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Abstract

In this thesis, | use an autoethnographic genre as a research methodology to reflect
on my lived experiences in music education which took place in the apartheid and
post-apartheid context in South Africa. My research is autobiographical and
recounts my journey through music education and my engagement with the music
curriculum as a child, student, music teacher, curriculum adviser and curriculum
specialist. My lived experiences are socially constructed. Hence, it is closely linked
to the racialised and classed society in which it was enacted.

Meta-theorising through the lenses of critical theory, Critical Race Theory and the
theory of contestation, | argue for a philosophical and sociological conceptualisation
of the ontologies and epistemologies of race, racism, class and the music
curriculum. I argue that music curriculum processes are hegemonic and controlled
by oppressive and powerful regimes with pre-set ideas based on Western
ideologies, which obliterate and disempower marginalised groups. My thesis
highlights my marginality as a Coloured middle-class professional within the racial
hierarchy of South Africa during apartheid and post-apartheid my and contestation

of race, racism and the music.

My autoethnography is performative and therefore uses the genre of a libretto for a
musical through which the voice of the self is heard through narrative, reflexive
poetry and song. My study is analytical and interpretive of the self, but
simultaneously, it critiques the culture through the uncovering of racism and
hegemonic practises in the music curriculum. It adopts a critical interpretive
paradigm through an autoethnographic genre which contests and disrupts the
positivistic and hegemonic way of coming to know the self and culture. Data
collection was done through autobiographical memory work, journal entries, archival
visits, literature reviews, the study of other autobiographies, documentation

analysis, critical conversations and verisimilitude.

My study opens the space for a rich and diverse complex matrix of scholarship and

research for the radical transformation of music education. My study evokes ethical

\Y



action from the reader in our striving to build a just society in which human dignity,

irrespective of race, class, location, gender, age and sexuality can only flourish.

Key terms: Apartheid, autoethnography, contestation, Coloured, Critical Theories, Critical

Race Theory, curriculum, music, race, racism.
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1. CHAPTER 1: CONTEXTUALISING MY AUTOETHNOGRAPHY
11 PRELUDE

Our lives are filled with stories of our personal lived experiences, past, present and
futuristic, telling us who we were, who we are and whom we strive to be. Our
identities and actions are multiple and complicated as we are positioned in different
ways along various axes of power and within a nexus of shifting relations and
contexts. Our lived experiences do not occur in a social and cultural vacuum. Our
response to the world in which we live is not individualistic, but it is relational as it
mirrors and affects the social and cultural context in which we exist. We are not
isolated from the world in which we live, but we are influenced by our family, peers,
colleagues, institutions and structures of society. In the same manner can our
educational struggles not be isolated from the societal, cultural and political context
in which we find ourselves (Apple & Buras, 2006: 12). Hence, we construct
knowledge of ourselves experientially through past, present and futuristic

experiences of life (Clandinin & Connelly, 2000).

My study adopted an autoethnographic genre as a research methodology which
was inspired by John Dewey's notion of the centrality of experiential learning and
lived experiences (Clandinin & Connelly, 2000; Clandinin, 2006; McAuliffe &
Eriksen, 2011). In this thesis, | use an autoethnographic genre as a research
methodology to reflect on my lived experiences in music education which took place
in a specific social context. My autoethnography is in the form of a libretto for a
musical and represents my journey through music education and my engagement

with the South African music curriculum.

My study is autobiographical but is also strongly linked to the society in which it took
place, and this makes it autoethnographical. My research study draws from my
experiences as a child, music student and music teacher, first in a primary school
and then in a secondary school. It continues with my life as a music director in the
Anglican Church, community music maker, subject adviser, curriculum planner and
finally as a co-designer of the music curriculum for secondary schools in South

Africa.




| was initiated into the literate Western classical music tradition through the influence
and encouragement of my parents, family members, teachers, friends, and the
church. I was introduced to the formal examinations of the Associated Board of the
Royal Schools of Music (ABRSM), Trinity College of London (TCL) and the South
African College of Music (SACM). My introduction to British music examinations
prepared me for a music education system, which was grounded in the performance
and theory of Western classical music. Simultaneously, | was excluded from the
non-formal and orate music tradition of popular music, 'doo-wop' singers, jazz
bands, Christmas marching bands and coon carnivals of the rural Coloured

community in which | grew up and worked.

1.2 SYNOPSIS

My research study, through an autoethnography, allowed me to look inwardly (auto)
but also outwardly to investigate why | acted in a particular manner within the
broader socio (ethno) context. This made me ask myself the most critical question:
whom do | say | am, and how do other people see me? In the same breath, | also
asked myself: what is the society in which my lived experiences occurred? | tell my
story in the form of a libretto for a musical which is performative, political, radical
and disruptive (Adams, & Holman Jones, 2008; Denzin, 2018; De Vries, 2000; Spry,
2000; 2001). In order to interpret myself, | organise meaningful biographical
experiences of my life. These events are epiphanies, and its manifestation into my
life constitutes the focus of my critical interpretive inquiry (Denzin, 2018: 33). | weave
these events or epiphanies through my childhood, school, university and
professional life through narratives, poetry and songs. The emotive and thoughtful
poetry songs add a more profound meaning to my story. The reflexive and
responsive choruses call for action towards greater humanising and humanity in a

raced society.

My autoethnography unfolds within the South African racialised context, which
Soudien (2009: 146) describes as a "social laboratory”, rooted in pre-colonial,
colonial and post-colonial ideologies. In the first instance, South Africa experienced
imperialism and colonisation by the Europeans since the seventeenth century which
led to the appropriation of the resources and disruption of the indigenous cultures

of the country and the brutal exploitation of the humanity of those who were not




White (Mbembe, 2017). Colonial and apartheid powers established a corrupt state
that disrupted, distorted and eventually substantially eliminated the material and
cultural capacity of the indigenous people. In the case of South Africa, apartheid
created a "black space" and "degeneracy" (McClintock, 1992: 84) of brutality, evil,

deceit, pain, humiliation and subjugation for those who were not White.

My autoethnography plays itself out within the South African racial categorisation
context. Skin colour was an essential line of separation, primarily as the colonial
government, and later the National Party (NP) worked towards the superiority of
Whites, especially the Afrikaner, over other racial groups. Soon after the NP came
into power in 1948, they legalised racial categorisation through the Population
Registration Act No. 30 of 1950, which formed the backbone of apartheid and
separatism, and the neo-colonial control of the colonial (apartheid) subjects. The
Population Registration Act specifically made a distinction between the White,
Black, Coloured and Indian races by specifying the normative for Whiteness and
Europeanness, namely hair texture, skin colour and facial features. The Act
classified each citizen according to a racial category as White, Coloured, Indian or
(African Black) Native. The Act defined a "Coloured person” as a person who is not

a White person. It described a "White person" as

...a person who in appearance obviously is, or who is generally
accepted as a white person, but does not include a person who,
although in appearance obviously a white person, is generally
accepted as a coloured person (Population Registration Act No.
30 of 1950).

Home language, especially Afrikaans, residential area, type of employment, socio-
economic status, eating and drinking habits, as well as the selection of friends, were
also considered as passports to Whiteness. The concept of "whiteness" is and

discussed in detail in Chapter 3.

In order to retain White race purity, the NP promulgated a series of race laws,
namely the Prohibition of Mixed Marriages Act No. 55 of 1949 and the Immorality
Act Amendment Act No. 21 of 1950 which criminalised interracial marriage and




sexual relationship between a White person and somebody from another race.

These Acts were repealed by the NP in 1985.

The promulgation of the Group Areas Act of 1950 became one of the most potent
apartheid tools of "internal colonisation” (McClintock, 1992: 88) and segregation
when the racist NP assigned residential areas to specific racial groups. The Act
triggered the forced removals of people from areas which were declared White and
the restriction of racial groups to racially designated residential areas. It also
restricted Black ownership of land within urban and developed areas. The Group
Areas Act was based on the blind illusion that White South Africans had created for
themselves, that South Africa was a white country that belonged to White people
only, and nobody else (Sparks, 2016). Hence, non-White people were stripped of
their citizenship and regarded as aliens, migrants, foreigners and amakwerekwere?!
in their own country and needed to be in their homeland or township, out of White
sight. Homelands and townships for the non-White communities would create a
border to protect the White civilisation from the Black and Coloured barbarianism
(Sparks, 2016).

The social engineers of apartheid, in their determination to make White supremacy
visible in all spheres of life, extended grand apartheid to petty apartheid laws such
as the Reservation of Separate Amenities Act of 1953. Public spaces, such as public
transport, banks, post offices, police stations, magistrate offices, hospitals,
restaurants, sports facilities, swimming pools, beaches and camping sites, concert
halls and theatres were racialised and set aside for the exclusive convenience of a

specific racial group.

Education had to reflect the aspirations and superiority of Whites as proposed by
the superintendent-general of the Cape Colony as early as 1890 when he insisted
that

...the sons and daughters of the colonists, and those who come
hither to throw in their lot with them, should have at least such
education as their peers in Europe enjoy, with such local

1 Amakwerekwere is a contemporary slang word for a (Black) foreigner in South Africa.




modifications as will fit them to maintain their unquestioned
superiority and supremacy in this land (Quoted in Steyn, 2001:
87).

The supremacy of the White population was entrenched through education which
was characterised by separatism and inequality inspired by the ideology of Christian
National Education (CNE) based on the four Bible gospels and racial division
(Booyse, Le Roux, Seroto, & Wolhuter, 2005; Le Roux & Wassermann, 2016). The
separatist ideology and White superiority led to the proclamation of the Bantu
Education Act of 1953, the establishment Coloured Representative Council and the
Indian Representative Council in 1967 which created an inferior education system
for Black African, Coloured and Indian child in terms of resources and the curriculum
(Le Roux & Wassermann, 2016). Based on the premise that the White child should
receive a European education, the colonial, and subsequently the apartheid
government, ensured that school infrastructure, education policies, curricula, human
and financial resources would reflect quality education for the White child in contrast
to the inferior education that the Black, Coloured, and Indian child would receive.

My study also plays itself off within the changing education environment after 1994
with the defeat of apartheid. In contextualising my study, it is essential to provide an
overview of the nature of education in South Africa after 1994 when the country's
education system experienced a dynamic and turbulent period of structural and
policy reform. One national department of education was promulgated by the
National Education Policy Act (Act No.27 of 1996) after the collapse of the former
seventeen racially segregated administrations of education (Christie, 1990).
Similarly, the South African Schools Act (SASA), 1996 (Act No. 84 of 1996) in its

preamble states the following:

Whereas this country requires a new national system for schools
which will redress past injustices in educational provision, provide
an education of progressively high quality for all learners and in
so doing lay a strong foundation for the development of all our
people's talents and capabilities, advance the democratic
transformation of society, combat racism and sexism and all other
forms of unfair discrimination and intolerance, contribute to the
eradication of poverty and the economic well-being of society,
protect and advance our diverse cultures and languages, uphold
the rights of all learners, parents and educators, and promote




their acceptance of responsibility for the organisation,
governance and funding of schools in partnership with the State
(South African Schools Act, 1996).

The democratic government identified education as an essential vehicle for the
transformation and liberation of a previously racially segregated society. It was
therefore evident that the new education envisaged for all the races would have a
socio-political agenda comprising both "intrinsic" as well as "extrinsic" goals. The
fundamental goals focused on the development of all learners to their full potential
within a multicultural and desegregated context. This was succeeded by curriculum
reforms and other related policies to improve the standard of teaching and learning
(Wolhuter, 2013: 107). The extrinsic goals were seldom linked to actual schooling
and were of a societal nature, such as the economic, social, cultural and political
needs of the country (Chisholm, 2004; Christie, 2008; Kraak & Young, 2001,
Mouton, Louw & Strydom 2012; Wolhuter, 2011; 2013). The aims of education were
mainly politicised in order to meet social needs such as poverty alleviation, anti-

racism, cultural affirmation and democratic citizenship.

In contrast to the fragmented and racially based curriculum during apartheid, the
post-apartheid curriculum for South African schools is centrally developed by the
national Department of Basic Education. The national curriculum for the new
integrated and racially desegregated education system was regarded as the
dominant force behind the societal transformational process towards equity and
redress of the imbalanced racially segregated society (Jansen & Christie, 1999).
Hence, the National Curriculum Statement (NCS) for all subjects was underpinned
by intrinsic principles derived from the Constitution (Department of Basic Education,
2003: 1). The principles emphasise the transformation of society through education
by focusing on social justice, human rights, and access to education to all learners
irrespective of race, gender and ability as defined in the Constitution of the Republic
of South Africa (Department of Basic Education, 2003). These principles would form
the foundation of all teaching and learning in South African schools. This was a
fundamental departure from the separatist ideology of Christian National Education
(Jansen & Christie, 1999; Le Roux & Wassermann, 2016).




The politicisation of education elicited widespread criticism, which was especially
directed to the transformational nature of education. Besides, the inability of the
education system to raise the quality of teaching standards and learner performance
on various levels contributed to further discontentment and distrust in the system
(Jansen & Christie, 1999; Mouton, Louw & Strydom, 2012; Wolhuter, 2013). Added
to this, the government, teachers and other stakeholders in education experienced
several challenges, because the curriculum made a radical paradigmatic shift from
content-based education to outcomes-based education (OBE) with the introduction
of Curriculum 2005 in 1998 (Mouton, Louw & Strydom, 2012; Van der Horst &
McDonald, 2005).

Curriculum 2005 was met with fierce resistance by teachers and the community,
including politicians due to its sophisticated design and the inadequate training of
teachers (Jansen & Christie, 1999). OBE, despite its good intentions of learner-
centredness and the development of critical and creative thinking, was "hotly
debated" (Van der Horst & McDonald, 2005: 4). The OBE approach to education
created several challenges ranging from curriculum overload, vague subject content
and assessment standards. This was compounded by confusing messages from
district officials, ill-designed subject and learning area guidelines and the concerns
around the poor literacy and numeracy levels among South African learners (Jansen
& Christie, 1999). This necessitated a review of the curriculum, which resulted in the

introduction of the Revised National Curriculum for the GET phase of schooling.

The high-stakes matriculation certificate necessitated the development of a national
curriculum for the Further Education and Training (FET) phase (Grade 10 to 12).
Therefore, the National Curriculum Statement for all subjects in the FET phase was
implemented in 2002 to ensure that a national examination was based on a
curriculum that was acceptable to the majority of South Africans (Department of
Basic Education, 2003).

1.3 INTRODUCING MYSELF

Two anecdotes did not only confirm my physical appearance but also affirmed my
confused identity within a racialised South African context. The one incident

occurred when my seven-year-old son had to create a picture of our family as part




of his Grade 2 art project. His colour consciousness caused him to exclaim in
distress and frustration: "I can't find a dark brown colour for daddy". My son was
conscious of my dark skin and that | looked different from my light-skinned wife. He
also could have been influenced by the predominantly White school environment in
which he was a learner in 1992. He was one of a few Coloured learners at a former

White primary school after schools in South Africa were declared open for all races.

The second incident happened in 1995, the year after apartheid had ended. South
Africa, after the economic, sports and cultural boycotts and the miraculous peaceful
transition to democracy, became a popular destination for cultural exchange
between European and South African groups. Everybody wanted to meet the South
African Rainbow Nation?. They particularly wanted to meet the formerly oppressed
population groups. | received a request to host a Finnish youth choir in Cape Town
and neighbouring towns in the Western Cape. The race-conscious Coloured leader
of the Finnish choir, who was born in South Africa and had been in exile in Finland
for more than thirty years, was initially confused with my racial identity. He regarded
the choir visit as a renewal of his Coloured and South African roots of which he had
been deprived for more than thirty years. He also wanted the Scandinavian
choristers to experience the warmth of the (Cape) Coloured hospitality with its rich
and unique culture, music and food for which he had been longing for three decades.
However, meeting me at the then DF Malan? Airport (now Cape Town International
Airport), he exclaimed: "This man definitely had too much Matebele mealie-meal* to

eat"!

The denotation of Matebele mealie-meal, or what was racially known as
kafferkoringpap, evoked the stereotypical and negative representation of Blackness
and contained undertones of racism which he had acquired through his long
exposure to White supremacist patriarchy® in the mono-racial Nordic country. His

2 Rainbow nation is a term coined by the Nobel Peace Prize Winner, and Anglican Archbishop
of Cape Town, Desmond Tutu, to describe the post-apartheid multi-racial populations of South
Africa.

3 D.F. Malan was the first Prime Minister who was appointed when the National Party came
into power in South Africa in 1948.

4 Matebele mealie meal refers to the derogatory racialised term for kafferkoringpap
(gransorgum), a cereal brown in colour eaten by poor people especially Blacks and Whites.

5 White supremacy is based on the attitudes, ideologies and policies which promote European
or White dominance over non-White people.




analysis of me as a dark-skinned human being was influenced by Western
aesthetics, which were based on Whiteness being beautiful and not associated with
kafferkoringpap.

Another story revealed the dissociation of Western classical music with Blackness.
| performed at a concert in Cape Town. My wife, Joy, who was sitting in the
audience, overheard a White man sitting next to her saying: "If you look at him you
would never say that he was the person playing the piano like that". Informed by
White supremacy ideologies and Westernised aesthetics, it was unreal to see a
Black person performing Western classical music, and playing the piano which was

generally associated with White and European knowledge and skills.

At my birth, the identity of "Coloured” was imposed upon me in order to distinguish
me from the White and Native racial groups in South Africa. My inhered biological
markers such as the colour of my skin, shape of my nose, texture of my hair were
used to in the racial classificatory system to determine my racial classification of
Coloured male, Kaapse Kleurling (Cape Coloured), Bruinman (Brown man) as
determined by the Population Registration Act. Being "coloured”, or so-called
coloured (not capitalised based on the rejection of the categorisation), or "person of
colour” in South Africa, meant that | formed part of a phenotypically varied group of
mixed raced people who were predominantly based in the Western Cape province
(Adhikari, 2005b; Erasmus & Pieterse, 1999). Being Coloured, | earned disparaging
and derogatory names associated with Colouredness were hotnot and bushy,
derived from the extinct Hottentot and San population groups, respectively.

The label of "coloured" made me part of the "in-between", "middleman minority", not
white enough, not black enough™ and "semi-privileged proletariat" (Johnson, 2017:
4; Sonn, 2006: 336). It established in advance the political, social, cultural and
economic resources and opportunities that would be accessible to me (Sonn, 2006).
It predetermined my life pathways and educational opportunities, including music
education as well as the social status that | would occupy. | formed part of the ‘step-
children’ of the heterogeneous South African population, who according to Sparks

(2016) left me “nowhere in a country obsessed with racial identity, who are trapped




between white and black nationalism, between privilege and oppression, between

today’s and tomorrow’s power” (Sparks,2016: 70).

My birth into a working-class Coloured family with a nominally literate father and a
mother who was working in the kitchens of White families meant that my educational
success rate would be low. In the rural context of Wellington, | was surrounded by
an eclectic music tradition of the oral and aural coon carnival music, langarm® dance
music, Christmas bands, Cape Malay music, and the literate Western classical
music. Instead of following in the footsteps of my father and siblings who practised
the typical Coloured music styles and genres, | was destined for the ‘highbrow’ and
literate Eurocentric music curriculum. This placed me into two worlds of music
"without being completely of either one or the other" (Said, 2014: 30; Bellman, 2011
421). My location within the racialised South African context is encapsulated by Said

(1994) in his Culture and Imperialism:

No one today is purely one thing. Labels like Indian, or woman, or
Muslim, or American are not more than starting-points, which if
followed into actual experience for only a moment are quickly left
behind. Imperialism consolidated the mixture of cultures and
identities on a global scale. But its worst and most paradoxical gift
was to allow people to believe that they were only, mainly,
exclusively, white [sic], or Black, or Western, or Oriental (p. 421).

1.4 THE RATIONALE AND MOTIVATION FOR MY STUDY

According to Kaniki, 2006), a researchable issue often has its birth from what one
has experienced personally. To this personal aspect of research, one can easily add
the ‘heart' element which reveals the researcher's deep feelings about events. This
emotional state is often elevated to the conceptual level when you analyse these
events to make sense of society. My autoethnography is, apart from those
mentioned above, also about the professional element, as it explores the role of
music education in my life and how it has impacted my identity as a person, music
teacher and curriculum specialist. | am influenced by the deliberate silence about

the role of race and racism in music education. |, therefore, take a critical stance

6 Langarm music is a type of ballroom dance music.
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against the exclusiveness of music education and how it is benefitting only a small

percentage of South African learners.

My study has been mainly influenced by the writings of Zimitri Erasmus (2017). She
describes life as a "creative unfolding" (Erasmus, 2017: 134) of events as we
continually move from point to point to connect the dimensions of life. Lived
experiences occur alongside the interwoven dimensions of the world as we journey
from cultural juncture to another. Each of these junctures often demands a different
personal response. Erasmus (2017) regards our relationship with the world not as a
superfluous and idle occupancy but regards the individual as an active inhabitant in

the world.

My autoethnography is also influenced by the "dark and bitter times" (Denzin, 2003:
257) of post-modern’ society due to an economic recession, unemployment,
violence, and terrorism. Individualism restrains the revelation of private matters in
the open. Hence, the personal voice and concerns have no place in post-modern
society. Democracies are under threat of neo-conservatism disguised under the
label of neo-liberalism and meritocracy. In South Africa, the violent confrontations
which had formed part of the resistance to apartheid have made way for the
reconciliation of the Rainbow Nation.

Alexander (2001) posits that non-racialism has not extended to the broader South
African population but is still restricted to the optimism of the leaders of the country
for historical, economic, and contemporary reasons. The past often shadows the air
of democratic hope and non-racialism and how we deal with crucial issues, such as
racial inequality (Tihanyi, 2006). The history of colonialism and apartheid has left us
with the legacy of the wide gap between the rich and poor, and between White and
Black. Racial inequality remains intact as Whites continue to retain their position of
power, and unless a radical redistribution of resources occurs, the hope of the

Rainbow Nation will never realise (Alexander, 2001).

" Post-modern refers to the radical departure from how we used t live. It is especially influenced
by globalization, technology and advanced modernization.
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Unlike most countries in the world, South Africa’s history depicts different groups of
people who came from various parts of the globe to be integrated socially,
economically and politically. Each of these groups had a specific role in fulfilling.
The Cape Colony became the settlement of the European settlers in their role as
merchants, soldiers and administrators of the Dutch East Indian Company
(Alexander, 2001). The Black Africans were part of the colonial labour force. The
mixed group of people, namely the “Coloureds” were born out of the aboriginal
African people, such as the Khoi, the San, and the amaXhosa as well as the
imported African and East Indian slaves. Hence, the South African social structure

became a racial caste in which language and class were less salient than race.

Soudien (2012) postulates that the South African individual is confronted with two
great predicaments. Firstly, one has to develop the ability to know oneself and to
take care of oneself. Secondly, he posits South Africans are faced with the challenge
to appreciate other human beings and to take care of their well-being. Erasmus
(2017), writing about being human, regards the term "human" as not being a noun,
but a verb. In other words, it is something that you do with yourself and to others.
Thus, our social science research must have the objective to humanise ourselves

and others in order for us to become more human.

With the rise of democracy, the apartheid signs disappeared from the South African
beaches, public buildings, benches and public transport. The segregated schooling
system began to