same
human rights, without regard to race, culture, sex or creed.
This credo of tolerance and understanding is reaffirmed in
most recent documents of N.E.S.T. (N.E.S.T.,Sept. 1887,

Jan. 1988). The philosophy appears also to be consistent
with the view of liberalism set forth by Acton (1968,p. 146),
who describes the first of three important features of

liberalism as follows:
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"There are no exclusions, everyone is in. This has
been regarded as a political expression of the
Christian idea that God is equally concerned with

everyone, that all men (sigc) are equal in His sight".

Acton explains that this view does not regard all persons as
alike in some way, but rather that no-one should be
despised, ignored, or used merely as means to the purposes
of others. The origins of N.E.8.T. schools from within the
private church school system would appear to support this
analysis. The deep religious convictions of many persons at

the centre of N.E.S.T. are very evident.

Despite the liberal image presented by N.E.S.T., several
members of the Board (Molete,8 Oct. 1988; Krige,7 Oct. 1988;
Kane-Berman,6 Oct. 1988) have pointed out that N.E.S.T. is
not politically orientated and cannot be identified with any
political ideology. It is viewed rather‘as a pioneering
endeavour to show that non-racial schools can operate
admirably in practice as educational and social

institutions. In the words of Kane-Berman:

"N.E.S.T. schools are meeting-grounds that transcend
political, philosophical, racial, cultural, religious
and income barriers. N.E.S.T. does not belong to the

political spectrum: it is neither of the Left nor

Right" (ibid.).

There is validity in this viewpoint, despite the 4iffi-
culties experienced in "bracketing' any educational project,
or attempting to situate it within a cordon sanitaire that
soclio-political ideologies cannot break. The researcher
acknowledges the extreme complexity of the N.E.S.T.
philosophy when taken as a whole, that renders problematic

any attempts to settle it nicely into an ideological niche.
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2.3.2. Multi-cultural education as a central feature.

It is the view of the N.E.S.T. Board of Trustees that a
closer relationship and more effective communication between
the races in South Africa will be achieved when children of
different cultural backgrounds grow up together and are
educated in the same institutions (N.E.S.T.,1986,p.1).
Understanding and respect are to be fostered between
children from different cultural heritages. The schools
will have a religious base. They will tolerate and indeed
promote the various religious beliefs of their students
(N.E.5.T. ,Sept. 1987). The essence of the policy is

expressed thus:

"(To) inculcate in the pupils a spirit of good
neighbourliness free from any racial bias, with pupils
from various cultural backgrounds learning from each
other without having to forsake their own cultures"

(ibid.).

Although some conflation of the concepts race and culture is
evident, N.E.S5.T. schools are thus intended to be broadly
characterised by the provision of multi-cultural education

as it is described by such writers as Lynch (1983,p.15) and
Atkinson (1984 ,p.1).

2.3.3. A multi-racial schooling population, with a policy

of non~racism.

A fundamental aim of N.E.S.T. is to establish schools in
South Africa that are free of racism, with the intention
that the communities thus formed "will be non-racial in
their way of life and in their ethos" (N.E.S.T. ,Jan. 1988).
There is to be a fair representation of races on all

governing bodies and in the composition of the staff and
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pupil corps. Thus N.E.S.T. seeks a fusion of all races in

their schools (N.E.S.T.,Sept. 1887).

2.3.4. The accommodation of pupils from various socio-

economic backgrounds.

It is a stated aim of N.E.S.T. to give assistance in the
form of bursaries, in order to make their schoocls affordable
to all sections of the community (N.E.S5.T.,Jan. 1988).
Bursaries are tailored to the individual financial
circumstances of each pupil’'s family and an endeavour is
made to accept pupils from a variety of socio-econonmic

classes. The depth and extent of support are considerable:

"In the strictly limited sense of being an educational
project, the pupils, as the beneficiaries, are admitted
from every stratum of society. To this end, funds for
bursaries are raised to the extent of more than 50% of
the total school fees" (N.E.S.T.,Sept.1987).

2.3.5. The relevance of the above integral features of
N.E.S.T. to the analysis that follows.

As shown in Chapter Three, many white private schools have
accommodated a modest (and in a few cases, substantial)
multi-culturalism in their educational programmes
(Staples,1986). Many Catholic schools, as well as selected
schools from other Christian denominations, have
increasingly pursued an open policy (Christie & Butler,
1988). The N.E.S.T. endeavour has clearly been remarkable
for the depth and centrality of its commitment, from its
inception, to a non-racial, multi-cultural and multi-class
educational policy. The issues of culture,race and class
have been selected for particular analysis in this study-

owing to their worldwide prominence as areas of contention.
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Coombs writes:

"In both developing and developed countries, the most
widespread and intractable disparities in all
education, and particularly higher education, are those
rooted in socio-economic, racial and ethnic
differences" (1985 ,p.230).

Since Coombs mentions race distinctly, the term ethnicity in
Coombs s statement has been freely interpreted with regard
to its cultural connotation. That the issues of culture,
race and class are contentious in the context of schooling
in South Africa is evident from the work of Kallaway

et.al, (1986). Leatt et.al., also write as follows of recent

trends in analysis:

"Over the past few years there has been a definite
shift in the analysis of South African society. Many
observers no longer explain the policy of apartheid in
terms of racial or cultural factors but in terms of

economic interests” (1986,p.43).

The shift in analysis has been acknowledged and reflected in
the present research, although it will be noted that the
researcher has eschewed the single-factor economic

determinism of the Marxian analysis.

Attention will now shift to an appraisal of problematics
experienced in offering education to culturally diverse
populations by means of multi-cultural schooling. The
concept culture, upon which such schooling (education) is

based, will itself be seen as problematic.



2.4. CULTURE : THE CONCEPT.

2.4.1. The centrality of the concept culture to multi-

cultural education.

As will be shown later in this chapter, multi~-cultural
education implies the process of educating pupils who are
bearers of different cultural heritages together in the same
positive and enriching classroom environment. The
Uthongathi school near Tongaat boasts a pupil enrolment
comprised of approximately egqual numbers of Zulus,
coloureds, Indians and whites. Although the definition of
such groups on cultural lines is problematic, as will be
more evident later, there is no doubt that a wide variety of
languages, religions and life-perspectives is represented.
In view of uncertainties surrounding the concept culture,
and the fact that the N.E.S.T. schooling system embraces an
endeavour to consciously bring together pupils of different
cultural heritages in the same classrooms, it is relevant to

the present study to explore the concept itself.
2.4.2. Some early views on culture.

The word culture, which is derived from the Latin cultura,
to cultivate land, has a long history of usage in French and
English. Gamst & Norbeck (1976,p.32) note that Voltaire
used the term in the sense of "cultivation of the mind”,
while the late Eighteenth Century lexicographer and
grammarian Christopher Adelung referred to culture in its
more modern context of human acts and artifacts, while still
holding to the view that cultivation of the mind should
comprise part of the definition. Adelung believed human
beings to have been on an "incessant"” course of cultural
development from early times. His ideas were developed

further by Gustav Klemm, who in 1854 declared culture to be
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the result of the interaction between man and nature as well

as man and man in a framework of social intercourse.

Edward Tyler, who has often been called "the father of
anthropology" developed the ideas of Klemm and other
scholars and his Primitive culture, written in 1971,

presented the superorganic concept of culture:

"Culture or civilization, taken in its widest
ethnographic sense, is that complex whole which
includes knowledge, belief, art, morals, law, custom
and any other capabilities and habits acgquired by man

as a member of society” (Gamst & Norbeck, 1976 ,p.36).

The equation of culture with civilisation can perhaps be
challenged on the grounds that not all cultures necessarily
possess the complexity and level of development of material
and spiritual resources, social milieu,’political and legal
organisation typically identified with civilisation.

Tyler 's view has nevertheless exerted a major influence on
our modern understanding of culture as a concept, although
Collins (1975,p.2083) rather uncharitably describes the
definition as a "shopping list"” of behaviours and elements.
Collins points out that merely listing relevant traits or
facts does not give a feel for their unique qualities.
Significantly for educational theory, Collins suggests that
culture can be eguated with all those human behaviours that
are transmitted from generation to generation by learning.
The danger inherent in such view could lie in the conception
that behaviours and ideas have an independent existence,
existing super-organically ‘“"over and above" any human
being, and are transferred in unchanged form. This super-
organic view was indeed promoted by L.A. White in the face
of much opposition (Gamst & Norbeck,1976,p.35). White

stands accused of reifying culture when he describes it as
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"a thing sui generis, with a life of its own and its own
laws" (Burtonwood, 1986 ,p.12). Although Burtonwood
acknowledges that culture can act as a restraint on action,
it does not, he argues, give rise to an inevitable,
deterministic process. White s view has been strongly
attacked for diminishing God’ s role in creation. It was
seen to negate the idea of free will; man being moved by
culture, and its captive. White has argued from the
viewpoint of the Realists that culture has a concrete
reality to it. He is quick to reassure us however, that he

has not warped or reified that which is abstract:

"To reify", he writes,"is to make a thing of that which
is not a thing,such as hope, honesty or freedom. But
it is not I who have made culture things. I have
merely found real things and events in the external
world which are distinguishable as a class of being
dependent on symboling, and which may be treated in an
extrasomatic context, and I have called these things
and events culture" (Gamst & Norbeck, 1976 ,p.64).

Collins points out that we might have to do with "overt"
forms of culture in those activities and artifacts that the
anthropologist can observe directly, while "real" culture
refers to actual behaviour; those things and events that
really exist or occur in the life of a society (Collins,
1975,p.210). Collins appears to be leaning towards an
idealistic view of culture, in which norms or rules are
abstracted from the actual observation of behaviour.
Culture is, in this view, the organised body of laws or
norms of behaviour that exist in the minds of those who bear
culture. It is a view open to the criticism of the realist
school, who contend that when culture becomes wholly an
abstraction it virtually ceases to exist. Johnson (1968,

p-52) points out how the process of inferring culture from
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the observation of uniformities in behaviour renders it to
some extent an imperfect, or approximate, construct of the

observer himself.

Beals and Hoijer (1972,p.104) point to yet other inter-
pretations that add to the uncertainties. Culture (or
cultivation) is often identified with a command of certain
arts, as well as good manners. Historians, according to
these authors, often use the term culture to denote special
developments in artistic and intellectual fields. Greek
culture might, for example, apply only to the activities of
learned Greeks who are skilled in art and literature or,
more narrowly, to the Greeks of the historical "Golden Age”
of Greek intellectual development. It is a concept of
culture that Burtonwood (1986 ,pp.1-3) describes as elitist,
or "high culture’. It is mentioned as one of Worsley's
(1984 ,p. 43) ideal-type ways of conceptualising culture.
Worsley notes that the concept implies superior values,
reserved for the few. He traces the history of this
interpretation back to the slave societies of antiquity,
where the enjoyment of "culture" was the prerogative of the
leisured class. It was, above all, remote from manual
labour or the utilitarian values of the majority, and
implied a set of superior values monopolised by a socially
superior minority. It is a particularly narrow view, set in
contrast to the broader anthropological views mostly current

at the present time.

During the past century, many varied definitions of culture
have been formulated by anthropologists. By the middle of
the twentieth century, such definitions usually included a
variety of traits, and anthropological connotations became
prevalent. Some current definitions suggest that the
concept comprises a learned, socially transmitted,

symbolically based mechanism for group survival which, like
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other complex phenomena, possesses order or pattern. It is
commonly seen to be comprised of interrelated and
interacting parts that influence each other, and
incorporates ideas, sentiments, social arrangements and
objects that depend for their formulation and continuation
largely on man’s ability to create symbols. We are immersed
in culture, according to Muller (1985 ,p.1). It is an
"organic” phenomenon that reveals ocur ways of making sense
of the world in which we live. It is neither a static,
(nor, according to Tomaselli (1986,p.8), completely
coherent) phenomenon. It is subject to change,
fragmentation and reformulation. It is a complex phenomenon
which is variously described as having intra-organismic
aspects, including concepts, beliefs and attitudes, as well
as inter-organismic aspects that may include social
processes involving interaction between persons. There are
also extra-organismic aspects that include material objects.
By means of culture, therefore, persons are meaningfully
related to others, and to their physical and supernatural
environments. Language, economic and technological
behaviours, social organisation and control, philosophy and
religion are all inter-related aspects of culture
(Coombs, 1985, p. 244) .

2.4.3. The concept culture relevant to the present

research.

In order to formulate an acceptable understanding of the

concept culture that can provide a basis for multi-cultural
education, the present writer has selected four definitions
that appear to be consistent with the broad anthropological

view of culture widely current:

"Through the use of language, values, attitudes, images

and symbols, we can make sense of our world. We are
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able not merely to agree upon the nature of reality but
also to order that reality. Through culture as a
system of communication, the stability and consensus of
society is maintained. Culture thus defined is the
essence of the consciousness of the world" (Brown,
Cathcart & Cosin, 1877 ,p.35).

"So, as a tentative working definition only, what I
mean by culture in this book is a network of values,
concepts, methods of thinking and communications,
customs and sentiments (for it is not wholly rational)
used as a socioc-ecological coping mechanism by
individuals, groups and nations. It is an active
capital of non-material, socio-historical character
which attracts compound interest in interaction with
the social and natural environment so as to secure the
survival of the individual and the group. All
accretions to the culture are achieved through the
‘good offices’” of the existing capital” (Lynch, 1983,
p. 13).

"On the broadest level culture tends to be related to
or defined as the symbolic universe of a group of
persons. In this sense it refers to the meanings
people attach to relationships to self and others, to
humankind ‘s extensions, for example, tools, technology,
etc., to institutions, ideas and other groups of
people, and to each human’'s relations to cosmic

circumstances” (Macdonald, 1977 ,p.8).

"Culture is a patterned system of knowledge and
conceptions, embodied in symbolic and non-symbolic
communication modes, which a society has evolved from
the past, and progressively modifies and augments to
give meaning to and cope with the present and

anticipated future problems of its existence"
(Bullivant, 1981).



With support from the foregoing definitions the present
writer has contrived the following definition of culture
that will be adopted for the purposes of the present

research. Culture comprises:

(a) a realm of interrelated and patterned meanings

(b) that are embodied in symbolic and non-symbolic modes of
communication;

(¢) transferred to, and modified by, each succeeding
generation

(d) within a group or society,

(e) and necessary for it to cope with its present and

projected future existential problems.

Culture thus seems to embody a shared constellation of
meaningful solutions that meet the existential needs of a
community, and tends to reflect and enhance consensus and

stability within the group.

Several writers have pointed to the uniqueness of each human
culture that "embodies the whole way of life of a people”
(Mead, 1964 ,p.489). Beals & Hoijer (1972,p.102) too, write
of the "distinctive modes or ways of behaving that, taken as
a whole, constitute their culture”. They assert that "each
human society has its own culture, distinct in its entirety
from that of any other society" (ibid.). Coombs (18985, p.
244) also writes of culture accounting for a society’s
"distinctive identity”. It is, however, possible to argue
as Burtonwood (1986 ,p.14) has done, that it is nonsense to
draw rigid cultural boundaries, since they admit to a
greater degree of cultural homogeneity than is ever likely
to exist. Burtonwood suggests that it is small-scale
anthropological studies in particular that have led to the
practice of trying to draw clear boundaries, whereas in

complex industrialised societies multi-culturalism is the
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norm. Banks (1981,p.181) takes the argument further and,
while acknowledging the unique achievements of
distinguishable human groups, points out that those who only
view the world from unique cultural and ethnic perspectives
are denied a share in a broader human experience. They are
culturally and ethnically encapsulated (ibkid, ,p.25). A
certain open-mindedness is needed if we are to live in
harmony in a world in which interests might too readily
clash. Culture provides a lens through which we Jjudge the
world, yet it can become a conscious blinder to other ways
of thinking, feeling and acting (Gollnick & Chinn, 1983,

p. 15). It might also serve us well to recognise the

similarities shared by cultures:

"Thus it is possible for cultural groups to embrace the
same religious doctrine or the same political
philosophy and still be distinct cultures, despite the
fact that in the highly mobile world order of today
virtually no culture can be considered to exist totally

separate from other cultures" (Staples,1987,p.6).

Cultures tend to reflect answers to questions that are in
essence similar, owing to such common factors as human
biological and psychological needs. White (1973 ,p. 12) goes
so far as to describe the function of culture as zoological.
It can be argued that basic similarities are more pervasive
than differences are, especially when the need for food,
clothing, shelter, child-rearing and social affiliations are
considered. Grant (1877 ,p.35) points out that even value
systems have similar elements, and concludes that no culture
is wholly isolated or cocooned. He asserts that humankind
shares a great deal in common despite a great diversity of
languages and other expressions of culture. It is clear to
the present writer that there is advantage in schooling
taking into account both the similarities and differences

in the cultures of the social communities served.
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Cultures are seldom static. The seeds of change are ever
present, even in those that are apparently most closely
integrated and stable (Ware,1974,p.115). Cultural change
often arises through the efforts of a group within society
to render certain institutions more effective as agents to
serve their interests. Culture is not transmitted from one
generation to another in fixed and permanent forms (James,
1981,p.23). Its metamorphosis can rather be likened to that
of living matter. Children tend to create a living culture
out of elements from the cultural milieux to which they have
access, since people play a part in modifying and adapting
the culture into which they are born (Bullivant, 1981,p.2).
Cultures are thus not static phenomena but are constantly
changing. Where rapid change is involved, it may be less
traumatic than slow, uneven change that separates
generations and can lead to fragmentation of life, with
difficulty in adjustment, according to Mead (1964,p.507).

In the event of rapid change, the entire way of life can be
modified so that the community as a whole can be carried
with it. The direction in which a society is likely to
evolve is, however, understandably difficult to predict.

The interaction of environments, complexity of the problems
that a society might face and the possible network of
solutions are so complex that no single determinant can
suffice to explain change (Service,1971,p.25). Rapid socio-
political changes in South Africa render an analysis of the
concept culture in the Scuth African context necessary,
since 1ts definition is historically interwoven with socio-

political issues.

2.4.4. The concept culture in the socio-political setting
of South Africa.

Discussion earlier in this chapter showed multi-cultural

education to have originated in Western countries as a
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reaction to ethnic revitalisation movements that were
opposed to assimilatory policies. Gaganakis (1986,p. 14)
points to the difficulty inherent in transposing ideas
current overseas in order to explain events in South Africa,
where the concepts "ethnicity" and "culture” might be
interpreted in ways different from those common in other
countries. He reminds us that in South Africa the concept
culture 1is sealed into explicit racial categories and that a
static view of culture is widely current. He also argues
that cultures are viewed as unchanging and crystallised,
while "culture"” is often the criterion by which personal

identity is created.

In South Africa, race has exerted an undeniable impact on
the formulation of group identity. In the past, vigorous
moves have been made officially to ensure that racial
categories are propagated as a basis for a separation that
must be engineered on a firm genetic foundation, although as
Muir (1983,p.17) has pointed out, conservative politicians
and academics have tended to legitimise the social structure
of South Africa in terms of cultural identity rather than
race. The recognition of racial-cultural group identities
and consequent separation of communities is usually regarded
as a logical and benign policy by its proponents. The
nature of such "cultural" pluralism is further explained by
Staples (1987 ,p.7):

"The cultural pluralist, that is, the person who
recognises cultural plurality, argues that culture and
cultural identities are facts of life which cannot be
denied and who makes a distinction between cultural
differentiation and cultural discrimination. For the
wellbeing of society he respects differentiation and
rejects discrimination. A country following a cultural
pluralist ideology is made up of competing cultural and
ethnic groups, each of which champions its economic and

political interests".
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Too often, it seems, cultural discrimination is implemented
under the banner of cultural differentiation. Morrow (1986,
p.247) points out that the concept culture is particularly
vulnerable to misuse. It has a "tangled theoretical and
political history" in South Africa, with its "bitter history
of domination, oppression and exploitation, much of which
has been rationalised in terms of cultural differences”
(ibid.). Morrow goes on to explain that the use of culture
as a neutral, descriptive concept in the social sciences
lends itself well to the application of the concept as a
"scientific”" basis for classifying people into cultural
groups. This approach provides a secure foundation for

political practices that are discriminatory.

Gaganakis (1986,p.14) is even more scathing of the apparent
misuse of the concept culture in academic circles, and

believes we are at the point now where it is "a sort of do-

it-yourself term which can mean almost anything you please’.
It is then possible to harness the concept to a policy that
buttresses group privilege. As Bullivant (1986,p.43) has
pointed out, boundary markers can become clarified and
manipulated in order to provide for the inclusion or

exclusion of certain groups from desired resocurces.

Muir (1983,p.20) has also suggested that concepts are
manipulated in South Africa in order to downplay racial
polices while presenting a claim to the superiority of
certain groups based on cultural identities. He explains
that social groups manipulate the concept culture, amongst
others, in the course of social interaction, and that their
behaviour is much conditioned by the meanings that they give
to the term. Such meanings tend to be subjective. Van den
Berg (1986,pp.4-6) is alsc sceptical, even scathing about
the misuse of the term culture, which he regards as starkly

problematic. He argues that the South African population
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cannot be divided neatly into a certain number of cultural
groups and that culture is not "frozen": nor is it an
immutable entity that cannot be challenged. He considers
culture to be a dynamic phenomenon that cannot be perceived
as a social cocoon. It is, rather, a set of socially
constructed, changing meanings that tend to be experienced

or lived, often on an unconscious level.

Muir (1986,p.23) considers cultures to be a mixture of
elements, and points out that no culture in South Africa can
be regarded as "pure”. Much borrowing occurs and new wholes
are synthesised from the intermixture. It is quite
possible, however, that as a result of the process, certain
cultural constituents can be disparaged, or inter-ethnic
conflict can result. In South Africa, he asserts,
imperialistic and nationalistic movements have in the past
proved to be inflexible, intolerant and gxclusivist. They
have frequently been blinkered in their vision, and
educational theory and practice have reflected such
limitations. Indeed, Muir argues, education has readily
reproduced these nationalisms. It is as capable now of
reproducing multi-culturalism,if the society wants to reach
inter-group understanding. If such endeavour is to be
successful, a deeper insight into the nature of culture is
needed, with the development of a concept more generally
acceptable than that of the past. McGurk has opened the

door to a new vision of culture:

"It demands that we accept an idea of culture that is
truly expressive of the dynamic openness of human
existence. The transition will take place from a
notion of culture and its practice, which is often
embodied in what are felt to be prized traditions, and
is expected to be normative for all in a group, to a

truly pluralistic idea of culture. Effective
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acknowledgement must be given to diversity in which the
experience of cultures and religions other than one’s
own is not alien, but in which the resources of the_
other culture and religions are appreciated in an
‘imaginative passing over  from one’s own culture and
religion to others. One may then return to one’s own
culture and religion with new creativity and insight”

(1988 ,p. 7).
2.5. MULTI-CULTURAL EDUCATION.
2.5.1. The concept in historical-philosophical perspective.

Jeffcoate points out that multi-cultural education is a

phenomenon about which there is little agreement:

"Education and race relations are both contested areas
of study and intervention”, he writes, "so it 1is hardly
surprising that multi-cultural education, which
straddles the two, should have become a site for
ideological debate and conflict” (1984 ,p.161).

He suggests that, remote from conservative ideologies,
multi-cultural education can be characterised as a contested
terrain between liberalism and radicalism. In Jeffcoate’'s
view, liberalism can be traced back to the Romantic
libertarian tradition of creativity and self-fulfillment
espoused by Rousseau, which surfaced at a later time in such
phenomena as Neill’s Summerhill School, the Victorian
meritocratic philosophy and Dewey’s democratic education.

It has dominated multi-cultural education for the past
twenty years and is clearly Jeffcoate’ s preferred
philosophical underpinning for such education despite its
"naive optimism”. He puts forward a spirited defence of the

liberal position, which is dedicated to the enhancement of
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individual life chances, in the face of the Marxist argument
that liberal ideology presents a perfect apologia for
retaining the arrangements of a capitalist society

(ibid.,p. 184). Marxist arguments are thought by Jeffcoate
to be characterised by neglect or ill-use of empirical data
and their educational endeavours to be permeated with
indoctrination (ibid.,p.186). He does, however, concede
that Marxist analyses have a point to make in condemning the
lack of theoretical rigour that frequently characterises
liberal arguments. It is clear that an appraisal of the New
Era Schools Trust can most profitably be undertaken with

both liberal and Marxist critigues in mind.

Banks (1986,pp. 1-5) contends that a liberal ideology has
characterised the Western nations since World War II, and
argues that this ideology was initially reflected in an
assimilationist policy that envisaged all immigrant
minorities participating fully and equally in the life of
the Western nation-states. In order that they might
participate thus in Anglo-dominated society, it was regarded
as essential that all ethnic, cultural and racial minorities
be freed of traditional cultural attachments. Only by doing
so would they be free to interact as equals in the modern,
technological culture of the state. Considerable success
was achieved until the nineteen-sixties, in such countries
as the United States of America, Australia and Canada.
During that decade problems relating to the ethnic
minorities increasingly surfaced. Banks describes the

fundamental problem as follows:

"The ethnic and racial problems in the Western nations
developed in part because specific ethnic groups,
because of their physical and cultural characteristics,
were denied the opportunity to attain the attributes
and behaviours that were needed to assimilate in the

mainstream society” (1986 ,p.4).
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The Western nations, he concludes, created expectations and
goals for ethnic groups but made it impossible in practice
for these groups to attain them. Considerable political
mobilisation of ethnic groups resulted and gave rise to

1

ethnic protest and "revitalisation movements”. Demands were
made for the inclusion of the ethnic group’'s cultural
heritages in the school systems, with multi-cultural

education as one among many responses.

Bullivant (1986 ,p.33) also alludes to multi-cultural
education as the culmination of a lengthy process. It has
involved the development of solutions to the problem of
accommodating ethnic minorities in English-speaking
pluralist societies such as the United States of America,
Great Britain and Australia. Each approach, he argues, has
been promoted as a panacea, has had its weaknesses exposed
and has been superceded by another policy, including
assimilation, the "melting pot", integration, the "cultural
mosaic"”, bi-culturalism and finally multi-culturalism. The
latter is viewed by Bullivant as an educational Jjuggernaut,
not without its weaknesses.
"A disturbing feature of this approach”, he writes, "is
that it seems to be based on the same conventional
wisdom about pluralist and compensatory education as
previous approaches. That is, given sufficient
cultural understanding and goodwill between members of
ethnic groups, enough government funding and the kind
of democratic liberal idealism that has long
characterised Western societies, the problems of
achieving inter-cultural understanding, equality of
opportunity and improved educational achievements will
be solved: so runs the belief. Spurred on by its
underlying assumptions, alternative approaches are
denigrated and more realistic interpretations of the

nature and effects of pluralism ignored” (ibid., p.33).
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From the passage quoted it is apparent that Bullivant
considers multi-cultural education to be founded on a
utopian view that does not sufficiently acknowledge the hard
realities of cultural diversity. In the view of the present
writer great caution must be exercised in assuming a too-
clearcut definition of cultures. The complex intertwining
of cultures that is characteristic of industralised
societies, as well as uncertainties surrounding the concept
culture itself, mitigate against a reification of cultures.
Concomitant with an acceptance of cultural differences
therefore, should be acknowledgement that future citizens
should learn, acquire and master the common sentiments,
skills and knowledges that will enable them to function
effectively with others in the mainstream culture (Banks,
1986 ,p.24). The dilemma of acknowledging both the prevalent
community cultures as well as the mainstream culture is

characterised by Bullivant (1981,p.1) as the "pluralist

dilemma". It is a dilemma that i1s central tc multi-cultural
education.
2.5.2. Some current views on multi-cultural education.

It is obvious from the literature that widely different
interpretations are attendant on the concept multi-cultural
education. The debate has been particularly fierce during
the 1980°s, with confusion and contradiction permeating the
interchange. Educators in the field have nevertheless
sought to establish a new consensus and some of the more
contentious positions of the past appear to have been
eschewed. The current understanding of the concept in Great
Britain seems to rest upon the general approach of
individual educators to the education of a culturally
diverse society; whether they favour an assimilationist,
cultural pluralist or anti-racist approach (Mogdil, Verma,

Mallik & Mogdil, 1986 ,p.5). In the assimilatory model, also
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known as the "melting pot”, according to Saunders (1882,

p. 13), the principal intention is to merge all groups to the
extent that their traditional characteristics are lost and a
new, unigue blend emerges. The cultural pluralist model, on
the other hand, emphasises retention of the unique cultures
(ibid.,). By contrast, multi-culturalism permits the
retention of existing cultures, while also generating a

mutual enrichment of cultural experience.

The concept multi-culturalism might, however, rest on a
conceptual muddle, writes Gaganakis (1986), who has
expressed doubt concerning its further use as a concept. It
is obvious that we must have a clear understanding of our
meanings when we link the word "multi-cultural” with
"education”. The concept tends to become warped and limited
if used in too restricted a sense, as may be the case with
terms such as health education or special education
(Tesconi, 1985 ,p.22). It is obvious from the paradigms
explored by Banks (1986,p.11) that multi-cultural education
is no longer viewed as a discrete, optional subject that
forms part of the school curriculum, or entails the addition
of a few "exotic” elements to it. It should, rather, focus
on the general curricular needs of all pupils, as well as
the special needs of some, in the view of Nixon (1985, p.4).

Nixon explains further:

"Issues relating to multicultural education, in other
words, are allowed to socak intoc the very fibre of

schooling" (ibid., p.41).

The inappropriate connotations that can surround the term
multi-cultural education have constrained btaples (1987,p.
12) to prefer use of the description "education that is
multi-cultural”, as unambiguous and less likely to be taken

as a form of education that is supplementary or limited.
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The essence of multi-cultural education appears to lie in
the experiences of children in classrooms that accommcdate
persons with different cultural heritages, living and
learning together. It involves the acceptance of each child
as the bearer of a unique heritage of cultural experience.
The individual is enabled to retain a secure identification
with her essential cultural origins, while classmates are
also exposed to her culture in a process of enrichment of
their own. Further, insists Macdonald (1977,p.8), the
cultural heritage of each person is seen to be something of
real worth, that can provide a foundation for perscnal

development.

Staples (1987,p.11), while shifting emphasis to the concept
of cultural group, clarifies the concept further:

"A school is practising multi-cultural education when
equal dignity, respect and privilege are accorded all
cultural groups in the school, but each group is
allowed to maintain its culture fairly intact so long
as it does not conflict with (a) the welfare of others,
and (b) the establishment of an efficient cohesive

school spirit".

A culturally pluralistic society is thus seen to be a
positive asset, and such cultural differences as there may
be are welcomed for providing pupils with wider
understandings. Multi-culturalism, however, goes beyond a
mere understanding of different cultures to a recognition of
the right of different cultural groups to exist as distinct
entities (ASCD Multicultural Education Commission, 1977 ,p.3).
The contribution of each child to an enrichment of the
learning experiences of all is acknowledged and encouraged.
In view of such enrichment, one might argue the case that

multi-cultural education is superior to mono-cultural
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education, in which children of a particular “cultural

group  are identified and educated together.

The weaknesses of mono-cultural education are criticised
most harshly by Parekh (1986,pp.23-29). Parekh condemns the
approach, in particular because he considers it unlikely to
arouse a child’s curiosity about other cultures. It is not
likely to nourish the faculty of imagination, by which
alternatives to known patterns éf life are willingly

explored. It can stunt the growth of a critical outlook.

"A child taught to look at the world from the narrow
perspective of his own culture and not exposed toc any
other is bound to reject all that cannot be
accommodated within the narrow categories of his own
way of looking at the world. He Jjudges other cultures
and societies by the norms and standards derived from
his own, and predictably finds them odd or even
worthless"” (ibid.,p.23).

Parekh also writes of the insensitivity and arrogance that
can be bred through exposure to mono-cultural education. It
presents a fertile ground for racism and the characteristic
response to other cultures is often made in terms of
superficial generalisations and stereotypes. Finer feelings
can be stunted. Parekh concludes that multi-cultural
education is therefore superior to mono-cultural education
(ibid, ,p.29). In considering Parekh’s view, one might argue
that multi-cultural education itself might be vulnerable to
an interpretation that overaccentuates the distinctions
between groups, though all be educated under the same roof.
Multi-cultural education obviously implies much more than
the accommodation of cultural groups in the same facilities.
Attitudes are important and the experience is directed to

the enrichment of all. A complex interweaving of cultures
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is sought, while the richness that diversity can bring to

schooling and to society is not neglected.

"Metaphorically speaking", write Seelye & Wasilewski
(1981,p.42), "it might be that the optimum model for
the organisation of society is not so much the ratiocnal
design of an eighteenth century French garden but the
organically interwoven, complex multiplicity of a

tropical rain forest".

The interwovenness of society to which these authors refer
can be reflected in schooling that provides for multi-
cultural educative experiences, incorporating cultural
diversity in all its richness, as well as a measure of
cultural "mainstreaming”. There is thus a recognition of
the benefits to be derived from retaining the home culture
as well as the mutual benefits that the experience of other
cultures can bring. That there might be problematics in
such exposure, however, is mentioned by Atkinson (1984,
p-15), who warns against the danger of presenting all
aspects of a culture in a positive way. Such an approach
might result in the abdication of standards of critical
Judgement. Lynch (1983,pp. 14-15) too,warns against "soft
folksy tokenism” in which all cultural values and meanings
of all the cultural communities involved in such schooling
are equally acceptable, simply because they are different.
He emphasises the undesirability of such an approach and
argues that the more positive educational benefits of multi-

culturalism could be negated by its adoption.

It is possible to conclude from the above that there is
advantage in vigorous and open debate in multi-cultural
classrooms, undertaken in a spirit of sympathy, empathy and
understanding, while not Jjettisoning objective and critical

Judgement for the sake of sentimentality. There is scope
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for the acceptance of unfamiliar values where such are seen
to be good, if different. Lynch (1986,p.193) indeed
considers multi-cultural education to be a good vehicle for
facilitating the exercise of democracy : a point with which
Parekh (1986,p.26) essentially agrees. In essence, Parekh
argues, multi-cultural education is an attempt to release
children from the confines of ethnocentric straightjackets.
It can be viewed as an endeavour to free them from biases
and prejudices, to render them willing to explore the
world’s rich diversity. Multi-culturalism is thus,
according to Parekh, an education in freedom. It implies
freedom from inherited biases and narrow feelings and
sentiments, as well as freedom to explore other cultures and
perspectives and make one’s own choices in full awareness of
avallable and practical alternatives. It is a way of
sensitising the child to the inherent plurality of the

world. Atkinson defines it succinctly:

"as education which gives a central place to all the
main cultural traditions represented in a particular
community or society, and which seeks to develop within
pupils attitudes of pride and understanding regarding
their own cultural tradition and tolerance, respect and

understanding regarding the cultural traditions of
others” (1984 ,p.1).

It is essentially a creative affirmation of individual and
group differences within a common humanity. Both unity and
diversity are accommodated. With acquaintance and
understanding, respect and tolerance are given a chance of

developing:

"It is most important if we are to share the world
peacefully that we share ourselves and our cultures. It
is crucial for efforts in this direction to begin in the

school, if not in the home" (Baptiste, 1978,p.29).
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It is apparent from the foregoing discussion that the
endeavour with multi-cultural education is to aveid either
of the following

(a) weaving the education of children into insular cultural
cocoons, oOr

(b) pressing pupils into an unfamiliar cultural mould,with

a consequent loss of identity.

The former is a possible feature of mono-cultural education
set in a pluralist framework : the latter is assimilatory.
The literature suggests that multi-cultural education 1is
directed towards children enjoying the preservation of their
home cultural heritage while being positively exposed to the

cultures of others.

2.5.53. Multi-cultural education in the socio-political

context of South Africa

In the face of the many prevailing uncertainties and
conflicting opinions on the most appropriate schooling
dispensation for South Africa’s racially and culturally
complex society, many white private schools have opened
thelr doors to black pupils. In many cases, according to
Christie & Butler (1988), the numbers of such pupils have
been small, with the development of an inevitable
assimilatory policy. As will become apparent in Chapter
Three, other schools have evolved towards an approximately
even distribution of white and black pupils on the roll.
During a visit to selected schools in Johannesburg, the
researcher noted that some of these schocls had begun tc
make quite penetrating adaptations and accommodations to
meet the needs of their black intake. They appeared to have
begun a shift towards multi-culturality rather than blatant
assimilation. The headmaster of Sacred Heart College, Bro.

Neil McGurk, explains the initial process thus:



"With the advent of only a few blacks who cope
academically the fears of the original supporting
community about opening the school are found to be
irrational and 1t adjusts to their presence”

(1988,p.49).

McGurk considers this first phase in the development of a
"non-racial" consciousness to imply a tolerance of the
unthreatening assimilation of a few ”aliens“,i He explains
that the dynamics alter with an increase in numbers. New
tensions can arise, especially if the children are under
pressure from their township peers. As the nunmbers rise
further, a new consciousness must begin to permeate the

institution and new relationships between students and staff

are needed. Also required are adaptations to the formal and
hidden curriculum. Bridging classes might be created
(ibid. ,p. 50).

McGurk urges an open embrace of all the historically
alienated ethnic, cultural, class and religious groups in
order to counter the fragmentation of society (ibid.,p.32).
He expresses the need for open cultures to evolve through
schooling within which students can acquire the skills and
necessary enculturation to make South African society truly

non-racial;

"Because of the growing demographic pressures on “white
education” a basic dynamic will begin to operate.
Schools are going to have to open and increasingly
reflect the demographic proportions of the population
at large, otherwise “white  schools will become objects
of great resentment. Once transformed in this way they
will become the basis of a pattern for the new

hierarchical ordering of a nonracial society which they
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are at present reproducing as “white’. Generally,
‘white” South Africa will have to reconstitute itself
though education into a more homogeneous nonracial

cultural entity in a nation-building exercise”

(ibid. ,p.40).

The difficulties faced by those private schools that have
made special efforts to accommodate cultural plurality, such
as Mayfair Convent, Sacred Hearf College, St. Barnabas
College and Woodmead are mentioned by Headmaster of St.
Barnabas College, Mr Michael Corke (1988,p.7). These
schools and a few others appear to have progressed well
beyond assimilatory approaches geared towards the admittance
of a few black pupils. They are in the vanguard of change
and may yet face the first stirrings of an “"ethnic
revitalisation movement" amongst their black pupils. It is
conceivable that multi-cultural education could arise in
these South African schools by means of processes of
reaction to assimilation, as has happened overseas, although
writers such as Christie & Butler have pcinted out that
there are essential differences. It is evident that multi-
cultural education in South Africa must be geared to contend
with many unigque problems that are not encountered in most

Western countries.

Christie & Butler (1988,p.159) make plain their reservations
about multi-cultural education in the context of South
Africa. They point to the origins of the approach in
certain overseas countries during the 1960 s, as an
endeavour to accommodate immigrant minorities. They do not
accept the application of a term used to accommodate
minorities, if it is also to be used in the South African
context to describe the integration of an established black
majority into white schools (ibid.). Nor are they accepting
of the manner in which the concept culture is used in multi-
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cultural education. It tends to be superficial, related to
ethnic practices, observable behaviour and articulated
beliefs. The curriculum too readily becomes a collection of
trivialised practices that do not capture the complexity of

experiences of open school students:

"This points to the dangers of teaching tribal customs
and folklore as the main thrust of a multi-cultural
curriculum. To concentrate on these aspects as
observable elements of African culture not only runs
the danger of stereotyping; it also sidesteps the lived

cultural experiences of black township dwellers”

(ikid. ,p. 161).

Christie & Butler also deplore the assumption that cultures
are possessed by groups equal in power, and that such
cultures are currently being equally represented in
schooling practices. Finally, they point to the confusion
of the term "multi-cultural education" with "racially mixed

education”, and argue:

"This in itself raises doubts about the relevance and
accuracy of the term "multiculturalism”™ in the South
African context. If it is intended to apply to the
mixing of racial groups, there seems little point in
using the term ‘culture’, especially since ‘cdlture'
could equally be used to refer to ethnically

desegregated groups (such as Afrikaans, Zulu and so

on) " (ibid.p. 162).

Implied in the reservations of Christie & Butler is the
apprehension that multi-cultural education might be
implemented to serve sectional interests. The complexities
of the South African setting for multi-cultural education is
further elaborated by Robert Muir (1986 ,pp.17-22), who
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suggests that current debates on education in South Africa
can be viewedlfrom any of three pervasive rationales, and
that the multi-cultural education programme emanating from
each is quite different from the others. The first
rationale described by Muir is the technocratic, which
implies the use of empirically testable propecsitions as a
basis for educational theory. Aspects of the educational
process are regarded as amenable to identification and
manipulation as concrete objects of scientific interest.
Multi-cultural education is seen to be largely subjective
and therefore "soft” data. The most serious consequence for
multi-cultural education programmes is that experts plan it
from outside the system itself, design it without con-
sultation or negotiation and impose it on the participants.
The present writer would characterise much of’the past
educational dispensations in South Africa as motivated by
this functionalist rationale, with the Human Sciences
Research Council Report on Education in the R.S. A, (1981) as
a typical but by no means extreme example of research

emanating from its use.

The second rationale described by Muir is that of the
Marxists, who point to multi-cultural education as a
liberal, humanistic attempt to produce desired results
including the equalisation of opportunity, but which does
not penetrate to the central political and economic issues
that divide society. Education is seen to be an agent for
social reproduction. It is used in order to establish the
hegemony of the dominant class that itself interprets and
defines the multi-culturalism of society. Muir disparages
this rationale on the grounds that it denies any initiative
to the perceptive and caring teacher. The processes
involved are viewed as mechanistic, with the teacher a mere
puppet. Nor does it allow for the initiative of the pupils
in that potentially creative, innovatory role that can help

to create a multi-cultural future.
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The third rationale described by Muir, and particularly
cogent to the present research, is the interpretive.
According to this rationale, meanings in education are
negotiated between participants who are thinking, conscious
pecple endeavouring to understand the world. Knowledge is
consciously negotiated in an active,creative way. Multi-
culturai education is accordingly characterised by an
interchange of viewpoints between persons from different
cultures. The resulting, negotiated content is incorporated
into the curriculum to make it part of the reality of the
pupils. Muir describes the essence of the interchange as

follows:

“It is a negotiation between equal partners of
different cultures to forge a system of thought which
will provide them both with intellectual and -emotional
security” (1986 ,p.23). ’
It is this view of a negotiated dispensation for multi-
cultural education that most adequately answers several of
the serious questions raised by Christie & Butler. It would
imply the creation of structures to ameliorate the hegemonic
power of any dominant racial or cultural group. By
negotiation there could be an accommodation of persons from
different cultural, racial or socio-economic backgrounds
within the schooling system. Negotiation implies the
adaptation of multi-cultural education to suit the needs of
participants, rather than the creation of schooling
structures into which unwilling individuals are thrust. The
present writer concedes, however, that such dispensation
cannot operate in isolation. To succeed, widespread changes
will be necessary in South African society, including a
stress on affirmative action to promote a greater measure of

equality.
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2.6 SELECTED PROBLEMATICS OF MULTI-CULTURAL SCHOOLING.

2.6.1 Inequalities in the transmission of culture through

schooling.

2.6.1.1. The transmission of culture through schooling:

a benign or problematic process?

Beals & Hoijer (1972,p.102) characterise culture as "those
behavicurs which have in common the fact that they are
learned", while Collins (1975,p.205) reminds us that
cultural ideas, activities and artifacts are passed from
generation to generation. The willingness of humans to
"transmit" and "receive” culture is critical te the process.
Its transmission is not autcmatic (Collins, 1975,p.206).
Human agents thus have a role to play in interpreting and
adapting culture to suit individual needs. The
acculturation of the younger generation clearly implies a
close relationship between cultures and education
(Bullivant,1981,p.2; Luthuli, 1985,p.23).

Carnoy (1974,p.2) points out that in most societies it is
formal schooling that provides the most prominent
institution for transmitting culture. He perceives the
"traditional” theory of schooling to be based on the view
that Western education lifts people from their ignorance to
a state of enlightenment and civilization (ibid.,p.4), but
argues that this is not necessarily true. He asserts that
western formal education came to most countries as a feature
of imperialist domination. It focused on training the
colonised for roles that suited the coloniser (1bid. ,p. 3).

A great effort is thus made to preserve the status quo and
to subordinate the colonised to an acquiescent position. He
argues that culture is used actively in this process and

tends not to be transmitted in a neutral way. It is used
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purposefully to foster the prevailing social dispensation.

The culture of the coloniser predominates.

In any dynamic society, according to Parekh (1986,p.20), one
culture will generally enjoy dominance and become sanctioned
and promoted in law, morality, politics and in economic and
educational institutions. The dominant public culture is
accordingly disseminated through the schooling system and
assumes a hegemonic role. It tends to influence the
structure, organisation,ethos, pedagogical techniques and
view of what constitutes knowledge in the education system
(ibid.). The education system thus helps to legitimise the
dominant culture, especially the world view that
characterises it. ©Specific attitudes and values are thereby

cultivated:

"All this means that although an educational system may
avow the ideals of freedom, objectivity, independent
thought, universality of knowledge, intellectual
curiosity, and so on, in actual practise it often does
little more than initiate and even indoctinate its
pupils into the dominant culture"” (ibid.).

Burtonwood (1986,pp.24-5) explains the allegation of Carnoy
and Parekh that dominant forces in society tend to pPropagate
their culture and world-view by alluding to the work of
Dawe. Dawe, Burtonwood points out, refers to the
Durkheimian view of society as one that holds to a highly
reified view of culture. It has a deterministic and
mechanistic dynamism that results in conformity being gladly
given to the claims of society. Education is, 1in this
paradigm, mainly concerned with the perpetuation of an
officially sanctioned culture, with little scope provided
for unfettered views and independent problem-solving. The
concept culture itself has tended to enhance this
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functionalist view. Burtonwood (ibid.,p.48)) also clearly
sees the harder Marxisms as part of a sociology that
magnifies the role of external constraints on the
individual. The Marxist view would appear to fit the
"radical paradigm"” of Banks (1986,p.19). It is a paradigm
that, as mentioned previously, places great stress on
reproductionism. Schools are viewed as part of the problem
of inequality in society. They are characterised as playing
a key role in keeping certain groups oppressed, the purpose
being to reproduce the social-class structure. According to
the radical paradigm, multi-cultural education is harnessed

to this end:

"Multicultural education is a palliative to keep
excluded and oppressed groups such as blacks from
rebelling against a system that promotes structural

inequality and institutional racism"” (ibid.).

Multi-cultural education, according to radical authors, does
not adequately address the issues of class, institution-
alised racism, power or capitalism. It is alleged to divert

attention from these most critical issues.

The present writer does not accept without demur the
mechanistic interpretations of schooling that characterise
the radical writers, yet recognises that there are facets of
their work that hold compelling insights. In view of the
endeavours of N.E.S.T. to provide a non-discriminatory
system of schooling, therefore, several radical critiques
have been selected in order to explore insidious forces
that might operate to propagate inequalities. Bernstein,
Bourdieu, Gramsci, and Bowles & Gintis might all hold
insights that are relevant to multi-cultural schooling in
South Africa.
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2.6.1.2. The propagation of social structures: Bernstein.

One of the foremost writers on the problematics of schooling
as an agent for the propagation of discriminatory social
structures i1s the social scientist Bernstein. According to
Atkinson (1985,p.21), Bernstein’s writing on schooling
represents an embryonic anthropology of schools as agents of
reproduction. Bernstein’s work stems from the
anthropclogical tradition of Durkheim, who viewed the
individual as a being caught in mechanistic social forces
that form an unbreakable cycle, reproducing societal norms
and structures. The model of schooling Bernstein puts
forward is intended to be of considerable generality. It
focuses on the propagation of the structures of

transmission.

Burtonwood (1986,p.28) comments on some of the major themes
of Bernstein’s writing. He explains how Bernstein,

borrowing from Durkheim, draws a distinction between

mechanical solidarity, in which society coheres because of
similarities amongst people, and organic solidarity in which
society is held together because of differences and the
independent characteristics of people. Under conditions of
mechanical solidarity in society, status is determined by
the social positions of a largely "similar” population.
Solidarity depends on sameness within social categories, and
social boundaries are kept distinctive so that categories do
nor become muddled. Schooling that reflects a society
characterised by mechanical solidarity thus embraces "an
educational code within which subjects retain separate and
clear identities and where the roles of teacher and pupil
are clearly demarkated" (ibid.). Organic solidarity, by
contrast, is regarded as prevalent in societies in which the
structural division of labour is characterised by increased

specialisation. Individuals are viewed as different, and
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solidarity in the society is maintained by an
acknowledgement of functional independence amongst the
persons who comprise it. A change of educational code is
necessary to accommodate such social dispensation. An
integrative approach to curriculum is characteristic, and
there are weak subject boundaries. Pedagogies are used that
involve the pupil most actively in the educational process.

Each child is regarded as unique.

Multi-cultural schooling that is embedded in a society
characterised by mechanical solidarity could tend to reflect
such society by sanctioning a separation of discrete
cultural groups, with clear boundaries and a contrcl that is
explicit and hierarchical. The logical consequence would be
a diminution of cross-cultural contact and the possible
emergence of alienation. The very nature of multi-cultural
education as it is widely understood, implies a more
integrative approach with appropriate child-centric
pedagogies that are perhaps more characteristic of the
organic solidarity model: while nevertheless recognising the
integrity of the constituent cultures. Some dislocation
must-inevitably be expected between such schooling and a

society in which mechanical solidarity might be the norm.

Bernstein clearly views the school ‘s structural arrangements
as instruments for communicating societal norms and |
structures. Social control is propagated by means of
pedagogy, the curriculum and evaluation. By means of
exposure to schooling, pupils are socialised into a
particular moral order that is embedded in society at large.
They are subjected to a reproduction of society in their
consciousness (Brown, Cathcart & Cosin,1977,p.14). The
child is thus socialised to became a particular member of
society by internalising the collective sentiments, values

and ideologies of the pervasive culture (ibid.,p.47), while
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the school also reflects the power structure of society and
its "inevitable"” class domination through classroom
experience. There appears to be little scope in Bernstein's

model for the pupil to actively create his own perception of
reality (ibid.,p.44).

The present writer contests the rigidly deterministic
interpretation of the reproduction argument presented by
Bernstein,which suggests too little scope for independent
thought and action on the part of pupils and teachers.  Even
granting the presence of mechanical reproduction tendencies,
they do not absolve educators from interpreting values and
ideologies in an original way. It will be shown that
Bernstein himself advocates necessary internal adjustments

in the school.

Bernstein presents a picture of organic solidarity as a
mechanism that could well characterise the social structure
of industrialised urban centres, where individual
differences tend to be magnified by specialisation, and
there is a richer cultural mix than in traditional rural
societies. It follows that dynamics that are congruent with
organic solidarity might be operative in these areas,
conducive to the implementation of multi-cultural schooling
that accommodates a variety of cultures and classes. In
view of the potential of such schooling to accommodate
children from widely divergent socio-economic and cultural
backgrounds, a further aspect of Bernstein's writing is
pertinent. His admonishment that schools too seldom examine
their own deficiencies, while holding a view of children and
their parents as possible deficit systems, could well be
relevant to South Africa. Bernstein (1980,p.65) believes
that the school often views its role as compensatory.
Children not successful at school are regarded as deficient,

and compensatory education is offered to make up for the
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lack of parental mediation. Cultural "deprivation” is a
label duly applied. It is a label, however, that tends to
do its "own sad work’”. The parents’  culture becomes
despised and the teachers consequently have lower
expectations of pupils from such homes. The pupils tend, as
a consequence, to fulfill such lowered expectations. It
appears that a widening gulf can be established in the
classroom between these and other scholars, while frequently
little effort is expended by téachers in establishing
bridges with the world of the apparently deprived child.

The child and his parents are inevitably expected to

accommodate themselves to the expectations of the school:

"Each way the child is expected, and his parents as
well, to drop their social identity, their way of life
and its symbolic representations, at the schocl gate.
For, by definition, their culture is deprived, and the
parents are inadequate in both the moral and the skill
orders they transmit" (ibhid.).

Bernstein concludes that too little attention is given to
remedying defects in the school itself. While portraying
the school as an unconscious agent of scocietal reproduction,
Bernstein does not thereby absolve it of the task of self-
examination and improvement of its services in accommodating

the individual needs of pupils.

In multi-cultural schooling that incorporates a variety of
different cultures, some "modern', technological and
industrialised and othsrs more traditional, a denigration of
traditional cultural patterns is an obvious possibility.
Acceptance of the validity of Bernstein’'s view on the
deficit syndrome should lead to an avoidance of negative

stereotyping. His work, taken in toto, suggests that it is
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sound policy to:

be alert to the possible insidious presence of
reproductive mechanisms in schooling, particularly that
which is multi-cultural,

retain an open, child-centred pedagogy,

subject the practices and policies of the school to
constant appraisal, and

be alert to negative stereotyping.

While noting the critical view of schooling put forward by
Bernstein, the present writer identifies with the greater
optimism of Banks (1986,p.27). Banks believes that, while
there is wisdom in recognising the limitations of formal
schooling to effect change in society, there is good reason
for faith in the view that the school can play a limited but
relevant role in fostering cross-cultured competencies in a
genuinely egalitarian milieu. It is the professional duty
of educators to explore, develop and utilise all possible

avenues to achieve such end.

2.6.1.3. The mechanistic propagation of cultural

inequalities @ Bourdieu.

Bourdieu presents a powerful yet contentious picture of
schoocling as a propagator of cultural inequalities. Writing
with the educational system of France in mind, Bourdieu
points out that schooling is commonly seen to be a
liberating force (1976,p.110), but argues that there is
ample evidence of its effectiveness in perpetuating existing
patterns of social inequality. Bourdieu points out that
each family transmits to its children a certain cultural
"capital” and ethos, or system of wvalues. Discrepancies
among families as regards such capital can lead to unequal

chances amongst children faced with school examinations and
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tests. Bourdieu (ibid.) considers the social class to which
parents and children belong to be a powerful determinant of
the attitudes they express towards the culture of their
schools, as well as the type of studies chosen. Many
children are doomed to failure simply because of their
embeddedness in a particular social class. Handicaps
experienced in the early years of schooling are often
cumulative since pupils from the lower classes tend to face
a greater measure of teacher prejudice than children with a
more favourable "habitus", or disposition towards learning.
Middle class children, on the other hand, receive
encouragement from their parents. They experience an ethos
at home that is conducive to their good progress at school.
Success tends to breed further success. In the process,
family attitudes to school are vitally important to success,

as 1s the disposition of the school towards pupils.

"In fact"”, writes Bourdieu, "to penalise the
underprivileged and favour the most privileged, the
school has only to neglect, in its teaching methods and
techniques and its criteria when making academic
judgements, to take into account the cultural ‘
inequalities between children of different social
classes. In other words, by treating all pupils,
however unequal they may be in reality, as equal in
rights and duties, the educational system is led to

give its de facto sanction to initial cultural
inequalities" (1976,p.112).

It is clear that Bourdieu considers the schooling system to
be propagating an elitist culture, while simultaneously
asserting the presumed neutrality of schooling. Certain
facets of culture come to be "consecrated" by the
authorities in charge and these become the orthodox and

official culture. Schools transmit this consecrated culture
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and reject "heresy”. There is transmission of an
appropriate habitus, comprised of acceptable, officially
sanctioned habits of thought, perceptions, attitudes,
manners and taste. The education system thereby shapes a
"common cultural unconscious" by which conditions conducive
to cultural reproduction are propagated. Habitus is,
according to comment on Bourdieu by Cosin et.al. (1977,p.38)
a cultural code, the master pattern of which ensures the
perpetuation of the cultural heritage, although some
adaptation is tolerated. The concept habitus appears to be
consistent with thought-patterns that are characteristic of
the "cultural elite”.Those who have access to such habitus
gain power and prestige in society and tend to propagate the
interests of the ruling class. By legitimising only those
cultural forms that are their own, according to Bourdieu
(ibid, ,p.40), the ruling class perpetrates symbolic violence
over the dominated. Pupils who, because of their class
origins do not have easy access to the dominant culture come
to consider their own cultural heritage as worthless, to the

detriment of their self-esteem. If "cultural capital” is
not forthcoming from the home, it is only to the school that
the child can turn for access to the dominant culture. He
cannot thus fairly compete with those whose family
background equips them with the necessary habitus to handle
the demands of an academic training. A cultural rift occurs
between pupils, and success or failure in school in turn
determines to a great extent the child s subsequent place in

society. Cultural capital is thus converted into scholastic

capital, resulting in superior occupations and privileges.

Musgrove (1977 ,p.14) is harshly critical of Bourdieu. He
describes Bourdieu’s view of the social order as a "hard
view” in the Durkheimian tradition and sees it as consistent
with Marxist theory. It is, Musgrove argues, a rather

despairing view of education as a mechanical process in
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which immutable forces operate within the thing-like nature
of the social order. Musgrove sees this view as mechanistic
while neo-Marxist theory assigns to the school a formidable
and sinister potency to perpetuate inequality and injustice.
Musgrove (ibid.,p.24) clearly does not find Bourdieu
convincing: nor does he consider the core proposition to be
at all remarkable. That schools can convert a child’s
family advantages into cultural symbols and credentials to
form a legitimate basis for the acquisition of a high
position in society is an unremarkable assertion. Nor does
Musgrove accept Bourdieu s apparent "contempt for evidence,
his claims to be offering a transcendental view of the
social order in terms of ‘structuralism”® and his recourse in
practice to ramshackle statistics that do not bear
examination" (ibid. ,p.25). Musgrove goes to some lengths to

disprove Bourdieu’'s statistics, and contends:

"It is not the rich and the powerful (who are so
efficiently ‘reproduced’) who consume culture and read
philosophy and eigthteenth-century novels. Culture in
the main is consumed by people who are well-educated
but relatively poor and weak-notably by teachers"”
(ibid. ,p.26).

Musgrove points out that people are largely free, even in
schooling, to construct their own meanings. He directs our
attention to the force of human intelligence and autonomy.
In doing so, he is supported by Burtonwood (1986,p.29) who,
with the hindsight of an intervening decade, castigates
Bourdieu for his neglect of the creative potential of people
to formulate their own meanings. Burtonwood views schools
as a contested arena rather than institutions for the
propagation of a narrow interpretation of culture. He
joins Musgrove in rejecting the mechanistic, Durkheimian

interpretation that emanates from Bourdieu’s pen, the



68

reified and narrow view of culture to which Bourdieu holds,
and the lack of scope he affords to independent action. He
cites the work of P.E. Willis, pointing out how Willis has
sought to free his thought from the reproduction framework.
Willis, Burtonwood (ibid.,p.41) asserts, acknowledges the
constraints of gender, class, religion and socialisation
within a particular culture, but emphasises the active
production of culture, while playing down the deterministic
connotation. Willis’'s work Learnine to Labour (1977) is a
study of a group of twelve non-academic working-class "lads”
from a town designated as Hammerton. Willis concluded from
the study that the resistance of these pupils, who set up a
culture in opposition to that of the school, was the
inevitable result of their working-class roots. The
transition from the school to the shop floor was a
relatively easy process since their counter-culture had
paved the way. Opposition to authority is a major feature
of Willis’'s findings. Blackledge & Hunt (1985,p.208)
however, do not believe that Willis has proved his point
that the counter-culture of the lads is a realistic
representation of working-class culture, since his study
shows that the majority of the working-class schocol
population are conformists. Nor, they argue, is working-
class culture a unity. Other researchers might point to a
long tradition of deference to authority! Willis, suggest
Blackledge & Hunt, wants us to believe in a one-dimensional
world in which there are some pupils who want an education,
and others who simply enjoy life. He never seems to

appreciate that the two modes of living can be combined

(ibid. ,p. 216).

Returning to Musgrove (1979,p.173), one notes his

explanation for "upper-class" counter-cultures that are also

in evidence in several countries. He cites the

"Situationists" in Strasbourg, Californian hippies and
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Germany s extremist Baader-Mainhof movement, and contends
that their activities comprise a "spectacular revolt"” by
upper class children against being socially reproduced.
Musgrove believes that Marxists find this revolt difficult
to explain, since the youngsters involved are privileged and
unoppressed. These counter-cultures are explained by
sociologists as habitus that failed. Reared by tolerant and
non-interventionist parents, when the youngsters meet
bureaucracy and technology, they experience outrage and
shock. Much of this counter—culﬁure, identified perhaps
with progressive schools, is congruent with societies marked

by rampant capitalism:

"The counter-culture and progressive schools are not
found with failure, poverty and privation, but with

success and great concentrations of wealth”

(ibid. ,p. 175).

According to Musgrove, only circuitous Marxist arguments can
present these oppositional movements as the outcome of class
oppression. It is a real difficulty for them that the most
blatant and visible, counter-hegemonic youth cultures of our
times were cradled not in privation but in privilege. These
phenomena of upper-class reactions raise more questions
about Willis. Nevertheless, partly as a result of Willis' s
work, culture is seen to be more actively created by
resistance and compromise than was the view held during the
mid-1970°s when social reproduction theories held sway.
There is more acceptance now of the view that dominated
groups are comprised of potentially active individuals who,
although socially located, possess their own alternative
view of the world. Nasson (1986,p.112) would appear to
concur with this view, when he writes of schooling in South

Africa as an arena of contest:
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"With vast numbers of schoolchildren, including some
from rural towns, actively protesting the bankruptcy of
their educational systems, schools are today, more than
ever, arenas of conflict and contradiction. Children,
sometimes in mutual alliance with parents, teachers and
community organistaions, are able to make and remake a
cultural idiom not only separate from, but also

opposed to, much of the dominant educational culture'.

Muir (1980,p.6) has commented guite specifically on the
applicability of Bourdieu’'s ideas to South Africa. He
contends that, if one accepts Bourdieu’'s argument that
scholastic success is largely dependent on mastery of the
habitus and cultural capital of dominant groups in society,
then in a plural society such as Socuth Africa’s, some
cultural groups could well be disadvantaged. These tend in
South Africa to be black pupils. In presenting his
analysis, Muir (and Mary Crewe, who engages in debate with
him), tends to broadly equate the culture of black pupils in
South Africa to that of the working classes in Bourdieu’s
analysis. The conflation seems justifiable, since in both
cases the disadvantaged groups are perplexed and rebuffed by
“arbitraries” of the dominant culture. Muir (ibid.,p.16)
argues for a remediation of the inherent disadvantages of
black pupils, and suggests greater attention in South
African schools to curriculum development, as well as to a
better understanding of the cultural patterning of thought.
In response to Muir, Crewe (1980,p.18) asserts that he does
not go far enough when he restricts his comments to a
consideration of habitus and symbolic violence alone.
Capitalistic economic violence is, in her view, at the root
of South African problems. She argues that economic
discrepancies are too overwhelming to be overlooked. The
many economic disadvantages that detract from effective

learning experiences for black schoolchildren must be taken
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into account. Crewe argues further that Bourdieu’s theory
would be inappropriate if applied to South Africa, because
it basically confines the problem to one of providing
different schools for different socio-cultural groups.
This, she asserts, could lead to further exploitation
(ihid. ,p.20). It is not a gquestion of less habitus as an
intrinsic deficiency, but rather a matter of disadvantage
caused by economic factors. One cannot lightly tinker with
the symbolic alone: it is too completely fused with the
economic:
"What one needs", she argues,'is to step outside from
the situation and through an identification of the role
of the economic and the symbolic, the dominators and
the dominated, work towards a vision of a transformed
society, not merely a vision of a transformed
curriculum” (ibid, ,p.21).

The present writer leans towards a qualified acceptance of
Bourdieu’s thesis that cultural inequalities tend to be both
consciously and unconsciously propagated by schooling. The
rigidly mechanistic interpretation promulgated by Bourdieu
seems, however, to be inconsistent with experience in the
real world of teaching where, it is clear, there is evidence
of more freedom to create independent meanings than Bourdieu
will apparently acknowledge. Events in education in South
Africa, including boycotts and the rise of Peoples’'s
Education would support this view. The essential premise
that the cultural environment of the home may be a critical
factor to success at school is readily accepted. There is
indeed good reason to individualise curricula and pedagogy
to accord with individual needs where possible. The
interwovenness of the school and home environments is
difficult to deny and implies a substantial, systematic

improvement of economic possibilities for deprived groups if
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greater parity is to be facilitated by schooling in South

Africa.

The discrepancies evident across class boundaries could be
exacerbated in the context of multi-cultural education,
where sanctified Western culture could assume a hegemonic
role to the detriment of pupils from traditional
communities. There would appear to be little justification
for thrusting together pupils from very widely differing
backgrounds where a "deficiency syndrome" could operate,
unless prior bridging courses and ongoing pedagogical
support were available. Further, a curriculum congenial to
all cultural groups represented would appear tc be relevant.
A democratic environment and considerable degree of
negotiation are evidently necessary, with curricula possibly
sanctioned by a central, representative accreditation bhody
at national level. ©Such negotiated and evolutionary
dispensation holds greater promise than the fomenting of a
climate of mistrust, and even violence, that has
increasingly characterised South African schooling in recent

vears as an agent for forcing change.
2.6.2. Race and ethnicity as complicating factors.

As mentioned early in this chapter, a fundamental feature of
N.E.S.T. policy is the acceptance of students irrespective
of their racial classification. Indeed, it is the
purposeful endeavour of N.E.S.T. to ensure a representative
balance of races in their schools. The implication is that
their schools will inevitably reflect an approximate profile
of the races present in the local communities, albeit by

orchestration of intake numbers.

The H.§.R.C. investigation The Socuth African society:

realities and further prospects (1985,p.35) points cut that
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race and ethnic groupings can sometimes coincide, but that
the relationship is not inevitably present. Race is
determined by external physical characteristics emanating
from biological history, whereas ethnicity is an apparently
more complex concept embracing cultural and language
commonalities, an awareness of group solidarity, historical
destiny, kinship and other factors. ©Straker-Welds
(1984,p. 1) is sceptical of the very category ‘race’ as a
scientific category, and consideré it to have arisen as a
result of racism to divide human beings. He points out that
it feeds on a historical legacy of imperialism and
colonialism and is utilised in order to label certain ethnic
groups as biologically inferior or superior. Mead, too,
argues against any fundamental racial categories being used

to distinguish people:

"There is no evidence that there is any difference in
the capacity to learn, tc innovate, and to transmit
culture among any of the existing human stocks, all of
whom are members of one species, capable of fertile
matings and possessed of the same general range of
capabilities. Thus, differences in race should not be
regarded as having any significance unless they have

been given social significance" (1964 ,p.489).

The phenomenon of racial discrimination and negative stero-
typing is nevertheless widespread and pervasive. Its
effects can be profound. In many contexts, the oppressed
come to hate the oppressors. Such hatred can erupt when
restraints are lifted (Morgan & King, 1975,p.383), although
when the racially oppressed are thoroughly cowed such hate
might not be openly manifested. These authors deduce that a
vicious circle of handicaps and discrimination can be set
up. If, for example, blacks are prevented through prejudice

from getting adeguate schooling, housing and other social
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advantages, the resulting social handicaps may lead to
retardation of educative experience, thus providing a basis
for further racial prejudice. Attempts to combat prejudice,
they urge, must begin with the abolition of segregation
(ibid.). In the United States of America "segregated"
schooling for minority group children is perceived as
inferior to that given to other children. Such perceptions
have led to attitudes of inferiority in the minds of
minority children and superiocrity in the minds of Anglo
children (Estrade & Vasquez,b1981,p.59). A negative self-
image can result in damage to the child’s self-esteem and

identity.

The most pressing need in British education, according to
Bullivant (1981,p.219), is to alleviate the serious
disadvantages of children from "coloured" minorities. Such
disadvantages are obviously widespread, but are more evident
in some areas and countries than others. Problems of socio-
economic discrimination occur in certain urban areas of
Canada, as well as the United States, where Puerto Ricans,
Chicanos and blacks are greatly disadvantaged. Ethnic
stratification also occurs in Hawaii (ibid.). In Great
Britain "whiteness" appears to be the only norm, writes
Mukerjee (1984 ,pp.187-8), and any group not readily
accommodating to middle-class "white" norms is regarded as
deficient and abnormal. Since the racist ideology is under
attack worldwide, Mukerjee argues, Britain has no
alternative but to embark on a political initiative focused
on the development of an anti-racist perspective. The
alternatives are stagnation or the "culture of revolt'.
Parekh (1986,p.30) is equally vociferous in condemning
British racism. Children must be confronted patiently with
facts and arguments about others, he asserts, and their
curiosity must be awakened. In short, he concludes, "one

needs to embark on multi-cultural education" (ibid. ).
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Children should not only experience the world of meanings
that comprise other cultures, but should be exposed to
persons from different racial groups so that they can become

ethnically literate. Banks explains the approach further:

"If we develop educational programmes and policies that
are designed toc make students more accepting of
cultural differences but fail to deal seriously with
problems caused by racial differences, we will not

solve our most basic intergroup problems” (1981,p. 185).

In South Africa the network of apartheid laws has for many
yvears set strong boundaries between racial classification
groups, with disastrous effects. As Christie (1988,p.70)
points out, categories of race are recognised and accorded
social significance in every sphere of daily life.
Particularly pernicious are the Population Registration Act
and Group Areas Act. Although there has been some
relaxation in recent years, these Acts tend to be divisive,
leading to the arousal of resentment. McGurk (1988,p.2)
considers them to be "the origin of the spiral of violence
that now threatens to drag us all into its vortex". He
considers the group orientation of South African society to
be embedded in "an irrational racial immortality ideology
that continues to suppress the right to common nationhocod in
the land of their birth of the vast majority of South
Africans” (ibid.,p.41). He calls for new relevancies and
argues against placing trust in collective immorality based

on racial factors.

The fact that perceptions on the matter of race (and
culture) are complex in South Africa is further explained by
Muir (1983,p.21), who reminds us that the biological and
genetic differences between black and white is fact, however

clouded intermarriage may make the issue. Like McGurk, he
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suggests that factors other than obvious racial differences
are, however, used as a basis for racial differentiation.

He points out that, officially, such differentiation is not
suspended when persons of mixed race are implicated. Race
only becomes of significance, Muir contends, in respect of
the purpose to which it is put in social action. The manner
in which people judge or act towards a person of a
particular race is intricately connected with the culture
and material circumstances to which the person so Jjudged is
seen to be bound. Muir goes on to give examples of such
perceptions in the South African context, quoting
extensively from Lever. Whites of lower status, he
contends, tend to regard blacks as a threat. They denigrate
blacks in order to enhance their own status by such
denigration. On the other hand, upper class whites have
more guilt feelings and tend to favour the educational,

economic and political advancement of blacks.

The main objection of Africans, coloureds and Indians is
that the group membership of individuals is ascriptively and
statutorily enforced by a political group seen to be bent on
propagating inequalities. The result of such legislated
racial classification,according to Adam & Moodley
(1986,p. 13) is a negation of self identification, with
conseguent rejection of the imposed identity. Such identity
is regarded as a stigma and not a source of pride. Adam &
Moodley, however, themselves affirm the use of racial

distinctions under some circumstances:

"Where racial distinctions are upheld, as in
affirmative action programmes, it is for the purpose of

eradicating racial injustice rather than perpetuating

it" (ikid.,p. 15).

Although education should be used to promote skills

conducive to constructive inter-group relations in a multi-
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cultural society (H.S.R.C.,1985,p.170), the isolated
functioning of subsystems of education in South Africa leads
rather to mistrust, prejudice and competition. For example,
the present reformist endeavours in education are dismissed
by some as a separate-but-equal myth (Sebidi, 1988,p.50).
Kane-Berman (1988,p.4) in turn attacks the separation of
systems of schooling from a wholly different perspective

when he writes:

"Our present schooling system is doing a disservice to
the children of this country because it is preparing
them - irrespective of whether they are black or white
- for a future that does not exist - a segregated
economy. Despite the fact that the business
environment will be totally integrated from a racial
point of view by the end of the century, most children
are growing up in separate racial and educational
compartments, where they have little chance of routine

inter-racial contact'”.

Although the process of bringing pupils of different races
together in shared schooling might be a problematic
enterprise in the socio-political context of South Africa,
there are clearly many rational arguments for doing so.
Yet, by segregating schools on the basis of statutory
population group classification, according to van den Berg
(1987 ,p.11), the state in South Africa has taught the youth
of the country that separateness is normal and natural and

that living and playing together is somehow unnatural and
odd.

N.E.S.T. policy endeavours to counter estrangement by means
of multi-cultural schooling to which all races are afforded
entry. Such schooling is not without its detractors,

however. Parekh (1985,p.23) highlights the views of writers
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of the Left in Britain, who believe that the roots of racism
lie too deep to be affected by the tinkering with curricula
or school assemblies that they consider to be characteristic
of multi-cultural education. Parekh stresses their