TOTAL OF 10 PAGES ONLY
MAY BE XEROXED













A PARTICIPATORY PROCESS TOWARDS
A CRITICAL DISCOURSE :

ENGLISH SECOND LANGUAGE TEACHERS IN SOUTH AFRICA

BY

©) MARK ANTHONY ABRAHAMS

A thesis submitted to the school of Graduate
Studies in partial fulfilment of the
requirements for the degree of

Master of Education

Department of Education
Memorial University of Newfoundland

July 1991

St. John’s Newfoundland



4d |

National Library

Bibliothéque nationale
of Canada du Canada

Canadian Theses Service

Otawa,
KIA ON

The author has granted an irevocable non-
exclusive licence allowing the National Library
of Canada to reproduce, loan, distribute or sell
copies of his/her thesis by any means and in
any form or format, making this thesis available
to interested persons.

The author retains ownership of the copyright
in his/her thesis. *leither the wesis nor
substantial extracts trom it may be printed or
otherwise reproduced without his/her per-
mission.

Service des héses canadiennes

L'auteur a accordé une licence irévocable et
non exclusi a la Bil &
nationale du Canada de reproduire, préter,
distribuer ou vendre des copies de sa thése
de quelque maniére et sous quelque forme
que ce soit pour mettre des exemplaires de
celte thése 2 la disposition des personnes
intéressées.

L'auteur conserve fa propriété du droit d'auteur
qui protége sa thése. Nila thése ni des extraits
substantiels de celle-ci ne doivent étre
imprimés ou autrement reproduils sans son
autorisation.

ISBN ©-315-68250-7

Canadi



ABSTRACT

This study involves six English Second Language Teachers
working in two different Education Departments responsible for
the education of Blacks in South Africa. The teachers
participated in a Participatory Research process towards
developing a critical discourse in materials development for

classroom use.

This thesis is divided into two parts. The first describes an
exploratory process in which the participants responded to
specific research questions through a procedure of general
reflection on teacher work and environment and a more specific
investigation of language in education and teachers in
society. At the end of this process, the participants were

asked to focus on particular models of materials development.

The research is located within the National Education
Coordinating Committee in South Africa which was established
to investigate and develop a People’s Education which would
respond to the educational needs of all the people in the

country.

The second section of the thesis evaluates and reflects on the
extent to which the participants were able to develop a

critical discourse. It comments more generally on the use of

ii



logy and considers

Participatory as a
short-term and long-term implications for further research.

This thesis coatributes to notions of participatory research

and to the analytical capacity of the participants.
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CHAPTER ONE

INTRODUCING THE RESEARCH

BACKGROUND INFORMATION

In South Africa, the educational provision reflects in stark
form the power relations of the social arrangements. The
issue of educational provision has sparked numerous protests
during the past five decades, particularly since the
Nationalist Party came to power in 1948 to implement their
‘official’ policies of Apartheid. The discriminatory
provision of educational resources existed long before the
implementation of Bantu Education in 1953. The racist
educational strategies of the regime however underscored the
political intent of their policies. Early resistance to this
kind of political manoeuvring, such as the Cultural Clubs of
the African National Congress during the 1950s, came to an end

of har of s involved and other

repressive measures. Years of severe repression followed
which left most of the liberation movements banned and
individuals jailed. The turning point came in 1976 with the
‘Soweto’ uprising as a direct result of the imposition of
‘Afrikaans’ as the language of instruction at schools for
Black South Africans. The recognition of the inter-
relatedness of education and politics stimulated and informed

the protests throughout the 1980s which induced the formation



of the National Education Crisis Committee which set out to

develop and establish a Pecple’s Education for prople’s power

in South Africa. In the words of Sisulu (1986):

We are no longer demanding the same education as whites,
since this is education for domination. People’s
Education means education at the service of the people as
a whole, education that liberates, education that puts

the people in command of their lives. (p. 37)

It is this context that the present education crisis in South
Africa must be assessed. Teachers in particular have been
charged with the challenge to not only contribute, but play a
central role in formulating and conceptualizing the People‘s
Education referred to above. Some universities in South
africa, because of the relative autonomy they enjoy are
currently investigating the concepts that are imbedded in the
People’s Education discourse. Newly trained teachers at these
institutions, who benefitted from this environment find that
their efforts are frustrated by the traditional Christian
Nationalist Education policies found in schools today as well
as reluctance on the part of other teachers to assist.
Experienced teachers on the other hand have been denied the

opportunity to debate alternatives to their created realities.



JUSTIFICATION FOR THE RESEARCH:

I regard myself as one of the experienced teachers lnenti::ned
above. The initiation of this study was my attempt to extend
that opportunity to a few teachers so that it could act as a
catalyst in the ongoing process f deliberations concerning
the nature education in our country. Teachers occupy a
pivotal place within the organisation of schooling and

schooling has always been, not just in South Africa, a site of

tion and people with various
ideological interests. Teachers are then forced to make
certain choices depending on their own understanding of the
vested interests involved in education and their self-
conception as part of the broader society. With Penple’s
Education in South Africa, teachers are being asked to makc a
particular choice, that is, to transform the education system
and their teaching into liberatory education that will serve
the interests of all the people in the country. Over the
years however, teachers have been f0ld, instructed, compelled,
and coerced to implement certain methodologies, transmit
‘worthwhile’ knowledge, and adhere to certain codes of ethie.
that would be valuable to their students. These instructions
came from principals, administration boards, inspectors,

subject-advisors, and researchers or academics. It would be

P’ ive for the pr of People’s Education to

act in the same way with teachers as those listed above.



Teachers have developed ways of resisting impositions and
often use only those aspects of new methodologies,
innovations, and research findings, which agree with their

understanding of how teaching should be organised.

My teaching experience informed me of both the attitudes of
teachers towards research and instructions as well as the
dormant, critical potential of some teachers. Armed with this
insight, I set out to establish a process to build con the
critical potential of a few teachers in a way that would not
alienate them but encourage them to explore their own
understanding of what they do daily. The main thesis of this
study was to develop a critical discourse that would empower
teachers who are interested in contributing towards an

‘alternative’ education system in South Africa.

RESEARCH QUESTION AND PROCEDURES

This research intended to integrate the call to build a
transformed education system with the challenge of empowering
teachers to understand and conceptualize their immediate tasks
in relation to the broader aims of a new education system. As
a means of developing a critical discourse we focused on the

question of how we as teachers should address the inter-

rel of 1 » ion, culture and economics when

confronting teaching materials.



In order to avoid making the assumption that the participants
agree that an inter-relatedness exists among the various
components outlined in the research gquestion, two sub-
questions were added to act as a basis for discussion and

debate.

a) How do these issues; lanquage, education, culture
and economics manifest themselves as aspects of our

experiences?

b) What are the primary concerns that need to be
addressed when developing materials for use in the

classroon?

Once the commitment from the participants was gained we met
to plan collectively how we intended to approach the research
questions. Dates for meetings or seminars were negotiated and
stages of the research were proposed to the participants. The
stages were, the Speculative Reflection Stage, which was to be
a tentative reflection on the experiences of the participants
regarding their school and classroom environments; the
Specific Reflection Stage, which was to focus on language,
language teaching, and teachers, where readings were
introduced and used to stimulate discussions and inform the
participants of the different perspectives existing on issues

under discussion:; and the Reflective Action Stage, where
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particular models for curriculum materials development were

discussed.

POPULATION INVOLVED

The study i~volved six English Second Language Teachers
working in four high schools controlled by two different
Education Departments responsible for the education of Black
South Africans. The choice of the target group was influenced
by my teaching experience in the field chosen and working in

the two departments either by teaching or assisting with

for the T ! Union. The
participants can also be regarded as ‘progressive’ teachers
who have been active in Teachers’ Union activities and who
expressed a commitment to seeking a change in the educational
system with which they are involved. With these participants
I intended to explore possible ways of conceptualizing a

People’s Education through a process of reflection and action.

The participants were part of the study as a collective and
the collaborative effort rather than individual contributic*
was the focus. Individual quotes of the participants were
used to outline the nature and development of the discourse

and not to monitor their contributions as individuals.



REVIEW OF LITERATURE AND METHODS OF GATHERING DATA

My concern throughout the study was the development of a
critical discourse, one that stemmed from a particular reality
of the participants but also informed by available literature
that could contribute to a collective understanding of that
reality. I used the literature on critical pedagogy and
People’s Fducation in my analyses of the discourses in the
various stages as a way to assess the extent the discourses
could be regarded as "critical"™ while still rooted in the
practical reality of the everyday lives or teachers. It is
important to note that this study was an exploration of a
process that would lead to the illumination of the experiences
of the participants, and not to prove or explain a particular

hypothesis.

The procedures of the workshops were recorded on audio
cassettes and transcripts of a previous session were given to
each member of the group before the meetings so that
individual evaluations could inform the deliberations of that
session. Individual interviews were also used as a means of
collecting data. At the end of the study tiae participants
were asked to comment on the process. This fcrmed part of the
assessment or evaluation procedures which contributed to an

overall analysis of the research.




RESEARCH METHODOLOGY AND METHODS OF ANALYSIS

The decision to adopt a participatory research methodology for
this study was influenced by the collective aspect of the
methodo’ gy, the possibility of producing knowledge 1ooted in
the reality of the participants and the emancipatory claims

made in the literature explaining the methodology.

It was my task as participant researcher to involve the
participants in a process of collective analysis of the data.
Using the transcripts, the participants were asked to reflect
on their discourse, how it related to the literature provided,

and the research questions in the study.

CHAPTER OUTLINE

I provide, in the next chapter, an outline of the historical
location of the research within the broader context of
education in South Africa as well as its focused position
within the National Education Coordinating Committee (NECC)
and its local structure in the Western Cape. I explain the
origins of the concept "People’s Education" in its relation to
the NECC. The contextualization of the research is
significant in that it provided a motivating force for the

research.



This is followed, in Chapter Three, by a review of the
literature which informed the study. The review covers the
literature on critical pedagcgy and how it relates to People’s
Education as well as literature focusing on language and

teachers within this paradigm.

In Chapter Four I outline the research methodology. I locate
Participatory Research within its research tradition and,
using the literature, I explain the aims of this particular
methodology. This is followed by a motivation for choosing it
for this study, the procedures that were followed to set up

the research, and the ways in which the data were collected.

Chapter Five deals with the first stage of the research,
namely, the Speculative Reflection Stage. The participants
were asked to reflect on their immediate realities. This
included commenting on the physical limitations and
constraints they have to endure in their work, staff support
for innovations, teacher and student attitudes towards
language, and staff development programmes in which they were
involved. In this chapter I summarize and provide an analysis

of the reflections during the first two sessions of the group.

The Specific Reflection Stage which is described in Chapter
Six has two parts. The first is a concentration on English

and the problems related to teaching English and English as a



medium of instruction in South Africa. The second part focuses
on teachers, their role in society and teachers as
intellectuals. I provide motivation for the selection of
articles discussed during these sessions as well as a summary

and analysis of the discussions.

Chapter Seven offers two models for materials development
dealt with in the Reflective Action stage. It was necessary
for the participants to use the information gathered in
previous discussions on which to reflect and assess the

usefulness of the two models for use in the classroom.

The reflections during the stages above formed the basis for
the critical discourse that was intended with this study. In
Chapter Eight I summarize the discourse and review the extent
to which the participants had answered the research questions.
Secondly, I reflect critically on Participatory Research as
the methodology employed in this study. I discuss its
usefulness to the research and assess some of its claims in
the light of my own experiences. I also use these experiences
to make some recommendations for others who intend using it in
education. This is followed by general conclusions and

suggestions for further study and discussions.
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STYLE OF WRITING

The reader will notice distinct changes in my style of
writing; this reflects the different sources of information
for the research. A more formal, "academic" tone exists, as
well as an informal one that is indicative of my role within
the research. Rather than try to integrate these stylistic
differences, I would like them to be seen as an illustration
and expression of the range of demands on the participant

researcher.

Throughout the research I will refer to high school students
as ‘students’. Others may prefer the term ‘pupils’ but for
the sake of consistency and personal preference I will stick

to the first one.

LIMITATIONS AND HOPES

The study itself is limited to six, English Second Language
Teachers who are teaching in a specific geographic locaticn in
South Africa. They all work within two Education Departments

responsible for the education of Blacks in that region. The

teachers can also be r as "pr ive" who,
through their involvement in Teachers’ Union activities and
personal convictions are committed to working towards chenge

in South Africa. Only a limited scope of readings will be

11



used as a basis for discussion.

This research is a response to a particular set of

circumstances which had affected the majority of the people

in South Africa. It comes in the wake of the call for
People’s Education for people’s power and is located within a

structure that has been set up to achieve that goal. Within
this transformation process, teachers have been identified as
having to play a key role in establishing and concretizing
People’s Education. It is hoped that the results of this
study will contribute to a continuing focus on developing
teachers as transformative intellectuals. Only as
transformative intellectuals, able to engage in self-critique
and reflect critically on their work, will it be possible for
teachers to fulfil their rightful role at the heart of the
education system. The research is oriented to both the "macro"
and "micro" level of investigation in an attempt to equip
teachers with the understanding of the dialectical nature of
the theory-practice relationship and their role in policy-

decisions concerning their work.

12



CHAPTER TWO

HISTORICAL LOCATION OF THE RESEARCH:
PEOPLE’S EDUCATION AND THE NATIONAL

EDUCATION COORDINATING COMMITTEE (NECC).

The historical location of the research provides the necessary
background that informed much of the motivation for the
research. For the purposes of this study the concept
"location" takes on a broader meaning than merely physical
environment. It includes historical events, initiatives,
struggles, opposition, and strategies within the context of

education in South Africa.

This chapter offers a brief look at the historical role of
education in South Africa. This is followed by an outline of
the origins of People’s Education and the debates surrounding

this concept.

I conclude the chapter with a description of the National
Education Crisis/Coordinating Committee and the setting of my
research.

EDUCATION IN SOUTH AFRICA

Educational inequities in South Africa have for decades been

a source of discontent and more importantly, a site of
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struggle for a just society. Education has historically
served as an instrument to ensure and preserve white
domination. Since the early days, the South African
government has used education to marshall labour power to meet
the needs of industry and white farmers, inculcate servility
among blacks and instil a sense of superiority among whites,
and thus consolidate white hegemony. "Bantu Education" was
formally introduced in 1953 five years after the N=ationalist
Party came to power. This was their way of entrenching and
extending an existing system of racially segregatec schooling
as part of the ideology and practice of its policy of
apartheid. The irony in the promulgation period of apartheid
education is that its policies of legislated, unequal
educational opportunities were formally articulated during the

same period when more, according to Reagan (1989);

egalitarian policies concerned with the rights of
cultural, linguistic and racial minority groups, and
provision of equal educational opportunity for all
children, were gaining support and popularity (at least
in terms of public discourse) virtually everywhere else

in the world. (p. 6)

As H.Wolpe (1988) points out, the central objective of Bantu

Education was ised to produce "a black population not only

educated to a level considered adequate for unskilled work and

14



subordinated, but which would accept its subordination and
inferior education as natural™ (p. 6). From this basic
precept follows the vastly greater resources poured into white

schools and universities.

TABLE 1 - Per capita expenditure on education in South Africa

Year African Mixed race Indian White
("coloured")
1953-4 R17 R40 R40 R128
1969-70 17 73 81 282
1975-6 42 140 190 591
1977-8 54 185 276 657
1980-1 139 253 513 913
1982-3 146 498 711 1211

Sources: Blignaut, 1981 and SAIRR Surveys

Christie: (1985, p. 98)

Expenditure on education has increased dramatically since
1984, largely because of continued pressure from communities,
but the disparity between groups still remains. The 1988/89
figures indicate this, African (R765); Coloureds (R1360);
Indian (R2227) and Whites (R3082). (Source: S.A.I.R.R.; The

Third Alternative 1989/90, p. H5)
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The inferior and segregated education for blacks has been one
of the principal instruments for ideological control and for
promotion of divisiveness among oppressed classes. The four
education systems for Whites, Indians, the "Coloureds" and
African were designed to reproduce the social relations
prescribed by apartheid idc¢ilogy. The department for African
education was further subdivided into ten compartments to fit
into the tribal Bantustan or Homeland scheme which was part of

the government strategy of divide and rule.

The low pass rate of blacks on the matriculation examination
at the end of standard 10 (twelfth grade), contrasts sharply
with that of whites. The Department of Education and tra’ning
(DET) and the National Senior Certificate (NSC) are national
matriculation examinations taken by Black African students.
The Transvaal, Cape, and Natal matriculation boards are the
provincial examination bureaus for Whites. Indian and
Coloured students take separate matriculation examinations
under the control of separate racially defined bureaus of
education. The Joint Matriculation Board examination is taken
mainly by private school students, and thus may be taken by
any of the five "official" racial groups classified by the
South African government (Whites, Indians, Coloureds, Blacks,
and Chinese). For 1988 the average pass rate for blacks was
just over 52 percent, slightly higher than the previous year.

(see Table 2 for 1984 results)

16



TABLE 2
STANDARD 10 EXAMINATION RESULTS, 1984

White Indian Coloured African
Number of candidates 55,619 10,508 14,138 86,371
% of all candidates 33.4 6.3 8.5 51.8
Number who passed 50,835 9,127 10,138 42,042
% who passed 91.4 86.8 73.4 48.7
Number with Univ. En. 25,103 3,670 2,108 9,756
% gaining UE 45.1 34.9 14.9 11.3

Source: Franz Auerbach, Interview, Funda Center, Soweto,

March 7, 1988 - S.M. Shafer (1989, p. 61)

Only 35 percent of all the Black "African" matriculants passed
the 1990 final examination. This being an all time low and an
indication of the continued crisis in education in South

Africa.

Education, like housing and access to the labour market, has
been used in an attempt to divide the African workforce and to
differentiate between skilled and unskilled workers. Yet,

with all of this planned social engineering, the social

17



reality of apartheid produced a consciousness among black
students in the last two decades that caused turbulence in
schools and universities, and prompted the regime to introduce

reforms designed to quell the grievances.

PEOPLE’S EDUCATION

The 1976 uprising which started at school level as a protest
against Afrikaans as medium of instruction at schools can be
regarded as a turning point in the education struggle in South
Africa. This protest led to a country wide uprising, linking
the education struggle with the economic hardships within the
townships. Government clampdown served to deepen the crisis
and protests erupted again in 1980, this time with a clearer
recognition of the link between the school crisis, economic
crisis and community struggles. Mass mobilisation through
educational, political, economic and community struggles
became the order of the day. The government responded with
more repression in the form of bannings, detentions, and
‘emergency’ regulations. The banning of the major student
organisation, the Congress of South African Students (COSAS)
in 1985, led to unco-ordinated action with a large majority of
students prepared tc sacrifice their education and to fight
for the end of apartheid. Students called for 1986, which was
the tenth anniversaryy of the 1976 Soweto uprisings, to be

named "The year of no schooling". ‘Liberation now, education

18



later’ and ‘Liberation before Education’ became common slogans

(Walters and Kruss, 1988).

This unfolding crisis led to the formation of the Soweto
Parents’ Crisis Committee (SPCC} which met in December 1985.
This committee held that the demands of the students were
legitimate but had difficulty with the strategy of ‘no-
schooling’. The SPCC sent a delegation to meet with the
African National Congress, the major South African liberation
movement which operated in exile, who agreed that it was
essential for students to return to school. The SPCC then
hosted a National Consultative conference which was attended
by representatives from more than 160 anti-apartheid
organisations. This led to the formation of the National
Education Crisis Committee (NECC) and the birth of the call
for People’s Education for people’s power.

The conference declared that People’s Education is education
i

1) enables the oppressed to understand the evils of
the apartheid system and prepares them for
participation in a non-racial, democratic system;

2) eliminates capitalist norms of competition,
individualism,and stunted intellectual development
and one that encourages collective input and active
participation by all, as well as stimulating
critical thinking and analysis;

3) eliminates illiteracy, ignorance and exploitation
of any person by another;

4) equips and trains all sectors of our people to
participate actively and creatively in the struggle

19



to attain people’s power in order to establish a
non-racial democratic South Africa;

5) enables workers to resist exploitation and

oppression at their workplace.
(Wolpe, 1988, p. 20)

The formulation above indicates that people’s education is not
only about changing the process and content of education. It
is also part of a political strategy to contribute to the
overthrow of the apartheid regime. By formulating People’s
Education in this way, the conference laid the basis for
organised student action. The student action would be aimed
at, as Wolpe says, "the immediate construction of alternative
educational programmes and structures which would co-exist in
contradiction with, and begin to displace, the content and
undemocratic, racist structures of Bantu Education."(Wolpe,

1988, p. 21)

The sentiment of action and struggle for genuine change is

echoed by George Mashamba (1990):

in People’s Education the struggle for change is a
struggle for fundamental, qualitative change, whereby
both black education for domestication and white
education for domination will be superseded by a non-
racial end democratic People’s Education for both

national liberation and social emancipation.(p. 27)



This point is important because the demands of People'’s
Education were not for ‘equal’ education to that of the
whites. The ‘people’ alluded to in the concept "People'’s *
education" refers to all sectors of people in South Africa.
Hartshorne (1988) states clearly that apartheid education,
damaging and destructive as it has been for black South
Africans, has also, except in the strictest sense of material

benefits, failed the white community.

Apartheid education has generally been authoritarian in
character, influenced strongly by Christian National
ideology, the principles of fundamental pedagogics and an
underlying philosophy of the moulding of good citizens to
fit into ordered society and to be obedient to the State
and the values of the existing order. (Hartshorne, 1987,

p. 123)

Debates around People’s Education have also highlighted the
duality present in its guidelines . Adler points to "a
dichotomy ... present in People’s Education between those who
see it as a vehicle for mobilisation and those who see it as
a foundation for future education" (Kruss,1988, p. 4).

Muller (1987) however, points out that People’s Education was
a response to a political crisis so it is understandable that
political considerations should in the beginning loom larger

than educational ones. He says further that,
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In order to strike the balance between education and
politics, the ’process’ nature of People’s Education was
emphasised. In the curricular sphere, the insistence on
‘process’ has meant an emphasis on the development of
critical skills rather than an emphasis on alternative
content (Muller, p. 111).
Viewed from the perspective of process, says McKenzie ,
People’s Education is dynamic because it is "still in a state
of undefined fluidity, and it is critical because it stands in
a relationship of critique to the dominant educational

ideology." (McKenzie, 1986, p. 67)

But, according to Hartshorne (1987), the upsurge of People’s
Education has provided a new opportunity to debate the
realities, the relevance, the quality and style of education
in South Africa and to negotiate its future for all the people

of this country.

In order to address the needs of alternative curricula in
schools, subject commissions were set up. To date only the
People’s History, People’s English and People’s Mathematics
commissions have managed to produce materials to be used in
schools. Evaluations of these commissions have indicated that
the work was severely curtailed by lack of clarity about the

scope of the work, government clampdowns in the form of

22



detentions of members, the banning of People’s Education
literature from schools, and the inability of teachers to use

materials because of their own limitations.

Teachers have been targeted as a crucial force for the
development of People’s Education. Hartshorne warned that "No
post-apartheid education will be possible without post-
apartheid teachers" (1987, p. 131). People’s Education
promotes democratic values such as co-operative work and
active participation, in opposition to current authoritarian
and individualistic values dominant in schools. Educational
practices which implement these principles have to be
developed, particularly by teachers. People’s Education is
therefore not a rigid dogma but a constantly changing and
dynamic process to which teachers, who are centrally placed
within the education process, must contribute. Besides the
'process’ perspective of Feople’s Education, it is also to be

regarded as a goal.

As a teacher during 1985 and a member of a newly formed
progressive teachers’ organisation, which was subsequently
banned, I was confronted with the challenge to promote and
develop the principles of People’s Education. The challenge
came at a time when, as a teacher, I was frustrated by the
contradictory environment within which I had to work. On the

one hand there was a call for relevant education within the
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heightened political context as opposed to the dictates of the
education department which insisted on ‘normalisation’ to
protect the status quo. My subsequent activities - attending
workshops, setting up NECC structures, and reading - led to
the discovery that the only way to effect real change at
schools and to develop clear guidelines for classroom
practice, was through collaborative work with teachers who

shared the same ideals.

This study is an attempt to enhance that process and through
that process concern itself with the development of teachers
as agents of change. The involvement of progressive teachers
in a process of reflection and action is also significant in
that it attempts to develop a participatory research process
at grassroots level. This is in line with the guiding
principles of People’s Education which encourage a collective

approach to school-based curricula.

THE NATIONAL EDUCATION CRISIS COMMITTEE (NECC)

The National Education Crisis Committee was formed to advance
the ideals of People’s Education. Made up of representatives
from community organisations, student bodies (tertiary and
secondary), progressive teachers’ organisations, academics,
trade union movement, and religious groupings, the NECC was

mandated to set up structures which would coordinate the
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various tasks identified by the participants. The work of the
NECC was hampered by the declaration of the State of Emergency
during 1986 which led to the detention of several key people.
The formulation of an Education Charter has also been one of
the primary aims of the NECC. This consultative process -
Education Charter Campaign - has been derailed by the State’s
reactions through detentions and general harassment. The broad
objectives of the Education Charter Campaign are:

1. to collect the demands of the people regarding
education through a process of widespread
consultation;

2. to draw up a guideline for a future education
system in a democratic South Africa, that will
satisfy the needs of all the people;:

3. to resist actively and take initiative against
oppression in all spheres of education.

4. to provide a concrete channel for the student
grievances which are caused by inferior education;

5. to clarify the role of education in apartheid South
Africa, and the role of a progressive education
system.

(McKenzie, 1986, p. 67)

The events of 2 February 1990, which effectively unbanned pre-
viously banned organisations (like the NECC) and allowed for
the release of key individuals, ushered in a new era of ‘open’
debate, at least within and amongst progressive forces. Even
before this historic event the NECC, at its annual conference
in December 1989, became the National Education Co-ordinating

Committee. The change in name was necessary because the role
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of the NECC moved beyond that of mere ‘crisis’ management, but
a strategically placed organisation to co-ordinate the work
towards a new education system for South Africa. Hartshorne
(1987) observes that "there is no question but that the NECC
movement is easily the strongest initiative to emerge in the
educational arena since the crisis came to a head in 1976"(p.

121).

The road to People’s Education in its ‘broad’ sense has been
an uphill one for the NECC but several gains have been made if
one considers all the sectors involved in its development.
The progressive teachers involved in the NECC have for years
been urged to work towards a single, non-racial, non-sexist
teachers’ union. This has materialised in the form of the
South African Democratic Teachers Union (SADTU, August 1990)
representing approximately 200 000 teachers. National student
bodies have been formed and the NECC has managed to establish
Education Policy Units at some universities. The
responsibility of these units was not only to provide academic
back-up but also to begin to advance policy options along the
route of reconceptualising People’s Education. The NECC has
also forged links with progressive service organisations
working on literacy, early childhood educare and rural

development.
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Regional People’s Education Commissions have initiated various
working groups to draw interested parties into the People’s
Education debate. 1In the Western Cape, where this study is
based, a Language Commission was formed to debate, discuss,
research and consider language options for a future education
system. Some of these options will be discussed under the

work of the Language Commission.

THE WIRK OF THE LANGUAGE COMMISSION

The Language Commission is open to all interested people who
are concerned with language acquisition at the different
levels of formal schooling as well as the informal sector.
Presently the commission is dominated by academics and
teachers but earnest attempts have been made to draw in a
wider audience. Five areas of work have been identified by
the commission and depending on the particular interest of

individuals, interest groups have been formed.

A ’‘Primary Group’ was formed because of a historical neglect
in this area. Educational conflicts and debates have tended
to be concentrated at secondary and tertiary levels. The aim
of the group is to focus on language at primary and pre-
primary levels and draw attention to the particular needs of

that sector.
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The ‘Readings Group’ is a forum where individuals can share
language related readings and debate various issues emanating
from those readings. Several people chose this group in order
to become au fait with the current debates before moving on to
other groups. This kind of collective activity ensures the

development of confident, informed individuals.

Closely related to the previous unit, is the group responsible
for ‘popularising research’. Their concern is to disseminate
research on language in education to s wider audience, with a
view to popularising some of the important debates in this

area.
A 'methodology group’ was initiated to investigate, debate and
share jideas around particular methodologies employed by

teachers and educators generally.

The central of the L commission is the

‘language policy’ group. This group has been part of national
debates on language policy and was also informed by the
proceedings of a conference hosted by the African National
Congress in Harare, Zimbabwe during March 1990. The
conference, entitled, "Towards a language policy for a post-
apartheid South Africa" produced valuable inputs for

consideration. Dawn Norton outlined the current language
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policy and commented on some of the likely options for the

future.

T'he official languages are English and Afrikaans. These
are the two dominant languages of white people. This il-
lustrates an important point about lrnguage policies -
they serve the ruling class. More South Africans speak
zulu (6 million) or Xhosa (5,5 million than either
English (3 million) or Afrikaans (5 million). African
languages have regional status in the Homelands. For
example Zulu in KwaZulu and Tswana in Bophuthatswana.

(Conference Papers: p. 29)

She says further that English is likely to be promoted as the
official language because most people speak English,
especially in the urban areas. It is also an international
language, and the language associated with education. The
promotion of English as official language could also result in
the perpetuation of an upper class elite because it would
place other languages in an inferior cultural position.
Another important argument against having English as the
official language is that English, as a foreign language,

would stifle educational development.

The Language Policy Group within the Language commission en-

courages further debate around options for the future. The
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