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ABSTRACT

STATE, REGION, ETHNICITY AND EDUCATIONAL INEQUALITIES IN
POSTCOLONIAL NAMIBIA

By

TANGENI CORNELIUS KAKWENO IIJAMBO

This study identifies some of the practices that are shaping, in complex and
sometimes contradictory ways, the persistence of educational inequalities, along regional
and ethnic lines, in the transformation of postcolonial Namibia. The purpose of this study
was to investigate the extant inequalities and lack of access to educational opportunity
which continue to inhibit Namibia’s educational development and which continue to
manifest themselves in different ways in post-colonial Namibia.

Twenty education officers and two groups, each consisting of ten people from two
disadvantaged marginalized ethnic groups, were given semi-structured and structured
interviews to determine the extent to which educational disparities affect various regions
and ethnic groups in post-colonial Namibia. Other data consists of original materials,
reports, and other documents the researcher was able to secure both in and outside
Namibia.

The study explored the forms and combinations of inequality and social
stratification in education, as manifested along regional and ethnic lines. The report of
this research provides evidence supporting the conclusion that the thrust for educational
transformation in Namibia cannot be realized without responding to the need for

fundamental educational reform. More specifically, the major finding of the study is that
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inequities and inequalities are a result of deep-rooted poverty and social stratification of
the majority population that emanated from the inherited legacy of apartheid. In this
study, “transformation” was defined as basic change in the structure of national
institutions to allow the individual a maximum opportunity to ensure her or his
advancement, without any restrictions in terms of socioeconomic, regional or ethnic
background to participate in the nation building purpose.

This dissertation was completed at a time when the SWAPO-dominated, post-
independence government had been in power for eleven years. This was a time of
national self-reflection, both inside and outside government. This study makes a timely
contribution to the national debate on educational inequalities, regional and ethnic
stratification, and marginalization.

The significance of this study lies in its attempt to situate educational policies
within an analysis of the colonial to postcolonial transition while also taking into account

the international global context of funding, influence, and restructuring of policies and

practices.
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DEDICATION

My sons, Takamitheni (literally translated, meaning, “Beware”) and
Kuraushimane (meaning “Grow up and do something about it”) this is my dignity to you,
this is your dignity from me. In Lusaka 1987, while Takamitheni was only six-and-a-half
months old, and in Windhoek 1995, while Kuraushimane was only two-and-a-half
months old, I had to leave you while you were babies. The first few years of our lives are
the most delicate, and thus very important. To endure them without a father, or a father
without his sons, has its consequences, for both father and sons. However, I believe the
sacrifice was worthwhile and the wait justifiable to accomplish what may sustain us and
in this complex world improve our future. Your mothers, Harriet Sithole Chatepa, then
in Lusaka Zambia, and Mbatjiua Emla Kapitako, in Windhoek Namibia, have done a
remarkable job in raising you alone during your infancy.

All the extended Iijambo and Thuhua families, your encouragement, support, love
and patience enhanced and improved my vision. My parents did not have much formal
schooling but understood the value and power of education. All siblings and extended
family cousins and nieces and nephews got an opportunity for the only available primary
education. Ovandu Kombombo ete uina maatu zuvaka ombura ambura. Namibia one
finger alone does not pick up anything. Our collective blood, sweat and tears as well as
concerted efforts, therefore, led to our deserved independence. It is now up to us what
we will make of the freedom. Ngele Namibia otwelihalela uuyuki, nuukaleleli otuna
okuuvathana etatu hangana.

I honor all the martyrs, comrades and heroes who both in Namibia and in exile

fell during the struggle for independence. Africa, understanding you may eventually help
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us save ourselves and ultimately serve you better. The global village is too fragile,
multinational and diverse to continue with educational inequalities and social injustice
and stratification indefinitely. Those left out, who in some cases never get opportunities
to get an education, may well be our saviors. The universe and infinity, we the earthlings
together, will try to curve our way into the endlessness. Last but not in any way the least,
the deprived and marginalized communities in Namibia and beyond, I hope this study
will serve as a mouthpiece for you to initiate the process of your VOICES to be heard.
The study is dedicated to all the above with hope for universal, equitable, and
contextually quality education and understanding of the forces that shape our life and
future. That seems to be inevitable because despite frequent conflicts, the world is daily

becoming the desired “global village.”

vi
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Chapter 1

INTRODUCTION

Overview of the Study’s Main Goals and Questions

This study explores the enduring inequalities of access to educational opportunity
and equitable distribution of educational resources experienced by various regional and
ethnic groups in Namibia. Bradshaw and Ndegwa (2000) appropriately observed that

Since gaining independence from Pretoria in 1990, the Namibian

government has attempted to reverse the decades-long educational neglect

caused by apartheid. Beyond expanding access to schooling, the SWAPO-

led government hopes to expand access to secondary schooling,

desegregate White schools, and reduce race-based disparities in school

quality at all levels.
Despite these good intentions and efforts the legacy of restrictive, unequal, and elitist
apartheid education system has continued to haunt post-colonial policies and practices in
Namibia. As a result, access to quality education is still denied to the majority of the
population.

I define quality education here as that received in schools that have qualified
teachers, adequate equipment, and a reasonable student-teacher ratio, and that are well
resourced in terms of buildings, laboratories, books, library, water, electricity, and all the
necessary conditions that facilitate a good learning environment. At independence in
1990, Namibia had inherited eleven different educational administrations based on ethnic
and regional divisions with different funding and resource allocation. The Ministry of
Education and Culture (1993, p. 21) states that

The transition between the eleven education systems and authorities of the

past and the single Ministry of Education and Culture is a continuing
challenge. Societal expectations remain sharply divided. On the one
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hand, the majority marginalized in the old system demands the redress of

unequal allocations and social disadvantages: education for all. On the

other hand, there persist concern, even fear among the privileged minority

that this redress may lead to declining quality in education and other

adverse effects for them and their children.

The educational disparities in Namibia are reflected in a lack of facilities in most
schools (especially in the rural areas), poor teaching quality, high failure rates, and
differential budget allocations to regions. In addition to the deep-rooted inherited
inequalities, new inequalities exacerbate the lack of good quality education for the
majority and enhance social stratification in Namibia. I therefore address the question,
“Why do educational inequalities persist along regional and ethnic lines in post colonial
Namibia?”

Large numbers of children from deprived communities have been left out, and
those who manage to have access to schools have been left behind in the upper grades of
all-age schools. Successive colonial administrations have prevented the majority
population from receiving an education that would enable them to compete in the labor
market, and the postcolonial administration has grappled unsuccessfully with the severe
inherited limitations of the provision for access to schools, as well as economic resources.
Cohen (1994, p. 4) posed the relevant question of whether “when a majority-rule
government came to power, could they be relied upon from an ideological standpoint and
would they be professionally competent to carry out the innovations needed after
independence?” In a general ;ense, the patterns of inequality have tended to persist,

although the details have changed. This study examined the differences between rural

and urban areas, as well as the relation of social class and school achievement; | have
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concluded that the rural majority tends to have fewer resources that lead to their weak
performance in schools.

Some of the issues that have been identified and extensively explored in this
dissertation relate to rights guaranteed in the constitution, such as the right to equality of
opportunity, the empowerment of the previously disadvantaged, and the right to be taught
in one’s own language. All these translate into sociopolitical, educational and ideological
struggles by various stakeholders in the educational establishment. According to Brock-
Utne (2000, p. xvii),

These struggles not only shape educational policy and practice; they also

are dialectically related to more general relations of power among social

classes, racial/ethnic groups, gender groups, and nations. Thus, the

politics of education and the political work accomplished through

education are ways in which existing social relations are reproduced,

legitimated, challenged, or transformed.

This introductory chapter is about policy, practice, and legislation. It sets up and
contextualizes the issues that are examined in other chapters of the dissertation, moving
from the premise that education begins with policy formulation. It has been said that the
education system of a country reflects what the country values and holds dear. The
proliferation of education policies, laws, acts, and discussion documents in Namibia since
1990 mirrors the state of hope, desire, and urgency to move away from a painful,
divisive, destructive, and self-defeating apartheid education system. The vision of the
new government from 1990 is articulated in the new constitution and in the Ministry of
Education and Culture policy document “Towards Education for All, a Development

Brief for Education, Culture, and Training,” and in numerous other local, national, and

international policy documents.






Statement of the Problem

As a historical consequence of structural inequalities in access to education,
knowledge, and resources, students from some minority groups and deprived regions in
Namibia face persistent barriers to educational opportunity. From the colonial experience
it is known that the apartheid educational distribution was divisive and institutionalized
along racial, regional, and ethnic lines to serve the hegemonic aims and objectives of the
apartheid regime (Ministry of Education and Culture, 1993; Brock-Utne, 2000; Young,
1994; Amukugo, 1993). Yet in independent Namibia, as in many other African
countries, education has come to be considered a basic human right, to be available to all
people. Article 20 of independent Namibia’s constitution provides that

All persons shall have the right to education. Primary education shall be

compulsory and the state shall provide reasonable facilities to render

effective this right for every resident within Namibia, by establishing and

maintaining state schools at which primary education will be provided free

of charge. (Constitution of the Republic of Namibia, 1990, p. 12)

In spite of the constitutional mandate and in the face of this educational “bill of
rights,” some regional, “racial,” and ethnic communities remain under-represented at the
primary, secondary, and tertiary levels and have less access to the country’s educational
opportunity at all levels. This unequal participation, therefore, raises fundamental issues
that deserve close examination.

According to Melber (1997), “Resources continue to be concentrated in those
regions that have received higher allocations in the past, and many schools are still
without basic infrastructure such as teachers’ housing, water, and equipment” (p. 24).

This directly contradicts the well-enunciated government policy as stipulated in “Toward

Education for All” of the Ministry of Education and Culture (1992, p. 25), that “to
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provide education for all, we must expand access to our education system. For that we
need not just more schools but schools and other education programs where learning is
truly accessible to all Namibians.” However, access, equity, or development in general,
whether it is educational, political, social, or economic development, Adedeyi (1991, p.
2) argues, “is a process of interaction between human and material resources and the
intervention of the application of technology for the purpose of producing goods and
services to satisfy the needs of all the people.”

At independence the Namibian government unified the eleven educational
administrations. All learners can attend any school of their choice. In reality, however,
the majority of parents cannot afford to send their children to well-resourced schools,
which charge high fees. According to the UNDP (1998, p. 20),

Rural households have, on average, only one third the income of their

urban counterparts. As family sizes in rural areas are generally larger than

those found in urban areas, rural dwellers have even smaller per capita

incomes, equivalent to only one quarter of those in urban areas.

This problem is also recognized in responses from some of the government
educational officials who were interviewed. For example, one of the questions asked
what the new government has done to eliminate the apartheid legacy of unequal and
inaccessible education. The majority of respondents were concerned about “access to
education without quality” and “inequality in resource allocation™ as the dilemmas after
independence. Mungazi and Walker (1997, p. xxiii) emphasize that “as critically
important as it is, educational reform must be initiated within the environment of

fundamental change that must take place in the social system.” This means that the

political system has to change to embrace the general concept of reform itself. This study
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sought to address the vexing question of why, in spite of reforms, economic growth, and
poverty, equity at the national level remains a cause for concern.

In stark contrast to schools in and around Windhoek and other major towns, most
schools in the densely populated but rural north, where most of the historically
disadvantaged population resides, suffer from a chronic lack of resources. Many schools
lack a basic infrastructure, i.e., buildings and shelter. In schools that have water and
sanitation, books and resource centers are lacking. Many respondents indicated that in
this regard, electricity and laboratories are “luxuries” inconceivable in some rural
schools. Many schools also lack qualified teachers and basic instructional materials and
equipment.

Despite high growth rates in school enrollments since independence, Namibia’s
education system is still unable to provide even minimal quality education to the majority
of its school children, as evidenced by high failure rates and low learner achievement.
The realities are that 25% of the students will not complete primary school, and 32% of
adult Namibians remain illiterate.

Inequality in education reflects social and economic realities in postcolonial
Namibia. Inequality remains endemic in all arenas of Namibia after a decade of post
apartheid policies and practices. The UNDP-UN report (1998, p. 5) shows that

The richest 10% of society still receive 65% of income, leaving only 35%

for the remaining 90%. In other words, half of Namibia’s population

survives on approximately 10% of the average income, while 5% enjoys

incomes that are five times the average.

Generally, as one moves from the south to the north, the regional human

development indices decline. The northern regions this study concentrated on are at the

bottom of the development list. Land ownership and use are the most visible signs of the




brutal colonial and apartheid past of Namibia. Issues of equity confront many areas in
Namibia. Some regions have average class size twice those of other regions. This study
was designed to contribute to the understanding of the changing Namibian education
system and its fledgling role in the nation building process.

The importance that the government and the people of Namibia attach to
education as a means of national development cannot be overstressed. Since
independence, on average, the government has spent about 18 — 20%, and in some years
as much as 25%, of its annual recurrent budget on education. Communities have
contributed materials and labor force liberally to build schools. School fees are regarded
as a first call on family incomes. Unemployed parents do indeed sell their livestock and
even land to send their children to school and to keep them there. In many cases pupils
walk long distances to school, and endure many hours of coaching in order to cross the
hurdles of external examinations. The importance of formal schooling as a lever of social
and economic advancement is almost everywhere fully embraced. Namibians have
always placed a great deal of faith in education. This is evidenced by the way parents
strive to send and keep their children in school. As Sadovnik et al. (1994, p. 1) indicate,
“Schools have been viewed as providers of opportunity for social mobility, as places that
nurture and develop the hearts and minds of children, as antidotes for ignorance and
prejudice, and as solutions to myriad social problems.” The returns from education take
generations, and the upgrading of teachers’ qualifications and schools is a long-term
process. Nevertheless, there is an ultimate link between educational performance and

economic efficiency.
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The accomplishments of Namibia in the field of education since independence
have been remarkable. In terms of quantitative expansion, for example, the number of
school children who leave school having completed the primary cycle rose from 57% in
1989 to over 96% in 1999 Brock-Utne 2000. The number of secondary schools has
grown tremendously throughout the country. The University of Namibia enrollment has
increased yearly since independence. By and large, the University and other tertiary
institutions, as well as primary and secondary schools, have coped well with the
tremendous difficulties caused by political instability, globalization trends, and economic
hardships.

Yet, in spite of this public zeal and relatively heavy public expenditure on
education, the gap between social demand and public supply is still very wide and in
some cases critical. For instance, only about 60% of the children of primary school age
are able to receive more than a few years of schooling, and there is such a narrow
bottleneck at the end of primary school that the stream of young people for whom neither
secondary education nor employment outlets are available is a major problem.

At the same time, the government and the people, as well as professional
educators, have expressed concern about the inequitable education system and its failure
to meet the needs of society. Education is failing to promote a sense of national unity,
self-reliance, .;;ocial justice, and equity, and is failing to impart scientific and
technological knowledge, cultural values, literacy, and a sense of social responsibility.

All levels and sectors of Namibian society value education for both its intrinsic
worth and its practical utility in strengthening the individual and community. Society

invests tremendous resources in education based on the belief that education leads to






personal and economic opportunities and to economic and social development.
Moreover, since independence, education in Namibia has taken the largest single share of
the national budget. However, access to educational opportunity is still lacking for some
people in the country, especially historically marginalized ethnic groups. Consequently,
education in Namibia is a contested terrain and it is highly politicized. The Ministry of
Education and Culture (1994, p. 1) indicates that

At independence Namibia inherited an education system best

characterized by five key features. First, the system was unequal and

fragmented along racial and ethnic lines. Second, there was a lack of

access, or unequal access to education and training at all levels of the

system. Third, the system was inefficient in terms of low progression and

achievement rates and high wastage rates. Fourth, the curriculum and

teacher education programs were irrelevant and ineffective to the needs

and aspirations of the individuals and the nation. Fifth, there was a lack of

democratic participation within the education and training system.

Learners, teachers, parents, administrators, and workers were excluded from the
decision-making process. On the whole there was an extremely unequal financial
resource allocation for the different educational administrations. The colonial
government spent ten times as much on a learner in a school in the White administration
as it did on a learner attending a school under the Owambo administration. The Owambo
administration is one of the apartheid eleven administrations that were based on ethnic
and regional divisions. The Ovawambo people are half of Namibia’s approximately 1.7

million population (see Table 1, which shows the disparities in the then different

administrations).
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Table 1

Government Expenditure on Education in Rands, 1974/75 and 1975/76

Fiscal Year | Fiscal Year | Expenditure
Ethnic Group 1974/75 1975/76 Per Pupil 1975
White 12,351,000 | 14,451,000 614.94
Coloured 3,156,700 4,160,000 163.00
Black 7,374,000 9,135,000 68.38

(Source: Thomas, 1978.)

The unequal financial allocation naturally resulted in inequalities all through the
system. The legacies of colonial education continued in post-colonial Namibia. Most
changes have been quantitative while quality is lacking for the vast majority, and many of
the changes have actually exacerbated inequalities. Generally, educational systems are
change resistant; undoing the legacies of apartheid is a lengthy, costly, and difficult
undertaking. The continued inequalities and discrimination in Namibian schools are
evident in a number of factors, including the low quality of teachers in terms of formal
education and professional training in some schools, especially in rural areas and under
served regions. The Ministry of Education and Culture (1994, p. 5), for example,
indicates that “in 1991 Rundu region had 49%, whereas Windhoek in the Khomas region
had 82% qualified teachers. Since then the disparities between regions have increased in
this respect and in 1993 only 44% of the teachers in Rundu were qualified.” There are
schools, mainly in towns and privileged areas, which enjoy the services of highly
qualified teachers, have a low student-teacher ratio, and have better resources in terms of
books, libraries, buildings, laboratories and other educational resources.

The continued lack of access to educational opportunity for some groups is due in
part to the apartheid legacy. However, this condition can also be attributed to the

emerging elite who after independence assumed positions of power and are working
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towards its consolidation and maintenance, and thus are in the process of perpetuating
inequalities. Zvobgo (1997, p. 40), writing on postcolonial Zimbabwe, holds a similar
view and concludes that “educational disparities during the colonial period were based on
race but the current inequalities are rooted in the class structure of society and the
unequal distribution of resources to various regions.” The new elite, consisting of
government officials and the business community, have joined the former oppressors and
created a class based on economic status, income or affordability. These are the groups
enjoying the privileges of the best-equipped schools, which the working class and the
disadvantaged of society cannot afford. Jauch (1998, p. 107) states that “the realization
of equity will require large amounts of money to be spent on the provision of adequate
facilities and qualified staff to rural schools. Students in rural areas will, otherwise,
remain at a competitive disadvantage compared to their urban counterparts.” The same
can be said about disadvantaged schools in urban areas.
Research Objectives

In exploring and analyzing the continued lack of access and unequal educational
opportunity available to various regional and ethnic groups in Namibia. This study paid
particular attention to the inequitable distribution of educational resources, as well as to
the ways in which inequalities in education manifest themselves along regional and
ethnic lines.

Within the framework of this study’s explorations necessary historical
background on the development of regional and ethnic divisions is presented. This will
enhance the understanding of the ways in which education contributes to the creation of

the inherited colonial social order, as well as to contradictions within that process. In its
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“National Policy Options for Educationally Marginalized Children,” the Ministry of
Basic Education and Culture (1998, p, 32) suggested that “the inclusion of issues related
to the education of marginalized children should be a feature in both in-service as well as
pre-service education of teachers, and in workshops and seminars for other education
staff, social workers and other stakeholders.” The study examined the extent to which
ethnicity and region restricts access to educational opportunity.

There is tremendous historical and contemporary evidence showing ethnic, race,
class, gender, regional, and even age tensions and contestations within Namibia.
Nevertheless, this study limited its focus to the unequal access to education opportunity
based on region and ethnicity. The purpose of this study was, therefore, to explore,
analyze and document the crucial issues of inequitable educational distribution and
limited access to educational opportunity, which continue to perpetuate social
stratification in Namibian society. Analysis of these inequalities cannot, however, be
understood without looking into the historical factors, which partly contributed to the
current educational and social inequalities.

This study also was designed to help the stakeholders involved in education learn
more about the current situation over the entire country, with regard to social
stratification and the whole spectrum of minority group education among all
marginalized communities. The study was intended to lead to concrete recommendations
to sensitize not only the government but also other stakeholders to work towards
sustainable solutions to the plight of minority ethnic and regional groups. I compared

how the educational problems found among various groups relate to the general
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development problems minority ethnic groups face, and I suggest in which ways
stakeholders could intensify the dialogue or provide answers to these crucial problems.
Research Questions

This study investigated why educational inequalities continue to exist on regional
and ethnic lines given ten years of independence and the unequivocal support for equal
education for all as enunciated in the constitution and government policy documents.
The primary research question which guided this study, was:

e In what ways do inequalities in education manifest along regional and ethnic
lines and to what extent, why, and how do regional and ethnic divisions
continue to restrict access to educational opportunity in postcolonial Namibia?

The subsidiary questions were:

e What forms do the inequality take? For example access to funding,
availability of facilities, teacher training, financial resources, staffing,
equipment, school buildings, and language policy?

e What political, social, and economic factors explain these inequalities?

e What evidence if any exists that the disenfranchised minority groups are
aware of the educational inequalities? In what ways do they seek educational

parity?

e Does social background account for a higher proportion of the variance in
achievement than between school differences in resource inputs?

e Which factors peculiar to region and ethnicity improve or constrain access to
schooling and affect the quality and nature of education provided?

e What political (state), social (regional and ethnic) and economic factors
explain persistence of these inequalities?

Significance of the Study
Previous studies of education in Namibia fall short of examining the aspect of
inequalities on regional and ethnic lines, particularly the new inequalities that have

resulted from policies and practices of the independent government. The vital roles of
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actual structures; personnel involved in the control, administration and policy of
education; and the involvement of the marginalized communities themselves have been
overlooked. There has been little recognition of the efforts of marginalized ethnic groups
in Namibia. There is limited knowledge about their experiences, and lack of keen
understanding about how they survive in the numerous ethnic communities they
represent. This research aimed to fill the gap and in so doing has broken new ground.
For the first time there is an attempt to link policy and practice on the provision, control,
and focus on regional and ethnic challenges of post apartheid inequities.

The significance of this dissertation is that it provides an opportunity for the
voices of the educationally marginalized and the often-ignored socially stratified
communities’ to be heard. The data collection and analysis styles employed in this work
assisted me in relating information on the culture, context, and history of various groups’
and education officers intentions, potential and work. Furthermore, this study attempted
to interrogate the experiences of both the marginalized communities and the government
employed education officers who both have various views about persistent educational
inequalities along ethnic and regional lines. The study also furthers scholarly
understanding of educational inequalities and clarifies ethnic myths and realities that play
out in the process of nation building process in Namibia.

The study provides additional information about some of Namibia’s hitherto
overlooked minority regional and ethnic groups who were neglected during the colonial
demarcations and also during the current post colonial dispensation. This work is also
meaningful because there are no Black Namibians who are looking at this topic in this

way, which places the issues of educational inequities and ethnic and regional disparities
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at the center. 1 am one of the few Black scholars not only addressing these important
issues, but also suggesting further research for in-depth understanding. Hopefully, the
lessons learned from this study will contribute essential reference and insight to other
educational as well as national leaders, policy makers, and researchers in Namibia,
Africa, and beyond who are just beginning to look at regional and ethnic experiences of
educational inequalities. Jiobu (1990), for instance, states, “Ethnic issues are becoming
increasingly prominent, both in the United States and around the world (p. 1).”

Finally, this study is also important as a case study for other researchers interested
in identity and deprivation, indigenous cultures, and social stratification on regional and
ethnic lines across the globe. Most other similar studies’ reluctance to embrace the
notions of ethnicity, race, and class as socially constructed elevates this study to an
important position. It is noteworthy to examine how interaction with the respondents
revealed reality that is shaped by social, ethnic, political, gender, cultural, economic,
racial, color, and language issues formed and solidified over time. It is also crucial to
hear the respondents speak for themselves about their struggles in defining inequities and
ethnicity from their own perspective within these social constructs. And it is crucial to
learn how being from another ethnic group with a different home language may result in
different experiences and understanding of these experiences. Perhaps more than any
other social variables, regionalism and ethnicity impact the policies and practices of
governmental institutions in Africa today, which makes inquiry into these factors of

utmost importance in contemporary Africa.
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Background — Historical and General Description of Namibia

Education in Namibia is greatly influenced by its geography, population, socio-
economic, and political experiences. All of these shaped the education systems and the
inegalitarian educational distributions discussed in this study. Namibia became an
independent state on March 21, 1990, after more than a century of colonial rule. Namibia
was colonized first by Germany, from 1884 — 1915, then by South Africa, from 1915 -
1990. The country was declared a mandate of the League of Nations in 1915 after its
initial German colonizers lost all their colonies in Africa. The mandate of South West
Africa, as the country was formerly known, was regulated by the Principal Allied and
Associated Powers. Harlech-Jones (1997, p. 9) clarifies that

The question of authority over Namibia, and the legitimacy of South

African rule in the territory, dated back to the disbanding of the League of

Nations and the founding of the United Nations shortly after the Second
World War. In 1915, South Africa militarily occupied South West Africa
(as Namibia was formerly called) by defeating the German colonial forces
that occupied the territory. When South Africa established its control over
the territory, confirmed by the granting of a mandate by the League of
Nations in 1920, it inherited a country in which the indigenous inhabitants

had been devastated and dispossessed in wars against the German colonial

forces.

Early in the twentieth century German genocide against the inhabitants
consolidated German colonial power and placed the prime grazing land under White
control. During the 1960s, as the European powers granted independence to their
colonies and trust territories in Africa, pressure mounted on South Africa to do the same
for Namibia. In 1966 the United Nations General Assembly revoked South Africa’s
mandate. Intense negotiations with South Africa, the liberation war, and international

pressure led to the beginning of Namibia’s formal transition to independence in April

1989. During the eleven months’ transition, political prisoners were granted amnesty,
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discriminatory legislation disappeared, South Africa withdrew its forces, and thousands
(more than 42, 000) of refugees (including the author of this dissertation) returned to
Namibia under the UN auspices of Resolution 435. The first multi-ethnic elections took
place in November 1989, and by February 1990 the Constituent Assembly had drafted
and adopted a constitution.

The third largest land area in southern Africa after Angola and South Africa,
Namibia covers 824, 392 square kilometers. Situated on the west coast of southern
Africa the country is bordered by Angola and Zambia in the north, Zimbabwe and
Botswana in the northeast and east, South Africa in the south and the Atlantic Ocean on
the western coastline.

Figure 1

Geographical Position of Namibia in Africa

(Source: Cohen, 1994.)
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Figure 2

Political Geography of Southern Africa
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The Namib Desert, arid and desolate with high, shifting dunes with a width
varying between 80 and 150 km, extends along the entire coastline. The name Namibia
was derived from this oldest desert in the world. With a population of 1.6 million people,
Namibia has one of the lowest population densities in the world. The population is
scattered all over the country, with the largest concentration in the northeast, north, and
northwest. According to Mbamba (1982, p. 28), “The altitude varies from 1000 to 2000
meters, forming a diversified landscape of mountains, sand valleys and gently undulating
plains. The Kalahari Desert lies along most of the east of the territory.”” The Kalahari is
a semi-arid desert composed of monotonous plains covered with thick layers of terrestrial
sands, and limestone, various shrubs, and grasses grow in scattered areas.

At independence, the new Namibian government inherited eleven educational
administrations, designed and demarcated by the apartheid regime according to the
different ethnic, racial and regional groups. Some ethnic groups were not recognized
during the colonial period of division. These were either lumped together with others or
just left out by colonialists. These ethnic, racial, and regional groups had unequal access
to formal education during colonialism.

Other basic facts: capital city, Windhoek; GDP, US$2.8 billion, GDP Per Capita,
US$1,860; literacy — 76%. Namibia is one of the most unequal societies in the world. It
is a more unequal society than countries such as Brazil and Bangladesh (UNDP 1990).
The richest 10% of the society receive 65% of income. Conversely, the remaining 90%
share amongst themselves only 35% of national income. The inter-census annual

population growth rate between 1981 and 1991 was 3.1 % (Republic of Namibia -
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Central Statistics Office, 1994:7). By the beginning of 1999 the population growth rate
stood at 3.4 % according to one of the interviewees for the study.

Despite the high priority the post-independence government has put on education,
spending 25% (in 1993) of total government recurrent expenditure on that sector, the
historically disadvantaged communities still face a combination of problems pertaining to
unequal access to educational opportunity, poor teacher quality, lack of facilities, student
quality, and high drop out rates, especially in rural schools in the outlying regions.

The government of Namibia has been successful in improving some of the
infrastructure, and in raising the enrollment rates, particularly at grades 1 — 3, where
repetition rates and drop out rates have been severe. Improved educational infrastructure
and less emphasis on formal selective mechanisms have resulted in reduced drop out
rates, especially during the first years of schooling. In 1990, for example, over 70% of
school leavers were finishing at or before the end of primary grades, and almost half of
these after grade one. By 1994 this had fallen to 50%, with a marked reduction in the
number leaving after grade one (Ministry of Education and Culture, 1996). Similarly, the
number of qualified teachers is increasing, albeit slowly.

However, despite these overall improvements and progress aimed at spreading
development to previously disadvantaged communities after independence, the White
population lives better, remains richer, and is better educated. Resources continue to be
concentrated in those regions that have received higher allocations in the past, while in
less well resourced regions many schools are still without basic infrastructure such as
teachers’ housing, water, libraries, and equipment. Out-of-school rates for particular

communities are still extremely high: over 80% of San speaking children of school going
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age are not in school; the average for other language groups is less than 20% (Ministry of
Basic Education and Culture, 1996).
The Distribution of Regional and Ethnic Groups in Namibia

Before independence, the boundaries between regional and ethnic groups were
reinforced by geographical separation and by an administrative and social system, which
used ethnicity for many purposes. The UNDP analysis of human development for
Namibia has revealed a pattern of inequities along regional, linguistic, gender, and urban-
rural lines.

Ethnic categorization was the principle upon which access to educational
opportunity, along with other economic and social services, was patterned and organized.
Mbamba (1987, p. 43) points out that “the geographic distribution of the population in
Namibia was determined by the apartheid laws and regulations which, while allowing
temporary labor migration, restricted non-White population to the ‘reserves’ or
‘homelands’ or ‘Bantustans’ areas.”

For the sake of clarity and proper explanation of the factors that led to the current
unequal distribution of resources, it is necessary to give the colonial and post colonial
distributions of both human and natural resources. For purposes of administration and
control, Namibia was divided into northern and southern sections, with the ethnic
homelands clearly demarcated and the rest of the fertile farmland reserved for the White
population. (See next page, map of Namibia showing homelands). These demarcations
were also known as White Stan and Bantu Stan, or the police zone and the semi-
autonomous reserves. The northern section contained only Blacks’ reserves, which were

exclusively for the Black population; Whites and Coloreds were not allowed to settle
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there. The map shows the general ethnic and regional population distribution in apartheid
Namibia.
Figure 3

Ethnic ‘Homelands’ According to the Odendaal Plan

Grootfonteine
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(Source: Cohen, 1994.)
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The homelands were administered and controlled by White European
representatives of the Bantu Affairs Department of the South African government. The
map above is a clear indication of the lack of understanding for and misrepresentation or
limited categorization of various ethnic groups in the country’s regions. In all these
regions, for example, the various Khoi-San ethnic groups shared the habitat with other
ethnic groups but were not shown or represented.

The rest of the country, which was the major portion of fertile land and with the
most natural resources, was then referred to as the police zone. This zone was solely
earmarked for the White settlers and for pockets of Colored and Nama (Nama are a light
skinned people whose language is closer to the staccato San languages) settlements.
Nama is one of Namibia’s ethnic groups which, due to their lighter skin color, the
colonial regime granted second-class position equivalent to the Coloreds. The current,
post independence distribution of people, mainly by the thirteen political regions and
seven educational regions as well as by language groups, still leaves out minority ethnic
groups who are unaccounted for or are lumped together with the main recognized ethnic
groups. Language is often centered on particular regions of the country, but urban
migration has led to many languages being spoken outside their speakers’ home regions.
The table below shows the distribution of the population by language spoken at home.
The category “Afrikaans” includes people of European descent as well as many of mixed

origin whose mother tongue or the language used at home is Afrikaans.
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Table 2

Namibia Population by Language Group

English 10,941
Afrikaans 133,324
German 12,827
Nama-Damara 175,554
Tswana 6,050
Otjiherero 112916
Lozi/Caprivi 66,008
Oshiwambo 66,008
Other 66,008
San 14,503
Rukavango 136,649
Total 1,409,920

(Source: Population and Housing Census, 1991.)

The current government, as described by the respondents, aims to discourage
ethnicity by not openly having ethnic categories. Nevertheless, the inherited system,
which did not change in terms of settlement of various ethnic and regional groups, was
systematically divided according to ethnic and language groups. Specific concentrations
of ethnic groups still live in their former homelands, which are referred to as communal
lands in post-colonial Namibia. According to the second Delimitation Commission
(1998, p. v), “Thus far, Namibia’s population is predominantly rural based. About 69%
of the country’s population live in rural areas, and only 31% in urban areas.” Since most
of Namibia’s population is rural, people who live in towns and in the city go back to their
respective reserves, villages, or regions to settle or visit. Schools in specific regions will
teach in the language of the area for the first three grades as per government policy.
However, there are dilemmas about parents’ reluctance for their children to learn
languages other than their own in the preliminary grades. This in turn restricts movement

of professionals and other workers from region to region. There is denial of ethnicity;
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most government officials interviewed expressed the fact that at independence, after
abolishing the eleven educational administrations, ethnic categories are discouraged.
This is partly an attempt to create a homogenous “one Namibia one nation” (a concept
tried in many postcolonial societies in vain) by the government, in an era of growing
ethnic and regional awareness that offers contradictory characteristics in Namibia’s
nation building process. The Second Delimitation Commission (1998, p. v) emphasizes
that

The sparcity of the population, compounded by the country’s immense

land surface area, creates difficulties for communities in securing the

reception of government services. The prevalent inadequate

infrastructure, especially of roads in the regions, makes it difficult for

communities to reach the administrative centers from where government

services are rendered.

Not only does the incidence of poverty vary considerably from one region to the
other, its profile in terms of dimensions varies also. According to the UNDP (1989)
report, in terms of poverty, Otjozondjupa is the most representative region of the whole
of Namibia. It comprises the richest commercial ranching and farming areas, as well as
the least developed district of Tsumkwe, inhabited by the most deprived population
group, the San. Kunene, however, is by far the most neglected region in terms of
education, based on the number of schools in that region, qualified teachers, resources to
those schools, and the people’s nomadic/pastoral lifestyles. “Like the Ovahimba, the
Ovaherero in these areas need their children for herding their livestock and other chores,
and some children may thus not be attending school, or are taken out of school for

periods when their manpower is needed for the family economy” (Hvidsten and Kavari

1997, p. 11).
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Among the indigenous Black groups, there are no large differences except for the
San and other minority groups like Ovazemba and Ovankhumbi, who are by far the most
disadvantaged. Although the different Black communities have more or less similar
levels of human development, a small Black elite has emerged since independence and is
likely to continue to grow. Differences between urban and rural areas mirror
discrepancies along other lines. The majority of those in rural areas are involved in
subsistence agriculture. They have lower than average literacy rates, access to education,
health care, and employment opportunities. This leads to high levels of inequities and
deprivation with concomitant low levels of human resource development.

The Ministry of Education and Culture (1993, p. 34) states that “equality and
equity are of special importance to Namibia. Our country is emerging from a sad history
of racial discrimination and inequality. Continued privilege based on region, race or
ethnicity is not acceptable.” Unfortunately, inequalities still persists at various levels. A
comprehensive rural development strategy must form a major part of future efforts to
eradicate or at least alleviate inequitable distribution of educational and other resources
and promote sustainable development for various ethnic and regional groups in Namibia.

The next chapter deals with the literature and the explanatory theories used for

this study.
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Chapter 11

ENDURING PATTERNS OF INEQUALITIES BASED ON REGIONAL AND
ETHNIC DIVISIONS WITHIN THE STATE

Background Literature on Educational Inequalities in Namibia, Africa, and
Globally

This chapter reviews literature and theoretical frameworks for understanding the
state, ethnicity, and educational inequalities from various global perspectives. The state
and ethnicity were central to the planning of this study because educational inequalities
are a product in Namibia, as in other African countries, of the state as manifested along
regional and ethnic lines (gender and social class are also important). It is asserted here
that educational inequalities exists in every country that has a formal education system,
and that educational inequalities can be better understood in the context of understanding
the concept of and function of the colonial and postcolonial state. It is also especially
important to understand socio-political, as well as regional and international,
developments (Samoff, 1998; Appadurai, 1996; Young, 1994).

Analyzing the complexity of unequal access to educational opportunities for
ethnic and regional groups calls for the consideration of multiple conceptual frameworks
and data sources. This study drew on various bodies of literature based on theories of the
state. According to Hartshorne (1999, p. 6), “The state is not an impartial provider of
education. The particular political social and economic context in which education exists
is used by the state to achieve purposes which it considers to be advantageous or

expedient.”

27



On:he £,
rearive w
oA legriima
The
Slomal sia
Ciass. as we
MCves on to
thus lacks ¢4
e pecpie ar
a bork &oup
Mportant for
e dstribytjo,

S igere,

Mare in-dep;;-



The other bodies of literature drawn on were theories of ethnicity including those
about Africa. Young (1994, p. 234) documented that “asymmetric with the colonial state,
subject societies acquired an array of ethnic fault lines far more pronounced than those in
the pre-colonial world.” These theories explain the nuances and elaborate the different
perspectives of the making and unmaking of ethnicity in the African continent. Rothchild
(1997, p. 4) suggests that “ethnicity acts as a pole around which group members can
mobilize and compete effectively for state controlled power, economic resources etc.”

On the flip side, ethnicity is the mechanism of patrimonialism — the method by which
relative weak and under-resourced post colonial states maintain power and a semblance
of legitimacy.

The chapter explores the state’s origin and definition, then moves on to the
colonial state and society. Basically the colonial state was weak, and thrived on race and
class, as well as ethnicity, in a divide and rule manner. Exploration and explanation then
moves on to the post-colonial state, which inherited the “weakness” and “softness,” and
thus lacks capacity and legitimacy. As a result, the aspirations and expectations of both
the people and the state are not met. The chapter expounds the inevitable patrimonialism,
at both group and individual levels, which accentuates ethnicity. This seems to be
important for various groups as they compete for “voice” in the political state arena and
the distribution of resources in the civil arena. To mediate multi-ethnic and pluralistic
cultural interests, the state must mediate competing interests by becoming more liberally
tolerant of competing cultural frames (Bradshaw and Ndegwa 2000, p. 316).

These approaches were important and relevant to this study as they suggested

more in-depth understanding of the endemic educational and social stratification
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problems experienced in Namibia, which are caused by multiple factors in the
educational, cultural, social, economic, and political spheres. Additionally, the literature
review examines the intersection of ethnic, race, class, and regional dichotomies to
present a comparative analysis of the colonial state and its neo-colonial successor, the
post-colonial state. Young (1994, p. 45) suggests that “exceptional features of the
African colonial state, arising from the exigencies of its own reproduction, reproduced a
singularly difficult legacy for the post-colonial state.” The concept of reproduction
enhances the post-colonial state to be the major manufacturer of not only educational
inequalities but also the unequal distribution of resources in all spheres of its operation.
In this literature review it is important to explore how the dynamics of inequalities are
demonstrated in the ethnic, regional, class, and general social stratification of Namibia.

The existing Namibian educational literature indicates that the problem of unequal
access to educational opportunities has not been fully explored (Mbamba, 1982;
Tjitendero, 1976; Pakarae-Kandjou, 1985; Ellis, 1984, Kamatuka, 1988; Amukugo, 1993;
Ministry of Education and Culture, 1993; Kustaa, 1997, Melber 1997). Most of these
works recognize the existence of inequitable access to schools and the skewed allocation
of educational resources. Particularly noted are learners’ outcomes such as the high drop
out, repetition, and failure rates for Black students, especially in outlying regions where
distances between schools and villages are enormous and are key factors rather than
ethnicity.

There is a need to provide research accounts that explore and conceptualize
educational opportunities or the lack of then in Namibia. Jauch (1998, p. 102) reminds us

that “the uneven allocation of resources during colonial rule left Namibia with gross
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inequalities between former White and Black schools, as well as between rural and urban
schools.” Factors that contributed to the foundation of a dysfunctional elite colonial
educational system that kept many Black children out of school, or prepared for failure
those who were enrolled in school, deserve to be emphasized. In so doing, policy makers
and the powers that be can have guidelines for determining future policies and practices
aimed at equitable resource allocation to various ethnic and educational regions. The
challenge to equalize educational opportunities through equitable resource allocation
requires careful investment in time and budget reallocation.

At independence, equitable access to schooling was identified as an aspect of
education that warranted special consideration because of Namibia’s history of
discrimination and inequality. The Ministry of Education and Culture admits that
spending on some students far exceeds that on others. These inequalities can only be
eliminated by making all schools universally accessible and using the available resources
optimally (Ministry of Education and Culture 1993). This has, however, been
problematic due to various reasons. Educational inequalities on ethnic and regional bases
in Namibia are a direct result of the restricted and divisive form of education that German
and South African colonizers provided the colonized people of Namibia. This was in line
with the divide and rule policies and practices of colonialism imposed on the population.
Historically, educational inequalities are, in part, the result of the way in which formal
school systems in both rich and poor countries have developed into social institutions that
unequally distribute credentials and resources to unequally empowered social groups
(McDermott, 1989; Nkomo, 1990, Brock-Utne, 2000). The argument here is that

inequities in education as they have affected the native people of Namibia were the
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outcome of the policies and practices of restricted and inferior colonial education.
Policies that were designed on notorious regional and ethnic lines have denied education
to nationality groups in both quantitative and qualitative terms.

Despite government attempts to change these policies and practices at
independence, their deep-rooted legacy and the conditional compromises for
independence, as well as the new inequalities as a result of socioeconomic class, resulted
in inherited inequalities that persist in the post-colonial dispensation. This chapter
provides a discussion of the relevant international literature in which educational
inequalities, social stratification, and ethnic divisions are conceptualized as social,
economic, and cultural dilemmas of or within the state. Existing primary and secondary
sources on Namibian education are utilized in order to strengthen the explanatory power
of the theoretical perspectives on educational inequalities discussed in this chapter. The
persisting educational inequalities on ethnic and regional lines, the dynamics of race,
class, and gender, and the endemic social stratification in Namibia can be fully
understood by exploring and understanding the nature of the colonial state and post
colonial state.

Theories of the State

The state is central and relevant to this study because Namibia appears to be a
very state-permeated society. People regard the state as powerful, and extensive
penetration of state power into people’s private lives is often tolerated fatalistically,
regarded as normal, or even advocated as appropriate. State power is regulative and
controls all aspects of the state machinery. In spheres as diverse as education, health,

business, and transport, the state has laid down rules and norms, and has attempted to
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police them. Yet the Namibian state also seems a huge, sprawling, uncoordinated,
internally divided machine. It has, on occasion, seemed to lose control over some of its
segments, especially at the geographical and institutional peripheries. There have been
several competing centers of power: central, regional, and local levels are often not well
synchronized; different departments may have conflicting goals; different geographical
regions influence government officials with different social ethics; and officials from
different ethnic groups often interpret their tasks and interests in conflicting ways. All
these result in the Namibian state having too many internal tensions.

It is also necessary to emphasize the importance of the state to this study because
the state sets education policy, and the state is the major provider, funder, and controller
of education. The state distributes resources unequally, and the state also contributes to
“ethnicity” through patrimonial practices and clientilism favoring one group over others.
Overall, explanations for present conditions in society, especially in Africa, are lodged in
the state, in state policy, and in reactions to state actions. Rothchilld and Chazan (1988,
p. 121) explain that

State centric approaches have stressed the centrality of the state as a

historical actor, the key collective agent of macro-political processes. This

perspective views the state as the central organ for the extraction and

distribution of resources, the determination of binding principles for

society, and the maintenance of external and internal security, social

harmony and political and economic well-being.

This is fundamental to understanding the way the state has developed in post-
colonial Africa. It is vital to emphasize that the state in Africa is an extension of the
colonial state based on European models implemented since colonialism. It is also

necessary to note that in spite of its premier position in education policy formulation and

implementation, the state can no longer be viewed as the sole or the only influence of
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social, economic, and political exchange. The state encounters pressures from
stakeholders and interest groups like socio-economic classes and ethnic, regional, as well
as global economic structures, thereby constantly shifting social reactions to the state and
to each other at various local, regional, national and transnational levels.

The Definition of State Qua State

The question of the origin and definition of the state is one that has been of
concern for centuries. Functions of the state differ from state to state depending on
education, the nature of politics, or the ideology that is operative, and also on the
composition of and the way various ethnic groups operate within a society. According to
Sicker (1991, p. 19),

The questions of the origins and intrinsic character of the state have

therefore been considered as issues of great theoretical significance, since

they can affect the perceived legitimacy of existing states and their

governments, and have been considered in the writings of some of the

most important thinkers in the history of political thought.

Accordingly, the question with which the political theorist must grapple is how it
came about that the political authority of the state exists and is so universally accepted as
natural to human society. Among the various, numerous, and at times contradictory
definitions of state, a somewhat serviceable notion was postulated as a generalized
proposition by Willoughby (1928, p. 14), who contended that “Wherever there can be
discovered in any community of men a supreme authority exercising a control over the
social actions of individuals and groups of individuals, and itself subject to no such

regulation, there we have a state.” This idea was recast by Wolff (1970, p. 11) into the

concise definition, “The state is a group of persons who have and exercise supreme
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authority within a given territory.” By contrast, Pulszky (1988, p. 9) went considerably
further than the preceding definitions with the following assertion:

That moment of the organization of every society in which it presents

itself as independent, dominant and capable of asserting its own conditions

of life by force, forms always a distinct phase in the process of

association; and whenever any particular society assumes this form it

appears as the state. The state is properly a law-creating and law-

maintaining society, which proclaims and asserts the conditions of its

existence in connection with its own conduct and that of its subjects,

through commanding, permissive, and prohibitory rules.

Pulszky’s introduction of the element of force into the definition of the state is
particularly noteworthy. There can be little doubt that the ability to mobilize and apply
force is a significant feature of the state throughout history. In modern times there has
been an evident tendency for the state to assume an increasingly absolutist role in the life
of society, irrespective of its form of government. Lippmann (1929, p. 30) stressed that:

A state is absolute in the sense that it claims the right to a monopoly of all

force within the community to make war, to make peace, to conscript life,

to tax, to establish and disestablish property, to define crime, to punish

disobedience, to control education, to supervise the family, to regulate

personal habits, and to censor opinions. The modern state claims all these

powers and in the matter of theory there is no real difference in the size of

the claim between communists, fascists, and democrats.

In contrast to the presumed similarity of governmental structures in the earliest
stages of state formation, in the course of their actual development states tend to assume
widely divergent forms because of their unique historical experiences, geographical
configurations, ethnic composition, economic foundations and other relevant factors.
There is not, it seems, a single universally agreed upon definition that captures the

essence, function, and completeness of the state. For the purpose of this study, to

understand the overwhelming nature of the state I briefly refer to Young’s ‘attributes’ and
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imperatives. According to Young (1994, p. 25), the most satisfying definition he
encountered, by Dyson, triumphs by its comprehensiveness, if not its verbal economy:

Besides referring to an entity or actor in the arena of international politics,

state is a highly generalizing, integrating and legitimating concept that

identifies the leading values of the political community with reference to

which authority is to be exercised; emphasizes the distinctive character

and unity of the “public power” compared with civil society; focuses on

the need for the depersonalization of that power; finds its embodiment in

one or more institutions and one or more public purposes which thereby

acquire a special ethos and prestige and an association with the public

interest or general welfare; and produces a socio-cultural awareness of

(and sometimes dissociation from) the unique and superior nature of the

state itself.

Despite the differences in various definitions, there are certain aspects, words or
phrases which seem to capture common characteristics of the state. Some of them will
reappear in the following attributes and imperatives by Young: Territory — The state is a
territorial entity. Population — The population of a state is not only subordinated to its
rule but also organized into a formal set of statuses stipulated by the polity. Sovereignty
- Internally viewed, refers to the amplitude of state authority over its subjects. Power —
The aggregation and accumulation of power is inherent in the state. Law — Everything
touched by the state is transformed into law, which is crucial to the bonding of state and
civil society. The state as nation — In conventional discourse the word nation and state
are joined by a hyphen or used interchangeably, as if synonyms. The state as an
international actor - In enacting its external role the state must ensure its survival and
preserve its independence in a violent arena. The state as idea — The whole policy
process of the state is best understood as a mere performance, “constructing the political

spectacle” in order to conceal the patterns of inequality and exploitation that the state

upholds through its power.
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Following are the six imperatives developed by Young, which I also consider
necessary to explain the characteristics of the state and are relevant to support the claims
of the study: Hegemony — All states are continuously engaged in a struggle to ensure the
supremacy of their authority. Autonomy — The quest for autonomy within the global
system of states is perpetual, governing policy choices for states large and small.
Security — Some form of national security council, whatever its title, is to be found at the
institutional core of any state. Legitimacy — Weber with good reason places patterns of
legitimation at the core of his nation of the state; absent this property, the state is in a
condition of extreme vulnerability. Revenue — The revenue imperative is the bedrock
postulate of state behavior. The state, in pursuit of its revenue imperative, is cast ina
predatory role. The revenue imperative is essential to nurturing all other imperatives.
Revenue enhances the ability of rulers to elaborate the institutions of the state, to bring
more people within the domain of those institutions, and to increase the number and
variety of collective goods provided through the state. Accumulation — This is a
determinant of state behavior that becomes clear only in the modern era. Merchandilism
became absorbed into the reason of state in the sixteenth century; from that point on, state
managers could readily grasp the urgency of fostering expansion of the economic base,
from which the state derived its revenue. Thus, the commitment to accumulation has
become institutionalized as a constant; what has shifted over time is the recognized
means of accomplishing this goal. Young (1994, p. 39) emphasizes that “The delicate
mission of the state is to sustain conditions in its economic management conducive to
investment, while simultaneously pursuing revenue-consuming distribution policies

indispensable to its legitimation.” For many developing countries, especially the African
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states the current dilemma of polity management in many ways hinges on the
accumulation imperative.
Conceptual Behavior of the State

To attribute the words ‘omnipresent’ and ‘omnipotent’ to the concept of the state
may sound comparable to God but it certainly sounds like an exaggeration of the concept
of the state. Nevertheless, considering the potential overall power, hegemony, and
control of every aspect of society by the state, it seems appropriate to emphasize its
supreme sovereignty over the infrastructure — roads, schools, electricity and other social
services and the superstructure the legislative, executive and judiciary in Namibia’s case.
This is what Young referred to as ‘state as actor’ using all the state apparatus, power and
hegemony. My conception of the state as such does not necessarily overlook different
models of the state. The state can be argued to be a form of government, which could be
democratic, autocratic, socialist, authoritarian, military or police. It can be seen that all
these forms of states are derived from who rules, who is in the superstructure, who
actually governs, and who sets the rule of the game of running the affairs of the physical
entity called the state (Zvobgo, 1997, p.4).

Central to the notion of “state as idea,” rising above its visible institutional
machinery, is the discovery of a reason embedded within it. According to Meinecke
(1957), the classic exegesis of Machiavelli opens with the reason for the state (the logic
that governs state action):

Whatever the circumstances the business of ruling is . . . always carried

out in accordance with the principles of raison d’etat. Raison d’etat may

be deflected or hindered by real or imaginary obstacles, but it is part and

parcel of ruling. It is not realized, however, as a principle and an idea

until a particular stage of development has been reached; namely when the
state has become strong enough to break down those obstacles and to lay
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down its own unqualified right to existence in the face of all other vital
forces.

The modern state indisputably meets this qualiﬁc;tion. In its original
Machiavellian sense, raison d’etat essentially sprang from the desire to accumulate and
maintain power. The ultimate objective of the state is to ensure its own reproduction
through time. Power in the useful conceptualization of Giddens, quoted in Young, “is
regarded as generated in and through the reproduction of structures of domination.” This
structuration of power, bracketing time and space, rests both on material (allocative) and
ideological (authoritative) resources (Young, 1994, p. 21).

On the basis of Weber’s definition, the state consists of the government or
legislature, which passes laws; the bureaucracy, or civil service, which implements
government policies and decisions; the police, who are responsible for law enforcement;
and the armed forces, whose job it is to protect the state from aggression. Apart from
these functions, the state is supposed to play a crucial role in almost every aspect of an
individual’s life, be it economic, political, religious, or educational. The state is supposed
to come up with a notion of which all citizens are in favor. But of course the state, as
already pointed out, is not neutral. The state normally is dominated by the interests of the
dominant group of people in that given state. But that domination does not necessarily
have to be expressed in a cohesive form. The domination can be exercised in such a way
that the lower groups, in the final analysis, come to share in the perception of what is
good, the perceptions that are shared by the dominant group of that state. The state’s
responsibility is to provide security for its people, social amenities, education, health,

employment, infrastructure, and systems which enable citizens to function productively.
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The Concept of the State in Africa

A number of important questions are raised when: conceptualizing the state in
Africa. The concept itself has been interpreted from different perspectives by a variety of
players, stakeholders and academics for a very long time since the 15" century. It is
necessary to look at various definitions which have been offered over centuries in a
variety of fields and disciplines. Consequently, it is important to look at and understand
the implications of these definitions to the state in Africa and how they shaped its
evolution which continues to be influenced by various local and global forces.

The concept of the state raises a number of fundamental questions in postcolonial
Africa. The concept itself has been interpreted from various premises over centuries.
Munro (1996, p. 113) phrased it this way: “The state is pivotal to the political future of
African countries. Even in the most abject cases of political chaos in Africa, some
institutional form of political and administrative organization exists which calls itself, and
is recognized as, the state.” Around the world, not least in the industrialized West, the
state has been challenged both from ‘below’ and from ‘above’ by ethnic, religious,
regional and other pressure groups, by international stakeholders and actors,
supranational bodies and institutions, and indeed by the state elite itself.

It is also necessary to look at the form of the state cherished by African
nationalists during their struggle for independence, and compare it with the state that
eventually evolved. For such an exercise to succeed, we need to consider, first, the
colonial philosophy of statehood; secondly, the impact of colonialism on the African

subjects; thirdly, the educational, social and economic background of the African
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political agitators; and fourthly, the decolonization method adopted by the European
colonizers (Zvobgo 1997, p. 6).

In his preface to the classic survey, African Political Systems, edited by Fortes
and Evans-Pritchard and first published in 1940, Radcliffe-Brown concludes on the
following note: “The political organization of a society is that aspect of the total
organization which is concerned with the control and regulation of the use of physical
force” (Fortes and Evans-Pritchard 1987, p. xxiii). This definition derives a very clear
inspiration from Max Weber’s definition of a ‘political community’ as “a community
whose social action is aimed at subordinating to orderly domination by the participants a
territory and the conduct of persons within it, through readiness to resort to physical
force, including normally force of arms™ (Weber 1978, p. 901).

Weber’s original discussion was concerned with identifying the distinctive
features of the modern state, which he defined as a type of political community
possessing a monopoly of the legitimate use of force in addition to the association with a
‘territory’ highlighted in the quotation. Radcliffe-Brown, however, had to extend his
discussion to include ’stateless’ segmentary societies. Fortes and Evans-Pritchard
proceed to explain that authors in the volume charged with studying such societies — as
distinct from what they defined as ‘primitive states’ like the Zulu or the Bemba — were
unable to base their analysis on a description of governmental organization but were
“forced to consider what, in the absence of explicit forms of government, could be held to
constitute the political structure of a people” (Fortes and Evans-Pritchard, 1987, p. 6).
For the modern definition, Zvobgo (1997, p. 6) argues that

The modern definition is that the state is a form of political association
which, in the main, enjoys the unique right of being able to use legitimate
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cohesion over a particular territory. The rights and duties of office holders

of the state are set down in law including constitutional law. Many regard

it as a means of achieving national unity and throughout history, several

writers have attributed a mission or wider purpose to the state over and

above its individual parts. In real practice, it is difficult to define precisely

what constitutes the state unless it is simply seen as a set of public rules

and offices and there is considerable disagreement over what it is or

should be.

Machiavelli believed that the power of the state was a single whole and could be
centrally controlled irrespective of whether a particular state was a monarchy or a
republic. If people are corrupted, Machiavelli preferred a situation where the state
needed a single ruler with a strong hand, ready to be ruthless in preserving order.
Machiavelli’s definition of the state was modified by Hobbes, who limited liberty in a
state to make way for authority. He believed that man is largely selfish, roughly equal in
strength and liable to compete with each other in satisfying their wants. He goes on to
say that the authority of the sovereign must be absolute and undivided; otherwise there
may be conflict between holders of different offices. Absolute rule may be oppressive
and autocratic, but Hobbes concludes that at least it secures man from the worst evil, a
state of war. Across Africa, this seems to be the dominant pattern stemming from the
colonial legacy of the 19™ and 20" centuries. This is evident in virtually all of African
states.

Marxists viewed the state as a condition of class exploitation. They had three
assertions about state characteristics, that the state arises when society is divided into
classes, that the state is an instrument of class rule, and that when society becomes
classless there will be no need for a state. Although most African countries at

independence did not have attributes of being Marxist states, they used this Marxist view

when they set up state structures in order to consolidate their position of control.
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To fully identify and comprehend the disparities in African states, these
definitions and explanations are necessary as they give evidence about the
institutionalization and or maintenance of inequalities in the provision of various policies
and practices. The state in Sub-Saharan Africa as parasite, as predator, even as vampire:
such language emerged in article and book titles around 1990 and dots the current
literature. The French scholar Jean-Franscois Bayart touched a common metaphoric
nerve most deeply with his 1989 book about Africa’s Politics of the Belly. It aptly
translated the idiom of the “body politic” in Chinua Achebe’s sense from A Man of the
People.

Colonial African State and Education Policies and Practices

As indicated earlier and will be alluded to throughout the study, the colonial state
preceded and was the basis of the post-colonial state in Africa. In Namibia, from the
early years of colonialism, the existence and expansion of education has been dependent
on state funding. This was crucial, as the colonial regimes perceived education of the
colonized as potentially a threat to their agenda and establishment, but also, most
importantly, as an instrument to further specific colonial goals and objectives. “Initially,
education for Black Namibians was justified in terms of its vocational utility. For the
most part, its task was to prepare people for the specific jobs that German and then South
African rule required” (Ministry of Education and Culture, 1993, p. 2). The
manifestations of dominance, subjugation and divisions are clear in the colonial state and
in its crisis-ridden education, which reproduces inequalities. The colonizer practiced a
policy of ethnic and racial “separate development” (apartheid) which culminated in the

establishment of “homelands” Bantustans for most Namibians. For the majority of the
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indigenous population of Namibia this policy became a policy of deprivation, social and
economic injustice, political suppression, persecution and, for many, legal prosecution.
Discrepancies between Black and White in the fields of education, medical care, social
services, and others contributed to severe disadvantages for the majority of the Black
population (Tottermeyer 1991, p. 3). Class differences predominantly based on region,
ethnic, and racial criteria consequently still characterize Namibian society.

In considering the African colonial state in comparison with the broader universe
of imperial formations, Rothchild and Chazan (1988, p. 41) reflect on three major
specific features that stand out: Firstly, the conquest of Africa was much more
competitive than that in any other major region. In Africa the scramble was concentrated
and intense, and in many areas involved multiple competitors for given territory.
Secondly, the colonial state-building venture in Africa included in most areas a far more
elaborate and comprehensive cultural project than was the rule in Asia or the Middle East
(although the new world was comparable). Racialist ideas were much more ideologically
elaborated than they had been in earlier centuries at the time of African colonial
occupation. The European ruling class had a more pronounced conviction of its own
cultural, biological, and technological superiority, and held a more systematically
negative view of the Africans. Africa was a tabula rasa (except for Islamic areas), a
fitting field for the surge of evangelical energy welling up in the Christian Churches. The
disposition to remake African society was less pronounced on the part of the British than
the others, but it was present in all. Thirdly, colonial expansion in Africa occurred at a
historical moment when European states were far more comprehensive and elaborated

than was the case in earlier centuries. There was, of course, a deepening of the colonial
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state in Asia in tandem with the elaboration of the state at home. But this proceeded by
degrees, and lacked the intensity of first encounter, which characterized colonial state
building in Africa (Rothchild and Chazan 1988, p. 40).

According to Young’s discussion, given vast differences in the historical
development of the modern state in Europe and North America, in comparison with Sub-
Saharan Africa, the perspectives and theoretical constructs developed for analyzing the
state in the former areas are not always applicable to the analysis of the contemporary or
colonial African state. Nevertheless, a discussion of theories of state is necessary and
instructive given the fact that colonial African states as “superstructures” were European
imports.

Therefore, considering all these observations as indicated in this chapter, the state
(colonial and post-colonial), in spite of its premier position in the policy process, was not
totally autonomous. It encountered pressure from interest groups (socio-economic
classes, ethnic regional and religious), and was limited by the realities of the domestic
and international economic structures. Certainly the presumption of the perennial aspect
permeates reason of state. Exceptional features of the African colonial state, arising from
the exigencies of its own reproduction, produced a singularly difficult legacy for the
postcolonial state.

Postcolonial State

The theoretical model of postcolonial analysis has been extended, as issues of
ethnicity, gender and social class, have moved center stage. Whether informed by or in
opposition to colonial discourse theory, critical and historical inquiry has begun to focus

on the material fabric of postcolonial societies, in which the memory and the legacy of
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the colonial encounter interact with other elements (Fhlathuin 1989, p. 1). Colonizer and
colonized are fixed in a relationship of dependency and inequality. Scholars from a
variety of perspectives and approaches have converged in describing African states in
such terms as “fictive states” (Sandbrook 1985), “quasi-states™ (Jackson, 1990) “shadow
states” (Cruise O’Brien, 1991). The African state as a category might also be described
as a “personalized state” in the sense that it has been characterized by paternalistic forms
of government shaped by the personality of one key individual player (Jackson and
Rosenberg 1982a). The phenomenon of the personalization of the state must also be
closely linked to various other characteristics of African states.

Expansion of education and the growth of the state sector at independence were
particularly remarkable features of the African state, as more and more people were
absorbed into the state apparatus as a strategy to maintain political support.
Consequently, schools were built to provide access in order to fulfill the state promise of
education for all. Brock-Utne (2000, p. 20), for example, explains that “increased
primary school enrolment was one of the direct results of a significant development in
post independence Africa.” Post colonial African states have also, almost universally
though again to varying degrees, exhibited the characteristics that have earned them the
label of ‘prebental’ or ‘rentier’ states, referring to a means of allocating resources
collectively to a group (at times identified as a “ruling class” or “ruling alliance”) with
preferential access to the state. The particular forms of prebentalism that have
characterized African states have left them permeated by clientelistic networks, in which
patrons reward clients with positions that can be converted into sources of private

accumulations (Joseph, 1987). This strategy can also serve the interest of facilitating the
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consolidation of power of a regime and hence of maintaining political stability for a
period of time. As a result of this process, however, the very exercise of state power
inhibits economic growth, and thus the state eventually undercuts the very basis of its
own survival.

Two aspects summarize the history of Africa since independence. These are “the
search for political stability” and “the search for economic development.” The state in
sub-Saharan post-colonial Africa as parasite, as predator, even as vampire: such language
emerged in article and book titles around 1990 and dots the current literature. The French
scholar Jean-Francois Bayart touched a common metaphoric nerve most deeply with his
1989 book about “Politics of the Belly.” The mainstream reveals a good deal about the
birth of the independent African state, and the mixed signals about its current health. The
colonial system had used the weapon of racism effectively to keep Black Africans at the
bottom of the ladder of development politically, economically, and socially. The post-
colonial state has been variously described as an instrument of the international
bourgeoisie, thus a dependent formation (Leys, 1975; Mandaza, 1986); a tool of the
ruling political classes and the bureaucratic/administrative bourgeoisie (Shivji, 1980); a
“predator” or piranha feeding off societal elements; an organization for prebendal,
patrimonial and patron-clientilist relations; a tool for militarized and ethnic/kinship-type
modes of economic surplus extraction; and an extractor of obeisance from the mass
publics, the extreme cases of which has given rise to that monstrosity Mobutu in former
Zaire, Houphuet Boigney in Ivory Coast, and Bokassa in Central African Republic
(Callaghy, 1990; Chazan, 1988; Herbst, 1992). Further, the post-colonial state has been

defined, variously, as a relatively autonomous entity, or a site/theater in which ethnic and
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class conflicts play out, and or resolve themselves (Herbst, 1990; Hyden, 1990, 1992;
Sachikonye, 1986); and as a connective link in the hierarchicalized global division of
labor (Wallerstein, 1974, 1979, 1988, 1995; Balibar, 1995). State managers play key
roles in organizing and directing the economies of social reproduction and accumulation,
and consequently the elaboration of identities and consciousness of the population.

It is a matter of argument whether after liberation/independence the triumphant
nationalist fully appreciated, at first, the immensity of the prevalent problems and that the
struggle to find solutions to them was going to prove more difficult and more long lasting
than the campaign against the colonial masters. At independence, the newly established
African governments, including Namibia at her independence in 1990, adopted
democratic processes and, as such, constitutionalism and democratic principles were to
be the guidelines. However, with the handing over of power, constitutionalism came to
be generally something that had to be centered on the relationship between power and
law. The post colonial state had to reflect commitment to good government principles
and rules, but in reality the very constitutions which provided the framework for
democratic processes were soon destroyed or violently abrogated by elected presidents
who became dictators, and by military personnel. This has had some impact on the
features and character of the post-colonial state in Africa’s development (Zvogbo 1997,
p. 8). In Namibia for example, the ruling party amended the constitution for the
incumbent president to run for president for a third term. This sent shock waves both
nationally and internationally, but again it represents the concept of personalized rule.

The state is not synonymous with government, although in the developing world,

particularly in Africa, the two are often treated as one by politicians. The difference
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between the state and government is a distinction that should be made clear from the
beginning. The state includes all infrastructures often referred to as superstructure. The
state is much larger than government. Government is what administers the state and
includes branches of the Judiciary, the Executive, and the Legislature i.e. the law courts,
cabinet and parliament. The government acts to mediate between the state and its
subjects and operates by using the apparatuses of the state. Any party and the
government have limited life spans. In a democracy, the life span of a government
usually extends to two parliaments or two elected bodies. In most of the African states,
the life of government is unlimited as there are no easy means of changing governments
because of dictatorial political leaders and their ruling parties. The state, on the other
hand, is supposedly permanent and not subject to the rise and fall of any political party
from power.

It can logically be argued that the political parties in Africa have not yet
understood that they cannot be states and that, at best, they can only be parties in
government and not the entirety of government itself. This inherent (political party equal
to government and state) misconception in African political parties has contributed to
poor governance which is party-centered, instead of good governance which is state-
centered, and some of the consequential problems which prevail across the social fabric
of African countries today. The point of this study is that the nature of state and
government in Africa determines the nature of national policies and programs that
emerge and the delivery of services to the people.

The theories and characteristics of states are necessary to understanding the way

states in Africa have evolved, how they operate and in particular how they plan and
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deliver services to the people. They help me to explain the philosophies that guide states
in planning and implementing educational services and the rationale behind those
services. Throughout the study I examine and discuss the link between the state and
education. The post-colonial state inherited the weaknesses of the colonial state and thus
perpetuates inequitable distributions of virtually all services to the population. Theory
and data show that the cultural, constitutional, and economical weakness of the state is
directly attributed to the acute lack of resources, capacity, and legitimacy. Bayard argues
that “In Africa as elsewhere, the state is a major manufacturer of inequality. The
‘development,” which it boagtﬁllly claims to promote, and in whose name it attempts to
ban political competition and social protest, plays its part in this process (Bayard 1993, p.
60). The colonial African state failed to deliver per the aspirations and expectations of
people or perhaps failed to fulfill its obligations. Thus, it turn to patrimonialism (at both
individual and group level), which in turn accentuates ethnicity on which basis groups
compete for VOICE, in political and economic state arenas. The patrimonial framework
encompasses the concept of clientilism, a system of decision making that is based on an
exchange of substantive favors, legal privilege, or protection from punishment among
political actors. The patrimonial state, whether in its populist stage or a rigorously
authoritarian manifestation, relies on corporatist forms of organization to ensure the
dominant position of the state over society. It has been defined by Roett (1992, p. 35) in
the following way:

A system of interest representation in which the constituent units are

organized into a limited number of singular, compulsory, noncompetitive,

hierarchically ordered and functionally differentiated categories,

recognized or licensed (if not created) by the state and granted a deliberate
representational monopoly within their respective categories in exchange
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for observing certain controls on their selection of leaders and articulation
of demands and supports.

The term ‘patrimonial state,’ as used by Roett, is more appropriate, I believe,
because it conveys a more comprehensive image of politics and society as they are found
in Namibia today. The term has the advantage of focusing on the national political
system and its continuation over time. Control and domination are essential ingredients
of the actions of the patrimonial state. The weakness of state is not just constitutional and
cultural but more so economical, whereby it lacks resources, expertise and capacity then
turns to patrimonialism.

It is not that the leaders or elite who control the state are reluctant to offer
education to all or provide education equally to all, but the issues of lack of capacity in
infrastructure, capital, and resources limit the state from equal distribution of services to
all. The theories of ethnicity will expound the social, economic, political and
philosophical complications and clarifications.

Theories of Ethnicity in the Ideology of the State

As has been indicated earlier in the study, state, ethnicity, educational inequalities
and societal social stratification were the key concepts in the formulation of this study. In
order to grasp the dynamics of socio-economic, political and cultural interactional
processes incarnated in the materialization of the ethno-tribal creed, it is necessary to
have explanatory theories that deal with issues and questions related to ethnic identity
and how it is generated and shaped. There emerged in recent decades a number of
theoretical attempts dealing with different dimensions of societal issues related to ethnic

interactions, stratification, and identity.
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Theories of ethnicity are not, however, homogenous; one may divide them into
two contrasting schools of thought: the primordialist and the modernist schools. While
the modernist school argues that ethnic groups will disappear with modernization, the
primordialist school believes that ethnic groups are based on primordial sentiments of
solidarity that continue into modern and post-modern eras. Between the primordialist
and the modernist schools of thoughts is the “perenialist” school, also called
instrumentalist or situationalist. It perceives ethnic groups as based on “social” human
characteristics, but they are perennial (Lema, 1993, p. 22). 1 understand him as referring
to ethnic groups as everlasting.

Against this theoretical diversity, one notices that underlying much of the
confusion in ethnicity studies is the absence of a commonly accepted definition of the
concept of ethnic group among scholars. Each one of the scholars has made their own
definition of the concept in accordance with their own ideological and theoretical
perspectives. The concept of ethnicity is wide and substantially addressed by various
scholars. Shils (1957), who is among the scholars advocating the primordialistic
position, defined ethnic attachment as most commonly arising from ties of blood and
shared common territory. He argues that

Ethnicity, ethnic identity is perceived as a primary bond; it expresses the

original primitive solidarity with those one is related to in kinship, ties of

blood, language, religion, customs, etc. In other words, territorial bonds,
kinship ties and value systems form the central basis for ethnic integration.

Ethnicity for the primordialist becomes then a matter of natural nearness

that creates social ties, rather than a matter of social interaction that

creates primary nearness and bonds.

The subject of contention between the primordialist and the perenialist schools is

whether an ethnic group should be defined objectively through a number of social criteria
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or subjectively by its members. While the primordialist school, with an objective
definition, interprets ethnicity (ethnic identity) as a primary sentiment of solidarity, the
perenialist school defines it subjectively, looking at ethnicity as a transitional
phenomenon, situationally expressed. Discussing the differences between the two
approaches, Isajiw (1974, p. 115) noticed that

In contrast to the objective approach by which ethnic groups are assumed

to be existing as it were “out there” as a real phenomenon, the subjective

approach defines ethnicity as a process by which individuals either

identify themselves as being different from others or belonging to a

different group or are identified as different by others.

Although there is a divergence of views, a critical analysis of the main ideas
advanced by the two schools indicates that they are not completely incompatible. There
are in fact advantages of fusing them into a composite definition. For example, both
positions emphasize the importance of culture in the understanding of an ethnic group.
They share the view that ethnic groups are cultural groups that can be defined in different
ways.

As I understand it, ethnic group identity is not a question of either/or, it is a
transfer/transient phenomenon. Taking that position, my approach becomes a composite
one combining both primordial and the modemnist definitions. This view, particularly as
expressed in the works of Peterson-Royce (1982) and Horowitz (1985), influenced much
of the analysis in this study. Horowitz’s (1985, p. 64-70) conceptual abstraction of short
and long term changes of ethnic identity as a question of widening ethnic group
boundaries through assimilation and differentiation is an idea that I refer to.

In this interpretation the change of ethnic identity in terms of assimilation can be

seen as a process of amalgamation or incorporation. The colonial state in Namibia used
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this strategy to divide the people. For example, the Ovahimba and Ovaherero became
two separate groups, and the different San groups were all lumped together under the
name Bushman. The Ovankhumbi, who are not recognized as one of the Namibia’s
authentic ethnic group but are lumped together with other larger groups, although they
practice their own culture and speak their own language, are clear manifestations of the
misappropriation or misapprehension of ethnicity. Lema (1993, p. 24:) discloses,
“Ethnic identity change may also occur in the shape of differentiation or proliferation. A
change of ethnic identity through differentiation means that a group is divided into its
component parts.” That is the situation for the majority of socio-cultural groups in post-
colonial African states. Ethnic proliferation, however, refers to a new group that arises
without its parent group, or to a group losing its identity. In Horowitz’s view these are
the processes erasing boundaries between ethnic groups and creating new identities.
Ethnic groups are also typically class stratified and the class identities of a
group’s member cut across their ethnic identity. “Current historical discourse suggests
that much of the processes involved in the evolution of collective identities cohere around
two organizing principles: class and ethnicity. Both are significantly shaped and defined
by the state which serves as a primary arena for social interactions” (Lema, 1993, p. 24).
As advanced in the preceding analysis/discussion, the ethnic marking, the ethnic
management, and the adoption of the ethnic based collective identities took place both in

the colonial and post-colonial state and were orchestrated by the state apparatus.
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General

Ethnic issues are becoming increasingly prominent both in the United States and
around the world (Masao Jiobu 1990, p. vii). That may be a strong assertion, but
impressionistically, at least, it encompasses events such as the minority - majority
conflicts in the United States, Armenian conflicts in the Soviet Union, the Basque
conflicts in Spain, the Hutu — Tutsi conflicts in Burundi-Rwanda, and the discrimination
of the San in southern Africa. Several far flung place<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>