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Introduction

The pre-1994 era in South Africa
was characterized by separate education
for the various racial and ethnic groups.
This meant that learners from the diverse
ethnic groups attended schools in their
own designated group areas and were cut
off from other ethnic and racial groups
within South Africa as a whole. The first
attempts at desegregating South African
schools were effected in 1991 when the
then minister of education, Adri Claase,
proposed different models of schooling
that created opportunities for some White
schools to accept learners from other eth-
nic groups by adopting Model C status.

This model was embraced by a
number of White schools due to dwin-
dling numbers of White learners, which
resulted in learners from other ethnic
groups being admitted to these schools.
In the early 1990s, the Model C schools
implemented strict admission require-
ments, which meant that they could be
selective in terms of the numbers and
the learners they admitted.

The learners attending these schools
were assimilated into the traditional
culture of the school; they had to adapt
to the language oflearning and teaching
(LOLT); and teachers continued to utilize
the same strategies they had adopted in
the past, even though the demographics
of their schools had changed.
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The post-1994 period, however, after
the demise of apartheid, signified a new
era for South African education, which
led to the desegregation of all schools
and the concomitant transformation of
the former White ex—Model C schools
from monocultural to multicultural cen-
ters of learning, in which, as pointed out
by Jordaan in Le Roux (1997), discrimi-
nation on the basis of racial or cultural
differences was no longer justifiable or
admissible. According to Lemmer, Meier,
and Van Wyk (2012), after 1994, a non-
racial education system was instituted,
and schools were compelled to serve the
needs of all learners in the country.

South African schools, however,
continue to operate in a constantly
changing policy environment, and many
educators, especially those teaching in
ex—Model C schools, who are predomi-
nantly White, are faced daily with the
challenge of having to teach and manage
learners from cultures that may be vast-
ly different from their own (Lemmer et
al.,2012). Although the admission policy
changed, which saw large numbers of
African, Colored, and Indian learners
being admitted to ex—Model C schools,
the teachers at these schools received
virtually no training to cope in diverse
settings; neither did the teacher demo-
graphics change significantly.

At the time, Le Roux (1997) was
vocal in his assertion that “almost ev-
ery teacher in this country has been
trained in a mono-cultural context and
is therefore not adequately prepared for
implementing multicultural education
in their classes.” This was borne out by
the conflicts between teachers from the
former ex—Model C schools and learn-
ers from other ethnic backgrounds and
the numerous incidences of racism and

racial attacks involving ethnic learners
admitted to the schools from outside and
in conflict with the indigenous learners.

One of the worse cases of racism
in an ex—Model C secondary school oc-
curred at Vryburg High School, which
saw the school divided along racial lines
and violent racial attacks between White
and African learners. Since 2008, how-
ever, the incidences of racism and racial
attacks in ex—Model C schools appear to
be on the decline, but they do resurface
at various intervals.

Although it seems as if the various
groups are becoming more accommo-
dating and tolerant of each other, there
is a need to establish what strategies
teachers in ex—Model C secondary
schools adopt to address diversity in
their classes and to enhance teaching
and learning 24 years after schools were
officially desegregated. Lemmer et al.
(2012) contended that most research
in South African schools indicates that
responses to the increasing diversity
in schools cannot pass as multicultural
education. Thus the implementation of
multicultural education is viewed as
problematic in many respects, because
schools are hesitant to adapt their orig-
inal classroom cultures to cater to the
changed demographics.

According to Le Roux (1997), mul-
ticultural education is about changing
the nature of teaching and learning to
create a suitable learning environment
for learners from diverse cultural back-
grounds. A major goal of multicultural
education, as highlighted by Banks and
Banks (2010), is that it incorporate the
idea that all students—regardless of
their gender; social class; and ethnic,
racial, or cultural characteristics—
should have an equal opportunity to
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learn in school. Multicultural education,
however, is a particular educational
phenomenon that gives rise to many dif-
ferent perceptions and meanings among
teachers and researchers. As a result,
many teachers in South Africa have
come to view multicultural education as
ill defined and lacking in substance and
have therefore been hesitant to adopt
it as a sound educational approach,
thus failing to see its value (Lemmer &
Squelch, 1993).

White teachers who teach in schools
where the demographics have changed
from exclusively monoethnic (catering
only to White learners) to multiethnic
may either decide to adopt multicultural
educational principles in their teaching
to cater to a diverse learner population
or adopt the assimilationist, color-blind,
or business-as-usual approaches of the
past. Adopting the latter entails that
they will continue to teach as they al-
ways have, without taking into consider-
ation the changed demographics in their
classrooms and schools.

In their study commissioned by
the South African Human Rights Com-
mission, Vally and Dalamba (1999)
concluded that most former ex—Model C
(White) schools adopt an assimilationist
approach to integration and that much
still needs to be done to ensure that
multicultural education in South African
schools really comes to fruition.

According to research conducted
by Zeichner (2003), teachers tend to
view diversity of student backgrounds
as a problem rather than as a resource
that enriches teaching and learning.
Moreover, many of these teachers have
negative attitudes toward racial, ethnic,
and language groups other than their
own. Such attitudes manifest in low
expectations for their students, which
are then expressed in watered-down
and fragmented curricula for children
of poverty and diverse cultures.

Vandeyar’s (2006) research in ex—
Model C schools in South Africa also
questioned the culture that these schools
reflect, asking whether learners from
other ethnic groups receive equal access
to knowledge, and whether their voices
are being heard or suppressed.

South Africa recently celebrated 24
years of desegregated schooling, with
the majority of former White schools
in the country now representative of
the demographics of the country as a
whole. It is with this background in mind
that this study examines how teachers
who taught pre-1994, when schools
were monoethnic, and post-1994, when

schools were multiethnic, have adapted
their teaching strategies and approaches
to cater to diversity within their class-
rooms.

Theoretical Framework

The theoretical approach used in
this study was based on Castagno’s
framework of typologies to examine
whether the teachers included were
still restricted to adopting assimilation
and amalgamation approaches in their
teaching or whether they had moved to
embrace critical awareness and social
action. Castagno’s (2009) framework of
typologies focuses on the goals of edu-
cation, so that teachers would have the
advantage of adapting their strategies
to suit the context and the approach-
es they used in order to be evaluated
for consistency and the impact they
made on students. The argument for a
multifaceted approach to teaching and
learning would enable teachers to vary
their teaching strategies according to
their students’ identities and position.

Castagno’s framework of typologies
for multicultural education can be divided
into six categories or approaches. These
approaches are as follows: (a) educating
for assimilation, (b) educating for amal-
gamation, (c) educating for pluralism, (d)
educating for cross-cultural competence,
(e) educating for critical awareness, and
(f) educating for social action.

Castagno (2009) conceptualized all
her approaches as “approaches to educa-
tion,” but the last category—educating
for social action—she perceived to be
a truly multicultural one. In her view,
educating for social action is the only
approach that fulfills her understanding
of multicultural education.

Multicultural education, according
to her understanding, focuses on equali-
ty in education, culture, and power by ex-
pecting a high level of achievement from
all learners. This includes an infusion
of multiculturalism into the curriculum
to ensure that students develop a wide
worldview that fosters a critical under-
standing among students about issues
of power, privilege, and oppression, “so
that they may formulate their own ideas
about how they might work toward social
justice” (Castagno, 2009, p. 48).

In contrast, educating for amalga-
mation maintains “neutrality towards
diversity” by stressing “commonalities
across groups in an effort to reduce
prejudice” (Castagno, 2009, p. 48). The
fostering of intercultural competencies
for developing understanding across
cultures is motivated by this approach,

which aims at the improvement of inter-
cultural relations. The third approach,
educating for pluralism, has an empha-
sis, according to Castagno (2009), on
differences rather than commonalities.
The focus of this approach is on main-
taining group identities and affiliation
and inculcating an attitude of respect
for the “other.”

The fourth approach is educating for
cross-cultural competence. This approach
builds on the second approach, educating
for amalgamation, in that it calls for
students’ acquisition of the skills and
knowledge (intercultural competencies)
that enable them to function across cul-
tures (Lemmer et al., 2012).

Educating for critical awareness
is the fifth approach. In this approach
to teaching and learning, there is an
emphasis on learners developing a crit-
ical awareness and “understanding of
power, privilege and oppression within
and between groups” (Castagno, 2009,
p- 46). Such methodologies as the trans-
formative approach (Banks & Banks,
2007), multicultural social justice ed-
ucation (Sleeter & Grant, 2007), and
culturally responsive teaching approach
(Gay, 2000) all fit into this fifth category
because they promote social justice and
transformation (Castagno, 2009).

The last category Castagno sug-
gested is educating for social action.
According to Lemmer et al. (2012), this
approach is based on the premise that
students need to “act to affect social
change.” The distinctive characteristic
between this approach and the previ-
ous one is that the creation of a critical
awareness, albeit a necessary step, is
not adequate to ensure real change in
society. Castagno (2009) claimed that
the comprehensive definition offered
by Nieto (2004) and the theory of cul-
turally relevant pedagogy developed by
Ladson-Billings (1995) resonate with
this last approach because they suggest
social action must be added to critical
awareness to effect real social change.

Castagno’s framework served for
us to provide insights into how teachers
viewed multicultural classes based on
how they engage with learners within
classroom context. On the basis of the
way teachers relate to their learners and
the kinds of approaches and strategies
they employ in multicultural classes,
either color-blind or color conscious,
we were able to gauge whether the
teachers have interrogated their own
practices and approaches adequately to
incorporate critical pedagogy into their
classroom practices.
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Approaches Adopted by Teachers
When Schools Become Desegregated

When the schools transformed from
monoethnic to multiethnic environ-
ments, teachers could either adopt the
same strategies and approaches they
used in the past, when the school was
monoethnic, or adopt strategies that ca-
ter to diversity. Educational approaches
that militate against diversity education
have all, in some way or another, been a
response to the challenges that diverse
student populations place on the educa-
tion per se, the educational institutions
and the teaching and learning context.

The assimilationist approach, al-
though conscious of diversity, ignored the
implications thereof and it was expected
for “minority group learners” to “change
and adapt” to the mainstream culture of
the dominant group (Jansen, 1999; Vally
& Dalamba, 1999). Other approaches
that followed the same perspective of
failing to recognize diversity are the
business-as-usual, color-blind and con-
tributionist approaches. As stated, these
approaches were some of the earliest re-
actions to complex challenges of diverse
classrooms.

The approaches are briefly discussed
for the role that they play in militating
against diversity education, especially
in the South African context, where in-
tegration continues to be more intricate
and complex than what is visible on the
surface (Lemmer et al., 2012).

South African teachers are faced
daily with numerous challenges in the
school and teaching environment. These
challenges are due to the constantly
changing policies and teaching environ-
ment but also to managing and teaching
learners from diverse backgrounds, lan-
guage groups, and cultures.

However, if teachers are unable to
establish how their content is related
to cultural issues, they will easily dis-
miss multicultural education with the
argument that it is not relevant to their
disciplines, which will lead them to adopt
an assimilationist approach where they
expect learners from other ethnic groups
to adapt to the culture of the school and
classroom (Banks & Banks, 2010).

According to Howe and Lise (2014),
assimilation could be defined as the
process whereby “members of a cultur-
al group adapt to and become part of
another cultural group.” In this sense,
then, as Healy (2011) posited, “former-
ly distinct and separate groups come to
share a common culture and merge to-

gether socially” (p. 43). Within the con-
text of the classroom, the ethnic learn-
ers are expected to relinquish their
own cultures, languages, and traditions
and accept the dominant culture of the
school and the classroom.

In the South African context, with
specific reference to ex—Model C schools,
which were reserved for former White
learners, this entails that if ethnic
learners hope to adapt to the school,
they will have to adapt to either the En-
glish or Afrikaans culture. Eventually,
as Healy (2011) pointed out, as a soci-
ety undergoes assimilation, differences
among groups decrease because the eth-
nic groups are assimilated into the dom-
inant culture of the society or school.

The aim of assimilation, as Lem-
mer et al. (2012) highlighted, is to
minimize cultural difference and to
encourage social conformity and con-
tinuity so that ethnic groups become
assimilated into the mainstream of
the dominant group culture and adopt
the language, cultural modes, and val-
ues of this group. Within the context of
South African schooling, and with spe-
cific reference to ex—Model C schools in
the Nelson Mandela Metropole (Port
Elizabeth, South Africa), this entails
that ethnic learners, namely, African,
Colored, and Indian learners, are ex-
pected to adapt to the LOLT and accept
the cultural practices and approaches
of the school.

To do this, the teachers and the
school will expect learners to relinquish
their own languages, cultures, religions,
and traditions in favor of the dominant
culture that existed in the school pre-
1994, when the school was monoeth-
nic and only catered to White learners
espousing specific cultural beliefs and
practices. This process of cultural as-
similation, also known as acculturation
(Healy, 2011), entails that the domi-
nant culture within the school holds
the power of tolerance or rejection, ul-
timately demonstrating acceptance of
the assimilated minority.

Compatible with the assimilationist
approach to desegregation is the busi-
ness-as-usual approach. Sagar and Scho-
field (1984), in their research on deseg-
regated schools, contended that schools
adopting the business-as-usual approach
maintain the same basic curriculum, the
same academic standards, and the same
teaching methods that prevailed under
segregation. These schools uphold their
former traditional way of thinking and
methods of teaching and do not consider
the new diverse population.

It is expected of the learners to
adjust to the school and its traditional
methods and way of thinking. According
to Bennet (1995), this type of response
does not consider whether old rules
or procedures are desirable when the
nature of the learner population has
changed. Business-as-usual schools
proceed as they have in the past and,
perhaps unconsciously, expect all new
learners to fit in.

The business-as-usual approach
to education operates on the principle
that nothing has changed in the edu-
cational landscape, even in the advent
of classrooms globally becoming more
heterogeneous and diverse in nature.
The trilogy of policy makers, education-
al institutions, and the educators who
occupy them continues to operate in a
monocultural, static manner oblivious
to dynamic changes that inherently
accompany the complexities of teaching
and learning.

According to Hurd and Weilbacher
(2014), the players in the educational
arena “maintain the status quo” and
remain “in the ideological mainstream.”
For teaching and learning, this approach
ignores change and, with that, diversity
in all its forms. Hence this approach, al-
though still widely applied in education
in subtle ways, is nonprogressive and
holds no promise of a better future for
education.

Another approach that teachers
tend to use when schools become de-
segregated is the color-blind approach,
which Jansen (1999, 2004) defined as
an approach where teachers maintain
that they do not see race or color in
dealing with diverse learners, thereby
maintaining the status quo at the school.
The adoption of this approach enables
teachers to suppress their own preju-
dices and stereotypes against ethnic-mi-
nority learners different from their own
ethnicity by professing not to see color.

According to Ullucci and Battey
(2011), color-blindness can take on many
forms and purposes, depending on the
circumstances and goals of the actor. The
premise is essentially that, as Rist (cited
in Banks & Banks, 2010) highlighted,
the ethnic group membership is irrele-
vant to the way individuals are treated.

Consequently, as Lemmer et al.
(2012) pointed out, teachers espousing
this viewpoint often try to suppress
their prejudices against learners from
racial groups other than their own by
“professing not to see color.” In an effort to
create a unified citizenry, the color-blind
perspective “seeks to ignore or de-empha-
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size subgroup identities and differences”
(Banks & Banks, 2010, p. 260). The gener-
al argument advanced is that by ignoring
color, racism is minimized.

However, as Ullucci and Battey
(2011) pointed out, the adoption of col-
or-blindness contributes to a collective
ignorance that relieves individuals from
fighting against the impact of racism. In
this way, “inequalities that exist in the
classroom are masked” (Kandaswamy,
2007, p. 7). In a sense, then, teachers who
adopt this approach are provided with
ultimate protection by claiming to treat
everyone the same and, in the process,
as Ullucci and Battey (2011) contended,
“shut down any need to discuss inequal-
ity” (p. 1197).

Consequently, the adoption of the
approach stands in the way of achieving
fairness because it justifies moving away
from race-based or ethnically based
policies designed to promote fairness.
The adoption of this approach, then,
as Banks and Banks (2010) argued,
leads to a misrepresentation of reality
in ways that allow and even encourage
discrimination against minority group
members. According to Kandaswamy
(2007), a color-blind approach “protects
racism by making it invisible” (p. 7). An
extension of her argument points to the
way that color-blindness and its inherent
ignorance of race perpetuates the priv-
ilege of the dominant group, indicating
that this is an empty and destructive
approach to diversity.

Color-blindness, according to Rosen-
berg (2004), allows people to deny
that “race, especially skin color has
consequences for a person’s status and
well-being” (p. 257). Yet certain societies,
as Ullucci and Battey (2011) opined,
associate significant benefits with racial
and cultural identity.

In this sense, it is incumbent on
teachers to implement strategies in their
classes that aim at eradicating racism,
not eliminating race, which, according
to Ullucci and Battey, could be achieved
through a focus on color consciousness
within classroom contexts. Therefore, if
a teacher wants to effectively teach the
curriculum in a diverse classroom, he
or she should be aware of the learners’
backgrounds and cultural identities to
ensure that teaching is effective and
relevant to the needs of all the learners
in the classroom.

In schools, we find many teachers
using different approaches toward multi-
cultural education in classrooms. Sleeter
(2013) viewed schools as essential to
building a just multicultural, democratic

society. If teachers are to play a mean-
ingful role in addressing the problem of
cultural diversity in today’s classrooms,
then they have to be empowered with
the necessary skills. This implies that
a multicultural teacher should learn
more about his or her learners, and more
about their world in general, to step out
of the teacher’s own world and learn to
understand some of the experiences,
values, and realities of others.

In this regard, Lemmer et al. (2012)
opined that multicultural education
should entail a multidimensional ed-
ucational approach that accords equal
recognition to all cultural groups and
provides all learners with a meaningful
and relevant educational experience.
According to Sleeter (2013), what makes
more sense is for teachers to bring to
the classroom an awareness of diverse
cultural possibilities that might relate to
their students, but then to get to know
the students themselves. Her contention
is that because excellent teachers take
their time to get to know their students,
“they shape their pedagogy around rela-
tionships with them” (p. 56).

The most commonly known “add-on”
approach to catering to diverse class-
rooms is the contributionist approach
(Lemmer et al., 2012). This approach
follows the principle of creating recog-
nition for diversity in ways that require
students to contribute something rep-
resentative of their culture by means of
cultural displays, exhibitions, drama, art,
or music. Displaying cultural difference
in this way fails to confront diversity on a
deeper and more meaningful manner. It is
a superficial approach and does not lead
to change or a paradigm shift in terms of
understanding the other.

This approach found large appeal
among South African schools, with
many institutions claiming to embrace
multicultural education, but fell signifi-
cantly short of engaging with the deeper
issues of diversity, such as race, racism,
inequality, and language. This “brushing
over” of multicultural education has been
referred to as the heroes and holidays
approach, as it was only implemented
when there was good reason to do so.

Chisholm (2004) highlighted the
inability of these add-on approaches to
effectively address the complex intersec-
tions of race with issues such as gender,
ethnicity, and class. The contributionist
approach does not achieve much more
than a recognition that other cultures
exist outside of the mainstream cul-
ture. That makes it a poor attempt at
engaging with diversity for the sake

of enhancing student understanding.
Chisholm pointed out further that this
approach cannot foster the development
of students’ critical awareness and criti-
cal understanding.

Although the contributionist ap-
proach makes the learners aware of
different cultures, it does not change
the mainstream curricula. South African
schools that use this approach will have
a“cultural day” at school, where learners
will sing different songs from different
cultures, dress up in clothing of the dif-
ferent cultures, and eat food linked to
the different cultures.

According to Banks and Banks
(2010), the contributionist approach is
widely used, particularly by teachers
with a limited knowledge of multiethnic/
multicultural content. Some of the disad-
vantages of this approach, as Banks and
Banks pointed out, include the tendency
to avoid or minimize addressing issues
like racism, poverty, power, and discrim-
ination.

Nkomo, McKinney, and Chisholm
(2004) argued that discussions on
school integration should not be con-
fined to race but should also seek to
address other prejudices, such as ethic
narrow-mindedness, prejudice, gender
inequality, xenophobia, and other intol-
erances that are contrary to the South
African constitution.

Research Methodology
and Design

This research was based on the
qualitative approach, which tends to
view the world in terms of people, sit-
uations, events, and the processes that
connect these; explanation is based on
an analysis of how some situations and
events influence others. According to
Merriam (2009), qualitative research is
interested in uncovering the meaning
of a phenomenon for those involved by
understanding how people interpret
their experiences, how they construct
their worlds, and what meaning they
attribute to their experiences.

The qualitative method was chosen
because the goal of this study was to dis-
cover and uncover patterns of meanings
that could help explain a certain phe-
nomenon, in this case, teaching strate-
gies adopted by teachers in multicultural
classrooms. Because the design was not
fixed, patterns and themes emerged
from the data as the research unfolded
(Thomas, 2009).

According to Conrad and Serlin
(2011), identifying a study’s research
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design is important “because it commu-
nicates information about key features of
the study.” For the purposes of this study,
a phenomenological research design was
adopted.

According to Lichtman (2013),
phenomenology is “a type of qualitative
research with philosophical roots that
emphasize the study of lived experi-
ences and a systematic investigation of
phenomena” (pp. 324-325). Lichtman
thus pointed out that the purpose of
phenomenology is to describe and under-
stand the essence of “lived experiences
of individuals who have experienced a
particular phenomenon” (p. 83).

For the purposes of this study, the
lived experiences of teachers teaching in
multiethnic learning environments were
investigated. The rich, thick data elic-
ited through in-depth interviews with
16 teachers that constituted the data
set for the purposes of this study were
interpreted and analyzed thematically.

Population and Sample

Gall, Borg, and Gall (1996) defined
a target population as “all the members
of a real or hypothetical set of people,
events, or objects to which researchers
wish to generalize the results of their
research” (p. 220). The population for the
purposes of this study included White
teachers from ex—Model C English-medi-
um secondary schools in Port Elizabeth,
South Africa, who taught pre-1994, when
schools were predominantly monoethnic,
and post-1994, when schools were mul-
tiethnic.

White teachers were selected be-
cause the ex—Model C schools only
employed White teachers pre-1994.The
sampling technique adopted for the
purposes of the study was purposive, as
our focus was on teachers who currently
teach at ex—Model C English-medium
secondary schools and who were able
to provide us with the data required for
this qualitative study.

From the ex—Model C English-me-
dium secondary schools in the Nelson
Mandela Metropole, we selected four
schools purposefully. Four White teach-
ers from each of the four ex-Model C
English-medium secondary schools
were selected in order to provide the
data needed to gain an understanding
of the experiences of teachers in mul-
ticultural schools both pre-1994, when
schools were predominantly White, and
post-1994, when schools were multieth-
nic. The participants thus included 16
teachers from the FET phase (Grades

10-12) across all learning areas. The
participants were classified as Grade
10-12 White teachers whose specific
areas of teaching were identified.

Interviews were conducted with the
16 participants from the four schools. The
participants represented both White male
and female teachers from ex—Model C En-
glish-medium secondary schools between
the ages of 40+ years and 60+ years who
received their teacher training pre-1994
but who taught both in monoethnic White
schools before 1994 and in desegregated
multiethnic secondary schools post-1994.
The demographic details of the partici-
pants appears in Table 1.

Data Collection Strategies

According to Struwig and Stead
(2013), qualitative studies focus primari-
ly on the depth and richness of the data,
and therefore the qualitative researcher
generally selects samples purposefully.
For the purposes of this study, data were
collected by means of semistructured
interviews.

Face-to-face audio-recorded inter-
views were conducted with the teachers
to establish how and whether their
teaching strategies and approaches
changed when schools became multi-
ethnic. Prior arrangements were made
with each of the participants to discuss
interview modalities, to obtain permis-
sion to record the interviews, and to sort
out ethical issues.

Data Analysis

The data collected during the course
of this study were analyzed qualitatively

according to themes, with the analysis
progressing through the classification of
ideas, themes, topics, activities, types of
people, and other categories relevant to
the study (Lapan, Quartaroli, & Riemer,
2012). The rich data obtained through
the in-depth interviews were recorded,
transcribed verbatim, and analyzed us-
ing inductive analysis. The codes used to
identify individual teachers’ responses
are provided in Table 1.

Findings

The findings reveal that although
all the participants indicated that they
were in favor of multiethnic schools, two
groups of teachers espoused varying
viewpoints in terms of how the diverse
groups should be accommodated within
ex—Model C (former White) schools.

Whereas one group felt that there
was no need to adapt their teaching
strategies to cater to diversity as “chil-
dren are children,” the other group,
who were in the minority, adapted
their teaching in minor ways to cater to
diversity. We discuss the findings that
emerged from this study with reference
to these two groups.

Teachers Who Did Not Change
Their Teaching Strategies

Generally, this group of teachers,
who were in the majority, expressed the
view that they did not see the need to
change their teaching strategies after
the school became desegregated as
children are children and they learn in
the same ways. These teachers tended
to adopt the color-blind, assimilation,

Table |

Demographics

Participant  School Gender
1 A female
2 A female
& A male

4 A male

5 B female
6 B male

7 B female
8 B male

9 C female
10 C male
11 C female
12 C female
13 D male
14 D female
15 D female
16 D male

Race Age (estimated; years)
White 50+
White 50+
White 50+
White 50+
White 60+
White 60+
White 50+
White 60+
White 50+
White 50+
White 60+
White 60+
White 50+
White 40+
White 60+
White 50+
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business-as-usual and contributionist
approaches.

Educating for assimilation. The ma-
jority of the White teachers who taught
pre- and post-1994, when schools were
desegregated, were of the view that
assimilation was the best approach to
adopt to cater to diverse schools and
classes, as trying to cater to all the
groups could be problematic. This view
was succinctly summed up by Teacher
2A, who felt that all the learners should
be treated as one group, since “it will
cause chaos if you catered for every cul-
tural belief.” Teacher 16D expatiated on
this viewpoint as follows:

I don’t think we can teach all the
beliefs or cultures, we can’t. We must
surely cater for them but for us to en-
force or cater for every one—what I am
saying is, we can’t teach nine different
cultures or five different cultures.

Inherent in this viewpoint is the fo-
cus on a single worldview that is largely
Anglo and based on Christian principles
that represented the culture of the
school before it became desegregated.
This viewpoint of assimilating learners
into the original culture of the school is
further enhanced by one of the teachers,
who was quite vocal in projecting her
own religious viewpoints on the learners
by articulating her views as follows:

My strategies are just I have tried
to accept everybody—I see people.
I try and see people the way Jesus
sees people.

It is clear from an analysis of the
above quotations that teachers perceive
assimilation as the most appropriate
strategy, since they regard diversity
pedagogy as problematic and, as one of
the participants indicated, “chaotic.”

Teachers adopting color-blind racism.
Another viewpoint articulated by the
teachers that featured prominently
was color-blind racism, in which White
teachers tried to justify their mono-
ethnic teaching strategies by claiming
that since “a child is a child” (Teacher
5B), “kids are kids” (Teacher 7B), and
“children are children” (Teacher 11C),
there was no need to change or adapt
pedagogies to cater to diversity, “since
they all are the same irrespective of
their backgrounds, gender, cultures
and histories” (Teacher 12C). Teacher
6B said that when he walked into the
school, he did not actually see color,
and he could not remember seeing color
since:

The kids came in and you taught
them, White, Black, Coloured, it did
not matter you taught them using the
same strategies.

Teacher 16D further expatiated on this
view as follows:

Whether you are Black or White it
does not really matter and that is my
way—the teaching was not really a
thing that changed.

Teacher 2A was vocal in his oblivious-
ness to racism in his classes because,
as he put it:

I don’t see race and I'm grateful that
I don’t, so I try and get to know them
better.

Teacher 4A also stated this viewpoint
as follows:

No I have never seen race, I have
never seen color.

Teacher 9C remarked that although
they may be from different colors and
cultures, they are not seen as different
but as the same:

I don’t ever see the difference when
you see the learners. If you close your
eyes you don’t see the color. There is
no differences these days anymore.

Responses such as these illustrate
that teachers tend to be oblivious to
diversity within their teaching and
learning contexts, and since they es-
pouse color-blindness, they are unable to
acknowledge the cultural, religious, and
linguistic backgrounds of their learners.

Business-as-usual approach. The
group of teachers who did not adapt
their teaching to cater to diversity by
implementing different strategies ex-
pressed the view that their focus was
on completing the prescribed schemes of
work based on the syllabus. It was clear
that this group tended to use teaching
strategies and approaches adopted be-
fore the schools became desegregated.
Teacher 5B, for example, stated that she
used the same approach to teaching as
in the past, because the focus was on en-
suring that the work as prescribed in the
syllabus was completed. She articulated
this viewpoint as follows:

I don’t think they are any different to
teaching prior to 1994, my methodol-
ogy and my attitude, to how I pres-
ent my subject . . . umm remain the
same. I teach in a multi-, umm in an
audio-visual manner, using modern
technology umm which I did back in

the day as well so I really don’t think
that it has changed at all.

This viewpoint was corroborated by
Teacher 6B, who also mentioned that
he used the same strategies in multi-
cultural classrooms that he used prior
to 1994 in monocultural classrooms. He
expressed this viewpoint as follows:

The kids came in and you taught
them; White, Black, Colored—it didn’t
matter, you taught them using the
same strategies.

Teacher 8B’s viewpoint captured the es-
sence of the business-as-usual approach
very succinctly as follows:

Personally the people slipped in al-
most unnoticed and there was really
no difference. Teaching just remained
pretty much the same.

Teachers’ perspectives of teaching
in multicultural classes did not change
because, as far as this group was con-
cerned, the business-as-usual approach
was the most appropriate strategy to
adopt under the circumstances. They still
taught in the same way; did not change
their teaching strategies; and turned a
blind eye to the needs of learners from
other cultural, religious, and linguistic
groups.

For some teachers, because the
changes in the demographics of the
school from monocultural to multicul-
tural happened gradually and there
were no noticeable differences initially,
they were not under pressure to adapt
quickly, thereby enabling them to pursue
the strategies that they always used in
the past.

According to some of them, what
also helped was that the learners from
the school did not see the children as
different but just as new learners in their
environment. Teachers also expressed
their views that their expectations of
their learners, irrespective of race, were
the same as in the past; the learners
were required to perform to the best of
their abilities and to work diligently.

From the above viewpoints ex-
pressed by White teachers, it is clear that
some teachers who taught pre- and post-
1994 did not see the need to change any
teaching strategies and used the same
approaches and strategies that they
used in the past when the school was
monoethnic. An analysis of this group of
teachers’ viewpoints indicates that they
predominantly adopted the color-blind,
assimilation, and business-as-usual
approaches.
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Teachers Who Adapted Teaching
Strategies Catering to Diversity

Whereas the previous group of
teachers felt that it was unnecessary to
adapt their teaching strategies to cater
to diversity in their classes, a second
group of teachers, in the minority, effect-
ed minor adaptations to their teaching
approaches. Some teachers adapted
their teaching by using examples from
the lifeworlds of ethnic learners to ex-
plain certain concepts.

Using examples from the learners’
lifeworlds. It was interesting to note that
some teachers used examples from the
learners’ lifeworlds to facilitate an un-
derstanding of concepts. Closely aligned
to the lifeworlds of the learners are the
townships where most of the Black learn-
ers grew up. Not many White South Af-
rican teachers take the time and trouble
to visit these areas and gain knowledge
about the learners’ backgrounds. In these
township areas, there is a lot of poverty,
social injustice, and crime, among other
socioeconomic challenges.

When learners find that teachers
are interested in their lifeworlds, it leads
to mutual respect and interest, which
Teacher 13D articulated as follows:

I relate that I had tours of the Red
Location and Silver Town in the
1980s when White faces were not
seen in that area and when I make
comments like that, I can see the
glow of interest especially among the
Xhosa speaking children.

The same respondent (Teacher 13D)
presented the following viewpoint on
including the lifeworlds of learners in
the diverse classroom:

Being able to use examples that
they are aware of and other cultural
groups are not aware of, I think helps
in the bonding process between the
learner and the specific teacher.

Teacher 8B’s comment further empha-
sized the importance of getting to know
more about ethnic learners:

The more you know the better you
can understand, although sometimes
you don’t want to understand.

The fact that he was prepared to learn
about other cultures and get to know
them better indicates the awareness
on the part of some of the teachers that
multiple perspectives of reality are im-
portant if learning is to be meaningful.

Some teachers afford learners
opportunities to share their cultural

experiences, which leads to enhanced
understanding and appreciation of
diversity. Teacher 14D, for example,
articulated this viewpoint as follows:

From a positive point of view umm
I think teaching with children of
various groups—I'm able to get var-
ious cultures to comment from their
perspective and umm broaden the
knowledge of other cultural groups
within the class.

The above viewpoint was further ex-
pressed by Teacher 9C, who contended
that she uses learners from other cultur-
al groups to explain to the White group
what their cultural background values
are and why some of the practices within
the cultural group are different from the
practices of the so-called White group.

This was further elaborated by
Teacher 9B, who questions learners
about their culture and uses their an-
swers to enlighten other learners in his
class about cultures with which they
are unfamiliar. By students sharing
their experiences in the classroom,
intercultural understanding develops,
as highlighted by Teacher 2A, because
students gain firsthand knowledge from
other learners about their cultures,
which enriches the class as a whole.

The described teaching strategy
illustrates teachers’ desire to ensure
that learners’ worldviews are included
in lessons, which aligns to the funds of
knowledge idea and the multiple per-
spectives of reality.

Interacting with learners from oth-
er groups on a personal level. Teachers
interviewed in this study related ex-
periences when they interacted with
learners on a personal level. These
experiences made them aware of their
values, religions, and different cultural
practices. In the process, teachers gained
much insight into the lifeworlds of the
diverse learners. Teacher 12C related
how learners showed their appreciation
when they were acknowledged in vari-
ous ways:

Iwould love to speak their language. I
can only say a few words and but you
know what it’s quite heartwarming if
you remember a girl or a boy’s name.

Teacher 14D, who often interacted
with learners because she spoke Xhosa
fluently, articulated her viewpoint as
follows:

What I find always the most fasci-
nating is that the kids like to speak
English, the Xhosa kids, but if they

have a problem they will come and
speak to me in Xhosa.

Interacting with learners on a personal
level is a process of enlightenment. It
is a positive approach that serves to
reduce prejudices as teachers seek op-
portunities to engage with learners on
a personal level, thereby enabling them
to embrace diversity on all levels in the
multicultural classroom.

Inclusion of aspects of culture.
According to some teachers, adopt-
ing pedagogy for the development of
intercultural competencies will lead
to an enhancement in intercultural
understanding. This could be achieved
by encouraging learners from different
ethnic groups to share their values and
cultural beliefs with all learners by
creating different platforms for them
at school. It could happen in the class-
room, at a sporting function, or at any
intercultural function.

This notion of sharing cultures is
more akin to the heroes and holidays
approach synonymous with the contri-
butionist concept of learning. As far as
some of the teachers were concerned,
such cultural days were a major shift
from what was done in the past, when
the schools were monoethnic, hence they
signified the essence of multicultural
education.

Teacher 14D explained that they
have a cultural day at the teacher’s
school to share the lifeworld of the Xhosa
learner:

We have a Xhosa cultural day and
like a cultural evening, but ja that is
where everyone produces something
in relation to their culture.

Teacher 12C also added that by the
Xhosa learners sharing their cultures,
the teachers learn more about the Xhosa
learners and get to understand their
cultures better:

So you see they teach me quite a lot
of these cultures, so we understand
them much better now.

Although the inclusion of such minor
adaptations may be a start to getting
to know learners from other cultural
groups better, it emerged from the study
that teachers tended to get stuck in this
approach as they focused on aspects of
culture rather than moving into higher
levels of diversity pedagogy focusing
on notions of social justice and critical

pedagogy.
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Discussion of Key Issues

The findings emerging from the
study indicate that although the teach-
ers interviewed embrace diversity in the
sense that they are positively predis-
posed to teaching in multicultural con-
texts, they have not engaged adequately
with the implementation of diversity
pedagogy in diverse classes. An analysis
of the content of the interviews reveals
two main streams of teachers in the post-
1994 schools—one group that carried on
teaching as previously, which was the
majority group, saw no need to change
their teaching strategies, while the other
group adapted their teaching strategies
in minor ways to accommodate diverse
learners. The latter group was in the
minority, and the practices adopted did
not reflect the deeper levels of critical
engagement espoused by Castagno’s
higher levels.

The approaches adopted by the
former group when the schools became
desegregated tended to lean more to-
ward the color-blind, business-as-usual,
and assimilation approaches. In a sense,
then, these teachers tended to focus on
the delivery of the content and used
teaching strategies, approaches, and
examples in the classroom as if nothing
had changed. They continued to teach
from a Eurocentric perspective, cater-
ing to the needs of the White learners
whose culture predominated in the
school pre-1994.

Many teachers in the study preferred
not to see color or race in the multicul-
tural classroom, as they did not feel the
need to engage with multicultural per-
spectives in teaching. In some schools,
there are a culture and religion that are
more Eurocentric and that some of the
teachers would like to maintain. The
view expressed by this group was that
the nondominant culture or religion be
assimilated into the major culture and
religion as the learners from other ethnic
groups needed to adapt to the school’s
culture and not the other way around.

However, this is problematic, as the
majority group in many of the ex—Model
C former White schools is non-White.
Hence these learners cannot be regarded
as ethnic-minority learners. A further co-
nundrum is that although these schools
have mainly non-White learners, the
teachers are still predominantly White.
Furthermore, it emerged that none of the
teachers interviewed received training
in multicultural education or diversity
pedagogy.

While some of them sought to expand
their knowledge through engagement

with learners by enquiring about their
cultural beliefs and practices, others
felt that such training was irrelevant
and unnecessary. The implication of this
viewpoint is that if teachers are expected
to embrace strategies associated with di-
versity pedagogy, more concerted efforts
need to be made by the various bodies to
empower them with the requisite skills,
values, knowledge, and attitudes.

The group of teachers that made
no changes to their teaching strate-
gies implemented strategies such as
the business-as-usual, color-blind, and
assimilation approaches. Learners in
the diverse school were assimilated not
only according to race or culture but also
based on their religious beliefs. Since
these approaches adopted by teachers
did not recognize the learners’ own
identities and cultures, the potential
for cultural and racial tension between
the various ethnic groups was a reality.
The implementation of color-blind rac-
ism ensured that learners from ethnic
groups were denied a voice, essentially
alienating them from the class and mak-
ing them invisible to the teacher.

According to the findings of the
study, most teachers tend to use margin-
alizing, traditional teaching strategies
and approaches that do not cater to
diverse learners in multicultural class-
rooms. They felt that they did not need to
change their strategies and approaches
because these were adequate and ap-
propriate. In this sense, then, they did
not demonstrate an eagerness to cater
to diversity in their everyday teaching.
The implication of this approach is that
learners from other cultural groups
within the school are assimilated into
the dominant culture, thereby denying
their cultures, languages, and religions.

The application of Castagno’s
framework of six levels, which focuses
on approaches adopted by teachers and
schools when monoethnic schools be-
come desegregated, indicates that most
teachers are only on Levels 1 (education
for assimilation) and 2 (education for
amalgamation). This indicates that the
majority of the 16 teachers interviewed
have not moved beyond these levels into
education for cross-cultural awareness
(Level 4), critical awareness (Level
5), and social action (Level 6), which
represent the more critical and deeper
levels of teaching within multicultural
contexts.

The implication of this is that ethnic
learners whose cultures are not drawn
into classroom discussions and teaching
will feel alienated and marginalized,

thereby stifling their academic ability.
According to Goldenberg (2013), because
education is a process that occurs largely
“through the interactions between teach-
er and student, we must recognize that
for children of all races and ethnicities
to be successful, these interactions must
be beneficial and productive for the
student” (p. 112). If, however, accord-
ing to Milner (2010), teachers operate
primarily from their own cultural ways
of knowing, “the learning milieu can be
foreign to students whose cultural ex-
periences are different and inconsistent
with teachers’ experiences” (p. 3).

Ullucci and Battey (2011) argued
that teachers have clear moral and
ethical reasons to educate children in
environments that respect their cultural
dignity and distinctiveness. They posited
that to prepare teachers to work with
children from diverse backgrounds, a
critical first step should be a willingness
to see how discrimination functions in a
society. To become a teacher and make
teaching a success in diverse classrooms,
the teacher should take into consider-
ation the learner’s cultural and racial
identity.

Darling-Hammond (2011) articulat-
ed a similar argument in her contention
that teachers who are unaware of cul-
tural influences on learning and of the
structure and substance of inequality
will find it difficult to understand learn-
ers whose experiences do not resemble
what the teachers remember from their
own limited experiences.

For the process to be meaningful
and engaging, teachers need to value the
“nondominant” kinds of cultural capital
that learners bring to the teaching and
learning environment (Carter, 2005).
Thus, if the worldviews of the learners
are to be acknowledged and embraced, it
is incumbent on teachers, as Goldenberg
(2013) pointed out, “to recognize this
capital and pedagogically utilize it in the
classroom in ways that enhance student
learning” (p. 17).

To attain this ideal, according
to Carter (2005), teachers need to be
“multicultural navigators” to help
demonstrate to learners how to use both
dominant and nondominant cultural
capital and develop adeptness at moving
through a range of sociocultural settings.
The strategies that could be imple-
mented for the achievement of this end,
according to Ullucci and Battey (2011),
include storytelling through biography
and autobiography, interviews, defin-
ing race and culture, the use of videos,
reading and book groups, and fieldwork
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in communities. The implementation of
these strategies within the context of
the multicultural classroom could also
serve to challenge the color-blind and
business-as-usual approaches.

Since teachers, according to Delpit
(2006), interpret behaviors, information,
and situations through their own cultur-
al lenses, “which operate involuntarily,
below the conscious awareness” (p. 151),
the danger exists that they will make
it appear as if their own view is simply
“the way it is.” If ethnic learners are to
achieve success within the multicultural
teaching and learning environment, it
is thus imperative that teachers ac-
knowledge the cultural capital that all
their learners bring into the classroom
(Goldenberg, 2010).

Culturally responsive teachers
need to make concerted efforts to take
all aspects of the learners’ backgrounds
into account during teaching so that
the learners will experience a sense of
engagement and connectedness to the
learning process. Gay (2010) defined
culturally responsive teaching “as using
the cultural knowledge, prior experienc-
es, frames of reference and performance
styles of ethnically diverse learners to
make learning encounters more relevant
and effective to them” (p. 3).

Gay identified four actions she re-
garded as essential for implementing
culturally responsive teaching: (a) re-
placing deficit perspectives of students
and communities, (b) being aware of the
criticism leveled against CRT, (c) being
aware of why culture and difference are
essential ideologies for CRT, and (d) mak-
ing pedagogical connections within the
context in which teachers are teaching.

Banks and Banks (2010) aligned
culturally responsive pedagogy to equity
pedagogy by contending that if effective
teaching and learning are to materi-
alize in multicultural classrooms, it is
incumbent on teachers to modify their
teaching in ways that will facilitate
the academic achievement of students
from diverse racial, cultural, gender,
and social-class groups. This includes
using a variety of teaching styles and
approaches that are consistent with
the wide range of learning styles within
various cultural and ethnic groups.

Morrow’s (2007) notion of cultur-
ally responsive teaching requires that
teachers undergo a “paradigm shift” by
including a variety of teaching styles
and approaches that are consistent with
the wide range of learning styles with-
in various cultural and ethnic groups.
Sleeter and Grant (2003), who expanded

on CRT, contended that teachers should
adapt their instructional processes in
the classroom to support high expecta-
tions, build on strengths that diverse
learners bring to the classroom, and
actively engage learners in knowledge
production.

The South African Schools Act 84 of
1996 aimed to address the democratic
transformation of schools by redressing
past injustices in educational provision
and providing education of progressively
high quality for all learners. In doing so,
it envisaged that education would lay
the foundation for the “development of
all our people’s talents and capabilities,
advance the transformation of society,
combat racism and sexism and all other
forms of discrimination and intolerance”
(Constitution of the Republic of South
Africa, preamble).

In addition to this legislation, the
Manifesto on Values, Education and De-
mocracy (Republic of South Africa, 2001),
which was released by the South African
Department of Education, was founded
on the idea that the constitution ex-
pressed South Africa’s shared aspirations
as well as the moral and ethical direction
the country had set for the future. In this
manifesto, 10 values relating to educa-
tion in the country were highlighted: re-
spect, reconciliation, democracy, equality,
social justice and equity, Ubuntu (human
dignity), nonsexism and nonracism, ac-
countability, sustaining an open society,
and the rule of law.

If the pillars of the South African
Schools Act and Manifesto on Values in
Education and Democracy are to be real-
ized within South Africa, it is incumbent
on the government and all stakeholders
to make concerted efforts to ensure that
the needs, aspirations, and worldviews
of all learners are catered to within
the context of teaching and learning in
South African schools.

Conclusion

This study indicated that in addi-
tion to lacking the pedagogical knowl-
edge and skills to engage successfully
with diverse learners in multicultural
classrooms, most White teachers do not
see the need to change the teaching
strategies that they used pre-1994,
when schools were monoethnic and only
catered to White learners.

If teaching and learning are to be
meaningful and relevant to all learners
regardless of race, language, and cul-
tural group, it is incumbent on teach-
ers to strive to implement culturally
responsive pedagogies that will cater

to the needs of all learners. This implies
that they need to tap into the funds of
knowledge of diverse groups of learners
and recognize the significance of the
multiple perspectives of reality and the
richness that such diversity brings to
the teaching—learning situation.

The implications of the findings are
that the various stakeholders, including
the South African Department of Edu-
cation, teacher unions, school governing
bodies, parents, and school management
teams, need to work collaboratively to
ensure that teachers transform their
teaching strategies from color-blindness
to color consciousness.
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