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ABSTRACT

The aim of the study was to explore the feasibility of critical pedagogy in a sampling of English
Second Language classrooms in the Durban-Pinetown region of KZN. | was situated at the
Abantwana Higher Primary School for eleven weeks for the first phase of my data collection.
Access was negotiated with the Bamabas Shaw Primary School in Pinetown towards the end of
August, this ESL-school provided me with a contrasting site for the purposes of comparison. At
about the same time | commenced with my case survey of the English Second Language

classrooms in the Model C (B) schools. The survey was viewed as a third site in the case study.

The construct of “critical pedagogy” was placed within the context of critical theory as this
theoretical vantage point was ideally suited to probing and exposing the underlying historical and
social relationships of the education problem in KZN. Critical pedagogy is a specific instance
within critical theory. The research was qualitative in nature, using comparative case studies of
primary classrooms in KZN; supplemented by a case survey of 107 pupils. A popular children's
novel was used to develop a critical curriculum suitable for Std 5 pupils. This workbook was
used in the classrooms included in the study, and as a means of observing pupils' response to

critical teaching processes.

The research was described as an ethnographic case study because of the more bounded nature
of the research and because of the fact that it was conducted over a fairly short period of time.
Nevertheless, the principles of classical ethnography applied. Data was collected by means of
sustained observation and participant observation, supported by interviews, questionnaires and
document collection. Data analysis took place during the process of data collection and was on-

going and cyclical in nature.

The research was initially described as an exploratory study, however, towards the end of the
data analysis phase it appeared that the study was more explanatory in nature, as | had become
aware of the inter-relatedness of the conditions which were required for the successful
introduction of critical pedagogy in the English Second Language classroom. These linked
conditions were described as causal links in the final chapter and a feasible set of
recommendations were made in respect of the reconstruction and deveiopment of critical
teaching in the senior primary phase in the historically disadvantaged schools of KZN. The
inevitability of political influences on the curriculum and classroom pedagogy emerged during the
final stages of the process of data analysis, and the recommendations thus included an appeal to
the politicians of this province to address the issue of violence and racial integration in the

province with expediency in order to normalise the provision of education for all its citizens.
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CHAPTER 1

1. INTRODUCTION
1.1 Statement of Purpose

The purpose of the study is to explore the feasibility of critical pedagogy in the English Second Language

classroom.
1.2 Rationale

Curriculum policy in apartheid South Africa was shaped by adherence to a narrow ideology. Morrow
(1990) argued that aims in education in South Africa were blurred, or ceased to exist altogether, as a
result of the apartheid ideology (1). The Christian National Education dominated curriculum generated an
education system which disadvantaged the black population of South Africa. Racial segregation in
education was the comerstone of national education policy. Calvanistic-Afrikaner values influenced
curriculum content for many generations. The inherent inferiority of the black pupil was assumed, and
curricula were constructed with this assumption in mind. Furthermore, the authoritarian nature of these
apartheid curricula favoured and promoted the political ideology of the Afrikaner rulers. Resistance or
challenges to the curriculum was repeatedly rebutted by oppressive and often violent retaliation; the
authoritarian and narrow constraints of the apartheid curriculum was the very anti-thesis of any form of

critical thinking.

A curriculum based on the principles of critical pedagogy will therefore challenge the content of the
curriculum as well as the prevailing conditions in the classrooms of the disadvantaged sector of South
Africa. Critical pedagogy does not accept the status quo in society where political injustice is evident
without asking critical questions and challenging the perpetrators of injustice. Critical pedagogy is people-
orientated, and as such it focuses on social distortions as experienced by people in the field. A critical
pedagogy is therefore eminently suitable as a platform for investigative research into the prevailing

conditions in the classrooms of the historically disadvantaged sector of South African society.
2. CONCEPTUAL/ THEORETICAL FRAMEWORK
2.1 Critical Pedagogy

In this study critical pedagogy is viewed as a specific instance within critical theory. In the context of this

research the term ‘critical pedagogy' will be understood to mean a pedagogy that questions and
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challenges the canon of knowledge that we bring into the classroom. Educators ought to consider more
carefully what counts as really useful knowledge, knowledge contained in the curriculum that challenges
rather than accepts passively and which results in a critical consciousness, (2). Critical pedagogy is
emancipatory, the historical and social experiences of pupils are taken as the starting point for further
development in a critical classroom pedagogy. Critical pedagogy therefore takes into account all that is
implied by the accumulation of cultural politics and ideology (3). It is firmly grounded in radicalism and as
such is guided by ethical principles which ensure that the human rights of our pupils are safe-guarded in

classroom pedagogy (4).
22 Critical Theory

A group of scholars, the so-called Frankfurt School of Critical Theory made a powerful contribution to
social and education research. It was the work of these scholars that | consulted for a theoreticai
framework. Critical pedagogy as understood in this study is firmly based on the work of these critical
theorists, (Habermas 1975; Adomo 1979; Horkheimer 1972/73) as well as those who applied, elaborated
and interpreted their work in educational research (Apple 1982(a) (ed.); 1982(b); 1983; Giroux 1981(a);
1983(a); Anyon 1979; 1988).

Critical theory as proposed by the Frankfurt School, probes and exposes underying social relationships.
Critical theory is a radical reconstruction of the meaning of human emancipation, it focuses on the
problems of race, gender and class which influence and shape events in society. Giroux holds that
fundamental to all interpretations of critical threory is the prominence of critical thinking as a process of

critique in the struggle for self-emancipation and social change (5).

Critical theory is viewed as an alternative to the logical positivism of the Vienna Circle (6).' and the
interactional terms of the interpretive approach (7). Initially under the influence of Marx the early critical
theorists distanced themselves from the economic and political features of Marxism and emphasised the
cultural and ideological aspects of social life (8). Habermas attempted a synthesis of these approaches,
the result being an approach to research which was found to be eminently suitable for research studies
undertaken in the social environment of political domination and societal dislocation; and where the

reconstruction of society was required (9).

Critical theory therefore views knowledge in the context of human social evolution. This means that
knowledge is contextualised both historically and socially. In this respect, | discemed three points of

relevance for my research.
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a) the critical theorists' view of knowledge which makes it possible for the researcher to highlight

repressive and emancipatory features of society (10),

b) the critical theorists' view of knowledge is not value free, and hence the function of the researcher is

to explain distortions in communication at the individual or social level (11);

c) the critical theorists' view of the researcher as a participant observer in the social life-world he is

maintaining and reconstructing (12).
23 Freirian Principles as applied to the classroom

Paulo Freire's writings are firmly located within the context of critical pedagogy. The term Freire uses in
Pedagogy of the Oppressed for "critical thinking” is “critical consciousness”, he defines “critical
consciousness" as "leaming to perceive social, political and economic contradictions” (13). The following
Freirian principals are fundamental to the development of a critical consciousness and were used as were

a basis for the construction of a critical curriculum;

(a) the paramouncy of probiem-posing;
(b) dialogics as a means towards critical thinking.

2.3.1 Problem-posing

Of problem-posing Freire had the following to say:

"Whereas banking education anaesthetizes and inhibits creative power, problem-posing
education involves a constant unveiling of reality. The former attempts to maintain the
submersion of consciousness; the latter strives for the emergence of consciousness
and critical intervention in reality” (14).

Problematising the curriculum takes place within the context of the world. Freire adds:
“In problem-posing education, men develop their power to perceive critically the way
they exist in the world with which and in which they find themselves" (15).

The critical curriculum used for this research was designed to be problem-centred curricuium.
2.3.2 Dialogue
The problem-posing approach leads naturally to Freire's second critical principle. He says

that:

"Without dialogue there is no communication, without communication there is not true



education” (16).

When analysed dialogue implies a verbal function. Hence the word becomes the essence of
dialogue. Freire perceives two dimensions within the word, namely, reflection and action, viz

action + reflection = word.

For Freire a close mutual dependence exists between these two dimensions "that if one is
sacrificed - even in part - the other immediately suffers." Dialogue is the same as praxis, an
existential necessity of life, and as such Freire observes that as humans we are not "built in
silence, but in word, in work, in action - reflection..... dialogue is the encounter between men,

mediated by the worid, in order to name the world" (17).

2.3.3 Freirian Principles as applied to the critical curriculum

The Freirian principles of problem-posing (i.e. to problematize) and dialogue influenced four major

thinking processes:

communication skills;
comprehension skills;

information-finding skills;

AN =

supporting language skills.

The relationship between the principles and the major thinking processes may be
represented diagrammatically as foliows:

PROBLEMATIZE PROBLEMATIZE

DIALOGICS DIALOGICS

Three concepts based on the principles of critical pedagogy were used in this research study:



2.3.3.1 Critical Content

What is to be leamt? The ethical principles of race, class and gender ought to feature in
a critical curriculum. The critical curriculum ought also to be based on the popular
experiences of the pupils. Some forms of knowledge have been marginalised eg. certain
voices have been eliminated from the history books, these distortions ought to be
corrected (18). Critical curriculum content would have to confront the issue of the
powerful impact of the liberal arts on the school curriculum in South Africa. The powerful
influence of Hirst on liberal education is discussed by Le Roux (1985), he concluded that
for Hirst “a liberal education is essentially a cognitive experience, an understanding of
the interrelated forms of knowledge” (19). South Africa is a Third World country with a
situation that is vastly different to that of Europe and Britain and consequently the value

of local content ought to be considered for a critical curriculum.

2.3.3.2 Critical Process

This means the selection and utilization of critical thinking methods by the teacher. The
classroom becomes leamer-centred, Shor's metaphor "the withering away of the teacher”
(20) applies here. The process of leaming is dialogical as pupils interact to link curriculum
content to society. In the Freirian system social practice is what is being studied, while
"dialogue” is the form or process of study (21). Contextualised skill-development is
applied to critical content in order to stimulate critical thinking (22). Instead of the chant,
or the recitation, or the sentence completion exercise (23), critical processes would
suggest the skills of analysis, abstraction, generalization, categorisation, etc. Principles
and themes are preferred to the reproduction of meaningless and often incoherent
content. Themes are more conducive to accentuating social concems than excessively

content-laden and anti-dialogical teaching.

2.3.3.3 Critical Thinking

This means the experience of the pupil in relation to the content and the critical process.
Thinking skills enable an individual to deal with the world and with knowledge. It includes
the re-definition of the role of the teacher and his/her traditional prerogative of being in
possession of esoteric knowledge. Critical thinking as understood in this research, implies
inter alia problem-posing dialogue, asking critical questions, and discriminatory listening,
etc. Critical thinking relates the critical content, by means of the critical process to the
daily experiences of the pupil, and uitimately to the world beyond the walls of the

classroom.



3. METHODOLOGY

31 What is understood by the term "English Second Language” (ESL) and why was the ESL-
pupil the focus of this research study?

Ellis and Tomlinson (1980) differentiate between English as a native language, English as a foreign

language and English as a second fanguage.

"A speaker of English as a native language acquired English naturally as a young child. He does so

usually because his parents use English as their normal means of communication.

"A speaker of English as a foreign language is usually taught English as a subject at a school or college
and lives in a country where English is not normally used. He does not normally leam English from his

parents.

"A speaker of English as a second language usually lives in a country where English is not the native
language of the indigenous inhabitants. However, in his country, Engiish is frequently used as a means of
communication between speakers of different native languages and as the language of particular

activities such as education, commerce and politics” (24).

The third definition describes the pupils who were the focus of this research, these pupils are effectively
learning all their subjects through the medium of a second language and are therefore at a grave
disadvantage. My interest was in the ability of these pupils to apply critical thinking processes in their

second language.

3.2 Why was the Std § pupil used for this research study?

The Std 5§ year is the final year of a pupil's primary schooling, but in reality, it is the first year of the third
phase of schooling. Most secondary school curriculum documents commence with the Std 5 year, and
merely continue when the pupils are physically present in the high school environment. Std 5 is therefore
a critically important year as the pupils are being prepared for secondary education. Many pupils are
already adolescents, while others are entering adolescence during this year, and as such they are better
able to cope with a problem-centred curriculum based on the principles of critical pedagogy. Finaliy,
much attention has been given to the Std 3 year in other research studies (25); by Std 5 the ESL-pupils
have been learning through the medium of English for aimost 3 years and | was interested in investigating
the preparedness for secondary school of these ESL-pupils from the point of view of their language

competency.



3.3. The value of children’'s literature

A critical curriculum could have been designed by using eg. history, or environmental studies. However, it
was my opinion that the ESL-pupils' difficulties lay in the domain of language and communication, and
that they deserved to be exposed to the best which a language could offer its leamers as an aid to

leaming viz. its literature.

In one of the final reports of the Threshold Project MacDonald makes reference to the value of literature
in the primary school. She observes that "the single most important conclusion that we have come up
with, based on observation, testing, and careful reading of the literature, is that a reading, or literature
programme, in its broadest sense should be created for black children. Literature has value both as an

instructional medium and as a motivational tool, and it is quite simply failing to be cultivated (26).

Children's literature in the primary school would

* give pupils access to the world of the novel and stimulate an interest in reading;

* provide an opportunity for meaningful interaction to take place between pupil and teacher;
* encourage active involvement of the pupils in the imaginary world of the novel;

* cultivate a critical responsiveness from pupils.

The critical curriculum, based on Sounder, by W.H. Ammstrong was designed to satisfy these literary
principles, while at the same time serve as a means of supplanting over-used school-based leaming

experiences.

34 The choice of the novel on which the critical curriculum was based

The choice of the novel on which the critical curriculum was to be based had to be more tha; a popular
children's novel. Critical pedagogy is emancipatory, the historical and social experiences of the pupils are
taken as the starting point for a critical classroom pedagogy. The novel therefore had to have a point of
contact with the real-life experiences of the pupils. Sounder, by W.H. Anmstrong, more than most other
children's novels, satisfied the criteria for a critical curriculum based on the principles of critical pedagogy
that could be implemented in the ESL-classroom. It is a story of a man, a boy and the dog Sounder who
are all victims of an appalling system of racial discrimination. Set in the Southem States of America
during the early years of this century, the novel explores the suffering and anguish of a family as they
struggle to survive during the long months of a particularly harsh winter. When the father is jailed for an
indefinite term for stealing a ham-bone, the young boy begins to learn the realities of a society dominated
by white racists. The boy demonstrates courage and determination as he makes many journeys in search

of his father. He learns to cope with the social stigma of having a father in jail. He leams what it means
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to be black and uneducated. The novel develops into a "serious, but not a bitter story" (27), as the author

explores various political and social themes related to the central issue of racial discrimination.
3.5 Why was a novel which reflected a local situation not used for the critical curriculum?

Cognisance was taken of the merits of the work of local children's authors, however, it seemed that a
degree of remoteness in the political background of the novel was desirable. Furthermore, a degree of
objectivity in respect of the setting of the novel would hold critical value. Pupils would then be required to
make their own inferences. The critical curriculum had to make it possible for pupils to confront the
culture of domination through "action in depth” (28). In other words the teacher would not to think for the
pupils. Freire points out that confidence must be expressed in the people's “ability to think, to want, and
to know" (29).

4. OVERVIEW OF THE LITERATURE

The literature review examined Marx's contribution to radical theory, and in particular the application and
development of his social theory by Lenin, Stalin, Gramsci, Althusser, etc. The literature reviewed the
work of the theorists in the period prior to 1980 from the point of view of the reproduction which takes
place in the schools in the interests of the ruling class. The work of Bowles and Gintis (1976)(30) was
cited as a classic example of reproduction literature. While Giroux (1982; 1983(a)) contributed to the
reproduction literature he also moved into the period of despair (1980-1985) when the dominant mood in
the literature was that schools were social sites of resistance. The contributions of other Euro-American
scholars were reviewed (31), including the re-launch of an earlier contribution made by Freire (32).
Events in South Africa were also reviewed, with scholars such as Nkomo (1984), Hyslop (1988) and

Jansen (1990) (33) contributing significantly.

The period of intervention and reconstruction was ushered in during the second half of the 1980's and
once again Giroux's writings testified to a new "language of possibility" (34) as the literary mood swung
away from despair to one of hope. Political events in South Africa moved towards a settiement as
political negotiations were embarked on. In South Africa the era of intervention sparked off numerous
projects by NGO's and private entrepreneurs into the re-building of classrooms. Reconstruction of the
curricuium was undertaken. Two recent research studies in Southern Africa were reviewed and their
limitations noted. The value of the writings of the radical scholars was highlighted in the literature review
with critical pedagogy as a particular instance within radicalism, and its relevance for educational reform

in South Africa.



5. THE MAIN FINDINGS

The findings were described as links, as one condition could not exist adequately without the existence of
the other. Six conditional links had to exist in the ESL-classroom and a further three in the environment

before critical pedagogy could be considered as a feasibility in the ESL-classroom.

The value of the teacher as a good role-model for English.
The value of the construction of curriculum materials at local school level.
The value of contextualised language teaching in preference to the grammar-only approach.

The value of the oral component in the acquisition of language.

A

The value of the teacher's own critical consciousness in relation to the development of the pupil's
ability to think critically.
6. The value of racial integration in respect of the development of language and critical dialogue.

The conclusions of the research study in respect of the environment of the school focused on the wider
community, the school community, and the parent community. These contexts provided the support
systems required by the pupils and teachers. They were viewed as being critically important custodians of
a secure environment in which critical pedagogy could develop. Implications of these wider links were
socio-political in nature which verified one of the basic premises of critical pedagogy, viz that the politics

of the curriculum is an ever-present reality.

6. LIMITATIONS

Firstly this study was severely limited by cost and time constraints. The cost of multiple sets of the
novels, Sounder, and replacement teachers' salaries cound not be accommodated in the research budget.
The focus of the research was therefore changed from replication, to comparison, with a case survey to
deal with unanswered issues. Secondly, the focus of this research was the curriculum, however, many
non-curricular issues emerged during the data analysis phase which were noted for their significance but
could not be developed to any degree of depth.

7. SIGNIFICANCE

This research comes at a critical period in the history of South Africa, and KZN in particular. The local
elections of May 1996, followed the general elections of April 1994. This interim period roughly covered
the period of the research. It was a period of intensive re-organisation of education in the province. This
research can therefore be viewed as a contribution to the debate and prioritising of critical issues for

reconstruction. On interest is the fact that the main findings include issues which have received
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considerable media coverage, viz. security at schools, particularly in the light of the increase in violence
in KZN, and the language clause for education to be included in the new constitution. Other critical issues
highlighted by this research but not usually reported in the press was the distressing culture of non-
learning prevalent in many of our schoois. [n general, the significance of this research seems to verify the

concems expressed in the writings of other educational leaders in the field (35).
8. ORGANISATION OF THE CHAPTERS OF THE DISSERTATION

The chapters of the dissertation were organised as follows:

Chapter 1
Statement of purpose, and an introduction to the research, and a clarification of the key research concept,

critical pedagogy.

Chapter 2
The literature review.

Chapter 3
The research design.

Chapter 4

The first research question is addressed in this chapter in respect of an analysis of the prevailing

conditions in the ESL-classrooms.

Chapters § and 6
The second research question is addressed in these two chapters in respect of an analysis of the

theoretical implications for the ESL-classrooms of the critical curriculum.

Chapter 7
The third research question is addressed in this chapter which includes the conclusions, limitations and

recommendations for further research.

The remainder of the dissertation is a collection of annexures which include, inter alia, the critical

curriculum and other instruments, details of interviews conducted, and samples of work done by pupils.
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CHAPTER 2

1. LITERATURE REVIEW

1.1 introduction

This chapter reviews the literature of the radical school as pertaining to education. Three distinct

periods in the historiography of radical education literature has been discerned:

1. Reproduction Literature (pre- 1980);
2. Resistance Literature ( 1980 - 1985);
3. Reconstruction Literature (+ 1985 to the present).

The purpose of this review is to provide a solid theoretical and literary platform for an
understanding of the research design which follows in Chapter 3. | also review two recent
studies which were undertaken in Southem Africa where the focus was much the same as the
present study but conclude that the absence of a radical theoretical base seriously impedes the
effectiveness of these studies in respect of socio and political redress. Critical pedagogy can
only be understood within the context of radical theory, in this respect the literature review will

lay the foundation for the research design which follows in Chapter 3.

1.2 The Reproduction Literature (pre-1980)

Marx had little to say about education except in relation to the polytechnic yet his social theory

provided the theoretical framework for the education reproduction theorists of the 1970's. The
concept of class is central to Marx's analysis of human agency and society. For Marx the
concept class has economic connotations (1). He conceptualised society in terms of a two-fold
division, viz. an economic base and a superstructure (2). Productive forces determine the
relations of production to which correspond the ideological, cultural and social ideas of society
(3). In classic Marxist terms the economic base therefore determines the superstructure of
education. In the German Ideology Marx (and Engels) state that in every form of society there
exists "a sum of productive forces .... which is handed down to each generation from its

predecessor” (4).

The idea of the reproductive nature of society was developed by Bowles and Gintis in their 1976

classic, Schooling in Capitalist America. Camoy and others have argued quite consistently that
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reproduction takes place in its most organised form in the schools, in the interests of the

dominant society (5).

Marxists view the State as a vehicle for the dominant class to reproduce and perpetuate relations
of production. Lenin provided a complex analysis of bourgeois education and its implications for
the transition to socialism. He saw that one of the greatest obstacies to a non-elitist socialist
education was the connection between the inherited education system and the former bourgeois

political apparatus (6).

Gramsci developed the theories of Lenin and Stalin. In his approach the State becomes an
instrument of bourgeois domination, and as such a struggle arises over the control of
consciousness (7). The struggle is class-based, the hegemony of the dominant class is
overcome, inter alia, by scrutinising the roie of the intellectuals in society. Unlike Lenin, Gramsci
held that the State schools were crucial to mobilise a counter-hegemony to the dominant

ideology reproduced in bourgeois schools (8).

Althusser focused attention on the State as the "ideological apparatus” of the bourgeoisie. His
understanding of ideology was another major concept to be added to the conceptual
development of the curriculum as a political text (9). In this context ideology means, "a way of
viewing the world” (10), and "meanings and ideas that structure the unconsciousness of
students" (11). Ideology emerged as a central feature in curriculum studies (12). Allied to the
concern with ideology was the concept of the "hidden curmriculum” (13). Giroux has written at
length about the hidden curriculum (1982; 1983a). According to him, the hidden curriculum

tends to support the status quo, particularly in respect of class, race and gender.

The so-called 'new sociology of education’' movement emerged in England and the United States
in the 1970’s. Scholars such as Young, Esland and Keddie challenged the "received perspective
on the curmiculum” (14), on the grounds that it was"unsubstantiated, incomplete” and that these
approaches to the curriculum ensured the "continuance of the process of social control” in

society.

Keddie (1971), together with other sociologists from this tradition, provided some illuminating
ethnographies of classroom behaviour and how the received perspective is reproduced in the

daily activities of teachers, and even of the pupils (15).
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Within the same tradition, Basil Bemstein points out that society reproduces "knowledge it
considers to be public" and that this reflects “the distributions of power and principle of social

control” (16).

In another volume Bemnstein holds that these processes of selection and transmission of
knowledge "have their source in the social division of labour” which inciudes the principie of

control, or domination and class consciousness (17).

Pierre Bourdieu and Jean-Claude Passeron view the State and the public education system as
serving the interests of a particular class. A class-structured school system features prominently
in their approach. The means of reproduction is through the teaching and the language used in
the classroom. The cumulative effect of "cultural capital” will, in the final analysis, determine a
pupil's opportunities in school. Bourdieu and Passeron hold that the academic die has in fact

been cast in the primary school.

Cole (1988) points out that the radical sociologists referred to above endeavoured to reveal the
political nature of educational knowledge. Moore (1988) asserts that these sociologists were
unable to link the school and the classroom to the capitalist economy, the essential links on
which political radicalism depends were missing. Moore's judgement is that this' approach was

thus "fundamentally flawed" (18).

Bowles and Gintis' Schooling in Capitalist America filled an essential void in the field of
reproduction theory, with Apple (1988) describing their work as a more coherent lens through
which to view the schooling process (19). Their critics argued in tum that their work lacked the
cuftural component, and that it was too deterministic and simpilistic to assume an economic base
to the exclusion of the cultural and ideological dimension (20). They were also charged with

overlooking issues of gender and race (21).

Subsequently Bowles and Gintis have criticised themselves (22), but also re-asserting their
original position by saying that their work was an "emancipatory altemative to the current system

of conservatism" (23).

The reproduction theorists have provided us with some useful concepts whereby to view the
curriculum, however, at about this time the critical theorists of the Frankfurt School were
beginning to despair as they realised that the reproduction theory offered very little hope for
change, or what Giroux calls "a language of possibility” (24).
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Reproduction writings in South Africa merely imitated and reflected Euro-American theories of
the time in their critique of the capitalist underpinnings of apartheid education and society (25).
Very little research or writing pertaining to critical pedagogy from the pre-1980 period exists in
South Africa. Very few Black writers from the tradition of radical pedagogy appear to have made
any meaningful contribution during this period; according to Jansen this is particularly true of
work done in the field of curriculum studies (26). A few White writers in this tradition emerged as

can be seen in Kallaway's volume, Apartheid and Education: the Education of Black South

Africans (1984).

The reproduction period explained the cause of the problems, but it offered no solutions within

such a deterministic model of school and society (27).

1.3 Resistance Literature (+ 1980-1985)

As a reaction to the period of reproduction the theoretical and ideological construct “resistance”
emerged as holding distinct advantages for anaiysing the relationship between the school and
the wider community (28). According to Giroux the notion resistance served as an aid in
understanding why subordinate groups experienced failure.  Schools were more than
instructional sites, Giroux argued for schools to be viewed as social sites. The analysis of what
happened in the school had shifted from functional educational psychology to a political analysis.
The resistance construct was also useful in developing a critical pedagogy. Resistance includes
a critique of all forms of domination and as such the critical functions of the individual are
prominent in resistance theory. Following on from this radical theory will have emancipation as a
guiding interest (29). Giroux makes it clear that resistance is not merely a label for every form of
oppositional behaviour. It is an "analytical construct" (30), it retains an interest in raciical-
consciousness as well as collective consciousness around issues of power and social

determinism (31).

According to Pinar and Bowers (1993) the concept of resistance was launched in 1981. Willis
noted the resistance among his working class boys to the official and the hidden curriculum.
Resistance theory in respect of the cumculum was developed quite extensively in the early
1980's (32).

Giroux demonstrated the short-comings of both conservative and radical curriculum theorists,
while Aronowitz described resistance as a positive step for radical educators (33). Notions of
struggle and empowerment begin to appear in the literature Giroux claimed that "struggles can

be waged over administrative and curricular issues” (34).
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in 1982 Apple identified specific sites where resistance is likely to take place, he alludes to sites
where issues of race, class and gender were problematic. But for Apple reproduction and
resistance theory is inseparable. He fears that resistance can be "viewed as determined by the
interest of capital, not by those resisting" (35). Other scholars concurred, eg. Willis (1981),
Giroux (1983a); Apple and Weis (1983).

Resistance appeared to be another form of reproduction. Giroux (36) calls for a re-launching of
Paulo Freire's 1970/1971 pedagogy for the opposition. He asserts that change in social, political
and economic structures of society is essential as the source of class-based power and

domination.

Events taking place in South Africa during the period under review reflect the reality of the
writing of the resistance theorists. The writings of Nkomo (1984), Hyslop (1988), and Jansen
(1990) bear testimony to this. Nkomo notes that one of the causes of the resistance in South
Africa has been the exclusion of Blacks from the process of policy formuiation. The central
thesis of his volume is that the ethnic Black universities developed a distinct student culture of

resistance which challenged the policy and authority of the govermment (37).

Hyslop (1988) focuses on school student resistance. Piecemeal changes to the education
system were perceived by scholars as reproducing a capitalist labour force for a repressive

society.

The National Education Crisis Committee (NECC) emerged in 1985 and gave the People's
Education movement a more constructive orientation. Khanyile, of the NECC, claimed in 1986
that the grievances of the people included the authoritarian structures of the Department of
Education and Training, the content of the curriculum and the teaching methods employed in the
schools (38).

Jansen's search for a liberation pedagogy is based on personal experience of the violence and
oppression experienced in schools by scholars and teachers alike. As a professional he argues
for alternative curriculum programmes. In the face of opposition his focus changes from
“protest” to "awareness" to "struggle for people's power” (39). He concluded that struggle for

liberatory pedagogy insists on participatory ciassroom relationships as one of its goals (40).
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14. Reconstruction Literature (z 1985 to the present)

After 1985 the theorists perceived the need to reformulate radicalism in such a way that "human
agency" is employed in the development of alternative schools, curricula and pedagogies as
direct challenges to the dominant pedagogy (41). Hence the possibility of 'meaningful
intervention in schools' is raised as an altemative to resistance. Attempts are made to close the
gap between theory and praxis. Giroux's writings after 1985 testify to 'a language of possibility’
(42), and a shift to action and practice (43). Freire and Shor's joint efforts see the re-emergence
of 'conscietizacao', or critical consciousness now applied to the classroom. Apple's thinking
moves along similar lines, the concept of praxis is fundamental, it includes an understanding of
what happens in school as well as solving of daily problems (44). The focus is then on daily

educational practice; so too Shor's "critical teaching for everyday life” (45).

If we acknowiedge the centrality of critical perspectives for classroom pedagogy we still have to
answer the question, "how to bridge the gap between the textbook and the classroom?" The
ANC discussion document (December 1993) refers to "strategic entry points" (46), Whitty uses
the term "intervention strategies” (47), Apple and Weis of "meaningful intervention" (48), Pinar
and Bowers of "daily educational practice” (49) and Shor of "everyday life" (50). This then was

the entry point into the field for me, as the researcher, at the ievei of everyday life.

In South Africa "People's Education” (1985) emerged as a concrete set of reconstruction
practices within the framework of resistance politics.The discourse on "reconstruction and
development” in South Africa represents a political agenda which co-incides with current debates

within critical theory to move beyond resistance to a "language of possibility.”

What do we mean by "People's Education” in the post-apartheid period of South Africa's history?
One of the basic principles of the Reconstruction and Development Programme (RDP) of the
ANC is that reconstruction and development is essentially "a people-driven process”,
development "is not about the delivery of goods to a passive citizenry, it is about active
involvement and growing empowerment" (51). This principle depends on democratisation of the
state and civil society (52). Education is no exception. Decision-making must include teachers

and pupils who represent the everyday interests of "the people" of everyday life in the classroom.

Decision-making requires new skills (53) and this, in turn, implies that the education of our
children must prepare them for critical citizenship, this can only be realised if the curriculum in

the classroom be based on the principles of critical thinking.
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The literature review indicates very clearly that the struggle in South Africa for a liberation
pedagogy is paralleled in the theories of reproduction and resistance of the radical education
theorists in North America and the United Kingdom.. The literature review also demonstrates
how South Africa has moved decisively away from resistance to intervention strategies. Political
changes in South Africa have naturally played an important role in intensifying the interest in

strategies of reconstruction and development.

If meaningful reconstruction and development is to take place in education, then research
initiatives will have to inform such a programme. Policy-decisions in education need to be
influenced by empirical research. The literature review reveals that very little research has taken

place in SA along the lines of the Fuller and Snyder (1991) Life in a Botswana Classroom study

or MacDonald's (1980) Threshold Project. A further consideration which emerges from the
literature review is that the writings of radical theorists such as Freire, Shor and lllich, have only
recently become freely availabie in South Africa. Jacebson's index records that the official dates
of unbanning for these scholars are all after January 1991 (54). Hence research based on the
educational insights of these scholars has not been possible. Critical thinking as a cognitive
strategy, or as an activity in higher order thinking for inteliectually gifted pupils has frequently
featured in formal research studies. However, the survey in the following paragraphs indicates
that no formal research in the field of critical pedagogy appears to have been conducted in the
RSA.

1.5 The need for research in the context of critical pedagogy

A data base scan of available research literature in critical pedagogy was conducted on my
behalf by the Centre for Science Development in Aprii 1994. Two further data base scans were
conducted by the University of Natal (Durban) and the University of Durban-Westville in 1994,
These scans confirmed the findings of the earlier scan by the CSD. A variety of key-words were
used to access all possible combinations of critical pedagogy with literature and the ESL-
classroom. Much research has been conducted in the field of critical thinking in recent years.
Du Plessis (1993) focuses on critical thinking and the role of the school, Pym (1991) links critical
thinking to an activity-based approach in the geography classroom. Oosthuizen (1970) explored
the conceptual framework of critical thinking while Saunderson (1979) focused on critical
judgement of thinking training programmes. Mandew (1991) researched critical thinking in
respect of teacher training. The foregoing research suggests that there is an interest in critical
thinking in academic circles, but that very little formal research has been done in respect of

critical thinking in the context of critical pedagogy (55).
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Du Plessis and Oosthuizen's field of research was psychology, while Pym and Saunderson
researched in fields apparently quite unrelated to the primary school and the curriculum in
particular. Meyer's interest was critical thinking as related to philosophy. Mention must also be
made of Dixon's (1993) research in respect of ESL-reading. His work focused on a critical
evaluation of current ESL-research utilising think-aloud protocols (56), but once again their

research has not been based on the principles of critical pedagogy.

Adams and Wallace have been active in the ESL-classroom for many years. They have an
undisputed interest in critical thinking. The value of their work is that it is related to the local
context of KZN, and that it has a strong emphasis on probiem-soiving and co-operative learmning,

both essential elements of critical pedagogy (57).

While their work is of eminent value for the upliftment of education in the Pietermaritzburg
region, it is not firmly located within the framework of critical theory as an approach to
understanding school-society relationships. Their work does not appear to be focused specifically
at the primary school pupil and furthermore it lacks the essential element of social criticism
which characterises critical pedagogy. Critical thinking within the context of critical pedagogy is
viewed as a socio-political strategy (58) and not merely as intellectural gymnastics. The
conclusion can therefore be reached that no formal research has been conducted in KZN, and
possibly in the RSA where the feasibility of critical pedagogy has been investigated in respect of
the ESL-primary school pupil.

Two studies that need to be examined a bit more closely were conducted beyond the boders of
KZN, their research findings and recommendations did influence the focus of this research and it

is necessary therefore to outline briefly the main conclusions of their research as related to my

own work on critical pedagogy in the ESL-classroom.
2. THE THRESHOLD PROJECT

The Threshold Project had its beginnings in a pilot project which was conducted in 1985 by the

institute for Research into Language and Arts of the HSRC. It transpired from the early research
that Black children were experiencing difficulties with the change of medium of instruction in Std
3. At first it was assumed that the difficulties were as a resuit of ineffective language teaching
methods. It soon became apparent though that a more "complex nexus of factors" (59)
influenced the teaching-leaming situation in Black primary education. The Threshold Project
addressed itself to the nature of language and leaming difficulties that Std 3 pupils experience

when they changed from mother-tongue to English as medium of instruction.
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The value of the Threshold Project findings as related to the present research may be

summarised as follows:

21 Language knowledge and skills

One of the main findings of the Threshold Project was that children were not ready to learn up to

ten subjects in a second language when they entered Std 3. The listening, speaking, reading
and writing skills of the children were poorly developed, and further scholastic progress was
impeded, as the entire ESL-cummiculum was based on these language skills. The question which
this raised was whether significant progress had been made by the time the pupil had reached
Std 57 The Std S year is significant as it is usuaily the year before formal entry into secondary
education. If teachers were introduced to new styles of teaching ESL, would this wider exposure
to language experience and skills-based teaching enhance the quality of teaching observed in

the classroom, or were there other factors which influenced academic progress?

2.2 Thinking Skills

MacDonald is quoted as saying that one of the most important recommendations of the
Threshold Project researchers is that both teachers and pupils needed to be shown clearly what
new ways of thinking a formal education required and how these new ways could be both taught
and learmed (60). Critical thinking does not appear to come naturally hence it seemed natural for
me to assume that critical thinking did not feature very highly in the ESL-cumiculum. This
academic hunch was further reinforced by the Fuller and Snyder study carried out in the
classrooms of Botswana, (see paragraph 3 below). It seemed therefore that the need existed to
explore the feasibility of critical thinking in the traditionally disadvantaged schools by means of a
case study. MacDonald observed that "schooling today is largely the creation of an urban,
technological, industrialised culture”, she added further that "the tasks and the thinking skills
which our tests require are largely those found in an urban, technological culture" (61). This
conclusion was one of the primary objectives of this research, i.e. how to introduce teachers and
pupils to new ways of thinking and to new ways of teaching critically. Critical thinking, according
to MacDonald, is problematic for many children, but it is much more bewildering for Black pupils
who have to cope with the problems of communication as well as the potential complexities of
critical thinking, hence the tentative nature of the title of this thesis, "the feasibility of critical
thinking."
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2.3 School-based learning experiences

The researchers concluded that “local teaching style" needed to be developed (62). The
development of materials was seen to be an important step in making changes to the entire
situation of teaching and leaming in the classroom. Hence the critical curriculum was prepared
for implementation, as a possible instrument for bringing about change in the children’s learning

experience in the classroom.

2.4 Literature

! have already made reference to MacDonald's poignant statements on the value of literature as
an instructional medium (see chapter 1 para. 3.3) and repetition is thus unnecessary, save to
emphasize the fact that the critical curriculum, based on Sounder, by W.H. Armstrong was
designed to satisfy the principles of a critical pedagogy for children's literature, as a means of
supplanting the over-used school-based leaming experiences which MacDonald exposed in her

Threshold Project.

The limitations of the Threshold Project is clearly the fact that critical thinking is conceptualised

as a cognitive strategy and not as a socio-political criticism. This is evident in their volume
entitted Reasoning skills and the cumiculum (63). Chapter 2 is entitled "Conceptions of
intellectual competence" (64) while chapter 3 reads as "Five approaches to the teaching of
thinking” (65). Critical pedagogy is a people-orientated strategy and is within the grasp of all
pupils and citizens.

While MacDonald calls for "a literature programme, in its broadest sense” (66) for black children,
I'm not persuaded that she conceives of literature as the core of the English language
curriculum. If this is not the case, then the impact of the literature will inevitably be fragmented
and the socio-political strategy of the critical pedagogy for children's literature will be impeded -

and possibly cease to exist altogether.

3. THIRD WORLD CLASSROOMS OF BOTSWANA

To formulate the problem of the Third World classroom more rigidly | used the research of Bruce

Fuller and Conrad Snyder conducted in Botswana, and published as Vocal Teachers, Silent

Pupils? Life in a Botswana Classroom (67). Researching for the Florida State University, Fuller

and Snyder studied teacher behaviour in the classrooms of Botswana. They observed 127

primary school teachers three times each. Their observation "snapshots” were focused on:
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{(a) how teachers used class time;

(b) how frequently instructional material was used;

(c) how much and what kind of social interaction took piace between teacher and the pupfl
(68).

Their initial motivation for focusing on the classroom and the curriculum needs to be quoted fully

as it confirms my own thesis in this respect.

"Considerable evidence is now available on the human and material inputs that more likely boost
pupil achievement in the Third World". They claimed that text-books, exercise books and
teacher literacy levels were more related to pupil achievement than "peripheral symbols of

quality, including variation in teacher salaries and the character of school facilities.” (69).

These remarks confimed my early view that reconstruction and development in the field of the
traditionally disadvantaged primary school ought to focus on the "human and material inputs" of
the classroom rather than on bricks and mortar. Furthermore, | had come to the conclusion that
teacher behaviour in the classroom and the curriculum had to be problematised, | gleaned
further data from the Fuller and Snyder article which helped me to narrow the field down in an
attempt to obtain a clearly defined organisational focus. The Life in Botswana Classrooms study

was essentially a quantitative study, however, Robert Prophet and Patricia Rowell conducted a

preliminary ethnographic study which prepared the way for the Fuller and Snyder study. In a four

point summary of the consistent features of the Botswana classroom, Prophet highlighted the

following:

(a) teachers ask for factual information through sentence-completion exercises, pupils
(individually or in chorus) simply add the missing word;

(b) teachers often ignore the answer elicited from a pupil; seildom does the teacher probe to
establish whether understanding has taken place;

(c) pupils offer random responses when they do not know factual answers; no reward is
given for verbal attempts at reasoning towards a solution;

() a premium is placed on "elite language”, whiie the inter-relationship between the

constituent parts of a whole is rare (70).

| concluded that an initial attempt at researching the quality of the teaching and leaming in the
ESL-classroom had to focus on the curriculum, which implied content as well as process. The
Botswana teachers in the studies referred to above were undoubtedly typical of teachers in KZN,
where factual input and anti-dialogical teaching prevailed. Hence the intervention curriculum

had to focus on critical processes that emphasised dialogue and problem-solving. These
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processes would shift the emphasis from the teacher to the pupil. The emphasis would also shift
from factual recall to understanding. The critical curriculum would emphasise critical thinking,
and instead of "vocal teachers and silent pupils”, the classrooms would resound with "vocal

pupils and silent teachers"!

The Fuller and Snyder (1991) study was a valuable contribution in that it contributed substantially
to an understanding of the Third World classroom. However as | have already observed, apart
