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This thesis intends to examine how political education might be organtzed to help the

transition to a new South Africa which, having destroyed apartheid, will be dedicated to

the principle of non-racist democracy. The transition to a new post-apartheid South

Africa will not be easy, and the basic assumption behind the thesis is that education has

an impofant part to play in the creation of the new South Africa.

In particular, education can help to develop children, who after years of oppression and

indoctrination can think critically; hold and support democratic values; and have the

neccessary skills to particþate in a democratic South Africa. Thus, this thesis will

carefully examine the recent work done in political education, especially in Britain, the

United States of America, Australia and Canada. This is done for two reasons: 1) the

work done in these countries is especially well developed, and 2) these countries offer

a model of democratic values and processes which are badly needed in the new South

Africa.

Consequentþ, this research should be seen as a form of policy analysis and development.

Currently the whole educational struggle in South Africa is centered around the content

of new curricula and improved facilities. V/hile these are important priorities, the

attempt to develop the new South Africa will have to be more inclusive and fundamental.

Through this research I hope to broaden the educational debate, and contributepositively

to the attainment of the ideal of a truly democratic, non-racial and non-sexist South

Africa.

ii

ABSTRACT



ACKNOV/LEDGEMENTS

ABSTRACT

INTRODUCTION

CHAPTER

111

TABLE OF CONTENTS

1 LINKAGES BET\A/EEN EDUCATION. POLITTCS

AND CITIZENSHIP.

aL

J

NEW APPROACHES TO POLITICAL EDUCATTON.

POLITICAL DEVELOPMENT TTIROUGH POLITICAL

SOCIALIZATTON AND POLITICAL LEARNING.

THE POLITICAL EFFECTS OF THE HIDDEN CURRICULUM

ON THE POLITICAL DEVELOPMENT OF CHILDREN.

TFIE SOUTII AFRICAN SITUATION.

APPROACHES TO TEACHING:

ELEMENTARY STUDENTS.

APPROACHES TO TEACHING:

SECONDARY STUDENTS.

5

6

i

11

iv

8 TEACHERS AND IMPLEMENTATION.

CONCLUSION

BIBLIOGRAPHY

PAGE

1

t9

36

74

It6

140

173

203

227

230



In 1985 I started my teaching career at a so-called Coloured high school, located in a

primarily lower-class neighbourhood in Cape Town, South Africa. Equipped with a

four-year history degree and teaching certificate I entered the teaching profession with

great enthusiasm and energy. My exuberance and love for history must have influenced

students, because soon it became clear that most of them started to "like" the subject,

while comments from fellow teachers affirmed my belief thatlwas doing a "good" job.

Government subject-advisors who evaluate teachers once or twice a year were similarly

impressed by my performance in the classroom, while students started to perform

academically very well in history.

Howevet, during the late 1980's some uncertainties appeared in my dedication to the

teaching of history. First, I realtzed that after almost three years of teaching no more

than five students asked or questioned any of the historical material I presented to them.

They accepted everything I gave and told them and recalled it very efficientþ for

examination purposes. Looking back on my teaching experience, I reeliz,ed I was

probably the perfect teacher to support the apartheid type of education. Students were

supposed to excel in examinations (which they did), while teachers were to follow

teacher's guides, govefltment textbooks and subject-advisors' advice (whichl did). And

when I attempted to alter my didactic and instruction-based teaching methods, I felt

totally incompetent and inept. But, the fast changing political events in the late 19g0's

made me to understand that a democratic South Africa was not a distant dream anymore.

Hence, certain questions were left unanswered, such as: was I preparing students for
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doing all that they could to ensure that the society of the future would be democratic, or

was I still performing the function designed for the apartheid society, i.e., preparing

students who never ask questions, are not critical about what is happening around them

and accept everything that they are being told in school? Being brought up in an

apartheid education system and receiving a university training which was not anything

different from my school experience, I realir.ed I needed to expand my horizons and

increase my educational knowledge. Since I was already busy with my master's degree

in history the greatest urgency was not so much to increase my historical knowledge, but

to re-educate and prepare myself to teach students how to function in a democratic, post-

apartheid society in ways that would strengthen and preserve democratic values. Thus,

I decided to explore, research andanalyze the whole question ofhow to prepare students

for a society which will be free of apartheid and in which a democratic political system

will be in place.

A second reason for my interest in education for democracy was the production of

alternative historical materials during the 1980's. Since it was especially in the field of

history where materials appeared that questioned the Euro-centric version of South

Africa's past, I stafed to wonder whether these new materials would really make a

difference in students' political attitudes. I accepted the fact that most of South Africa's

past as presented in school textbooks is biassed and needs to be rewritten, but wondered

whether these new materials (with a heavy black emphasis) would make any difference

if teachers kept spoon-feeding them to students. This was my second motivation for

conducting research in this specific field. During 1990I came to Canada to research this



topic because Canada and its citaenry represent some fundamental demo cratic attributes

in which I am very interested.

Thus, this thesis explores the question of what would be involved in teaching for

democracy in a post-apartheid South Africa. Its focus is upon what individual teachers

can do. The outline of the thesis is as follows:

Chapter t hightights the historical linkages between education, politics and citizenship.

For example, it outlines some of the major developments in human history and their

effects upon education, such as the Industrial Revolution, the establishment of nation-

states and the creation of certain political systems, most notably democracy.

ln chapter 2 the current interest in political education is examined, while the rejection of

traditional civics curricula in the United States, Canada and Brit¿in is highlighted.

Different approaches to political education are also investigated, for example, the

Harvard Social Studies Project and Canadian Issues Programme, the study of politics

based upon concepts drawn both from the political science and from everyday life and

so forth.

The focus of this thesis is suggest approaches to teaching that would support the

development of students who will be able to function in a democratic society and to

strengthen democratic values. Hence, chapter 3 explores the different theories of how

children learn and develop politically. Traditionally, most American researchers and

sociologists have supported the belief that children's political development is almost

exclusively related to the political system, families, schools and friends. Hence, what

took place was more political socializ¿¡lsn then anything else. However, in recent yeats

vi



strong opposition has developed to this idea and some researchers have come to see the

political deveþment of children in cognitive developmentally terms. These two

approaches arc analyzed and assessed.

Chapter 4 looks at what most researchers and educators define as the hidden curriculum.

Through classroom relations, instructional and evaluative methods and school

organtzation (referred to collectively as the hidden curriculum) students may learn more

about authority, power, obedience and conformity than about reading writing and

arithmetic. Therefore this chapter explores how the hidden curriculum and the school's

position as a social institution influence the political learning of students.

Chapter 5 is the prelude to the South African section of the thesis. Most of the problems

in South Africa today can be traced back to the role education played in the society. As

in most other countries education performed a critical function, not to unify the people

under the state but to separate them according to race and to teach them that this

separation was legitimate and inevitable. This chapter describes how unequal and

separate education was offered to different groups of people since the earliest times in

South African history, thus laying the cornerstone for the formal establishment of an

apartheid society and an official policy of segregated school systems which made it

possible for a minority government not only to control the majority of South Africans,

but also to prepare them for political, economic and cultural exploitation. The majority

of black students still do not even finish elementary school, and since political attitudes

of children are formed at ages as early as six to seven years, then it becomes clear that

the education of children for democracy must start in elementarv school. Hence.
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chapter 6 proposes a number of teaching approaches for elementary students.

Further, the majority of those black students that eventually reach secondary school are

between the ages of sixteen and eighteen years of age. This means that if general

elections were to be held in the near future (and it seems possible) than these students

will have to cast their votes as adult citizens. Thus, chapter 7 examine possible teaching

approaches which would prepare these students for their role as citizens in a democratic

South Africa. Chapter 8 is the concluding part of the thesis and looks at problems and

solutions that would accompany the introduction of political education for a democratic

South Africa.
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CHAPTER 1

1.0 EDUCATION AND SOCIALTZATION

1.1. INTRODUCTION

Ever since the first human beings st¿rted to live in groups, the oldest dichotomy has

always been: is education intended for the benefit of the individual or the group, whether

tribe, church or nation? Should the priority be education or socializ¿ûsn? Most

educators today agree that both are important, but disagree over where to draw the

balance between them. If education is intended for the benefit of the individual then the

aim should be the fulfilment and maximization of that person's potential. The goal is to

take youngsters and move them to levels of richness and achievement that otherwise they

would not have reached. Conversely, "socialization" is just the opposite. It refers to the

process whereby a junior or new member of a group or institution is taught its values,

attitudes and other behavior. There is thus a circular pattern where the values of the

adult society are transmitted through child-rearing and other teaching practicos to

children, who, when they become adults, reinforce and help to maintain the culture in

which they live.

This fragile relationship between education and socializ¿1ien was first thoroughly

explored by the Greeks. Plato wrestled with the idea in his famous work, "The

Republic", where according to him "...what we have in mind is education from

childhood in virtue, a training which produces a keen desire to become a perfect cittzen

who knows how to rule and be ruled as justice demands. I suppose we should want to

mark off this sort of training from others and reserve the title "education" for it alone"



(cited by Heater, 1990:2). For the Greeks education was vitally important to enhance

participation in public life, which was crucial to the full and proper development of the

human personality. Because of the instability of their time, both Plato and Aristotle

argued for state provision of education to develop a cit;øertry conscientiously commiffed

to Athenian civic values.

After the destruction of the Greek city-state, and right through the Middle Ages most

people had no formal education. In Medieval Europe formal education was controlled

by the Church and was designed to produce people largely for the priesthood and for

state positions. Medieval European mon¿rrchs took little interest in formal education, but

delegated it to the Church. Religion was seen as the prime ingredient promoting civic

cohesion. Thus, for example, compulsory church attendance was the rule in most

European countries. At the same time the Church was used to deliver political, social,

moral as well as religious messages to the people.

Between approximately 1530 and 1650, the period of Protestant Reformation and the

Catholic Counter-Reformation, education became very important for both sides in the

religious divide. This interest in education derived from a conviction that proper

education was essential to both the good life and the good society. On both sides of the

religious divide, reformers supported compulsory schooling to educate the young into

their version of the true faith. "fn short, education was seen on all sides as part of any

programme of social and political change. Education was itself political" (Osborne,

1984:6). Religious reformers took a keen interest in education through the building of

schools and universities and developing curricula and models of pedagogy. However,



their ideas had only a small impact in practice, since the governments of the period

lacked the administrative infrastructure to devise and enforce svstematic education

policies.

1.2 EDUCATION AND THE II\DUSTRIAL REVOLUTION

This interest in education became stronger with the Industrial Revolution, largely because

of the need to reform pre-industrial labor to fît the new demands of industrialization.

Industrialists increasingly realized the importance of producing the kind of personality

that would easily integrate itself into the new industrial society. In the task of deveþing

and changing people's consciousness, they assigned the schools an important role. One

of the more serious problems facing the early industrial entrepreneurs was how to

construct a conscientious labor force. I-abor rhythms during the agrarian period were

largely influenced by the cycle of physical nature: getting up at daybreak, going to bed

at sunset, working hard at particular periods such as seed and harvest time, while taking

it more easily at others. "In moments of affluence... he lived for the day; gave no

thought to the moffow; spent much of his meagre pittance in the local inn or alehouse;

caroused the Saturda! pay, the Sabbath Sunday and 'Holy Monday' as well; dragged

himself reluctantþ back to work T[esday, warmed to the task V/ednesday, and laboured

furiously Thursday and Friday to finish in time for another long weekend" (I-andes,

L969:59). This pattern of intense labor, coupled with intense pleasure, a7l charactenzed

by a good deal of personal independence, did not fit the aims of industrial entrepreneurs,

i.e., that workers work at the pace of machines and that they have a sense of self-

discipline. This problem of labor orientation helps to explain the harsh supervision



exercised by many early industrialists, but a more long-term solution to the problem lay

in the wotkets' internalizing the attitudes and values desired by their employers, a

strategy which would both be cheap and effective. Schools offered such a solution.

Hence, schooling was charactenzed by rigid discipline and a heavy emphasis on

obedience. According to Osborne, this explains the emergence of the structure of

punctuality, diligence, conformity and politeness that came to chancteize the schools

(198a:9). As the historians of education have shown us, the founders of compulsory

schooling had many motives, but among them was a concern for control and for the

maintenance of the developing capitalist system.

1.3 EDUCATION AND NATIONALISM

The nineteenth century was the age of the nation state and the nation state demanded not

simply external loyalty and outward conformity but also an inner commitment. Regional

loyalties, languages, dialects and identities had to be replaced by a belief in the nation.

In all of this, "where the cultivation of national identity was at a premium because of the

recent achievement of national independence or unity or because of difficulties of multi-

ethnicity, there state education inevitably took on a particularly nationalist style" (Heater,

1990:78). Inparticularly mixed communities, for example the United States and Canada,

the school performed the vit¿l socializing function of homogenisation as no other

institution could. To quote the V/innipeg School Board n 1914: ". .. orì the school, more

than upon any other ageîcy, will depend the quality and the nature of the citizenship of

the future,... in the way in which the school avails itself of its opportunities depends the

extent to which Canadian standards of living adopted by the next generation of the new



races that are making their home in our midst" (cited by Osborne, 1984:11). The state's

control and manipulation of the educational system was achieved only gradually and

against considerable opposition. The fiercest struggles wete with the Churches,

traditional purveyors of education. For example, during the second hatf of the nineteenth

century fierce struggles broke out in Germany and France ovet the control and

organtzation of schools. According to Heater, once education became available to the

mass of children, the nation-state could not countenance the loyalty of their young

citizens being torn by competing demands (L990:79).

1.4 EDUCATION AND DEN/IOCRACY

The desire of the nation-state to develop an education system as a means of bonding its

citizens more tightþ as a community assumed of course that schools could be efficacious

for such pu{pose. If for centuries the clerically-controlled schools had produced

apparentþ devout Christians, why should state-controlled schools not produce citizens,

even nationalists. Nationalism was often associated with tiberalism, with the result that

a new view of citizenship developed. No longer were people seen as subjects of the

monarch: they were seen as citizens of the national community, with corresponding rights

and duties. The right to vote became more widespread, though the process was uneven

and often contested. However, even authoritarian nation-states. such as Bismarck's

Germany, often found it helpful to concede some sort of franchise. Hence, a situation

arose where governing elites were prepared to grant the right to vote, at least to some

classes of people, as a sort of safety valve, while radical democrats pressed for it as a

way of realiztr¡g genuinely democratic social and political reform. In either case, one



important fact emerged: if people were to vote "intelligently" they would have to be

taught accordingly. Thus slowly the notion developed that the main goal of education

was citizenship, however defined. Political and social elites saw education as a way of

preventing social and political change. Reformists and radicals saw it as a way of

educating the masses in order to displace established elites. Both sides agreed on one

thing: education had become an important and powerfi.rl political instrument.

During the nineteenth century citizenship became of great importance. For example, in

l9l3 the Winnipeg School Board put its aim in words: "until a comparatively recent

period the schools were organised on purely academic lines and the avowed aim of

education was culture and discipline. This aim has, however, been greatly enlarged

within the past few years, by including within its scope the development of a sense of

social and civic duty, the stimulation of national and patriotic spirit, the promotion of

public health, and direct preparations for the occupations of life" (cited by Osborne,

1984:11). In a similar spirit, ayear later, in 7914, the V/innþeg School Board voiced

another, related, aim when it st¿ted: "...on the school, more than upon any other agency,

will depend the quality and the nature of the citizenship of the future... " (cited by

Osborne, 1984:11).

The key impetus was the growing power of the state, fuelled by ideas of nationalism and

the needs of industrialization. People had to be moulded into citizens with appropriate

attitudes and values. At the same time, the French Revolution and British liberal thought

had also created a vision of the informed participatin g citizen. Radicals and socialists



saw in education the possibility of emancipation. Thus, education became an "arena of

struggle" as different groups struggle to control it. As a result, by the end of the

nineteenth century all industrial states accepted the need for compulsory schooling, one

of whose purposes was the production of citizens. In the late eighteenth century the

education of young people for citizenship barely existed. Four generations later, on the

eve of the First V/orld War, educational practices in this regard had developed in some

of the major western states like France, England, Germany and the United States.

During the nineteenth century the theory and nature of citizenship was more debated than

in any other period. Philosophers such as Kant, Hegel and Green forced on to the

agenda of discussion the political and moral relationship of the individual to the state.

All these influences led to the questioning of the tradition of confining citizenship to an

elite portion of the populace. For, if a segment of society was given full citizenship

rights in the name of popular sovereignty, in neither reason nor justice could it be denied

to the whole circle of the populace. Still, opposition to such a democratic interpretation

of citizenship was mounted from a number of quarters. As one historian describes it:

"the European middle classes, while wanting increased political influence for themselves,

were in no hurry to endanger their economic interests by plunging into the uncert¿inties

of mass enfranchisement" (Ileater,1990:64). Nevertheless, by L920, citizenship existed

as a reality for a larger proportion of the American and European population than a

century previously. As Heater observes, some intellectual politicians, like l-amartine in

France and Mills in England were persuaded that a broader spread of political

involvement would be beneficial to the st¿te. Also, many other politicians vied for the



support of the populace.

On the other side, participation in the political process was demanded not just out of a

sense of civic virtue, but also as a means to economic improvement. There was also a

constant struggle between those who controlled the political institutions and the emerging

working-class and socialists who demanded political participation for their own benefit.

Popular pressure ensured the gradual but erratic extension of the franchise throughout the

century. However, this process was only completed well into the twentieth century. For

example, before 1914 only Australia, New Zealand and Norway had introduced a

reasonably universal suffrage. During this period in the same countries the right to vote

was strictþ confined to men. When Napoleon codified French civil law he explicitþ

excluded from such rights minots, criminals, the ment¿lly handicapped and women. In

Britain women were granted voting rights because of their unarguably vital role during

the First V/orld War, while women in France had to wait for the Second V/orld War to

achieve the same result in their countries.

The restrictions on candidature for European assemblies in the nineteenth century were

even tighter than mereþ casting a vote. In France, for example, members for the

Assembly had to be 30 and pay 300 francs in taxation. In Britain, because no members

of parliament received payment until 1911, no one without private means or some other

form of support could afford to enter parliament. In the event, the gradual elimination

of restrictions on the suffrage came in advance of any lowering of restrictions on

parliamentary candidature.

2.0 TRADITIONAL CTVIC EDUCATION



2.1 POLITICAL SOCIALTZATION

From the preceding section, it becomes clear why the citizenship education that

developed in the nineteenth century took the form of political sociatiz¿1lsn. Its

characteristics were a) indoctrination into historically endorsed values, b) an emphasis

on duty and patriotism, and c) a heavy reliance on national history. According to

Entwistle, traditional civic education was seen as developing a sense of identity with a

particular society and its political institutions (lg7l). Political socialization, as defined

by I-angton, is the process, mediated through various agencies of society, by which an

individual learns politically relevant attitudinal dispositions and behavior panerns

(1969:5). This idea was also nicely described by Durkheim more than eighty years ago

when he explained the role of education as: "the influence exercised by adult generations

on those that are not yet ready for social life. Its objects is to arouse and develop in the

child a certain number of physical, intellectual and moral states which are required of

him both by the political society as a whole and by the special milieu for which he is

specifically destined" (cited by Lukes, 1972:L32). Sigel concludes that the net over-all

effect of political socialization is in the direction of supporting the status quo, or at least

the major aspects of the existing political regime (1965:81). The Ten Nation survey

completed by Torney and others, suggests that political socialization and indoctrination

are still common well into the twentieth century. They found "extensive use of patriotic

ritual and national observances in the classrooms in such countries as the United States

and Israel" (1975:230). This had been earlier found in research done by Hess and

Torney in the Chicago area during the mid 1960's. They found that children in



elementary school developed attachment to the nation, initially through tangible objects,

for example, the flag, the St¿tue of Liberty, the Constitution, the Declaration of

Independence, and the structure of government (1967:28). Thus, according to Turner,

knowledge goals formed the content of most books and citizenship education has relied

largely on facts designed to build a common identity and create a shared history,

elements necessary for a stable government. However, with this knowledge came certain

values also. Turner concludes: "the need for a st¿ble govemment, capable of mediating

between the conflicting values of individual freedom to excel and the public good, has

demanded a program of civic education based upon unquestioned patriotism, loyalty to

govetnment, and nationalism. These national norrns have, unquestionably, changed over

time but only at the periphery and never at the core" (1981:56).

THE BRITISH EXAMPLE: According to Heater, by the turn of the century, the

general expectation in Britain was still very much that of a passive citizemy where

schools were to inculcate habits of temperance and loyalty towards the authorities.

Politics was learned in History courses with the pulposes of developing a sense of British

and imperial patriotism and nationalism (L978:28). This state of affairs was challenged

in the L930's, in the founding of the Association for Education in Citizenship. Disturbed

by the rise of fascism and tot¿lit¿rianism in Europe, the Association sought to ensure that

young people in Britain would at least receive some preparation for citizenship in a

liberal democracy. It was only during the Second V/orld War that many schools and

colleges initiated specific political education progrÍrmmes. But, by the 1950's and 60's

the scene, as Heater observed, was one of pervasive stagnation (1978:60). According
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to Heater, during this period citizenship was seen as a matter of character training while

the teacher's responsibility was to prepare his or her pupils to be citizens with duties

rather than with rights: "there are forward-looking minds in every section of the teaching

profession ready to reinterpret the old and simple virtues of humility, service, restraint

and respect for personality. If the schools can encourage qualities of this kind in their

pupils, we may fulfil the conditions of a healthy democratic society" (Ministry of

Education L949, cited by Heater, I97l:28). The official attitude that dominated the

1950's and 60's was therefore to refurbish the doctrines of politics throughHistory - a

well established tradition dating back to the nineteenth century. Heater held that this

problem is enshrined in two Ministry pamphlets issued n 1952 and 1967 which explain

the relationship that can be built into a History syllabus between the traditional aspects

of the subject and political education (1978:29).

2.2 CT]RRICT]LT]M AND CONTENT

Traditional citizenship education concentrates on teaching a knowledge of government

structures to the neglect of other aspects of politics. In Canada, it emphasizes the formal

structure and institutions of govemment, focuses on government at the federal and

provincial levels and has a macro-orientation. Traditional civics describes the ideal or

what is supposed to happen, stresses consensus and downplays or avoids political

conflict. This teaching emphasizes factual knowledge and the one right answer. It also

uses common sense categories and knowledge and reües heavily on history, while

perceiving 'good citizenship' as a set of specific virtues to be inculcated. At the same

time, the informed voter is ideahzed as the most desirable model of political

IL



participation.

More recent approaches to pottical education go far beyond this. They concentrate on

politics and the political system of which goverTrment is only apmt, emphasize political

processes and behavior (the political culture) and include local and "informal" political

contexts, for example, the school, family and community. They try to describe what

actually or really happens in the political world and sees conflict as the core of politics.

2.3 METHODS OF TEACIIING

Traditional civics relies mostþ on conventional teaching methods, for example, textbooks

and chalk and talk methods, while it tends to avoid current controversies and is reluctant

to bring politics into the classroom. More important, it largely ignores the impact of the

hidden curriculum, such as school rules, classroom climate, teacher attitudes and so on.

It promotes obedience, trust, conformity and tends to avoid normative questions of what

might be or of value-issues. Political education, on the other hand, emphasizes personal

opinion and argument and uses discovery-inquiry strategies with increasing attention

being paid to action projects. V/ith these approaches current controversies are either

viewed as worth studying in their own right or as examples of enduring themes. Political

education also looks to the academic discipline of political science for concepts and

insights, sees "good citizenship" as a topic for analysis and debate, although it insists

upon certain procedural values and goes beyond voting to more active forms of

participation. Finally, political education is very conscious of the impact of the hidden

curriculum and works to remodel it. Consequentþ, political education aims to promote

personal autonomy; efficacy; a critical spirit; a suspicion of powerholders and emphasizes
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value issues while raising normative and ethical concerns. In the end the real difference

between political education and civic education is that the former "aims to teach students

the concepts, skills and dispositions necessary for effective participation in political life"

@otting et al, L982), while the latter is intended to produce citizens more supportive of

government and political systems (Torney et aL, 1975:21).

2.4 fiIE HIDDEN CT]RRICIILIIM

It is well known that students learn more than simply instructional knowledge when they

attend school. Arons has called school: "a social environment from which a child may

leam much more than what is in the formal curriculum (cited by Giroux, 1979:27).

Parsons, Dreeben, and others have stated that schools function to internalize in students

commitments to and capacities for future adult roles (Parsons, 1959; Jackson, 196g;

Dreeben, 1968). Drebeen argues that students also learn norms such as independence,

achievement and universalism, while Bernstein and others feel that students learn values

and norms that produce "good" industrial workers (Dreeben, 1968; Bernstein, Ig1i6).

Students intetnalize values that stress a respect for authority, puncfuality, cleanliness,

docility, and conformity. What the students learn from the formally sanctioned content

of the curriculum can be much less important than what they learn from the ideological

assumptions embedded in the systems of curriculum; the systems of classroom

pedagogical styles; and the system of evaluation. Aronowitz provides a view of the

socializi¡g processes that operate within these systems: "thus the structure of society can

be learned through understanding the hierarchy of power within the structure of the

school. Similarly, the working-class child learns its role in society. On the one side,
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school impress students as a whole with their powerlessness since they are without the

knowledge required to become citizens and workers. On the other, the hierarchy of

occupations and classes is reproduced by the hierarchy of grade levels and tracks within

grades" (cited by Giroux, L979:28). Giroux also argues that the school's function is not

to be found simply in the dispensing of information by teachers but also in the social

relations of the educational encounter.

According to E¿ston the persistence of a political system is partially dependent upon its

success in producing positive feelings in children about that system. However, it can be

argued that schools have concentrated ever increasingly on socializing (consensus,

conformity, obedience) and not nearly enough on development (creativity, inquiry,

independence). Classrooms can be restricting places for students, that instead of

opening their minds, schools are limiting and confining them, encouraging the growth

of passitivity and obedience. Students define their teacher's role as one of keeping order,

giving instructions and evaluating. An English sfudy noted that: "... most of these

children expect the teacher to act as the boss; to direct, initiate and control learning; to

be judge and jury of workand conduct..." (Hanson et al, L976:568). One of the general

findings of political socialization research is that obedience is one of the most important

political lessons that children learn in school. In Hess and Torney's words, "compliance

to rules and authority is the major focus of civic education in elementary schools"

(1967:rr0).

The context within which political learning takes place is important and influential. A

survey ofcitizenshþ education inten countries found that "the overall social organisation
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of the school, the student- teacher relationship and the work practices in the classroom

convey certain values and attitudes" (Torney etal, 1975:LI). Thus, it may well be that

children learn more powerfrrl political lessons from how they are taught -in all subjects-

than from any particular lessons in politics. According to Osborne, school discipline,

for example, can teach students a good deal about the use and abuse of power and

authority (198a:18). Indeed, it seems that most children learn to be dependent rather

than autonomous. Osborne illuminates this point when he says there is a good deal of

evidence that independence, originality, and autonomy are not highly valued in many

classrooms. Heater supports this view when he says that it seemed to many teachers that

there was one and only one right answer to almost any question and that doubt had

nothing to do with critical thinking (1978). The problem is that one learns to be active -

politically or otherwise - by being active. Research indicates that political competence

and efficacy are aspects of a more generalized sense of competence: "persons who feel

more effective in their everyday tasks and challenges are more likeþ to participate in

politics" (Milbrath, 1965:59). The opposite, however, holds just as true: ". . .if in most

social situations the individual finds himself subservient to some authority figure it is

likely that he or she will expect such authority relationships in the political sphere"

(Almond and Verba, 1965:27 1-272).

There is some evidence, moreover, that the political messages -both hidden and overt-

we teach to children vary according to social class. Anyon's research suggests that, in

the American working class community, schools teach the basic democratic procedures

without stressing the need for participation. In the lower middle class community an
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emphasis on the responsibility of citizenship accompanies training in the elements of

democratic government. Finally, it is only in the affluent and politically aware

community that civic training is more sophisticated (1981). According to Anyon, the

"hidden curriculum" of schoolwork is tacit preparation for relating to the process of

production in a particular way. School experience, in the sample of schools discussed,

differed qualitativeþ by social class. Schools often without realiz.y¡g what they are

doing, emphasize a particular cluster of values and behaviors which may be socially

related (1981:277-8I). Anyon's work has implication for the well-known fact that

working-class and less schooled people tend to participate less actively in politics than

do their middle class counterparts. For example, Mishler makes the following comment

on political participation in Canada: "although lawyers, docters, businessmen, and other

professionals constitute fewer than ten percent of the Canadian worldorce, they occupy

almost three-quarters of the seats in the House if Commons and two-thirds of the offices

in local party organtzations. Blue-collar workers, in contrast, comprise nearly half of

the population but hold fewer than ten percent of the positions either in local parties or

in parliament" (1975:95). It may seem that students are taught to be later in thefu life,

either leaders or followers, people with power or without it.

Finally, in school governance important hidden (and sometimes not so hidden) messages

are transmitted. An interesting example of how this phenomena can take place is

presented by this case of assertive discipline. Here, for example, are the rules it uses:

1. Students will follow the directions of all teachers and supervisors the first time.

2. Students shall be on time for class.
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3. Students shall have all equipment and supplies at all times.

4. Students will keep their hands, feet and other objects to themselves.

5. Students will practice good citizenship and courtesy to all students (Osborne, L982:9-

11).

The message made clear from such rules is that students have no or very little power

over the running of their school lives. Even where attempts are made to give students

some sort of input, for example through school councils, it is usually window dressing

rather than anything else. Student councils are usually given some limited authority over

extra curricular activities. Even where students are represented on the more important

matters (curriculum, discipline, evaluation and so forth), they are most of the time far

in the minority.

Political education is learning by doing, as nicely put by Almond and Verba, "... f h

most social situations the individual finds himself subservient to some authority figure,

it is likely that he will expect such authority relationships in the political sphere. On the

other hand, if outside the political sphere he has opportunities to participate in a wide

range of social decisions, he will probably expect to be able to participate in

political decisions as well" (1965:27L-272). In the light of this statement it is clear that

students are not learning much in schools except for obedience. As will be described

later, newer approaches to political education are addressing the question of student

involvement in the running of schools, but presentþ it remains true that such governance

is for the most part hierarchical and authoritarian. The Ten Nation Survey concludes by

observing that, "perhaps a hierarchical organtzxion such as the school is not the right
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setting for inculcating democratic values" (Torney et al, 1975:21).



1.0 NEWER APPROACIIES TO POLITICAL EDUCATION

1.1 THE CT]RRE¡{T INTEREST

Despite the long tradition of political socializ¿¿ion, the recent interest in political

education represents something new. If nothing else, it is giving new emphasis and

directing renewed attention to the citizenship role of education. It is trying to define -or

redefine- more closely the nature of that citizenship and to suggest ways by which

schools can contribute more effectively to it. According to some commentators the

recent interest in political education is a response to developments which chanctenze

western industrial societies. It is a response to what the Trilateral Commission has called

the "crisis of democracy" with its suggestion that the liberal democratic system has

become ungovernable (Crozier, Huntington and'Watanuki, L975). A United States study

found that secondary school civics and social studies courses made no impact on students,

(Langton, 1969), while in Canada, political alienation and cynicism are running at high

levels as more and more people simply turn away from politics. A major suwey by

Clarke revealed that general comments on politics in Canada were 52% negative and on

politicians a staggering 78% negative in tone (I979:L0). The Ten Nation Survey of

Civic Education reported that "nowhere has the system proved capable of producing the

ideal goal of a well-informed citizenry, with democratic attitudes and values, supportive

of government policies and interested in civic affairs" (Torney et al, 1975:21).

There are two strands to this view that political education should lead to a more

politically literate citu;enry. One sees it as a way of saving the political order. Alarmed
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by the persistent findings of alienation, apathy and cynicism, some people hope that

through more effective programmes of political education the system can be saved. As

Hodgetts and Gallagher concluded ". . .there can be little doubt of the continuing need. . .to

recognize the possible disruption of democncy by intemal stress; and to give more

intensive consideration to the contribution civic education might make to society"

Q978:a-\. Clearly, this perspective sees political education as valuable for maintaining,

and indeed improving, the political system, although it may well include at the same time

a concern for the individual cittzen.

The second strand takes no position on whether the system should or should not be

preserved. It concentrates upon the individml citizen and sees a more broadly based and

active political involvement as worthwhile for its own sake. As Mishler has put it:

"participation in whatever form is conducive to democracy; it strengthens individual seH-

esteem, broadens political understanding, and fosters tolerance and respect for political

authority" (L979:Ia\. As this quotation suggests, there is no necessary contradiction

between valuing citnenparticipation and valuing the maintenance of the political system

of liberal democracy. One apparently leads to the other. The reason for this explanation

is because some educators (cleary, l97l; v/eissberg, 1979;) argued that active

participation by members of the society can lead to the "malfunction of the system".

These researchers feel that if too many people participate in the system and too many

demands ate made, then a possibility exists that the political system may disintegrate.

Hence, it is necessary for some people to be politically inactive.

According to Pateman, the existence of representative institutions at national level is not
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sufficient for democracy since democracy should be defined in terms not of

representation, but of participation (1970). Thus, democracy must take place in other

spheres than the political in order that the necessary individual attitudes and qualities can

be developed. This development takes place through the process of participation itself.

She argues that there is no special problem about the st¿bility of a participatory system;

it is self-sustaining through the educative impact of the participatory process. Pateman

concludes, "therefore, for a democratic policy to exist it is necessary for a participatory

society to exist. .." (1970:42-43).

Political scientists, psychologists and others have pointed out that "participativeness" is

an orientation and a disposition that is learned, and that it best learned young. Almond

and Verba, for instance, argue that democratic values and participation in adult life

correlate with the experience of participation and involvement in school (1965:27I-72).

1.2 RETECTION OF TRADITIONAL CTVIC EDUCATION

IINITED STATES: In the United States objections to traditional civic courses arose

because they avoided the heart of politics, namely dispute and conflict. This is mainly

the result of the heavy emphasis on socialization in American schools. According to

Weissberg, American schools are more directed toward reinforcing existing tendencies

rather than developing new orientations (1979). As Hess and Torney found in their

research, the thrust of school experience is undoubtedly on the side of developing

attachment to the nation and trust in the political system. However, "these rituals ... are

not matched by a cntical examination of the nation's shortcomings or the possible virtues

of other political forms" (Cleary, 1971:94). Because of the emphasis on compliance,
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obedience, authority and order, schools tend to neglect the development of analytical,

critical or reflective inquiry. A result of this consensual approach can be seen in Hess

and Torney's finding that students frequentþ questioned the role of criticism in a political

campaign because of its divisive nature (L967:79).

The inculcation of a simplistic belief in democracy and freedom can lead to a false sense

of either political efficacy or political cynicism. Political cynicism may be a particular

problem insofar as members of low status and minority groups are concerned, as Hess

and Torney found (1,967). Iangton came to the conclusion that in the United St¿tes

higher status blacks tend to be less interested in politics ot participation because of the

realir.¿¡is11of restrictions facing them (1969). He noted that the more courses higher

status blacks take, the less likely they are to seek political information in newspapers,

magazines and television. I-angton elaborates that loyalty and politicalparticipation are

seen as major dimensions of citizenship. Thus, upper-class blacks may tend to be more

loyal and less participative in orientation. It can be argued that after being able to gain

some social and economic power blacks are cautious not to antzgoruze the broader

society. However, this argument only holds true in relation to middle and upper-class

blacks, since I-angton's study also found that lower-class blacks with minimum education

tend to be interested and willing to paficipate in politics. Current political frustration

and anger among broad classes of blacks in the United States cast further doubt on

Iangton's research. All this can be clearly summarized in this answer from a Boston

black youth during the 1960's riot, "... here they teach you in school about that equality

stuff, and Washington and Lincoln and how they freed us, and everyone is the same -
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American. Then you look around and you see what a lot of lousy lies they peddle to

you" (cited by Cleary, l97L:L06).

Also, citizenship courses stop short of political activism. Hess and Torney noted that,

consistent with its emphasis on compliance, the school curriculum under-emphasizes the

rights and obligations of a cltlr;en to participate in government. According to civics

courses, particþation in the system is limited to voting, some campaign activities and

being informed. According to Hess and Torney, the school stresses ideal norms and

ignores the less pleasant facts of political life in the United States (L967). Any other

activities, such as protests, demonstrations and pressute groups are never really

emphasized as an integral part of the citizen's role. In the end, Butts came close when

he said that civic education emphasized the inculcation of civic values and relativeþ

neglected political knowledge, with no discernible attempt to deveþ participatory

political skills (1977 :50).

CANADA¡ In the past political education concentrated heavily on factual descriptions of

political institutions. For example, students learned who could and could not vote and

who was and was not eligible for election to office. In doing all this, however, they

learned little about the realities, the processes and dynamics of politics. According to

Osborne, such an approach ignores reality and to that extent is at least incomplete, if not

dishonest. Hence, students may well be made cynical by the gap between what they are

taught, and what they see (198a:55).

Secondly, because civic education is based mostþ on the study of objective facts and

descriptions, controversial topics have been for much of the time excluded from the
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classroom. According to Osborne, this consensual approach is still very much with us

today. For example, a 1979 text defines the government as "you and others working

together to meet some of your needs" (Marchand, L979:4). The danger with such a

consensual approach is that it may not produce informed citizens, but cynics, as students

see the difference between what they are taught and what really happens. Politics, after

all, is essentially about conflict. According to Crick, it is the creative conciliation of

differing interests, whether these interests are seen as primarily material or moral (1977).

One is tempted to say that traditional civic education in Canada is political education

without the politics. Greenstein defines political socializ¿1ien ¿s "the deliberate

inculcation of political information, values and practices by instructional agents who have

been formally charged with this responsibility" (1967:551). Maybe this is what

traditional civics has been most of the time.

BRITAIN: The public schools in the nineteenth and throughout the twentieth century

consciously prepared and continue to prepare ruling class youth for government. But

the civic education of the masses remained virtually confined to the annual flag-waving

ritual of Empire Day. History was seen as the most appropriate vehicle for political

education. As Heater points out, " ... the official attitude that dominated the L950's and

60's was therefore to refurbish the doctrine of Politics through History -..." (L977:29).

Civics centered around British Constitution courses with "safe" descriptions of central

and local government institutions. The situation has changed dramatically since then,

First, the Politics Association, formed in 1968, has undertaken work of considerable

importance. According to Heater, teachers and educationists interested in the teaching
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of political education came together to refine their thoughts and improve their practical

skills. Secondly, rn 1970, the legal age of majority and voting was lowered to 18, while

during 1972-73 the statutory school leaving age was raised to 16. These actions drew

more people's attention to the problems of political awareness and education. According

to Heater, the case against political education built upon the argument of immaturity was

utterly demolished (L977).

Thirdly, Heater argues that the case against involving young people in political studies

at too tender an age was also being weakened by research in the field of political

socialization (Iless, 1967; Langton, 1969; Weissberg, L979). Elementary students were

shown to possess basic political awareness and it has also been shown that elementary

political material is not beyond their comprehension. Weissberg referred to this as the

primary argument, which asserts that fundamental and enduring attitudes, values and

behaviors are formed in early childhood. "...agreement exists that early childhood

socializationplaces enormous constraints andpredispositions on subsequent development"

(1979:.25). In an American context, Weissberg even argued that although loyalty and

identity may vary later in life it seems to be acquired very early, before the age of five.

Such loyalty can also include attachments to more specific political institutions, customs,

and symbols, such as the President, Constitution or the Flag. Although these orientations

may not remain forever unchanged, they clearly act as a filter and set broad limits on

subsequent learning. I^angton argues that by the time students reach high school many

of their political orientations may have been crystallized (L969). According to him,

elementary schools are critical in forming basic political orientations. But it was the
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study by Hess and Torney during the 1960's that clearly gave substance to the idea of

the early development of political orientations. They relate this early readiness to

identify with one's country as perhaps an extension of the desire for group association

which is exhibited in many facets of life. Feelings of allegiance and patriotism reflect

a need for group affiliation, while symbols (flags, anthems) to which loyalty can be

pledged reinforce this att¿chment (1967:27). Connell argues that children's political

thought is not simply a reflection of adult perception, but "each child's construction are

to a degree idiosyncrattc,..." (L971:230). According to Connell, children do have a

conscious creative activity in the development of their own beliefs and if educators want

them to move outside the boundaries of conventional politics then teachers will have to

provide the stimulus. Thus, political education has become, in the opinion of Heater,

a political necessity.

1.3 APPROACHES TO POLITICAL EDUCATION

Political education, to use Milbrath's term, "is an attempt to turn spectators into

gladiators" (1977). Osborne states it nicely when he says that political education refers

to the attempt to teach school students about politics and the political system of which

they are pafi, with a view to making them more politically aware and to getting them to

participate more effectively and more readily in the political arena (1984). This is

especially necessary in the case of Canada where a recent survey found: "... a majority

of Canadians simply do not like politics orpoliticians... general comments on politics

were 33 % positive and 52% negative. The general comments on politicians were a

staggering 78% negative in tone..." (Clarke, 1979:22). One solution to tbis problem of
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cynicism and apatþ is to organise political education programmes nor around political

institutions but around issues. This possesses some advantages: issues are, by definition,

about conflict and this embody the central question of politics; they can usually be made

relevant to contempomry affairs and to sfudents own concerns; they embody controversy

and this encourage a style of teaching which allows students to pursue their own opinions

and arguments, and the possibility of indoctrination by teachers diminishes. The

Canadian Public Issues Programme, for example, has two major goals: one, to enhance

students' understanding of Canada through "active discussion of its major social

confticts" and, two, to teach "the skills necessaly for the analysis and discussion and

resolution of such conflicts" @ourne et a7, 1979:7). A similar program, the Harvard

Social Studies Project, used what it calls persisting issues (Oliver, 1966). The argument

here is that topics that generate controversy today may be forgotten tomorrow or the day

after, so that it is nearly impossible to forecast what problems will arise during a

person's lifetime. However, just about every conceivable political controversy resolves

around a number of persisting issues which are as old as society itself.

Both programmes envisage a particular kind of citizen, one who can handle issues

rationally and objectiveþ, who knows how to discuss, listen and argue, who thinks

reflectively and who has a sense of social responsibility. This is to say that both

programmes are more concerned with skills and dispositions than with knowledge as

such. As Cleary puts it, a cituen of a democratic country needs more than knowledge,

he or she needs a capacity for evaluating and utilizing knowledge and for subjecting

social problems to reasoned analysis (I97L). One may legitimateþ ask whether any kind
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of programme that con-fines itself to the classroom, no matter how innovative, can

achieve all this. To analyze, discuss and t¿lk about an issue is one thing; to do

something about it is quite another.

A different approach isolates the major political concepts or fundament¿l ideas which will

make sense of alarge amount of det¿iled information. Most programmes that have done

this have turned to the academic discipline of political science, rather than history, as the

source of concepts. Fenton, in a programme called Comparing Poltical Systems, used

a selection of primary concepts (1966). According to Fenton, the usefulness of concepts

lies in the questions which they generate. For example, he takes the concept of political

leadership and shows that it contains a whole series of questions: How are leaders

recruited? What are there personal characteristics? How do they gain and maintain their

support? The Comparative Political Systems project is organised around five major

concepts: leadership; decision-making; institutions; ideology and citizenship. The

important point is Fenton's insistence that in politics the students must be taught

analytical questions through a systematic method of inquiry. Fenton's use of both a

method of inquiry and of analytical concepts naturally led him to emphasize

inquiry/discovery strategies. The goal was that students would learn to formulate their

own political questions and hence have a richer awareness of the political world.

In some ways similar to Fenton, the progr¿Lmme in American Political Behaviour also

rejects the legal-institutional-historical approach typical of much of the teaching of

politics in schools (Mehlinger et al, 1972). It focuses on the behavioral approaches

characteristic of contempomry North American political science. As the title suggests
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it stresses political behavior. It deals with the relationships between behavior and social

forces and focuses upon political culture; political socializ¿1isn; social class; status; role

and decision making. Both Comparative Political Systems and American Political

Behavior receive their organizing ideas from political science.

A third approach, a British project, has rejected this in favour of a set of concepts drawn

from everyday life (Crick, L978:47-62). According to Crick, we do not need to go

beyond the language of everyday life to understand and participate in the politics of

everyday life. Academic concepts are not necessary for the job at hand. The Political

Literacy Project sees the study of politics as consisting of three elements: a) government,

b) the people, and c) the relationship between them. This project is concerned with

developing politically literate persons, which is a goal that goes beyond knowledge and

understanding to include skills, values and a commitment to participation. As Crick puts

it, "to have achieved political literacy is to have learned what the main political disputes

are about, what beliefs the main contestants have of them, how they are likely to affect

you and me. It also means that we are likeþ to be predisposed to try and do something

about the issue in question in a manner which is at once effective and respectful of the

sincerity of other people and what they believe" (1978:13). To achieve this, the task of

curriculum development will then be to combine the conceptual treatment of politics with

an examination of contemporary political disputes. However, although the Project

advocates participation, it says very little about how to prepare students to participate.

Another approach, called Comparing Political Experiences, was sponsored by the

American Political Science Association (Gillespie et al, 1974). This project arose from
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the negative research findings concerning the effects of civics courses and the low levels

of political participation. It emphasizes the importance of political participation and aims

to raise the levels and quality of political participation among students of school-leaving

age. Its developers believed, as Entwistle puts 7t, that apathy and alienation arise because

the citnen finds little congruence between the ideology of traditional civics and the facts

of kfe as he or she finds them in the political system (1971:26). Hence, its goal is "to

provide students with sufficient experience in analyzng and acting in political situations

that they will develop habits of participation which will transfer into their everyday lives"

(Gillespie, 1974). The unique aspect of this project is its careful working out of what

is involved in political participation and in teaching it. It sees participation as depending

upon possession of a range of skills and thus demanding careful training. Students learn

through acting as observers, supporters, advocates, and facilitators in group settings. In

addition, they learn and apply the skills involved in decision-making, bargaining, ffid

conflict-management. Having learned and practised these skills in carefully supewised,

non-threatening environments, students then practise them in various school settings

(clubs and committees). Students learn to analyze and participate in the politics of the

school, which is seen as a political laboratory, and then move out into the politics of the

community. "The school is viewed as a microcosm of political life and everyday

experiences in leadership and decision-making are ltiliz.ed both for study and for

participation by students" (Gillespie et al, 1974:4).

Finally, there is an approach which organizes a programme around the idea of a political

system. The best known of the systems approaches is that of Easton (1979). Simply
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described, Easton sees a political system as a process by which inputs are converted into

outputs with the latter affecting further inputs. For example, any political system has

two types of inputs: one, demands made by citizens, and two, a generalized feeling of

support for, or opposition to, the system. Through Easton's approach one can picture

a five-step model of political analysis: a) the environment within which the political

system exists; b) the demands (inputs) which enter the system; c) the process of

converting the demands (inputs) into results (outputs); d) the results, policies or ouþuts

of the system, and e) the feedback process by which these results and policies create

further inputs. This has special appeal as a teaching device, since students can apply it

to any political system, past, present, or future. consequentþ, this approach was

successfully applied to classroom teaching in Winnipeg in the Political Education Project

(Seymour et al, 1985). Similarly it presents a key for unlocking the complex past. The

idea here is that students need some analytical framework to heþ them understand how

political systems operate. However, this approach will not automatically leads to greater

politicalparticipation. As Osborne argues, political efficacy and competence are aspects

of a wider sense of personal effectiveness and this is achieved not so much by studying

anything as by actng upon things (198a).

1.4 CLASSROOM ATMOSPHERE AND TECHI\¡-IQT]ES.

The very nature of politics demands that we prefer certain approaches over others. If

we take democratic principles seriously, then politics are a matter of inquiry, discussion,

and anaþsis, not for authoritarian one-right-answer approaches. The lecture method may

well be appropriate when students have to learn facfual information, but sooner or later
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they will have to form their own opinions. The Ten Nation Survey concluded that the

only variable which seems to support in a positive direction all the desired outcomes

(namely knowledge, values, participation) comprised measures of what is often called

classroom climate (Torney et al, 1975:20). This is particularly true where students are

encouraged to express their opinions.

The survey found that schools which were less authoritarian and more interested in

pupils, were developing more knowledgeable students. Also, "the negative showing of

rote and ritual is consistent with much modern pedagogical thinking, which stresses the

active participation of students in learning and the value of students drawing their own

conclusions to social and scientific problems" (Torney et aI, 1975:153). Thus, students

have to cease being more or less passive recipients of someone else's information and

begin to see their own ideas as worth examining.

If one thinks of politics in conceptual terms as power, authority, obligation, rights and

fairness then there is no problem in linking politics to what the young know. One

approach to the whole question is to see politics as involving far more than government.

According to Miller, politics is a basic human activity which makes it appearance

wherever there are rules (1965:290). Politics then can be seen in the family, classroom,

in interaction among friends, and so on. And, according to Heater, children can have

a valid concept of "fairness" without even having read the rules (1978). Hodgetts and

Gallagher argued that the informed analysis of such political situations are child related

opportunities to develop understandings and senses of group responsibility and social

obligation, of far more benefit than the memorization of government practices or abstract

32



political concepts (1978). To organze students to tackle school and community problems

- litter, ftaffrc, etc. - also has obvious political applications. The important point is to

make the learning experiential and to lead it into wider political issues. The acquisition

of political knowledge, for example, has no necessary connection with support for

democratic principles, nor with political participation. As Heater puts it, one learns

responsibility by being given responsibility, and also one learns to be active by being

active (1978). This means one cannot teach democracy in an authoritarian setting. At

best, one can teach about democracy, but one cannot teach students to be democratic.

To quote Kohlberg, "... if you want to develop morality or a sense of justice in kids, you

have to $eate a just school, a just classroom environment" (1972:10-14). Thus political

education must concern itself with the opportunity to practice appropriate skills and

attitudes, as well as with knowledge. It must also attend to the involvement and activity

of students, because, according to Milbrath, persons who feel more effective in their

everyday tasks and challenges are more likely to participate in politics (1965:59).

There are at least three ways of doing this. One is to use the school itseH as an object

of political analysis. A second is to reform the government of the schools so as to allow

for more student participation. A third is to engage students in politically relevant

activity outside the school. The Comparing Political Experiences Project saw the school

as a "political laboratory". In this way the students' everyday life experiences in the

school governance activities are tapped for multiple instructional purposes. The school

is seen as a case-study in politics, embodying concepts of power, authority, socializ¿1iep,

decision-making and so on. Beyond this, however, the school also serves as an arena
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where students can act as participant-observers, or interview relevant leaders. From

these considerations emerges a case for some form of authentic student self-government

within the school. According to Entwistle, the levels include decisions about curriculum,

teaching strategies, student evaluation, rules and regulations (197L). Entwistle never

clarifies where student participation will be limited, although he says that children must

learn to work within a legalistic framework, just as the school must operate within one.

Entwistle argues that student self-government is not an all-or-nothing approach.

Finally, Newmann sees efficacy developing mainly through out-of-school experiences.

There is a small but growing trend to design political education in terms of getting

students involved in community and public issues (1975). Newmann sees student action

outside school as taking at least five forms: 1) voluntary service with social agencies; 2)

community projects; 3) political action with political parties or interest groups; 4)

community study and surveys; and 5) internship in community orgaruzations. He insists

that involvement and participation are not emphasized as substitutes for study and

reflection, but as a way of cementing study and reflection with social realities and

participation skills. This concept of citnenship emphasizes the informed, active citnen

with the ability to exert influence in public affairs. These action programmes consists

of more than just going into the community and doing something. They involve choices

and priorities as to what should be done; they involve confronting and dealing with

political realities; they involve learning the arts of negotiation, persuation, and influence.

Conrad and Hedin suggest five criteria for assessing the value of action progra.mmes,

namely, students should, a) have some responsibility for making their own decisions; b)



have other people depend on their actions; c) work on tasks that strengthen their thinking

both cognitiveþ and ethically; d) work with other age groups; and e) reflect

systematically on their experience (I977:a8-73). Thus, action programmes are not

intended to promote action for action's sake, but rather as carefully organized affempts

to develop students' political skills, sense of responsibility and general feelings of

competence.

Finally, Osborne makes the foundations of contemporary political education clear when

he says that they are based on the research into cognitive development and try to convert

the abstract subject matter of politics into terms that students can understand through

concrete, personal experiences; they take note of the findings of political socialization

research which indicates the near complete failure of traditional approaches; they

recognize the findings of educational researchers as to the impact of the hidden

curriculum, and fuully, they are grounded in a political theory which takes popular

participation seriously (198a: 60).
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1.0 SOCIALTZATION

Any political unit socia.lizes its young: it inducts them into prevailing nofins, mores,

customs and values. As Hess and Torney put it, socialization is "the process whereby

a junior or new member of a group or institution is taught its values, attitudes, and other

behavior" (1967:6). Socialization, therefore, explains how a person becomes capable of

participating in a society, and how this helps a society to sustain itself. Easton and

Dennis label this the "system-maintenance" theory and describe how all socialization

actually contributes to the persistence of political systems (1973). Hence, socialization

does not take place at random. Rather, society (or certain powerfrrl groups in it)

speci-fi,es definite outcomes or ranges of outcomes. For example, every society expects

law-abiding and loyal citizens and most societies try to achieve desired and appropriate

results in the socialization of their young, so that they participate in society in approved

and appropriate ways. This includes such things as learning to wear appropriate clothes

for different kind of occasions or, as Easton and Dennis put it, "people learn through a

series of complicated processes to address themselves more or less favorably to the

existence of some kind of political life" (1973:60).

This socialization is both formal and informal. First, informal socialization includes all

those everyday taken-for-granted interactions that occur in any society. As Sigel argues,

"much of this norm-internaTtzation goes on casually and imperceptibly --most of the time

in fact without our ever being aware that it is going on. It proceeds so smoothly

precisely because we are unaware of it. We take the norms for granted, and it does not
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occur to us to question them" (1969:79-80). This consists of casual comments (in

school, family or ¿rmong friends), symbols (like the flag and historical monuments),

rituals, ceremonies, and so forth. Secondly, socialization in most societies also takes on

a very formal manifestation. This results in special institutions, especially schools today,

where socialization takes place through initiation ceremonies and special training.

Fufher, most modern societies have organtzed "political education" as a deliberate policy

of socialization.

1.1 SCHOOLS AS INSTITUTIONS OF SOCIALTZATION

According to Hess and Torney, "the public school appears to be the most important and

effective instrument of political socializ¿1isn in the United States" (1967:101). palonsþ

feels that "schools can reinforce or amend the patterns of political learning children

acquire at home in dramatic and enduring fashion" (I987:a%). These researchers argue

that as an agent of socialization schools operate through classroom instruction and

ceremonies. The results are that schools reinforce the early attachment of the child to

the nation, for example, through displaying the flag, performing the pledge of allegiance

and the singing of patriotic songs. Also, the attitude of submission, respect, and

dependence manifest in the gestures and words surrounding these acts coupled with the

group nature of the behavior are impofant socializing elements. These rituals in schools

establish an emotional orientation toward country and flag even though an understanding

of the meaning of the words and actions has not been developed. Hess and Torney feel

that the process of socialization in later years can best be understood in the context of

this early establishment of unquestioning patriotism (1967). These perceptions are
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closely supported by Weissberg who sees schools as institutions with enormous

opportunities to influence the minds of the young (1979). First, there are the explicit

messages directly conveyed to students through their civics courses. Secondly, the nature

of the authority relationships within the classroom and school can also influence political

orientations and hence, must be considered separately from course content (this is

discussed in the section dealing with the hidden curriculum and political development).

Thirdly, the social mixture of the school environment is also a potential means of

influence on the socialization process. For example, I-angton found that where lower-

class students are in the minority, they tend to conform to the political ideas of their

middle-class friends (L969). Hess and Torney also found that the "extent of congruence

in responses supports the conclusion that the school is a powerfi.rl socializing agent in the

area of citizenship and political behavior" (1967:LI4). Thus, in the final analysis,

schools are important socializing agents and even though educators have questioned their

importance in the socialization process nobody has really denied it.

2.0 AIMS OF SOCIALTZATION

According to Easton and Dennis, the development of support through socializ¿1ieq ¡61

any political system is best understood when analyzed as directed to specifiable aspects

of a system (1969). Easton and Dennis broke a political system into three major

components or objects: the political community, the regime, and the authorities.

2.1 THE POLITICAL COMMT]MTY

Easton and Dennis define the political community as that aspect of a political system that

can be identified as a collection of persons who share a division of political labor (1969).
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For example, a member of the Canadian political system believes that there are others

with whom he/she should participate in making and implementing most day-to-day

decisions and whom he/she calls fellow countrymen, or women. Hence, there is the

expectation that political issues will be resolved in ways characteristic of the Canadian

political system. Easton and Dennis suggest that att¿chment to the political community

comes flrst and is very emotional and value-laden and most resistant to later change. It

is essentially patriotism, whether love of country, tribe or ethnic group.

2.2 TIIE REGIME

This describes that part of the political system that can be called the institutional order

in the very broadest sense of the term. It refers to the underþing goals that the members

of the system pursue, the norms or rules of the game through which they conduct their

political business, and the formal and informal structures of authority that arrange who

is to do what in the system. Modern categories in describing the regime include

democracy, totalitarianism, dictatorship, one-party regime and so forth. Each type

reflects a unique combination of goals, operating norrns, and structural arrangements.

The assumption is that no aggregate of persons would be able to resolve its differences

authoritatively unless it had developed some minimal structure of authority. Neither

could the members hope to continue as a group if they did not share some minimal goals

and abide by some kinds of rules for solving their differences in common, at least for

those cases where private settlements could not be reached. "In this sense it is difficult

to conceive of any kind of society, however small, in which a political regime did not

emerge for handling those kinds of differences we would call politicaT, that is, that
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require some kind of settlement through the making of binding decisions" (Easton and

Dennis, 1969:41-10). It must be noted that this type of socialization involves less

emotional attachment and is more open to possible changes.

2.3 TTIE AUTIIORITIES

Finally, there are those members of a system in whom the primary responsibility is

lodged for taking care of the daily routines of a political system. In democratic systems

they are described as the elected representatives and other public officials, such as civil

servants. In other systems they can be identified as the rulers, governors, or political

elite. Thus, they are the actual occupants of the seats of political authority. It is clear

that no system could hope to persist unless it had some members who saw it as their duty

or responsibility to conduct the routine business of the system. It is not enough that

members identify strongly with their political community and have faith in some regime.

Most of the politically relevant (or effective) members must also be prepared to lend their

favor to some set of authorities and accept their actions as binding, even if only

tentatively, reluctantþ, or under coercion. At the very least their support must take the

form of acquiescent neutrality, if some kind of political system is to persist. This type

of socialization is the least emotional, value-laden and therefore very wlnerable to future

fluctuations. Hence, "fot some kind of system to persist, a society must be able to

assure itself that its members share a division of political labor, that there is a regime

acceptable to most politically relevant members, and that some authorities are ready and

able to govern (Easton and Dennis, 1969:47-70).
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3.0 WIIAT DO CHILDREN LEARN WIIEN THEY LEARN ABOUT POLITICS?

According to Allen, Freemen and Osborne, children have and expÍess political

knowledge and attitudes (1989:57). They are capable of political reasoning. In

elementary school, children receive both direct and indirect education in the political

realm as they experience power, control, and cooperation in social relationships. From

this, children deveþ behaviors that are or are not consistent with the democratic

process, positive and non-aggressive conflict resolution or the opposite, awareness of or

respect for authority or the lack thereof. Palonsþ argues that political socialization is

a basic theme of the elementary school curriculum (L987). "Picture books convey

political messages, teachers model political behavior, and school discipline and

organtzation foreshadow normative adult orientations toward order and authority. It is

difficult to divorce any part of the school or the curriculum from the political learning

process ..." (Palons(cy, 1987:494). In this process social studies education

--knowledge, values, skills, and social participation-- is considered part of the

socialization agenda for children.

However, Palonsþ argues that the emphasis is on content, with social action and

political participation receiving the least attention. And although values are taught, they

are rarely examined (I987:a9$. Hess and Torney support this view when they say that

citizens' right to participate in government is not emphasized in the American school

curriculum (1961). 'Where participation is encouraged it is defined soleþ in terms of

elections and voting. Hence, the tendency to evade some realities of political life seems

to be paralleled by the school's emphasis upon compliance with respect to both itself and
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the community. Ehman indicated that more open, more demoqatic classrooms were

positively related to higher levels of political efficacy and lower levels of political

disaffection and cynicism (1980). Further, democratic classrooms --those charactenzed

by a high level of openness, student participation, and free argumentation-- are

considered essential to the development of informed, decision-making citnens. But most

analyses of classrooms find an orientation away from democracy and cooperation toward

one of competition for grades and deference toward authority (Torney et al, 1975).

Naturalistic descriptions of classrooms report few scenes of open discussions of politics

or rehearsals for adult democratic participation (Palonsky, 1986). Decisions are made

from the top down; authority rests in the hands of a few; dissent is too often sacrificed

for order; and alternate political views are rarely examined. Ironically, the schools often

focus on discipline and control in the name of citizenship education. As Hess and

Torney note, "it seems likely that much of what is called citizenship training in the public

schools does not teach the child about the city, state, or national government, but is an

attempt to teach regard for the rules and standards of conduct in the schools" (1967:248).

Newman also argues that the inculcation of patriotic rituals receives greater curricular

emphasis than democratic participation (1975). Most of this research was completed in

the United States and its applicability to countries other than the United States can be

questioned. In South Africa, for example, students do not receive any explicit citizenship

education. Yet, most of the students in high schools are not only politically informed but

participate frequently in political actions.

According to Shaver, the most common means of transmitting social studies information
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in elementary schools today is the textbook, accounting for as much as 90% of the

teaching time during social studies instruction (1980). Palonsþ argues that reliance on

single textbooks has become a defining chanctenstic of social studies in most public

school-grade levels and a cause of concern for social educators. Anyon feels that these

textbooks used by teachers are not neutral, apolitical compilations of information but

highly pohticaedinterpretations of social institutions and events (1978). The books offer

a planned socialization agenda that encourages students to accept uncritically the norms

of society. Anyon argues that the content of books tends to favor prevailing patterns of

power and wealth without questioning the propriety of unequal distribution or suggesting

that it might be problematic. Conflict is also avoided in textbooks, while acceptance is

pnzed. By selectively emphasizing certain interpretations, omitting others, and

portraying social and historical events as uncontroversial, a false social reality is

conveyed to students. The net effect, whether planned or accidental, is that textbooks

convey to students consensual, single interpretations of issues and events independent

of the conflict that inheres in them. This situation is also confirmed by non-U.S.

researchers, for example, Osborne, Pratt, Chancellor, Dixon and others.

Most researchers and educators agree that high school students develop a mistrust,

decreasing political efficacy and a sense of powerlessness, in contrast to the initial

benevolent image of government, political leaders, and the system among elementary

school children (I-angton, 1969; I-angton and Jennings, 1968; Greenberg , 1973). Zevin

argues that this is all the result of a disharmony between matumtion and particþation

needs on one hand and the political system as portrayed in school textbooks and practised
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in the school on the other hand (1983). The lack of political efficacy, increasing

cynicism and alienation among high school students are related to the lack of relationship

between regular civics and government courses and textbooks and the growth of political

knowledge and understanding Írmong adolescents. "In short, increasing factuallearning

has either no effect at a17 or a detrimental impact on teenage attitudes" (Zevrn,

L983:I23). Zevin states that authoritarian classrooms charactenzed, by rote learning,

informational goals, lack of argument, and an unwillingness to discuss sensitive issues

correlated with higher levels of student cynicism and alienation but lower levels of trust

and efficacy (1983). Since Torney and others in a ten-nation survey found that

citizenship education classes are typical as described above, it is perhaps quite surprising

that democratic societies still exist (1975). Merelman was not missing the point when

he said: "perhaps we become democratic, despite the school's best efforts" (1980:319).

4.0 POLITICAL SOCIALTZATION

Easton and Dennis argue that political socialization refers to the way in which a society

transmits political orientations --knowledge, attitudes, noÍns, and values-- from

generation to generation (1973:59). Palonsþ defines political sociatiz¿¡l6n as all

political learning, both formal and informal, deliberate and accidental, including those

things that are part of the written curricula of the schools and those things left out by

accident or design (1987). Knutson sees political socialization simply as a developmental

process through which orientation and patterns of behavior ¿rre acquired (1972). Knutson

states that within every polity a process of political socialization occuß because the adults

in each polity possess politically relevant information and orientations not possessed by
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new members of the society, and which these new members have to learn.

Perhaps Greenstein gives the most all encompassing definition of political socialization

when he suggests that it be viewed broadly as learning that is "formal or informal,

deliberate and unplanned, at every stage of the life cycle, including ... nominally non-

political learning" (1968:551). Political socializ¿¡isn helps to explain how political

systems persist, because no political system has been able to persist soleþ on the reliance

on force only. Greenstein argues that political authority is likely to be more effective

when it is obeyed automatically or willingly because citizens have learned to accept

certain institutions and leaders as legitimate than when sanctions have to be threatened

or are employed (1965:a-1. In this process of political sociatization, or as some neo-

Manrist researchers call it social control or hegemony, schools perform a vitally

important function. Despite many socialization agencies in society, schools are the only

sûate-controlled arena in which children can practice citizenship skills and develop

political knowledge (Palonsþ, 1,987). Schools can also neglect to perform this function

as seen in the previous section.

5.0 TWO BROAD APPROACIIES TO POLITICAL SOCIALTZATION

RESEARCII

Two definitions of political socialization can be identified. In the first, the focus is on

the political system and how it effects political development. This is also referred to as

political socialization. In the second, the focus centres on children and how they learn

and develop politically. This approach is sometimes called political learning.

45



5.1 POLITICAL DEVELOPMENT THROUGH SOCIALTZATION

The notion that political development takes place mostþ through socializ¿1ien was

est¿blished through the "founding fathers" ofpolitical socialization research and theory

in the 1960's and 70's. Through major survey studies, questionnaires, and structured

interviews of school children Greenstein (L965), Hess and Torney (1967), Easton and

Dennis (1969), and many others came to the conclusion that political socialization occurs

through a combination of family and school actions. Further, they argued that most of

this learning takes place before children finish elementary school and stays basically the

same through their life. According to Almond, the persistence of early socialization ".. .

is one of the most importzrft factors making for the resistance to social and political

change" (L960:27). Researchers later disagreed over whether political development only

takes place through social learning, but few questioned the importance and peÍnanence

of political learning and development in the earþ years.

Certain central themes chnactenze this early research. First, according to Easton and

Dennis, children are moulded very early in life to adapt to a certain political system

(1969). The growing child seems to identify and hold opinions about political authority,

such as the president, policeman, mayor, ffid parliament. The child then gradually

moves out to identify certain aspects of government institutions and even makes pohtical

party identification. According to Greenstein, these political feelings, evaluations, and

attachments develop well before the child learns the relevant supporting information

(1965). The source of these preferences lies in the family although children spent hours

today in front of the television and may develop some political ideas from the mass
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media (Connell, l97l; W'eissberg, 1979). The origin of this early identification, so the

argument goes, is to be found in the child's feeling of belonging to a group, family, and

friends. In this process the child is seen as some sort of tabula rasa which is continually

refurbished with knowledge and information from family and school. As Greenstein

remarks: "the most important source of children's conceptions of authority undoubtedly

is the civic instruction which goes on incident¿l to normal activities in the family"

(965:a$. Jennings and Niemi support this viewpoint when they say that parents

transmit to their children basic postures toward life which the children carry with them

at least until the development of their own critical faculties (1973:337). This process is

supported through political rituals in schools. Hess and Torney, argue that "the public

school appears to be the most important and effective instrument of political socializ¿¿i61

in the United States" (1967:10l). However, I-angton also concluded that schools are

only one of the socialization agencies and their influences on children are limited (1969).

Still, these authors feel that the family's primary effect is to support consensually-held

attitudes, but the socialization which results in differentiation in everyday politics lies

outside the parent-child relationship. But the perception is very much that political

development and learning take place only in either school or family. It must be noted

that little of this earlier research took into account the effect of the mass media and peer

groups on political socialization and these findings are questionable today where

television plays such an important role in society.

Secondly, all these researchers agree upon the almost total absence of any political

mistrust or political cynicism among elementary-school children. "Instead as we shall
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see, the spontaneous reference to politics had a remarkably benign quality" (Greenstein,

L965:3I), or, as Easton and Dennis remark, "the benevolent, protective, helpful, and

otherwise good qualities of govemment constitute the flrst and continuing overall context

of evaluation" (1973:73). A reason for this early idealjzation of politics and authority

is that adults "sugarcoat" early political interpretations. Another psychological

explanation is that children unconsciously perceive the president, policeman, and mayor

as analogues of parents and other immediate environment figures. Children are

expressing positive feelings toward political authority, which they learn to express

towards the family. These positive affective feelings later spiJl over into the other

(colder and more impersonal) spheres of the political system. Greenstein puts it nicely

when he says "citizens unconsciously link primary and secondary environment figures

and respond to the latter in terms of the former" (1965:50). Again this research can be

questioned since most of the earlier research samples (Hess and Torney, 1967;

Greenstein, 1965) were based on white middle-class children, excluding black African-

American and native Canadian youths. Most of the preliminary studies were also

completed during the relatively economic prosperous and socially "quiet" years of the

1950's and 60's in the United States. Thus, it could well be that this early political

socializ¿116n research reflects an unusual or a-typical st¿te of affairs. fn more conflict-

laden times, when govemment is often struggling for support, it could be that even

children are affected by the general sense of alienation.

Thirdly, most of these researchers agree that this political socialization process

(<nowledge; efficacy; participation) is strongly affected by children's social class.
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Greenstein states that"the lower an individual is in status the less likely is he to be active

and involved -not only in politics, but also in other aspects of community life" (1965:89).

Most of these researchers accept the argument of I-ane who offered several reasons why

persons in lower-classes might have less political knowledge, ffid fewer feelings of

efficacy and participation. These include a lack of time and energy among lower-class

people, a lesser economic stake in the community, fewer group memberships, and fewer

intellectual and educational skills to cope with political life (1959). However, it is hard

to accept these reasons because lower-class children certainly have similar time and

energy available (if not more) to participate in politics and also no fewer intellectual

skills. As noted earlier schools are not preparing students to particþate in political

activities. Hence, it seems that I-ane is missing the key point: lower-class people know

that the system will not respond to them --so why bother? I-ane further suggests that

"child-rearing practices in the lower-status groups tend to provide a less adequate

personality basis for appropriately self-assertive social participation" (1959:234). This

opinion is supported by Kohn who says "... working-class parental values center on

conformity to external prescriptions, middle-class parental values on self-direction. To

working-class parents, it is the overt actthat matters; to middle-class parents, it is the

child's motives and feelings that maffer" (1963:a71. There is a certain "blaming the

victim" aspect to all this, as can be seen, for example, the myth that poor children will

never be successful since they are socialized to short-term values (cars and money) and

do not display a work ethic and delayed-value-gratification (Ryan, I97L).

Despite the fact that lower-class children later become alienated from and cynical about
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politics and political participation, Greenstein (1965); Hess and Torney (1967); and

Easton and Dennis (1969) are in total agreement that most elementary and adolescent

school children start their political socialization with the same positive attitude. Initially,

lower-class children seem not to share their parents' negative feelings about politics.

Greenstein remarks: the explici¡ 1¿fisnaliz.ations which go with low political

involvement do not seem to be present by eighth grade" (1965:100). But, towards the

end of elementary school, lower-class children lose their positive feelings toward

goveflrment so rapidly that Greenberg questions the persistence theory of these

researchers (1973). He argues that in the United St¿tes "black children are socialized to

political orientations different from those of the members of the majority culture"

(1973:268). Greenberg relates this to economic and social deprivation since "children

are likeþ to respond negatively to that deprivation" (1973:264). He also argues that the

fast fading benevolent image of authority figures (policeman) occurs because lower-class

children come into harsh contact with the police in their poor neighborhoods. These

perspectives are confirmed by samples from I-angton and Jennings who found lower-class

black students to be less loyal (then middle-class white and black students) after exposure

to civics curricula in high school (1968). This seems to be especially the case in

countries where the political and economic system are perceived as favoring only certain

members of society. In South Africa this political alienation takes place at an even

younger age.

In the final analysis, Greenstein argues that the stability of the American political system

suggests that powerfrrl psychological mechanisms encourage political obedience. A
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favourable conception ofpolitical authority is acquired early and the research suggests

that it is also the most resistant to later change. Weissberg calls this the primacy model

which includes political learning in early childhood and forms the core of a person's

adult political identity (1979). This core includes basic loyalties to political institutions,

symbols, historical figures, and ideologies. Early political attitudes and evaluations act

as a filter for later, more specific learning of political information and attitudes, partisan

preferences, and political participation. Consequently, if adults later in life become

disillusioned with the political system, their longest perception (which is positive) may

override later adult negative feelings. Greenstein concludes: "early idealization of the

president should contribute to the ease with which members of the American political

system deveþ a strong attachment to the structure of the regime" (1965:5a). For

example, one can argue that black Americans only want to be allowed into the system.

They have a fairly positive view of the system in the abstract: rather than reject it they

want to be part of it.

As mentioned earlier it must be remembered that most of the data collection and surveys,

which form the basis of these research, were completed during the relative st¿ble 1950's

in the United States. The social turmoil during the 1960's and the Los Angeles riots in

1992, clearly reveal the contradictions within the persistence theory. Further, it seems

that this theory is only applicable in societies where there is a basic perception of the

justice and fairness of the political system. In a country like South Africa where early

positive attachment to the political system is absent for the vast majority of people the

situation is very different. This is clearly revealed in the frustration, anger, and political

f,J_



violence which form part of the political development of children in South Africa.

During the 1980's schools became institutions of militant resistance against the

government with teachers and school authorities turning into the targets of children's

political anger. Student's political attitudes reflected the broader rejection of the political

system in South Africa.

5.2 A RETECTION OF THE POLITICAL SOCIALIZATION TIIEORY

Not all researchers accepted these early findings. Jennings and Niemi, for example,

argued that in ordinary socialization continuous change and transformation take place.

In their view political socialization is no different (1968). In questioning the traditional

perspective, they compared late adolescents with various age-groupings in the adult

public and with pre-high school children. They came to the conclusion that some

changes do t¿ke place in the high school years, for example, in cognitive capacities, as

well as in the frequency of politically-related activities. "'We observed sizeable

alterations in political interest and activities, in the conceptualiz¿¡ls1 of political pafies

and att¿chment to them, in the differential saliency of political systems, in the relative

emphasis on various citizenship nofins, and in overall political cynicism and objects of

political trust" (I968:a6Q.

However, it was the emergence of a new qualitative research paradigm, developed

through the 1970's and which replaced the quantitative methods employed by the early

researchers, that led to a more serious questioning of their findings on political

socialization. This resulted in a new perception of political socialization based upon a

theory of cognitive learning in contrast to social learning. An example of such a
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researcher is Knutson who wrote: "in place of a systematic (and rather uniformly

received) process, I propose here a view of polrticnation as a ptocess through which

individuals (in Piaget's terms) both accommodate to and assimilate (make their own) the

generaltzed themes of their political culture" $97a:8). Knutson believes the analysis of

aggregate responses distorts and avoids the individual personality differences it purports

to capfure. The analysis of socialization as an individual process requires assessment at

the individual level.

In a similar vein, Palonsþ argues that, althoughpolitical socializ¿lien is a process, much

of the research of the 1960's and early 70's focused on the outcomes of political

learning, such as attitudes, behavior, and the acquisition of information. I-arge-scale

scientifically drawn surveys have been popular in political socialization research, but not

enough emphasis has been placed on the ways in which the civic culture is presented to

children or interpreted by them. Coles considers socializ¿lien as only one aspect of the

process in which children construct their political identities, and he claims that the

research focus on the socialization of groups of children blurs an understanding of the

ways in which an individual child develops politically (1986). These individual

differences are clearþ revealed in the personal interviews that Connell (I97I) and

Stevens (1982) completed with children.

Palonsþ summarizes the criticism of the positivist approach when he says that those who

use it: "assume that if investigators periodically and unobtrusively drop into the lives of

children, accurate measurements can be made reflecting the extent to which children have

acquired the knowledge goals and attitudes that society has prescribed for them"
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(1987:501). Also, none of these early studies successfully traced the longitudinal decline

in political efficacy or identified the reasons why children's views become increasingly

negative with age. Their methodological shortcomings prohibited any such findings.

According to Lincoln and Guba positivism has produced research that can ignore the

humanness of human subjects (1985). Data from one-shot surveys are striking in detail,

but they are limited in what they can tell us about the ways in which individual children

develop complex and personal understandings of political events, actors, and institutions.

Surveys cannot be more than single points in the dynamic process by which political

attitudes are constructed. Hence, limiting political 5osialization research to the collection

of quantifiable data restricts the view of how children construct their political lives.

Palonsþ has the final word when he says: "it is not possible to determine if a one-shot

survey design has measured a trend or an aberrant moment in the life of a child, or

whether the questions asked on one day allow children to report adequately their political

realities. Our understanding of the political socialization process has been limited by

both our research perspectives and our views of the ways in which children acquire

political knowledge. Research has measurable traits and attitudes. Stemming from

reliance on positivist paradigms, it has largely ignored the meaning given to political

events by the respondents" (1987:502).

5.3 RECENT CONCEPTIONS OF POLITICAL LEARNING

A view of political learning has been developing that focuses on the ways in which

children construct political meanings on the basis of information from their everyday

experiences. In this way, children are considered as dynamic actors in their own lives
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who give meaning to their political world as it acts on them. In part, it is argued,

children accept the political world they have inherited. However, they tend not just to

react to it and accept it; they reconstruct it, or remake it for their own pu{poses (Connell,

L97l). This view of political learning recognizes schools as much more than sites for

passing on information; schools are places in which new political meanings are created.

According to Palonsþ, "the acquisition of political knowledge, habits, and dispositions

is considered to be a socially constructed reality based on the subjective experiences in

school. Political socialization is considered to be less the reproduction of the prevailing

system than a social product created by children's interactions with their world"

(1987:502).

The development of political attitudes is seen as a dynamic process that cannot be

measured solely by children's tesponses to predetermined questions. Children are seen

not as mechanical reproducers of political culture. They are also selective appropriators

of information provided by schools, homes, and the mass media; and they use this

information to build personal political structures and understandings. The ways in which

children construct political realities and invest them with meaning have become the new

focus of political socialization inquiry. Rather than forcing children to respond to the

researchers' view of politics, a research role is adopted that allows children to express

their views of the political world and define the aspects of that world that have personal

significance. For example, Coles notes his initial annoyance with children who "strayed"

from his questions, but later realtzed the respondents were explaining their personal

political understandings and the social forces that shaped their attitudes. Coles
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recommends patience, and he encourages interviewers to assume the role of a "relaxed

listener" in order for the child's view to unfold. He argues that we should be less

concerned with responses to surveys and tests that measure political attitudes than with

children's opinions about their neighborhoods and nations. Instead of pen-and-pencil

tests Coles uses paints, paper, tape recorder, and crayons. His research is designed to

encourage children to explain what information they use to construct personal political

realities. He writes: "the attitude that children take toward political authority, toward

those who rule them, possess power over them, is but one element in their developing

lives.... Those of us who want to understand how children grow up to embody the

political and ideological variations of this planet -revolutionists; loyal soldiers; restive but

apparentþ obliging "natives"; troubled men of property; confi.dent proponents of one or

another government- would do well to recognize that, like adult sexuality, a political

inclination has a developmental history" (1986, 48-49). As Palonsky puts it, "political

reality is more likely to be understood through careful, extended observations in schools

and repeated conversations with children" (1987:503).

Thus, the process by which children construct their political realities out of personal and

school experiences becomes the focus of political socialization research. Artificially

introduced social studies lessons are not necessary, because sfudents are living social

situations all the time, and their conversations follow directly from their social

experiences. This is certainly a complex conception of how individuals develop a

political life, and it is unlikeþ to be revealed in formal surveys or standardized tests.

Political reality is more likely to be understood through careful extended observations in
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schools and repeated conversations with children. Evidence of political understandings

may be observed in the behavior of children on the playground and in the classroom,

gymnasium, ffid lunch-room. Realities are reflected in the reactions of children to

classroom rules, the ways in which they respond to those things that they judge unfair,

and how they resolve playground disputes as well as their responses to larger political

events such as war, poverty, and famine. "The experiences children have with authority,

law, power, discrimination, and injustice -and the manner in which children discuss

these- should be considered as the raw material for analyzing the political lives of

children" (Palonsþ, 1987:503).

6.0 POLITICAL LEARNING AND PIAGET'S COGNITIVE DEVELOPMENT

Researchers such as Cooper (1965), Adelson, Green, and o'Neil (1969), Connell (LgiL),

Knutson (L974), Stevens (L982), Palonsþ (1987), and Martin (1990) rejecr rhe

perception of citizens-to-be as t¿bula rasae who systematically acquire the values, beliefs,

and attitudes necessary for the preservation of the political system of which they are

members. Rather, they argue that during primary school years children not only gain

political concepts, but that these concepts develop through identifiable stages and that

these stages are closely resemble Piaget's theory of cognitive growth. According to

Piaget, progressive adaptation is the essence of intelligence (cited by Beard, L969:77).

Its function consists of understanding and inventing, in response to the nature of the

environment. Rosenau argues that cognitive learning in terms of Piaget's theory is a

constant assimilation to and accommodation of stimuli from the environment which affect

the developing schemas inside a person (1915:165). According to Rosenau, Pnget
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defined learning as a cumulative process in which everT step builds on what has come

before (1975). Cognitive development, in these terms, progresses through four main

stages. In each stage the child's thinking differs in quality from the previous stage.

First, is the sensori-motor stage from birth to 18 months and where there is no ability

yet for conceptual thought. Second, is the pre-operational stage, which lasts until a child

is six or seven. Here language appears and develops rapidly. There are two sub-stages

in this period, the pre-conceptual and the intuitive. Many researchers agfee that political

development starts from the latter sub-stage although the child's thought is still dominated

by egocentrism. Rosenau identifies this process as the relative inability to anticþate,

recogntze, or understand experiences other than one's own (1975:167). Reality is only

and totally what the child perceives. Third is the stage of concrete operations between

about six or seven and eleven and twelve years of age. Here children are capable of

reversing mental operations, but only as an extension of their concrete experiences. The

child's thinking slowly becomes "de-centered", and less egocentric. However, the

physical facts in any situation are still the basis of their thinking, and will be until the

final stage of formal operational thought, which begins in adolescence. In this stage the

child becomes capable of thinking logically about all kinds of problems, of reasoning

from a hypothesis to its conclusions.

If one accepts the broader view of political deveþment as learning that includes such

phenomena as authority, leadership, compliance, loyalty, influence, and conflict whether

they occur in governmental settings or in families, p@r groups, and classrooms, then

most researchers acknowledge that the basic deveþment of political concepts takes place
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between the ages of six (intuitive) and eleven (concrete operations). For example,

Stevens argues that concepts enable the child to bring order out of his/her experiences

by understanding similarities between events and objects which appear on the surface to

be different (1982). The aspects of a concept that change with cognitive development

include:

1) its validity, as it becomes more usable and general.

2) its status, as the child can use it in his/her thinking.

3) its accessibility, meaning the ease with which a child can talk about his/her ideas and

produce them in reasoning.

Existing concepts provide the framework into which new information can be absorbed,

provided it can be understood by a child. Thus, new ideas either match, or are in

advance of the child's existing ideas. This reflects Piaget's assimilation and

accommodation approach. Also, there is a kind of linking of concepts within the

different stages, of the known to the new, that makes assimilation, understanding, and

therefore learning possible. As a result of both maturation and experience the developing

individual's thought is gradually freed from the concreteness of the earlier three stages

and helshe moves toward the higher levels of human thought that can function without

any reference to observed events.

7.0 POLITICAL LEARNING IN THE LIGHT OF PIAGET'S THEORY

Most researchers and educators alike agree that children in elementary school and those

in high school are different in terms of their political development. This is essentially

true for both schools of thought on political development: both socia.lization and cognitive
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learning. For example, supporters of socialization agree that children later in life

become more cynical and alienated towards government and authority figures, while

cognitive learning researchers argue that children in high schools have moved towards

Piaget's formal-operational thinking stage. Hence, it will be wise to examine how

younger and adolescent children deveþ politically in the light of Piaget's theory.

7.1 POLITICAL LEARNING DT]RING CHILDHOOD

Researchers more or less share the assumption that children, through the experiences

available to them, construct particular kinds of intelJigence and states of consciousness

(Stevens, 1982:10). Connell argues that children's earliest form of political

consciousness is their everyday vague awareness of the world and the special people in

1t (I97I). The details about real politics are mere scfttps, but according to Connell, they

are filled out with themes and det¿ils from the child's own life and information. "The

individual is assimilating and accommodating to political phenomena all the time, that is,

developing political schemas and elaborating and modifying them in light of his

continuing experience" (Rosenau, 1975:172). Thus, politics is not an abstract concept

but a class of activities that can be grasped in terms of their intermediate ends. For

example, both Cooper (1965) and Alvik (1968) studied the development of children's

concepts of war and peace. Their studies indicate that children develop more elaborate

conceptions of war earlier than they do of peace, and that, at the ages studied, the

conceptions of war focus primarily on the concrete aspects of war (fighting, killing,

dying, weapons). According to Rosenau, conflicts Íue pervasive and have concrete

aspects that can be perceived, discussed, and about which one can receive information.
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Peace, on the other hand, is a much less concrete and tangible phenomenon in

interpersonal experiences (1975:178). As the individual's cognitive capacities evolve

through experiences with the political and nonpolitical aspects of his/her world, the

ability to abstract from experience, to observe regularities, to derive implications from

events and apply them to other events all increase. Hence, Stevens remarks: "if children

are to enter into discussion of these ideas, putting points of view and using examples to

explain their meanings, some concepts are clearly present, albeit in an early stage of

development, and based on simple personal experiences" (1982:L0-I2). Political

concepts such as power and authority communicate themselves to the child from a very

early age. Stevens found that infants at pre-school were quite aware of the headmaster

and headmistress as the ultimate source of authority. "The internalization of this concept

is probably the most significant fact of early political socialization, and it has taken place

after a few weeks' attendance at the Infants school, that is, by the age of five" (1982:19).

Also, Martin as teacher-researcher completed a case study of the reaction of her

kindergartners when one student formed an exclusive club and refused admittance to all

but a chosen few (1990). This led to quite a disruption of classroom activities, and

resulted in students discussing the consequences ofthe club. Students' concerns centered

upon how to remain in the club while remaining friends with those who were excluded;

who must decide upon membership; and who will be in control of the club. V/ithout

realiz.ing it, these children were touching upon political issues such as inclusion versus

exclusion; privacy versus public disclosure; fairness and sharing; rights of individuals in

a group; and personal responsibility. Rosenau explains the presence of these early
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political thoughts when she says: "as the child learns from an early age to adapt to

authority, power, influence, leadership, and so on in his immediate world, he also from

a relativeþ early age hears about and observes --on TV, in newspapers, and through the

conversations and explanations of adults-- comparable phenomena in the remote world

of the formal political system" (1975:173). Children's adaptation to and their learnings

from their interpersonal experiences, in short, constitute the basis for the development

of their understanding of the larger system. Their understanding of the more remote

political world builds on and is shaped by the schemas they have arrived at based on their

interpersonal experiences. Hence, the politics of the child's immediate world underlies

and precedes development with respect to the more remote institutional world. Stated

differentþ, this argument implies that learning about the formal political system can only

be theoretical, because the child has no way of directly experiencing and manipulating

the events of that world to develop behavioral adaptations to it. The consequences are:

"that such learning, as distinguished from the direct political learning from interpersonal

relations, is not likely to be extensive or stable until relatively late in childhood"

(Rosenau, 1975:\74). Connell also makes this difference very clear when he says: "we

must distinguish thought about immediate social relationships, intimatepersonal contacts,

from thought about society on the large scale. Politics is part of the latter; and here is

the flrst main difference we must allow for" (I9'lI:228). Connell relates the child's early

political thought to the existence of a task pool from which the child constructs a single

idea of governmental, or political role (1971:24-25). From this task pool children

describe a range of political figures as doing essentially the same thing. No



discrimination is made between executive and legislative positions. Connell sees the

source of the task pool as varied: the school, mass media, teachers, parents, and personal

observation. Also, Connell states that children draw from this task pool on a cognitive

and not an emotional basis as Greenstein and others stated (197L). This indiscriminate

assimilation produces what seems like an overestimation by children of the power of

political figures. As government is seen as doing everything and being responsible for

everything, children in effect attribute great powers to whatever particular political

figures they talk about. Thus, the perception of government and president in this task

pool is not necessarily benevolent, (as the American political socialization research

indicates) but rather special and powerfrrl.

Hence, it seems plausible to say that the cognitive base on which children's learning

about political institutions builds is composed of two major elements. One consists of

the specific information and affect transmitted to them by the adult world, in deliberate

explanations, in conversations that they hear, and through the mass media. The other

encompasses those experiences in the child's immediate interpersonal world that are

essentially political. The two elements --those directþ induced from experience and

those mediated by adults-- undoubtedly combine in a complex manner and must be

viewed as joint contributors to political learning. Stevens notes that "a model of political

socialization which constructs the family's role as definitive in terms of direct

transmission of facts, values, and affiliations, must be regarded as having serious

deficiencies (1982:157). Stevens feels that such a perception undervalues the individual

child's personality traits, interests, and abilities. She feels, rather, that the family has
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a greater influence upon the transmission of language structures through which the family

groups collectively interpret information and events from the outside world. "'What is

suggested is that a child is provided with a set of cognitive tools from the language and

thinking environment within the family structure of communication, and that this

contribution to the cognitive growth of political understanding is one which has been

insufficiently emphasized in the past (Stevens, 1982:158).

7.2 POLITICAL LEARNING DI]RING ADOLESCENCE

Most researchers and educators alike agree that the political deveþment of the child

(ages six to eleven/twelve) differs in quantity, quality and orientations from that of the

adolescent (ages twelve to sixteen/seventeen). For example, Greenstein, (1965); Hess

and Torney, (L967); Jennings and Niemi, (1968); and many others have described the

positive perception of government, and authority figures among children. But just as

many writers, for example, Jennings and Niemi, (1968); Greenberg, (1973); Zevin,

(1983), have also noted the negative or more realistic (as some refer to it) orientations

among adolescents towards the political system and its procedures. As Zevtn puts it:

"maturation, combined with other changes in interpersonal relations, school studies, and

knowledge of events, alters the awareness youngsters have of government" (L983:120).

For example, Jennings and Niemi found high school students to be moÍe attuned to

public affairs and politics than younger children, both in form and content (196S:a50).

High school students were also more involved in political discussions and other kinds of

political activity, while their knowledge of political party differences matched those of

adults (Jennings and Niemi, 1968:455). These findings are in stark contrast to the only
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rudimentary presence of political thought Ítmong young children (Adelson, l97I;

Merelman, 1972; Osborne, 1975; Zevin, 1983).

According to Zevin, "much of this increasingly sophisticated view of the governmental

system accompanies the transition from the concrete to the abstract reasoning stage

identified by Jean Piaget and other child development experts" (1983:120). Merelman

supports this viewpoint when he says: "no one can doubt the resemblance between the

child's movement from concrete to formal-operational thought in Piaget's scheme and the

child's passage from a diffusely, supportive, personalistic, traditional view of politics to

a more institutional, skeptical perspective" (1972:147). Adelson, who undertook a

comprehensive study of adolescents in the United States, Britain and West Germany,

suggests that age or cognitive development is even more important than sex, social, or

nationality differences upon the adolescent's political growth (I97I). He argues that

political growth takes place in three stages. First, there is a change in cognitive mode;

secondly a sharp decline of authorit¿rian views of the political system; and fìnally, the

achievement of a capaeity for ideology. According to Adelson, the fîrst and most

important change in the transition from pre- to fulI adolescence is the achievement of

abstractness (1971). Pre-adolescents have difficulty in managing the abstract and

continuously personalize the processes and institutions of society. For example, when

they are asked about the law, they speak of the potceman, the judge, the criminal.

Education is personalized in terms of teacher, principal, ffid student. Hence, it is

difficult for children to think about political action or institutions and their consequences

for society as a whole. However, once abstractness is achieved the adolescent enters into
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a distinctþ new domain of thought and discourse. For example, in suggesting a

hypothetical question about farmers and their problems, Adelson received the following

answers from pre-adolescents: farmers should fight, or move to another place; in early

adolescence, the idea of negotiation or communication takes hold. Toward the middle

of adolescence youngsters acquire an understanding of the nature of collective institutions

and of representation. Some proposed that farmers form themselves into a union

(197r:109-110).

Another important change in thought involves an extension of time perspective. Adelson

found that in the early years of adolescence the child's mind is locked into the present

(1971:110). In pondering political and social issues pre-adolescents show little sense of

history or a precise sense of the future. When they are forced by a question to think

about the future, they can only imagine the immediate and direct outcome of a current

event. During the middle years of adolescence, a sense of the past begins to appear.

For example, in discussing the roots of crime the children speculate about the villian's

personal history. Still, the development of a powerfi.rl imagining of the future exceeds

a sense of history, even for older adolescents. Children are much more confident in

choosing between alternative futures than analyzing the past. According to Adelson,

"what we have here, of course, is that leap from concrete to formal operations that Piaget

and his associates have posited to be the key cognitive advances in the transition from

childhood to adolescence" (1971: 1 1 1).

Adelson also found little capacity for hypothetico-deductive thinking among pre-

adolescents: the ability to anticipate the remote consequences of a decision (197I).
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Rather, responsos seemed entirely tacit, or solutions were apparently arrived at by

intuitive logic. Problems were handled by simplistic decisiveness, expressed as

affirmations or negations. It is only later on when the hard and fast absolutism of

childhood and pre-adolescence gave way to moral and conceptual relativism. For

example, words such as "if", "maybe" and "it depends upon" become frequentþ used.

The second important change that Adelson observed is a strong decline in adolescents'

authoritarian views (I97I:ll5-120). Although young adolescents have a rough sense that

punishment should fit the crime, they support Draconian measures for even the smallest

crime. For example, when asked what to do when a law prohibiting smoking is

commonly violated, pre-adolescents suggested methods such as hiring police informers,

closed-circuit television in both public and private places, and so forth. On questions of

crime, Adelson found them to propose only punishment and if that does not suffice,

punish harder (I971:IL6). He traces these youngsters' authoritarian views to

preoccupation with human wickedness; a sincere belief in the goodness and justice of

authority; the child's inabilty to grasp the idea of rights, for example, "it is too

abstract, too evanescent a notion for the young adolescents fully to understand. It is only

in the middle and, often, the later years of adolescence that the concepts of individual

(and minority) rights are firmly entrenched" (Adelson, l97I:lI8).

The childrens' authoritarianism can be seen to stem from a certain conservatism of mind,

which leads them to view values and institutions as fixed and immutable. For example,

Adelson found pre-adolescents do not spontaneously entertain the concept of amendment.

When it is suggested to them that a law is not working out as expected, they (more often
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than not) proposed thatitbe enforced more rigorously. At fourteen, fifteen, and beyond,

their mood begins to be critical and pragmatic. Confronted with possible changes in

social policy, middle adolescents started to look at: whose interests are served; whose

are damaged? They underst¿nd that law and policy must accommodate competing

interests and values. To sum up, the young adolescent's authoritarianism is omnipresent.

He/she has only a dim appreciation of democralic forms (for example, they are more

likely to favor one-man rule as against representative or direct democracy); they show

little sensitivity to individual or minority rights; they are indifferent to claims of personal

freedom; and he/she is harsh and punitive to miscreants. In the end Adelson views the

decline and fall of the authoritarian spirit, along with the rapid growth in abstractness as

the most dramatic development¿l event in adolescent political thought (I97I:IL9).

8.0 FINAL THOUGHTS ON POLITICAL SOCIALTZATION/LEARNING

Early research focused on the "system" and how political socializ¿1lsn influenced it.

Then psychologists got interested and their focus was not on the system but on individual

leaming. First, a theory of social development or psychodynamic (interaction between

motives and emotions) explanation was popular in early studies of children's political

learning and posited that children's beliefs about political leaders were generalized from

their emotional responses to intimate authority such as their father. For example, this

orientation explains that American children view the president very positively because

of their need to believe that authority figures are benevolent (Iless and Torney, 1,967).

The second framework results from a combination of environmental influences and

Piaget's structural cognitive-developmental theory of children's thinking. Children
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organlze and interpret their own experiences and perspectives and thus constnrct an

understanding of the social and physical world. They use their personal social

experiences and knowledge to interpret and understand political events. As Stevens

remarks, "the conclusion is thata child constructs his political concepts, initially, through

relating his "here and now" world to the "out there" political world, and finds important

parts of it reflected there. In this way he brings external events under conceptual

control. He also forms patterns of expectations from early schoohg, which become

transferred to other situations" (I982:l7l). Thus, even the pre-adolescent might be

found to have structured judgements and attitudes about political phenomena, although

not yet about govemmental and other formal institutional phenomena. Also, children's

beliefs about political power develop from their understanding of conflict resolution and

adults' use of power in their role as authority figures (Connell, I9lI).

E¿ch of these orientations has proven useful in explaining aspects of children's political

thinking. For example, the theory of political socialization takes into account the

processes of conditioning, reinforcement, and observational deveþment which will be

mediated by the child's cognitive abilities and thus shaped and limited by them as well.

On the other hand Piaget's formulation is crucial because it focuses one's attention on

what the child is experiencing and doing as helshe goes about the business of adapting.

Hence, the main contribution to be derived from Piaget for an understanding of political

learning seems to be: "political learning occurs in the course of the child's spontaneous

activities and interactions with other children, with adults and with the adult world, and

it is this context that the process and content of political learning must be understood"
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(Rosenau, 1975:184). But, it must be remembered that Piaget's is a theory of intellectual

development. It does not address itself to the development of affective, motivational, ot

behavioral phenomena. Accordingly, despite its considerable utility, a Piagetian

approach is incomplete as an exclusive basis for a theory of political learning. To

account for learning and development beyond the cognitive, it is necessary to turn to

other lines of theory and research. This is where the earlier political 5ssialization model

can make an important contribution to develop a coherent formulation of political

learning and development.

Thus, the advice of the following researchers/educators needs to be taken seriously.

According to Anderson and others, a good conceptualization of political development

must accommodate the important place of social learning in children's political

development as well as the role of cognitive learning (L977:70). Merelman argues that

"political socialization is too complex a process to be encompassed by any single

developmental model, even one as sophisticated and subtle as Piaget's" (1971:89).

Allen, Freeman, and Osborne have the fTnal word when they say "although the debate

about and research to find the most useful theoretical framework for explaining children's

political learning continues, a model that reflects not one theory, but several may be the

most meaningful for conceptualizing the acquisition of and change in children's political

knowledge and attitudes" (1989:60).
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1.0 INTRODUCTION

This chapter covers those aspects of classroom relations that are not included in the overt

or official curriculum and assesses its impact upon the political development of children.

1.1 TIIE CONCEPT OF THE HIDDEN CI]RRICIILI]M

According to Dreeben students learn more than simply instructional knowledge and skills

and the traditional view of schooling as primarily cognitive in nature is at best only

partially tenable (1968:2$). Arons reinforces this view by calling school "a social

environment from which a child may learn much more than what is in the formal

cuniculum" (1976:98). Jackson argues that "the crayon drawings and the spelling lists

and the lecture notes -even those that finatly reach home- are of little consequence when

compared to the invisible changes that have taken place inside each student" (1968:2).

Further, Giroux and Penna feel the belief that schooling can be defined as the sum of its

official course offerings is naive (1981:210). Most of these educators agree that the

function of schooling can be broken down into two components. First, there is the

cognitive learning of empirical information and skills. Second, there is what may

broadly be called a "motal" function (Parsons, 1970:137). Parsons defines this more

generally as responsible citizenship in the school community, for example, respect for

the teacher, consideration and co-operativeness in relation to fellow-pupils, and good

work habits are the fundament¿ls, leading on to capacity for leadership and initiative

(1970:137). However, Giroux and Penna view this moral function of schools as

essentially to reproduce and to maintain dominant beliefs, values, and norms (I981:2la).
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Implicit in this analysis is the assertion that the school and classroom serve a

sociopolitical fu nction.

2.0 ITS IMPORTANCE IN ANIY EXAMINATION OF POLITICAL EDUCATION

Tyler highlights the social function of schools by pointing out that all educational

philosophies are essentially an outgrowth of one of two possible theoretical perspectives.

He claims that any statement of educational philosophy can be built upon one of the

following questions: "should the schools develop young people to fit into present society

as it is, or does the school have a revolutionary mission to develop young people who

will seek to improve the society?" (1949:35). Freire, the Brazilian educator, atgues:

"there is no such thing as a neutral educational process. Education either functions as

an instrument which is used to facilitate the integration of the younger generation into

the logic of the present system and bring conformity to it, or it becomes the "practice of

freedom" -the means by which men and women deal critically and creatively with reality

and discover how to participate in the transformation of their world" (L973:L5).

Traditionally, citizenship education has been associated with direct and indirect

instruction aimed explicitly at the transmission of knowledge about the political system

and the citizen's role in a democracy and about appropriate attitudes and values. There

has also been increasing attention to the informal learning experiences that occur at

school and often unintentionally influence the development of citizens. Hawley asserts

that "the behavior teachers model in the classroom, the nature of their control over

classroom interactions and reward structutes, as well as student perceptions of the rules

and norms in the classroom environment, constifute an implicit civics cutriculum"



(1976:2). Support for this proposition can be found in the results of two nation-wide

surveys of young people's political affitudes conducted by Torney, who concluded that

schooling influences the deveþment of political attitudes through the prescribed

curriculum, through cognitive development, and through the authority systems that

students experience (1970). Giroux and Penna put it more bluntþ when they say

"students internalize values that stress a respect for authority, punctuality, cleanliness,

docility, and conformity" (1981:217). This notion is further supported by Rogers who

says "the educational system is probably the most influential of all institutions -

outranking the family, the church, the police and the government- in shaping the

interpersonal politics of the person" (1911:65). According to Cornbleth, among the

outcomes of schooling is conformity to national ideals and social conventions and

acceptance of socio-economic and cultural inequalities. It is argued that individual

students acquire prevailing world views, nofins, and values as well as predefined and

usually subordinate roles in authority relationships. Collectively, such effects are seen

as serving a social control function by perpetuating existing social and political structures

(198a:30).

3.0 ANALYSIS OF TTIE HIDDEN CT]RRICT]LT]M

According to Giroux and Penna, at least two positions can be identified to illuminate the

socializing role of schools and the meaning and structure of the hidden curriculum

(1981:211). They are a functionalist view of schooling and a radical critical view, often

associated with the neo-Manist analysis of educational practice. Since these two

approaches are so important and different from each other it is best to examine them
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separately.

3.1 TIIE FT]NCTIONALIST PERSPECTIVE

Karabel and Halsey argue that a crucial component of the "cold war" between the United

St¿tes and Soviet Union after the Second World'War, which influenced the whole world,

was the "battle of production" (1977). The development of nuclear weapons had

provided dramatic evidence that technological superiority could be converted into military

dominance. Both these countries therefore looked to their systems of education to

produce an adequate flow of scientists and engineers and this added to the traditional

concern with human resources. This concern with the development of human resources

marked the particular variety of functionalist theory that was most popular in educational

research in the 1950's. For example, Clarke developed n 1962 a expücit version of

what might be called technological functionalism. Emphasizing the rapidity of

technological change, Clarke declared that "our age demands afiny upon army of skilled

technicians and professional experts, and to the task of preparing these men, the

educational system is increasingly dedicated" (1962:.3). Hence, the essence of

functionalism was that the expansion and increasing differentiation of the educational

system were inevitable outcomes of technologically determined changes in occupational

structure requiring ever more intricate skills. Clarke presents the functionalist viewpoint

when he says: "sorting must take place at some point in the education structure. If , at

that level, it does not take place at the door, it must occur inside the doors, in the

classroom and counselling office..." (1962:79-80). This language of necessity implies

classic functionalisttheory, i.e., that there are no alternatives to present structures and
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that technical change in the system of production provided the impetus for educational

change. Education in the service of the technological society was thus the main principle

behind the functionalist theory during the 1950's and 60's. But this notion of education

as prepamtion for adult life and serving the needs of society was already developed in

full more than fifty years earlier.

3.1.1 PREPARATION FOR ADT]LT LIF'E

It was Durkheim who at the turn of this century defined education as "the means by

which society perpetually re-creates the conditions of its very existence" arguing that it

consists of "a systematic socializ¿1isn of the young generation" (Lukes, 1972:lII). The

aim of education was, therefore, to constitute certain religious beliefs, moral beliefs and

practices, occupational traditions, and collective opinions of every kind. For Durkheim,

the sole determining factor for all these practices and beliefs was society. In this process

the school should serve as intermediary between the affective morality of the family and

the more severe morality of civil life. "Just as the priest is the interpreter of God, so he

(teacher) is the interpreter of the great moral ideas of his time and country" (1972:lL6).

In this context Durkheim examined discipline in school and the need of punishment and

rewards to legitimize the use of authority. A final task of education was "to make the

child underst¿nd his country and times, to make hjm aware of its needs, to initiate him

into its life, and in this way to prepare him for the collective tasks which await him"

(7972:ll7). These tasks among many included preparation for family and work.

Durkheim conceived education as intimately related to each society's structure, which it

reflects and maintains. "It (education) is only the image and reflection of society. It
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imitates and reproduces it in miniature; it does not create it" (Lukes, 1972:129). Thus,

Durkheim pictured education as an institution serving the needs of society, whether it be

readiness for work; family; morality and so forth. Crucial to this view is Durkheim's

use of the notion of internalization, according to which socially given nofrns and values

become an integral and constitutive part of the individual personality. In this context,

Durkheim defines education as "the influence exercised by adult generations on those that

are not yet ready for social life. Its object is to arouse and develop in the child a certain

number of physical, intellectual and moral states which are required of him both by the

political society as a whole and by the special milieu for which he is specifically

destined" (Lukes, L972:132). The implications for the political development of children

from Durkheim's education perspective is clear. Children were to be prepared for their

political society whether it is an democratic, communist, dictator- or kingship rule.

Nearly sixty years after Durkheim explained and clarified his functionalist perception on

education, researchers like Parsons, Dreeben, and Jackson drew the same conclusions

and definitions. It is now to this more contemporary work that we will turn.

3.1.2 THE SCHOOL AS SOCIALIZATION AND SELECTION AGENCY

Parsons examines the school class in comparison to the family, churches, and peer

groups as the focal socializing agency. The socialization function may be summed up

"as the development in individuals of the commitments and capacities which are essential

prerequisites of their future role performances" (1964:L30). Parsons feels that these

commitments may be broken down into two components: commitments to the broad

values of society, and commitments to the performance of a specific type of role within
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the structure of society (I96a:ß0). The implications for political education surface agun

in the sense that the society (or the controlling groups) specifies the capacities and skills,

or lack thereof, future citizens will need and which schools must teach.

According to Parsons, the fundamental difference between the family and school is that

"the school is the first socializing agency in the child's experience which institutionalizes

a differentiation of status on nonbiological bases. Moreover, this is not an ascribed but

an achieved status; it is the status earned by the differential performance of the tasks set

by the teacher ..." (1964:133). Parsons feels that this differentiation is accomplished

around a single concept: achievement. First, is the initial equalization of the

"contestants" through age, social status and family bacþround. Second, is the

imposition of a common set of tasks by the teacher. Thfud, is the sharp polarization

between the pupils in their initial equality and the single teacher who represents the adult

world. Finally, there is relatively systematic process of evaluation of the pupils'

performances (1964:L34-135). Parsons conclude that this evaluation is a basis of

selection for future status in society. Typical of the functionalist perspective, Parsons

does not elaborate on how this evaluation leads and prepare students for later inequalities

in society. Rather, the continuous existence of society and preparation of its citizens are

of sole importance. An example of this "neutral" philosophy is when Parsons says: "in

approaching the question of types of capacity differentiated ... secondary school is the

principle springboard from which the lower-status persons will enter the labor force,

whereas those achieving higher status will continue their formal education in college, and

some of them beyond" (1959:3L3).
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3.1.3 LIFE IN CLASSROOMS

The term "hidden curriculum" was first introduced to educational writings through

Jackson's Life in Classrooms (1968). According to Jackson, it is a reality that children

are in school for a long time, that the settings in which they perform are highly uniform,

and that students are there whether they like it or not. Because of these salient traits of

school life, Jackson makes an analogy between school and prison life. This is

reminiscent of Goffman's concept of a "total institution". In the same vein, 'Willis 
sees

schools as institutions where there is relatively little direct coercion or oppression, but

an enofinous constriction of the range of activities (1977). Jackson argues that, aside

from playing, watching television and sleeping, there is no other activity in a child's life

which occupies more of his or her time. This is all done over a time span of twelve

yearc, in a social environment which stays very routine. It is charactenzed by desks in

a row, teacher in front, daily schedules, definite periods, and identical classroom

activities, which include group discussions, teacher demonstration, question-period, and

so forth. Classroom activities are performed according to well-defined rules which the

students are expected to understand and obey from the very flrst day. For instance, no

loud talking is allowed during seatwork, raised hand are allowed when students have

questions, and they respond only when they are asked to.

Jackson chanctenzes three aspects of students' life which are not commonly mentioned

by students, or normally observed by the outsider. These are crowds; praise; and power.

First, learning to live in a classroom means learning to live in a crowd. For students this

concept has important implications, including deferral and sometimes even denial of their
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wishes, internrptions of their activities through the school's routine, and social

distractions from classmates. Thus, students discover very earþ that "part of learning

how to live in schools involves learning how to give up desires as well as how to wait

for their fulfilment" (Jackson, 1968:15). The first adaptive strategy that children learn

is patience. They must learn to labour and wait. If students attempt to reject patience

they are quickly brought to order by both classmates and teacher.

The second "hidden" characteristic that Jackson identifies is praise or the process of

being evaluated. It is only when a child enters a classroom that his or her failure and

success becomes public and official. This is because "what successful conventional

teaching cannot tolerate is private reservation, and in the early forms in virfually any

school it is plain to see that most kids yield that capacity willingly" (Willis, 1977:65).

Evaluation, then, is another important facet of school. The chief source of evaluation

in the classroom is obviously the teacher. Students learn what is right, wrong, good or

bad because of what the teacher says. Classmates anxiously join this process. Two other

forms of evaluation are quite common to classrooms. They take place when the teachers

evaluate or judge students according to:

a) students' adjustment to institutional expectations; and

b) the possession of specifi.c character traits.

Thus, three types of evaluation happen at the same time: academic attainment,

institutional adjustment, and the exercise of certain personality attributes. Parsons calls

this latter category the moral component of schooling, aimed at moulding "responsible

students who also behave we11". "In many such cases, it can be presumed that the
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primary challenge to the pupil is not to his intellectual, but to his "moral" capacities"

(1964:137). Students are further praised for mastering the academic curriculum in a

legitimate way, and therefore most students will strive to obtain some reward and to

diminish the likelihood of punishment. But this may sometimes result in cheating in

order to win reward and avoid punishment. As Jackson puts it: "learning how to make

it in school involves, in part, learning how to falsify behavior" (1968:27). Institutional

adjustment, is equal (if not morÐ in importance to academic attainment. V/illis ¿trgues

that "good teaching" is maintained only by the proper establishment and reproduction of

institutional relations. "Discipline becomes a matter not of punishment for wrongs

committed in the Old Test¿ment sense, but of maintaining the institutional axis, of

reproducing the social relationships of the school in general: of inducing respect for

elemental frameworks in which other transactions can take place" (1977:66).

Thirdly, Jackson defines the unequal relations of power as the most salient character of

the classroom. Students learn from the start to accept or comply with the wishes of

persons other than their parents. For the first time in the child's life, power that has

personal consequences for the child is wielded by a relative stranger. Students must

learn to employ their executive powers in the service of the teacher's desires rather than

their own. "The teacher, with his prescriptive dicta and his surveillance over the

students' attention, provides the missing ingredient that makes work real. The teacher,

although he or she may disclaim the title, is the student's first boss" (Jackson, 1968:31).

Jackson argues that the transition from classroom to worþlace is made easily by those

who have developed good working habits in their early years.
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The political importance of these authority relations are obvious. The hypothesis is that

children are socialized in their day-to-day experience in the classroom to accept as

appropriate and legitimate a power distribution in which the teacher's role is the exercise

of leadership and the child's role is one of compliance and relative docility. Greenstein

(L965), Hess and Torney (1961), and Easton and Dennis (1969) argue that children

transfer their benevolent image of initial authority figures (parents and teachers) to

political authorities þresident and policeman). This means that children are certainly

also capable of transferring docile and passive authority relations learned in classrooms

to political authorities later in life.

3.2 WIIAT IS LEARNED IN SCHOOLS

Jackson comes very close to defining schools as preparatory institutions for later adult

life. He acknowledges this hidden function of school when he says: "so far as their

power structure is concerned classrooms are not too dissimilar from factories or offices,

those ubiquitous organizations in which so much of our adult life is spent" (Jackson,

1968:33). This idea is very similar to Bowles and Gintis' "correspondence principle",

but without their Marxist interpretation of schooling. Jackson never clarifies the

assumptions, motives and/or values of the hidden curriculum which he identifies. He

raises unanswered questions. It is left to Dreeben to make the hidden curriculum not so

hidden in his On What is læarned in Schools (1968).

Like Jackson, who sees the hidden curriculum in a-political terms, Dreeben views

schooling as a transitional phase linking stages in the life cycle. According to Dreeben,

the main function of schooling is to bring about developmental changes in individuals.
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V/hat makes the school different from the family as a socialization agent is that it

presents new demands not previously confronted at home, and therefore children must

learn new ways and new principles of conduct for dealing with them. In classic

functionalist terms Dreeben's main argument runs like this: "if schooling forms the

linkage between the family life of children and the public life of adults, it must provide

experiences conducive to learning the principles of conduct and patterns of behavior

appropriate to adulthood" (1968:4). Thus, although schooling provides skills for later

occupational purposes, these developmental changes constitute only part of the total

outcome. "These outcomes, then, are formulated not in terms of the explicit goals of the

schools, but in terms of the school's peculiar relevance to family life and to the

occupational and political worlds" (Dreeben, 1968:5). Dreeben states that schools

simultaneously support and extend the social life started in the family, while also

introducing the child to psychological capacities needed for later life.

3.2.1 DIFTERENCES BETVYEEN SCHOOL A¡ID FAMILY LIF'E

First, schooling appears to bring about additions to the psychological character of prior

learning in the family. This is because young children stay part of the family while they

progress in school. Schools seem to support rather than displace the family. Schooling

extends the learning process of children to the different settings in which they find

themselves. Second, schooling creates social relations which are more transient and

more time-bounded than those of the family. According to Dreeben, annual promotion

limits the possibility of establishing close personal relationships between teacher and

student. "The school, then, constitutes a setting more conducive than the family to the
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formation of looser, more fluid social bonds inconsistent both with strong ties of

dependency, and with authority based on enduring personal obligations to elders"

(\968:21). Thfud, school provides opportunities for contact with children from a greater

variety of backgrounds than life at home provides. While elementary classrooms are

more homogeneous than those in secondary schools, they are less so than families.

Fourth, schooling provides experiences for learning the distinction between social

positions and the persons who occupy them. Because children receive instruction from

different teachers every year, they learn to establish the independence of persons from

the positions they occupy. Fifth, classrooms provide experiences where differences

among pupils are subordinate to similarities in their characteristics and situation. Hence,

although children differ in terms of social status, race, religion, and sex, they are situated

in the same classroom, given the same instructions by the same teacher, while most (if

not all) of them are of the same age. Also, because of their numbers students are treated

more collectiveþ and not given the individual attention they are used to in the family.

Sixth, in the classroom the child enjoys the position as part of the majority to observe

the actions of others, as well as the judging process in which the teacher participates.

Since many classroom activities are judged in public and since most students are alike

in one crucial issue, age, pupils are bombarded with messages telling them how well they

have done and how good or bad they are. Each pupil is exposed and vulnerable to the

judgements of adults in authority. The school, in effect, plays on the students' self-

respect. According to Dreeben, the pupil's emotional sense of their self-respect becomes

the leverage for sanctioning (1968:38-39).
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This description of classroom relations has some political implications. Since students

are identical in so many facets (age and background) they expect to be treated as equals.

Haller and Thorson also argue that because teachers treat children as equal and

comparable there is the development in each child of a "generalized other" of peers

(1970:48). Children develop the capacity not only to imagine themselves in another's

role, but also to evoke simultaneously in themselves the concerted behavior and attitudes

of a whole group, or even of a society. The child learns to adopt the behavior of a

society of peers similar to what adults do in the broader society.

3.3 THE CONTRIBUTION OF SCHOOLS TO THE LEARNING OF NORMS

Although schools develop the skills necessary for later employment, the capacity to hold

a job involves not only adequate skills, but also appropriate intellectual and psychological

attributes to cope with the demands of work. These requirements are ffiffiy, but include

the following: that individuals take personal responsibility for the completion and quality

of their work and accept individual accountability for any shortcomings; that they

perform the tasks to the best of their ability; and have respect for authority. According

to Dreeben, most writers have ignored the contribution of schooling to the development

of psychological capacities necessary for participating in economic and noneconomic

sectors of society. But many observers also recognsze that individuals must undergo

psychological changes of considerable magnitude in order to make the transition from

family orientation to economic employment and public life. Dreeben argues that "it is

my contention that the social experiences available to pupils in schools, by virtue of the

nature and sequence of their structural aÍangements, provide opportunities for children
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to learn norms characteristic of several facets of adult public life, occupation being but

one" (L968:65). According to him, if the education of children were completed largeþ

in the family, that setting would not provide conditions appropriate for acquiring those

capacities that enable people to participate competentþ in the public realm. Hence,

pupils in school participate in activities that provide experiences conducive to the

acquisition of cert¿in noÍns, so that they know the content of the nonns, accept them as

binding on themselves, and act in accordance with them in the appropriate situations.

Dreeben emphasizes the importance of noÍns when he says: " I have taken the position

that schooling represents a developmental process taking place outside of the family in

which large masses of people acquire certain psychological capacities that enable them

to participate in the major institutional areas of society, to occupy the component social

positions of these areas, and to cope with demands and exploit the opportunities that

these positions present" (1968:93). Hence, the learning of norms is a function of the

hidden cur:riculum of schools, but functionalists regard them as necessary for the growth

and persistence of society. Parsons, Jackson and Dreeben agree that the peculiarity of

school life contributes to and accentuates certain specifi.c noÍns, which include

independence, respect for authority, achievement, specificity and universalism.

3.3.1 INDEPENDENCE

According to Dreeben, one answer to the question, "'What is learned in school?" is that

pupils learn to acknowledgethatthere are tasks they must do alone, and that others have

a legitimate right to expect such independent behavior under certain circumstances

(1968). This aim is accomplished in school because of the large numbers of students,
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which reduce the opportunities for establishing new relations of personal dependency with

adults (teachers). Teachers more than parents expect students to perform their tasks

independently. This is why cheating (which usually involves two or more persons) is

regarded as one of the biggest violations of institutional rules. This preparatory service

of the school seems contradictory in that many occupations actually require some sort of

cooperation under most circumstances. However, there is a difference "to the extent that

the school contributes to the deveþment of a psychological disposition to act

independently, rather than to perform a certain rÍurge of tasks without help" (Dreeben,

1968:69). This means that schools contribute and develop a capacTty ¿rmong their pupils

to act independentþ, for example, by being self-reliant, acting self-sufficientþ and

handling most tasks (in contrast to home) alone. Students learn not only to perform tasks

without help, but more importantly, they understand and accept individual responsibility

and accountability for the performance of assigned and self-initiated tasks.

3.3.2 ACHIEVE,NiIENT

Classrooms are organized around a set of core activities in which a teacher assigns work

to pupils and evaluates and compares its quality. In due course pupils differentiate

themselves and are differentiated by the teacher according to how well they perform their

tasks. A direct result of these classroom activities is an experience of assignment-

performance-evaluation. "It may be noted that the valuation of achievement and its

sharing by family and school not only provides the appropriate values for intemalnation

by individuals, but also performs a crucial integrative function for the system" (Parsons,

I964:L45). Hence, students are forced to cope with various degrees of success and
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failure. Politically these classroom actions may result in students blaming themselves

later in life for not "making it" in society. Hence, the political or economic system is

never scrutinised for its shofcomings, but its victims are held responsible for their own

failings. It seems as if students are prepared in classrooms to accept their possible

failure in the future. This notion is confirmed by Parsons who says this early (and

common) valuation of achievement helps make possible the acceptance of the crucial

differentiation, especially by the losers in the competition(1964:145). "Schoolìng, then,

assures most pupils the experiences of both winning and losing, and to the extent that

they gain some modicum of gratification from academic activities, it teaches them to

approach their work in a frame of mind conducive to achievement" (Dreeben, 196872).

The point is that this common valuation of achievement cuts across socioeconomic

differences in society and is viewed by almost everybody as "fair" and neutral.

3.3.3 RESPECT FOR AUTTIORITY

Adults are involved in a wide variety of authority roles, as parents, supervisors,

executives, professionals, teachers, customers and so forth. This includes people in both

superior and subordinate positions as well as situations in which the basis of authority

varies, for example, according to age, expertise, power, wealth or by contract. "Most

important for the task of schooling is that modern adult life requires each person to

participate across a wide range of situations moÍe or less competently, and that something

has to change in people so that they can deal with more than just the familial forms of

authority. There is reason to believe that schooling contributes to this change" (Dreeben,

1970:87).
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The teacher's first task is to get all children to like school and the teacher. The teacher

must begin to est¿blish a basis of legitimacy for the school. This expression of good will

make the transition from one regime (family) to the other (school) possible. This

established legitimacy makes relationships between teachers and students possible.

Secondly, teachers judge students mostly through grades. Therefore they must do

something to get students to accept the legitimacy of, and acknowledge the importance

of, grades. If not, then the teachers' position and power become very weak, as does the

influence of the school. The important thing is that the early years of school represent

the first situation in which children are judged systematically, impersonally and according

to abstract standards of performance. Thirdly, impersonality is bound to enter the

classroom given its collective properties. The elementary classroom provides the

opportunity for children to learn how to pafücipafe in and to accept impersonal authority

relations. Chfdren's progression through different grades (and teachers) makes them

reaTtze that "teacher" is distinct from the person teaching. They learn that persons and

positions are not identical. This experience cannot be provided by the family. Finally,

in secondary schools teachers are in general subject specialists. Thus, the striking

difference between elementary and secondary schools is the identifi.cation of a new

principle of authority: expertness or specific competence. In elementary school the

teachers' authority is mostþ based on the fact that they represent the adult world of

power, but "from the students' vantage point, secondary schooling affords them

opportunities, presented to them systematically, to discover thal compliance is expected

by virtue of superiority gained through the mastery of specific skills (Dreeben, 1970:97).
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Hence, according to Dreeben, schooling appears to foster several outcomes:

1) elements of equality and impersonality (related to the collective nature of classrooms,

and increasing ratios of children to adults).

2) the distinction between persons and social positions (relate to the crossing of grades).

3) the principle of authority based upon expertise (related to the departmentalization of

secondary schools).

4) the specification of conditions under which personal, impersonal, and expert principles

of authority are appropriate (Dreeben, 1968:29-2I).

3.3.4 I]NTTTERSALISM AND SPECIFTCITY

The most important distinction between these two concepts is whether individuals are

treated in terms of their membership in categories or as special cases. According to

Dreeben, children learn in school the norm of universalism, which means that they come

to accept being treated by others as members of categories (in addition to being treated

as special cases, as in the family) (1968:75-77). Schools provide a number of

experiences for membership categories. First, they assign all pupils in a classroom the

same or similar tasks to perform. Second, parity of age creates a condition of

homogeneity according to deveþmental stage. Third, through the process of yearly

promotion from grade to grade, students come to accept that each-age grade category is

associated with a particular set of circumstances, for example, teachers, difficulty of

tasks, and subject matter studied. In these three ways, the grade with its age-

homogeneous membership and clearly demarcated boundaries provides a basis for

categorical grouping that the family cannot provide.



The school also provides structural ¿urangements more conducive to the acquisition of

the norm of specificþ than does the family. First, since the number of persons and the

ratio between adults and nonadults is much larger in classrooms than in the household,

pupils can form many casual associations in which they invest but a small portion of

themselves. As both the size and heterogeneity of the student body increase, the

opportunities for these somewhat fragmented social contracts increase and diversify.

Second, in secondary schools pupils form associations with teachers who have a

progressively narrowing and specialized interest in them. This comes about because of

subject matter specializ¿1lon and the growing number of students each teacher faces in

the course of a day. Thus, the school provides an environment in which only narrow

segments of personality are involved.

3.4 THE POLITICAL IMPLICATIONS OF THE HIDDEN CI]RRICIILI]M

According to Almond and Verba, more highly educated people exceed less well educated

people in awareness of the impact of government on individuals, command of political

information, scope of political opinion, likelihood of engaging in political discussion,

capacity to influence the government, and beliefs in the heþfulness and trustworthiness

of others (1965). Stouffer, moreover, in his study of tolerance of nonconformity, shows

that in al7 age groups of a national sample of the American population, the greater the

number of years people have attended school, the more likely they are to tolerate various

forms of political nonconformity and ideological, racial and cultural differences among

people (1955:89-105). Hence, schooling and the "a-political" hidden curriculum do have

an effect on the political development of students. As a general nrle, it can be said that
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length of schooling is positively correlated with political awareness.

This does not suggest that schooling and the associated advancement of literacy invariably

form the basis for national unity or political stability but rather "schooling will more

likely contribute to the development of national unity than to the continuation of political

cleavage" (Dreeben, 1968:106). This may not always be the case (for example, the

violence in Eastern Europe) but there is an argument to be made for Dreeben's point.

Dreeben argues that the idea of citizenship has two facets: it refers both to a set of

institutional arrangements and to a set of human capacities. "Citizens are persons who

are psychologically competent to participate in the various social settings orgaruzed,

within public institutional areas ..." (1968:106). Since equality is supposedly the basis

of citizenship and diversity is the basis of family life, some other social mechanism must

be available to equip citizens with the necessary psychological capacities. According to

Dreeben, one such mechanism, and the dominant one in industrial societies, is the school

(1968:108). For the school, through the process of sequential categonzation (grade and

age homogeneous membership), provides settings in which individuals form an increasing

number of new equalities, and thereby provides situations in which students learn how

to subordinate differences to similarities, both specifically and generally (see section

3.5.4). Dreeben argues further that both the polity and economy "will operate more

effectiveþ if the population contains a substantial component of persons who accept the

norm of universalism and act according to it in the political and occupational spheres ... "

(1968:146).

According to Eckstein, for governments to be stable there must be similarities, or at least
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common elements, in the authority structures of major social institutions arrayed in terms

of their closeness to government (1961). The school is one such institution, both in

closeness and authority relationships, thatprovides the experiences necessary forpolitical

participation and stability. As mentioned earlier, through yearly promotion the child

learns from very early on to distinguish between person and position (teachers and their

role) and to submit to the authority from such a position. Dreeben argues that citizens

face the same situation in respect to politicians occupying positions of authority. "The

school is perhaps best designed for learning to participate in authority relationships based

on inequalities in specific capacity ..." (1968:144). AIso, in democracies where citizens

support different politicians or political parties they must be prepared to live both with

success and failure. Jackson, Parsons and Dreeben emphasae the importance of

achievement (and learning to live with its legacies: success and failure) as preparatory

experiences for later occupational andpublic life. The fact that losers in most democratic

elections are willing "to wait till next time", and never question the governing rules or

system, probably resembles lackson's notion of how students are sanctioned from their

first day at school to abide by the institution and its rules. In his description of the

hidden curriculum, i.o., the crowds, praise and the power, Jackson argues that what

students learn first is patience or submission to authority. According to Bowles and

Gintis, "students are rewarded for exhibiting discipline, subordinacy, intellectually as

opposed to emotionally oriented behavior, ..." (1976). Since most educators agree that

childrens' political orientations have begun to take shape when they leave elementary

school, the effects of the hidden curriculum on the political development of children are
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clear, as is described in chapter 3, which deals with political development. "Instead of

preparing students to enter the society with skills that will allow them to reflect critically

upon and intervene in the world in order to change it, schools act as conservative forces

that, for the most part, socialize students to conform to the status quo" (Giroux,

L981:22I). Dreeben has the final word when he says that it seems that the contribution

of schooling to a stable democratic polity lies in pupils' (citizens) acceptance of specific

and universalistic notTns, for example, to form transient social relationships, submerge

much of their personal identif, and accept the legitimacy of categorical treatment (196S).

4.0 THE CHALLENGE TO FI]NCTIONALISM

4.1 A RETECTION OF THE NEUTRAL NATTIRE OF THE HIDDEN

CT]RRICT]LL]"M

Parsons, Jackson and Dreeben stress the fact that the hidden curriculum provides a way-

station between the personal relations of the family and the impersonal achievement and

authority-oriented roles of adult life. This view was put initially by Durkheim: "there

is great distance between the state in which the child finds himself as he leaves the family

and the one which he must strive. Intermediaries are necessary, the school environment

the most desirable" (cited by Kohlberg, L970:23I). V/hat Durkheim, Jackson and

Dreeben are saying is that one cannot get rid of authority in the classroom, because one

needs people who can live with it in the bigger society. The crowds, praise and power

which look so wasteful from the point of view of intellectual deveþment are the

necessary conditions for the successful functioning of society. Again Durkheim: "that

which is essential to the spirit of discipline, respect for the rule, can scarcely develop in
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the familial setting, ... But the child must learn respect for the rule; he must learn to do

his duty because it is his duty, even though the task may not seem an easy one. Such

an apprenticeshþ must devolve upon the school" (cited by Kohlberg, I970:I48).

Dreeben sees the hidden curriculum as shaped by the invisible hand of the social system

without being wiJling to say whether what serves the social system is good or bad (1968).

Parsons views differentiation of the class along the achievement axis as a source of strain

but as necessary (1964). Dreeben's analysis of the hidden curriculum suggests that it has

neither the hidden nor the manifest function of developing morality. Rather there is a

generaltzation of norms learned in elementary school to later adult life. V/hile the hidden

curriculum has moral dimensions, its central norms are independence, competition and

achievement. Dreeben acknowledges that institutional competition, achievement and an

emphasis on independence do lead to cheating and falsifying of behavior, but he sees it

more as a minor legacy of the hidden curriculum. Society can tolerate some cheating,

but not the absence of such characteristics as achievement, competition and so forth

among its young.

By contrast, Kohlberg strongly rejects the apparent moral neutrality of Dreeben, Jackson

and Parsons. "'We beheve what matters in the hidden curriculum is the moral character

and ideology of the teachers and principal as these are translated into a working social

atmosphere which influences that of children" (1970:120-12l). Kohlberg argues that the

crowds, praise and the power are neither just or unjust in themselves. As they are

typically used in schools, they represent the values of social order and of individual

competitive achievement. The problem is not to get rid of praise, crowds, and the
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power, but to est¿blish a more basic context of justice which gives them meaning.

Kohlberg concludes: "the need to make the hidden curriculum an atmosphere of justice,

and to make this hidden curriculum explicit in intellectual and verbal discussions of

justice and morality, is becoming more and more urgent" (I970:L22).

4.2 THE CONCEPT OF SOCIAL CONTROL:- TIIE NEO-MARXIST

CHALLENGE

During the 1970's and 80's a number of sociologists and curriculum scholars, influenced

strongly by Mandst and neo-Manrist thought, rejected the notion of the hidden

curriculum as the work of teachers, educators and administrators not really knowing what

they doing. According to Apple and King this perspective is misleading because:

a) it ignores the fact that schools were in part designed to teach preparation for work,

political and social life. Thus, the hidden curriculum of teaching social and economic

norms to students, is not so hidden and/or "mindless" as many educators believe.

b) it also ignores the critical tasks schools perform as the fundamental set of institutions

in advanced industrial societies that certify adult competence (1977).

Although Dreeben acknowledges that students learn certain noÍns, which he identifies

as independence, conformity, obedience, and respect for authority, he either ignores the

political nature of these social experiences or describe them as good and useful

(1968). By contrast, Bernstein argued that students learn these values and norms that

would produce 'good' industrial workers (1975:158). Students internalize values that

stress respect for authority, punctuality, cleanliness, docility, and conformity.

Thus, whereas Dreeben, Parsons and Jackson see the hidden curriculum in apparent
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politically neutral terms, the neo-Marrist or critical pedagogy writers, see these values,

notms and social experiences in terms of society's broader political, economic and social

needs. More specifically, these researchers go further and examine the hidden

curriculum in relation to the needs and priorities of a specific group: the ruling class.

Hence, schools are not seen in a vacuum, but as existing with other institutions in a

social setting, full of economic, political and cultural meanings. In a society

charactenzed by economic and political inequality schooling plays an important role in

maintaining and legitimizingthat inequality. According to Apple, the school as a social

institution, and the knowledge forms, and the educator him- or herself must be situated

within a complex, stratified, and unequal society (1981). He argues that education is not

a neutral enterprise: "it seeks to portray the concrete ways in which the prevalent (and,

I would add, alienating) structural arrangements -the basic ways in which institutions,

people, and modes of production, distribution, and consumption are organized and

controlled- dominate cultural life. This includes such day-to-day practices as schools and

the teaching and curricula found within them" (1981:110). Thus, schools not only

preserve and distribute economic property, but also symbolic property -cultural capital.

Schools are also instinrtions of a specific cultural reproduction since "in any given social

formation, legitimate culture, i.e., the culture endowed with the dominant legitimacy, is

nothing other than the dominant cultural arbitrary insofar as it is misrecognized in its

objective truth as a cultural arbitrary and as the dominant culturalarbitrary" @ourdieu,

1977:23). It is through this (dominant) cultural reproduction and distribution that schools

create and recreate forms of consciousness that enable social control to be maintained

96



without the necesstty of the ruling class having to resort to overt mechanisms of

domination. Critical pedagogy researchers argue that much of the allegedly common-

sense thinking assumes that sorting and tracking in schools are both necessary and

inevit¿ble: necessary because the economic system depends upon people having different

skills; inevitable because, it is claimed, different students have different levels of ability

and intelligence and, therefore, cannot all equally profit from education. Thus middle-

class children are more likeþ to be found in academic programs in high school and to

go on to university than are working-class children. This system of structured

inequalities which, in thefu view is an integral part of capitalism, results in the victims

of the system blaming themselves for "not making it". The reasons for the failure of the

lower classes are usually seen as arising from their cultural deprivation. Some trgug,

for example, that these children come mostly from fatherless houses, where the mothers

are strong authoritarians, resulting in weak language structures and abnormal

psychological development, while the children do not develop any sense of self discipline

to succeed in school. However, this situation amounts to a single description: poverty.

Ryan puts it niceþ when he says: "from such a viewpoint, the obvious fact that poverty

is primarily an absence of money is easily overlooked or set aside" (1971:5). In this

way, the dominant groups in society maintain their hegemony or social control. But,

schools not only preserve and distribute the dominant culture, they also help to create

people who see no other serious alternative to the existing economic and cultural system.

The result is a process by which the economic, educational and social world people see

and interact with, and the commonsense inte¡pretations they put on it, becomes for them
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the only world.

The notion of structuring knowledge for social control was analyzed by Young (197I).

He argued that there is a "dialectical relationship between access to power and the

opporfunity to legitimize certain dominant categories, and the process by which the

availability of such categories to some groups enables them to assert power and control

over others" (1971:8). In advanced industrial societies schools are important in

legitimizing certain traditions and forms of knowledge. At the same time, teachers know

quite well that students might reject their authority position, and therefore students'

compliance must be won and maintained on moral and not coercive grounds. In other

words there must be consent from the taught. Submission and control of the students are

accomplished through knowledge (subject matter) and the teacher's ability to teach and

to work with students. In most industrialized societies knowledge (ust like anything

else) is a. Íare and special commodity that gives teachers their moral superiority over

students. Knowledge is legitimated, because it can be used for successive exchanges to

the individuals' advantage, for example, high pay; goods and services; and qualifications.

Hence, because of the importance of knowledge (and the need for children to have it),

teachers are in a position to control children legitimately. "The teacher is given formal

control of his pupils by the state, but he exerts his social control through an educational,

not a class, paradigm" (Willis, 1977:67). It is the framework (classroom) within which

these exchanges of knowledge take place that is the most powerfi.rl, but less explicit.

According to 'Willis, classroom relations must be considered as an integral part of our

basic view of the teaching paradigm (L977:66-74). Willis ilgues further that behind the
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physical environment of the school is also a certain social orgamzation: the carefully

organtzed timetable, the rituals of respect and patience outside the staff room door,

compulsory attendance, and visible st¿ff hierarchies. Alt these indicate the superiority

of the staff and that scarce commodity: knowledge. Knowledge derives its worth not

only from an external definition, but also from its protected institutional role: its

disposition is the prerogative of the powerfrrl.

Further, the very fact that certain traditions and normative content are construed as

school knowledge is itself evidence of their perceived legitimacy. Therefore, the study

of educational knowledge is a study in ideology. According to Apple, the socially

accepted and legitimated "knowledge" in schools has been carefully selected from a much

larger universe of possible social knowledge and princþtes (1981). Hence, questions

such as the following need to be taken seriously: V/hose knowledge is it? Who selected

it? V/hy is it organized and taught in this specific way? In this operation schools do not

only process people, but knowledge as well.

Different levels of access to knowledge are maintained by differentiated curricula, for

example, university entrance, advanced placement, vocational and the rest. Through

these different levels of knowledge students are sorted into different levels of

achievement. Moreover, schooling works in ways that make this sorting appear natural

and objective. Sennett and Cobb refer to this phenomenon as "the hidden injuries of

class" and argue that what appear to be objective performance levels are actually the

results of students' social class (1972). For example, when students fail or are placed

in low-status jobs, it is made to seem that this is the unavoidable result of their lack of
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ability. These differences are further reinforced when teachers use creative and

stimulating activities with "bright" students, while "slower" students are taught in more

routine and pedestrian ways. The Mamist term for this whole process is reproduction.

"The argument is that any social system has not only to produce the material goods it

needs for survival, but also to reproduce the conditions necessary for its continuing

existence, including the kinds of knowledge, skills, attitudes and values upon which the

system depends" (Osborne, I99I:47). Bourdieu and others, refers to this "as aprolonged

process of inculcation producing a durable, transposable habitus, i.e., inculcating in all

its legitimate addressees a system of schemes of perception, thought, appreciation and

action, ..." (1977:35).

In this analysis, schools serve to prepare students for different kinds of work and social

roles, and therefore for different and unequal access to power and influence, not simply

by what and how they teach, but by embodying in their very operation the principles of

different kinds of worþlace. For example, largeþ academic and middle-class schools

build into their operating methods principles of autonomy, independence, student

participation and decision-making. Converseþ, schools that send their students straight

to the labor market, where they will hold largely semi-skilled or unskilled jobs,

emphasize obedience, routine and conformity to rules. There is in other words, a direct

correspondence between school and worþlace @owles and Gintis, 1976). Viewed from

the student's perspective, the classroom becomes a miniature work place in which time,

space, content, and structures are fixed by others. Keddie in her analysis of classroom

knowledge and social control comes to the conclusion that students who come to be
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perceived by teachers as the most able,

streams, are those who have access to or are willing to take over the teachers' definition

of the situation (197L). "This means thatthosepupils who are willingto take overthe

teachers' definitions must often be less rather than more autonomous (autonomy being

a quality or characteristic the enquiry mode is intended to foster) and accept the teacher's

presentation on trust" (1971:L5L). Giroux summarizes this notion of school knowledge

and social control when he says that "the underþing message learned in this context

points less to schools heþing students to think critically about the world in which they

live, than it does to schools acting as agents of social control" (198I:220).

4.2.1 SCHOOLS AS INSTITUTIONS OF ECONOMIC REPRODUCTION

Anyon conducted an ethnographic study in which she examined students' work as well

as their curricular, pedagogical, and evaluation procedures in the grade five classrooms

of five elementary schools, two of these schools were working-class; one was middle-

class; one was an affluent professional school; and one she described as an executive

elite school (1981). Anyon wanted to know whether sfudents from different social

classes were offered educational experiences and curricular knowledge which differed on

the basis of class. She defined social class in terms of three elements: ownership

relations, interpersonal relations and work relations.

Ownership consists of both capitalistic property and "symbolic" capital, which Anyon

defines as the cognitive skills necessary to control production. Symbolic capital yields

both social power and physical capital. To be a member of the elite social class, one

needs both physical capital and social control of this capital. The working-class has
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neither. The middle-class might have capital without control. Anyon describes

interpersonal relations in terms of the relation one has to authority and control of work.

Capitalists make decisions on investment and profit allocation. The working-class has

no decision making power in the worþlace, while the middle-class has some power. By

work relations Anyon means that working-class individuals do routine work, fragmented

from any final product. The middle-class have jobs that require some creativity.

Capitalist jobs consist of conceptualiz¿1isn (planning) with management and control as

the object.

4.2.1.1 THE WORIilNC,.CLASS SCHOOL

r02

Anyon found that in working-class schools, students' work consisted primarily of

following the steps of prescribed procedure. Procedures were largely mechanical,

involving rote behavior and very little decision-making or choice. Teachers rarely

explained why work was being assigned or connected it to other assignments. They were

very autocratic and in tot¿l control of the students and their activities. Easy assignments

were given to students to avoid them offering any resistance. Most of the rules regarding

work were designations of what children were to do and work was often evaluated

according to how well the rules were carried out or the procedures were followed.

4.2.1.2 THE MIDDLF-CI.ASS SCHOOL

In the middle-class school, students' work was primarify evaluated at getting the right

answers. Directions or steps needed to be followed, but they often called for some

choice or decision-makine and decisions were usuallv based on external rules whose

criteria were known or available to the children. The expression of feeling and ideas



were not encouraged. Answers were found in books or by listening to the teacher and

they usually comprised of words, sentences, numbers, dates, or facts written neatþ and

in the right order. Controversial topics were clearly avoided.

4.2.1.3 THE AFFI.T]ENT PROFESSIONAL SCHOOL

In this school, work was primarily creative activity carried out independently. This

involved individual thought, expressiveness, expansion and illustration of ideas, and the

choice of appropriate methods and materials on the part of the students. The products

of students' work should showed individuality and good design. V/hen right answers

were called for, teachers emphasized the thinking processes involved in determining

them. Few teacher-made rules were in operation, while students participated in official

decision making.

4.2.1.4 THE EXECUTTVE SCHOOL

In this school, students' work was devoted to deveþing their analytical, intellectual

powers. Students were asked to reason through problems and to produce intellectual

products that were logically sound and of top intellectual quality. A primary goal was

to conceptualizs rule5 and then apply those rules in solving a problem. Class discussions

were sophisticated, while students assumed responsibility for their own behavior. Here,

schoolwork helped students to achieve, to excel, to prepare for life.

According to Anyon, this "hidden curriculum" of schoolwork is t¿cit preparation for

relating to the processes of production in a particular way. School experience, in the

sample of schools discussed here, differed qualitatively by social class. Schools often

without ¡ealiztng what they were doing, emphasized a particular cluster of values and

103



behaviors which might be socially related (1981:277-81). The differences between these

schools reinforce and reflect the differences in society. Anyon's conclusions are

supported by Mickelson who concludes: "whatever the reason, the social relations of the

working-class and lower-track classrooms were quite different from those in the middle-

class and upper-tracks" (1987:81).

However, in the working-class schools students were not the blind victims of teacher

power. Rather, they learned subtle skills of resistance and sabotage, rather than socially

legitimized skills. To a certain extent Anyon seems to contradict herself by picturing

working-class students as being able to resist the control and authority of the teacher, but

at the same time her research reflected the correspondence theory of Bowles and Gintis

(1976). Typical of Mamist writers, Anyon continuously looks for and supports the

"constant fit" between school and worþlace. However, increasingly educators and

researchers linked the reproduction of the working-class to the dynamics of self-formation

within this class itself (Willis, 1977).

By contrast, students in the middle-class schools learned the skills and relationships that

perpetuate a bureaucratic society. Reward comes from the product and not from a

critical analysis of the system. Students from the elite schools deveþed advanced skills

in artistic, scientific, and intellectual expression. They become successful artists,

technicians and legal experts, and other professionals. They see the creation of ideas as

intrinsically satisfying and more important than the product. Hence, their schooling heþs

them develop the abilities necessary for ownership and control of physical capital.

Thus, the school serves as an institution of economic reproduction as described by
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Bowles when he says: "apparently our schools have evolved not as part of a pursuit of

equality, but rather to meet the needs of capitalist employers for a disciplined and skilled

labor force and to provide a mechanism for social control in the interests of political

stability. As the economic importance of skilled and well-educated labor has grown,

inequalities in the school system have become increasingly important in reproducing the

class structure from one generation to the next" (I97a:ß3). Bowles argues that

occupational roles in the capitalist economy may be grouped according to the degree of

independence and control exercised by the person occupying them. Howevet, social

control was not unique to capitalist countries. According to Musgrave, for example, the

moral code of communism had six main virtues: collectivism, discipline, love of work,

patriotism, proletarianism, internationalism and atheism (1987). These characteristics

also performed the goal of most social institutions (especially schools) in communist

countries. The personal attributes associated with the adequate performance of jobs in

occupational categories differ considerably. Some jobs require independence and internal

discipline, while others emphasize such traits as obedience, predictability, and willingness

to subject oneself to external controls. These personality attributes are developed

primarily at an early age, in the family and to a lesser degree in the socialization

institutions such as schools: "hence, the children of managers and professionals are

taught self-reliance within a broad set of constraints; the children of production-line

workers are taught conformity and obedience" @owles, I974:L43).

Teachers in working-class schools are compelled to resort to authoritarian tactics whether

they want it or not. According to McNeil, teachers select defensive instructional
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strategies which minimize their personal risk and maximize control and order over

students (1983). Mickelson argues that students, particulafly at the high school level, are

not tabula rasae but have cerLain well-developed notions of how and what a teacher

should do (1987). Deviations from these norrns are understood by students as evidence

of teacher weakness or, worse, incompetence. "My experience and the research of

others suggests that by the time seniors reached me they were conditioned to respond to

certain types of teaching practices. My well-intentioned deviations from the expectations

of their lived culture would likely result in chaos, loss of classroom control, and the

sacrifice of most learning for everyone" (1987:86). Also, new teachers are quickly

socialized by their colleagues, administrators, and members of their school community

to the prevailing ethos of "appropriate teaching" for that school. Further, the lack of

resources prevalent in working-class schools preclude having small intimate classes,

specialized teachers or free space for a more open flexible educational environment.

Socialization in such a school comes to miror that of the factory: students are treated

as raw materials on a production line. There is high premium on obedience and

punctuality and there are few opportunities for independent, creative work or

individualized attention by teachers.

On the other hand, inequalities in education are also to be found in the class structure

itself and in the class subcultures typical of capitalist societies. Thus, unequal education

has its roots in the very class structure which it serves to legitimize and reproduce. This

is one of the central themes of Bowles and Gintis' Schooling in Capitalist America

(1976). These authors maintain that the economic system reproduces the structure of
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authority relationships in the worþlace from one generation to a next. They argue that

the experience of authority in different types of work creates distinctive class cultures,

which in turn affect parents' values and the rearing of their children. Personality factors

such as diligence and submissiveness to authority are highly associated with school

grades and these factors account for the association between school and economic

success. Keddie emphasizes this link when she says: "it would seem to be the failure of

high-ability pupils to question what they are taught in schools that contributes in large

measure to their educational achievement" (1971:156). Hence, those students who are

the most completeþ socialized gain the most from their education in terms of careers,

while those who refuse to comply to schools' middle-class culture lose the most.

"In any given social formation, the pedagogic work through which the dominant

pedagogic action is carried on always has a function of keeping order, i.e. of reproducing

the structure of the power relations between the groups or classes, inasmuch as, by the

inculcation or exclusion, it tends to impose recognition of the legitimacy of the dominant

culture on the members of the dominated groups or classes, and to make them

internalize, to a variable extent, disciplines and censorships which best serve the material

and symbolic interests of the dominant groups or classes when they take the form of self-

discipline and self-censorship" (Bourdieu et al, 1977:40-4I). The crucial idea embedded

in this passage is how hegemony acts to "saturate" the very consciousness of lower-

classes so that the educational, economic, and social world they see and interact with,

and the commonsense interpretations they put on it, becomes their only world.
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4.2.2 SCHOOLS AS INSTITUTIONS OF CLASS.CIJLTT]RE REPRODUCTION

Thus, schools are not only distributors of class divisions in society, they also preserve

the different cultures and consequentþ the hierarchy of classes. Schools do not mereþ

reflect the economic foundation as Durkheim argued (Lukes, 1972). Rather, there is a

dialectical relationship between culture and economics. This notion becomes very clear

in 'Willis' I-earning to I-abour (1977). Willis gives a detailed description of how the

sense of manual labor is produced in a working-class counter-school culture in England.

He argues that it is in schools where working-class ways of life are mediated to its

members and where working-class boys creatively develop, transform, and finally

reproduce aspects of the larger culture in such a way as to direct them to certain kinds

of work. Thus, in a sense it is their own culture which most effectively prepares some

working-class children for the manual giving of their labor power. "Once the working

class boy begins to differentiate himself from school authority there is a powerful cultural

charge behind him to complete the process" (Willis, 1977l.74). V/hat this means is that

working-class boys in their resistance and conflict with middle-class school culture and

values finally fall back on their parents' (working-class) culture.

4.2.2.1 OPPOSITION TO AUTHORITY AND RETECTION OF THE

CONT'ORMIST

Willis states that the most basic, obvious and explicit dimension of counter-school culture

is entrenched general and personaliz.ed opposition to authority. There is a general

resentment from working-class students which always stops just short of outright

confrontation. For example, there is an endless scraping of chairs, different positions
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of sitting/lying in chairs, walking around in the classroom to get "paper for written

work", foot-dragging walking, and so forth. There are even certain elected grounds such

as dress, alcohol, smoking for struggle over authority. This is done through a sort of

continuous guerrilla warfare between students and authority.

In this ptocess there is clear opposition between formal and informal. The school is the

zone of the formal. It has a clear structure: the school building, school rules,

pedagogical practice, and a staff hierarchy. Counter-school culture is the zone of the

informal. It is where the demands of the formal are denied. "In working class culture

generally opposition is frequently marked by a withdrawal into the informal and

expressed in its characteristic modes just beyond the reach of the nrle" (Willis,1977:23).

The basic unit of this counter-school culture is the informal group, the fundamental

source of its resistance. It is through the group that the working-class students have

become adept at managing the formal system, and limiting its demands to the absolute

minimum. They construct virtually their own day, and time schedule, from what is

offered by the school. Where time is one of the crucial variables of school life, for the

working-class students time is something they want to claim for themselves now as an

aspect of their immediate identity and self direction (Willis, L977:28-29). This theory

of resistance is only understood when culture is viewed as a system of practices, a way

of life, that constitutes and is constituted by a dialectical interplay between the social-

specifi,c behavior and circumstances of a particular social group (working-class) and those

powerfrrl ideological and structural determinants in the wider society (Giroux, L983:412-

4I4). In contrast to Bordieu and others who sees schools as deterministic institutions of

109



cultural capital and reproduction, the theory of resistance sees schools as possessing some

emancipatory possibilities. The work of V/illis clearly demonstrated that the mechanisms

of social and cultural reproduction are never complete and are always faced with partially

reahzed elements of opposition.

4.2.3 WORKING-CLASS CT]LTT]RE

If such counter-school culture is to be understood, it must be placed within the broader

working-class culture. V/illis argues that counter-school culture has many similarities

with the shopfloor culture for which its members aÍe mostly destined.

In contrast to Anyon who described the working-class as powerless with no control,

Wills' central characteristic of shopfloor culture is that people do look for meaning and

impose their own frameworks (L971). They exercise their abilities and seek enjoyment

in activity, even where it is mostþ controlled by others resulting in men who perceive

themselves as tough, masculine and macho. As with the working-class boys' attempts

to have fun in school, the men on the shopfloor seek diversity and interest. The

credentials for entry into shopfloor culture, as into counter-school culture, are far from

being merely a symbol of defeat. They are credentials of skill, dexterity and confidence.

Another main theme of shopfloor culture is the massive attempt to gain informal control

of the work process. "It sometimes happens now that the men themselves to all intents

and purposes actually control at least manning and the speed of production. Again this

is effectively mirrored for us by working class kids' attempts, with the aid of the

resources of their culture, to take control of classes, substitute their own unofficial

timetables, and control their own routines and life spaces" (Willis, L977:53).
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Shopfloor culture also rests on the same fundamental organtzational unit as counter-

school culture. The informal group locates and makes possible all its other elements.

It is the zone where strategies for wresting control of symbolic and real space from

official authority is generated and disseminated. It is the massive ptesence of this

informal organization which most decisively marks off shopfloor culture from middle

class cultures of work. The informal group on the shopfloor also shows the same attitude

of antagonism to conformists and informers as do the working-class students. In

addition, the distinctive form of language and highly developed intimidatory humour of

the shopfloor is also very reminiscent of school counter-culture. This is essentially the

practical joke, (having a good time or a "laff" for working-class students) which usually

comes close to disruption of production or subversion of the boss's authority and status.

The rejection of school work by working-class students and the omnipresent feeling that

they know better is also paralleled by a massive feeling on the shopfloor, and in the

working class generally, that practice is more important than theory. Practical ability

always comes first and is a condition for other kinds of knowledge.

Hence, it is the larger class dimension which gives the working class school counter-

culture its special edge and resonance in terms of style, and its particular force of

opposition. Willis argues that class cultures are created concretely in determinate

conditions, and in particular oppositions. They arise through struggles with other groups,

institutions and tendencies. In this process "the state school in advanced capitalism, and

the most obvious manifestations of oppositional working class culture within it, provides

us with a central case of mediated class conflict and of class reproduction in the capitalist
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order. It is especiatly significant in showing us a circle of unintended consequences

which act finally to reproduce not only a regional culture but the class culture and also

the structure of society itself" (Willis, 1977 60).

5.0 FINAL THOUGHTS ON TIIIS HIDDEN CURRICI]LT]M AND POLITICAL

DEVELOPMEI.{T

Thus, at the heart of the educational encounter is a hidden curriculum whose values shape

and influence practically every aspect of the student's educational experience. Schools

preserve, select and transmit cert¿in noÍns, values, cultures and as we will see now, also

political orientations. 'Whether, the perspective is functionalist or neo-Manrist, schools

and teachers are patr of the social and economic context within which they operate and

in doing so, support and reproduce an unequal and stratified society. 'Willis' description

reveals how working-class boys, in their resistance to the cultural capital of the school

actually reproduce their own culture (1977). They also reproduce a working-class which

I-angton and Jennings describe as very low in political efficacy and particþation (1968).

I-a.ngton and Jennings also found lower-class students to perceive citizenship more in

tems of loyalty than participation (1968:560-563). Further, in reproducing cultural

capital schools are directþ or indirectly related to the ways in which dominant groups

attempt to secure acceptance and conformity to their beliefs, attitudes and interests.

V/hat are these behefs and attitudes? According to Wasburn, schools usually have little

concem with developing political competencies, motivational dispositions and personal

responsibilities beyond the conventional goals that pupils should grow up to work, pay

their taxes, obey the law, vote in elections and concern themselves with individual and
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family matters rather than improving society for the common good (1986). These are

the politically relevant behaviors that Hess and Torney also believe teachers model to

their students (1967). Wasburn says there is the presentation of materials and discussions

(basic classroom relations) in which success and failure in the American society are

ascribed to individual personality, skill and luck. This is typical of what Ryan said in

his Blaming the Victim (1971). Inequalities, economic failures, and political

powerlessness are therefore not seen as the consequences of the character of the

institutions but rather of the individual. Such accounts heþ to deflect attention away

from the structural limitations in both the political and economic spheres. From this it

is comprehensible that schools contribute to the peqpetuation of unequal societies.

Through the hidden curriculum schools develop students with political attitudes who will

never be able to seriously question the status quo.

In both the descriptions of Anyon (1981) and Mickelson (1987), the teaching styles for

working-class students are very autocratic and teacher controlled. This is very different

from Ehman's "open" classroom climate which he describes as existing "when students

have an opportunity to engage freely in making suggestions for structuring the classroom

environment, and when they have opporhrnities to discuss all sides of controversial

topics, ..." (1980:108). Accordingly, itis only in such classrooms where students are

able to develop critical thoughts on society and its institutions. In Anyons' working-

classes there were absoluteþ no discussions, but rather orders to be followed. To a

certain degree the students were under the power of the teacher. This is also Keddie's

description of how knowledge becomes the medium of control and supremacy which
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further prohibits an open classroom climate. For the political implications, Ehman in a

longitudinal study indicated a strong link between perceptions of freedom to express

opinions in the classroom and general political and school-related attitudes of trust, social

integration, confidence and interest (1980b). Also, exposure to controversial issues was

associated with increased social integration and pottical interest. This led him to

conclude, the "general argument can be made that it is not who teaches, nor what is

taught, as much as how the teaching is carried out which makes an impact on

student political orientations" (1980:108). The opposite is also true, i.e., a "closed"

classroom climate (Anyon, 1981; Mickelson , 1987; Keddie, \97I) can deveþ negative

political attitudes.

'When teachers are seen as part of the cuffent social, economic and political unequal

systems, then their "conservative" impact upon students' political attitudes is further

highlighted by Lightfoot's observations (1973). Lightfoot set out to demonstrate how

teachers' general world-views shape their social and political ideas, which in turn, shape

their conceptions of good teaching, and that this has a direct impact on their students.

The first, teacher A, felt that society was generally fair and open and that people could

succeed if they wanted to and if they made the effort. Her watchwords were discipline,

perseverance and effort. Teacher B, by contrast, was more critical of society. She saw

it as rewarding the privileged and penalizing the poorer section. According to her, what

was needed was not self-discipline but social change, and people had therefore to work

to change society in order to make it fairer and more democratic. The result of these

different teaching ideologies were: "the approach and responsiveness of the children ...

LL4



reflected the educational goals and political philosophies that were unconsciously and

explicitþ expressed by their teachers. Teacher A spoke of cooperation, disciplined

obedience, and uniformity as being primary goals of the educational process and her

children expressed undifferentiated reasons for their status choice. Teacher B claimed

that her primary goals for children included an expression of autonomy and self-

knowledge; and her children responses tended to be creative, aggressive, discriminating

and critical" (1973:244). Hence, Giroux may be right when he says the structure,

organizatton and content of contemporary schooling serve to equip students with the

personality requisites desired in bureaucratically structured, hierarchically organized work

and political systems (198L:22L).
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CHAPTER 5

1.0 THE SOUTII AFRICAN CONTEXT

The terms "African", "Coloured", "Indian" and "White" have been coined by the South

African government to refer to bureaucratically designated "racial" groups in South

Africa. These terms are unacceptable to the majority of the population and are used only

to present clarity on govemment policy to readers who might not be familiar with the

South African society.

1.1 THE COLONIAL PERIOD

Ever since the first white settlers set foot on South African soil, their relations with black

groups were most of the time based on exploitation, extinction and control. For

example, the frst groups of people, the Hoffentott and Khoi, traded their livestock and

farms to the colonists for copper bangles, wine and tobacco (Christie, 1990:31). Without

knowing, these people traded their subsistence, while many of them were killed in

clashes with white colonists or died of diseases. The survivors moved awav from the

Cape, and others stayed to become part of the new colony. However, they worked

mostþ then as servants and laborers for the settlers. Many of the white settlers

est¿blished themselves as farmers and traders, and settled permanentþ. But other

farmers, the "trekboers", moved further inland as cattle farmers. Before long, the

"trekboers" met up with the Xhosa-speaking people in the Eastern Cape. Both the Boers

and the Xhosas were pastoralists who needed land for their cattle. The result was the

frontier wars that went on in the Eastern Cape for nearly a hundred years, from 1779 -

1877 (Cbnstie, 1990:32). In 1815, when the British took over the Cape, they attempted



to gain more control over the frontiet area, although it also took them some time.

In those early days, there were very few schools in the Cape and such education as there

was, was mostþ in the hands of the church. Since schooling during this period was not

free, only children from rich colonists received what education was available. When

education was later made available to other groups "...lower class whites, slaves and

Khoi often attended the same schools (Christie, 1990:33). According to Behr, the pupils

learned prayers, passages from the Bible, and catechism (1966:89). Schooling for blacks

during this period was even more scarce. It was only with the discovery of diamonds

and gold during the latter part of the 1800's that the education and control of both black

and white became important.

1.2 MISSION SCHOOLS

The church has always been prominent in education in South Africa, and especially in

black education. Before the introduction of Bantu Education in 1953. mission schools

provided almost all of the education which was available for blacks. The first mission

school for Africans was set up at King William's Town n 1799. It was situated in the

heart of the frontier, right in the midst of the wars. Christie argues that this was done,

exactþ because the governors of the Cape (especially the British from 1815) hoped that

mission schools could play a part in bringing the frontier under their control (1990:36).

According to the historian Horrel, by 1905 there were 184 African mission schools, with

310 teachers and nearly 10 000 pupils (1963:23). This student figure represents less than

3% of black children at that period of school-going age.

The role of the church in South African history is not easy to judge and in education it
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is just as complicated and often contradictory as in other areas of church activity.

Firstþ, there are those who believe that mission schools subscribed - despite being

segregated - to an integrationist view of society. The Engtsh-speaking churches opted

for equality of opportunity in education, affempted to raise blacks to European standards,

taught blacks the dignity of all humans and their right to equal treatment in a country that

was theirs. Christie summarizes the Liberal perspective of missionary churches in South

Africa as follows: "there's no doubt that the church has done a lot of good. Missionaries

were humane people who spread the Christian faith among the African tribes. And at

the same time, they brought education and Western medicine. The missionaries deserve

praise for what they did" (1990:61). Howevet, in a country where nearly twenty percent

of the population (whites) owned approximately eighty percent of the wealth, these

missionary schools also performed another vital function. It can be argued that initially

mission schools were established to westernize blacks, and bring them into the dominant

culture. Sir George Grey, governor of the Cape, said in 1855 to Parliament: "if we

leave the natives beyond our border ignorant barbarians, they will remain a race of

troublesome marauders. V/e should try to make them part of ourselves, with a common

faith and common interests, useful servants, consumers of goods, contributors to our

revenue. Therefore, I propose that we make unremitting efforts to raise the natives in

Christianity and civilization, by establishing ¿rmong them missions connected with

industrial schools. The native races beyond our boundary, influenced by our

missionaries, instructed in our schools, benefitting by our trade, would not make wars

on our frontiers" (Rose and T[rrner, 1975:205). This statement is interesting for several
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reasons. One, Grey sees education as the key to peace. Two, he sees it as putting

blacks in a position where they will serve white power. Three, he equates civiliz¿1isn

with Christianity. Missionaries also helped to produce and prepare a black labor force

which was supposed to accept its unequal position in modern times. As a Catholic

weekly, Um-Afrika st¿ted n L944 "that the African should be given education based on

the assumption that one day he shall cease to be an employee of the whiteman is in

conflict with the facts. It would be like giving the African an education with no

foundation - a course more dangerous than helpful" (cited by Molteno, L990:63). After

the Anglo-Boer War, the British administration took over white education through the

whole of South Africa. This was a period of important development for education,

because here lie the foundations of the present racially differentiated system of education.

The British instituted compulsory schooling for whites - but not for blacks. Transvaal

was the first province (1902) where compulsory and free primary education was

introduced, though only for white students. This was because the development of mining

and the Anglo Boer War brought a period of severe social upheaval. Social reformers

were particularly concerned about the children of poor white and working class parents.

The Johannesburg Times had this to say in 1895: "the children of these wretched people

need to be rescued from their surrounding and reclaimed for civilization. They must be

educated, taught to work, and reared as honest men and women" (cited by Christie,

1990:48). Compulsory education was, after the establishment of the Union (1910),

extended to all provinces for white children between seven and fourteen. Todav. in

1991, white children between seven and sixteen must attend school.
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At the same time, black education was not made free or compulsory. Instead of

becoming a st¿te responsibility, it remained in the hands of the church. It becomes clear

that black education was not on the list of priorities of the white government. Still, the

state became more active than before. Financial aid to mission schools was increased,

while in some special cases a curriculum was drawn up (Christie, L990:49). But black

education continued to suffer in many ways: there was not enough money, teachers or

children in schools. The result was that very few blacks achieved high levels of

education, while most received virtually no schooling whatsoever.

During this period, coloured people were in a peculiar situation. Although there were

no laws legatly separating them from whites, most schools accepted only children where

both parents were of European descent. However, a small, but economically successful

group of coloured entrepeneurs and professionals lived in mixed districts with whites,

voted on a common voter's role and shared in their culture, (especially in the Cape Town

region), while attending the same schools and universities as whites. This state of affairs

lasted until 1963 when the Coloured Person's Education Act was passed by the Verwoerd

goveflrment. The Act placed control over coloured educaton under a separate department

- Coloured Affairs.

As even this brief outline suggests, in South Africa education has long been a vital agent

not only to make people accept racial discrimination in their society, but also to accept

their economic exploitation. In 1945 I.N. le Roux, a National Party politician,

demanded that academic education for blacks in the missionary schools be scrapped,

since it would make them unfit for manual labor. This kind of opinion became
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influential after 1948 when the National Party formed the government of South Africa.

For example, in 1953 H. Verwoerd, the newly appointed Minister of Native Affairs,

said: "the school must equip the Bantu to meet the demands which the economic life ...

will impose on him ... What is the use of teaching a Bantu child mathematics when it

cannot use it in practice? Education must train and teach people in accordance with their

opportunities in life ..." @undy,1989:379). In other words, the government intended

to ensure that black education prepared blacks for their future roles of manual labor and

economic exploitation.

However, separate universities for Africans were established very early to ensure a small

but professional middle-class, though it would only operate within the black society. In

L959 the University Education Act was passed, and apartheid was also now applied to

universities. Mixed universities such as Witwatersrand and Cape Town were not allowed

to register any new black students, except with special permission. Fort Hare university

could accept only Xhosa-speaking students, while a university at Tirrfloop was established

for Sotho-, Pedi-, and Tswana-speaking people. The University of Zululand catered for

Zulu-speakers. Coloureds were to go to the University of the Western Cape and Indians

to the University of Durban/V/estville. Apartheid education was completed, but

ironically these universities and schools were to continue the resistance movement after

the banning of the African National Congress and the Pan Africanist Congress during the

1960's.

2.0 EDUCATION IN APARTTIEID SOUTH ATRICA

2.1 WTIAT DOES APARTIIEID MEAN?
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When the National Party came into power, n 1948, it introduced the system of

apartheid, or separate development. Through this system, coloureds were removed from

the voting lists and whites were no longer appointed to represent African interests in

parliament. Secondly, the government embarked on a system of what was intended to

be total social, cultural, and economic separation. For example, blacks were to be

educated under a separate system; they were to be confined to far-removed townships;

they were to be forced to practice their cultural activities separateþ; and they were

segregated in just about every sphere of life. Although the goal was supposed to be

separate but equal development of the different racial groups, the reality was very

different.

2.2 TTIE SEPARATE BUT EOUAL DOCTRII\E

The Second V/orld War accelerated South Africa's development into an industrial state

with increasingly sophisticated labor requirements. According to Kallaway, on the one

hand there was a need for schooling to produce a sufficientþ docile, "colonised"

population to prevent the emergence of an outright political challenge to the status quo,

while at the same time there was a demand for an appropriate worldorce for the forever

increasing mechanisation and technological sophistication produced by industrializ.ation

(1990:8). Education policy was supposed to provide for educational equality, though it

would be separate for the different races, and for the provision of an appropriately skilled

labor force, while at the same time it had to meet the needs for control in the apartheid

state. fitus, the black people of South Africa were not simply conquered in a military

sense; they did not only lose their political independence; they were not just drawn into
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a new system of social and economic life as urban laborers; but they were also subject

to cultural and ideological transformation, in which process the schools were major

agents. As Kallaway puts it: "the schooling of the colonised, whether conducted by

missionaries or by agents of the governments, was part of the process of colonization --

the co-optation and control of subject groups" (1990:9). The process itself has been

described as the creation of a culture of silence, to negate the history of blacks, to

rationaliz.e the irrational and gain acceptance for structures which were oppressive.

Hence, rrr 1948, immediateþ after the Nationalist Party came to power, the Eiselen

Commission was appointed to investigate plans for the education of blacks as a sepamre

race. It can be argued that among the original creators of Bantu Education (under the

National Party the label for Africans changed from Natives to Bantu), some probably

believed in the sincerity of the "separate but equal" doctrine. This conclusion can be

drawn from the Eiselen Report of 1951 which preceded the establishment of Bantu

Education: "we must remember that we are dealing with a Bantu child, i.e., a child

trained and conditioned in Bantu culture, endowed with a knowledge of a Bantu

language, and imbued with values, interest and behavior patterns learned at the knee of

a Bantu mother. These facts must dict¿te to a very large extent the content and methods

of his early education. The schools must give due regard to the fact that out of school

hours, the young Bantu child develops and lives in a Bantu community, and when he

reaches maturity he will be concerned with sharing and developing the life and culture

of that community" (Rose and Turner, 1975:251). Hence, it was very critical of mission

schools which, according to the Eiselen Commission, had "achieved nothing but the
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destruction of Bantu culture ... nothing beyond succeeding in making the native an

imitation'Westerner" @undy, L989:379). It must be remembered also that during this

period, this "separate but equal" doctrine was also the officialpolicy in the United States,

until overturned by the Supreme Court in the Brown case in 1954.

Howevet, apartheid education was also a policy to build up an awareness of racial

difference and to cultivate feelings of superiority (in the whites) and inferiority (in

blacks). Schooling in apartheid South Africa was never designed to bring the different

racial groups together. Rather, it was designed to keep them separate. Separate schools

were part of an overall plan for the social, economic and political development of

apartheid. Schools were part of creating and maintaining an awareness of separateness

and difference. This is why F. Hartzenberg, Minister of African Education in 1980

could say: "educational policies in South Africa must be dictated by the apartheid

philosophy" (cited by Christie, 1990:13). Also, in 1983, the Nationalist Party rejected

the recommendation made by the government-appointed De I-a.nge Committee that there

should be a single education department for all groups. Despite the rhetoric of separate

but equal development, the reality was that the doctrine which prevailed was "separate

and unequal". As Verwoerd, then Minister of Bantu Affairs, put it in 1955: "there is no

place for the Bantu in the European community above the level of certain forms of labor"

(cited by Christie, 1990:13). Or again, "I just want to remind the Honourable Members

of Parliament that if the native in South Africa is being taught to expect that he will lead

his adult life under the policy of equal rights, he is making a big mistake" (Rose and

Turner, 1975:266). Thirty years later a coloured headmaster said: "of course my kids
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know they're disadvantaged as compared with white kids. You

assembly outside in the winter to know that. You only have to

classrooms with broken windows to know that. You don't need agitators to tell you that

you aren't equal to white kids" (cited by Christie, 1990:L27).

Finally, the reality of apartheid education is obvious in the statistics. To take only one

example, in 1983-84, after almost forty years of apartheid, the per capita education

expenditure on African education was less than l0% of the per capita education

expenditure on whites (Pillay, 1990:31). Simultaneously, in L986, while 30 out of every

1,000 whites were university students, only 2 of every 1,000 Africans were (Hartshorne,

1988:15).

2.3 ATR.ICAN EDUCATION

L¿3

V/ithin a. year of the Nationalist Party victory in 1948, the Eiselen Commission was

appointed to investigate plans for the education of blacks as a separate and independent

race, in line with the official policy of apartheid. This spelt the end of mission control

over black education. The Eiselen Commission criticized mission education, saying its

aims for black schooling were vague and poorly formulated. Rather than preparing

blacks for apartheid, mission education strove for integration. Instead of valuing black

culture, the schools helped to erode it. The Commission recommended that Bantu

education should be used to rebuild and extend Bantu culture (Kallaway, 1990). Thus,

in 1953, the Bantu Education Act was passed, stating that all schools for Africans had

to be registered with the government. This marked the beginning of the system of

apartheid education. Verwoerd uttered the following words when Bantu education was

only

sit in

have to have

overcrowded



introduced: "when I have control over native education, I will reform it so that natives

will be taught from childhood that equality with Europeans is not for them" (Rose amd

Turner, 1975). As these words suggest, giving blacks a separate education in fact served

to exploit and control them. An education system came into operation which, as late as

1983, ensured that only 1.4% of its entrants finished school twelve years later. (Shindler,

1984). This obviously led to the concentration of blacks at lower levels of schooling,

where the education they received ensured that they could not escape from the working

class. The government believed that control of the system of schooling, of teacher-

training and the removal of any liberal influences, could so shape black people's

consciousness that they might accept the white ruling class view of the world. This was

a product both of racist and economic factors: whites oppress blacks not merely for

reasons of racism, but also because they need them as non-competitive cheap labor.

Segregation in South Africa has involved many attempts to regulate and control class

status on the base of racial characteristics using both ideological and repressive means.

The different schooling systems aimed to prepare blacks and whites for their respective

sub- and super-ordinate positions in economic and social life (Collins, L990:170).

African education served avital hegemonic function as it prepared blacks to accept their

alleged inferiority as part of the natural and unchallenged order. Collins argues that one

of the main aims of African education was to facilitate the reproduction of the relations

of production in a docile form, so that these relations would appear both natural and

based on common sense. Stressing cultural differences between white and black and the

development of a separate black community, in which black aspirations could berealiz.sfl,
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the African education system was intended to prepare blacks to accept differences as both

natural and normal. Within the schools, state control over teachers and curriculum

served as the basis of hegemony. This becomes clear when the relationship between

African Education and the reproduction of labor is examined more closely.

The Eiselen Commission made this linkbetween work and schooling explicit when it said

that the social patterns and values which make a person a good member of his or her

community, a good parent and a useful member of his society included such qualities as

punctuality, initiative, self-confidence, a sense of duty, persistence, neatness and

reliability. Explicit reference to education and the social relations of production was also

contained in this Report: "we should not give the natives an academic education, as some

people are too prone to do. If we do this we shall later be burdened with a number of

academically trained Europeans and non-Europeans, and who is going to do the manual

labour in this country...?" (cited by Collins , L990:176).

2.4 THE STRUGGLE AGAINST APARTIIEID

According to Njobe, African Education was designed to colonise the minds of black

learners. Its curricula deliberately included content intended to condition students into

an acceptance both of apartheid and of their economic exploitation (1990:46). For

example, the 1983 White Paper on Education in South Africa, referred to the "moulding

of good citizens to fit into ordered society and to be obedient to the state and to the

values of the existing order" (Ilartshorne, 1988:18). In a similar fashion, methods of

indoctrination were and are often used as a norm, while the development of free

thinking, originality and creative initiative were and are deliberateþ suppressed. Closing
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the minds of the learners was the central intention of African Education.

However, this does not meam that the state has been able to impose its educational aims,

as if society was a kind of tabula rasa. The state does not have the power simply to

impose any policy without reference to what is possible within a given context. This is

demonstrated by the continuous educational struggles which have taken place since the

introduction of African Education. As Sharpe, Giroux, Apple and others have argued,

the est¿blishment and maintenance of hegemony is not a simple top-down imposition of

the values and ideology of the dominant groups in society. Rather, it is a process which

is contested. Subordinate groups resist, manoevre, manipulate and in a wide variety of

ways refuse to accept the hegemonic process. Hegemony is rarely imposed: it has to be

negotiated and continuously maintained (Apple, 1979; Giroux, 1983; Sharpe, 1975). As

Christie puts it: "resistance is part of schooling in capitalist and racist societies. Schools

themselves are places of struggle" (L990:220). For example tn 1952, the Cape African

Teachers' Association condemned the Eiselen Report, and called on patents and teachers

to do everything in their power to oppose the new system. The government responded

by taking recognition away from this association, while dismissing militant teachers from

schools. In May L954 the ANC launched a "Resist Apartheid Campaign". African

Fducation was one of the six issues in the campaign. The ANC established a committee

to plan alternative education, which later became known as the African Education

Movement. The main work of the African Education Movement was to set up a network

of cultural clubs, where students learned basic maths, history, geography, and general

knowledge. Although some of these clubs were well attended, they usually suffered from
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shortages of money, facilities, and teachers. These clubs were also continuously subject

to police raids, and in 1960 they were finally closed down.

In June 1976, black students in Soweto (and later throughout the country) exploded in

anger against a govemment instruction that half of the subjects in Standard 5 (Grade 7)

and onwards be taught in the medium of Afrikaans. Opposition against the regulation

can be divided into two categories: some people opposed it for educational reasons,

saying that children would suffer. African students already studied two languages, i.e.,

a mother tongue and English. The new regulation would increased their load to three

languages, unlike white and coloured students who studied only the two official

languages. Others opposed the regulation for political reasons, arguing that this was just

another attempt by whites to impose their culture upon Africans with the aim of making

their oppression easier. Even before 1916, there were frequent clashes between African

students and government authorities. They started in April 1972 when O. Tiro, past-

president of a students' council at an African University was expelled after cnticizng

discrimination in education and the entire apartheid system. This led to a widespread

boycott of classes on African ca.mpuses. ln 1974 when Frelimo came to power in

Mozambique, a ca77 was made for Frelimo rallies at African universities. This resulted

again in violence between students and the police which led to the banning of the rallies.

During this period, the Black Consciousness Movement, led by S. Biko, was very active

in organising forces against the government. They were particularly prominent on

campuses and in schools and thus gave the political edge to the Soweto uprising of 1976,

as reflected in the following statement: "we shall reject the whole system of Bantu
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Education whose aim is to reduce us, mentally and physically, into hewers of wood and

drawers of water" (Soweto Students' Council, cited by Christie, 1990:12). When police

killed the first victim, H. Petersen, the Soweto riot began. It was only in 1978, after

more than one thousand people were killed and thousands more injured, that the uprising

f,rnally ended.

The Soweto clashes started as a student protest, but it was not only students who were

involved. Students made attempts to broaden their struggle to include workers as well.

And some of their demands were not simply about education. For example, they called

for and organtzed four stay-aways from work and were successful in preventing rent

increases in Soweto. Most important, as the Cillie Commission of Inquiry into the

uprising found, sfudents' political awareness grew rapidly during the uprising (1980:556-

57). Ironically, African Education was achievng a cituenship goal, but it was avery

different kind of citizenship from that envisaged by its white controllers. Rather than

providing obedient, passive, and loyal citizens, African Education provoked a resistance

which politicized many students, making them critical, active, and determined in their

opposition to the educational and political system in which they lived. This happened in

spite of severe political control and oppression.

Student opposition to apartheid education came to a head agun in April 1980, with the

beginning of the famous schools boycott that started in Cape Town and quickly spread

throughout the country. This boycott took place against the backround of worsening

economic problems. For the first time in South Africa's history the inflation rate reached

double digits, while black unemployment jumped from 11,8 % n 1910 to 2I,I% n l98I
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(Christie, L990:2a1. The deterioration of the country's economy led to an even quicker

and much more seveÍe worsening of schools' physical condition. Thus, it was school-

based issues which led to dissatisfaction. For example, schools were poorþ equipped

and in a bad state of repair. There were short¿ges of qualified teachers and dismissals

of teachers who were judged to be politically active. Students also protested against such

school policies as corporal punishment, and demanded independent Student Councils.

As in June L976, students tried to organne and link their educational struggle with the

wider society, as seen in this statement from a student leader in 1980: "we must see how

short-term demands are linked up with the political and economic system of this country.

We must see how the fail-pass rates in schools are linked up with labor supply for the

capitalist system" (Christie, 1990:245). Whereas lune 1976 showed the influence of

Black Consciousness, the 1980 student manifestos and slogans also included discussions

about capitalist exploitation under apartheid.

An interesting feature of the 1980 boycott was the students' attempt to set up alternative

education ptogrammes. For example, during the boycott, committees were established

in most centres to co-ordinate the boycott as efficientþ and democratically as possible.

Mass meetings were a regular feature of the boycotts where leaders would present issues

to the students for discussion and decision. Students also organized alternative education

programmes at schools. There were talks, discussions and debates to raise students'

awareness on many topics. These included, for instance, the history of black people in

South Africa; the June 1976 uprising; the nature of the education system; politics in

South Africa; and the sports policy, since a British rugby football team was touring
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through the country. Although these programmes differed from school to school,

students attempted to provide alternative education at school.

Though the boycott was less violent than the 1976 uprising, it is widely regarded as a

water-shed in the resist¿nce movement. An important consequence of the boycott was

the development of students' sense of political emancipation. Unlike the Soweto

uprising, this boycott was far more widespread and a clear rejection both of schools'

authority and of the educational system. Also, students became politically aware through

active involvement in affairs, where negotiation with school authorities and discussions

¿rmong students were the order of the day. Students learned about democracy through

electing Student Councils; aboutrespect through rejecting corporalpunishment; and about

tolerance through lively mass meetings. A striking characteristic of this and subsequent

boycotts, was the tendency to support striking workers through placard demonstrations

and fund-raising activities. It is not a understatement to say that the 1980 boycott started

the period of the "young lions".

In early 1984 more school unrest broke out near Pretoria, as well as at Cradock and Port

Ehzabeth in the Eastern Cape. As in 1976 and 1980, school-based issues caused the

dissatisfaction, i.e., segregation, inequality, and in some cases the total lack of education

facilities. Many people were also angered by the constitutional arrangements which

excluded Africans from the newly constituted Tricameral Parliament. At the time of the

parliamentary elections in August 1984, thousands of students boycotted schools and

universities. This was also the longest period of economic recession in South Africa

since the Second World War, and many people were experiencing economic hardships.
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Thus, the L984 boycotts took place in a general atmosphere of dissatisfaction. During

1985 the schools uffest spread throughout the whole country. Schooling for blacks came

to a near complete standstill, with the prospect of wasting an academic year. The

violence which started in Natal during 1984, coupled with minor insurrections against the

police, made some people believe that the emergence of a new South Africa was

inevitable. Apartheid was no longer acceptable. By November 1985, in Soweto alone,

all high schools had been closed, while most people in detention was younger than 22

(Ilyslop, 1988: 194-195).

It was in this context that the explosive slogan "Liberation before Education" was

articulated. In October 1985, with final examinations looming, the Soweto Parents Crisis

Committee was formed in an attempt to give direction to student struggles and restore

order in the schools, and to ensure that students' political activity did not destroy any

chance of their completing their education. This committee eventually led to the

formation of the National Education Crisis Committee (NECC) which replaced the slogan

"Liberation before Education" with "People's Education for People's Power". The

NECC then organised the successful back to school campaign during 1986 with the

provision that a few hours of each school day be spent on People's Education. The

NECC had initially a very limited conception of what People's Education might entail.

Community and parent involvement in the organtzation of schools was a central notion

of People's Education. The goal was to take over the apartheid (African) schools and

ensure that African students were not excluded from attendance and were represented in

the curriculum. They envisaged black emancipation from centuries of oppression through
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new curricula and textbooks in both History and English. During 1985-86 subject

committees were set up in these two subjects, while a research unit for the development

of new curricula was also established in 1988.

This campaign by the NECC focused soleþ on the production of new historical materials

and the rewriting of South Africa's past. More recent concepts of People's Education

have gone further, to include the control and transformation of schools. The NECC

managed to formalise a network of parent, teacher, and student bodies to replace the

authorit¿rian bureaucratic government structures. The goal was to begin a process of

mass participation in the running of black schools. Thus, People's Education evolved

through "Liberation before Education" to "Education for Liberation". According to

Muller, "it marked the change from a strategy of potentially militant struggle which was

temporarily willing to forfeit education, to a strategy of emancipatory education as an

alternative to militant struggle, a last-ditch attempt to avoid the proverbial bloodbath"

(1987:26). Because of the categonztng of the different groups of people by the South

African government, People's Education seemed to have different impacts upon the

coloured and Indian communities. First, coloureds are squeezed both economically and

socially between Africans and whites. Culturally, coloureds have also adopted the

lifestyle of whites very closely, resulting in a more conservative political outlook ¿rmong

the older people of this group. Parents of high school students were therefore not very

excited about the notion of People's Education and especially of altering the organization

and curricula of schools. But the younger generation who grew up during the boycott

riddled 1980's could not escape the political reality that whites were only interested in
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them to ensure their own political survival. These students were therefore much more

open and positive to People's Education. Given the close cooperation between coloured

and African school councils, and the existence of younger teachers who studied People's

Education, this was a movement which took root much more quicHy among students than

the coloured community itself.

On the other hand Indians in South Africa are equal to whites both economically and

socially. With a nation-wide examination success rate every year which is very close (if

not better) than their white counterparts, Indian schools tend to be politically very

isolated and conservative. Their efficient education system produces a very high number

of successful professional graduates. This has resulted in a community which puts an

enonnous premium on their education system. Any possible changes to it was seen as

dangerous and People's Education was never really accepted among the Indian

community, parents, or students.

6.5 TEACHING HISTORY IN SOUTII AFRICA

Before the occurrence of the boycotts during the 1980's, the closest most black students

came to a formal study of politics in South Africa, was in their history classes. Even

then, it was the politics and history of the white race for the past three centuries. For

example, as late as 1990 all prescribed South African history textbooks began with the

arrival of J. van Riebeeck lrr 1652, as if nothing existed before his landing. The books'

main and enduring theme from Van Riebeeck's time was how the early colonists

developed the Cape and surrounding areas, while simultaneously civitizing indigenous

people. The only reference to the San and Khoi-Khoi, for example, is a mention of how
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they traded away their cattle and farmland, which resulted in them being lazy, drunkards,

unreliable or just plain thieves. In these same textbooks whites are always pictured as

deeply religious and God-fearing people, burdened with the task of spreading Christianity

among the barbaric people. Whites are further pictured as natural leaders and very

brave. There is, for example, an annual remembrance day for an event a cenfury ago,

when 1,000 whites killed 10,000 blacks "with the help of God". South Africa today,

developed and industrializsf,, is pictured as the white people's effort. It is as if other

groups just never existed, although there is ample evidence of coloureds and Africans

who fought bravely on both sides of the Anglo-Boer war; worked in dangerous mines;

and continuously resisted their exploitation as early as I9I7 when the enormous Industrial

and Commercial Union (ICU") was founded.

School textbooks deal with the establishment of the African National Congress n IgLz

in one paragraph, though the Union of 1910 is a central theme for final year history

students. These same students are bombarded with information about the struggles

between the Afrikaans and English speaking whites, for example, the L922 general strike,

Malan's victory over Smuts in 1948 and South Africa's withdrawal from the

Commonwealth in I96L. Through all these events, the central theme is an emphasis on

cultural differences between South Africans, with apartheid being seen as a natural

development. Thus, South Africa today is a logical consequence of its incredibly

complicated unfolding past, or at least so the argument goes. Hence, rewriting and

understanding the past is crucial to give black South Africans a sense of pride and

confidence in the new South Africa and is an important point of People's Education.
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3.0 THE NEW SOUTII AFRICA

3.1 DISMANTLING APARTIIEID

In 1989 F.V/ de Klerk became president of South Africa, and it seems that he has opened

the fixal chapter of apartheid. The isolation of South Africa, both economically,

culturally and on the sport fields, was taking a heavy toll on ordinary whites. Most of

them were ready for change, although they were not quite sure what the outcome would

be.

V/hites probably hoped that economic sanctions would be lifted and the sports boycott

would be cancelled without major changes to the status quo. However, in 1990 De Klerk

unbanned all political parties and subsequentþ released Nelson Mandela and most (if not

all) political detainees. Within a few months, the political face of South Africa changed

dramatically, but the transition to the new South Africa is currentþ being hampered by

violence and crime spreading through the country. Between 1990 and 1992 alone, 8,000

people were killed violently (Globe and Mail, 08.04.L992). Also, during this transition

period an important legacy of apartheid emerged, i.a., mistrust and hatred among the

different African groups after being separated and indoctrinated into believing the evil

of each other. The Inkhata-gate scandal which exposed the involvement of army and

police members in township killings, has also raised questions about De Klerk's sincerity

in promising to establish a new South Africa, as well as about his ability to destroy

apartheid. If nothing else, this episode clearly illustrated the power and influence of the

ultra-conservative whites.

But it is clear that De Klerk has started a process which cannot be stopped. Demands
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such as non-mcialism, democracy, and redistribution of wealth, are inextricably linked

to the new South Africa. Even if the transition to a new South Africa takes place

relatively peacefully, daunting problems will still face the country. First are the

economic challenges, of which the most basic is that at least L5 million people are living

in abject poverty. They are expecting real improvement in the near future, including

houses, education, employment, ffid health care. Any future political and economic

system will have to address these inequalities, without driving skilled whites to fullscale

emigration or frightening foreign investors out of the country. A balance of interests will

be crucial, but only time will tell whether the masses have the patience to wait for

tangible results. In addition, the attitudes of distrust and hatred which are the legacy of

apartheid between blacks and whites will not disappear overnight and may be one of the

primary causes for the current circle of violence in which South Africa is trapped. Even

more scarring, the ZuIu leader, M. Buthulezi, and some Nazi Afrikaners might fullfTl the

destructive role in a future South Africa that was played by Unita in Angola and Renamo

in Mozambique.

In the end it becomes clear that education, and especially political education, will have

to play a vit¿l role in securing South Africa's future. Educators and politicians alike will

have to move away from the idea that new textbooks and curricula are all that will be

needed to solve the problems and prepare students for their role in the new, democratic,

and non-racial South Africa. They will have to look at the whole structure of the

educational system which served the old South Africa. The call for the implementation

of People's Education for "People's Power" raises concrete questions about the nafure
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of a transformed educational system. For example, how well equipped are teachers who

were formed by the present system to teach a new understanding of South Africa's past?

Again, how can South Africa overcome its past emphasis upon authority, obedience and

control that served the apartheid system. If the goal is a new and democratic South

Africa which will ensure the participation of everybody, in all the structures of the

country, then we will have to heed Almond and Verba's advice that one only learns to

particþate and become active, when given the appropriate experience and environment

(1965:27I-72). It is questions and challenges like these that must form the cuffent

agenda for South Africa's ongoing struggle.
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1.0 ELEVIENTARY GRÄDES: CT]RRICT]LI]M AND TEACHING

In this section the term early elementary school years refer to children approximately

between the ages 6 and 9, while the phrase middle and later secondary years point to

children between 10 and 18.

1.1 WHAT CAN ELE¡yIENTARY STT]DENTS LINDERSTAND

There have been two basic approaches to teaching politics to children in the elementary

grades. The first approach is called the expanding horizons method, and is common in

both the United St¿tes and Canada. It is based on the assumption that what children

learn in their families and communities provides the platform for later political

understanding and that learning begins with the local and the familiar. According to this

strategy, childrens' political deveþment (ideas and perceptions) staf within the family,

school, friends and peer groups. As children mature they transfer these earlier feelings

and emotions to political authorities and structures. The second approach, which close$

coincides with the first, uses Piaget's theory of intellectual development as the foundation

on how children acquire their political capacities. For example, the supposition is that

most childrens' thought in elementary school are only an extension of their concrete

experiences and consequently the learning material must be based (at least) upon their

surrounding environment. There is little doubt that these two approaches have been

supported by many researchers and educators. Despite claims to the contrary, Piaget's

four stages of learning are still fundamental in planning learning material for children of

different age groups. For example, his identification of the concrete operational stage
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is the central reason why teachers attempt to link childrens' learning material in earlier

grades with their surrounding environment. These two approaches have the added

advantage that by underpinning the childrens' subject matter with their environment is

also to make the learning process relevant. However, these approaches ignore the fact

that children (long before they reach Piaget's concrete operational st¿ge) are human

beings with basic human emotions such as love, hate, joy, fear, anger and so forth.

Hence, a third approach can be found in the work of Egan, who rejects the traditional

social studies curricula which focus on what the child knows best, for example, their

community, family and those things with which children have daily contact (1979). Egan

rejects the view that young children can understand only the concrete and the familiar.

He argues that they can in fact deal with abstract ideas. For example, he feels that

curricula should affempt to relate to the mental categories children use in making sense

of fairy stories and games. According to Egan, when children enter school they are

already acquainted with such abstract ideas as love, hate jealousy, joy, fear, good and

bad (1979:9). That is, they know best the most profound human emotions and the bases

of morality. Children consequentþ make sense of the outside world through these

categories. This is because typical stories are built on vivid and dramatic conflicts

involving love, hate, joy, fear, good, bad and so forth. "This simple observation

undermines the foundation of the typical expanding horizons curriculum, allowing us to

see that children's access to the world need not be, as it were, along lines of content

associations moving gradually out from families, homes, communities, and daily

experiences ..." (1979:lL). Egan argues that direct access can be connected to anything
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in the world that can be connected with the basic emotions and morality that are present

in all children. In his view, children's thinking in early elementary years is based upon

binary opposites (love/hate, good/bad, big/little) and if something is to be most clearly

meaningful, it should be built on and elaborate upon such binary opposites. The

implications for elementary teaching Ne very obvious: "taken together, these

characteristics help to explain the power of stories in the mental life of young children

and lead to clear conclusions for teaching, learning and motivation" (Egan, 1979 14).

This is because meaning in most stories are always clear; since it is always understood

who is to be approved of or disapproved of and what one should feel about the events.

Since stories are not only capable of engaging children's interest, but also connect to

their mental thinking categories, "it must lie at the heart of all attempts to make the

world meaningful to young children" (Egan, I979:L7). This approach of Egan enables

educators to utihze the most dramatic and powerfrrl themes of human life, history and

the natural world and organtze them in simple story form. Crabtree supports this

perspective when she says: "parents, children's librarians, and teachers of the young have

long known the power of superbly written biographies, myths, legends, folktales, and

historical narratives to capture children's imagination and to hold their interest"

(1989:171).

Egan agrees that children's thinking in the middle and later years differs from those

described above (1979:28). These students understand concepts such as historical time,

geographical space, causality and logical relationshþs. To establish intellectual security

with their "new" world, children tend to associate themselves with those elements in the

L42



1,43

world that are most powerfrrl, noble, courageous, and so forth to protect them against

the threatening world. Again students reflect concepts which make learning possible

other than through the expanding horizon approach. In contrast to younger children who

interpret the world in terms of their thinking capacities, older elementary school children

must identify the world along the lines of reality. Knowledge is now what is real and

what is possible as well as being different. Teaching children in this stage

(approximately 10-18 years) involves an exploration of reality in detail, and access

through something as different as possible from students' everyday experience. In

addition, because students still require determinate meaning in order fully to make sense

of what is being learned, the story form is important. However, the story form may be

somewhat more diffuse and more sophisticated than before. Sharper beginnings and

endings are needed than would normally be the case with mature adult readings. These

students explore the limits of reality by focusing affention on extremes. This perspective

is supported by Gates who says: "young children are quite capable of, and deeply

interested in, widening their horizons to the whole universe of space and time and even

far beyond that into the worlds of the imaginary" (cited by Crabtree, 1989:175).

Children further connect themselves with the extremes through the human qualities that

most transcend the threats of everyday life --power, courage, nobility, beauty, genius and

so forth. According to Egan this is the period of intellectual wonder and excitement, but

in schools it is a period of acute boredom. This is because the expanding horizons'

approach makes it impossible for students to derive much meaning, because of being

limited to everyday life. Hence, before students are exposed to their own communities



they should first learn about the most exotic and baane societies. Beftelheim echos

Egan's views when he says: "what children of this age need is rich food for their

imagination, or a sense of history, how the present situation came about... What formed

the culture of the past, such as myths, is of interest and value to them, because these

myths reflect how people tried to make sense of the world" (cited by Crabtree,

1989:L76). Having established a sense of the limits of possible societies, they will have

a much better understanding to make sense of their own.

Another, vitally impofant consequence of Egan's approach is the factthat most (if not

all) students are clearly capable of understanding "what it means to be human". For

example, he argues that children as young as six or seven exhibit basic human morality

and emotions such as love, hate, jealousy, joy, fear and so forth. At the same time older

children (10-18 years) explore their world through another set of fundamental human

capacities, i.e. power, courage, nobility, genius and so fofh.

The implication for deveþing curricula in a post-apartheid South Africa is that students

can be exposed to the range of human behaviour, the variety of human experience

through stories, literature, biographies, diaries and history provided that they are

appropriate to their age-level. According to Phenix, concretizing presentations of human

experience are best suited as a basis for social studies (cited by Crabtree, I989:I77).

Incorporating enduring themes of conflict and personal choice; of sacrifice and

responsibility; of power and oppression; of struggle, failure and achievement, sometimes

against overwhelming odds, such stories connect in powerfrrl ways with these same

impulses and conflicts in children's own lives. This will engage children vicariously in
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the experience and perspectives of others, expand their ability to see the world through

others' eyes, and enlarge their vision of lives well lived and the promise of human

potential. Students need to develop a concern for the human rights of others as well as

their own rights, or as Corrigan puts it: "students must experience examples of

compassion, inquirry, moral vision, cultured outlook, optimism, and other characteristics

influenced and developed through education" (1992:36). In South Africa where human

lives have become so cheap and worthless, incorporating such an approach in the

elementary curricula can represent one small attempt to restore the value of human life

in a post-apartheid society.

In the end it is clear that Egan wants to scrap the expanding horizon approach which

dominates political teaching in elementary schools. Despite the fact that his method has

benefits lacking in the former approach, for example, the use of stories and building

upon basic human instincts, I would not reject one approach in favor of another. There

is certainly more than one way of teaching politics to children and the best approach

would be to include all the possible avenues in developing political capacities in children.

2.0 EDUCATIONAL AIMS AND VALT]ES OF THE CI]RRICIILI]M

In a post-apartheid South Africa most spheres of life will be informed by a completely

different set of values from those that determined the apartheid society. Despite

important differences between various political parties, there are some common values

to which most of them subscribe. These clusters of values are vitally important in

defining the form and content of the educational aÍeîa,. The elements to which the post-

apartheid South Africa will be opposed include: racism, sexism, undemocratic affitudes
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and egocentrism. Today, almost everybody agrees that democracy, non-racialism and

equality of all will constitute the post-apartheid South Africa. Since these goals represent

the aims of most political organtzations in South Africa they undoubtedly must perform

the same function in any future educational dispensation. "The first aim of an education

policy should be to link the education system with the broad social goals of a democratic

society in which there is political and social justice for all. In order to do this our

education system should itself be developed along democratic liîes" (ANC, 1991:11).

A second aim is to prepare future citizens to particþate in the decision making process

about the way in which resources are used and the way in which the society is governed.

Alexander emphasises this point when he says: "consonant with this is the ideal of

participation by all, and opposition to domination by the few" (1990:168). Thirdly, the

content of education must be defined according to social goals. In other words what is

taught in the education system must be of value to society and must contribute to the

building of a just society. Included in this aim are the values of freedom and equality,

for example, the right to hold and express a view even if it differs from that of the

majority. Fourthly, students should learn to respect the value of human life and to gain

some understanding of the human experience. Finally, the way in which knowledge is

passed on and shared must also be shaped by the particþation of those who are involved

in learning and not by the educator alone.

3.0 WHAT SHOI]LD ELE¡yIENTARY CHILDREN KNOW

Here the foundations for a common South African identity and culture must be laid.

Despite mountainous obst¿cles in the form of prejudice, ethnicity, regional and language
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differences this should be the fundamental characteristic of any elementary curricula.

Ethnic consciousness, which now looms so large in the South African reality, can be

countered at Íhe source, if a systematic and democratic process of creating the building

blocks of the nation within the family and elementary schools is initiated. Hence, all

children should first learn, regardless of language group, a common core of stories,

songs, myths, fables and nursery rhymes, drawn from the three main cultural traditions

or currents that constitute the country --the traditions of Africa, Asia and Europe.

During these early years the study of cultures is important, for example, why and how

people ofdifferent regions, historical backgrounds, nationalities and ethnic groups grow

up differently; of how South Africans can live peacefully and usefully in a world of

differing cultures; of how, despite cultural differences, people of varying cultures share

profound human similarities; and of how cultural differences can be turned into assets

for betterment of the living conditions of all South Africans. This will also include of

how cultural intolerance, conflict and discrimination in the past generated the platform

for apartheid.

Secondly, there has to be a development of social awareness: in other words, the

fostering of a system of values (as noted above) with respect to one's fellow human

beings, and the growth of understanding of social relationships. Democracy includes a

wide array of civil liberties, for example, freedom of speech, of communication, of

education, of assembly, of human dignity and so forth. V/ithin this framework of

democracy, teachers must do everything possible to encourage respect for human dignity.

Children should learn about these liberties as well as the equality of all human beings.
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MnCwabe supports this perspective when he says: "for the elementary child it would not

be inappropriate to implant ideas which would constitute the ground on which future

political ideas might sprout" (1991:57). According to Hodgetts and Gallagher, the

learning of such attitudes in elementary school is much more important than the

accumulation of information (1978:23). At the same time they also make the

accumulation of information more effective. Hence, students must further learn to

identify South Africa as a political community and schools should prepare them to

become active participating citizens in it. In the primary grades, learnings are particulary

desirable in the following areas: the social environment of the child and community

participation; and since most children have a very positive perception of their social

world in the earþ years (see chapter 3), they should also be introduced to the idea of

public controversy as a normal and frequently positive fact of community life. To ignore

conflict specifically in a South African context is not only a disservice to students, but

also negates their reality. Students only have to pick up a newspaper or turn on the

television to see conflict all around them. Some of them may even have flrst-hand

experience of conflict. As Botting and others put it: "children must be taught to

understand conflict as a part of political reality" (1986:1).

4.0 TIIE BEST SI]BJECT MATTER

4.1 CIILTURAL STIJDIES

According to the Freedom Charter, a document which has been the guiding tight for the

political struggle in South Africa, "the aim of education shall be to teach the youth to

love their people and their culture, to honour human brotherhood, liberty and peace"
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(Crisis News, 1989:5). It therefore becomes clear that during the early years in

elementary school, one of the main emphases in the curricula will be to expose children

to the different cultures in South Africa. It is important to recognize this reality very

early and to incorporate it into the elementary school cumiculum. This will be important

for many reasons. First, to overcome one of the legacies of apartheid, i.o., the prejudice

and ignorance that was peqpetuated through it. Under apartheid people were separated

in all spheres of life, while the education system through its textbooks (with superficial

and discriminatory references to cultures other than European) created cert¿in myths and

lies about the different groups in South Africa, their way of life, beliefs and their

cultures. Hence, studies in culture are seen as an important bridge to overcome the

suspicion and ignorance of the past. If one of the aims of a post-apartheid education

system is to unify all South Africans peacefully (and it clearly has to be), as well as

developing tolerance and respect for the differences among them, then starting with

studies in the different cultures are vitally important. It must be remembered that many

white politicians attempted to justify apartheid in the past because of the cultural

differences among the people. Sureþ, if cultural differences were used to vindicate

apartheid then they must and can be used to unite fellow South Africans for a new

society. As Alexander puts it: "just as the Bible generated a sense of brotherhood and

sisterhood among Christians despite their cultural diversity, so we can expect a broad

national solidarity to emerge among our children" (1990:178).

For at least the first three years of elementary school, cultural studies can form the core

of the school curricula in addition to basic literacv and mathematical skills. Over the last
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decade many historical books and research have appeared that described life in Southern

Africa before the arrival of white colonists. Teachers can use these works and through

story telling present them to children. The emphasis will be to make children understand

that despite the fact that earlier indigenous people differ from them (children) today, they

lived normal lives. They had families, worked through hunting and herding, experienced

death and pain through diseases, communicated with each other and even had their ways

of entert¿inment. The aim is ultimately to introduce children to South Africa's earlier

past, but with a big difference: stressing cultures and their differences but also the

universal simila¡ities between them. This may represent one small way (in elementary

years at least) of reversing the political and cultural intolerance which, according to A.

Gouws, characterise most South Africans today (South Africa Watch, I99l:874). Since

students in early elementary years love stories and since it covers their country and its

people, getting students interested should not be a problem.

For the middle and upper years of elementary school, cultural studies witl still be the

main emphasis but in a broader context. Here countries other than South Africa, for

example Canada, can also serve as case-studies of culturally different people existing

together peacefully. Since these students are cognitiveþ more advanced than those

described earliet, they can actively participate in this study, for example, through

examining cultural intolerance in their own communities, exploring ways of developing

cultu¡al tolerance in school and the community, through surveys of people's attitudes

towards different cultures and even scrutinize possible attempts by the government to

support a multicultural environment.
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4.2 COT]RSES IN CTVICS AND POLITICS

In chapter 6 the political development of children was extensiveþ researched and the

conclusion was reached that children from a very early a9e are not only capable of

acquiring political information, but also of using it intelligentþ to further their own

knowledge and enquiries. Schools were also identified as information-rich environments

that presumably offer the most analytical and conceptual tools to help children better

understand political life. "They constitute learning environments which are uniqueþ

equipped to provide children with the experience of seH-consciously deveþing and

practicing political skills, and experimenting with alternative modes of political

behaviors" (Anderson et al, 1977:67). Politics was further defined as a universal and

omnipresent feature of human social life. Thus, any approach to courses in government

must also enable children to see the "politics" in their everyday life, for example, school,

family, friends, communities and so forth.

In the first few years of elementary school, Hodgetts and Gallagher define the community

as a critical element for achieving this aim, but they emphasne that the community

should be seen as a dynamic, functional social unit rather than as a static collection of

interesting people and things, as is currentþ the case in our curricula (1978:24).

Children should not only examine the persons and positions and the institutions of their

community, but should also begin to examine how they relate to one another. Children

should examine their communities with a view to understanding what roles different

people play in their communities and how these roles produce a social unit which

functions in such a way as to provide all members of the community with benefits they



would not otherwise have. Simultaneously, children should also be exposed through the

study of their community, to some of the basic duties of being a member of a

community. A fundamental responsibility to be introduced is that of participation in the

affairs of the community: children should learn at an early age that the right to express

one's views -or to vote- is part and parcel of being an adult member of their community.

It is part of growing up; it is a responsibility not to be ignored. In every community

there are issues which come to public affention that can serve to introduce the young

child to public life. The decision to build a playground to serve a neighbourhood, where

to construct a soccer field or what to do about crime in the community are examples of

opportunities to heþ children understand what public affairs are. These examples also

offer occasions to introduce children to public controversy, while simultaneously making

their learning relevant and making it possible for them to contribute to the learning

process. Take the following real life case-study. In a small town of Saron (ust outside

Cape Town) the local community effectively terminated an authoritarian decision by the

local council to build a swimming pool. They achieved this through a court interdict.

The community's objections were based on the factthat some people in the town were

still staying in temporarily, cheap housing and were also without a supply of clean

running water (South Africa Watch, 1992:1155). This may serve as a classic example

of how children can see that community involvement is not only important, but also that

controversy is resolved either through voting (it never happened because the council was

not elected) or by means of the court. It further demonstrates that public controversy is

a normal and frequently positive fact of community life, which can benefit all involved.
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In this case, the court decided that the money should instead be used for sub-economic

housing. Such an approach will bring us closer to the demands by the National

Education Crisis Committee that "education must become a critical process where

students and teachers work together to understand their communities and their needs"

(ANC, 1989:5). A study like this further enables the children to consider competing

values, for example, a swimming pool versus cheap housing. Politics is usually about

the resolution of conflict between competing "goods" and children should learn this.

Politics is not just a matter of getting what I want. It is the resolution of conflicting

goals and values. Curricula for children in the middle and later elementary years should

prepare them for later, more systematic studies of South Africa as a political community,

but also a means of bringing coherence and progression to the history curriculum.

Firstþ, children in middle and later elementary years should have continuing opportunity

to study people in various communities, particulary communities in South Africa. Such

an approach would have the advantage of reinforcing or even creating the chitd's identity

as a South African, while displaying for the first time the diversity of the South African

society. Thus, what the child learned earlier in studying cultural differences and

similarities is now encountered in real communities. Children should especially be

exposed to communities and life-styles other than those in which they live. Three

elements need attention in the study of each community: how people live in that

community, why they live as they do, and why are they dependent upon people in other

communities. V/ith South Africa encompassing both flrst and third world living

standards it should not be a problem to fînd different communities other than the child,s
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own. However, the aim should always be that whatever the differences between

communities, all form part of a common South Africa. As Hodgetts and Gallagher puts

it: "the study of peoples in elementary grades should deter children from presuming that

people who are different from themselves are odd or strange or that one way of fiving

is inherently better than any other; rather, a respect for diversity of expression with a

fundamental similarity of need should be a dominant objective of elementary social

studies" (1978:28). Such an approach should help us to overcome the legacies of

apartheid (fear and ignorance) between the different (poor/rich; blactr</white; and so forth)

communities.

Secondly, beginning with the child's immediate social reality (community) and building

from there to the examination of other larger and different social settings, children can

and should begin to recognize South Africa as the composite of several smaller

communities based on region, ethnic origin, religion, language, occupation and so forth.

Children should further learn that despite these differences all communities work out

their common goals and disagreements according to an established set of rules for social

behaviour. This in effect constitutes a political community.

A thfud emphasis in social studies in the middle and later elementary years should be an

extension of the initiation into participative citaenship begun in the earlier grades. The

idea of public controversy as a potentially and real constructive force can further be

illustrated. The importance of not only the right to vote, but also to demonstrate or

strike can be reinforced. Since these activities are part and parcel of the South African

political scene students must be informed about why, how, and when each of these
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activities is an appropriate form of action. It is what Anderson and others call "to help

students practicing cit2enship --to deal in a capable manner with enduring tasks of

citizenship they face in everyday life such as making, judging and influencing political

decisions" (Anderson et aI, 1977:72). Children should learn that not all communities

within South Africa and within the world are governed in the same ways (and they may

even begin to compare and contrast forms of government). They should learn that

despite local rules in communities, other laws are established by and with people from

other communities and are then binding on these communities. Since these children are

cognitively capable (see chapter 3), rudimentary notions of the rule of law as distinct

from the rule of the person, can be deveþed at the elementary grade level. The current

political violence marked by mob killings and hit squads can serve as important studies

to underline the essence of the rule of law.

Fourthly, children in the middle and upper elementary grades should also be introduced

to the ideas of compromise and consensus, in the same way that conflict is presented as

part of political reality. Compromise and consensus should be seen as normal and

positive methods of dealing with matters where there are differences of opinion among

peoples and where decisions affecting all must be made. In these formative years,

children can learn that compromise is an essential ingredient of reasonable social

existence and commonly a satisfactory and reputable solution where there are strong

differences of opinion. Children should be able to identify the pros and cons of

consensus and compromise even from their everyday experiences. This is important

because when politics is seen as a universal human experience, certain analogies can be
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identified within the child's own existence. For example, basic political problems

include the problem of coping with disparities between political ideals and political

realities; balancing political order and individual freedom; and matching political rights

and responsibilities. Questions that children can answer from their experiences and

which are connected to (the above) fundamental political problems are: V/hy is political

authority necessary? How do political decisions effect me and other people? How can I

influence political decisions? V/hat is a good or just political decision? It is not beyond

the capabiïty of children of these ages to consider these questions and alternatives. The

political negotiations presentþ taking place in South Africa can serve as an practical

example of fundamental political problems facing the country: compromise, consensus,

minority rights versus majority rule and so forth. The important point is that by seeing

politics in their everyday activities, children will be able to bring the "adult" political

world in the classroom with role-playing, case studies, stories, simulations and

interviews. For example, local issues are important for class discussions and provide

concrete cases of political problems. Children could, for example, become involved in

attempts to influence the local council on such issues as building more recreational and

educational facilities; providing more street lights to safeguard communities; or more

frequent garbage collection, and so forth.

Fifthly, children should also be introduced to activities beyond voting as fundamental to

effective citizenship. Children of these ages can well appreciate that citizens vote not

only on specifi.c issues, but they also vote for persons who can act on their behalf for a

wide range of issues. Government by elected representatives can even be practised in
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classrooms to assess some of its advantages and limitations. Because the princþle of

elected representation is so crucial to a post-apartheid South Africa, initial studies in

several settings are well worthwhile at this school level. Children should also learn that

a cittzen's right to vote in public affairs requires that the citizen be informed about the

questions or the person at issue. Students need to know and understand that being

informed can best be achieved through continual and active participation in the affairs

of the community. According to Hodgetts and Gallagher, being "knowledgeable in

matters of public interest is a legitimate objective in elementary school" (1978:30).

Finally, according to Anderson and others, a vit¿l part of the political world of the child

is the politics and governance of children's everyday Iives (1977). This is "the political"

they encounter in the course of their relations with parents, teachers, other school

personnel, peers and older friends. Anderson and others identify this as the hidden

curriculum for political education which should not be ignored in efforts to improve

children's political education (1977:63). The case study of Martin's kindergarten class

(chapter 3) clearly reveals the politics in children's everyday lives (1990). Thus, Stevens

rightly points out that an obligation rests upon schools to do something about these latent

possibilities for political learnin g (1982 : 172) .

The hidden curriculum can act potentially as a very powerfi.rl source of political learning

and provides a solid base on which to build viable programs in politicat education. For

example, it seems reasonable to assume that anchored in childrens' everyday lives are

such basic political orientations as their operating beliefs about the nature of justice, due

process, political rights and responsibilities, discipline, and the absence or presence of
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participation skills or leadership qualities. Hence, informal learning from the hidden

curriculum (see chapter 4) may subvert or be in direct contrast to the explicit goals and

objectives of formal instruction. The hidden curriculum has to be taken into

consideration for any deveþment of a political education curriculum.

5.0 THE PLACE OF THE HIDDEN CT]RRICULI]M

5.1 TEACIIER-STT]DENT RELATIONSHIP

According to 'Walker, some of the biggest drawbacks in transforming history teaching

to support the building of a new South Africa, includes the bias of the syllabi, dominant

teaching methods, and teachers' inability or unwillingness to transform history in

classrooms (1991). The flrst part of this chapter attempted to introduce a framework for

possible curricula that will not only rectify the bias of past curricula, but at the same time

contribute to more tolerant, democratic and participatory attitudes among students. The

second part hopes to offer new and practical classroom ideas to support the development

of such attitudes.

According to Hartshorne authoritarianism in schools reflects ancient and deep-seated

authoritarian child-rearing patterns in the home of all sectors of South African society

(1992:32). These styles have carried over into schools and teaching methods. For

example, in a typical classroom the content is presented to a passive class in the form of

a monologue delivered at a breakneck speed, by a teacher with his or her eye on the

number of periods left before the examinations and on the door through which the

inspector might come at any moment. Students are perceived as empty heads to be filled

with the knowledge the teacher has. Baartman emphasizes this point when he says: "the
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more completely the teacher fills the empty heads the better teacher he or she is. The

more meekly the empty heads permit themselves to be filled, the better students they are"

(1978:274). To worsen the situation, teachers are further evaluated by inspectors (for

promotion) on how successfully they perform these autocratic teaching methods.

Teachers justify their authoritarian position because they have the knowledge (mostþ

from textbooks); students never see themselves as possessing worthwhile information and

therefore never take the opinion of a fellow student serious. Education under apartheid

was so conducted that students (and teachers) were trained to accept authority without

ever questioning it. "Although much of the myths promoted in textbooks are on the

wane, it has not been replaced with critical education aimed at individual autonomy in

making sense of a bewildering reality. Instead rote learning and spoon-feeding remain

the norm, resulting all too often in intellectual paffots full of information but geared

toward conformity" (Adam and Moodley,1986:247). While drawn from a United St¿tes

context, the following comment certainly applies to South Africa as well: "elementary

teachers place more emphasis on compliance to rule and authority than any other

"political" topic... Concern with compliance appears to be the characteristic of teachers

of all elementary grades" (Hawley, 1978:331). The political consequences of such

teaching methods, teacher-student relationships and classroom atmosphere were clearly

stated in chapter 4. Research shows conclusively that passive students in undemocratic

classrooms tend to become passive citizens with little respect for any democratic values.

As Corrigan puts it: "it takes a special kind of environment to learn how to be free, and

to learn to value freedom (1992:37).
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Hence, Alexander is probably right when he says that the approach to knowledge and the

ways in which knowledge is acquired and presented have to be reconsidered (1990). He

argues for a two-way, horizontal process in which both the teacher (with more

experience) and the student (with fresh approaches and capacities) particþate in the

learning process. This does not mean that what is included in the curricula can and must

only be of relevance to the student. This has always the danger of creating working-class

curricula for working-class students, while middle-class students choose the intellectual

curricula. One of the reasons for the high failure and dropout rate among most black

students is not so much that lower-class students are not intellectually capable, but rather

their boredom with the ways in which the traditional curricula were presented to them.

Five years of teaching experience at a high school and close contact with students mostþ

from a lower-class neighbourhood made me realiz.e that students do not shy away from

academically challenging tasks, but rather rqect teachers who work solely out of a

textbook and whose evaluation is based on the memorization of "foreign" facts without

any relation to their experience.

This thesis calls for new teacher-student relations where teachers will have high

expectations for all of their students, while treating them as human beings, as subjects

not objects or names on a class 1ist. This has obvious implications for the demeaning

practice of corporal punishment which is still widespread in South African schools.

Teaching is certainly the only profession which permits its members to beat their clients.

No teacher education institution in South Africa teaches its future teachers to paddle

students. There is no knowledge base to support it. Corporal punishment is an
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unprofessional act that is demeaning both to the person administering 7t, and the person

receiving it. It is a form of child abuse and, as such, its use should be banned in

schools. It is not surprising that this is one of the demands of the Congress of South

African Students (Adam and Moodley,1986:282). The use of force "over someone who

can't fight back contributes to feelings of powerlessness" (Tirkus, 1987:17). If schools

hope to perform their function as developrng citaens for a post-apartheid South Africa

then they need to exemplify humanity: that might is not right, that children learn what

they live and will not learn such values as love, compassion and justice if the schools

make a mockery of them. Banning corporal punishment does not mean the abandonment

of school discipline. It is a fact that without discipline there is chaos where learning

cannot occur. Rather, alternative approaches should be explored, for example, the

improvement of school climate with support by all school personnel; extensive in-service

training to help teachers see the theory-practice link; the improvement of teacher training

by focusing the training on techniques for motivating students and effectively handling

discipline problems and the early identification of potentialproblem children and follow-

up counselling aimed at preventing discipline problems.

5.2 THE CLASSROOM AS A DEIVIOCRATIC COMMI]NITY

-LOI

According to Hafshorne, it is important that "what is done in the present transition

period, mesh in and are consistent with the longer term vision and goals of post-apartheid

education, that they contribute positiveþ towards the development of a new education

system, and that each activity or programme support that endeavour. The future is being

decided and created now by present thinking and action" (I992:L). As stated at the



beginning of this chapter, the most fundamental goal of education in a post-apartheid

South Africa must be to prepare its young for active paficipation in a democratic and

just society. Chapter 4 made it clear that if classrooms are not structured along

democratic lines and/or students are not allowed to participate in their operation then the

education system will definitely miss its most important goal. This means that our strict

authoritarian (teacher in front) classrooms will have to change dramatically. As

Kohlberg puts it: "... if you want to deveþ morality or a sense of justice in kids, you

have to create a just school, a just classroom environment. For the fact is that much of

what kids learn comes not from books and materials, but from the moral environment

and atmosphere that you establish in your classroom" (1972:10-14).

According to Lickona, given the nature of elementary students, the following goals stand

out for their moral education: a) to promote deveþment away from egocentrism and

excessive individualism and toward cooperative relationships and mutual respect; b) to

foster the growth of moral agency --the capacity to think, feel and act morally; and c)

to develop in the classroom and in the school a moral community based on fairness,

caring and participation (1988 420). These goals of a just community closeþ resemble

one of the demands of the NECC's description of People's Education: "to eliminates

capitalist norms of competition, individualism, and stunted intellectual development and

a education that encourages collective input and active participation by all, as well as

stimulating critical thinking and analysis" (ANC, 1989:5).

Lickona identifies three methods of building a democratic and just community in the

classroom. First, building self-esteem in the elementary years fosters the sense of
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competency and mastery that is at the core of the child's self-concept. "Building self-

esteem also teaches children to value themselves as persons, to have the kind of respect

for themselves that enables them to stand up for their rights and command the respect of

others. To build a sense of community is to create a group that extends to others the

respect one has for oneself" (Lickona, L988:42I). V/ise teachers begin to foster self-

worth and to develop social bonds on day one of the school year. For example, children

can be greeted with the message to respect each other and t¿ke care not to hurt anyone.

Over the ensuing weeks this orientation can followed by simple activities that enable

children to get to know each other: playing games, solving puzzles with "someone you

don't know very well", writing down "all the ways you and a new partner are alike and

different" and so forth. Children will slowly begin to reinforce each other's ideas and

abilities and support one another in difficult times.

Second, community experience is thin if students come together only in a class discussion

to share thoughts and feelings but spend the rest of the day working individually on

academic work. It is possible to use the whole academic curriculum as a vehicle for

developing cooperation, fot example, with children working in pairs to construct mobiles,

or drawing group murals while the whole class works on a meditation corner. Teachers

can even use class problem-solving meetings to crystzltze feelings of community and

interdependence into a clear sense of collective responsibility. For example, the stealing

of one petson's lunch, or money, or the abuse of another's property are issues for the

entire class to solve. The idea is to establish "... full and equal participation by teachers

and students, who make a conscious effort to focus on issues of fairness and justice in
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their deliberations" (Angell, 1991,:248). The following suggestions were developed by

the Toronto Parents for Peace Curriculum Committee. They included:

- Definite jobs of tidying, ordering, cleaning to be chosen by the students;

- A visit from the caretaker to explain how it feels to find unnecessary mess, wall-writing

and so forth after children are gone;

- V/all papers for graffiti;

- Class projects to earn money for constructive activities, games and so forth;

- Frequent changes and flexibility in seating patterns, some based on choice by students;

- Lots of student work and artwork up on the walls;

- Accessibility of arts and science supplies and interest centres, the latter perhaps set up

by children; and

- Definite times for an activity of student's choice -building, drawing, games, playing

with a friend in the classroom lifts some of the pressure of work (L985:7).

Third, crucial to the process of moral education in elementary years is moral reflection.

Reflection here refers to a wide range of intellectual activities, including reading,

debating moral questions, listening to explanations by the teacher (for example, why

racial discrimination is wrong) and fellow students. According to Kohlberg, a

prerequisite for such moral reflections is diversity in the race, class and ethnic make-up

of the students (1972). If one thinks that in South Africa at least thirteen different

languages are spoken, with cultures (and people) from Africa, Asia and Europe then this

condition should not constitute any problem. The aim of moral reflection is to develop

the cognitive and rational aspects of moral behavior so that children come to feel deeply
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about what they think and value. In South Africa, which is currently experiencing rapid

changes in its tot¿l social, political and economic fabric teachers will have abundant

opportunities for moral reflection. As chapter 3 made very clear even quite young

children have attitudes about rules, laws, authority and conflict. Reflection can also heþ

children to realiz.e, that while it is often easy to know the right thing, it is usually harder

to do it. Children should talk about why they (and other people) sometimes cheat, steal,

lie, put others down or treat others unfairly, even though they know that such things are

wrong. Moral reflection can be very tough on teachers. It involves many sophisticated

skills: framing moral issues, using Socratic questioning, paraphrasing responses, making

connections between the contributions, challenging children's responses and so forth.

Since these skills are not part of the usual teacher training coutses, teachers will need

time, patience and practice to develop them. But the effort to do so is clearly essential,

because moral reflection is at the heart of moral education.

Finally, participatory decision making is the fourth process of moral education. It does

so by requiring children to participate in making rules or solving classroom conflicts;

they are then held accountable for these decisions, which eventually become operative

group norms. Piaget was one of the first to argue that people (or children) must have

a hand in discussing and making classroom rules otherwise, rules remain external to the

child;s mind and have little power over their behaviour (1932). What is needed is a

spirit of participation and shared responsibility for the classroom (Lickona, 1988:423).

Teachers can begin slowly to foster these attitudes, for example, children can have a

bigger voice in the classroom by starting with something as simple as a suggestion box.
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It can expand to include small-group brainstorming sessions as a means of solving a

persistent classroom problem, a Conflict Corner where two students can work out their

differences, ateacher moderated Fairness Committee" to ptopose solutions to classroom

problems and written or oral feedback from students on a curriculum unit. Class

meetings can be held weekly or daily (as the class decides) and they can run by either

consensus or majority rule. Voting can be open (to encourage public stands) or by secret

ballot (to minimize peer pressure). Through any of these methods, teachers can send the

message to students that they value each child's viewpoint. Participatory decision-making

further helps the child to apply their moral reasoning to their own behavior and to the

society around them. Students will also learn to care for and share with each other.

They will discuss differences of opinion and seek civiltzed ways of settling them. They

share their emotions and in the process they discover that they are not so different from

their peers after all. The special value of such procedures is that "it teaches democracy

through democracy, training an active citizewy by having children be active citizens in

the life of their school" (Lickona, 1988:423). If these are possible consequences of a

democratic classroom then it demands more than just serious thought from teachers

working with future citizens of South Africa.

5.3 APPROPRIATE TEACHING METHODS

In reflecting on teaching methods in a post-apartheid education system, Alexander has

the following to say: "teaching styles have to become more democratic and less

authoritarian. There should be more group activities and less emphasis on individual

work. Learning should be more community-oriented, involving practical activity, rather



than simply the passive absorption of foreign or historical examples. It is important that

our theory of knowledge and our teaching methods do not subvert or negate the values

we intend ¡s rcalize. This is crucial because, ultimateþ, education for a post-apartheid

South Africa consists preciseþ in the discovery and entrenchment of these values (anti-

racism, anti-sexism, cooperation) as far as possible within the present system"

(1990:171). Even though this perspective is shared by this thesis there are no quick fixes

or one specific method that will foster democratic attitudes among children. It is agreed

that certain methods were found to support and foster democratic attitudes among

children better than others. It is to these teaching styles that the attention is turned now.

5.3.1 INTEGRATION

Since teaching children the three r's (reading, writing and arithmetic) are still the main

emphasis in elementary school, teachers might legitimately ask: "how do I teach politics

when I barely have time to teach the basics?" This is a concern which might be

overcome through integration, a teaching strategy in which the natural relationships

among different subject areas provide for a wholeness of knowledge. I-anguage

experience includes listening, writing, speaking, reading and thinking skills. All these

are an integral part of teaching politics. From the classroom environment as proposed

earlier, students engage in the following activities continually:

- Talking and writing about thoughts that they have read or heard;

- Reading to find out and then discussing their findings;

- Interpreting the facts and developing their own opinions.

Politics can further be used in painting and art activities, for example,
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- Iæt students select two different political viewpoints and portray them through art to

the class;

- Have students create an advertisement of something that they strongly believe in;

- Using pictures as the basis of a writing and/or discussion exercise; and

- Have students look at political pictures in books or newspapers. This might be

followed with questions such as: 'What kind of pictures do they find? What are their

feelings of politics and the politicians on the pictures?

These are activities which have clear political implications, but simultaneously support

basic literacy and mathematical skills. It is not difficult to see how all subjects can be

used in the same way as suggested by these examples of language and art.

5.3.2 ROLF-TAKING

Role-taking provides students with opportunities to participate in political activities

through their imaginative powers. The emphasis of role-taking is on the student's

cognitive and moral deveþment and not on entertaining an audience. Hence, teacher's

guidance is important to attain this aim. Some advantages of role-taking for students

include: learning how to solve problems in a creative way, sharing in the responsibility

for their own learning, learning to work and share in a group, developing a sensitivity

to others thoughts, learning to put their thoughts in words and so forth. The teacher

performs the role of facilitator and coordinator, but may sometimes impersonate a

character to provide opportunities for questions. For this activity to be successful

students must have good background knowledge of the character and events. Reflection

or discussion after the activity is important for many reasons, including providing the
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opportunity for students to think about how they felt in a particular role, what they

learned about the characters and/or issues, how the conflict was solved and if other ways

were possible. All these characteristics of role-playing are of obvious relevance to

political education.

5.3.3 DISCUSSION

This activity is central to the study of politics in the classroom. This is especially the

case since so many political issues do not offer simple right and wrong answe$. Thus,

one of the aims of discussion is to teach students how to deal with problems. Therefore

this approach will always seek for open-ended questions and "not problems for which

there already cut and dried answers in textbooks" @aartman, 1978:275). Some

advantages of this approach include helping students to think, listen, speak and ultimateþ

respect different viewpoints, to provide a change in classroom routines and prepare

students for a wriffen exercise. Topics for discussion can be related to community

issues, national problems or political events. Take for example the incident where F.W

de Klerk was not allowed to speak at a political rally in Mitchells Plain, Cape Town

(Winnipeg Free Press, 04.L2.1992) This event can serve as basis for discussion on

liberties in a democratic system. To do this teachers should explain and discuss with

students how they would feel if a friend, parents or teacher do not allow them to explain

their point of view on something very important to them.

Since discussion forms the core of political education it will be useful to explain at the

beginning some discussion nrles. These may include: one person speaks at a time,

everyone listens to what is being said, everyone gets a change to speak, time limits are
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agreed by the class as a whole, periodic summaries are provided by students or teacher,

speakers adhere to the topic and insults and personal attacks are not allowed. Teachers

may provide the following guidelines to ensure the success of the activity: What is the

issue or topic? Can it be stated as a question? Does everyone underst¿nds it? Is it clearly

stated? and the discussion can be concluded with a film, role-taking and so forth.

Discussion can happen spontaneously, on the basis of assigned reading or a specific and

dramatic incident. To ensure the success of this activity teachers can perform some

minor evaluation after each discussion to ensure its effectiveness and reinforce their

skills. Such questions may include: Was the issue clearly st¿ted? Was it generally

understood? Did the discussion stay on the topic? Was there a definite conclusion? Did

people listen and respond to each other? Did everyone participate? V/hat did you learn

from the discussion? and what should be done differentþ next time?

3.5.4 CLASSROOM GI]ESTS AND SPEAI<ER.S

Guests from interest groups and government can help to add information which would

help students to clarify certain issues or points of view. Since this may seem like a

controversial teaching method (in South Africa at least) it is important that students

decide who they want to invite, what they want the person to speak about and should

perform the operation to invite the person. This may happen through a letter which will

include what the students want to hear, if there is anything they want to see and possible

days of visit. It is important that such an activity be concluded with a class discussion

where his or her main arguments can be clarified.
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3.5.5 STT]DYING TIIE MEDIA

In a society where political events are happening as fast as South Africa or where

textbooks were openly used to support a specifi.c ideology, the media can perform an

important function. However, the media must be handled with care as methods of

teaching since they are also political tools. This is especially true in South Africa where

all but one newspaper are owned by companies. Politicalparties, individuals and interest

groups all use the media for their own pu{poses. For the teacher, it is his or her "task

to encourage students to analyze, not simply consume, the media" @otting et al,

1986:12). Students should know about the importance of a free press, but they should

also realize that the press decides what is news. Because of the political nature of the

media, students should discuss the way matters are reported and view reporting critically.

The involvement of the press during the Inkhatagate scandal (1991) and the referendum

n 1992 immediately jumps to the mind as good examples. The following may serve as

useful guidelines in using the media as an teaching aid: have the school subscribe to a

variety of newspapers in more than one language, clip relevant articles from the

newspaper and build up a clipping file in the classroom of important issues. To assess

the media critically students should know: the importance of the event (space and time

given to it), the use of photographs, the angle of the story (what is emphasized), the

quality of the information (how much fact or opinion), the objectivity of the reporting

and of its presentation.

4.0 CONCLUSION

'What is proposed here differs radically from current practices in South African
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elementary schools. Howevet, if we really want to move from a segregated and

oppressive society to a free, tolerant and democratic one then these changes are crucial.

Research clearly reveals that the earlier children are exposed to democratic attitudes and

practices the greater the possibility that it may have lasting effects upon them.
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1.0 SECONDARY SCHOOLS: CIIRRICULIIM AND TEACHING

In the present South African curriculum the only subject that has any explicit connection

with political education is history, which is compulsory in secondary schools up till grade

9. For the final three years of secondary schools it is an optional subject. When the

term early secondary grades is used in this section it refers to grades 8 and 9 while later

secondary years point to the remaining three grades. The term traditional curricula refers

to educational syllabi that were followed under the apartheid regime.

1.1 TIIE BEST ST]BJECT MATTER

It should be remembered that suggestions for the introduction of political education into

the current education system must be based upon practical realities in classrooms as well

as possible future developments. Such an approach will have the important advantage

of ensuring the relevance of this thesis and its ideas. At the same time the suggestions

must be able to be implemented by ordinary teachers in their everyday class routines,

rather than being dependent on the delivery of top-down regulations. This is important

because "a democratic regime in the fufure does not automatically secure democratic

education and therefore spaces within the system must be found" (Alexander, 1990:1.66-

167). It will further be of no use to outline a perfect framework for political education

in a post-apartheid South Africa without taking into consideration the day-to-day realities

in classrooms, for example, crowded classrooms, unqualified teachers and strict

authoritarian control by the government. The aim should therefore be to introduce ideas

which will enable teachers to make realistic changes in their classrooms for genuine
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education in a democratic society, while also generating possible frameworks which can

be used by educators and curricular specialists alike.

A question that needs to be answered right at the start is whether there should be separate

courses for politics or political education? The response to this important question is

negative for three main reasons. First, the Education Renewal Strategy Document

(government sponsored and compiled by all tertiary and education department heads),

recommended that the current number of subjects in South African later secondary

schools should be reduced from six to five (1991). This is a surprisingly progressive

document, which according to the ANC, includes many of its perspectives on education,

i.e., non-racialism, non-sexism and democracy (The National Education Conference,

L992:5). This means that any suggestion to increase the number of subjects, however

tempting for proponents of political education, must be abandoned. Such a notion would

not find many supporters among the hierarchy of curriculum development and is neither

practical nor politically possible. Second, to argue for separate courses in political

education is to ignore the reality that thousands of teachers (and students) currentþ in

schools would need special training in political education. 'Where such teachers will

come from is not so clear since the two subjects with the greatest potential for political

education (political science and history) are treated totally differentþ and separately at

universities in South Africa. At the same time, no colleges of education have political

science or political education courses in their teacher training curricula. The provision

of appropriate teaching materials and textbooks as well as the comprehensive examination

system generate an almost impossible situation for any attempt to introduce political
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education as a separate course. Again, therefore, any attempt to introduce distinct

courses in political education runs into severe practical difficulties.

In contrast, the case can be made that political education should be incorporated into the

teaching of history and other subjects. History is especially appropriate because the

whole of South Africa's past can be viewed as controversial today. It provides ideal

material for the deveþment of democratic norms and values as one of the primary aims

of political education. Most disputes in South African society today are legacies of its

past. By integrating political education with the examination of the questionable

intelpretations of the past, as described in school textbooks, students should not only be

able to develop a better understanding of their history, but at the same time acquire such

democratic norms as tolerance and respect for evidence and reasoning. Research clearly

reveals that by exposing children to controversial material in an open classroom

atmosphere, whete they feel free to say and discuss their own ideas, enhances the growth

of tolerance among them (Ehman, L969; Torney etaI, L975). In a review of the research

on the political effects of civic courses, textbooks, curricular changes, teacher attitudes,

classroom and school organtzation, Ehman came to this conclusion: "it is not who

teaches, nor what is taught, as much as how the teaching is carried out which makes an

impact on student political orientations" (1980:108). Hence, it seems there is no urgent

need to introduce separate political education courses. Teachers who want to start

making a change today do not have to wait for modifications from the authorities, which

might take a very long time to appe¿u. Clearly, even cuÍent historical material can be

used for democratic political education.
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The following are a few examples of how this aim can be achieved. The flrst relates to

the French Revolution. It epitomizes one of the major themes in grade 10 European

history. In prescribed textbooks the French Revolution is carefully presented as an

important event that happened a long time ago, with the emphasis placed on fact and

memonzation, for example, When was the Bastille stormed? Who was the King at the

time? What were the grievances of the masses? and so forth. However, through Easton's

system approach (described in chapter 2) the same material can take on a totally new

meaning for students and teachers (1979). According to Easton, any political system can

be understood as a process by which inputs are converted into outputs with the latter

affecting further inputs. Taking his five-step model of political analysis, the French

Revolution provides a classic example of how inputs (demands) were made into a

political system which resulted in certain ouþuts (changes) and which led to further

inputs, leading in this particular case to the collapse of the system. Students will be able

to understand the whole process of the French Revolution and, in the process, the

"foreign facts" might become inteligible. But more importantly, students can at the

same time connect their knowledge of the systems approach to South Africa's political

system, and to political systems generally. Both students and teachers are presented with

a specific case study to understand many (if not all) of the current political events and

changes taking place around them. They should be able to see how people make

demands or inputs into the political system, as, for example, in the case of the unbanning

of the ANC, and how these demands were converted into outputs. These ouþuts then

resulted in some further inputs or demands, for example the creation of a democratic
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govefllment and other democratic liberties. The goal is not here to describe every detail

of this systems approach, but to inform teachers of how they can heþ students to

understand (not recite) influential events in the past, involve students actively in the

learning process, make comparisons and generalizations (if any) with similar happenings

and finally relate all this with students' own experience. ff it simultaneously helps them

to clarify crucial everyday incidents in their own societies, so much the better. One of

the aims of teaching the Easton model is that students should be able to transfer it to a

wide range of situations. Thus, as well as using it in the study of the French Revolution,

teachers should make 7t an organzing part of their course and apply it to a wide range

of topics.

The second example consists of the United Nations, which is dealt with in grade 9

General History. Again this topic is presented as "something out there" with no attempts

to link this organization with South Africa and students' experiences. South Africa's

status as one of the founding members of the United Nations is glorified in the

beginning, while the textbook and syllabi describe the possible ways in which the

orgaruzation can solve disputes in and between countries. South Africa's ejection from

the General Assembly is explained in less than four lines! A more progressive approach

to this topic might start with what the United Nations advocates, for example its

Universal Declaration of Human Rights. This is important because so many students still

do not fully comprehend the injustice of apartheid. Despite the appearance that schools

are in the forefront of the struggle for political change, many students are still unsure

what the term democratic society means. They have been so successfully manipulated
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by the govemment that many of them do not really see any alternative to the existing

social order. Emphasizing the Universal Declarations of Human and Children's Rights

should give students an idea that South Africa is the only country in the world which

legally discriminates against its own citizens because of their race and help them

understand why the world rejects it. They will come to understand how South Africa's

racial policies are incompatible with these Declarations. The different sections within

the United Nations can be explained through the use of relevant issues and examples, for

example by students and teachers exploring the special session of the Security Council

which was recentþ held on the issue of violence in South Africa (Globe and Mail,

07.15.1992). Through role taking students can discuss the viewpoints of the different

countries and South African parties in the Security Council. They could also discuss

issues such as these:

- Should the United Nations have intervened in South Africa; using force if necessary,

and why did it not?

- Should South Africa have been expelled from the United Nations?

Sanctions are one of the methods by which the United Nations affempts to force change

in a country. They have been used against South Africa (weapons and oil) as well as by

other countries in normal trade relations. Since sanctions were controversial both in and

outside South Africa, they provide fitting material for class discussions. These are issues

on which students will have opposing viewpoints and class discussions should provide the

opportunities for students to listen, think, speak and respect views different from

themselves. In a post-apartheid South Africa the need will be for citizens to speak and
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listen to each other. Many students' parents were dismissed because of plants leaving

the country or closing down, so that they have seen and experienced the affect of

sanctions. Hence, these actions by the United Nations would be not only understood by

students more clearly but they would be able to relate them to their own lives and

communities. Students may eventually launch projects on the effects of sanctions on the

society, for example, economically, culturally and so forth. Since most students in the

early secondary years might think primarily in concrete operational terms (see chapter

3), teachers should at al7 times attempt to connect their material with students'

experiences.

The final example of how teachers can use current historical material, but with different

approaches and methods, involves the study of the Mfecane --a term stemming from a

Xhosa word for starvation-- in grade 10. The Mfecane took place during the early

1820's when thousands of British settlers arrived in South Africa and "trekboers" started

to move out of the British controlled Cape colony into South Africa's interior. At more

or less the same time the Zulus commenced their mass extermination of other black

tribes. This process (Mfecane) resulted in blacks fleeing their traditional homelands

(resulting in starvation) and moved to places known today as Zimbabwe, Zambia and

Mozambique. Thus, the whole of South Africa's interior was left "empty" for white

colonists to est¿blish their republics of Transvaal and the Orange Free State. However,

the interpretation of these phenomena is contentious, and there is a vigorous debate

among historians and others on this issue (Taylor, l99L).

Ironically, the Mfecane is the only significant black history included for this grade. Most
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textbooks' strategy in dealing with this very controversial topic is very superficial, and

consists mahly of facts chronologically presented to make testing easy. The Zulu culture

is described in det¿il, for example the Zulu warrior past and proud tradition is used to

explain the Zulu's later annihilation of other black tribes and the resulting movement of

"trekboers" into the abandoned interior of South Africa. The point here is not that

teachers should suggest any one "correct" historical argument, but rather that they should

draw students' attention to alternative perspectives that can be used for discussions and/or

projects in classrooms. For example, the film Shaka Zulu, which highlighted the

Mfecane can lead to critical and interesting class discussions, notably on why the South

African government was involved in its production. The different interpretations, the use

of evidence and the political use of history to justify apartheid ideology, clearly represent

opportunities for teaching students to think critically and use their own judgement. With

ethnicity, intolerance and its accompanying violence currently saturating South African

society, this is definitely a theme for attention and inqulrf which should help students to

develop respect for different viewpoints, evidence and truth.

As these three examples suggest, history lends itself quite readily to the work of political

education. To tackle political education in this way solves practical problems such as

lack of time, materials or limitations of existing curricula. As will be explained below,

subjects other than history can also be taught in a broadly similar fashion, so as to serve

as a vehicle for political education.

Even though political education is clearly possible with the material currently in the

curricula, this does not automatically mean that no major changes are necessary. The
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"how" of teaching is fundamental to political education, but the "what" is not a distant

second, especially in the case of South Africa, where history has been abused by certain

politicians for their own ideological purposes. Curricula for a post-apartheid South

Africa will have to include materials other then the Eurocentric themes which currently

dominate history teaching. This is why the National Education Crisis Committee

(NECC) and their idea of People's History should be taken seriously (see chapter 5).

"The image of blacks as pawns and victims in imperial power games must be

supplemented with insights into the nature of resistance and the causes for counter-

mobi'lization" (Adam and Moodley, 1986:247). Taylor emphasizes this point further

when he says: "it is inevit¿ble in a country whose past was so crudely distorted to the

ends of apafheid that the history books would have to be rewritten ..." (1991:19). This

brings us to another important question about history, which I conceive as more than just

studying themes of the past. My definition of history has many similarities with the

concept of social studies, but this is not the place to get involved in the debate about the

relative value of history and social studies which is currentþ raising interest in North

America (Gagnon, 1989).

2.0 THE AIMS OF SECOI\DARY CT]RRICT]LA

First, every attempt possible should be made to move away from the unqualifîed

exposition to students of facts taken as truths, and to move toward the confrontation of

young citizens with the problems contained in the unfolding of society --past, present and

future. According to Baartman, "the teacher who seeks to liberate his students helps

them learn how to learn" (L978:275). Second, the use of problem-posing as the
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appropriate instructional mode should nurture citizens who will respect democracy and

who will be able to make decisions needed for its continued development. Through the

examination of problems students should be able to understand the complexities of the

problems facing the country, deveþ their own opinions and examine possible solutions

to it. As was recommended at The National Education Conference: "education shall be

based upon the principles of cooperation, critical thinking and civic responsibility, and

shall equip individuals for participation in all aspects of society" (1,992:9). Democracy

is not something that can be transmitted unthinkingly to students. Rather "democracy is

learned instead as it is questioned, thought about, cnticaed, practised and as

improvements in its workings are achieved" (Engle and Ochoa, L988:I27).

Finally, any curriculum that puqports to prepare citizens for democracy must encourage

young citizens to think and to make considered decisions. Its content is never merely

remembered without being thought about and utilized. Such an education in a post-

apartheid South Africa must produce people who will never be satisfied with what they

are just told or have read. If this is not the case then we cannot hope to build a stable

democracy out of people who believe in little green men from Venus. A willingness to

accept unsupported statements without demanding proof is the greatest asset of the

demagogue and the dictator. This suggests that the curriculum should be highly

selective, concentrating on a relatively small number of topics or episodes , each of which

will be sfudied in great depth. The topics to be selected should be those with the greatest

potential for encouraging thinking, or even controversy, about matters of fact or about

historical interpretations as well as addressing themes and issues to enable students to
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think about democracy. Students should continually be asked to make judgements about

such matters as what are really facts, how facts should be interpreted, what should be

done about a problem or, if the problem is historical, what should have been done

differentþ.

In some respects, the curriculum proposed here is a modest change from the traditional

curriculum, but in other respects the change is quite fundamental. For instance, heavy

reliance will continue to be placed on South African history and world history but they

will be taught in a different and special way. Teachers and students will be less

concerned with memonzation. Instead, they will focus on problems, past and present,

helping students to reach well judged positions and actively participate in their

community and societal affairs.

2.1 WHAT SHOT]LD HISTORY CURRICT]LA COVER

The flrst and importantpart of the curriculum framework should include the exploration

and analysis of South Africa's past. V/ith most of the institutions in the apartheid South

Africa being questioned by its citaens, it should be of great importance and interest to

students to understand how these institutions came into place. However, the resistance

and counter-actions of all South Africans to these institutions, both economically,

politically and socially, should be widely studied. Studying the past with all its

controvetsies and contradictions is one thing, but at the same time it should be

remembered that another aim of education is to prepare students to successfully operate

in a democratic society. Hence, the inclusion of problems from that society are

imperative to heþ students understand about possible solutions to them and the
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importance of participation in society's affairs to overcome them.

2.1.1. INSTITUTIONAL STT]DIES

Institutional studies refer to the origins and the present circumstances of the broad range

of social institutions of South Africa, including the study of the problems that these

institutions faced as they developed and the problems that they face in their further

development. South Africa is a country where at this moment democracy has not been

extended to the majority of its citizens. Although this thesis suggests ideas that can be

implemented in classrooms at this moment, it also strives to prepare its teachers and

students for a post-apartheid society. Hence, before any introduction to specific

institutions, students should clearly understand what democracy means. To clarify this

issue in the classroom comparisons should be made with apartheid to help students grasp

what democracy really means and what apartheid has meant for the country. In early

secondary grades this can include discussions on democracy and its basic civil liberties.

I found during my teaching cffeer that students understooO.iuil liberties easily because

one can easily refer to everyday events, for example, freedom of the press, religion,

speech and so forth. Further questions can include: V/hat freedoms are the most basic;

and V/hat are the limits to the exercise of any of these freedoms? Because apartheid and

democracy aÍe totally contrasting concepts, teaching and learning should be

uncomplicated. Again this presents material which can be easily connected to students'

experiences. Topics taken from such studies should attempt to move beyond the

superficial understanding of the institutions of South Africa and to achieve instead a much

more fundamental understanding. This is especially necessary in the case of South Africa
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where most institutions from apartheid South Africa are currentþ being questioned. The

study of the social institutions of South Africa might be divided as follows: a) legal

institutions, b) economic institutions, c) politicat institutions, and d) institutions that exist

primarily in civil society, such as the family, religious groups and social groups of all

kinds.

The study of institutions would focus at a17 times on the hard questions that confront

institutional deveþment in South Africa today, always of course in the light of

institutional history. A good example of how the traditional curriculum actually forced

students to ignore political institutional studies happened in my grade 9 class where

students had a choice to study the three chamber parliament introduced n 1984. After

surveying the textbook (with all its formal facts of how this "democracy" works) students

absolutely rejected it. They knew the three different chambers (for V/hites, Coloureds

and Indians) of parliament were nothing else than a sophisticated money wasting and

international window-dressing effort by the minority goverrìment. However, confronting

this same topic using a problem-posing footing might lead to totally different learning and

teaching. For example, investigating questions such as why it was developed should lead

to discussions on themes such as international pressure, sanctions, divide and rule

policies and so forth. In examining how it was constructed students should a1atn be able

to see the contrast between this inteqpretation of democracy and what, at the beginning

of the year, they came to understand about the concept. The question of the reaction to

it can serve as an interesting class project since the elections were marked by strong

opposition in which students and workers participated (see chapter 5). For example,
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students could interview former students who took part in the protests, collect photos and

newspaper clippings on the violence or present seminars to fellow students on the

importance of the event. The possibilities are endless.

Students in higher secondary years can conduct a similar political institutional study on

issues more import¿nt for themselves, for example the est¿blishment of the Union of

South Africa (1910) and how Britain refused blacks any represent¿tion in it. The

attempts by S. Plaatjies to force Britain to solve the black voter issue need to be included

in history syllabi. These are events that are closely linked with other important

happenings, such as the formation of the ANC and the National Party (I.tP). Because

secondary students are capable of more formal and abstract thinking (see chapter 3), they

are especially able to start their academic years with considering what democracy really

means. For example, they should analyze, compare and criticise democracy in the

context of other known political ideologies. This is vitally important because most

students in high schools will be either eligible to vote or very close to it. They can

complete, for example, a project on the Convention for a Democratic South Africa

(CODESA). If this organzation is going to be a success then students will probably have

to vote in the very near future. They must know who participated in it; what were the

different parties' platforms; while speakers can be invited to the school to explain their

parties' position on certain issues. If the convention is a failure then it will be an even

more momentous event to study, because it will mark the beginning of a possible civil

war in the country. In ten or twenty years from now students would be still be in a

position to evaluate the convention, its merits and faults. These are just two examples
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of how past and present political institutions can be made meaningful (in new ways) and

interesting to both teacher and students.

Studies of the economic institutions offer further examples of how academic material can

be linked to students' everyday life experiences. Ever since black unions were legalizsd

during the late 1970's, the economic and political face of South Africa has changed

dramatically. Because of apartheid in South Africa most unions ate also activeþ

involved in the political struggle against the South African minority govemment.

However, how many students or teachers know that the first major black union was

formed as early as 1919, when the Industrial and Commercial'Workers' Union (ICtÐ

was organized? These are important historical topics for later secondary students and can

be connected to similar important events in our past (but ignored by the authorities), for

example, the 1922 workers strike and the first declaration of emergency in South Africa.

Through studying the ICU students can come to understand how the industrializa¡is t¡

South Africa started at the turn of the century, how blacks moved to the cities for jobs

and how the "job reservation" law actually led to separate white and black unions. The

discovery of gold at the end of the nineteenth century deserves much more attention for

its social and economic impact upon all South Africans. This is such an important theme

in South African history, since it can be linked to the onset of the migrant labour system,

the formation of reserves (homelands) for blacks, the 1913 l-and Act and so forth. These

are vitally important issues which have been totally disregarded in traditional textbooks

and syllabi. Students will simultaneously learn that the involvement of the Congress of

South African Trade Unions (COSATIÐ in politics today is nothing new, but that black
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unions were activd involved in the ANC's mass defiance campaign during the 1950's

until both were banned. Interesting and significant discussion material for classrooms

can include questions such as: the advantages of unions, the importance of business and

development, how to manage conflict between unions and companies, how are we to

meet the economic problems (poverty, illiteracy, and unemployment) facing the country

and what the political role of unions in a post-apartheid South Africa will be. According

to South Africa Watch, most unions are currentþ either striking or negotiating for

increases in workers' salaries (09.06.1991). For students in the early secondary grades

this once again offer oppornrnities to link the academic material with events taking place

around them. After presenting material to students about unions and their historical

development in South Africa (not the same material as included for later years) they can

embark on the study of unions which are present in their surrounding communities, for

example, to which their fathers, mothers or relatives belong. Again, this linkage

between theory (learning material) and practice is important for these students. During

my teaching career I have witnessed many attempts by students to help striking workers,

but because the issue was not part of the curriculum and teachers were rightfully afraid

of harassment from the authorities, students' interest collapsed quickly. If both teachers

and sfudents were offered more autonomy and academic freedom, strikes could be used

as ideal opportunities for students to learn about concepts such as conflict, negotiation,

the dghts of workers and business and flrnally conflict solving either through courts or

agreements. More importantþ, students should be able to learn about majority decisions

and the rights of dissenting minorities, as in the case of workers who refuse to strike.
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Key democratic features that students should be able to pick up include tolerance and

respect for human lives.

The study of social institutions, offer valuable opportunities to examine the contribution

of great works of literature, art, music and journalism should not be ignored. Over the

last few years numetous works from different spheres in all South African cultures

(African, European, Asian) have appeared to describe the struggle for democracy and

capture the social upheaval of its citizens. V/riters and artists are more likely than

historians to capture the broad meaning of events and to emphasize the moral issues that

are embedded in them. For example, many black writers' works were banned in the past

because they captured the soul of the struggle for democracy in South Africa. This does

not mean their work is without fault, but it can serve as the basis for class discussions

and projects. Historians are often engrossed in attempting to establish the facts

objectively (though this was not the case with school textbooks) and are reluctant to

speculate about questions of broad meaning. The authors of great literary or artistic

works are concerned about the facts too, but they are more concerned with interpreting

and evaluating human events. They are able to discover truths that elude the historian

using a mote scientific approach. Through creative imagination they confront their

audience with fresh points of view. Such works are likely to have a moral focus. The

author and artist are likely to take sides, to cast judgements about what in history is most

valuable, on what is good and what is bad, and to make statements about what needs to

be changed in human society. These great works afford the models for students of how

great thinkers make the moral judgements that are really at the heart of every social
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problem. And, moreover, they can: 1) teach students about similarities across cultures,

and2) give them respect for all cultures. Both are important themes in South Africa's

search of democracy. Hence, in any history or social studies curriculum "dedicated to

fostering the intellectual skills of problem solving, the great literary and artistic works

should be taken as an integral part of the content" (Ochoa and Engle, 1988:139).

In the end it is clear that such history would need to go both wide and deep. It would

need to afford the opportunity to examine alternative versions of history. In short, it

would need to provide young citizens with the opportunity to think about the history of

the struggle for democracy and to think about its possible and real problems in the light

of that history. Its continuing purpose would be to enlist young citizens, here and now

and not at some future time, to work, build and improve the democratic institutions

currentþ being established in South Africa.

2.1.2 SOCIAL PROBLENIS AND ACTION PROJECTS

Social problems should include the study in depth of one major social problem in each

year of the history program, grade I through 12. The purpose of the study of social

problems is threefold. The first reason is to give young citizens an understanding of

major compelling social problems, such as human rights abuses, the environmental crisis,

underemployment of human resources and widespread poverty. It is to help students

more clearly understand the issues at stake in the problems studied; to encourage them

to see the interrelationships among such issues; and to provide them both with bodies of

information that relate to the problem and with the opportunity to do some rigorous

thinking (and action) about possible solutions. A second reason for the study of a major
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social problem is to give students experience in dealing with such problems much as

intelligent adults are expected to deal with them. As a result, they will then already

know when they graduate into adulthood how to go about working with major social

problems and will have discussed possible solutions. A thfud and closeþ related reason

for studying a major social problem each year, is that such study will emphasize the

relevance of other major work under progress in the social studies. If students, for

example, study the history of trade unions in South Africa and their major social problem

for the year includes unemployment, then students should approach the former with

greater purpose. As Osborne remarks: "the problems and issues that students must learn

to think about, and do in fact enjoy thinking about, are those that embody the central

concepts of kfe, such as justice, community, rights, duties, goodness and so on"

(1991,:132). By embracing major social problems in the curriculum we will adhere to

Bullock's advice who said that pedagogically, we must begin "... not from the

achievements of the past, but from the human needs of young people today" (1985:186-

187). Such study will further provide the glue that binds all parts of the social studies

program together.

Since problem-exploring ability is best learned by engaging in problems, the

recommendation is that problem-posing, in all its varieties, should be omnipresent in the

social studies curriculum. Because major social problems are the concerns of society

they are not matters to be left to some far dist¿nt future. One major social problem

should be studied for an extended period, on one occasion each year in each social

studies classroom at every grade level in the secondary school. Such a study should be
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broad and even enlist other departments, for example, science, economics and languages.

Full advantage should be taken of parents and adult resources in the community, such as

adults with special expertise in the area being studied, collections in public libraries,

community groups with special interest in the area of concern and public interest groups

and citizens and parents willing to talk with youngsters about their concerns. Hartshorne

emphasizes the imporfance of the community (especially parents) serving as a resource

to the school when he says: "if we really want to equip and train all sectors of our people

to participate actively and creatively in the struggle to attain people's power and in order

to est¿blish a non-racial democratic South Africa then community inputs to any future

educational dispensation becomes vital" (1992:29). The major advantage of studying in

depth each year one major social problem is that it should provide young citizens with

the sobering experience of studying something in school about which the whole

community as well as their teachers are genuinely concerned. However, Newman sees

studying a major social problem as only part of the social studies curriculum because

"clarifying public controversies in a classroom can become as sterile and irelevant as

the more traditional curriculum if it is not related to the students' role as a cittzen facing

dilemmas" (1970:331). Newman feels that students need to develop a sense of what he

refers to as environmental competence. This is significant because apost-apartheid South

Africa where hopefully all political, social and economic barriers will be removed, will

not automatically ensure effective particþation by all. There is the reality of personal

incompetence, which has been created by the traditional educational system. This type

of education focused only on academic disciplines and the legal-political structure of the
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apartheid government with a clear goal of not allowing students to make an impact on

the discriminatory political and social structures.

By studying major social problems in their society and/or community and through careful

reasoning about how to deal with these problems, students can also embark on action

projects. The aim is ultimately to have some sort of impact or influence upon students'

environment and to give them a sense of efficacy. Newman defines this as "a process

in which the individual develops some goal or desired outcomes in public affairs"

Q975:a\. Hence, the study of a major social problem should be accompanied with

careful discussion of possible solutions to the problem and what students can do to

contribute to them. These can include actions such as arguing, bargaining, door to door

canvassing, testifying before public bodies, letter-writing and even more milit¿nt action

such as protests and demonstrations. Under the traditional educational system students

were never allowed to discuss major social problems in classrooms, resulting in students

confronting these problems nevertheless in mostþ incoherent and unorganized behaviour,

for example, drawn out and lengthy class boycotts which were most of the time

accompanied by violence. The 1985 schools boycott which devastated thousands of

coloured and black students' academic careers offer a clear reminder of such actions.

This does not mean that school boycotts are totally out of bounds in political education,

but they should not be the first (and only) option. As Pillay puts it: "... traditional forms

of mass action, in particular the indefinite class boycoff, were having a detrimental effect

on school students, and on the community as a whole" (1992:3I). School boycotts are

most of the time only effective for a shof period and for a specific reason. My own
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experience revealed that most sfudents forgot very quickly about the issues involved in

school boycotts but by including those same problems in the curriculum more effective

political education can actually take place. The thousands of students who had to repeat

their academic years in 1985; hundreds of teen-age pregnancies; and the unnoticed who

simply dropped out of school during L976 and the 80's must never be forgotten. Those

were losses in human terms. More than five years later the pain of those events continue

with very low rates of examination success for black and coloured students.

If we want to prepare students to participate in a democratic society then the onus is on

teachers and history syllabi to include major societal problems. Including major

problems in the curriculum offers the opportunity to turn students' frustrations and their

actions into a learning and teaching process where students should propose and seek for

alternative ways of making a change in their society and/or community. Such an

approach, more likely than not, will encourage genuine commitment to democraticvalues

and promote interest in actively participating in political life in an informed manner. As

MnCwabe puts it: "curricular offerings should be gentle reminders of the realities of life

in the political entities of life in South Africa. Schools should encourage participation

in community projects and this involvement should furnish proof that the students are

able to affect developments in their societies" (1991:56).

This is momentous because in the post-apartheid South Africa we need citizens who will

be able to identify major problems in the society and then participate in effective and

productive ways of contributing to constructive change. We do not want students to

mature believing that violence or conflict is the only way to solve problems in society
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or that there is nothing they can do. The concept of action projects for the different

grades in secondary school, was discussed fully in chapter 2. Clearly, to embark on such

educational journeys demands from students cert¿in skills and knowledge. This should

be the emphasis in the early secondary grades: to deveþ in students the necessary

competency for such projects. Students can, for example, use the school as some sort

of laboratory-community and explore the major problems in it. This will enable them

to learn the necessary skills under the protective environment of the school/teacher before

they shift their attention to major problems (outside school) during their later secondary

years. It should be emphasrzed that such activities must be seen as integral parts of the

educational curriculum. They demand careful planning and organ2ation, as well as a

good deal of thought and discussion. Such projects must be designed to eventually

produce the democrat\c citizenship that is the central intention of this thesis.

3.0 REVERSAI OF THE HIDDEN CURRICT]LT]M

3.1 CLASSROOM CLIMATE

According to Ehman, research has clearly shown a connection between classroom climate

and students' political outcomes (1980:108). This topic was discussed in chapter 2 and,

further analyzed in chapter 4. ln outline, it has been shown that where students are free

to discuss all sides of controversial topics and have opportunities to contribute to the

classroom strucfuring, "they were more knowledgeable, less authoritarian and more

interested..." (Torney et al, I975:I8). Classroom climate also refers to the overall

atmosphere existing between teachers and students and students and student and is closely

connected to teaching methods (Ehman, 1980:108). It goes without saying that such
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democratic classrooms where political tolerance is the order of the day, are almost totally

absent in the apartheid South Africa. To deveþ such a democratic climate teachers

should facilitate a climate of open-mindedness where personal outlooks can be

exchanged, disagreements considered and inquiries reflectively pursued. In such a

classroom teachers are the democratic facilit¿tors and act as one of the participants.

They are not the people controlling the class in some authoritarian fashion but they

always seek and respect their students' opinions. This does not mean that there is total

chaos where no learning takes place. There is a wide territory for teachers to manoeuvre

between authoritarian classrooms as we knew them under the traditional educational

system and classrooms where chaos and anarchy prevail. It seems that there exists some

sort of tension between demands of order and the need to create a climate of trust and

openness in the classroom. Osborne provides some clarification when he says: "control

is necessary for learning to take place, but if learning is to be worthwhile it must result

from the kind of personal commitment and conviction that is possible only in a climate

of trust" (1991:183). Hodgetts, in his analysis of successful Canadian classrooms was

impressed by the following. First, the students were well prepared for every lesson.

They achieved this through carefully planned reading assignments which included

different viewpoints and references for futher reading. Second, students were all in the

process of developing exceptional discussion skills. This was the result because most of

the lessons followed this framework. Students responded to each other, while learning

to listen and respecting other viewpoints. The teacher acted as the facilitator of

classroom discussions. Thirdly, this did not mean that the teacher was totally absent.
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Rather, he or she was very competent, interested and well-prepared in the teaching

material and intervened to guide discussions, ask questions and offer differentviewpoints.

Finally, despite the fact that textbooks were used they were not the atpha and omega of

classroom projects and/or discussions. V/ithout any pressures students always felt excited

of going far beyond the textbook to enrich themselves and the class (Ilodgetts, 1968:54-

56). It is in such classrooms that the "Culture of Learning" can be revived for a post-

apartheid South Africa.

The democratic teacher further knows the students as individuals, learning something

about their lives, their interests and their families. Children are asked to participate

actively in the development of a class constitution. Children are governed not so much

by what the teacher says is right or wrong, but by what the class as a whole (teacher and

students) decides. Children are given responsibility and are also held accountable for

their actions. In a democratic classroom children speak to their teacher without fear or

antagonism, they are not afraid to ask questions, state an objection or make a point.

Because they participated in est¿blishing the classroom rules, they know the routines and

use them easily. The importance of such a classroom climate is emphasized by \ü/alker

who says: "in the end improved teaching materials are not enough to develop critical,

independent, tolerant and participative future citizens for a democratic South Africa.

Alternative teaching techniques are only important if teachers start democratizrng the

educational process in their classrooms" (1991,:276).

Probably the easiest step for teachers in developing such a democratic atmosphere

concerns the furnishing and equipping of the classroom. It does not take much effort and
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imagination to give classrooms a user-friendly appearance. Posters, pictures,

decorations, magazines, books, clippings-files and plants all heþ to establish the

classroom as a special place and to deliver a message to students when they enter. Even

better is to involve students in equipping and maintaining the classroom. For example,

they can help to choose posters and pictures, they can maintain the clippings file and so

forth. All such activities help to show students that the room is theirs. Physical decor

will not of themselves establish a climate of trust and openness in the classroom,

although they will go some way towards it. But it is the behaviour exhibited consistentþ

by the teacher, together with the choice of teaching methods, that will contribute to the

kind of behaviour that is desired.

3.2 SCHOOL ORGANIZATION

Studying schools, Ehman and Gillespie (1975), Siegel (I9ll) and Metzger (1978) found

positive relationships between types of school oryantzation and students' political

attitudes. They all reached the conclusion that the more participant the school, the higher

the students' political efficacy, trust and social integration. Their research clearþ calls

for the restructuring of the ways in which South African schools are orgaruzed and

governed under the traditional educational system. But there is a second and more

compelling reason to change the school organzation and climate to be compatible with

a post-apartheid South Africa. If the acceptance of democratic principles is to be an

outcome of the education of citizens, it is of paramount importance that the school offer

a good example of respect for democracy. Currently in our schools we have Student

Representative Councils (SRC's) which are recogntzed by some school principals, but

rvö



not by school authorities. Even where principals are applauding themselves for

acknowledging SRC's, it is usually done only when it suits them, usually to terminate

class boycotts. Before and after school boycotts SRC's are conspicuous by their absence.

During boycotts SRC's (mostþ self-appointed students) make their way to the princþa1s'

office more than they would have ever dreamt.

Because the existence and operation of democratically elected SRC's are not high on the

list of priorities at most schools, it has been possible for small groups of students to

disrupt the normal class attendances for almost any reason. Since the majority of the

students do not have any idea what the functions, duties and procedures of an SRC

should be, they were easily influenced and manipulated. If we seriously intend to

prepare students to particþate effectiveþ in a democratic society and want them to feel

and experience democracy, take charge of their own lives, and to make binding decisions

with an SRC which is held accountable for its decisions, then SRC's should be more than

something which appears only when talk of boycott fills the air. Ehman emphasizes this

point when he says: "if students attend carefully to school governance patterns as cues

to what the larger political world holds for them, then it is reasonable to expect some

effects on students' attitudes depending on what they see going around them in school"

(1980:112). A further reason to implement democratically elected SRC's at all schools

arises from Davis's finding that in authoritarian schools, activist students used

confrontational tactics to effect changes, while in schools where students were allowed

to participate in school structures and organzation they used negotiation tactics to carry

out their political actions (L974).
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However, this does not mean SRC's can be used as in the past simply to satisfy

authorities and/or principals. We lose our case for democracy when students see that the

school itself is run autocratically. In relatively stable \Mestern liberal democracies,

citizens support the majority of the laws because they carry their blessing and satisfy

their needs. Correspondingly, school rules, as with laws, should be fair and reasonable

and students should be helped to understand the reasons for them. As Ochoa and Engle

put it: "they should have a voice in their enactment. Governance should never be

arbitrary or blatantþ coercive. The school should never underestimate the willingness

of students to participate in their own governance. As it should be in adult society, the

rights of the minority in the school setting should be faithfully respected" (I988:IaT.

Inpractice this means that SRC's should be able to deal (in cooperation with teachers and

the principal) with serious student offenses. At the same time, a disciplinary sub-

committee can be implemented to act as a connection between students' complaints (about

teachers) and the principal's office. The initiation and implementation of school rules

and regulations should be accomplished with the support and cooperation of the SRC.

Because this is usually done at the beginning of each year, it will simultaneously ensure

the early est¿blishment of a democratically elected SRC. This does not mean that SRC's

should only be interested in serious affairs; they should also be allowed to particþate in

the organization of their extracurricular (sport, fundraising, cultural events) activities.

Just as we want citizens to participate in the affairs of their community, students should

learn to participate in the affairs of their community: the school. Chapter 3 clearly

reveals that children are never too young to participate in the governing of their own
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lives, while chapter 4 demonstrates that the longer this process is posþoned the more

slender the possibilities become to prepare students for a democratic society.

3.3 TEACHING METIIODS

Teaching methods supportive of the democratic school community were described in

chapter 6. The purpose here is only to re-emphastze the importance of appropriate

teaching techniques. Methods such as discussion, role-playing, guest-speakers, studying

the media, problem-solving and so forth are the only real teaching patterns compatible

with the democratic classroom climate. This does not mean that the didactic teaching

method used most under the traditional educational system must suddenly be disregarded.

But it should serve as only one of the many teaching techniques in the democratic

teachers' arsenal. Democracy in classrooms and in school structures is also exemplified

in the school by the respect shown by teachers for intellectual honesty. Democratic

teaching should be carried on with full respect for the canons of scholarship.

Furthermore, fulI respect must be given to the ability of students to think for themselves.

Pressure tactics, being less than candid, talking down to students, or using the classroom

to propagandue are all teaching methods completely out of character with democracy and

must never be employed if students are to be expected to develop a deep commitment to

democracy. Teachers must exhibit in their own behaviour not only respect for the

intelligence of students but also for the method of intelligence and reason. Phatudi

stresses this argument when he says: "the teaching fraternity must avoid the use of

methods that encourage brainwashing and dictatorship in their dealings with pupils. They

must encourage respect for human dignity and employ more freely methods that place
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a premium on democratic practice, for example, discussion methods, problem-solving

techniques and projects" (1978:254).

In a post-apartheid South Africa, the legacies of the old system (discrimination and

prejudice) will still haunt us for many more years. This means that sometimes teachers

will have to ensure that, for example, outright racism does not go unchecked because it

is the prevailing view of the class. To avoid any such attitudes students must be able to

show how their viewpoints are always compatible with the broad democratic ideals of the

society. As Oliver and Shaver said: "in the democratic social studies classroom, both

the students and teachers should have the freedom to express their values and beliefs but

should be required to defend them and to point out the ways in which their moral choices

are related to overarching democratic ideals, such as human dignity, justice and equality"

(1966). This is why I feel so strongly about democracy serving as the opening topic for

all the different social studies grades, a topic which should gradually grow more

sophisticated as the students' thinking matures. This will have the added advantage of

students not determining their beliefs on the basis of teachers' authority, but seeing how

any opinion follows from the weighing of all the evidence, and knowing how to assess

competing arguments. This should prepare our students to participate in a democratic

society where opposing beliefs will be decided upon only after the accumulation of all

the informationpossible. The teaching methods proposed here are fundamental, not only

because research has shown them to support democratic attitudes Írmong students but also

because they are compatible with our vision of a democratic society.



1.0 TEACHER EDUCATION AND IMPLEN4ENTATION

It becomes very clear that what is proposed in this thesis with regard to education for a

post-apartheid South Africa, depends upon teachers more than anything else. As

Hartshorne puts it: "no post-apartheid education will be possible without post-apartheid

teachers" (L992:53). Changes in the control of education will inevitably come about by

political means: new curricula, textbooks teacher guides and so forth, but in the end

teachers remain the most powerfrrl group of change agents in education. This is because

teachers are the ones in the classrooms working with students and living among the

parents, workers, and different groups in the communities. They are the closest to those

to whom the education is supposedly to be directed: the students and communities.

Hence, the support and cooperation of the teaching co{ps are fundamental in restructuring

the traditional education system for a post-apartheid South Africa. Alexander stresses

this point when he says: "any strategy to influence the practices and direction of

schooling should concentrate on the training and retraining of teachers more particularly

primary (elementary) school teachets" (1990:169). MnCwabe puts it more directly in

saying: "the present generation of teachers will have to be retrained and the student

teachers will have to be trained in the light of the requirements of a non-racial,

democratic South Africa" (L991:75). Thus, teachers especially at elementary schools are

fundamental in any modern educational system since the child's mould is set in these

early years (see chapter 3). However, I would not target any specific group of teachers

but rather emphasize the importance of all teachers in whatever field and institution. For
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ex¿Lmple, if elementary school teachers are important, because the child's fundamental

personality traits begin to take shape in these early years, then secondary school teachers

are also influential as they build upon those characteristics.

1.1 \ryIIAT SHOULD TEACHERS KNOW

In chapter 4, reference was made to a study by Lightfoot which demonstrated how

teachers' underlying philosophy of education influenced their teaching practices and

ultimateþ their students (1973). Every teacher approaches teaching from a

fundamentally ideological position whether he or she is consciously aware of it or not.

For example, they might believe that students should be directed to accept the existing

political or social order, or they might believe thatlt should be changed. They might be

more or less politically aware. These and other kinds of beliefs, as Lightfoot

demonstrated, will influence how teachers approach the task of teaching. Thus, teachers

can dominate the teaching-learning situation, casting pupils in relatively subordinate and

passive toles, or teachers can make themselves less prominent, thus giving opportunity

for pupil initiative in the learning process. Under the traditional education system in

South Africa, teaching methods, classroom management and disciplinary styles reflected

the dominant vision of society, i.e., control, submission and conformity in an

authorit¿rian environment, both inside the school and outside of it (Murphy, 1992;

Walker, l99l; Hartshorne , 1992). However, if teachers are to operate in a democratic,

post-apartheid environment then their teaching philosophy will have to change

accordingly. Teachers must be able to articulate their vision of education and what it

will do for their students. The days when teachers saw themselves as technicians, taking
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the prescribed textbook or curriculum and working students through it (with hints here

and there from subject advisors) are past. Most teachers incolporate the curriculum into

their philosophy of education. This involves thinking carefully about goals and how to

achieve them, and such thinking takes the teacher beyond the boundaries of the

classroom. Educational goals do not exist in a vacuum. They emerge from a person's

perspective of what he or she wants for children and the greater society. Because of this

teachers need a consciously held philosophy of education. Brameld is of the opinion that:

"philosophy is inseparable from living experience. However implicitþ unexpressed our

particular philosophy may be, it is always in the background heþing to shape the way

we carry on our day-to-day responsibilities. In every phase of life ... material, spiritual,

lay, professional ... we believe certain things about the activities we perform, and these

beliefs, usually to a far greater extent than we realise, not only reflect our day-to-day

activities but in turn mould and direct these activities" (1955:31). Hence, teachers need

insights into why they are teaching, what they are teaching, why they are pursuing

certain activities and how these purposes relate to the institutional setting of the school

and to the values of the local community and society. On this issue, Silberman wrote

that most importantþ teachers need to know that they need to know these things (1970).

These are questions that need to be answered by every South African teacher and they

need to be answered in the context of citizenship: what kind of persons do they want

their students to be and to become. and in what kind of societv?

Teachers become so locked into their particular tasks (due to their working conditions)

that they have little time or inclination for thinking about the underlying goals of
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education. There is no time to st¿nd and stare, let alone thiÍk, when there are always

lessons to prepare, students to teach, assignments to mark and part-time studies to attend.

Thus, the traditional education system was able to keep moving with everyone involved

too busy to wonder where it was going. As a result, decisions about the role of

education have traditionally been the task of principals, ministers and directors of

education and even political parties. But it is chiefly teachers who have the greatest

impact upon the political development of the future citizens. They are among the people

who will determine what type of post-apartheid society we will inherit. Thus, teachers'

philosophy of education should lead to guiding and motivating pupils to develop those

values and virtues integral to a democratic society. At The National Education

Conference those values were identifi.ed as "human dignity, liberty and justice,

democracy, equality and national development" (1992:7).

This argument clearly calls for teachers who are totally different from those who worked

under the apartheid system of education. If education is going to make a contribution

to the building of a new South Africa, as it can, then teachers will have to become much

more committed to and energetic in their task of teaching. It is one of the demands of

this thesis that greater trust and autonomy should be given to teachers, but, if this is to

occur, then they cannot continue teaching strictþ out of textbooks or syllabi while

ignoring the learning capabilities of students completely. Just as citizens in a democratic

South Africa will have to exercise greater responsibility with new found liberties,

teachers will have to reflect the same attitude. The National Education Conference

(which involved most political parties) said that effective teachers must possess the
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following characteristics: "the development of respect for the job, and in particular to be

punctual, affentive, of sober mind and body, enthusiastic and well-prepared in lessons"

(1992:79). In practice this should mean working closeþ with fellow subject teachers,

staying abreast of new developments in their subject area (this does not necessarily

include only university studies), being members of subject associations and conducting

research so to be able to use their elective freedoms in the syllabi to the greatest extent

possible. If teachers reflect the images of concerned and thoughtful citizens, well read,

interested and informed on important public issues then their credibility Írmong students

and the community will also be considerably enhanced. Such consistency between a

teacher's public life and his or her professional life further underscores the teacher's

authenticity and commitment. This is important because, as faros and Cannon have

stressed, teachers serve as models of political values for students, who are likely to

emulate them (1969). In short, democratic teaching places high demands on teachers to

behave as they would want their students to behave. As Sawyer puts it: "a classroom

is a microcosmic society; what you see is what you teach, and what you say is a lot less

important than what you do. If you believe in the principles of democracy and

humanism, you had better operate a democratic, humane classroom or you are

contradicting those values. Likewise, if you believe in the integrity of the individual and

the acceptance of differences, but use punishment and reward to coerce students into

compliance with your views and needs, you are teaching the need for submission and

conformity" (L979:73). 'Wasburn is even more direct in saying: "if they (teachers) are

to lead students personally to support democracy, they themselves should have some
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fundamental understanding of how democracy operates and of the experiences which

promote democratic affitudes" (1986:61). It becomes clear that teachers currentþ in

classrooms as well as those preparing to enter it, need re-education to prepare students

for a post-apartheid and democratic society. This will be the focus in the following

section.

2.0 TEACIIER EDUCATION

The fact that teachers were part of a civil service that maintained and executed apartheid

means that any teacher education programme must include in-service for existing teachers

and pre-service for those preparing to enter the profession of teaching. Such re-education

programmes are much more fundamental than simply the retraining of teachers. The

training of teachers refer to attempts to improve the ways teachers behave in classrooms.

The re-education progr¿rmmes seek to change the way teachers look at their classroom

activities and education in general. Fundamentally, it aspires to change teachers'

philosophy of education.

2.1 IN-SERVICE EDUCATION

According to Walker, most teachers schooled and trained in apartheid institutions lack

the technical and theoretical tools to transform history teaching even though they may

recognize the problematic content of the syllabi (I99I, 268-276). My personal

experience suggests that Walker is correct. The late 1980's saw the production of quite

a number of historical materials which emphasized the contentious nature of South

Africa's past, produced by organizations such as the National Education Crisis

Committee (NECC). However, as teachers, we were used to teaching from the safety
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of textbooks and curricular guides so that we often ignored these materials, while the

burden of comprehensive examinations led us to disregard them for the most part. Even

where more progressive teaching materials are currentþ made available, teachers have

difficuþ in moving away from their textbook-driven approach. This sentiment is nicely

put by a teacher from the'Western Cape Teachers' Union, who writes in a newsletter:

"how is one meant to survive in a system like this? And equally important -how is one

meant to provide a meaningful education to the youth of this country? .. . We are all just

teachers and, sitting back, feel a measure of heþlessness as we struggle to fînd the

answers" (cited by Walker, L99l:273). In the same vein, a researcher made the

following remark about a curriculum project in South Africa: "the project approached the

task of curriculum development from the wrong end and should have devoted more time

to developing teachers rather than developing teaching materials" (Walker, 199I:276).

To overcome the same pitfalls this thesis stresses, and most of its ideas depends upon,

the political, academic and professional re-education of teachers currently in service in

all education departments. Such re-education of teachers is already in progress on a

large scale, but most of it centres upon academic upgrading. This does not mean that

this type of education is not important, but it does not automatically secure the potential

use of education for democratic citizenship. To achieve this aim such re-education of

teachers should flrst become part of the school's official academic year. This means that

a certain number of days a year should be set aside for such activities, perhaps up to an

allotment of ten such days. This is because teachers are professionals and they need time

and space to keep abreast with changes in their profession and specific subject areas. On
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such days teachers from the different school districts would come to school as usual, with

students staying home, and attend seminars on topics in democratic education, for

example classroom management, teaching methods, evaluation strategies, school

organtzation and so forth. Second, the aim should be to reverse the hidden curriculum

described in chapter 4, and initiate the ideas discussed in chapter 6 and7. Topics could

be presented by fellow teachers and experts in this field. Such seminars could then be

followed with small work-shops where teachers could discuss with fellow colleagues

classroom problems and fears relating to the implementation of education for democratic

citizenship. For example, teachers who saw themselves in the past as being in control

(literally) of their classrooms and students, may have difficulties in accepting the idea

that they should become facilitators and not authoritarians in their classrooms and

students. These are problems that should be treated and resolved in any re-education

programmes. Third, one of the dominant ideas of this thesis with regard to curriculum

content is that teachers should move away from relying soleþ on textbooks for

information. Central to the problem-posing approach is information, information and

more information on whatever topic studied. Ochoa and Engle use the term "information

saturation" (1988:159). This means information should be collected from a wide range

of sources, including textbooks, journalistic accounts, biographies, diaries, official

documents scholarly interpretations, popular articles and fiction. Such professional re-

education days represent also ideal opportunities for teachers to share such information

and materials or discuss new ones to be introduced. Moreover, the current situation in

South Africa (violence, fear, political uncertainties) necessitates that such progr¿rmmes
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should be implemented as quickly as possible, for example over weekends and even

during vacations. Finally, such professional re-education programmes should be

organized by educational authorities, educational service organizations, subject teachers'

associations and teachers' unions. Since it is uncertain whether the apartheid government

(or any future goveÍrment) will allow such re-education of its employees, the presence

of strong, disciplined and progressive teachers' unions and subject associations is vital

to take charge of these programmes.

2.2 PRE.SERVICE EDUCATION

Teacher-training colleges have traditionally been centres for didactic and authoritarian

teaching, resulting in education being one of the means by which the apartheid

govemment was able to control, oppress and exploit the majority of South Africans.

This is implied in what MnCwabe had to say about teacher colleges: "there will be a

suggestion that black Teacher Training programmes at both universities and particularly

at Colleges of Education, are influenced by ideological positions that are totally incapable

of producing the type of teacher that possesses the breadth of understanding and wisdom

that will enable him or her to cope with the demands of teaching for a democratic

society" (1991:103). Charney reports that most black teacher training colleges in South

Africa are currentþ charactenzed by sfudent protests and revolt, and he connect their

actions to inflexible administrations. the absence of elected SRC ' s and unilateral decisions
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by educational authorities. He goes on to say: "yet it is because the colleges were

largely spared the conflicts of the past two decades (see chapter 5) that their

predominantly conservative (white) administrators now have little experience of



confrontation and how to negotiate" (Charney, 1992:10). In short, teacher-training

colleges have been mainly undemocratic institutions.

Hence, before one can even start discussing possible changes in courses to deveþ

teachers supportive of a democratic society, colleges themselves have to be restructured

in their organization and teacher educators have to change their approach to students.

The ideas for developing democratic schools, addressed in chapters 6 and 7, are even

more necessary at teacher-training colleges. Second, these colleges must be more

autonomous than at the present moment, not only for professional reasons, but also to

ensure that they do not become institutions for certain party-political philosophies as

happened under the apartheid government. To do this university education faculties must

attempt to build networks of relationships with cofege education departments. Informal

cooperation and mutual support, for example in the form of staff development

programmes, could do much to link these colleges with change-oriented movements in

education. This process may even extend to include curricula and examinations, thus

replacing the control and influence of the educational departments. A long term solution

might be to gradually phase out existing colleges and absorb both staff and students into

university education faculties. Finally, the fundamental concerns of democracy and

critical citizenship should be central to any teacher education course. In practice this

means that all courses offered at colleges should involve students in deciding the goals,

content, teaching styles and assessment procedures. Cou¡ses offered in such manner

should ensure: "a close correspondence between the values which underpin the course

and those values which the tutors hope witl be embraced and expressed by their students
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in the classroom" (Porter, 1987:173). This will also prepare these students for their own

teaching careers when the same democratic attitudes will be expected of them. At the

present moment there is a marked contrast between the passive role assigned to students

at the colleges and the active role on teaching practice. According to Giroux and

Mcl^aren, teachers should become "transformative intellectuals" who: "treat sfudents as

critical agents, question how knowledge is produced and distributed , utilir.e dialogue, and

make knowledge meaningful and critical..." (1986:2L5). Through their education,

student-teachers should be able to see schooling as an ongoing struggle for democracy

and should aim to produce citizens who will function in such a society. To achieve this

aim pre-service education should provide the necessary experience of democracy in

classrooms where there will be a "willingness to be open to the possibility of changing

one's attitudes and values in the light of evidence and tolerance of a diversity of ideas,

beliefs, values and interests" (Ifarber and Meighan, 1986:182). Further, all the courses

offered at colleges should stress the political dimension of educational studies. For

example, in philosophy, history and sociology of education there should always be an

examination of the political context of education, together with a consideration of the

aims of political education in curriculum studies. The latter goal can also be achieved

by offering courses in "Ideology and Education" and "Decision-Making in Education".

The political dimension of human experience and educational problems has been totally

ignored in most South African teacher-education courses (Charney, 1992). But, through

revisions of the kind suggested here, students should be able and encouraged to see the

provision of education in relation to social and political pressures in South Africa.
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According to Osborne, this should include: "an examination of the history of education,

and especially of the introduction and deveþment of compulsory schooling, in terms of

the role of education as part of state policy and of the development of a particular type

of citizenship" (1986:25). First, this approach may include questions such as: Why was

African education taken away from the control of missionaries? Why was Bantu

Education introduced? and Why is education such an impofant part of the broader

struggle against the apartheid government? Second, students should also examine the

intended and unintended political outcomes of examinations, school curricula, textbooks

and so forth. Third, students should also analyze the impact of teaching methods,

teacher behavior and classroom atmosphere (the hidden curriculum) upon students'

political development. According to Brennan, these changes "are certainly much more

likely to create a climate more favourable to the consideration of political questions"

(1978:190). Such college education becomes especially important where teachers are

allowed more discretion in determining what and how they teach. These preparation

programmes are essential not only because they enable more effective teaching in order

to satisfy generations of increasingly critical, sceptical and even cynical students. They

are also essential because they are the only ways by which teachers can bridge the

dilemma of communities demanding them being part of the struggle for a new society

and authorities expecting order and control in schools. Through education for

democracy, both sources of these antagonism are addressed. But this will happen only

if teachers' unions and educational authorities take up the task of re-educating and

retraining the entire teacher corps.
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3.0 EXAMINATIONS

Teachers are quick to reject a curriculum when it represents a drastic break with the past;

when they cannot find themselves or the subjects they teach in a new curriculum. This

will especially be true of teachers in South Africa who were mainly brought up in the

didactic mode and who used this teaching style themselves, but are now expected

suddenly to switch to an open-ended, questioning curriculum. Thus, any affempt to

change history teaching (and all other subjects) for a post-apartheid South Africa will

have to be achieved within a framework closely resembling the traditional curriculum.

For example, the problems to be dealt with in institutional studies, cultural studies and

social problems as suggested in chapters 6 and 7 beal. a close relation to the traditional

topics covered in South African history. However, by approaching these topics

differentþ, the objective of organizing education for a democratic society can be

achieved. Taught differently, I believe these subjects can lead to a far better

understanding of the topics covered.

Nevertheless, when it comes to examinations certain very clear problems appear. Some

of the ideas advocated in this thesis are in direct conflict with the nature of the

comprehensive examinations which still characterae the South African educational

system. For example, the demand for teacher autonomy and student input into topics to

be studied calls for some flexibility in examination procedures. The externally-set

matriculation examination (grade 12) and comprehensive examinations for all other

secondary and some elementary grades constrain innovative approaches in teaching,

especially in subjects such as history. More than anything else, these exams encourage
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rote learning and the memorization of facts for their own sake. If examinations are

supposed to inform classroom practices and provide feedback for teachers, then the

present form of assessment provides no incentive to teachers to change existing practice.

V/alker summarizes this perspective on comprehensive examinations when she says: "if

changes in the form and content of the syllabus do not incorporate changes in the form

of assessment, most especially in the public matriculation exam, then these (alternative

materials and methods) changes are unlikely to have any significant impact" (I99L:276).

None of the research on political education advocates or even supports comprehensive

examinations as a form of student assessment. Rather, there is a broad rejection of

paper-and-pencil and recall ability tests. Ochoa and Engle reflect the consensus of the

research on this issue when they say: "the memonzation of vast quantities of factual

material without focus on a problem or a question worth answering is a colossal waste

of educational time. Facts memorized in this way are almost impossible to remember

and are frequently outdated before there is any occasion to use them. In contrast, facts

learned in the context of trying to answer an important question or problem are almost

impossible to forget" (1988:151).

But there is no point in arguing for a total rejection of examinations when most political

parties and the govefirment accept the idea of examinations as a way of assessing student

learning. It seems that this type of student evaluation will still be part and parcel of the

new South Africa. Ironically, despite all the problems with exams, black South African

children (and communities) still att¿ch high esteem to passing external matriculation

(grade 12) examinations. Still, any policy which is aimed at developing citizens who are
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able to participate in a democratic society, hold defensible opinions on important

political/social issues and respect diversity in viewpoints, must involve changing the

comprehensive examination approach. This could be achieved through linking part of

the curriculum, say 70 %, to an examination type of assessment, while leaving the rest

for teachers' evaluation of their students, using school and project work as the base.

This approach would place a new burden upon teachers but it is worth the effort. As the

professional and academic qualifications of teachers increase in the future they will

obviously demand more autonomy in selecting topics (with thefu students) for studying

and evaluation. Possible conflicts with the prescribed curriculum could be defused by

allowing teachers and students to decide the remaining part of the curriculum. Thus,

70% of the curriculum would be based upon some sort of core framework, with the rest

being allowed for teacher and students to decide. Certainly, teachers will influence the

general parameters of this remaining part of the curriculum. For example, the teacher

may decide that the class should investigate the reaction of blacks and indigenous groups

to the movement of white "trekboers" into South Africa's interior during the nineteenth

century. V/hile teachers may also identify the intellectual processes that will be

emphasized, the specific way the content is structured, the questions that will be explored

and the way these questions will be investigated will be decided through classroom

discussions by students. An important consequence of such an approach can be that "a11

of this will be calculated to make education relevant, functional and responsible, an

investment for the future" (MnCwabe, 199I:63). It is certain that many eyebrows will

be raised, and counter-arguments posed, over any suggestion of more autonomy for
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teachers and students. Some will no doubt argue that this will lead to a drastic lowering

of standards and/or teacher-student indoctrination. Hence, these views, concerns and

ideas are the focus of the next section.

3.1 TEACHER-EVALUATION

There are two reasons for leaving part of the history curriculum (and most other subjects)

to the discretion of teachers and students. First, it must be stressed that the success of

any restructuring of an educational system depends upon the support and commitment of

the rank and file of teachers and students. Any attempt to bring changes into the

classrooms (even with best of intentions) cannot depend upon top-down regulation.

Trying to transform an apartheid education system to education for a democratic society

will only be successful if it gets the involvement of those most closely associated with

it. Second, this demand for teacher and student input into the curriculum is fundamental

to the concept of democracy and is in fact taken for granted in most democratic

countries. Central to democracy is the idea that one must be able to particþate and take

charge of events in one's life. For democracy to be successful people must be able to

feel and live it and this is only possible if they are allowed to participate in events

concerning them. Thus, to refuse teacher and student input into curriculum deveþment

is to contradict the whole vision of education for a post-apartheid South Africa which is

central to this thesis.

However, it is a reality that in most black schools learning or schooling has come to a

complete st¿ndstill since the turbulent 1980's period of student resistance. V/hile students

have become the foot soldiers against Bantu Education and apartheid, black schools were
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furned into places for any other activity except education. The consequences were

disastrous. Of the 750,000 black students who left formal schooling in 1989, an

alarming 26% dropped out of the first grade, while only 12% graduated from high school

(Research Institute for Education Planning, 1989:10). These events also took their toll

on black teachers so that De Villiers described them as "self-serving loafers who reject

inferior Bantu Education but are part of its evolution" (1990:231-232). Even though

Murphy questions this description of De Villiers he acknowledges that there is a lack of

professionalism among black teachers that is widespread (1992:371). Most of these

teachers openly refuse to be evaluated by govemment subject advisors who they perceive

to be part of the system they reject. How is one going to ensure that what happens in

such classrooms is not contradictory to the broader visions of a democratic society?

Here is where teacher evaluation comes in, but part of the concept of evaluation often

carries with it the notion of some other person passing judgement on a teacher's

effectiveness. MnCwabe t¿lks about self-evaluation, which possesses some merit

(199I:21). There are still thousands of committed, dedicated and energetic teachers who

care deeply for the students and their profession. These are professionals who see it as

their responsibility to evaluate themselves with regard to the success of their teaching

methods and classroom atmospheres. But, as I have argued, the fact that teachers should

be given greater responsibilìty and autonomy in their teaching still makes some sort of

evaluation necessary. In this regard teachers' unions and subject associations can play

a vital role. For example, subject association advisors can replace the current

govemment subject advisors, who are viewed negativeþ by teachers. How does one
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become a subject association advisor? The heads of history departments in schools who

excel in their field with regard to teaching methods, classroom management and

cooperation with fellow colleagues (alI in a democratic sense) can be asked to serve as

subject association advisors or subject consultants. They should serve in this position for

a period of three to four years and then return to their former position. This would

enable more teachers to share information and learn new ideas from different colleagues.

The selection of subject consultants should take place through a committee including both

teachers, parents and community members. This should also help to diminish accusations

that current subject advisors were only appointed because they support a particular

regime. Whether true or not, it is another reason for their low standing among teachers.

Subject consultants' task would be basically to help teachers with problems in their

subject area and share ideas and new information with fellow teachers. Cases of severe

unprofessional conduct by teachers should be reported to the principal who would

convene a committee þarents, teachers, community members) to handle the issue before

it gets reported to higher authorities. Since subject consultants are ordinary (but

outstanding) teachers from subject associations their reputation among teachers should

be different from the current government subject advisors. This also represents another

opportunity for the community to become involved in their (and their childrens')

education, which is an important priority stressed by the National Educational Crisis

Comminee (ANC, 1989:5-6).

3.2 STUDENT-EVALUATION

This section attempts to heþ teachers evaluating students' performances with that section
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of the cuniculum in which teacher and students decide upon the topics to be studied.

Obviously, the biggest part of the curriculum will still be conveyed through official

curricula, teacher guides and textbooks, i.e., the core curriculum. But even this

comprehensive examination's over-all pattern should be changed to support the

fundamental principle of education for a democratic society. For example, open-ended,

cntical, analytical and problem-posing questions should be included in these

examinations. It will be of no avail to have controversial topics or student projects in

one part of the curriculum while the rest is based upon an evaluation where the recall and

memonzation of facts are still tested. As the academic and professional abilities of

teachers improve the 70:30 ratio suggested may slowly change to a 50:50 division. This

section is included in this thesis with the hope that somewhere in the near future a part

of the curriculum and its evaluation will be decided by teacher and students. It is clear

that assessing students' performance in a problem-posing curriculum demands that it be

linked with the goals of the curriculum. These goals can include knowledge and

intellectual skills, group as well as political skills and values.

3.2.1 KNOWLEDGE AND INTELLECTUAL SKILLS

The kinds of intellectual skifs central to political education are similar to those found in

the work on critical thinking @aron, 1987; Paul, 1991; Berger, 1987; Siegel, 1988) and

so will not be listed in detail here. They can be implemented within the curricula

described in chapters 6 and7. A very good way of achieving and evaluating these skills

is through student projects which can take on multþle forms, for example a written

essay, an oral presentation, debate or dramatization. Such projects are especially useful
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in appraising student progress because they involve both knowledge and intellectual

skills. Most importantly, these projects should involve students in the exploration of

serious questions and their search for answers should involve examination of multiple

soutces.

A second way of evaluating knowledge and intellectual skills is through classroom

discussions. This is especially the case with a problem-posing curriculum where there

are no clear-cut answers to controversial topics. V/hether students contribute ideas, raise

thoughtful questions and give reasons and use evidence to support their ideas, it can all

be observed in day-to-day classroom discourse. This type of assessment demands that

teachers know their students well and how they perform in classroom discussions. It

calls for some sort of continuing evaluation on a day-to-day basis. As Ochoa and Engle

say: "classroom dialogue is so salient to the goals of this (democratic) curriculum that

every effort needs to be made to appraise its quality" (1988:182). Classroom dialogue

can be appraised by the teacher, fellow colleague or student acting as observer. Students

acting as observers have the added advantage since they are in a position to see the

factors contributing to intellectual exchange. Also, outside teachers might provide

viewpoints that were absent from class participants. Thus, it is more beneficial to use

as most class evaluators as possible.

Finally, open-ended essay questions permit divergent student responses and can provide

evidence about the ability of students to function at higher intellectual levels. Students

have also more freedom to select information, organtze the material in different ways and

interpret or express information in their own styles. V/ith all three evaluating techniques
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the criteria for appraisal should be openly and collectiveþ arrived at. This would ensure

that the standards of evaluation are clear to everyone.

3.2.2 POLITICAL AND GROI]P SKILLS

Newman feels that action projects should be part of any school curriculum to develop

"environmentally competent" citizens (L975). These competencies include the ability to

communicate effectively, interpret data, describe the political-legal process, justify

personal opinion on controversial issues and work cooperatively. Also, according to the

Comparing Political Experiences project, students should be able to use thepolitical skills

they develop through analyzng the school as a "politicallaboratory", h real political

situations. This means that the community-based projects which were proposed in

chapter 7 should be used to assess the development of political skills among students.

For example, if students decide to use a strike in their community as a class project then

the following questions could be used to evaluate their work. Does the project represent

student understanding of the issues involved? Do students present reasons for their

positions? Do they demonstrate understanding of alternative positions and their supporting

evidence? Do they recognize their own bias? In the final analysis, such projects must

demonstrate an active search for truth, harnessing and evaluating evidence from a variety

of sources in the presentation of defensible conclusions. Second, group skills are often

overlooked, although most public decisions are made in a group setting. Hence, students

should learn and opportunities should be provided to operate effectively as members of

groups. Appraisal of student progress should give attention to this important aspect of

cituenbehaviour. This can agarnbe done through evaluations completed by the teacher,
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external observer or student. The following questions can help to focus evaluation: 'Who

participates? Who does not? Do some dominate while others remain passive? Are the

contributions of students relevant and/or enthusiastic? Do students listen carefully to each

other? Are their comments build upon others contributions? Do they show interest in

others' viewpoints? Do students demonstrate critical/independent thinking? Do they

represent their views clearly? (Ochoa and Engle, 1988:188). These questions can and

should serve as starting points for further evaluation efforts.

3.2.3 VALITES

The approach to political education taken in this thesis requires that schools develop

cert¿in democratic values among future citizens in a post-apartheid society. These values

include tolerance, equality, respect for human dignity and so forth. The future of South

Africa and the survival of its citizens depend upon these values and as such "there is a

moral imperative to instruct in these ¿reas so that students will not be ignorant of the

empiricalpunch behind the morality behind the law and the institutions which incorporate

this country's virtues and permit its vices" (Scriven, L966:42). The importance of these

values for South Africa is unquestionable, and so their assessment is critical, because

"when teachers disregard affective outcomes in the evaluation process, they are apt to

disregard them unintentionally in the instructional process" @loom et al, 1981:300). If

the aims of the school include such affective outcomes as those stated above. then it has

the obligation to evaluate the effectiveness of the curriculum in forming those behaviours.

If it does not evaluate them, it has no evidence on which to base modifications of its

curriculum and pedagogic methods for purposes of affective instruction. Evaluation in
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this regard should not be equated with assigning a gnde or giving an examination but

should be a much broader practice that employs a variety of evidence-gathering

techniques to assess the quality of performance by an individual, group or the success of

a curriculum in relation to stated objectives. As Fraenkel puts it: "the most important

thing is that teachers base the inferences they do make upon as much evidence as

possible" (1973:3LL).

There are two levels of assessing values. The first includes questions such as: Do

students know the values? Can they recogntze the values? and, Are they aware of them?

Thus, evaluation will basically attempt to est¿blish whether students are merely aware

of the values involved. The second level of assessing values includes the following

questions: Do students actually act on the values learned? and, Do they live by them?

Hete, evaluation should est¿blish whether students can conceptualize their behavior and

feelings into a structure and turn that structure into an outlook on life. The first level

can be assessed in a variety of ways:

1) paper-and-pencil tests and assignments, both short answers and long;

2) personal interviews with students;

3) role-playing activities;

4) casual, continuing observation and conversation/discussion with students.

The second level is more complex and more effectively done through continuing

observation of students as they go about thefu daily lives in school. For example:

- Do they show respect for others?

- Do they show tolerance?
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- Do they cooperate with classmates?

- Do they deal with conflicts peacefully? and,

- Do they help each other?

The important thing is that teachers are aware of the importance of assessing value

objectives and do so systematically and effectively.

4.0 CONCLUSION

This chapter has attempted to deal with some of the final problematic issues that are part

and parcel of any effort to restructure an inhumane educational system such as the one

that was employed in South Africa. Necessarily this involves teachers, their training and

retraining, students and their evaluation and assessment. The curriculum frameworks

proposed in this thesis; the learning tasks involved and their appraisal are difficult but

I am convinced that it can all contribute to a more committed and participative

democratic citaenry.



Most of the ideas presented in this thesis are directed at the individual teacher. This is

important for three reasons. First, because restructuring any education system has

proved to be very difficult when done through top-down regulations. Second, it is urgent

to implement the suggestions discussed here as soon as possible. W'e have no time to

wait for the bureaucratic machine to start moving, especially since this might take

another five to ten years or even more. Third, by concentrating on the individual teacher

I have tried to take into consideration the limitations and realities of teaching in South

Africa. Thus, most of the teaching approaches described in this thesis are based on

"what is really possible" in our schools.

Some of the ideas in this thesis can be incorporated into current teaching practices

quickly and effortlessly. First, there is the suggestion that teachers should cÍeate a

democratic classroom atmosphere which focuses on changing the relationships between

teachers and students. This can be achieved through small changes in classroom

orgaruzation and the ways in which teachers perceive their students. Second, are the

changes which ask for a ltttle more commitment and energy from teachers who are

anxious to prepare their students for a post-apartheid society. This includes such

teaching methods as discussion and problem-posing approaches. Successful use of

discussion methods demands that teachers are well prepared in this technique and the

material involved. The problem-posing approach depends upon access to information,

information and more information. To do all this teachers will have to move far beyond

school textbooks and curricula guides. To compound this problem, these teaching
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methods will inevit¿bly lead to a situation where teachers will have to move away from

being the sole controllers of their classes. For some teachers this will be a difficult pill

to swallow but research shows that this is a vitally important prerequisite to developing

independentþ critical thinking students. Finally, the suggestion which will probably be

the most difficult to implement is that which argues for including action-projects or social

problems in the curriculum. These ideas depend on the cooperation and authorization

of the authorities in charge of education. As long as they feel that the recall and

memonzation of facts, tested through comprehensive examinations reflects intelligence

and independent thought, the longer these suggestions will be ignored.

However, at this present moment in South Africa both the minority government and the

African National Congress acknowledge the importance of local control in the daily

running of schools. Although the motives for more community involvement in school

organzation between these two parties differ radically, their aims tend to support most

of the proposals included in this thesis. For example, if communities were to be handed

more power in the decisions about the content of the curriculum then the inclusion of

social problems into curricula might not be too remote in some parts of South Africa.

Most of the recommendations of this thesis will also be supported by more teachers if

the worþlace of teachers is democratized. The suggestion of more community

involvement in the running of schools suppofs this possibility. If teachers should feel

and live democracy in their relations with authorities, they would probably be more

accessible to the idea of sharing power with their students. And some teachers are now

beginning to assume more power and influence over their working and teaching
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conditions.

It should further be noted that many of the ideas discussed in this thesis arc akeady par:t

of some teachers' teaching methods. For these educators this thesis asks that they simply

make their democratic teaching practices a conscientiously held philosophy of what they

want for their students and a future South Africa.

In conclusion, it must be remembered that any educational change is a long-term process

and not something which can be achieved overnight. Results are rarely achieved

immediately. This means that teachers should initiate as quickly as possible the changes

necessary to prepare the friture citizens of South Africa for their rightful place in a

democratic society. This is to ask a lot from teachers, but working on this thesis and

reading widely in the relevant research has convinced me that we as teachers can make

a difference. I know that at least some of the ideas discussed will be reflected in mv

own philosophy of life and education, and therefore in my teaching.
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