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ABSTRACT

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

multicultural schools in South Africa.

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

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

discussion.

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

explore their cultural identities and develop cultural competency.

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

in the development of cultural competency among secondary school learners.

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

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

CHAPTER 1
BACKGROUND, PROBLEM FORMULATION AND AIMS

1.1 INTRODUCTION

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

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

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

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

society as a whole.”

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

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

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



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

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