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ABSTRACT

Approaches to school desegregation in South Africa since 1994 have been largely assimilationist,
viewing people’s identities in a stereotyped way. The transmission of culture in South African
schools does not reflect the multicultural and plural nature of South African society. Racism,
stereotyping and prejudice often result in situations of conflict. Learners and teachers are urgently
required to develop cultural competency, that is, complex understandings of identity, which include
understandings of difference, to ensure that school environments are free of racism and other forms
of discrimination and the resulting racial conflict. Cultural competency is an approach to
multicultural education which needs to adopt and promote the ethos and underlying values of
multiculturalism. This thesis reports on Arts-based inquiry which explores the use of dramatic tobls
and ethnodrama to develop cultural competency among secondary school learners in three selected

multicultural schools in South Africa.

Schools and participants were selected by judgement sampling and data were gathered from
learners through multiple methods, including improvisational role-play and Forum Theatre
performances. Further research techniques within the mode of qualitative research were used to
supplement data and these were focus group interviews and journal writing. The raw data were the

basis for the creation and performance of an ethnodrama followed by post-performance audience

discussion.

The findings suggest that the use of dramatic techniques within the realm of Arts-based inquiry and
the ethnodrama create a safe space for the exploration of cultural identity. The improvisational
role-plays allowed the learners to explore ‘as if’ situations and assisted in the development of
empathy as the learners played the roles of others. Participants used the improvisational role-plays,
Forum Theatre performances and ethnodrama to confront issues relating to multiculturalism in
order for cultural competency to develop, learners require multiple opportunities in which they

explore their cultural identities and develop cultural competency.

It was concluded that dramatic techniques and an ethnodrama can be powerful instructional tools

in the development of cultural competency among secondary school learners.

KEY WORDS: South Africa, Multicultural schools, Ethnodrama, Arts-based inquiry,

Improvisational role-play, Forum Theatre, Cultural identity, Cultural Competency
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DRAMA AS AN INSTRUCTIONAL TOOL TO DEVELOP CULTURAL COMPETENCY AMONG
LEARNERS IN MULTICULTURAL SECONDARY SCHOOLS IN SOUTH AFRICA

CHAPTER 1
BACKGROUND, PROBLEM FORMULATION AND AIMS

1.1 INTRODUCTION

The character of South Africa’s educational provision has been seriously affected by the political
system of apartheid (Carrim 1998: 301). South Africa is a society in transition progressing from an
authoritarian structure of governance to one of democracy (Soudien, Carrim and Sayed 2004: 19).
There have been several attempts and initiatives to desegregate and deracialise education in South
Africa since the new government of 1994 (Carrim 1998: 301). The prevalence of an approach to
school desegregation which was largely assimilationist has meant that a form of “bad”
multiculturalism which viewed people’s identities in a “fixed, stereotyped, homogenised and
generalised way” came to prevail (Carrim 1998: 302). Vally and Dalamba (1999: 66) state that not

enough attention has been paid to “human rights” and “anti-racism training.”

Carrim (1998: 302) identified a “dire need to work with complex understandings of identity, which
would incorporate notions of difference, in order to ensure that an environment free of racism and

other forms of discrimination prevails within not only South African schools, but South African

society as a whole.”

Since 1994 the rights of all learners to equal education have been enshrined in the South African
Schools Act [SASA] (No. 84 of 1996) and the new Constitution of the Republic of South Africa
(Carrim 199: 305). What followed 1994 has been a massive reconstruction of the educational
system, including a redistribution of educational resources in accordance with non-racial premises
(Carrim 1998: 305). The transformation of South African education officially began in 1990. 1990 saw
the first announcement by the Minister of ‘white’ Education, Mr Piet Claase, that black students
could attend ‘white’ schools (Carrim 1998: 304-305). There were, however, a number of
preconditions: for example, the cultural ethos of such schools had to remain in tact (Carrim 1998:
308). These preconditions put into place an assimilationist approach in which ‘blacks’ needed to
adopt and adapt to the ‘white’ schools’ cultural ethos which was deemed superior (Carrim 1998:

308; Abdi 2002: 37-69; Cross and Chisholm 1990: 43-67).

*He and she are used interchangeably throughout the thesis and are intended to be inclusive of both genders.



The transformation of the South African education system has been a daunting task. Reconstruction
required transformation across the entire educational system — from pre-school to university level
(Carrim 1998: 305). There was also a fundamental redefinition of education in the sense that it
moved from serving the interests of the ‘white’ minority to serving the interests of all South Africans
(Carrim 1998: 305). The National Education Policy Investigation (NEPI) was set up in 1989 by the
National Education Crisis Committee (NECC) in order to put in order the preparations for the new
educational dispensation (Kallaway 2002: 5). The NEP! produced a set of policy documents that was
derived from the legacy of People’s Education and the experience of education during the struggle
and resistance to apartheid education (Kallaway 2002: 5). This set the tone for future debate
regarding policy (Kallaway 2002: 5). However, “the political climate of the transition, the lack of
experience of those involved in the field of policy development, and the widely varying viewpoints
and approaches of the academics and the activists engaged in the process, along with the political
urgency to develop demonstrably new policies, meant that it was difficult to establish broad
agreement on how to proceed” (Kallaway 2002: 5). After the first democratic elections in which
Nelson Mandela was appointed president, a number of policy documents, reports and Acts were
published to facilitate transformation in education (Carrim 1998: 304-305).  Subsequent to 1994
there has been a policy of open admissions within the South African education system (Meier and
Lemmer 2001: 334). However, Kallaway (2002: 5) states that the policy changes shifted in emphasis
from principles of “redress and redistribution,” as highlighted in the Reconstruction and
Development Programme (RDP) (1994-6), to the Growth, Employment and Redistribution policy
(GEAR)(after 1996) and there was a change in the tone of policy. “If race separation was the defining
feature of schools in the apartheid era, race integration became a defining aspiration in the post-
apartheid era” (Nkomo, Chisholm and McKinney 2004: 5). However, the majority of schools within
South Africa remain uni- or mono-racial with only small incidences of integration (Nkomo et al 2004:
8). Naledi Pandor, The Minister of Education in South Africa, states (Pandor 2004: 11) that during
the 1980’s, education thinkers did not predict that “black schools would lose pupils to distant white
suburbs, and few practitioners in assembly schools prepared themselves for the entry of black pupils
who would become the lifeblood of many of those schools.” Furthermore, Pandor states (2004: 11)
that the issue of integration within South African schools has become an embarrassment which
requires urgent attention. For Pandor (2004: 15) the challenge within South African schools,
however, goes beyond integration and should encompass a holistic approach which promotes “the
values of dignity, equality and the advancement of human rights and freedoms.” Soudien, Carrim
and Sayed (2004: 57) state that there is far greater deracialisation of schools which charge higher

fees, in comparison to schools in which the language of learning and teaching (LOLT) is Afrikaans.



Furthermore, it would appear that schools which charge higher fees are favoured by non-English (as
a home language) speaking parents (Soudien et al 2004: 57). Soudien et al (2004: 57) speculate as to
whether this is because such parents desire racially-integrated schools or because they wish to have

access to schools that are better resourced in order to give their children a “competitive edge.”

There are limited numbers of teaching models in existence that could be used in order to improve
cultural competence in learners (Colvin-Bourke et al 2007: 225). South Africa has a well-
documented history of racial conflict that was based upon a strategy of separateness and legally
entrenched within the system of apartheid (Abdi: 2002; Carrim: 1998; Baloyi: 2004). The negative
effects of apartheid (which are still felt today) had its roots within the legacy of Colonialism (Abdi
2002: 23). Much of this policy was realised through the agent of education. Abdi (2002: 23) states
that the express purpose of education was to provide the colonisers with dominance over the lives
of the native inhabitants as well as to entrench “sociocultural mechanisms” in order to augment the
existing extortion of economic reserves from the indigenous people. The apartheid government
effectively and legally continued in this vein by encoding the malevolences of Colonialism within the
legal system (Abdi 2002: 32 and 39; Baloyi 2004: 74). “What followed next and into the 1990s, is a
story of systemic delegitimisation of every rightful claim upon which black South Africans may have
effected in the land of their birth” (Abdi 2002: 39). Much of the resistance during the fight against
the apartheid system was fought along the front of education (Abdi 2002: 61; Baloyi 2004: 103).
The post-apartheid era (after 1994) has seen many improvements in education, but is still lagging in
many respects (Baloyi 2004: 215). Nkomo, Chisholm and Mc Kinney (2004: 2) state that “the defining
feature of South African schooling is arguably the politics of race and racism.” Furthermore, it is
one of the central flaws of South African society and it interconnects in an intricate manner with
“class, gender and ethnicity” (Nkomo et al 2004: 2). In the emergent democracy, it would appear
that poverty and disease are the prevailing challenges (du Plessis 2004: 879). In terms of culture,
Baloyi (2004: 177) states that the state needs to respect the culture and values (to encompass those
of education too) of all South Africans. Abdi (2002: 84) believes that the design of education
systems in post-apartheid South Africa is deficient in terms of hybridisation of cultures (a term which
is explored in greater detail further on in the study). This in turn impacts upon the development and
integration of society as a whole (Abdi: 2002). School integration in South Africa is rooted in the
anti-apartheid or pro-democracy project and arises from a conscious attempt to change an
apartheid culture and system that was undemocratic through the replacement thereof by a

“democratic, inclusive, education ethos founded on a human rights culture” (Nkomo et al 2004: 2).



O’Hagan (2001: 21) describes the concepts of culture and cultural identity as: “fundamentally
dynamic, global concepts, subject to powerful influences and pressures in an increasingly
technological and rapidly changing world.” Multiculturalism is the approach towards education
which is investigated as a means of overcoming cultural conflict and the development of cuitural
competency. Furthermore, Integrated Threat Theory is especially pertinent to the South African
situation. There has been a high degree of intergroup conflict because prejudice during the
apartheid rule was based on maintaining the status and power of the white minority (Kallaway 2002:
13). The amount and nature of contact between groups and thus intergroup knowledge was affected
by apartheid where groups were separated by law (Suzman, 1993: 101). Although these laws have
been repealed, parents and teachers may - in accordance with Compunction Theory - have
embedded misconceptions that could possibly be activated automatically when individuals come
into contact with members of other races. “Individuals’ attitudes and beliefs concerning racial and
gender groups can seemingly be activated without conscious awareness of the activation” (Bargh,
Chaikaen, Govender,and Praitto, 1992; Bargh, Chaiken, Raymond and Hymes, 1996; in Richeson and
Ambady, 2003: 177). Such feelings have the potential to be transmitted to children.

As schools have become more racially integrated, so teachers have been faced with a series of
challenges. “As all schools are open to learners of all races, cultures, religious convictions and value
systems, teachers are increasingly being confronted with multicultural learner compositions at
school and in their classrooms (Le Roux 2000: 19). “Teachers, whether ‘white’, ‘coloured’ or ‘Indian’,
were confronted for the first time by multilingual, multiethnic and multiracial classrooms” (Carrim
1998: 311). This, in a sense, has necessitated the adoption of a more multicultural approach by
teachers (Carrim 1998: 311). “The school has become a veritable arena in which pupils of
heterogeneous cultures have been thrown together in an attempt at integration, cohesion and
harmonious learning” (Munsamy 1999: 1). Teaching within a multicultural class or school requires “a
paradigm shift, a change of heart, an unprejudiced reorientation and an innovative attitude” (Le
Roux 2000: 20). In addition to this, the issue of parental alienation within schools compounds
attempts to redress previous educational disparities. Moletsane, Hemson and Muthukrishna (2004:
72) state that “the alienation of parents, particularly Africans, from schools is well documented in
South Africa.” In addition to this, they state that it is imperative to understand and work with
learner characteristics in order to deal with issues of diversity in an effective manner (Moletsane et

al: 2004: 71).

Carrim states that the multicultural approach to education that replaced the assimilationist one has

been in itself a reconstructed form of racism (1998: 312). More disturbingly he purports to state



that this type of multiculturalism in effect is “at best stereotypical and, at worst, caricatured”
(Carrim 1998: 313). Vally and Dalamba (1999: 65) assert that the form of multiculturalism that is
espoused in a study which they undertook placed the emphasis upon ‘tolerance’ of other ‘cultures’
and issues regarding racism were rarely tackled. Thus, learners become established in fixed
identities and represented as typical of their cultural groups with any understanding of culture being
limited to superficial aspects such as lifestyles, dress, food and language (Carrim 1998: 313). This
does not bode well for the attrition of racist practices, as ‘differences’ are perceived in a negative
light (Carrim 1998: 313). Carrim states (1998: 316) “...racism is displaced into consideration of
different lifestyles and racist practices, processes and assumptions continue almost unabated.”
Carrim (1998: 317) proposes that a “critical anti-racism” is what is required in order to create a
greater understanding of the differences and dynamics within racial groups. This would lead to a
‘de-essentialist’ grasp of identity which would more truthfully reflect the manner in which people
exist, the kind of experiences they have and the means by which their identities are shaped (Carrim
1998: 317). Mzamane (1990: 365) states that “Education for development and disalienation in South
Africa must be built upon the culture of the majority, which should be accommodating, dynamic and
capable of use in mass mobilisation for liberation and development.” Thus, Abdi (2002: 78) argues
the case for “an extreme form of positive multiculturalism” that energetically strives towards the
closure of socioeconomic and educational disparities that divide the numerous groups in South
Africa. Abdi (2002: 84) and Bhabba (1994a: 10) transcend a fixed notion of culture by the idea of a
“hybridised” culture and the notion of a “third space”. Thus, a new milieu is created in which its

participants achieve a space in which to coexist harmoniously (Abdi 2002: 84).

It would appear that there is a need to redress previous imbalances by means of implementing a
form of positive multiculturalism in South African schools. Sleeter and Grant (2007: 29-30) refer to
this type of multicultural education as Multicultural Social Justice Education in which it challenges
“social stratification”. This implies that schools should assist all learners to develop cultural
competency necessary to function in a culturally diverse society. Cultural competency thus forms a

component of multicultural education which deals with much broader categories of diversity.

Cultural competency calls for an understanding of the concepts of culture and cultural identity
(O’Hagan 2001: 21). Many applications of the word culture exist (Axtmann 2002: 41). O’Hagan
states that there has been an “etymological assault” on the word and thus a clear definition is
required (O’'Hagan 2001: 23). The original meaning of culture is centred on the earth as well as its
soil which is deemed symbolically powerful. Still, the land of an individual’s birth and where that

person was raised is expected to have a strong influence on his perception of culture (O’Hagan 2001:



31). Within the thirteenth and fourteenth centuries the term culture came to contain the notion of
improvement or refinement chiefly through education and training (O’Hagan 2001: 31). Hall
stresses that: culture is not instinctive but rather a learned response; the elements of culture are
interrelated and shared — culture is man’s means of interaction (Axtmann 2002: 41). Hall (1973: 20)
proposes that culture is: “the way of life of a people [or] the sum of their learned behavior [sic]
patterns, attitudes, and material things.” Abdi (2002: 71) defines culture in its simplest form as “the
world of everyday life where one learns, reacts, and responds to the physical and human
environment that surrounds him or her.” The term culture is discussed in more detail in Chapter
Two. The concept of identity is created by one’s affiliation with and perception of belonging to an
entity, person or group of persons (O’Hagan 2001: 28). Du Plessis (2004: 879) highlights the
complexities of identity within post-apartheid South Africa and explores the links between class and
culture. We are unable to be aware of difference unless there has been a firm establishment of a
sense of similarity and fitting in (O’Hagan 2001: 28). O’Hagan stresses the following aspects of
identity: an individual may possess several identities; there is a dynamic and variable dimension to
identity; often identity means feeling threatened by and a lack of tolerance of those who are
perceived as different; one’s sense of identity often originates from a sense of allegiance and
commitment to a state (O’Hagan 2001: 28). The individual’s sense of identity has been affected by

the impact of globalisation (Langman 2003: 223).

This diversity in culture within South Africa means that an approach to education which deals with
diversity needs to be adopted (Meier 2002: 149). Finazzo states that the goals and implications of
multiculturalism are of greater importance than a definition of multiculturalism (Finazzo 1997: 100).
Multicultural education should allow all learners to do extremely well and to obtain the “social skills,
knowledge and attitudes” that are needed in order to improve their capacity to productively inhabit

a diverse society (Finazzo 1997: 103).

It is the argument of this study that drama can be used as an effective instructional tool to improve
understanding of diversity and to facilitate a greater degree of cultural competency amongst
learners and educators by specifically exploring and sharing awareness and sensitivity of individuals’
and their peers’ identity. Vally and Dalamba (1999: 70) state that if arts and culture are effectively
used, then they have the potential to aid anti-discriminatory programmes. Drama is an effective
instructional tool for the facilitation of a more apt understanding and acceptance of individual
identities within differing cultures because: “Drama is by nature social, communicative, interactive
and gestural” (Culham 2002: 109). Thus, drama could be developed and applied effectively within

the classroom and schools in order to facilitate the implementation of a “critical anti-racism” and to



explore and experience the realm of the “third space,” as well as to facilitate the hybridisation of

cultures. It is this field which the researcher would like to investigate.

The classroom thus becomes a site of sharing (Axtmann 2002: 44) or safe space. When learners are
able to share their experiences and cultural viewpoints through performance they gain an intuitive
self-knowledge as well as knowledge of others (Axtmann 2002: 44). One’s sense of perception is
broadened into a multi-faceted view of the world and so “Moving the centre in the two senses -
between nations — will contribute to the freeing of world cultures from the restrictive walls of
nationalism, class, race and gender” (Ngugi 1993: xvii). Thus we shift from the microcosm of the

classroom to the arena of the world at large.

The history of education in South Africa has been fraught with turbulence. This is not surprising
when one considers the turbulent nature of South African history in general. Much of the resistance
towards an oppressive government was fought because of and through the medium of education.
“Rather than incidental by-products of wider political events, educational discourses and practices
were an essential factor in creating the preconditions for political change, given the nature of the
volatile politics of education in the townships...” (Kallaway 2002: 7). It would be naive to believe that
it could be an easy task to redress the situation. Separate education for people of different races was
entrenched in the system from its inception and exacerbated by the apartheid Nationalist
Government. People “of colour” received an inadequate education. Transformation has begun but
the legacies of separate education and the inadequate provision of Bantu education remain huge

challenges that need to be overcome.

It is evident that greater cultural understanding is required to lead to increased personal

understanding as well as a mutual understanding of people from different cultural backgrounds.

1.2 PROBLEM FORMULATION

Against the background of the discussion in paragraph 1.1, the main research question is formulated

as follows:

How can drama, as an instructional tool, be used to develop cultural competency among secondary

school learners in multicultural schools in South Africa?



The main research question has been divided into the following sub-questions:

How can concepts such as culture, cultural competency, identity formation,
multiculturalism and related approaches to the development of cultural competency be
defined? What are the theoretical underpinnings and the debate surrounding these

concepts?

How may drama be used as an instructional tool? How can drama assist learners from a
diversity of backgrounds to gain insight into their own backgrounds and to accept
themselves and others as individuals as well as members of distinctive racial, social and

ethnic groups?

How can the cultural competency of selected secondary school learners attending
culturally diverse schools in Gauteng be developed through the production of an

ethnodrama and other participative activities which form part of a qualitative inquiry?

Based on the findings of the literature study and the qualitative inquiry, what

recommendations can be made for the improvement of practice?

13 AIMS OF THE STUDY

The main aim of the study is to explore how drama as an instructional tool can be used to develop

cultural competency among secondary school learners in multicultural schools in South Africa.

The main aim has been subdivided into the following objectives:

to define concepts such as culture, cultural competency, identity formation,
multiculturalism and related approaches to the development of cultural competency
and to identify the theoretical underpinnings and discuss the debate surrounding these

concepts;

to investigate how drama may be used as an instructional tool to assist learners from a
diversity of backgrounds to gain insight into their own backgrounds and to accept
themselves and others as individuals as well as members of distinctive racial, social and

ethnic groups;



¢ to explore how the cultural competency of selected secondary school learners attending
culturally diverse schools in Gauteng can be developed through the production of an

ethnodrama and other participative activities which form part of a qualitative inquiry;

e Based on the findings of the literature study and the qualitative inquiry, to make

recommendations for the improvement of practice.

1.4 THE POSITION OF THE RESEARCHER

As a teacher of English and drama to secondary school students, | have long been aware of the
power of drama as an instructional tool and means of self-discovery and discovery about others.
During my teaching experience in multicultural schools, | have discovered many important issues
relating to learners coping with a multicultural school environment. | wished to explore these issues
in order to assist educators to understand their learners better. Thus, in the shift from my position
as educator to that of educational researcher, | echo the sentiments of Diaz (2002: 152): “As an
educational researcher | am interested in constructing concepts which help me and other educators

better understand the work that artists/teachers do.”

In addition, | was particularly struck during a school performance of “District Six” (dealing with
forced removals during apartheid) by its powerful effect on the audience. | became interested in
ways in which Arts-based Inquiry could utilise the responses of audiences to interact with those of
the players and create a body of information that could be of benefit to those involved in the

educational arena.

Hence, my position as researcher is as a participant, interpreter and facilitator to a collaborative

method of data collection, analyses and performance.

15 DEFINITION AND CLARIFICATION OF KEY TERMS

The following terms have been identified as key to an understanding of the study as a whole. Brief
working definitions are given here, as the concepts are explored in great depth in the subsequent

chapters.



1.5.1 Cultural competency

Cultural competency requires intercultural awareness, understanding and the acceptance of the
differences of others in a manner which is to the benefit of the individual and society as a whole. It

presupposes an understanding of the notion of culture and identity (O’ Hagan 2001: 21).

1.5.2 Drama as an instructional tool

Drama as an instructional tool encompasses the synonymous terminologies of drama in education,
educational drama and process drama. It includes, but is not synonymous with, performative
inquiry and the term furthermare includes the many techniques used in educational drama. This
concept also encompasses the production which forms a part of educational drama, an ethnodrama.

It includes the educational qualities in the creation, performance and response to the ethnodrama.

1.5.3 Ethnodrama

Ethnodrama is performed data often with a therapeutic function for health audiences (audiences
with various illnesses) wherein the audience provides feedback after the study and their
contributions are included as part of the data collection (Mienczakowski, Smith and Morgan 2002:
35). In this study the health audience is not applicable, but a similar method was applied in the

supposition that the performances might contain transformative elements for the audiences.

1.6 RESEARCH DESIGN

The problem was explored by means of a literature review and an empirical investigation.

1.6.1 Literature review

Initially what is required as “substantive intellectual groundwork” (Blumenfeld-Jones 2002: 95) took
place in the literature study. The literature study (Chapters 2 and 3) explored the notions of culture,
multiculturalism, cultural competency, identity, racism and anti-racism detailing specifics with
relevance to education in secondary schools in South Africa. It encompassed an exhaustive study of
texts related to the inherent concepts and fields of drama in education, educational drama, process

drama and drama as a means of conflict resolution.  Furthermore, the literature review studied

10



methodology involved in Arts-based research within the qualitative mode of inquiry. Sources
included: books, journal articles, magazine articles, newspaper articles, relevant policy documents
and legislation, and the Internet. This provided a conceptual framework for the ensuing empirical

inquiry.

1.6.2 The empirical investigation

The empirical investigation fell within the realm of qualitative research methodology. The format
and overall method of data collection involved Arts-based inquiry. Arts-based inquiry entails the

synthesis of research and art both in the collection and presentation of data (Jenoure 2002: 88).

1.6.2.1 Selection of sites and participants

Three English-medium multicultural secondary schools in Pretoria were chosen by judgement and

convenience sampling as sites for the inquiry and sources of suitable participants for the study.

The school where the main data gathering was conducted was St Winifred’s school, a single sex
(girls) multicultural independent school with a denominational affiliation and boarding facilities. Two
other schools were chosen for other phases of data gathering (cf 1.6.2.1): a single sex (boys)
multicultural independent school with a denominational affiliation and boarding facilities (St
Thomas’s school); and a multicultural co-educational public day school (Larkminster High School).
Pseudonyms are used to refer to the schools throughout the study to fulfil ethical requirements (cf

par. 1.6.2.2).

Three groups of culturally diverse Grade 10 learners, between the ages of 15 and 17 years, were
selected from each school respectively, using judgement sampling. Eight (8) learners were selected
from St Thomas’s and Larkminster; the group from St Winifred’s fluctuated between eight and ten
participants. The main criteria were that the group consisted of culturally diverse learners who
studied drama as part of the school curriculum. Participation was informed and voluntary and

pseudonyms were used throughout the study.

The audience of the ethnodrama (cf par. 1.6.2.2) comprised of invited educators and learners from
St Winifred’s (the other schools were invited but unable to attend). The audience also served as

informal participants during “post-performance discussions” (cf par. 4.3.7).
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1.6.2.2 Data collection

Data collection took the overall format of an Arts-based inquiry. Data collection comprised a
combination of regular qualitative data collection techniques (focus group interviews and journal
keeping) and those techniques which pertain specifically to Arts-based inquiry (improvisational role
play, Forum Theatre workshops, the production of an ethnodrama and post-performance
discussions between audience and participants). Although | have distinguished between these
techniques in the above-mentioned comment for the purpose of clarification, they were used in an

overlapping and integrated way during a performative inquiry.

Performative inquiry entails the involvement of the participants in transforming the classroom into a
site of research (Fels and McGivern 2002: 25). In this study data relating to cultural competency
were gleaned from focus group interviews and explored through the use of improvisational role-play.
The improvisational role-plays were consequently amended and adapted and used in Forum Theatre
performances. Once the Forum Theatre performances were completed, reflection took place
through the means of discussion in focus group interviews and personal responses in the form of
journals. The interviews and performances were recorded using audio recording and the recordings

were transcribed.

An ethnodrama was developed as follows. Raw data were comprised of the transcripts of the
recorded Forum Theatre performances, the interviews and the journal entries. Emerging themes
were used in the development of the ethnodrama. The ethnodrama was compiled by myself and
included brief self-written introductions and the edited texts of the improvisational role-play and
Forum Theatre performances. The audience responses to the ethnodrama via a post-performance

discussion between audience and participants provided an additional source of data.

Data were collected over a period of three months and took place according to six phases, which are
explained in detail in Chapter 4 (cf par. 4.2.6). All forms of data collection took place in the natural
settings of the classroom, school halls and auditoriums.

1.6.2.3 Data analysis

The raw data consisted of the transcripts of the focus group interviews, improvisational role-plays,

Forum Theatre performances, journal entries, the transcripts, video-recorded ethnodrama and post-

performance audience discussions. The data were recorded (by tape recorder and by video camera),
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transcribed and analysed by means of a search for emergent themes according to qualitative
research methodology. Analysis took place concurrently with data collection. The qualitative
researcher endeavours to study data inductively in order for unpredicted data to emerge (Borg and
Gall 1989: 386). Thus, the researcher sought out patterns in the data and what emerged from these
patterns were concepts, insights and illumination (Taylor and Bogdan 1984: 5). A synthesis of the
findings was presented in the form of an ethnodrama performed for a selected audience. Changes

were then made to the key findings in accordance with the audience response to the ethnodrama.

1.6.2.4 Presentation of findings

The findings have been presented in three ways:

a) The first presentation of the penultimate findings took the form of an ethnodrama

performed before a live and participative audience in the school auditorium at St Winifred's.

b) The ethnodrama is presented in written format in Chapter 5 (cf par. 5.2). It was video-
recorded and written to a CD Rom and is also contained in Appendix A for viewing and

consideration by the reader.

c) The entire findings (themes relating to the ethnodrama as well as findings from other
data sources) are integrated into a written report in Chapter 5 (cf par. 5.3). The
presentation of the findings are organised according to certain themes and are
substantiated by verbatim quotations made by participants, typical of rich data generated

by qualitative research.

1.6.2.5 Ethical issues

Ethical issues were dealt with as follows. Firstly, permission was sought and obtained from the
principals of the participating schools. The aims and the process of data collection were explained
and questions of clarification were addressed. Secondly, similar explanations were given to all the
learner participants. Participants from St Winifred’s signed consent forms which included parental
consent. Participation was voluntary and any participant was at liberty to withdraw from the study
at any time or refrain from any of the actitivies. The methods of recording data were explained as

well as the use of the published findings for strictly research purposes.
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1.6.2.6 Trustworthiness of data

Because Arts-based inquiry is a relatively new mode of qualitative inquiry, the method is largely

experimental. Mienczakowski et al (2002: 44) described the ethnodrama as “a relatively under-

theorized, barely researched area.” | endeavoured to avoid possible pitfalls as follows:

b)

<)

d)

Skills required to undertake Arts-based inquiry: Training and experience as drama
teacher. | am trained as a drama teacher through The Trinity College of London and
have taught drama for twenty one years to children and young people of all ages. My
teaching experience has included the staging of many theatrical productions and

musicals.

Relationship of trust: Within the method of Arts-based inquiry, accuracy and credibility are

of more importance than traditional theatrical conventions and expectations
(Mienczakowski et al 2002: 34). It is important to use “good standard, qualitative
ethnographic interview practice and interpretative ethnography reported through the
performance of data and data/informant-related scenarios” (Mienczakowski et al 2002: 37).
Therefore, at all times | sought for and maintained a relationship of rapport and trust  with
the participants. At St Winifred’s the relationship was built on an existing relationship of
good rapport, as | taught most of the learners. At the two other schools, the dramatic
activities quickly eroded inhibitions and | was able to obtain candid responses from  the

participants.

Cross-checking with participants: | continually asked participants whether or not they
perceived that what had been written or noted was valid and an accurate representation of
their responses.  Furthermore, the scripts needed to be supportive of informants and
families with messages that did not reflect despair but were inspirational and helpful
(Mienczakowski et al 2002: 44). The study was not intended to be harmful to the subjects in
any way and the informants were at all times protected from potential harm. Subjects
containing a highly emotive content required thorough and deliberate reflection before the

creation of scripts and performance (Mienczakowski et al 2002: 44).
Peer analysis: The process of analysis, the interpretation of data and the presentation of

findings took place together with detailed discussions and consultations with two peer

researchers (the promoter of this study and the Head of Drama at St Winifred’s).
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e)

)

1.7

Triangulation of data collection techniques: The use of multiple techniques in this study
included: a literature review, focus group interviews, improvisational role-plays, Forum
Theatre performances, journal responses, the ethnodrama and post-performance
discussions all of which served as an effective means of triangulation in order to validate

data.

Audience response: Validation can occur through analyses of audience responses to the
ethnodramas (Mienczakowski et al 2002: 45). "These responses, analysed in relation to the
informants’ control over the script and the production of meanings within
ethnodramas, have the potential to assist in the formation of typographies of meanings.”
(Mienczakowski et al 2002: 45). Thus, there is a cooperative synchronisation of data via
audience debate. In this study, a post-performance discussion between participants and
audience after the Forum Theatre and the ethnodrama respectively was used as an
additional method of triangulation. The post-performance discussion after the ethnodrama
is referred to in the final report; the post-performance discussion after the Forum Theatre

formed part of the data analysis but is not specifically referred to.

LIMITATIONS

Typical of the nature of a qualitative inquiry, the study was limited to a relatively small sample of

participants and it is not intended that the findings be generalised. The intention is to make

education practitioners aware of issues of cultural competence via thematic analyses of issues which

they might not have previously considered. The study is not replicable in its exact form but it is

hoped that the issues raised will be able to inform practice and that the methods used could be

adapted in other research contexts.

The presentation of the data as an ethnodrama posed several limitations. The use of non-print-

based texts poses some logistical constraints (Bagley and Cancienne 2002: 14). The audience cannot

repeatedly view the data as it wishes (Rogers et al 2002: 68). In this study the inclusion of a video-

recording on CD Rom addressed this issue. Thereby, the performed data are available to wider

audiences; however, the potential for viewing the data is limited to those with multi-media facilities.
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Presentation of findings requires more space than other traditional written research reports.
Furthermore, the audience size was limited and there were logistical, organisational, personnel and

resource problems inherent in each staging of the play (Rogers et al 2002: 68).
138 ORGANISATION OF THE THESIS

The study is organised according to the following chapters.

Chapter 1 is an introduction to the study and includes problem formulation, aims and methodology

of the study.

Chapter 2 provides the theoretical framework for an investigation of culture, cultural competency,

identity formation, multiculturalism and approaches to multicultural education.

Chapter 3 deals with drama as an instructional tool and drama as a means of resolving cuitural

conflict.
Chapter 4 discusses the methodology and research design.
Chapter 5 presents the findings of the research.

Chapter 6 provides a summary and discusses the limitations of the study, as well as providing

recommendations for practice and for future research.

1.9 SUMMARY

Although it has been more than ten years since the desegregation of South African schools, problems with
integration still remain. It is believed that the development of greater cultural competency would assist with
integration and a greater understanding of diversity. It was not the intention of the study to create an
homogenous group, but rather to find ways in which individuals are able to become more sensitive by
recognising and accepting differences within each other so as to improve learning and inter-group relations. It
is believed that drama could be a useful instrument in achieving this aim. Furthermore, the development of
cultural competency would possibly have repercussions in terms of progress towards the establishment of a

more harmonious South African society as a whole.

The following chapter undertakes a study of the literature relating to issues of culture, cultural identity,

multiculturalism and cultural competency.
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CHAPTER 2

MULTICULTURALISM AND THE DEVELOPMENT OF CULTURAL COMPETENCY

2.1 INTRODUCTION

The following chapter deals with a theoretical understanding of relevant issues relating to the terms
multiculturalism, multicultural education, culture, conflict resolution and cultural competency, with
special reference to the development of cultural competency. O’Hagan (2001: 21) describes the
concepts of culture and cultural identity as: “fundamentally dynamic, global concepts, subject to
powerful influences and pressures in an increasingly technological and rapidly changing world.”
Multiculturalism is the approach towards education which is investigated as a means of overcoming
cultural conflict and the development of cultural competency. Education performs a significant
role in assisting individuals to acknowledge, understand and value diversity of people’s ways of life,
language, religion, culture, gender or ethnicity (Meier, van Wyk and Lemmer 2007: 162). Nkomo,
Chisholm and McKinney (2004: 2) state that “in the context of South Africa, school integration is also
not confined solely to race, important as it is, but should seek to address other prejudices such as
ethnic parochialism or chauvinism, gender inequality, xenophobia and other intolerances that are
inimical to the spirit of the constitution.” One of the challenges that exists for schools globally is
“to accommodate diversity in the fullest sense without prejudice.” (Meier et al 2007: 162). To
advocates of Multicultural Social Justice Education (described further on in this chapter), culture is a
way of adjusting to life’s circumstances which have in part been determined by group
rivalry for resources (Sleeter and Grant 2007: 193). Some aspects of culture are passed down such
as language (Sleeter and Grant 2007: 193). However, culture is fluid and is “continually created and
recreated on an ongoing, everyday basis” (Sleeter and Grant 2007: 193). “No comprehensive
understanding of culture exists, since cultures are never static and they do not exist in isolation”
Lebaron and Pillay 2006: 15). The manner in which cultural competency is understood is dependent

on the manner in which culture is perceived.

This chapter seeks to explore the aforementioned aspects to gain a deeper insight into key concepts
relating to the study and the manner in which they inter-relate. It is important to understand the
concept of culture as multiculturalism and cultural competency (both key concepts) are dependent

upon an understanding of the concept of culture.
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2.2 AN UNDERSTANDING OF THE CONCEPT CULTURE

in order for an understanding of the terms cultural competency and multicultural education to exist,
there needs to be an adequate understanding of the concepts of culture and cultural identity
(O’Hagan 2001: 21). This section will attempt to define culture and its relevant elements. Cultural
identity is discussed under the heading of group or social identity. The concepts discussed in this
chapter will lead to a discussion surrounding “cultural conflict” which “is a difference within a person
or between two or more people that touches them in a significant way” (Lebaron and Pillay 2006:
12). Lebaron and Pillay (2006: 13) go as far as to say that “conflicts are always cultural, since we are

all cultural beings.”

2.2.1 Whatis culture?

There are many applications for the word culture (Axtmann 2002: 41). “Owing to the
multidimensional nature of this concept, there is a noticeable lack of consensus amongst researchers
on a uniform definition of culture” (Le Roux 2000: 22). Abdi (2002: xi) defines culture as “how we
understand and interact with the world around us.” This section endeavours to give a general
understanding of the term rather than remain limited to one specific definition. Hall (1989: 16)

states that there are three general characteristics to definitions of culture:

e |tis learned rather than innate;
e Various components of culture are interrelated;
e |t is shared and as such circumscribes boundaries between various groups whilst

simultaneously affecting and altering all aspects of human life.

Le Roux (2000: 22) states that “culture is the sum total of HOW we live and WHAT it is that
distinguishes us from others; it is what we consider IMPORTANT (values), what we accept as the
TRUTH (faith) and how we believe we should DO things (norms).” Lebaron and Pillay (2006: 30)
stress that cultures are dynamic and in continuous flux. However, within this view exists a paradox
for cultures are also “robust” and they are deeply entrenched in the past (Lebaron and Pillay 2006:
30). Cultural messages learnt in childhood are profoundly part of an individual’s identity (Lebaron

and Pillay 2006: 31).

Further nuances and understandings of the term are herewith explored.
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2.2.2

The understandings of and contributions to the term culture by various academic

disciplines

O’Hagan (2001) explains that various academic disciplines have differing points of emphasis with

regard to the term culture. These are expanded upon here:

Culture in anthropology

As early as 1871 Edward Tyler described culture as being synonymous with civilisation and
encompassing a multifarious totality to include (amongst other competencies and
habits attained by man as a social being): knowledge, morals, beliefs, art, law and
custom (O’Hagan 2001: 32). Furthermore, he believed that due to the similar nature and
cognitive principles of man, all cultures evolved in an alike manner (O’Hagan 2001: 32).
Thus culture becomes in essence a cognitive creation of human minds as a response to the

complexities of human life (O’Hagan 2001: 32).

This theory was undermined by Franz Boaz in 1896. He believed that the processes by
which certain phases of cultures develop and the history of these processes are paramount

to the actual customs and beliefs themselves (1997: 49).

Ruth Benedict was pioneering in the sense that she focused on the values that underlie
cultural tradition (O’Hagan 2001: 34). Benedict believed that these values and related
ideas would more probably determine the responses of people to situations than any
stimulus presented by such a situation (O’Hagan 2001: 34). Furthermore, deviancy

resulted from differences among individuals and the central core values of that society.

Margaret Mead, in studying the cultural bases of personality, believed that culture
superseded race or biology significantly in terms of the individual's personality
development as well as in his responses to changes in life — most notably in the adolescent
years (O’Hagan 2001: 34). This view has significance for the study if the development of

cultural competency amongst adolescent students is to be investigated.
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e  Culture in Psychology

Terms which have been developed include those such as “cultural blindness” and
“ethnocentric fallacy” which refer to the individual’s inability to be aware of the cultural
values and norms that possibly underly the beliefs and actions of others but rather to use
the lens of the norms and values of one’s own culture to interpret the actions of others
(O’Hagan 2001: 39). Cross-cultural psychology purports to state that that values are crucial

within culture and that the assimilation of those values is a steady process of development.

The differing points of emphasis held by the various disciplines add insight into an inclusive study of
the concept of culture. This study draws on some of the findings developed within the disciplines of

Sociology and Psychology.
2.2.3 Culture as a process

Important to note is that culture is a process (Sleeter and Grant 2007: 194; Liddicoat 2004: 301). A
view of culture that is static views cultural knowledge to be comprised either of facts or artefacts
(Liddicoat 2004: 301). “Teachers commonly conflate ethnicity and culture, seeing them as
synonymous and culture as a thing rather than as a process (Sleeter and Grant 2007: 194). Culture
is a continuous creation of daily living, a manifestation of conditions which communities inhabit, but
also a location of power (Sleeter and Grant 2007: 195; Liddicoat 2004: 301). Culture should be
studied for more than the mere purpose of appreciation and admiration thereof, but also to
understand the socio-political circumstances that assisted in giving rise to it (Sleeter and Grant 2007:
195). Culture is dynamic and is comprised of several alternative concepts relating to its central
meaning (Milner and Ford 2007: 167). A dynamic perception of culture encompasses sets of
changing practices in which people engage so as to live their lives and which participants continually
create and recreate whilst interacting (Liddicoat 2004: 301). Furthermore, these cultural practices
are representative of a ‘contextual framework’ used by people in order to structure and
comprehend their social worlds and interact with other individuals (Liddicoat 2004: 301). Milner and
Ford (2007: 167) define culture as “the characteristics of a person that are developed through formal
and informal experiences, knowledge disposition, skills, and ways of knowing and understanding
that are informed by race (the social construction of one’s skin color[sic]), ethnicity (history,
heritage, customs, rituals, values, and symbols), identity (how one perceives and represents

himself/herself), class (economic/resource situation), sexuality and gender.”

21



2.2.4 Culture and language

Language (both verbal and non-verbal) is a fundamental component of culture (Meier et al 2007:
165). Because language and culture (and therefore education) are so intricately related, staff within
educational settings need to display a positive bearing towards children of different ethnic groups
and not attempt to replace their own languages with English (Meier et al 2007: 165). Historically,
within South Africa, language was used in segregationist policies as a foundation for the
classification and division of people. Vygotsky (1986 cited in Sleeter and Grant 2007: 196) believes
that language is both a social and a cultural phenomenon and that it is crucial to the development of
thought; the individual’s cultural and social development greatly influence cognitive development.

Drama is an effective means of developing language: this is discussed in the next chapter.

2.2.5 Culture and religion

Religion is a basic component of cultural background and diversity within religion is a complex issue
with which to cope in schools owing to its tremendously sensitive nature (Chidester, Dexter and
James 2003: 2). Several countries which consist of a variety of faiths (e.g. Great Britain, Germany,
the Netherlands, Norway, Namibia and South Africa) have assumed an approach whereby world

religion is taught (Chidester et al 2003: 2).

2.2.6 Dimensions of culture

Milner and Ford (2007: 167) present a model of culture which relies upon the work of Hofstede.
Four complementary and inter-related dimensions of culture are presented. Each dimension exists
along a continuum with the ends of the continuum not being dichotomous but rather,
complementary (Milner and Ford 2007: 167). Lebaron and Pillay (2006: 33) discuss the same
dimensions but refer to them as “guiding lights” as they maintain that there are no definite answers
to the understanding of the dynamics of culture, but guiding lights exist upon which to pull in the
process. Lebaron and Pillay (2006: 33-48) discuss six “guiding lights”. It is important to bear in mind
that, depending on the situation, individuals may be situated in the centre of the continuum or in
possession of characteristics from both ends of the continuum simultaneously. The four dimensions
of Milner and Ford (2007) are represented first and Lebaron and Pillay’s (2006) additional two are

included at the end:
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Personal vs. social responsibilities

This dimension deals with how people struggle with the balance of personal responsibilities
and those of the greater society. “Universalism” and “particularism” are the two opposing
ends of the spectrum. “Universalism” involves the putting aside of personal objectives in
the name of objectivity, whilst “particularism” involves the use of personal feelings for

making decisions — family and friends are placed first.

Concept of time

The way in which people perceive and deal with time, and how individuals’ concept of time
affects their interactions is another way in which cultures differ. At the poles of this
continuum are monochronic and polychronic points of reference. Those at the monochronic
end of the continuum view time as a commodity that is measurable and there is a restricted
amount of it. Thus time must be used wisely and not wasted. People who have a
polychronic view of time perceive time to be limitless and not of necessity measurable.

There is always more time and people can never be too busy.

Concept of self

People within differing cultures hold varying ideas regarding “ideas, values, and perceptions
of personal identity” (Milner and Ford 2007: 168). The two ends of the spectrum are
“individualism” and “collectivism”. At the “individualism” end of pole, the individual is the
smallest component. Independence and self-sufficiency guarantee the welfare of the
individual and, in the end, the group. Thus, emphasis is placed on independence and self-
reliance is of value — personal freedom is highly sought after. At the “collectivism” end of
the spectrum, the primary group, usually the family, is the smallest component of
survival. The individual’s identity is determined as part of his/her role within the
family. Concord and inter-reliance are emphasised and valued. People think in terms of the

group and in a social way.
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Styles of communication

Communication involves the transmission of messages. “What people say, how they say
it, and what they do not say are deeply influenced by culture” (Milner and Ford 2007:
169). Communication styles occur along a continuum of styles that are direct or
indirect, within contexts that are high and low. Those with an indirect orientation tend to

“infer, suggest and imply” (Milner and Ford 2007: 169) rather than express what they
have to say directly. During disagreements, people of this orientation tend to avoid
conflict. This intuitive understanding is referred to as context. Within cultures that are
high-context non-verbal communication is of great importance. Non-verbal signals such
as: personal space, touch, eye-contact, or tone when speaking entertain a good deal of
attention as they assist in the passing on of messages. Direct cultures, on the other end of

the spectrum, have a propensity to be individualistic. Messages are required to be put
across in an unambiguous and blatant manner. People with this orientation have a
tendency to express their feelings directly as opposed to inference, suggestion or
implication; the spoken word contains the majority of meaning. In cultures that are
low-context, the main method of communication is verbal and thus contextual signals,
distinctive situations and extraordinary circumstances are unlikely to attract attention,

owing to the dependence on what is verbalised rather on that which is performed.

Specificity vs diffuseness

Specificity versus diffuseness refers to orientations regarding focus and the manner in which

tasks are approached. This area is difficult to describe and perhaps is most easily

understood in tabular form:
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Table 2.1 General orientations privileged by specificity - diffuseness

Specificity Diffuseness
o Specific focus o Nebulous or fuzzy focus
o Efficiency and performance o Relationships and teamwork
o Outcome and solutions o Process
o Detail orientation o Holistic orientation
o Exactness and precision o Ambiguity and ambivalence
O Success as measurable and tangible O Success as felt and experienced
o Factual and analytical O Relative
o Simplification o Complexity
o Analysis O Synthesis

(Lebaron and Pillay 2006: 41)

e Low power distance vs high power distance

This orientation refers to the hierarchical nature of a culture. Those cultures that could be

defined as “Low Powered” have structures that are based on equality, where
opportunities exit for all, status is achieved, decision-making is democratic and authority
is shared (Lebaron and Pillay 2006: 48). On the opposite end of the continuum, those
cultures that could be defined as “High Powered” have structures that are hierarchical,
status is ascribed, special privileges exist, decision-making is autocratic and clear

authority figures exist (Lebaron and Pillay 2006: 48).

Lebaron and Pillay (2006: 48-51) have developed the concept of “cultural flowers” which
describe the overlapping of starting points of the continuums. For example, cultures which
favour group cohesiveness are to be expected (more often than not) to use indirect

communication and thus these starting points will overlap (Lebaron and Pillay 2006: 49-50).

2.2.7 Biculturals
The study of biculturals involves those who engage within more than one culture (Ho-Ying Fu, Chiu,

Morris and Young 2007: 58). The study of biculturals provides important information for those

wishing to learn more about cultural competency. Biculturals have the express ability to traverse
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through a second culture in an expert fashion and are able to interpret and to articulate messages in
situations in a similar way to the natives (Ho-Ying Fu et al 2007: 58). Learners are often adept at
converting into bicultural beings as they are able to function within the wider society as well as
within their own ethnic communities. However, this frequently results in the emergence of an
intrapersonal struggle (Masko 2005: 177). Ho-Ying Fu et al (2007: 58) state that in accordance with
this view, “learning the contents of a culture and assimilating its practices and values can be likened
to an expertise building process.” To this end a process of “frame switching” has been proposed by
researchers in which an automatic activation of cultural frames occurs and which are interwoven
systems of knowledge structures which are activated in response to signals of the cultural needs of a
situation (Ho-Ying Fu et al 2007: 59). Ho-Ying Fu et al (2007: 60) have developed a method in which
to measure “spontaneous correspondent inferences from cultural cues” through which they have
demonstrated that “a spontaneous shift in correspondent cultural inferences is robust, reversible

and specific to biculturals.”

2.2.8 Culture and globalisation

Singh (2004: 103) refers to globalisation as a set of theories to which researchers have access in
order to make sense of present “economic, cultural and technological changes” that is both a
process and a phenomenon which is undergone in “complex, uneven, and varied ways by people
across different places or locales.” In this context, culture refers to the “phenomenological
experience of global modernity” which in essence is the manner in which humans understand and
make sense of the displacement caused by global modernity as individuals and in the collective
sense (Singh 2004: 106). Displacement represents the manner in which intricate global ties diminish
cultural bonds to location (Singh 2004: 106). The term “global culture” represents the increasing
similarity and homogeneity of the cultures of the world (Singh 2004: 110). The global culture of
education has a component of economic development and human capital which encompasses the
concept of equal opportunities for competition within the labour market (Singh 2004: 110).
Furthermore, individuals “simultaneously desire and resist the push-pull forces of the global culture,
and in enacting these contradictory and paradoxical processes of attraction and repulsion, people
appropriate resources form the “global flow” that offer societal and financial options or eise the

attempt to stay entrenched in their home language and culture (Singh 2004: 110).
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2.2.9 Transmission of culture

Because culture is learned, it is transmitted to children via adults. The society’s continuation is
dependent upon adult intervention in the teaching and maintenance of culture (Ramsay 2006: 38).
It is the responsibility of education to expose learners to culture and innovations in culture have an
impact on education (Le Roux 2000: 22). Schools are developed partly as a means of assisting with
the transmission of culture and function as a link between the family unit and more structured
groups within society (Ramsay 2006: 38). Le Roux (2000: 23) states that in a society such as South
Africa, which is multicultural, the transmission of culture must reflect society’s plurality and

multicultural nature.

2.2.10 Overview

Both culture and religion are key components of an individual’s cultural identity. No single definition
of culture exists. However, there are several dimensions of culture that can act in the interest of
providing guidance towards an understanding thereof. The study of biculturals provides valuable
insight into how individuals switch from one cultural framework to another. Culture is transmitted
from one generation to another and schools are developed in part as a means of assisting with the
transmission of culture. Thus, where subcultural pluralism exists to the extent that it does in South

Africa, conflict arises over the dominant culture within a school.

23 IDENTITY FORMATION AND GROUP IDENTITY

O’Hagan (2001: 21) states that “Cultural competence necessitates an understanding of concepts,
subject to powerful influences and pressures in an increasingly technological and rapidly-changing
world.” It is important to note that an individual’s identity is comprised of multiple forms of
difference such as gender, language, religion, race or ethnicity and social class (Sleeter and Grant
2007: 203). The expression ‘cultural identity’ is, in comparative terms, a recent creation. However,
both words expressed independently date back prior to the formation of the English language
(O’Hagan 2001: 28). Identity is first composed simultaneous to the identification with, and an
awareness of, belonging to a person or entity (O’Hagan 2001: 28). Dolby (2000: 899) states that
“one of the predominant theoretical floors of multicultural education is its defining, marking, and
deployment of the concept of identity.” Furthermore, O’Hagan (2001: 28) proposes that the

individual cannot engage with difference unless he has formed a sense of similarity and “belonging”.
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Langman (2003: 224) states that cultural identities are “scripts that are expressed in the ritual
performances that sustain solidarity and affirm distinctive roles and personae.” These “narratives of
identity” characteristically commence with “mythical roots of origin” linking the present to the past
and establishing a unique group of people and guarantee that it continues into the future (Langman
2003: 224). Dolby (2000: 900) examines identity as an event that instead of being a “stable entity” is

dynamically “produced and reproduced.”

Erikson (cited in ACT for Youth Upstate Center of Excellence research facts and findings, November
2002: 1) proposed that whilst identity formation could take place throughout the course of an
individual’s life, identity formation is the critical “developmental task” of adolescence. Erikson(1968:
95) defined identity as “the accrued confidence in the inner sameness and continuity of one’s
meaning for others.” Marcia (1966 cited in Tung and Sandhu 2007: 73) expanded upon Erikson’s
“bipolar framework of identity vs role confusion” to a model which was classified along the facets of
“exploration and commitment.” According to Marcia (1966 cited in Tung and Sandhu 2007: 73),
Identity Achieved adolescents have completed a personal commitment to a variety of life tasks
following a time of crisis or exploration. During the Moratorium phase adolescents are in the process
of exploring alternatives, but no commitments have been made (1966 cited in Tung and Sandhu
2007: 73). During the Foreclosed phase adolescents have not explored options themselves yet have
determined identity commitments (1966 cited in Tung and Sandhu 2007: 73). Identity diffusion is
characterised by “confusion, disorganisation, and lack of exploration or commitment to any relevant
life-tasks” (1966 cited in Tung and Sandhu 2007: 73). The formation of identity is explored relative to
a range of life domains or tasks such as occupation, religion and politics - these were researched
initially in relation to the male gender (Alberts, Mbalo and Ackermann 2003: 169). Further domains
that were added include: attitudes towards premarital sex, sexual values, gender role, friendships
and dating and leisure activities (Alberts et al: 2003: 169). Modern theorists suggest that a family
environment that typically contains a high degree of parental involvement in the activities of the
adolescent, contains opportunitites for growth as well as open channels of communication and self-
expression, foster healthy formation of identity in adolescents (Tung and Sandhu 2007: 73).
Adolescents typically reformulate their views of their parents, no longer idealise them and relax their
emotional dependency on their parents (Bleweitt and Broderick 1999: 2). Adolescents
characteristically become increasingly autonomous from their parents and more dependent on their

peers (Bleweitt and Broderick 1999: 3).

Much of a person’s identity is shaped by what is viewed in the media (Finley 2002: 163). Individuals

are educated and socialised to certain identities including gender and nationality (Finley 2002: 163).
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“These identities are grounded within a set of metanarratives about class, race, gender, age and

sexual orientation...” (Finley 2002: 163).

The notion of identity has become fraught with problems as options have expanded due to
globalisation (Langman 2003: 223). Globalisation generates forces that simultaneously standardise
as well as set apart identities (Langman 2003: 223). Consumerism has made available a host of
extraordinary identities and “by the end of the 20™ century, popular culture valorised idealised
bodies as sites of commodified forms of health, beauty and fashion promising glamorous identities
and ecstatic sexuality (Langman 1993 cited in Langman 2003: 223). In addition, “fashion, race and
adornment are important badges of identity since they locate the actor either inside or outside a
particular group.”{Langman 2003: 226) Schools undoubtedly reinforce the elements of identity
formation that persist within the media (Finley 2002: 163). Sleeter and Grant’s (2007: 195)
perception of learning is as “active, social, and inextricably entwined with identity development.”
Langman (2003: 226) refers to those individuals who are in control of socialisation (parents,
teachers, religious leaders and the mass media) and states that they endeavour to “colonise desire,

consciousness and identity.”

A commission of inquiry investigated the issue of “national historical amnesia” when issues of
persistent unsolved racial tension within schools became prominent (Nkomo et al 2004: 6). Within
South African schools several recent issues of racism have been highlighted in the news: “Underlying
racial tension among pupils may have led to the stabbing of two Hoérskool Akasia teenagers during a
fight outside the grounds” (Bateman and Da Costa: 2008). In response to this, SA Human Rights
Commission deputy chief executive, Dr Andre Keet, said that a perfect opportunity for dealing with
diversity in schools was missed during the first decade of democracy (Bateman and Da Costa: 2008).
Furthermore, he was quoted as saying, “Now we have subtle forms of racial prejudice, almost under
the surface developments, because pupils and teachers have not learnt to deal with issues of
prejudice. Those incidents in schools reflect on South Africa as a whole and show subtle ingrained
social prejudice,” (Bateman and Da Costa: 2008). Thus, there is a need to address issues of racism
and prejudice within South African schools in a proactive sense. Masko (2005: 191) states that there
is a means of developing a response by teachers, school administrators and youth leaders towards
racial conflict (retroactively) once it occurs and that those “working with children should consider
the consequences of utilising empathy in their disciplinary approaches to racial conflict” (Masko

2005: 192).
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2.3.1 Racism

“Racism is the belief that one’s own race is superior to another (Lemmer and Squelch 1993: 15).”
This belief is formed around the bogus principle that intellectual characteristics and social behaviour
are determined by one’s physical attributes (Lemmer and Squeich 1993: 15). The term cuitural
racism is the perception that “the customs, art, music, literature, economics language, traditions and
religious beliefs of minority groups are inferior to those of the dominant culture” (Bennet cited in

Lemmer and Squelch 1993: 15).

2.3.2 Stereotypes and Prejudice

Stephan (1999: xiii) alludes to the complexity and multifaceted nature of racism and stereotyping.
There are many definitions of prejudice, however. Sogunro (2001: 24) states that “one thing
common to all forms of prejudice is the psychological backlash on human behaviour.” Vally and
Dalamba (1999: 65) call for anti-racist programmes to be put in place within South African schools.
Many questions with regard to the nature of prejudice and stereotyping are posed by Stephan
(1999: xiii) but he expresses that mere intergroup contact within our schools and the teaching that
racism and stereotyping is wrong is not enough to prevent children either from exhibiting prejudicial
behaviour or from the act of stereotyping of other people. Stephan’s (1999: xiii) focus is upon

practices which educators could adopt in order to reduce stereotyping and prejudice.

¢ Stereotypes

The Concise Oxford Dictionary (1982: 1042) defines stereotype as an “unduly fixed mental
impression...make unchangeable, impart monotonous regularity to, fix in all details, formalise.”
Similarly, Lemmer and Squelch (1993: 16} refer to the fixed nature of stereotypes: “A stereotype is a
simple, rigid and generalised description of a person or group.” Furthermore, Lemmer and Squelch
(1993: 16) state, “When a stereotyped description is attached to a racial, cultural or national group,
there is often the implication that the characteristics are genetically determined and so cannot be
changed.” Stereotypes are comprised of “the traits attributed to social groups” (Stephan 1999: 1).
When stereotypes are applied to social groups they may prove detrimental to intergroup relations
because they are frequently “negative, over-generalised and incorrect” (Stephan 1999: 1). These
stereotypes are dangerous as they develop into the core for interactions between “group” members

and in turn create problems for both the groups using the stereotypes and for those associated with
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the stereotyped groups (Stephan 1999: 2). Furthermore, Stephan (1999: 2) states that the reasons
why the stereotypes are so difficult for individuals to let go of are that they serve a multiplicity of
functions - for example, to assist in the maintenance of a positive self-image and thus the
justification of “social status and worldview” (Jost and Banaji, 1993 cited in Stephan 1999: 2); the
reduction of the complexity of the social world and the provision of guidelines for social interaction.
Thus, people create social categories in which people are labelled according to characteristics that
make them distinguishable from other people (Stephan 1999: 2). Stephan (1992: 16) delineates

several difficulties which teachers encounter with regard to stereotypes:

e the nature of stereotype is often “negative, overgeneralised and incorrect”;

s when individuals are categorised into social groups, differences are often exaggerated
and similarities between members of the “outgroup” are overstated;

e information about outgroups is processed in terms of character traits, especially with
regard to negative behaviour which serves to trigger the negative traits in the mind of
the individual;

e when traits are activated subconsciously, they yield more severe judgements of the
stereotyped groups than the apparent evidence would suggest;

e when collecting information with regard to others there is a tendency to search for
evidence that affirms preconceptions and to ignore information that refutes negative
information;

o the regularity with which negative behaviour occurs within “outgroups” is
overestimated;

e there is a predisposition to recall negative behaviour before positive behaviour with
regard to “outgroups”;

e a negative mood predisposes individuals to focus upon negative information with regard

to others.

Thus, the dynamics that affect and sustain stereotyping are vast and daunting. It would appear that

in order to overcome stereotyping, a complex approach is required.

e Prejudice
Prejudice has been defined by the Concise Oxford Dictionary (1982: 819) as a “preconceived opinion,
bias (against, or in favour of), person or thing.” Lemmer and Squelch (1993: 16) add to this

definition by stating that: prejudice involves the formation of a judgement or opinion without the
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appropriate investigation of relevant facts; it implies an unflattering sensation or judgement without
the relevant data, thought or rationale; the feelings and opinions or attitudes are deemed hostile
and are directed against a particular “racial, religious or national group”. Stephan (1992: 24) defines
prejudice as “a negative attitude toward a social group.” In addition to the negativity of the attitude,
Stephan (1992: 24) regards prejudice as “usually rigid, irrationial, overgeneralised and unjust.”
Stephan (1992: 24) believes that the essential feature of prejudice is “the negative evaluation of
outgroups.” Groups towards which prejudice is directed include “other ethnic groups, females, gays
and lesbians, the disabled, and the elderly” (Stephan 1999: 25). Sogunro (2001: 24) states that there
are many negative effects of prejudice such as: civil unrest, racial conflict, a breakdown in
communication, the cause of unwarranted suffering, a thwarting of cooperation and a worsening of
crime. In addition, other antisocial behaviour results in: poor discipline, deliberate negligence and
harm, withdrawal, isolation, teen pregnancy, drug abuse, crisis of identity, stress and even suicide
(Sogunro 2001: 24). The complex nature of prejudice is evident in the number of theories that relate
to the explanation of prejudice; however, recent interest has been directed towards less obvious

and concealed demonstrations of prejudice (Stephan 1999: 25).

Stephan (1992: 25-34) reviews seven theories of prejudice which will briefly be mentioned:

° Symbolic Racism Theory

This theory consists of a combination of anti-African-American feelings and the perception that

African Americans violate certain values: for example; individualism, self-reliance and obedience.

) Aversive Racism Theory
A discrepancy exists between values and feelings which leads the “ingroup” to avoid African-
Americans so as to avoid feeling uncomfortable; this feeling often leads to over-compensatory

behaviour when they think they may be behaving in a racist manner — such behaviour may be

perceived as patronising.

° Ambivalence-Amplification Theory

This theory considers that there is a profound ambivalence within individuals that is characterised by

a conflict between sentiments of sympathy for the disadvantaged group members and a dislike for
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prior conflict between the groups, the amount and type of contact between the groups, the relative

statuses of the groups and knowledge of the other group” (Stephan 1999: 32).

It is relevant to note that these theories relate to American society and are based on its white
majority’s proposed feelings towards the black Afro-American minority. South African society is
similar in the sense of the existence of a history of racial conflict, yet is vastly different in terms of its
racial construction and economic make-up. However, many of the issues raised in the
aforementioned theories are pertinent to South African society. Stephan (1992: 33) states that
excessive levels of prejudice have the potential to go together with “intense negative emotions such
as anger, rage, resentment, and hatred, as well as hostile, aggressive, and discriminatory behavior
[sic]”. If we are to work at ways of changing prejudice and thus developing cultural competency,
then the nature of prejudice needs to be understood within the context of South Africa. If the Social
Compunction theory is to be considered, then there is the implied belief that racism can be altered

by teaching children that it is wrong.

2.3.3 Implications of stereotypes and prejudices for South Africa

Within the context of South African education, a discussion surrounding racism, stereotyping and

prejudice is inextricably linked to the country’s turbulent history.

In addition, Integrated Threat Theory is especially pertinent to the South African situation. There
has been a high degree of intergroup conflict as prejudice during the Apartheid rule was based on
maintaining the status and power of the white minority (Kallaway 2002: 13). The amount and
nature of contact between groups and thus intergroup knowledge was affected by apartheid where
groups were separated by law (Suzman 1993: 101). Although these laws have been repealed,
parents and teachers may — in accordance with Compunction Theory — have embedded
misconceptions that could possibly be activated automatically when individuals come into contact
with members of other races. “Individuals’ attitudes and beliefs concerning racial and gender
groups can seemingly be activated without conscious awareness of the activation into contact with
members of other races” (Richeson and Ambady 2003: 177). Such feelings have the potential to be
transmitted to children. Furthermore, as a hangover from Separate Development during the
apartheid years, integration at schools has occurred, but in terms of where people live, change has
taken place slowly and neighbourhoods remain mostly racially and ethnically divided. In accordance
with the South African Schools’ Act (Act Number 84 of 1996), no learner is to be refused admission

to a public school because of an incapacity to pay school fees. However, it would appear as if refusal

34



does indeed happen and that the establishment of high school fees is being used as a means of
excluding learners on the basis of race or class (Dept of Education 2001(a): 41). As a result, a
stratified education system has developed in which social class determines the right of access
(Nkomo et al 2004: 8). Such inequities need to be addressed and multiculturalism is an approach

which could be used to focus on social issues such as these.
2.4 MULTICULTURALISM

Multicultural education is studied in this section as a response to racism, prejudice and stereotyping.
Thus, various methods of overcoming racism, prejudice and stereotyping will be viewed as inclusive
to the concept of multicultural education. The overview of these represent an attempt to explore
ways in which the recognition of diversity and development of cultural competency amongst
adolescent students within the context of multicultural secondary schools in South Africa could
occur. Multiculturalism is the overriding theoretical framework which encompasses cultural

competency.
2.4.1 What is multiculturalism?

Multiculturalism as a term has a multiplicity of meanings (Le Roux 2000: 23-24). The range of
meanings extends from multi-ethnic studies to antiracism as well as education that is multicultural
(Sleeter and Grant 1987: 436). Squelch (1991: 14) describes multiculturalism as inherent within a
society that is comprised of several cultural groups based upon race, religion, language, ethnicity,
traditions and nationality. The fundamental source for the multicultural point of view is that groups
of people vary in their personal culture in so far as their joint encounters of historical, political and
economic experiences result in a particular means in which people interpret and conduct themselves
in their particular social milieux (Wolsko, Park, Judd and Wittenbrink 2000: 636). This is termed
one’s subjective culture and arises in “different expectations and different perceptions of the
antecedents or consequences of interactions” (Triandis 1988: 33). Thus, the major goal of
multiculturalism is to reduce the conflicts that result from intergroup relations via the development
of an understanding and consciousbness of discrepancies in group experiences (Wolsko et al 2000:
636). Sogunro (2001: 20) describes multiculturalism as “a socio-political construct aimed at
promoting interconnectedness and respect between and among peoples of varying cultural and

racial backgrounds.”
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Finazzo (1997: 100) states that it is the goals and implications of multiculturalism that are of larger
importance than the definition of multiculturalism itself. Multiculturalism as an approach has
developed as a means by which policy-makers deal with a multiplicity of cultures (Lemmer and
Squelch 1993: 2). Early responses to diversity of culture took the form of policies which were
assimilationist (wherein subordinate groups were absorbed by the dominant culture) and these have
steadily been replaced with multicultural approaches (Lemmer and Squelch 1993: 2). Carrim (1998:
308) makes the point that the assimilationist approach is the approach that was put into place in
South Africa by the Claase announcement in 1990 wherein ‘blacks’ needed to adopt the “white”
schools’ cultural ethos and to adapt to it. In this study the term multicultural will be used in the
context of a society that is inclusive of several diverse cultures. The progression from a form of
education that is assimilationist to one which espouses the principles of multiculturalism has
engendered the development of “multiculutural education” as a significant approach to the

education of culturally diverse groups of learners (Lemmer and Squelch 1993: 3).

2.5 MULTICULTURAL EDUCATION

Teachers globally are challenged with the undertaking of teaching classes in which cultural diversity
is the norm. “Schools are generally perceived to have the potentialities of fostering intercultural
awareness, understanding, and appreciation of cultural convergence and diversity” (Sogunro 2001:
19). In South Africa the consolidation of a new democracy is precarious (Gibson and Gouws 2000:
278). This unsteadiness is due to the high level of subcultural pluralism in a society which is
profoundly divided along “racial, ethnic and linguistic lines” (Gibson and Gouws 2000: 278). A
significant consequence of subcultural pluralism is political intolerance (Gibson and Gouws 2000:

278).

Complicating the issue of education is the assertion that a gap has always been in existence between
teachers and learners which arises from age and role and is then often complicated due to diversity
in cultural backgrounds (Sleeter and Grant 2007: 27). Recently this chasm has broadened as a
growing number of students originate from homes with differing lifestyles and family compositions

(Sleeter and Grant 2007: 27).

The didactic approach most widely used as a programme to improve intergroup relations is
multicultural education (Stephan 1999: 61). Multicultural education has materialised as an
overriding concept that encompasses race, culture, language, social class, gender, and disability

(Sleeter and Grant 2007: 28).

36



Sogunro (2001: 22) provides the following “10-point recipe” on the teaching of multicultural

education in schools:

e different cultural groups need to be studied via literature and oral presentations of various
people living within the community;

e parents should be encouraged to enlighten their children with regard to their cultures;

e students should be encouraged to talk about their cultures;

e students should be encouraged to reflect upon their experiences based on the cultures
which were studied;

e the reinforcement of ethical values in students’ homes should be encouraged;

e the knowledge, skills and attitudes essential for the contribution of success in others should
be demonstrated;

e students should be placed in groups to complete assignments related to cultures that differ
from their own;

e students should role-play the various cultures about which they have learned;

e class activities should be complemented with relevant excursions, tours and the like.

Sogunro (2001: 23) states that whilst the majority of teachers today are proficient in their subject
areas, the necessary skills and attitudes for the teaching of multicultural populations is often lacking.
This is because many teachers were employed prior to the implementation of multiculturalism. Le
Roux (2000: 19) states that most teachers in South Africa were educated in a monocultural system
and that few have the necessary skills “for the reality of multicultural teaching.” Many educators
are still under the misconception that multiculturalism refers to race only (Sleeter and Grant 2007:
28). Sleeter and Grant (2007: 28) assert that race is not the main form of social equality in need of
attention. Sogunro (2001: 20) states that “the intent of multicultural education is encouraged, but
the practice has not kept pace with prescription.” Furthermore, professional development needs to
take place in order for teacher attitudes to be in alignment with the principles of multicultural

education (Sogunro 2001: 23).

Multicultural education recognises and cherishes diversity of all kinds and wishes to inculcate those
same values within learners in order to foster greater tolerance within (and in so doing an
enrichment thereof) society. The emphasis of a multicultural curriculum is not upon mainstream

society; instead, it reflects the views of different minority groups (Stephan 1999: 61). However,
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starting with the premise of diversity rather than justice possibly leads to dealing with diversity only

and disregard for issues of justice (Sleeter and Grant 2007: 184).

Definitions of multicultural education are multifarious. However, multicultural education should
reflect the diversity of cultures within our society and be inclusive of all such racial and cultural
groups (Baptiste cited in Lemmer and Squelch 1993: 3.). Furthermore, differences not only ought to
be acknowledged but should also be celebrated (Richeson and Nussbaum 2003: 2). Finazzo (1997:
103) states that multicultural education should allow all learners to do extremely well and to obtain
the “social skills, knowledge and attitudes” that are needed in order to improve their capacity to
productively inhabit a diverse society. Sleeter and Grant (2007: 184) are critical of the perception
that the term “multicultural” refers merely to “many cultures”. Jansen (1990: 334) states that
multicultural education ought to have a “strong, effective and systematic component designed to
reduce personal and institutional racism.” Thus, the onus on multicultural education goes beyond
the mere educating of individuals, but it has a transformative potential within society in totality.
Abdi (2002: xi) asserts that culture, education and development are interlaced. Sleeter and Grant
(2007: 184) emphasise that multicultural education should identify and challenge racism as well as

other forms of injustice.

Le Roux (2000: 23-24) states that most definitions include the following components: multicultural
education exists as a specific approach towards education; it is continuous and subject to constant
change; it enhances the awareness and understanding of culture; it recognises and is accepting of
cultural diversity; it develops equality; it involves the transformation of the whole school’s
constituent and interrelated parts so as to attend to the needs of learners from differing cultural,
language and socio economic backgrounds. Sleeter and Grant (2007: 185) add that the social issue
of greatest concern is the eradication of domination of one group of people by another and thus it is

a politically-guided practice.

2.5.1 Aims of multicultural education

There are several aims of multicultural education. Some of the more established aims are
mentioned here. Ming and Dukes (2006: 42) state that there are three main aims of multicultural

education:

a) to prepare learners for responsible citizenship;
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b) to ensure this preparation through the consideration and respect for the cultural
backgrounds of all learners within the iearning process;
c) the reform of all schools so that learners are able to experience educational success despite

their backgrounds.

Finazzo (1997: 4-5) states that multiculturalism aims towards: the provision of opportunities in
which learners can realistically view the diversity of their unique population; the recognition of
differences and similarities of various groups of people; an investigation of the contributions made
by particular members of various groups from an historical as well as present position within the
realms of the academic, political, religious and scientific arenas; an awareness of the self and a
feeling of pride in one’s membership to a family, group, community, country and global community;
a sensation of social discovery, caring and action as concerns for greater problems and issues
external to the immediate world of the learner are broached; an integrated development of the
child — socially, emotionally and cognitively - which occurs when learners, teachers and parents
“discuss, observe, reflect, apply, criticise, question, characterise, summarise and create ...” (Finazzo

1997: 5).

Le Roux (1992: 31) states that multicultural education should aim to assist learners in
conceptualising “a vision of a better society and [to] acquire the necessary knowledge,
understanding and skills to enable them to move the society toward greater equality and freedom,
the eradication of degrading poverty and dehumanising dependency, and the development of

meaningful identity for all people.”

Sogunro (2001: 28) states that in order for there to be harmonious “coexistence” in a society that is
multicultural, learners require “diverging and dynamic critical thinking; analytical, interactive,
problem-solving and decision-making skills that are adaptable to various situations.” Educators need
to assist students in examining their personal biases and stereotypes with regard to various cultural
groups (Sogunro 2001: 28). Importantly, biases that emerge during class discussions or incidents

that occur outside the classroom are not to be disregarded by the teacher (Sogunro 2001: 28).

An overt aim of multicultural education is the reduction of prejudice (Stephan 1999: 62). However,
Sleeter and Grant (2007: 184) state that when multicultural education first came into being, it
challenged relations of power and in particular racism. Thus, its aim was in part political. Sleeter
and Grant (2007: 184) assert that the term “power” has subsequently been replaced with “more

comfortable” terminology such as “tolerance” which has led to an apolitical version of
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multiculturalism. To this end, they have developed an approach termed “Multicultural Social Justice
Education” which deals with “oppression and social structural inequality based on race, social class,
gender, and disability” (Sleeter and Grant 2007: 185). More directly, the goal within schools, is the
preparation of citizens for active work towards structural equality within society; the promotion of
cultural pluralism as well as different lifestyles and the promotion of equal opportunity within the

school.

Within the context of South Africa, Carrim states that the multicultural approach that replaced the
assimilationist one has been in itself a reconstructed form of racism (1998: 312). Vally and Dalamba
(1999: 65) assert that the form of multiculturalism that is espoused in a study which they undertook
placed the emphasis upon ‘tolerance’ of other ‘cultures’ and issues regarding racism were rarely
tackled. Thus learners become entrapped in fixed identities and are characterised as representative
of their cultural groups with any understanding of culture being limited to superficial aspects such as
lifestyle, dress, food and language (Carrim 1998: 313; Sleeter and Grant 2007: 194). This view is
corroborated by Suzuki (1984: 300) who states that the mere inclusion of ethnic content in the
curriculum leads to an overemphasis on culture. This does not augur well for the erosion of racist
practices as ‘differences’ are perceived in a negative light (Carrim 1998: 313). “...racism is displaced
into consideration of different lifestyles and racist practices, processes and assumptions continue
almost unabated.” (Carrim 1998: 316) Le Roux (2000: 25) states that such a view gives rise to
“negative attitudes” and “cultural prejudice”. Carrim puts forward a “critical anti-racism” as that
which is required in order to create a greater understanding of the differences and dynamics within
racial groups. This would direct the way towards a “de-essentialist” grasp of identity which would
more truthfully reflect the manner in which people exist, the kind of experiences they have and the
means by which their identities are shaped (Carrim 1998: 317). Mzamane (1990: 365) states that
“Education for development and disalienation in South Africa must be built upon the culture of the
majority, which should be accommodating, dynamic and capable of use in mass mobilisation for
liberation and development.” Thus, Abdi (2002: 84) makes a case for “an extreme form of positive
multiculturalism” that vigorously struggles towards the closure of socioeconomic and educational
gaps that divide the abundant groups in South Africa. Abdi (2002: 84) and Bhabba (1994: 10) go
beyond an inflexible conception of culture with the notion of a “hybridised” culture and the concept
of a “third space”. Thus a unigue environment is created in which its members realise an opening in
which to coexist in a harmonious manner (Abdi 2002: 84). The aims of the aforementioned
conceptions of multiculturalism would fall within the ambit of Sleeter and Grant’s (2007: 187)

approach termed Multicultural Social Justice Education as they envisage education for social change.
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Thus, multicultural education aims not only to develop the cultural competency of individuals but
also to teach the necessary skills in order to operate effectively within a multicultural milieu and to
effect social change. It is an approach that needs to be infused within the entire system if it is to be

effective. Ways of developing the skills needed to effect these aims need to be investigated.

2.5.2 Approaches to multicultural education

Much has been written regarding the history of multicultural education and thus it will not be
elaborated upon here (Le Roux 2000; Sleeter and Grant: 2007; Banks and Banks: 1989).
Furthermore, differing approaches exist towards the application of multicultural education. Various
typologies exist regarding approaches to multicultural education (Gibson: 1976 and Kumashiro:
2002). However, one of the most recent is by Sleeter and Grant (2007: 29). This is the typology of
approaches which will be elaborated upon here:

e Teaching the exceptional and the culturally different

This approach centres around the adaption of instruction to student diversity in order to assist these

students to be successful in mainstream society.

o Human relations approach

This approach focuses on the development of love, respect and more effective communication in

schools in order to bring people who are different nearer to each other.
e Single-Group Studies
These studies transpired in an effort to raise awareness regarding particular groups (e.g. women,
ethnic groups, gays, lesbians) of people in an attempt to “raise consciousness regarding that group’s
oppression, rethink the group'’s identity and mobilise for social action” (Sleeter and Grant 2007: 29).
e  Multicultural Education
This approach connects language, culture, race, gender, disability and social class in an effort to
engage the entire school in the celebration of human diversity and the fostering of equal

opportunity.
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e  Multicultural Social Justice Education

This approach is the most recent and it involves the extension of multicultural education to the
sphere of social action and focuses on challenging social stratification as well as on the celebration of

human diversity and the reality of equal opportunity (Sleeter and Grant 2007: 29-30).

Muilticultural Social Justice Education (Sleeter and Grant 2007: 186) aims towards teaching political
literacy. People are taught to question society and its account of truth which is accepting of
unfairness and inhumanity and develop into beings who are able to envisage, identify and progress
towards a more just and compassionate society. [t works on the basic sociological assumption that
individuals form their beliefs and behaviour in accordance with their social structure.
Correspondingly, an individual’s position in society or the social and cultural signals received from
that position, have an influence upon the individual’s actions or how the actions are perceived and
understood by other individuals. If an attempt to change individuals is made and the world which
they experience remains unchanged, then they will rapidly return to their former ways. Thus,
individuals are required to work together in order to realise social change that is greater than mere
individuals. To advocates of Multicultural Social Justice Education, culture is a means of adapting to

life’s circumstances which have partly been determined by group rivalry for resources.

2.5.3 Critical multicultural education and its relevance to the post-apartheid South African

situation

2.5.3.1 Critical theories

In order to understand what is meant by critical multicultural education, it is of use to understand
the concept of critical theories. Carrim proposes a criticial anti-racism theory as the form of
“positive” multiculturalism which should be adopted (Carrim 1998: 317). Abdi proposes a form of
critical multicultural education. Critical theories, as described by Sleeter and Grant (2007: 188),
comprehend social behaviour in the collective sense that they are structured according to groups
rather than on an individual basis. Social behaviour is viewed in terms of group conflict for
dominance and resources (Sleeter and Grant 2007: 188). Further examples of critical theories
include: critical theory, critical race theory, multicultural feminism, critical cultural studies, critical

disability studies and queer theory (Sleeter and Grant 2007: 188).
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2.5.3.2 Critical multicultural education in South Africa

South Africa’s history as is outlined earlier in the chapter has left an education system that is trying
to cope with what has been bequeathed to it by both colonial and apartheid systems. This, coupled
with “the historically bewildering case of educational inequities and inequalities” (Abdi 2002: 143),
has led to a call for the implementation of what has come to be termed critical multicultural

education.

It would appear that there lurks the possibility of a malevolent danger in the apparently inept
implementation of multiculturalism. Carrim’s research (1998: 313) led him to conclude that the
types of multiculturalism operating in the schools that he studied were “at best stereotypical and, at
worst, caricatured.” Carrim (1998: 313) states that not only are students located stereotypically but
there is also an assumption that their identities are fixed and that they are representative of and
loyal to their individual cultures. Quite disturbing is the narrow understanding of culture by
educators and students who view it only in relation to ways of life, especially with regard to dress,
food and language. Lemmer and Squelch (1993: 3) state that problems with multicultural education
are exacerbated by “superficial school practices such as food fairs and token lessons which are
passed off as multicultural education.” Teachers and education officials need to be enlightened as
to the broader definition of culture so as to depart from a cursory treatment thereof such as
festivals to do with dance and food (Mead 1970: 64). This view is reiterated by Vally and Dalamba
(1999: 65) who experienced in a study done by them that most schools adopted a form of
mufticulturalism wherein the emphasis was placed on “tolerance” and that seldom attended to
issues of racism. Carrim (1998: 313) goes as far as to declare that forms of multiculturalism of this
nature are merely “reconstructed forms of racism.” Le Roux (2000: 26) states that a radical
reconsideration of the “global education setting in all its facets” is required. There needs to be “a
complete change of attitude, an unprejudiced empathy, a critical review of one’s own classroom
practice and an explicit preparedness to change, to adapt and to learn” (Le Roux 2000: 26). Within
the context of South Africa, Abdi {2002: 156) emphasises the importance of “shared cultural

opportunities,” especially among children.

it is important to recognise and acknowledge that cultural differences are inherent within particular
racial groups (Carrim 1998: 314). Furthermore, multicultural practices need to be critically evaluated
so as to avoid the danger of perpetuating rather than eradicating racism (Carrim 1998: 315). Abdi
(2002: 145), in reference to conservative multiculturalism, states that “If this type of

multiculturalism/or multicultural education is applied in post-apartheid South Africa, the whole
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experiment of the racial democracy project could actually collapse before it ‘really’ starts.” It would
appear that a major objection to this type of multiculturalism is its Eurocentric nature. Essentially,
what multiculturalism suggests depends on one’s conception of the term culture (Abdi 2002: 147).
Thus, if culture is viewed as that which “encompasses and actively operationalises all forms and
systems of human life,” then multiculturalism will assume the same attitude and viewpoint (Abdi
2002: 147). However, if culture is perceived as being boxed into symbolic and ritualistic forms
which are expressed and defined through static categories such as food, clothing, songs and
festivals, then multiculturalism would also be consistent with those similar, socially-removed

classifications of its elements (Abdi 2002: 147).

Multicultural education should be synonymous with empowerment, for according to Sleeter (1991:
2), “empowerment and multicultural education are interwoven, and together suggest powerful and
far-reaching school reform.” Abdi (2002: 148) explicitly states that multiculturalism within the South
African context should be comprehensively striving towards evening out power relations between
groups by primarily “equalising and equiticising educational provisions.” Multiculturalism operates
within the realm of the radical critique of power relations (Stam and Shohat 1994: 299). Therefore,
it is important for learners to be able to recognise and analyse inequality and oppression in society
and in so doing develop the required skills for social action such as being “democratically proactive”
(Sleeter 1995: 147). An issue prevalent in this chapter and which is consistent with the goals of
critical multiculturalism, is to establish to what extent teachers are still adopting an assimiliationist
approach and to what extent black learners have or are still expected to adopt the ‘white’ school’s

“i,

cultural ethos and accept “‘white’ supremacist logic” (Carrim 1998: 308).

The transformative nature of multicultural education is emphasised by Abdi (2002: 158) in his
discussion of the concept of “cultural therapy”. This concept represents in essence the
transportation of an individual’s own culture to such a level of consciousness that one is able to
recognise it as a likely source of bias within social interactions (Spindler and Spindler 1994: 3-4).
Thus, the individual’s own culture and the other culture with which interaction takes place are
transformed in the process into a “third presence” separate from the individuals, in order for action
to be viewed as ‘caused’ by a particular culture in interaction with another and not by one’s
personality (Spindler and Spindler 1994: 3-4). In the development of this concept, Abdi (2002: 159)
adopts the term “therapeutic multicultural education” and promotes the prescription thereof for the

post-apartheid educational arena.
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2.5.4 A multicultural approach versus a colour-blind approach

An aspect in the debate on the improvement of intergroup relations that one cannot ignore is the
‘colour-blind’ dilemma. The dilemma refers to the issue of whether one should underplay group
differences in the pursuit of adopting a ‘colour-blind’ approach (Stephan 1999: 73). By ‘colour-blind’,
it is meant that ethnic identity is overlooked in the apparent interest of creating racial harmony.
Thus, when a teacher encounters a multicultural classroom he or she proceeds as usual (Le Roux
2000: 26). This occurs due to ignorance and a vague understanding of multiculturalism (Le Roux
2000: 26). Milner and Ford (2007: 169) state that “when culture-blind ideologies are adopted, young
children of color [sic] are rendered invisible; their differences are ignored and their strengths may
not be seen.” Some social identity theorists have revealed that strong identification with the
‘ingroup’ may go along with a greater degree of favouritism towards that group at the expense of
the ‘outgroup’ (Stephan 1999: 73). However, several studies have established that persons who
have the most pride in their individual groups are the least likely to be prejudiced towards
‘outgroups’ (Stephan 1999: 73). Wolsko et al (2000: 649) believe that a balanced approach towards

the examination of inter-ethnic relations is needed and this is based upon two premises:

“a) that the maintenance of ethnic and cultural identity is important both for
people’s psychological health, as well as for the future adaptability and
creativity of the human species in a rapidly changing social and physical

environment;

b) that there is an urgent need for common ground upon which all groups may
realise that as human beings we are more similar to one another than we are
different, and that by agreeing on a common set of operating procedures, we

can live a co-operative existence.”

This pursuit of common ground has also been termed “cultural hybridity” as described by Bhabha

(cited in Abdi 2002: 84).

2.5.5 Cultural hybridity and the notion of a third space

The “third space” is the meeting place and site of interaction of diverse cultures (Abdi 2002: 151).

This should be the domain of education and this culture “will also need to adhere to both dynamism
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and locational sustainability in a milieu that enhances its acceptance and acceptability across time
and space (2002: 151). Bhabha and Rutherford (cited in Abdi 2002: 84) nurture the premise of
discerningly creating an international culture. “The culture of the majority has to instigate the
reaction of a space whose agency is transformative, but also selectively in continuous negotiations
with the cultures of other groups” (Bhabha 1994: 208). This amicable coexistence of hybridised
cultures is vital for both the educational and economic development of all South Africans (Abdi 2002:
84). Bhabha (1995: 156) states that “The intervention of the Third Space, which makes the structure
of meaning and reference an ambivalent process, destroys this mirror of representation in which
cultural knowledge is continuously revealed as an integrated, open, expanding code.” Abdi (2002:
170) wishes to adopt a South African version of Bhabha’s cultural “third space” in which “former
antagonistic confrontations as well as cultural domination and subordination are to be replaced by
the mutually constructive and nationally promoted harmonious coexistence of all cultures, beliefs,
identities and expectations.” This resonates of an unobtainable utopian vision for South Africa but it

is a goal worth striving towards.

2.5.6 Overview

Multicultural education is the approach adopted towards the resolution of cultural conflict and the
development of harmonious relations within society. Multicultural education is an approach
towards education with which to deal with the multiplicity of divisions within South African schools
and social structures as social justice is an important element of multicultural education. Such an
approach, which acknowledges and respects diversity, augurs well for the fostering of positive
reciprocal race relations and the development of cultural pride within South Africa. An important
aim of multicultural education is the reduction of prejudice; however, Sleeter and Grant (2007: 185)
stress the importance of social justice and the recognition of equal opportunities within school is
important. Inherent to the idea of multicultural education is the notion of empowerment and
societal transformation. To this end Sleeter and Grant (2007: 29) espouse Multicultural Social Justice
Education as an approach to multicultural education. Such an approach has relevance to South
African education where huge disparities exist in terms of equality within education and society.
Thus, multicultural education becomes a form of empowerment for individuals. Thus, to enhance
the practice of multicultural education and in so doing create a more equitable and accepting
society, the concept has been extended to advocate the implementation of critical multiculturalism.
Inherent in the notion of the transformative nature of multicultural education is the concept of
cultural therapy wherein there is a hybridisation of cultures to encompass the dialectical notion of a

“third space”. The pursuit of common ground or “cultural hybridity” is a goal worth striving towards
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in the pursuit of amicable coexistence of cultures and subcultures within the South African context in

particular.

2.6 CULTURAL COMPETENCY

Several disciplines such as social work, nursing and education have undertaken rigorous studies of
cultural competency (Hess, Lanig and Vaughan 2007: 32). The development of cultural competency
in education falls within the scope of multicultural education. The notion of cultural competency is
derived from multiculturalism (Murrell 2006: 81). Whereas multicultural education refers to an
overarching philosophy of education which informs the curriculum and approach to teaching,
cultural competency refers to a set of values, skills and knowledge that is learnt and internalised by
players within a particular environment and which ultimately will inform and transform behaviour.
Multiculturalism refers to diversity in many forms without assigning superiority to any one kind.
Cultural competency reflects specifically on a particular aspect of multiculturalism. In addition, the
notion of cultural competency: “implies broader knowledge of social justice in practice and cultural
context” (Murrell 2006: 81). For this reason it could be included within the sphere of Multicultural
Social Justice Education. Ming and Duke (2006: 42) state that the key to the development and

€

maintenance of culturally responsive practices under the “umbrella” of multicultural education

begins with the comprehension and incorporation of cultural competency.

As is mentioned in the preceding discussion on cultural identity, O’'Hagan (2001: 28) asserts that a
particular cultural identity may result in a perceived threat or lack of tolerance of people’s apparent
differences. Ngugi (1993 in Axtmann 2002: 44) avers that “we must mobilise our centres of
perception in order to develop multiple perspectives from which to understand the world.” Thus,
cultural competency would involve a reduction of or means of overcoming this perceived threat and

the repression of cultural conflict. Cultural conflict is discussed in more detail in Chapter 3.

Much of the existing literature focuses on cultural competency in the health care and social work
sectors. The literature regarding cultural competency in education refers largely to the training of
educators in this regard. Although this study focuses upon cultural competency amongst learners,
much of the information within the available literature can be extrapolated to their situation. The
following section discusses ways in which cultural competency is beneficial specifically within the
realm of education. Several inter-related models and theories regarding cultural competency exist;
however, the basic premise is that all cultures have something of value to offer. This is discussed

below. The necessity for the development of cultural competency specifically within the field of
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education is discussed as much of the existing literature focuses on cultural competency in the
health care professions or within the limited scope of teacher training programmes. Sue (2006: 238)
in speaking about cultural competency amongst mental health practitioners, states that one of the
problems facing the cultural competency movement is the progression from “a philosophical
definition to a practice- or research-oriented one.” Thus, several approaches towards cultural
competency in practice as well as the theoretical underpinnings of those practices are included in

this section.

2.6.1 What is cuitural competency?

Aspects shared by the definitions of cultural competency include: cultural knowledge, cultural
awareness, cultural sensitivity or attitudes, cultural encounters, and cultural skills (Hess et al 2007:
32). Cultural competency within the literature of education, health and social welfare has been
defined as: “a professional’s ability to function and communicate effectively in cross-cultural

situations” (Murrell 2006: 81).

The USA’s National Association Of Social Work (2001) identified ten standards for cultural
competency: ethics and values, self-awareness, cross-cultural knowledge and skills, service delivery,
empowerment and advocacy, a diverse workforce, professional education, language diversity and

cross-cultural leadership (cited in Colvin-Burque, Davis-Maye and Zugazaga 2007: 224).

Liddicoat (2004: 299) identifies four broad perspectives on cultural competency for the language
learner and each of these is positioned in relation to the extent to which language and culture are
separated or integrated. It is of interest to this study to note the parallels between the view of
culture and how the concomitant notion of culture competency is extrapolated from this view.

Liddicoat’s (2004: 299) divisions are as follows:
e High culture
This constitutes the most traditional paradigm for the teaching of culture. Within this paradigm high

culture is considered to be inherent within the literature and thus cultural competency is perceived

as being able to manage an established catalogue of literature (Liddicoat 2004: 299).
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