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1. Introduction

What does multiculturalism mean in a postcolonial state? How are multicultur-
alism and citizen status interconnected in this state framework? These questions
are the starting point of the present study. Multiculturalism is a term designat-
ing a politically regulated coexistence of people with different affiliations, lan-
guages and religions, while the concept of citizen status refers to the relationship
between individuals and the state. Based on an ethnographicanalysis, the study
aims to generate new insights on how multicultural policy-making functions in a
postcolonial state and how the integration of individuals into such collectives is
conceptualised.

Political scientists and anthropologists initially drew attention to the issue of
multiculturalism with their conclusion that the multiethnic composition of the
population potentially constitutes a problem for nation-states (Chatterjee 1993;
Eriksen 1998; Hefner 2001; Mamdani 1996). This problem has to do with the
prevailing definition of the nation-state in Europe. Benedict Anderson describes
the European nation-state as an “imagined political community – and imagined
as both inherently limited and sovereign” (Anderson 2006 [1983]: 6) and under-
stands community “regardless of the actual inequality and exploitation ( . . . ) as
a deep, horizontal comradeship” (Anderson 2006 [1983]: 7).Contrary to Ander-
son’s open wording, the political ideologies of the nation-state refers to equality
mostly in ethnic or cultural terms. The failures of ethnic-national policies have led
to millions of deaths, not only during both World Wars, but also in other wars in
Europe(Anderson 1996: 17) as well as Africa, Asia, the Middle East and South
America (Chatterjee 1993: 3). According to the monoethnic cultural ideology of
the European nation-state, a multiethnic composition of the population in a state
thus constitutes a standard problem.

In “Nation and its Fragments”, Partha Chatterjee (1993: 5) states with re-
gard to the construction of the Indian state that the notionsand realisations of
the nation-state in Asia and Africa are highly creative. According to Chatterjee,
these construction do not start with the European concept ofthe “national soci-
ety” nor do they correspond to its “modular forms” (Anderson2006 [1983]), they
rather constitute themselves in contrast to these concepts. Robert Hefner draws
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on Chatterjee’s appeal for a separate analysis of postcolonial nation-building. He
introduces his political and anthropological analysis of Malaysia and Singapore
that “the problem of plurality in respect to citizenship anddemocracy has, since
the 1990s, been taken seriously beyond the western world, “ .. . unless we were
to give up the dream of democratization in these countries entirely . . . ” (Hefner
2001: 2). In an article on multiculturalism and CitizenshipEducation in India, T.
K. Oommen writes that “Contemporary multiculturalism recognizes the fact that
cultural homogenisation launched by the project of the nation-state has failed and
that cultural hegemonization is not plausible anymore.” (Oommen 2005: 338). It
can be assumed from these anthropological perspectives (see also Baumann, Ver-
tovec 2011; Bennett 1998; Rosaldo 2003) that postcolonial states incorporate the
ethnical differences of the population in their own characteristic way.

Can we now assume that – in contrast to the European concept ofthe mo-
noethnic nation-state, in which multiethnicity, somewhatexaggeratedly, is a cri-
sis to come to terms with – postcolonial states emanate from and anticipate the
ethno-cultural diversity of the population? The aim of thisstudy is to explore
the assumption behind this question and understand its relevance with an ethno-
graphic analysis in a postcolonial state, whose populationwas multiethnic from
the very beginning.

The Republic of Mauritius, a 1,860 km2 large island nation located approx-
imately 900km to the east of Madagascar in the Indian Ocean, was selected for
the empirical analysis because its history of colonial settlement resulted in an eth-
nically, linguistically and religiously diverse population. The volcanic island of
Mauritius was endowed with rich plant and animal life due to the subtropical cli-
mate, but initially did not have a native population. Arab seamen called the island
Dina-Arobi (Teelock 2001: 23, 47), and Portuguese seamen called the island Ilha
do Cirne in the 16th century (Toussaint 1936: 1). Upon his first landing in 1589,
the Dutch admiral Warwyck named the island after the Prince Maurice of Nassau.
Starting in the 17th century, Mauritius was settled by Dutch and French colonists
as well as African slaves. As of the second half of the 19th century under British
colonial rule, Indentured Labourers from India (see Potts 1988), in particular, as
well as Indian-Muslim and Chinese merchants immigrated to the island. Nowa-
days the population amounts to approximately 1.3 million and stands out with its
very heterogeneous origins.

The population has accordingly diversified religious affiliations. Somewhat
more than 50 percent of the population is Hindu, nearly 30 percent Catholic,
around 17 percent Muslim and two percent Buddhist (see Ng Tseung-Wong,
Verkuyten 2015). The linguistic situation also reflects this diversity. Creole is the
everyday language, while French still has an important position in the media, in
intellectual life and in the public sphere. The older and rural Indo-Mauritian pop-
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ulation speaks Bhojpuri along with Creole. Without being the official national
language, English is according to Article 49 of the Mauritian Constitution the of-
ficial language of the National Assembly, “but any member mayaddress the chair
in French” (Favoreu 1993: 120).

This field of investigation is of particular interest for issues of multicultur-
alism, because the political history of Mauritius has been more or less peaceful
despite the ethnically, religiously and linguistically diverse settlement during the
colonial era, the resulting oppression, the racially defined differences in social
status and several short periods of unrest and protest. The analysis of Political
processes is therefore also of political significance, because in postcolonial states,
as the anthropologist Jean and John Comaroff (2006) revealed for South Africa,
some general social and national developments occurring inthe western world
manifest themselves with particular severity. In their view, social contrasts and
state authority are particularly pronounced in postcolonial societies. When post-
colonial nation-states represent new and relevant developments in national soci-
eties, we can expect multiculturalism to be particularly pronounced or complex
in Mauritius and the management of multiculturalism thus tobe diverse and so-
phisticated. An analysis of multiculturalism in Mauritiusthus promises to be an
exciting heuristic experiment.

1.1. The introduction of the school subject “citizenship education” as
the empirical focus

When I began this research in Mauritius more than 15 years ago, the introduc-
tion of citizenship education was a current part of a comprehensive school reform
(2000–2005). I became involved with the empirical analysisof this education pol-
icy process (Waldis 2003) as a multicultural policy project.

At the time of the school reform, citizenship education was akey issue be-
cause it was also being debated on the global level due to the adoption of the
International Convention on the Rights of the Child (1989) and the UNESCO Ac-
tion Plan for Human Rights (1993) Children’s Rights, among other things. Reg-
ular public and academic debates on the necessity of citizenship education fol-
lowed the UN-initiatives. International and national expert committees lamented
the lacking political participation of the public and showed concerns over the con-
sequences of increasing cultural diversity. They therefore recommended civic and
political education as an adequate means of overcoming the developments, which
were considered alarming. In France, for example, these discussions resulted in
the report “L’éducation civique aujourd’hui” (Civic Education Today) published
by the Comité national des programmes (National Programs Committee) (1993)
and in England the “Crick Report Education for Citizenship and the Teaching
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of Democracy in Schools” in 1998. Against this background, school curricula
and programmes were elaborated and adopted in both countries (Starkey 2000;
Starkey, Osler 2002, 2005), which aimed to counteract the lack of civic and polit-
ical education and address social diversity with a common national framework.

In addition to the political motives to strengthen citizenship education, re-
search on youths also revealed a lack of knowledge of civic issues. For example,
regularly conducted pedagogical analyses (Torney-Purta et al. 2001, 2002, 2011)
of civic and political education in nearly 30 countries (in Europe, America, Asia
and Australia) showed that youths only have partial knowledge of government and
society.

Mauritius also drew on these international political and academic debates
when introducing citizenship education, not least becauseinternational commit-
tees also supported the enhancement of the school subject. Three initiatives of
UN organisations were relevant for citizenship education in Mauritius and edu-
cationalists at the Mauritius Institute of Education (MIE)seized the theme. The
researchers translated the programmes as potential approaches for curriculum de-
velopment to the Mauritian context at the end of the 1990s. “Teachers and Inter-
cultural Education in Mauritius” of the International Bureau of Education of UN-
ESCO (Guruvadoo et al. 1994) is an intercultural approach based on the concept
of the fixed ethnic demarcation of the constitutional article regarding the popu-
lation of Mauritius and conceives intercultural educationas a means to reach a
commonly accepted denominator between the different cultural groups. “Educa-
tion for Development” of UNICEF is a development policy approach (MIE 1999).
It treats ethnicity as negligible and focusses on social equality of opportunities and
social development as a cross-sectional curricular topic.“Living values” of UN-
ESCO (Bauhadoor 2001; Ramdoyal 2001) is a value-oriented approach and com-
piles a consensus-oriented list of core values for the curriculum with consideration
to the politically dominant construction of the Indo-Mauritian nationalist diaspora
ethnicity. There is a fourth initiative outside the MIE. TheMauritian section of
Amnesty International (2000) elaborated “Education for Freedom” and taught the
programme at secondary schools. The four programmes stood for potential ide-
ological orientations in the elaboration of the programme and the curriculum for
citizenship education as part of the 2000–2005 education reform.

1.1.1. “Citizenship education” as an anthropological object of research

In English-speaking educational contexts, citizenship education refers to the
school subject, which is called Éducation à la Citoyenneté or Éducation Civique
in French. In terms of content, the school subject comprisesin both the English
and French-language context the transmission of knowledgeand skills for act-
ing as future citizens of the state (Lee et al. 2004; Schiffauer et al. 2002; Starkey
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2000; Waldis 2005). The concept of citizenship education, broadly defined here,
can designate both the school subject as well as “political socialisation” and “civic
education”.

In classic anthropological studies, a state education project such as the in-
troduction of citizenship education is generally a means ofstrengthening bonds
between individuals and the nation. In anthropological research on nationalism
(Anderson 2006 [1983]; Gellner 1983) as well as in anthropological Educational
research (Levinson 2011) it means “nation-building”. These anthropological stud-
ies present vague notions of how national education functions and by what means
bonds between individuals and the nation should strengthen. According to Ander-
son (2006: 67) in the 19th century in Europe, the “national-print-languages” were
of central importance to promote the idea of a national community. According to
Ernest Gellner (1983: 48) school creates a “national consciousness”, in particu-
lar by conveying reading and writing skills. In Véronique Bénéï’s view (2005: 8),
public education creates a very general “homogenous culture”, while according
to Bradley Levinson (2011: 280) both education in general aswell as citizenship
education in particular fosters a bond with the nation. Thus, the purpose of edu-
cation appears to be nationalistic, it aims at binding youngpeople to the ideology
of the state.

At least in analytical terms, we can distinguish between thenation and state
with regard to the purpose of education. According to Amy Stambach and Zolani
Ngwame (2011: 301) education about the nation conveys “hegemonic forms of
social organization”, whereby the focus is on social organisation and the aspect of
power in the state. The knowledge conveyed about the nation serves to acquaint
people with the nationally justified stratification within the state. Like Levinson,
Oommen assumes that every form of education is essentially citizenship educa-
tion, but in contrast to Levinson he specifies civic values asthe ideology, which
is behind the “bundle of rights and obligations” of the citizen status embedded in
law (Oommen 2005: 334). Thus, Oommen draws a distinction between national
ideology and the legal framework of the state.

Werner Schiffauer, Gerd Baumann, Riva Kastoryano und Steven Vertovec
(2002: 2 et seq.) also define the purpose of political socialisation in their study
carried out in Germany, France, the Netherlands and Great Britain in an equally
differentiating manner, without completely separating both areas though. They
understand citizenship eduation as the transmission of fundamental rules for civil
conduct in society, the transmission of skills for dealing with administrative and
state institutions as well as the transmission of a nationalself-perception. While
the latter aim clearly emphasises the bonds with the nation and the intermediate
aim of acting within the administrative and institutional structures of the state, the
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fundamental rules for civil conduct refer to the state and nation, because the rules
of conduct in the state vary depending on the understanding of the nation.

Based on the analysis of Schiffauer and his colleagues, a second terminolog-
ical specification is made in addition to the analytical differentiation between the
nation and state. The term “nation-building” is appropriate, when national ideol-
ogy is concerned, but is imprecise for two reasons. It is uncertain, on the one hand,
what happens to the bond with the state and, on the other hand,what bond means.

For Schiffauer and his colleagues (2002) political socialisation means cre-
ating “nation-specific, ‘styles’ of participation and identification which produce
inclusiveness” (2002: 3). Both terms “participation in” and “identification with”
the state are key concepts for the affiliation with the state,as described by John
Crowley (1999) and Nira Yuval Davis (2005). These authors describe the affilia-
tion with the state as individual ly acquired (individual and collective narratives
of self and others, presentation and labelling, Yuval Davis2005) and as meaning-
ful references to the state (substantive meaning; social construction of belonging
that make it (membership) meaningful, Crowley (1999: 34; 38). Participation con-
sists of experiences, which lead to “individual appropriations” or stem from them.
Identification means being able to create an individually “meaningful reference”.
Political education thus strives for an “individual appropriation” of the state and
the creation of a “meaningful reference” to the state. When the state intends to in-
tegrate pupils by political education, it creates in fact an“offer of affiliation with
the state”.

The concept of affiliation with the state, based on participation and identifica-
tion, refers to a situation when the administrative-institutional state is paramount
and when an analytical distinction exists between the stateand the nation. In con-
trast to “nation-building” the concept of affiliation allows for a substantive defi-
nition of the education policy demands of citizenship education, which grasps in
more precise terms the shift of the citizen status related torights and obligations
to the individual feeling of national solidarity from an individual perspective. It
also simultaneously facilitates the extension of the formal citizen status to a more
broadly defined, general civic behaviour of all persons, regardless of their citizen
status in the state of residence.

1.1.2. The political process surrounding the introductionof citizenship
education in Mauritius

The introduction of citizenship education was a rather controversial policy issue
in Mauritius. A first attempt to integrate the school subjectinto the curriculum re-
sulted in an election defeat for the governing coalition in 1986 (Carpooran 2003;
Selvon 2001). The government proposed that the (primarily Creole) children, who
did not learn an Asian or Indian language, should take a newlycreated school
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subject called Cultures and Civilisations of Mauritius (CCM). After educational-
ists, politicians and the Mauritian Examination Syndicateas well as the Mahatma
Gandhi Institute (Carpooran 2003: 168) asserted their opinion that CCM is not
an alternative to the Indian and Asian languages and political fears emerged that
CCM could even displace Asian language instruction, the project was suspended.
The second attempt to introduce citizenship education during the governmental
term 2000–2005, which the present study deals with, was onlypartially success-
ful. It was ultimately a third government, which integratedthe school subject in
its current form into the primary and secondary school curriculum in 2008. Nev-
ertheless, the partial success in the negotiation process of the 2000–2005 gov-
ernment, a coalition consisting of the Mouvement Socialiste Mauricien (MSM –
Mauritian Socialist Movement) and the Mouvement Militant Mauricien (MMM –
Mauritian Militant Movement), is interesting from an analytical perspective. The
controversial political negotiations between the government coalition, the politi-
cal opposition (Parti Travailliste – PTr – Worker’s Party),the different ethnically
oriented teachers unions and the education experts regarding the school subject,
its content and the type of instruction enable us to present particularly clearly the
two most important positions on multiculturalism on the basis of the affiliation of-
fer of Citizenship Education. They allow us to show that – similarly to 1986 – the
introduction of citizenship education is particularly politically explosive because
its implementation put Mauritian ethno-religious nationalism (Eisenlohr 2006) to
the test due to the perspective on the nation applied by the MMM.

Between 2000 and 2005 the Mauritian Education Ministry was under the
responsibility of the originally Marxist-oriented Mouvement Militant Mauricien
(MMM – Mauritian Militant Movement). Since independence in1968, this party
has been fighting for the public recognition of the Creole language and against
ethnic fragmentation (Eriksen 1998). The ministerial project set three main ob-
jectives for the citizenship education curriculum: “The first theme encompasses
the rights and responsibilities of the child growing up in a democratic state. The
second theme seeks to develop in the child an understanding and an appreciation
of his natural environment and to foster in him the desire to protect it. The third
component seeks to foster in the child an understanding and an appreciation of
his multicultural heritage, whilst emphasising the key values that promote a sense
of national belonging and solidarity” (Ministry of Education and Scientific Re-
search (MESR), Section Citizenship Education 2001a). Briefly paraphrased, the
goals of citizenship education in the project of the Mauritian Education Ministry
firstly comprise the rights and obligations of citizens and secondly ecology. Only
the third goal pertains to fostering an understanding for and appreciation of the
multicultural heritage of Mauritius and is thus of equal value to the promotion of
national affiliation and solidarity.
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1.2. The anthropological research on Mauritian multiethnicity

The social and political life together in multi- or polyethnic Mauritius, which
locally may also mean multi-religious and multi-linguistic, has been an anthro-
pological object of study since the 1950s. Over decades, different approaches
explaining how the multiethnic Mauritian society functions have been applied
and developed. Anthropological analyses of national ideology and governmental
policy-making processes, which were the subject of debate during the citizenship
education project, did not emerge until the turn of the millennium.

In the 1950s, Burton Benedict (1965, 1962) discussed the “plural society” ap-
proach developed for Indonesian colonial society with regard to Mauritius. From
an evolutionary, Euro-centric and paternalistic standpoint this approach assumes
an ethnically segregated division of labour without the internal social and political
cohesion of the colonial society (Furnivall 1938). Benedict (1965: 22 et seq.) con-
cluded that this theory does not apply to Mauritius, becausethe ethnic groups are
not segregated, rather incorporated. The author preferreda functionalist approach
and he analysed which role ethnicity fulfils in the economic,political, religious
and social structures of the society.

Conventional anthropological research on ethnic categorisations ever since
Fredrik Barth’s introduction to “Ethnic Groups and Boundaries” (1967) resulted in
Mauritius in the approach which Hubert Gerbeau and Marina Carter (1994: 124)
define as “scientific communitarianism”. Drawing on this approach both authors
describe the subtly defined multicultural composition of the participating persons
in all important national projects, regardless whether it is the independence pro-
cess or parliamentary elections. There are no precise rulesfor the composition of a
“scientific communitarianism”. However, the authors arrive at the conclusion that
no political majorities exist in Mauritius without a balanced composition, which
meticulously takes into account as many political, ethnic and demographic de-
velopments as possible. The result of this is a broadly supported state policy of
recognition of different ethnic groups, which counteractsthe hegemonic tenden-
cies of individual ethnic groups – a mechanism called “communalism” in Mauri-
tius and India (Oodiah 1988). In the first of the two most important anthropologi-
cal approaches to Mauritian nationalism, the aspect of limited power of individual
ethnic groups by means of “scientific communitarianism” is of importance. In his
analysis, Thomas Eriksen (1991: 7) designates Mauritius asa “modern” nation-
state “since their citizens are to a great extent integratedinto the shared organi-
sational and cultural idioms of the state and the capitalistmarket” (Eriksen 1991:
7). Eriksen describes the postcolonial Mauritian state as a“multicultural nation-
state” with a “supra-ethnic” national ideology, which guarantees “formal justice
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and equal rights for all” (Eriksen 2010: 144). According to this line of argument,
Mauritius is a multicultural state.

Around the turn of the century, Issa Asgarally (1997), Suzanne Chazan-Gillig
(2001) and Jocelyn Chan Low (2004) applied “historical social critic” approaches
to the analysis of the Mauritian state and society. According to these approaches,
the balance of power between the different population groups at that time – in
contrast to ethno-national explanatory approaches – is a consequence of the social
conditions during the Mauritian colonial era. In Chazan-Gillig’s view (2004) the
most important internal social division in the Mauritian (colonial) society runs, in
very brief terms, between the “general population”, which can be traced back to
the plantation society grouped in social categories, and the Indo-Mauritian pop-
ulation, for whom an ethnically influenced model of Political culture is decisive.
For Chan Low (2004) “creoleness” is a general hybridisationprinciple and not
an ethnic designation. These explanatory approaches from asocial science per-
spective regarding the social and historical balances of power remained in the
minority, even in scientific debates, due to the dominant political instrumentalisa-
tion of multiethnicity. Further extensions of these socialcritique approaches are
gender-oriented research on poverty and exclusion (Gill 2012), economic class
analyses of the free-trade zones (Neveling 2015) and analyses of governmental
and Political processes (Ulriksen 2012; Hirschmann 2015).

Indo-Mauritian nationalism – in which ethnic identity and nationalism re-
duced to a simple denominator (Eriksen 2013: 286) are understood as the autho-
rised version of culture – has been increasingly dominatinggovernmental policy-
making since independence in 1968. It refers to the logic of alinguistic, religious
diaspora ethnicity, as fittingly described by Patrick Eisenlohr (2006) inLittle In-
dia, the second main anthropological approach to the analysis of Mauritian na-
tionalism. The construction of “ethno-religious diasporas” of the different Indo-
Mauritian groups (Eisenlohr 2006, 2007) is based in particular on the religion and
language policy of the Hindu associations which are prominent in state affairs.
The “Indo-Mauritian nationalism” legitimates itself alsoby the political relevance
of the kinsman-based Indo-Mauritian “caste system”, as demonstrated by Pavi-
tranand Ramhota and Suzanne Chazan-Gillig (2009). In very general terms, the
Mauritian state works with the notions of “ethnic compromise” and “pluralism”
according to Eisenlohr (2007: 969) and the idea of the nationresults from the
“effects of the successive appropriations, rejections, and recastings of publicly
circulating discourses about the nation” (Eisenlohr 2007:969).

However, the ethno-religious diaspora formation of Indo-Mauritian national-
ism concerns not only Indo-Mauritian population groups. Through political mea-
sures, the wings affiliated with Indo-Mauritian nationalism within the different
parties forming government coalitions create an ethno-religious diaspora group
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for the Creole population corresponding to Indo-Mauritiannationalism. The stud-
ies conducted by Rosabelle Boswell (2006) and Sandra Carmignani (2011) thor-
oughly document this Political process of ethno-religiousdiaspora formation for
the Creole population. Other studies (Jeffery 2011; Owodally 2011; Eisenlohr
2012) show how the group formation policies work for the population of the Cha-
gos Islands or the Islamic minority in Mauritius.

Throughout political processes, the Indo-Mauritian political elite and the Cre-
ole “postcolonial intellectuals” or “political activists” have opposed one another
since independence (Eisenlohr 2007: 975). The Political process between “Cre-
oles” and “Indo-Mauritians” has become the “struggle” for the “symbolic dom-
ination over the nation” (Eisenlohr 2007: 969): The “postcolonial intellectuals”
and “political activists” use the Creole language, a resultof communication be-
tween French colonial rulers and the slave bpopulation, as a“linguistic ideol-
ogy” for nation-building. However, according to Eisenlohr, the Indo-Mauritian
elite does not regard Creole as the common language of a Mauritian nation, rather
as a Francophone, western claim to power. Subsequently it reacts with a language
and religious policy; in order to reduce “Creole” from a mainnational language to
an ordinary “ethnic” group designation (Eisenlohr 2007: 990). With a “Western-
Creole” and an “Oriental-multicultural” identificationalpole “of a more or less
complex identity continuum” (Hookoomsing 2009: 22), two concepts of national
community thus compete with one another in Mauritius.

1.2.1. The research questions and research approach

The two antagonistic concepts of the Mauritian nation, Indo-Mauritian and Cre-
ole nationalism, also influence the political process regarding the introduction of
citizenship education. Against this background, the studyaddresses the following
basic research questions with respect to the negotiations among the protagonists
on how citizenship education should be introduced, what it should include and
who should teach it:

What perspective on multicultural state policy is unique toboth concepts of
the nation? What kind of group boundaries do they refer to? How do they weigh
group affiliation in the collective? How do they define the place of individuals in
the Mauritian state with regard to multicultural policies?

Regarding the case study “introduction of citizenship education”, as set out by
the questions above, the school subject itself and its political and substantive ori-
entation are only of secondary interest. The school subjectis interesting, because
it enables us to analyse different approaches to multicultural policy-making, con-
sidering as research data the disputes between the protagonists of Indo-Mauritian
and Creole nationalism.
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The “introduction of citizenship education” constitutes aprocess of politi-
cal change, an approach that has become standard in educational anthropology of
the past 10 years. Thus, citizenship education (see Minana-Blasco, Arango-Vargas
2011; Oester, Kappus 2005) has become an increasingly present topic in the public
sphere and a political arena for controversial discussionsbetween interest group
representatives. Due to this development regarding policy-making and the state,
education constitutes an interface, a “privileged” site where “political and ide-
ological struggles” (Minana-Blasco, Arango-Vargas 2011:374) are carried out.
This perspective on the Political processes corresponds with the anthropological
analysis of policy-making, as developed by Cris Shore and Susan Wright (1997,
2011) in the last twenty years.

Shore and Wright’s process-oriented perspective on governmental policy fo-
cuses on the one hand, on ideological frameworks or discursive embeddedness. On
the other hand, it focuses on concrete action to implement policies (Wright und
Shore 1997: 7): it opens, on the one hand, our eyes for “fundamental organiza-
tional principles of society” as well as “implicit (and sometimes explicit) models
of society” as a basis for governance. On the other hand, it enables us to explore
the policy-making process, i.e. governance, which consists in the capacity of gov-
ernments or the persons representing them to organise actions of relevant political
actors in order to enforce public policy. This analytical separation of the ideolog-
ical construction of a state collective from action in governmental-administrative
areas also corresponds with the views of Akhil Gupta, who distinguishes between
“discursive construction of the state” and the “everyday practices of local bureau-
cracies” (Gupta 1995: 375), and Georges Balandier (1967: 36), who divides the
state into “political action” and “administrative action”.

The analytical differentiation between the discursively anchored and policy-
making perspective, as understood by Shore and Wright, extends further. Policy-
making not only creates “new networks of meanings” and “new semantic spaces”,
but also new “social spaces”, “potential relationships” (Shore, Wright 2011: 1)
and it leads us “to classify and organise people and ideas in new ways” (Shore,
Wright 2011: 3). The changes in the terminology and meaning of central polit-
ical concepts point to changes in the relevant power relationships. They refer to
processes of drawing boundaries with new ways of classifying people.

Drawing boundaries is a common and necessary procedure froman anthro-
pological perspective, both in informal everyday interactions as well as in for-
mal political processes (Baumann 1999; Blumer 1981). The analysis of boundary
drawing operates with the notion of ethnic boundaries (Barth 1967): ethnicity is
a relational category; contacts and interaction create, affirm, amplify or weaken
ethnicity as a means to draw boundaries. Ethnicity is not a property of the group,
rather it reflects the constructions and ideas of the actors and is a dynamic cre-
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ation as the result of a long-lasting communication process(Antweiler 2015; Barth
1994; Knörr 2014; Waldis 1998). Furthermore, actors instrumentalise ethnicity in
individual interactions and in Political processes. They represent ethnicity rhetor-
ically not only as provisional, rather as fixed and unchangeable (Baumann 1999:
90). Changes in or of the existing boundaries, expressed in arguments or concepts
(Shore, Wright 1997: 18) or in correspondingly legitimatedactions (Gupta 1995:
376), stand for changes in policy.

The processes of boundary drawing are crucial for the analysis of multicultural
policy-making. On the one hand, the mechanisms of boundary blurring, shifting
or reinforcing apply as for all boundary work. On the other hand, they pertain in
particular and in the broadest sense to the political integration and participation
of individuals with different ethnic, cultural, or religious affiliations (Vertovec,
Wessendorf 2010: 4). In his bookMulticultural Citizenship(1995) Will Kymlicka
(also 2005, 2010) defines what a comparison of multiculturalregimes of different
states is about, namely individual and group-specific rights: do group rights exist
alongside individual rights, which apply to all members of acountry, and how
are they defined for indigenous groups, minorities or immigrants? Do they limit
the influence of the state to the group (e.g. right to a court hearing in the mother
language) or do they restrict the individual freedom of group members (obligation
to use the mother language in court defined by the group)? Assuming that groups
differ, Modood (2013: 110) elaborates on how groups can differ: by categories
such as ethnicity or religion, by the type of group definition, by setting priorities
regarding specific problems or by the type of differentiation of the members.

Based on the arguments above, the difference between a “general” policy and
a “multicultural” policy lies not in the nature of the measure, rather in the area and
focus of the analysis. For the analysis of a multicultural policy – multiculturalism
being defined like ethnicity or culture as a relational concept (Bennett 1998: 2;
Brubaker, Loveman, Stamatov 2004: 2; Izard 1992: 191; Lévi-Strauss 1952) – it
is interesting how (ethnic) group boundaries are justified in a Political process.
What do changes in the places, meanings, permeability, intensity and relevance of
boundaries reveal about the political balance of power and what does this imply
for the citizens of the state?

The analysis of the political process regarding the introduction of citizenship
education shall explore what we can learn about multicultural policy-making. Like
in any political process or project, the different protagonists represent different in-
terests; they position themselves differently in the social and political sphere and
are endowed with different potentials for effectively asserting themselves. A “po-
litical cycle” is presented by Shore and Wright (2011: 4 et seq.) in a spiral form,
with the decision-making phase (A) and the implementation phase (B) as two
large phases: an existing problem (A1) must first be recognised by political ac-
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tors as such (A2), and alternative measures must be drawn up (A3) and weighed
against one another (A4). The decision-making phase terminates with the selec-
tion of a certain measure. Shore and Wright call the selectedalternative “policy”
(A5). Subsequently, the policy is implemented (B1) and its effect evaluated (B2).
Based on the evaluation, modifications to the policy lead to new considerations
(B3), which would then initiate a new policy cycle.

The present study on the introduction of citizenship education deals with both
policy formulation (A4, A5) as well as policy implementation (B1, B2, B3). Due
to the political disputes both during the formulation as well as the implementa-
tion phase, it turned out that the spiral-formed cycle does not simply go from one
level to the next, rather that politically motivated objections within each level lead
to a new decision-making cycle. The term chosen for this finding is “Studying
Through” (Wright, Reynold 2011: 87 et seq.). The analysis ofa political process
neither runs through the hierarchical stages of a state collective in unilinear way,
nor is it regularly sequenced in chronological terms. It waspossible to grasp ter-
minologically both phases of decision-making and implementation of citizenship
education in a more differentiated manner. The terminological nuance pertains
to the concept of “multicultural policy-making” leading tothe introduction of
citizenship education – contrary to the definition of the ideologically motivated
“offer of affiliation with the state” through citizenship education. Both concepts
describe the political measures and the goal of strengthening bonds with the state
and national community. While the “offer of affiliation withthe state” refers to
communication activities and the individuals, who are supposed to benefit from
the implementation of the policy and constitute a variationof the project during
the decision-making phase (A4), “multicultural policy-making” by contrast em-
phasises the completed decision-making phase (A5) initiated by the state, which
is to be implemented.

The analysis takes into account the most important actors for state defined,
politically negotiated and conveyed policy, i.e. the actors from the Ministry of
Education and policy-makers from the government coalition, textbook authors,
the authoritative educational institutes and the teachersof citizenship education.

The study pursues three objectives. The first objective is tounderstand on what
concept of national community the most important protagonists of the multicul-
tural policy of citizenship education base the curriculum and subsequently define
the textbook content. The second objective is to understandwhat concepts of na-
tional community appear in political debates, how these interpretations mutually
influence one another and how they ultimately result in a multicultural policy of
citizenship education supported by the majority. The thirdaim is to understand
how teachers assess the multicultural policy and wish to convey it during class as
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an offer of affiliation, and how they apply different concepts of national commu-
nity.

The discursively embedded argument for a multicultural policy renews in-
sights from previous Political process. This discursive embeddedness refers to “a
binding interpretation for correlations of social and political events” in a social
science analysis (Schwab-Trapp 2001: 261). In the present study, a discourse is a
binding interpretation of the national ideology, which results in the development
of a certain form of multicultural policy. Due to different interpretations of histor-
ical events and processes, several interpretations for thesame matters exist in the
history of a state (Yuval-Davis 2011: 10). A matter receivesa new interpretation
when actors apply it in policy-making and everyday life. Theinterpretations have
more or less weight in public, depending on the political relevance of the actor
putting them forward and the opportunity of the chosen moment of interpretation.

Policy-makers from government coalitions, education experts and teachers
update such interpretations when elaborating, politically advocating, comment-
ing and conveying their citizenship education project. Thehistorically embedded
interpretations reflect in Mauritius as elsewhere (Schwab-Trapp 2001) the social
structure, divisions of power and conflict lines of society.New knowledge results
in tracing how certain interpretations originate, spread,how they exert influence,
how political actors instrumentalise, modify and combine interpretations. How do
politically relevant actors renew interpretations in the ideologically legitimated
projects on citizenship education? What interpretations and what practices are ap-
plied to argue how the state should manage the drawing of boundaries between
the population group? What kind of significance should the group boundaries in
the state obtain? How should citizens identify with the state?

Data on the educational reform and the “Citizenship Education” textbook

My status as visiting lecturer at the Mauritius Institute ofEducation (MIE) be-
tween 2003 and 2004 enabled me to conduct research in Mauritius and my resi-
dence permit served this purpose. This simultaneously enabled me to be a partic-
ipating observer in one of the most important Mauritian educational institutions.
Thus, it was possible for me to experience and learn how stateinstitutions function
from a member position: the everyday conversations with colleagues and the sci-
entific exchanges during presentations and conferences were indispensable for the
interpretation of important events and developments regarding state educational
policy in general, but also regarding the educational reform and the introduction
of citizenship education. The exchanges also provided an occasion to listen to
and to speak Mauritian Creole every day. The colleagues of the MIE offered sup-
port in searching for important online documents on the educational reform of the
education ministry as well as in assessing these documents.They supported infor-
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mal and formal talks with the authors of the textbook and persons responsible for
training for the introduction of citizenship education.

Based on the documents from the Ministry, I first described the school reform,
its significance and the content of citizenship education. Ithen explored how his-
torical events and their interpretation, which the Ministry relies on when defining
the educational mission for citizenship education, were renewed. Then followed
a summary of the textbook based on school or instruction bookanalysis (Chatry-
Komarek 1994; Bourdillon 1992; Moser 2002; Weinbrenner 1991). It compiles
content regarding the dimensions “knowledge”, “design” and “didactics”. It gives
insight on the affiliation offer provided by citizenship education, which the authors
of the textbook – and thus the governing coalition as well – wished to convey. The
textbook analysis gains contextual depth through conversations with textbook au-
thors, statements of educational experts from the MIE regarding the process of
introducing citizenship education and knowledge about thelocal political ideas
on the national community embedded in history and educational history.

Systematic observation of the daily press

The systematic observation of the daily press enabled me to become acquainted
with current political debates on the introduction of citizenship education in the
public sphere and the different interest groups. This proved to be indispensable
not only for the interpretation of the political process regarding the introduction
of citizenship education, but also for interpreting the group discussions with teach-
ers. The press reports enabled me to place statements of different actors involved
in educational policy and in particular statements from thegroup discussions in
a broader context (Flick 2011; Marcus 1995). Both the daily press, thus public
political statements, as well as statements in the group discussions, i.e. individual
informal statements, refer to the same interpretations of Mauritian history. With
different sources and identical interpretations, it was possible to trace the political
negotiation process and the related decisions.

The Mauritian press is praised for being “independent” in studies from a his-
torical sociological perspective (Simonin 2002), but its influence is limited. Be-
sides the internet and mobile telephone whose importance iscontinuously grow-
ing (Owodally 2011), television and radio are essential when it comes to what is
important in Mauritius, as these means of communication arealso accessible to the
non-reading public. The public targeted by the Mauritian press is well educated
in most cases. Gerbeau und Carter (1994) speak of an “elitist” public and appeal
to the more than hundred-year-old tradition of Mauritian press and its intellectual
debates on crucial social issues. Jacky Simonin (2002: 12) accordingly describes
the stable structures of the opinion press and audio-visualmedia controlled by the
government as the tension field of the public media in Mauritius.
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Between July 2003 and June 2004 articles with the search words “citizenship
education”, “education”, and “education policy” in their titles, headings and con-
tent were compiled from the print and online versions of the two daily newspapers,
L’expressandLe Mauricien(Boller 2005: 51–58; Idelson 2000). Several articles
on educational themes appeared in the press daily. A total number of 32 articles
dealt with the topic of citizenship education.

Table 1
Newspaper articles in the Mauritian daily press on the topiccitizenship education
(2003–2004)

Newspaper/
Month

09.03 10.03 11.03 12.03 01.04 Total Of which had
citizenship
education in
the title

L’express 1 9 3 2 1 16 2
Le Mauricien 5 5 1 5 16 5
Total 6 14 4 2 6 32 7

The text statements in the opinion press (Boller 2007: 29) serve two forms of
mediation. The public media is “ . . . part of the opinion-creating process, because
it takes on, shapes and passes on interpretations on issues and offers a platform for
competing definitions and constructions of the social reality of different groups,
institutions and ideologies. In other words, media discourses are both a pulse sen-
sor as well as a pacemaker of public opinion” (Boller 2007: 31). In its function
as a pacemaker, the press promotes the formation of opinion regarding the affilia-
tion offer of citizenship education and the corresponding discursive interpretations
of national communities. In its function as a pulse sensor, the press presents the
symbolic battle between different interest groups to assert their authority over the
interpretation of affairs. The analysis of the selected articles implied coding and
categorisation by issue, function, actors and events. The scope was to explore the
political process regarding the introduction of citizenship education and the con-
tradictions between different interest groups in order to show how the offer of
affiliation came about and garnered the support of the majority.

Group discussions with teachers of citizenship education

Whenever ethnographic school research (Oester, Fiechter,Kappus 2008; Reed-
Danahay 2004; Spindler, Hammond 2006; Stambach 2000) does not primarily
address pedagogical issues, it usually focuses on the attitudes or the behaviour
of teachers or pupils. Various authors regard teachers as the central actors for the
ideologies and categorisations effective in the state, public and private sphere:
teachers are viewed as translators of a state ideology, i.e.“representatives” of
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the “national culture” (Reed-Danahay 2004: 23), “the state” (Gupta 1995: 376)
and as “those responsible” for the “realization of the national curriculum” (Ball
1990: 213). Moreover, they are seen as actors, who define categories and socially
relevant informal “boundaries of affiliation” by means of their conduct (Geddes,
Favell 1999: 11): for themselves, their colleagues, for parents and pupils. The
statements of the teachers represent a link between a political process and ev-
eryday conduct in state institutions (see Körling 2011: 25)and are an interplay
between multicultural policy-making and individual, ideologically embedded ac-
tion.

In political state education projects teachers function asthe main mediators.
For that reason, it is not astonishing that the access to schools is highly regulated
for outsiders, in Mauritius and elsewhere. Thus, it would have been unthinkable
to carry out such a study at schools without official permission. The six requested
group discussions with the teachers of citizenship education, a minimally invasive
method of analysis, was acceptable for the Ministry of Education.

In discussion with colleagues from the MIE I selected six public primary
schools, according to the relevant criteria in Mauritius (see table regarding the
selection of schools below). These were the success rate in the Certificate of Pri-
mary education (CPE) of the six-year primary school (high/average/low), the so-
cial and geographic environment (urban or rural/middle or lower class), and the
legal status of the school (state, state supported, confessional) (see also Schne-
pel/Ludwig 2009: 11). After the group discussions, it was possible to carry out
individual discussions, to participate in instruction or in talks with parents at three
schools, which added more precision to the group discussions.

Group discussions are appropriate (Bohnsack 2000) where groups already ex-
ist, for example, for professional groups who have a common “conjunctive space
of experiences”, as is the case with teachers who teach the same subject at the
same school. The group discussions are similar to the conversational situations
in everyday life and the statements were given within the framework of concrete
group relationships (Flick 2011), as the discourse and power relations largely cor-
respond with the conditions of social reality. In focus group discussions, individ-
ual opinions integrated into a social structure are voiced.Orientations, opinions
and attitudes appear in habitualised, representative process structures, which are
“epiphenomena of an overarching structure, which is reproduced in the group dis-
cussion” (Bohnsack 2000: 378). Along these lines, group discussions reflect the
structure of the school, the school system and ultimately the state, of which they
are part.
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Table 2
Selected schools for the group discussions with the citizenship education teachers

Geographic
zone

Legal sta-
tus

Regional and
social struc-
ture

CPE suc-
cess rate

School population Size

Centre State
school

Urban lower-
class district

Approx.
40 %

Different population
groups, urban lower-
class environment

Over
1000
pupils

Centre State
sup-
ported
Catholic
school

City centre Over
80 %

Different population
groups, academic
environment, urban
middle class

Over
1000
pupils

East State
school

Rural, vil-
lage school

Approx.
50 %

Largely Indo-
Mauritian school
population, rural,
lower class in part,
sugar cane produc-
tion area

Around
500
pupils

East State
school

City centre,
large rural
development

Approx.
90 %

Largely Indo-
Mauritian school
population, rural,
middle class, sugar
cane production
area

Around
1300
pupils

West State
sup-
ported
school

City centre Approx.
97 %

Large majority Indo-
Mauritian school
population, middle
class, urban elite

Over
1000
pupils

West State
school

Rural, vil-
lage school

Approx.
40 %

Large majority
Creole population,
rural lower-class
environment,
coastal area

Less
than
500
pupils

The focus group discussions, moderated by the researcher, took place during
a two-week period in October 2003. They were standardised with a list of themes
and keywords regarding the school type, the concept of citizenship, the school
subject, the references of the school subject to society andthe schoolbook. Be-
tween six and ten women and men took part in the group discussions. They were
generally citizenship education teachers and otherwise interested teachers, in par-
ticular for Asian language instruction. The discussions lasted between one and
three hours. With one exception, the school headmasters were present. Although
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English is the official school language, the list of questions was in English and the
introduction took place in English, five of six groups chose French as the language
of discussion. The teachers from state village schools withan average success rate
in the CPE chose English as the language of discussion.

During the field research, a first coding and structuring process of the group
discussions followed. This resulted in an internal document for the teachers and
a first academic article (Waldis 2004a). Yet, the in-depth analysis of the group
discussions with regard to the different approaches to integrate citizens into the
state, the understanding of group boundaries and their significance for state policy
-making had to wait. First, it was necessary to identify the corresponding links
between Indo-Mauritian and Creole nationalism in history,in educational history,
regarding the ministry’s affiliation offer and its political negotiation by means of
the press. Only then could the final analysis of the group discussions take place.
The coding (Keller 2011) for a structuring, contrasting content analysis served as
inspiration for the analysis of the group discussions.

1.2.2. The structure of the study

The data analysed in the study result from field research in Mauritius (July 2003 –
June 2004). The term in office of the political coalition of the Mouvement Social-
iste Mauricien (MSM) and the Mouvement Militant Mauricien (MMM), which
were responsible for the educational reform (2000–2005), can be initially regarded
as a “larger political unit” (Swartz, Tuden, Turner 1966) for a meaningful anthro-
pological analysis of Indo-Mauritian and Creole nationalism. The governmental
coalition largely shaped the affiliation offer of citizenship education in general,
while the MMM was in charge at the Ministry of Education. The political phase of
the “introduction of citizenship education” ended in 2008.Since then, the school
subject has been split into themes, integrated in other subjects as history or ge-
ography. Yet the various political attempts in the 1980s and1980s to introduce
citizenship education are part of a more broadly defined timespan for a mean-
ingful anthropological analysis. Precisely because the teachers referred to his-
tory with short remarks during the group discussions and because journalists and
policy-makers pointed to history in their statements, the timespan becomes even
broader for the analysis of multicultural policy-making asillustrated with the ex-
ample of citizenship education. The history of Mauritius altogether functions for
the protagonists and their statements as a toolbox to embed discursively their in-
terpretations and arguments. It therefore assumes a prominent place. Through a
historical postcolonial perspective, it is possible – in a postmodern rather than
only a postcolonial perspective – to recognise instances inwhich a “pattern of
an apparent newness (is) masking an underlying continuity .. . ” (Williams, Chris-
man 1994: 12). Accordingly, transformed postcolonial and current political power
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relations with their multicultural policies predefine the themes for the contextuali-
sation of colonial history, so that the knowledge about the history and educational
history of Mauritius connects with the education policy documents, the conversa-
tions with the textbook authors, the textbook, the press articles and the discussions
with teachers.

From a demographic, economic and political perspective, the chapters on the
history (Chapter 2) and the history of education (Chapter 3)of Mauritius pro-
vide the background for the development, the forms of and political significance
of the two most important conceptualisations of the Mauritian nation, the Indo-
Mauritian nationalism and the Creole nationalism. The elaborated frameworks on
the demographic, economic and political developments gainin depth through a
certain degree of parallelism with the educational history. The history of edu-
cation of Mauritius is an area of application for multicultural policy-making. A
comparison with other styles of multiculturalism of the postcolonial states in the
area of influence of the Indian Ocean allows the assessment and specification of
the historical findings on Mauritius. Multiculturalism in general focusses on polit-
ical integration and participation. As addressed in the following, education policy
is also about equality of opportunities. In this peripheralmulticulturalism as well
as in postcolonial education policy, the colonial projectsof a slave -based society
and contract-based work have different nuances for migration and transnation-
ality than in western transnational societies. Mauritius is what Bennett (1998:2)
describes without further precision as “peripheral” and “postcolonial” and thus
different from countries such as the USA or India. Mauritiusis a small, multicul-
tural postcolonial southern state and a former plantation society: due to its coloni-
sation, the population of Mauritius – albeit highly stratified – has always been
multicultural. As an economic project, the state Mauritiuswas always globally
oriented.

As governmental representatives, the Ministry of Education and education ex-
perts have significant leverage over the interpretation of citizenship education and
thus provide an offer of affiliation along with a textbook (Chapter 4). The respon-
sible Ministry of Education proposes policies from a minority position, as the
Minister of Education is from the MMM, the junior-partner ofthe MSM-MMM
government coalition, and thus represents the notion of Creole nationalism.

As shown by the press analysis, different political actors with alternative and
more dominant offers of affiliation throughout the political process combat the
offer of affiliation put forward by the Ministry (Chapter 5).During the political
negotiations, in which the symbolic weight of the protagonists plays a central
role (Brubaker 2007: 28; Schwab-Trapp 2001: 270 et seq.), the initial offer of
affiliation of the government is entirely turned inside out,before a majority can be
found for citizenship education policy.
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The group discussions with teachers took place during this Political process
(Chapter 6). They comment the initial offer of affiliation ofthe government and the
varying positions in the Political process. They speak about problems related to
mediation. During the discussions, the teachers put the pupils in social life-worlds,
in institutional and political contexts, and thus in a definitive stratified social order
of Mauritius. In contrast to political actors and publicly accessible documents, the
teachers reveal the multicultural policy they identify with in their statements on
citizenship education not only for strategic reasons, but also as common citizens.

The conclusion (Chapter 7) structures the most important results of the study
with regard to the school subject of citizenship education and identifies the shifts,
which appear in the discourses of Indo-Mauritian and Creolenationalism. The
multicultural policies of Mauritius transpose in a certainway the postcolonial
transformations of a kind of a plantation society heavily influenced by contract-
based work, whose economic orientation has been global fromthe very begin-
ning. Finally, I summarise how I understand multicultural policies in Mauritius
as the result of negotiations between different interest groups in every political
endeavour. Like in many countries, these are patchworks of measures never fully
concurring with one another.





2. Indo-Mauritian nationalism and the Creole nation in
historical perspective

In Mauritian politics, Indo-Mauritian nationalism is important. Somewhat less
dominant in politics, but equally decisive in its own way is the ideology of the
Creole nation. These two concepts of the nation are the focusof this chapter on
the history of Mauritius, as disputes over these two ideologies were crucial for
the struggle over symbolic predominance for the interpretation of citizenship ed-
ucation during the political process of its introduction asa new school subject. Of
course, it is not possible to pinpoint precisely these two ideologies, but it is pos-
sible to illustrate the historical backgrounds and environment, which facilitated
the origin of both perspectives on the nation. Thus, the arguments show the out-
lines emerging during the empirically analysed process of introducing citizenship
education.

Mauritian society has always been oriented towards the global economy (Bun-
waree 1994: 99; Chazan 2000: 33; Eisenlohr 2012: 9). Its population was consti-
tuted on the basis of two economically oriented colonial settlement projects, the
settlement of primarily African men and women (and some fromthe Indian sub-
continent) during the slave society under the French colonial regime (18th and
19th century) and the settlement of Indian indentured labourersduring the British
colonial period (19th to 20th century). Since the beginning of the overlap of both
colonial projects, as Chazan-Gillig (2009: 49) argues convincingly, a “cleavage”
has existed between the “Creole world” and “Indian world”, which has proven to
be even more complex in the postcolonial period. For the politically decisive Indo-
Mauritian elite, the assimilated, intellectual Creole middle class represents, on the
one hand, the racist colonial system, because it succeeded in social advancement
during the British colonial period, during which the Indo-Mauritian population
suffered strong oppression. The Creole population, hybridised with educational
deficits and a weak socio-economic status, represents, on the other hand, the colo-
nial past of the Indo-Mauritian population, from which the Indo-Mauritian elite
strives to disassociate itself.

Besides this crucial social cleavage, a political culture evolved in Mauritius,
which includes both supra-ethnic cooperation and ethnic fragmentation (Eriksen
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2010). On the one hand and in the first place, the formation of political conscious-
ness, the work of trade unions, the political parties and thegovernment coalitions
in the postcolonial state are not restrictive in ethnic terms. On the other hand, the
Indo-Mauritian population politically exerted its demographic majority status, the
Muslim population distinguished itself from the Hindu Indo-Mauritian popula-
tion and the Constitution defines fixed population categories. These two opposite
trends gave rise to a postcolonial political culture of communalism, thus ethno-
centric accusations, combined with a complex multicultural composition system
for successful political projects.

The Political culture in Mauritius is ethnicised, multicultural and to a certain
degree creolised. It thrives precisely on the tension between Indo-Mauritian na-
tionalism and the ideology of the Creole nation. As shown by research and devel-
opments in India, South-East Asia, Africa and the Caribbean, these two ideologies
stand for two specific postcolonial perspectives on multicultural policy-making.

2.1. The settlement of Mauritius as a French and British colonial
project

Mauritius was, so it seems, known to seamen from Phoenicia, the Arabian Penin-
sula, the Eastern African Coast and contemporary Malaysia for several hundred
years, before Portuguese seamen on their way to Goa in the 16th century landed
on the island and gave the archipelago, which included Rodrigues and La Réunion
as well as Mauritius, the name Mascarenes. In the 17th century, seamen from the
Dutch East India Company constructed the first port in the south of Mauritius,
which whey called Mahebourg. The stop in Mauritius enabled them to supply
themselves with food and repair ships on the way from Cape Town to Batavia,
contemporary Jakarta, on the island of Java. In 1710, the Dutch East India Com-
pany abandoned the port in Mauritius. However, presumably some of the slaves,
imported by the Dutch East India Company to work at the port and shipyards,
remained in Mauritius (Schnepel 2014: 11). Other slaves, who had fled earlier,
lived isolated in the (ebony wood) forests of Mauritius. These slaves are called
Maroons and even though the history of the Maroons is not welldocumented
(Boswell 2006: 26), they can be regarded as the first permanent population of
Mauritius. In 2004, UNESCO declared Le Morne, a mountain in the south-west
of Mauritius where Maroons lived, as World Heritage (Carmignani 2011).

2.1.1. The racially organised French-Mauritian slavery-based society

Starting in 1721, the French East India Company took over possession of the is-
land under the name Isle de France (Toussaint 1936: 13). It wished to expand
French influence in the Indian Ocean and chose a place in the north-western part
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of the island for a new port, which it called Port Louis. The seamen of the French
East India Company and the settlers of the neighbouring island La Réunion built
the economy on trade during the entire 18th century.1 They did not aim for agri-
cultural self-sufficiency and held slaves,2 in particular as a sign of wealth. After
its expansion in 1735, the port of Port Louis, the present-day capital of Mau-
ritius, increasingly became a trading centre between Asia,India and Europeand
was granted the status of a free trade port in 1784. The trade,which often gen-
erated enormous profits with merchandise from corsair ships, brought individual
French settlers considerable wealth (Allen 1999: 21; see Schnepel 2014) which
they invested in trading houses in Port Louis.

Some merchants and seamen returned to France with their fortune after the
French Revolution. Others were given spacious estates3 at preferential prices
from the French colonial administration (Mauritius was taken over by the king
of France in 1784) and married Mauritian women, often liberated slaves.

Sometimes slaves were also able to buy themselves out of slavery (Allen 1999:
180). Female slaves were frequently liberated due to concubinage and maternity
(Teelock 2001: 189). Some of these free women and their freeborn children, the
Libres de Couleurs, received homes, estates and education and often owned slaves.
The group of Libres de Couleurs or Gens de Couleurs4 – the term “Creole” will be
used in the following – amounted to 3,703 persons in the year 1797 and was thus
approximately half the size of the group French settlers consisting of 6,237 per-
sons. At the same time, 49,080 slaves lived in Mauritius. After 1803, racial laws
were introduced for some public areas (Benedict 1965: 14): The Creole population
had to attend separate schools, while cafés and dance halls were also segregated by

1 According to Bernardin de Saint Pierre (Arno 1985) the French settlers imported porcelain from
China, clothing from India, slaves and farm animals from Madagascar, and fruits and vegetables
from the Cape of Good Hope.

2 According to Allen (1999: 14) around 160,000 slaves arrivedin Mauritius between 1670 and
1810: 45 % from Madagascar, 40 % from Mozambique, 13 % from India and 2 % from West
Africa. Approximately 150 owners of large estates had between 100 and 500 slaves each in
Mauritius around 1800 (Teelock 1998: 109 et seq.).

3 The estates established around 1800 more or less were the centre of the sugar cane plantations
of the 19th century (Allen 1999: 11). The percentage of Franco-Mauritian land nowadays still
accounts for approximately 35 percent of the surface of Mauritius (Salverda, Hay 2014: 243).

4 Instead of the linguistically similar word “coloured people”, the term “Creole population” will
be used in the following for the group of Libres/Gens de Couleurs. Initially, the term “Creole”
was used to describe the white children of the French settlers, who were born in Mauritius.
After the abolishment of slavery, it also included the Afro-Mauritian and Malagasy-Mauritian
population. Nowadays “Creole” in Mauritius refers to persons of hybridised African, European,
Indian or Asian origin (Gerbeau 1999), and the term is used accordingly in Mauritius (compare
section 2.3.1 below).
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race. Even nowadays, the Dodo Club is de facto still exclusively Franco-Mauritian
(Salverda, Hay 2014: 240).

Some slaves represented indeed luxury products in Mauritius, but most of
them worked on fields, in the household, in the sugar mills, inhandicrafts or in
fishery (Teelock 1998: 136 et seq.). Since the beginning of the slave -based soci-
ety in the 17th century, slaves put up resistance in diverse ways (Nagapen 1999),
while simultaneously developing their own culture, Creoleculture. This included
in particular the emergence of the Creole language (in Mauritius with influences
from Wolof, Tamil, Fon, Malagasy, Bambara, Bengali and French) and their own
forms of singing and dancing (Teelock 1998: 204). The cultivation of relation-
ships at festivals and visits to the market and while workingat different estates
shaped their social culture (ibid: 202). Their own economicculture consisted in
the production of furniture and tools and in small-scale livestock breeding (ibid:
95). The slaves’ strategies of resistance involved evadingdemanded work (ibid:
217 et seq.), working slowly, fleeing or even suicide.

2.1.2. The privileges of French-Mauritian sugar barons under the British
colonial administration

The British colonial army conquered Mauritius in 1810 during the Napoleonic
wars, because ruling over Mauritius was seen as a way of strengthening the strate-
gic position of the British Empire in the Indian Ocean. The Franco-Mauritian
settlers succeeded in negotiating three fundamental rights in the surrender treaty
of Paris in 1814: upholding the French language, Catholic faith and civil laws of
the Code Napoléon.

Initially it was essential for the British colonial government to integrate eco-
nomically the colony Mauritius into the British Empire. It therefore established
itself in Mauritius with trading companies, administrative, social and education
institutions, but refrained from an own settlement policy (Chazan-Gillig 2000).
The British colonial regime regarded the large-scale sugarindustry as an eco-
nomic opportunity for Mauritius, instead of the previouslypracticed, lucrative
trade (see Teelock 1998: 35 et seq.) with only a small-scale sugar cane industry.
This option seemed all the more profitable when sugar production collapsed af-
ter Haiti’s independence. The liberated slaves left the plantations. The price of
sugar increased also due to the Napoleonic wars (Allen 1999:26). The Franco-
Mauritian large estate owners let the British colonial regime finance their activity
in the sugar industry as the sugar industry was capital-intensive and the large es-
tate owners operated without equity capital. They brought to bear the high land
debt and new investments in industrial sugar mills, in orderto benefit from food
imports and advance payments of the British government. This principle became a
system between 1816 and 1903; the British advance payments amounted to up to



MAURITIUS AS A FRENCH AND BRITISH COLONIAL PROJECT 33

500,000 US Dollars or 400,000 British Pounds (Allen 1999: 24et seq.). This cap-
italist scheme defined the economic history of Mauritius (North-Coombes 2000:
81, 98). The finances for investments came from state (later international) subsi-
dies; the profits however were private.

Parallel to the expansion of the sugar industry, the Britishcolonial regime
faced the problem of abolishing slavery in Mauritius, whichwas even economi-
cally unprofitable for the sugar industry (Teelock 1998: 81), against the resistance
of the Franco-Mauritian settlers. The British Empire banned slave trade in 1815,
nineteen years after the first declaration of intent in Paris(Haudrère, Vergès 1998:
11). Yet nothing changed for the situation of the slaves in Mauritius: instead, slave
trade continues illegally (Teelock 2001: 178 seq.), and thesituation of the already
enslave d population deteriorated due to increasing sugar production. The owner
forced the slaves to work longer on the field, in the mills and in deforestation;
they punished the slaves more severely and let them pay higher amounts to liber-
ate themselves.

After various regulations aiming at improving the fate of the slaves, the
British colonial authorities managed ultimately to abolish slavery in Mauritius
in 1835. Until then, the French-Mauritian settlers prevented it (Teelock 1998: 109
et seq.). The colonial authorities succeeded in persuadingthe Franco-Mauritian
sugar producers to abolish slavery with a compensation payment of two million
Pounds from the British treasury and another four years of unpaid work of the
slaves on the sugar plantations (Benedict 1965: 17).

The Franco-Mauritian plantation owners and the British colonial government
had to find new labourers, in order to enable the survival of sugar production.
Understandably, the majority of the freed slaves immediately left the sugar plan-
tations. The new strategy for recruiting labourers led to mass immigration from
India.

2.1.3. The Indian indentured labourers and the new demographic majority
situation

Starting in 1835 the British colonial government recruitedcontract workers from
the Indian provinces Bihar, United Provinces, Hill Coolie Districts, Telugu Dis-
tricts and Tamil Districts for the Mauritian sugar plantations (Carter 1996: 19, Tee-
lock 2001: 236). By 1837, the British colonial government had already brought
more than 10,000 indentured labourers to Mauritius. Between 1843 and 1870,
around 20,000 indentured labourers arrived in Mauritius every year, two-thirds of
which were men (Carter 1996: 40 et seq.; Teelock 2001: 250). With new laws and
taxes, both the British colonial government as well as the Franco-Mauritian plan-
tation owners aimed to obligate the workers to the plantations (see Carter 1996;
Teelock 2001). They initially succeeded in doing so. The 1850s and 1860s repre-
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sent the golden years of the Mauritian sugar industry. Subsequently, the overpro-
duction of sugar in Europe started to decrease the profits (Allen 1999: 28). Thus,
the recruitment of indentured labours from India decreased, but did not end until
1914 with the official abolishment of indentured labour (Carter 1996: 34).

With the arrival of the indentured labourers, known in French as travailleurs
engagés, the demographic majorities fundamentally changed between 1835 and
1861. Although some workers went back to India after their contract ended,
around two-thirds of the overall population in Mauritius was of Indian origin
around 1860. The Creole population group amounted to approximately 80,000
people at that time. It was categorised by the British colonial government to-
gether with the French-Mauritian population of around 20,000 in one group called
“general population”. It constituted from then on a minority vis-à-vis the Indo-
Mauritians, the denomination retained after the second generation of immigration
(Christopher 1992).

In contrast to the former slaves, who were in fact denied the possibility to pur-
chase land due to the prices and sizes of property after the abolition of slavery in
1835 (Allen 1999: 180), the Indo-Mauritian population purchased land from the
British Crown, because smaller, wooded units could be bought at cheaper prices
(idem). Moreover, they developed solid international networks and could borrow
money from merchants in Gujarat, Calcutta and Madras and from the Sirdar, the
wealthier Indo-Mauritian planters and job placement agents (Allen 1999: 178).
The Indian indentured labourers made approximately one-third of all land pur-
chases in Mauritius between 1864 and 1990 (Allen 1999: 180).Like the village
formations in India, land purchases in Mauritius were also largely bound to caste
criteria (Teelock 2001: 255; Chazan-Gillig, Ramhota 2009;Benedict 1965: 37).

Subsequently, the Indo-Mauritian population worked only part-time on plan-
tations, while they partially also independently planted sugar cane, vegetables,
tea, and tobacco on their own land (Benedict 1965: 20). The Indo-Mauritian sugar
cane planters established themselves as a group of “small planters” and began to
compete with the French-Mauritian large property holders as of the 20th century,
even though they did not benefit from equally interesting production conditions.

Only owners of large plantations profited from the technicalimprovements in
the sugar mills in the 1830s, the use of phosphate fertilizerfor large surfaces start-
ing in the 1860s and the railway system built by the colonial government in 1864
for the transport of sugar cane (Paturau 1988: 142 et seq.). As of the mid-1870s,
the Franco-Mauritian large property owners also shifted their business from sugar
cane growing to processing. They merged small plantations with one another and
concentrated on turning the sugar mills into large companies. Between 1863 and
1937 they decreased the number of sugar mills by 90 percent. However, the re-
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maining 38 mills produced twenty-times the amount of sugar (North-Coombes
2000: 141).

Despite the Franco-Mauritian economic dominance under theBritish colonial
regime, an Indo-Mauritian economic elite had emerged by 1920. It consisted of
approximately two hundred Indo-Mauritian large property owners with commer-
cial sugar cane farms. Their wealth was based on high sugar prices during and
after the First World War and the expansion of the land used for sugar cane (from
30 % to 45 %) during the First World War (North-Coombes 2000: 146).

2.1.4. The urban and rural multicultural settlement structure in Mauritius

Port Louis, since 1835 the capital of Mauritius, was always apoint of attrac-
tion due to the port, but also due to the urban atmosphere. Thecity had an esti-
mated 50,000 inhabitants in 1861, nearly one-third of the Mauritian population of
around 180,000 at that time (Pfeiffer 2015: 67 et seq.). Nowadays, 150,000 peo-
ple and thus one-tenth of the population of Mauritius lives in Port Louis. Since
the 18th century, the rich Franco-Mauritian settlers could afford ahouse in the
capital for commercial and social purposes. In addition, they owned estates on
the inland with its more pleasant climate. Merchants from the Chinese provinces
Kwan Tung, Fukien and Canton, whose descendants play a significant economic
role in contemporary Mauritius despite being a small group in numeric terms,
settled directly in Port Louis starting in the 18th century and developed a Chinese-
European-Creole network with trading licenses for porcelain, wine, perfume and
furniture among other things (Benedict 1965). After the abolition of slavery, many
former slaves first moved to the capital, where they accounted for the majority of
workers in the docks, the sugar mills, the railway and lower levels of public ad-
ministration. In addition, former male slaves worked on a freelance basis, for ex-
ample, as masons or shoemakers; former female slaves workedas sewers or house
cleaners, for example (Benedict 1965: 26). Even though citydistricts in Mauritius
do not count as ethnically segregated (Benedict 1965; Boswell 2006), the Roche
Bois quarter to the north of the port is still closely associated with Creoles, and
nowadays many Creole immigrants from Rodrigues or refugeesfrom the Cha-
gos Islands live there. Approximately one-fifth of the population that emigrated
from India also left for Port Louis after five years of indentured labour (Carter
1996: 201): the less well-off made ends meet with odd jobs andsold their goods
on street stands and at the market. Southern Indian and Muslim traders travelled
the entire Indian Ocean and set up trade with textiles, rice,lentils, corn, spices,
glass, kitchen utensils, jewellery and devotional objects. Their clientele was Indo-
Mauritian. The merchants from the Indo-Muslim region Gujarat already settled in
the 18th century directly in Port Louis (Teelock 2001: 312 et seq.). The quarter
Plaine Verte is nowadays a district with a majority of a Muslim population.
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Starting from Port Louis, five urban administrations developed after the mid-
19th century along the main transit routes and economic regions to Curepipe:
Port Louis (since 1850), Curepipe (1889), Beau Bassin-RoseHill (1895); Quatre
Bornes (1896) and Vacoas-Phoenix (1963) (Dukhira 1992: 132et seq.; Toussaint
1936; Berthelot 1997; Moutou 2000). The other rural regionsare divided into
eight land districts: Pamplemousses and Rivière du Rempartin the north, Moka
and Flacq in the east, Plaines Wilhems and Black River in the west as well as
Grand Port and Savanne in the south. This administrative division of Mauritius is
still similar today.5

The Indo-Mauritian population considerably influenced theeconomic, reli-
gious and social development of Mauritian villages. The workers built their first
temples on the sugar plantation fields. With the increased immigration of Indian
women to Mauritius (Carter 1996: 42) and the decision of the Indian popula-
tion to live in Mauritius, the temples became more importantas the main places
for Hindu rituals. The social caste differences (Carter 1996: 42) and economic
success of the contemporary political elite go back to the first constructed tem-
ples (Chazan-Gillig, Ramhota 2009). The Sirdars, the Indo-Mauritian planters
with big estates, were not only planters, but also middlemenand job placement
agents between the planters, day labourers and sugar mill owners. They negoti-
ated and oversaw work, organised the Baitkas, the Indo-Mauritian multipurpose
halls, where planters, day labourers and small retailers met for religious, cultural
and social leisure activities6, while also providing credits in the villages. In the
first half of the 20th century, the Indo-Mauritian bourgeoisie had sufficient means
to finance advanced education for their children in England;studying at the Lon-
don School of Economics even nowadays still guarantees a distinguished position
in Mauritius (North-Coombes 2000: 144; Hollup 1996). The political, economic
and academic elite was recruited from these successful and perfectly multilingual
Indo-Mauritian planter families (see Anderson 1983), who were decisive with re-
gard to union movements, the formation of political partiesand politics in general
after independence.

The Mauritian villages never knew a spatial ethnic segregation, but different
divisions of tasks and settlement patterns did emerge. Besides the Hindu tem-
ples and Baitkas, there were also mosques and Madrassas in more than half of

5 The “Local Government Ordinance” of 1962 regulates the state administration. Public income
and property taxes primarily finance the administration of cities and districts (Dukhira 1992:
167 et seq.).

6 In 1960 over 400 Baitkas existed in 200 villages. Cultural organisations such as Arya Samaj,
which was founded in 1913 by Manillal Doctor and Khemlall Lallah, operated them (North-
Coombes 2000: 164; Benedict 1965: 36). Such organisations formed tightly linked networks,
which sustained Indo-Mauritian power and financial interests up to the highest levels of govern-
ment (Eisenlohr 2007: 36).
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the villages (Benedict 1965: 34 et seq.) for the children of Muslim families. The
Chinese-Creole families who also settled in the villages7 operated in most cases
the village shops, which the Indo-Mauritian population relied on for their every-
day needs (Carter 1996: 201; North-Coombes 2000: 142).

In addition to these villages and estates of Mauritian large-scale landowners,
there were many small hamlets, in which the Creole population lived after the abo-
lition of slavery. They often settled along the coast and were economically inde-
pendent self-providers with vegetable gardens, small livestock and poultry farms.
They also hunted small animals or fished, produced oil and coal, sold wood or
grass, made sugar sacks or clothing or provided laundry services (North-Coombes
2000: 94).

2.2. The emerging Indo-Mauritian, Muslim and Creole elite

At the beginning of the 20th century, the British colonial regime and French-
Mauritian plantation owners defined the politics of Mauritius. The Mauritian press
led by Creole intellectuals and several successful Indo-Mauritian plantation own-
ers was somewhat influential. In parallel with the politicalmovements in India
and with financial support for health and education policy from India, the Indo-
Mauritian population developed a political consciousnessin the early 20th century.
The first political resistance movement was organised as a union and addressed
the working conditions in the sugar industry. Creole and Indo-Mauritian unionists
worked together during this phase as well as during the subsequent formation of
the first political parties. The formation of the Indian Muslims as an own popula-
tion group, which took place analogously to developments inIndia, is one example
of the dynamics of Mauritian politics. Instead, Mauritian politics has always been
multiethnic despite the Indo-Mauritian demographic dominance, which has been
observed with concern by the Creole and Tamil intellectual elite (Chazan-Gillig
2004) as well as the Franco-Mauritian population (SalverdaHay 2014: 239).

2.2.1. The economically defined political co-determination rights

Except for the short period during the French Revolution (Toussaint 1936; Scherer
1994; Teelock 2001), the political rights of the populationin Mauritius were ab-
sent almost up to the end of British colonial rule. A designated Council of Gov-
ernment existed since 1825; the members were Franco-Mauritian sugar industry
representatives. One single man represented the Creole middle class in the council
as of 1856 (Benedict 1965: 14), while the remaining Creole and Indo-Mauritian

7 Chinese merchants married Creole women, because practically no Chinese women came to
Mauritius up to 1900 (Benedict 1965: 19).
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population was not represented in the council of the colonial government, even
though the entire population of Mauritius had the same civillaw status upon the
official abolition of slavery after 1835 (Teelock 2001: 330 et seq.). A minimum
improvement regarding the political representation of thepopulation took place
in 1886, when the colonial government introduced a first census suffrage system
based on income. Seventeen members were still present in or designated ex offi-
cio to the Council of Government, but 10 council members wereelected. Around
5,000 men were eligible to vote, approximately two percent of the population.
They were required to have a monthly income of more than 50 Rupees – the
monthly salary of a plantation worker was approximately 5 Rupees – or own land
accordingly (Benedict 1965: 60). Due to these gender-basedand economically
defined voting rights, political power remained with the male Franco-Mauritian
plantation owners (Boswell 2006: 28).

2.2.2. The union-based resistance in the sugar industry as the first
opposition movement

The first political opposition to the Franco-Mauritian plantation owners formed
in Mauritius due to developments in the sugar industry. Starting in 1922 the price
of sugar declined due to the global economic crisis. The large plantations prof-
ited from subsidies from the British colonial government, but not the small Indo-
Mauritian firms. The workers’ wages decreased by half between 1914 (start of
World War I) and 1925 (Teelock 2001: 354). After a 10-year struggle for fair
salaries and official union formation, the first groups organised in unions suc-
ceeded in pushing the Council of Government of plantation owners and large re-
tailers to pass the first compensation regulation for workeraccidents. The Parti
Travailliste (PTr – Labour Party), founded ten years later in 19368, continued
to support the farm workers (Lau Thi Keng 1991: 18; Allen 1999: 31). In its
programme the party demanded the introduction of unions, a contact point for
workers’ concerns, fixed wages, unemployment, illness and accident protection,
an old age and disability pension scheme as well as vocational and craftsmanship
training.

The first strike in Mauritius, which was simultaneously organised on several
important sugar plantations, took place in 1937 (North-Coombes 2000: 160). As
a reaction to these strikes, the British colonial administration authorised workers’
associations. Within two years, the unionists of the PTr formed 48 such associ-
ations (ibid: 169). However, the most important demands of the PTr remained

8 The PTr is the first political party in Mauritius and was founded together by Creoles and Indo-
Mauritians (Maurice Curé, Willy Moutou, Pandit Swaminathan, V. Labour, G. Moutia, Pan-
dit Sahadeo Rama). Membership is independent of ethnicity,skin colour or religion (Benedict
1965: 63).
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unfulfilled: better working conditions, fair wages, and therepeal of deductions for
certain kinds of sugar cane (ibid: 166). One year later, in 1938, the first general
strike of all dock, quay, port and plantation workers took place. Without foregoing
wage negotiations – as is normally the case – higher wages were demanded, and
the strike carried out when four or five ships for export goodswere supposed to
be loaded. The colonial government’s reaction to the mass strike was severe, as
the leaders were either banished to Rodrigues (Emmanuel Anquetil) or put under
house arrest (Maurice Curé, Pandit Sahadeo Rama) (Teelock 2001: 364 et seq.).

The strikes were ineffective and during the Second World War(1939–1945)
sugar prices, and thus the profits of large-scale property owners, increased once
again (North-Coombes 2000: 168). To reinforce their demands for better working
conditions, the workers organised hunger marches to Port Louis in 1943 (Tee-
lock 2001: 368). These strikes ended with the official recognition of the national
trade union by means of the “Industrial Organisation Act” ofthe British colonial
government. Among other things, the law included the right to union organisa-
tion, minimum wages as well as an arbitration procedure; forthe first time in
Mauritian history, the law thus regulated the sugar industry controlled by Franco-
Mauritians. M. D. North-Coombes (2000: 171) therefore considers the strikes –
combined with the financial difficulties of the Franco-Mauritian industrial leaders
(Allen 1999: 25) – to be the beginning of a phase with a new political power bal-
ance in Mauritius, which led to the constitutional reform of1948, general voting
rights and ultimately to its independence as well.

2.2.3. Universal suffrage and voting rights, formation of diverse parties and
coalitions

A constitutional reform was passed in 1948, which linked suffrage and voting
rights for the Legislative Council to the ability to read andwrite and prescribed
that a majority of the council members be elected instead of appointed. With
knowledge of this modified electoral procedure, alphabetisation campaigns were
therefore organised in the Baitkas between 1943 and 1948. Instead of approxi-
mately 10,000 as previously was the case, 70,000 primarily Indo-Mauritian men
and women could now register to vote (Teelock 2001: 369) and in 1948 the Indo-
Mauritian representatives won a majority of elected members in the Legislative
Council, which corresponded with their majority population status for the first
time. The general suffrage and voting rights were part of thetransitional constitu-
tion of 1957. They were introduced in 1958.

The political majority of the Indo-Mauritian population after 1948 posed a
threat to the educated Creole middle class, the descendantsof the privileged Li-
bres de Couleurs, to the small educated Tamil elite and the Franco-Mauritian bour-
geoisie (Chazan-Gillig 2004: 328). Part of these intellectual elites emigrated to
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Australia, France, Southern India, and South Africa or to the USA. The sense of
threat increased, when the Hindu Congress demanded in the 1950s that 52 percent
of jobs in the public service be reserved for the Indo-Mauritian population (Bene-
dict 1965: 62). Emigration left considerable gaps in the administration and edu-
cation system, which the educated Indo-Mauritian elite filled up slowly. Several
Creole politicians regarded emigration (Chazan-Gillig 2001: 93) as a response not
only to the political division of power, but also to the increasing overpopulation
of Mauritius.

After 1948, a period of partisan splits and formation of new alliances based
on political views, social positions as well as ethnic and religious lines began; a
result of the newly achieved political majority. For example, in the early 1950s
the Muslims formed the Comité d’action musulmane (CAM). Creole politicians
withdrew from the PTr and created the Parti Mauritien (PM) with the French-
Mauritian upper class (under the leadership of Gaëtan Duval); it became later the
Parti Mauricien Socio Démocrate (PMSD) (Benedict 1965). Muslims and Hindus
from the PTr created the Independent Forward Block (IFB) (Boolell 1996: 6 et
seq.). Unease and discord between Hindus, Muslims and Creoles in the months
before political independence support the interpretationof ethnically tinged elec-
toral campaign (Lau Thi Keng 1991: 19).

During the final phase before independence (1961 – 1965) the Council of Min-
isters consisted of a coalition of five parties (PTr, PM, IFB,CAM, Independents)
(Benedict 1965). The Fifth Constitutional Conference under the leadership of the
PTr President, Seewoosagur Ramgoolam, and the colonial authority in London
decided the independence of Mauritius in 1965. The legislative elections of 1967
were simultaneously an election for or against political independence, because
one political coalition (PTr, IFB, CAM) advocated independence, while one party
(PMSD) rejected it. The coalition for independence received 56 percent of votes
and the new constitution came into force on 12 August 1967. Since 12 March
1968, Mauritius has been an independent state.

2.3. Foundations of multicultural policies in the postcolonial state

Mauritius is a “modern” postcolonial country with a stable state administration,
regular elections and changing coalitions (Eriksen 1991: 7; Carroll, Joypaul 1993:
423 et seq.). The European Convention on Human Rights was thesource of in-
spiration for the Mauritian Constitution of 1968 (Ramsewak1997: 2). The Con-
stitution of the Republic of Mauritius of 1992 was drawn up incooperation with
the Faculty of Law of the University of Aix-Marseille in France (Favoreu 1993).
The Mauritian Constitution applies equally to all citizens, and there are no dif-
ferentiated civil rights. Like Australia and Canada, afterpolitical independence
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Mauritius remained under the English Crown as the head of state, represented by
the Governor General. Since 1992 Mauritius has been a parliamentary republic
with its own head of state elected for five years9. It is still part of the Common-
wealth; the Constitution of Westminster served as inspiration for the form of the
government (Ramsewak 1997: 1). Similarly to England, the president of the win-
ning party (or coalition) in the parliamentary elections normally becomes Prime
Minister and the president of the most important oppositionparty acts as leader of
the opposition in the Mauritian multiparty parliament (Wake Carroll 1993).

2.3.1. The population categories in the Constitution as a foundation for
multicultural policies

Human rights, freedom and equality of opportunity take a central position in the
Mauritian Constitution (Chapter 2, Article 2–17; Favoreu 1993: 2) perhaps be-
cause of the experiences of slavery and indentured labour among other things. By
contrast, with the exception of the ban on discrimination due to ethnic, religious or
linguistic criteria, the multiethnicity of the populationis only explicitly mentioned
in an additional protocol (Section 31 (2) (4)) of the Constitution:

For the purposes of this Schedule, the population of Mauritius shall be re-
garded as including a Hindu community, a Muslim community and a Sino-
Mauritian community; and every person who does not appear, from his way of
life, to belong to one or other of those 3 communities shall beregarded as belong-
ing to the general population, which shall itself be regarded as a fourth community.
(Favoreu, 1993: 250).

This original additional protocol of the Constitution laysthe foundation for
ethnic and multicultural policy-making. It signals the basic relevance of the cat-
egorisation of the population, a unique, heterogeneous, quintessence from the
British censuses during colonial settlement developmentswith geographic, reli-
gious, ethnic and additional criteria based on own attribution (Christopher 1992).
The specification of group affiliation in Mauritius only comes to bear at the legal
level when a person is a candidate for parliament. Based on the “best loser” sys-
tem, it is supposed to allow for minimal corrections to the representation of the
different population groups in parliament after elections.

The ethnicisation and fragmentation of the population groups in Mauritius

Since the Constitution came into force after independence in 1968, the signif-
icance of ethnic categorisations has increased in Mauritius. Up until about 10
years ago, everyone – including researchers (see Introduction or e.g. Eisenlohr

9 Ameenah Gurib Fakim was President of Mauritius between 2015and 2018. Since then, Barlen
Vyapoory is acting president.
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2007: 973) – referred to the four population groups when briefly explaining the
multiethnic composition of the population of Mauritius. Yet there was one signif-
icant deviation: Indo-Mauritian, Muslim, Chinese and – Creole. In everyday life
the term “general population” is seldom used (see just below). For now, it is a mat-
ter of the increasing importance of the categorisation. Thetext on a recent anal-
ysis on the feeling of affiliation of Hindu, Muslim, and Creole youths in Mauri-
tius, the largest population groups by number, allows the following interpretation.
In their text, the researchers Caroline Ng Tseung-Wong and Maykel Verkuyten
(2015: 681) name the cultural groups belonging to Mauritiusnowadays: Hindus,
Tamils, Telugus, Marathis, Muslims, Creoles, Whites and Chinese. Then they re-
fer to the four population categories and ultimately insiston the predominance of
the four Hindu groups. By additionally differentiating theIndo-Mauritian popu-
lation group, they give additional weight to the ethnic categorisations, but simul-
taneously scale down the importance of ethnicity by only distinguishing between
(and thus homogenising) the above-mentioned three main population groups in
Mauritius for their analysis.

Ethnicisation is clearly perceivable in the category “general population”. The
category was created in 1847 and initially comprised the Franco-Mauritian and
Creole population, including the Afro-Mauritian, the Malagasy-Mauritian and
Tamil-Catholic and up to 1901 Chinese population. (Jumeer 1984; Lau Thi Keng
1991: 58). When the term “Creole population” is used insteadof “general popula-
tion”, the small Franco-mauritian population group of around 10,000 persons, i.e.
less than one percent (Salverda, Hay 2014: 237), is missing,unless it separately
designated as the group of “whites” as in Ng Tseung-Wong and Verkuyten. The
fragmentation of the category “general population” by the separate listing of the
category “Creole population” and the category “white population”, as is the case
in Ng Tseung-Wong and Verkuyten (2015) as well as Salverda and Hay (2014),
points to an ethnicisation process, also perceived in research.

The designations for the Hindu, Muslim and Sino-Mauritian communities
were used before independence. Since the 1891 census (Christopher 1992: 59), the
term Indo-Mauritian has been used for the second generationof Indians born in
Mauritius. The term is geographically comprehensive, but imprecise with regard
to the religious affiliation (Hindu, Islamic) and the language groups (Tamil, Hindi,
Marathi, Telugu, and Gujarati). In contrast to the census categories, the Consti-
tution states the religious criterion, Hinduism. Up to the mid-20th century, the
Muslim population with ancestors from Gujarat were part of the Indo-Mauritian
population. Parallel to the politicisation of Islam in India up to the creation of Pak-
istan, the political consciousness of the Muslims in Mauritius also grew, and they
demanded their own population category (Hollup 1996; Eisenlohr 2007, 2012).
The Sunni-Orthodox Muslim population from Gujarat has constituted its own
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population category in Mauritius since 1962. (Benedict 1965: 37 et seq.; Patu-
rau 1988: 113), and since 1980 Arabic is a school subject, an ancestral language
along with Urdu. The category of the Chinese population dates back to the census
of 1901, during which primarily geographical categories were proposed. The Chi-
nese population did identify with the geographical criterion (Christopher 1992:
58). In 1962, the category Chinese changed into the term Sino-Mauritian. Man-
darin is an ancestral language, taught in schools nowadays.A short consideration
is necessary regarding the diversification of the policy of ancestral, Asian language
instruction and the further differentiation of the groups in the postcolonial period.
This pertains to the priority given to standard languages orancestral languages
over everyday languages. The Mauritian ancestral languagepolicy does not con-
sider Bhojpuri, Kutchi and Hakka, the languages of everydaycommunication of
the Hindu, Muslim and Chinese population. These languages are thus – unlike
Creole – in a state of decline. About twenty percent of the Indo-Mauritian pop-
ulation (Eisenlohr 2007: 31) speak Bhojpuri, the second most common everyday
language along with Creole spoken by everyone.

The problem of appropriate representation of population groups in parliament

The system of “best losers” refers to the group designationsand is supposed to
ensure the “equal and adequate representation of each group” in parliament (Fa-
voreu 1993: 253). Successful candidates from the electoraldistricts hold sixty-two
of the seventy-seat Mauritian parliament: each of the twenty electoral districts of
Mauritius elects three members and the island of Rodrigues elects two members
(Dukhira 1992: 147). The Electoral Supervisory Commissionnominates the re-
maining eight members of parliament from the group of “best losers” (Favoreu
1993: 253). The eight nominated candidates are determined among the highest
placed candidates who lost the elections based on the criteria of population group
and party affiliation. This is possible because each person running for a seat in
parliament also must indicate his or her own group affiliation “based on lifestyle”
in addition to his or her partisan affiliation. The assignment to one of the popu-
lation groups stipulated in the Constitution for a parliamentary candidacy is still
exclusive and mandatory nowadays, with the exception of the2015 elections.

The four exclusive population groups have been a point of contention ever
since being defined. Leftist parties and groups want to remove the article from
the Constitution, in order to move away from ethnicity-based politics. One ini-
tial strategy was an amendment passed by the Mouvement Militant Mauricien
(MMM) in 1983. The MMM had the question regarding group affiliation removed
from the statistical surveys. However, the strategy missedits target. Ever since,
people have to indicate the languages spoken in the household, the ancestors’ lan-
guages and religious affiliation (Eriksen 1998: 75 et seq.).Ethnicity is not aban-
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doned. It is differentiated into languages and religions. This does not annul eth-
nically oriented policy-making, rather designs it in a moredifferentiated way. A
second strategy against the system of best losers consists in running in parliamen-
tary elections with or without a randomly drawn population group. This tactic
is against the rules but has been practiced by leftist-alternative groups such as
Rezistans ek Alternativ or the groups Lalit and Ledikasyon pu Travayer, initially
associated with the MMM. In 2012, Rezistans ek Alternativ was able to obtain
a recommendation from the UN High Commissioner for Human Rights for the
Mauritian state to abandon the “discriminatory practice ofethnically categorizing
the population”. However, the protocol is still in effect.

Population groups in Mauritius beyond ethnic categories

Dealing intensively with geographic, ethno-religious andlinguistic population
groups narrows the perspective and indeed prevents us from regarding other distin-
guishing criteria as relevant. Four groups are worthy of mention in this regard, all
of which have their own legal status in Mauritius. These groups influence and are
part of the social stratification. The first group are the tourists. More than 1.1 mil-
lion persons primarily from France, Great Britain, South Africa, India, and China
visit the island annually, which has a population of approximately 1.3 million.

The refugees from the Chagos Islands are the second group. Their islands lie
between the archipelagos of the Seychelles and Maldives. The United Kingdom
split off the islands from the Mauritian colonial region in 1965, named them the
British Indian Ocean Territory (BIOT) and made them available to the USA in
1971 to set up a military basis (Dholah 2002; Jeffery 2011). At that time, the
entire population of the Chagos Islands was resettled by theBritish government
as refugees to the Seychelles (500 persons) and to Mauritius(1,500 persons). Ever
since the refugees have been fighting for their rights, e.g. for the right to return to
Chagos. In 2002, the population from Chagos Islands obtained British citizenship.

The third group is the population of Rodrigues. The 109 km2 island lies about
600 km to the east of Mauritius (1.900 km2) and is Mauritian territory (This fur-
ther includes Agaléga, where 200 people live, and the non-permanently inhab-
ited St. Brandon. These two islands are under administration of the Outer Island
Development Corporation established in 1982 by the Mauritian Prime Minister).
Rodrigues has had an autonomous status since 2001. Around 40,000 people, pri-
marily of Creole origin, live in Rodrigues. According to Boswell (2006: 138),
37,000 people from Rodrigues live in Mauritius, thus nearlyas many as on the
island. They find themselves very low in the status hierarchyof Mauritius. As
reflected in the autonomy status and in how the population from Rodrigues is po-
sitioning itself in Mauritius (Boswell 2006: 146 et seq.), there currently appears to
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be a process through which the population of Rodrigues is constructed as a group
with its own culture and language.

The fourth consists of the “guest workers”, who work in the export processing
zones of Mauritius. In 2010, there were 33,000 such workers,primarily women
from China, India, Bangladesh and Sri Lanka (Lincoln 2012: 12). They sometimes
work up to 12 hours a day and their living conditions are precarious. They do not
have the same rights and wages as the Mauritian workers and based on agreements
with the governments of their home countries, they are subject to deportation to
their country of origin in the case of protest. The guest workers compete with the
Mauritian workers, not least due to their low wages (Ackbarally 2006).

The Critical Whiteness Studies approach (Dyer 2005), according to which
“being white” requires a social position analysis just likeany other ethnicity, lends
itself to the analysis of the economic and political influence as well as privileges
and everyday culture of the Franco-Mauritian group, which is not included in
the ethnic group of the Creole population (Salverda, Hay 2014). In postcolonial
Mauritius, the Franco-Mauritian elite surrendered its political power to the Indo-
Mauritian elite. Can we now conclude that the new elite as a whole has taken
over the highest position in the status hierarchy of Mauritius? Moreover, what
privileges or what forms of dominance remain in the dark if the society is anal-
ysed only with geographical and ethno-religious group categories stemming from
colonial times. This question will not be answered in the present study.

2.3.2. Working on the global tourism, free trade and cyber-island

The British colonial administrators doubted not so much theadministrative as the
economic success of the independent Mauritian state (Boolell 1996). The first
decade of independence was indeed characterised by mass unemployment, great
difficulties with the account of payments, high prices and a stagnating sugar cane
industry, which accounted for 99 percent of exports and jobsfor 65 percent of
the population (North-Coombes 2000: 150; Benedict 1965: 5). Population growth
was also high at that time. The population of Mauritius has indeed increased by
50 % since 1968, but the birth rate declined thanks to a decisive family planning.
In 1968, the population amounted to 794,746 (Teelock 2001: 405), while it was
nearly 1.3 million persons in late 2013 according to the World Bank. This corre-
sponds to around 630 persons per km2. Currently, the population is increasing by
approximately 5000 persons a year.

Since the mid-1970s, the Mauritian state has succeeded in diversifying and
stimulating the economy, while largely maintaining free education and health care
as well as universal old-age pensions thanks to domestic, international and Asian
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capital and the setup of Export Processing Zones (EPZ)10, the tourism industry11

and financial and offshore centres12 (Bunwaree 2004; Ulriksen 2012). The decline
of the sugar industry is permanent, as Mauritian sugar has not been competitive
against Brazilian, Thai and Australian sugar since the end of the European Sugar
Regime in 2007 (Teelock 2001: 204; www.eur-lex.europa.de Official Journal No.
L 55, 29 September 2007, 38 et seq.). According to the CentralStatistics Office
(CSO) of Mauritius, economic activities comprise agriculture, including the sugar
industry (6 %), the manufacturing industry of the export processing zones (20 %),
tourism (6 %), transportation and communication (20 %) as well as finances and
real estate (20 %) in addition to public administration, health and education.

Mauritius had full employment at the end of the 1980s. The unemployment
rate was about 8 percent in 2013 according to the Mauritian Central Statistics
Office. The literacy rate is over 90 percent. The International Monetary Funds
classified Mauritius as an emerging market in 199413. Nevertheless the Mauritius
government notes in the mid-1990s that half of all households had less than 5,000
MUR (approx. 150 EUR) per month at their disposal, the minimum amount for
a “decent life” (Bunwaree et al. 1997: 3 et seq.). Since 2000,the average wages
have officially increased (CSO, 2009: 18) from 9,000 MUR (approx. 225 EUR)
to approximately 16,000 MUR (approx. 400 EUR). As the cost ofliving has also
increased, the percentage of Mauritian households withoutthe minimum amount
for a decent life has therefore probably not decreased basedon a purchasing power
comparison.

10 With tax incentives, exemptions for customs and the repatriation of profits. The “Export Pro-
cessing Zone Act” of 1970 created export-oriented food, cosmetics and textile industries with
capital from the sugar industry, local commercial banks andChinese investors (Bunwaree 2004;
Bräutigam 1997, 2003: 458 et seq.; Neveling 2015). In 1987, 484 companies with 80,000 em-
ployees operated in the Export Processing Zone (Paturau 1988: 228f.; Teelock 2001: 404). More
than half of the employees in this low-wage sector are women (Boswell 2006: 125 e et seq.).

11 The airport opened in 1945. Ever since, Mauritius has developed into a holiday destination
in the high-price segment (Château 2003; Schnepel 2008). There were 102 hotels in total in
2009 (Paturau 1988; CSO 2009; Schubert 2010: 128). The number of tourists has continuously
increased since 1971. In 2009 around 819,700 tourists visited Mauritius (CSO 2009; Schubert
2010: 110).

12 The Mauritian transport and telecommunications branch created over 250 service centres in the
past six years. Mauritius is supposed to become an island of electronic information technology
and financial service centre (L’express, 18 July 2010). In 2009, 80 persons worked in these two
branches (CSO 2009).

13 Mauritius has been under the supervision of the International Monetary Fund since 1979 and
benefits from large-scale structural aid. This led to the devaluation of the Mauritian Rupee in
1979 and 1981 (Paturau 1988: 232) and a strict regulation of salaries and increase in food prices
(Teelock 2001: 404).
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2.3.3. Scientific communitarianism, communalism and Political culture

In Mauritius, political coalitions go beyond ethnic boundaries. Marina Carter and
Hubert Gerbeau (1994) describe this strategy as “communautarisme scientifique”
(scientific communitarianism). This strategy counteractsthe “danger of commu-
nalism” in Mauritius (Carter, Gerbeau 1994: 89, 124). The first government after
independence was such a coalition, “a government of national unity” (Boolell
1996: 8), which included the president of the Labour Party (PTr ), Seewoosagur
Ramgoolam, an advocate of independence, as well as opponents of independence,
the Mauritian Social Democratic Party (PMSD), in one singlegovernment which
transcended Indo-Mauritian/Creole boundaries.

“Scientific communitarianism” serves as a counter-strategy to communalism
when communalist accusations persist or when a political proposal must not fail.
Carter und Gerbeau (1994: 104) interpret different events according to this strat-
egy of Indo-Mauritian and Creole government representatives: electoral lists are
compiled with a “well-dosed” mixture of ethnic, religious and linguistic groups,
while supra- or multiethnic political committees or government coalitions are
formed in a similarly subtle manner.

The British colonial regime in India originally used the term “communalism”
to describe the antagonistic relationship between the religious groups of Hindus
and Muslims, conceived as opposite social, political, and economic groups (Ood-
iah 1988: 90). In Mauritius, political disputes occur regularly when political op-
ponents charge each other of communalism (Hirschmann 2015:660): The pro-
tagonists of the different parties accuse each other of aligning their policies only
with the needs of their own ethno-religious group, to which the most voters of
the respective party belong. This is not verifiable because the parties in Mauritius
must not use ethno-religious designations. Therefore, theaccusations are effec-
tive. Ethnicity, race or caste is never officially used, but unofficially often evoked
and always present as a hidden agenda.

The terms communalism and scientific communitarianism may partially14 ex-
plain the success and failure of governments as illustratedin the following exam-

14 Caste politics in Mauritian policy-making is a topic of its own (Chazan-Gillig, Ramhota 2009;
Eisenlohr 2007). Family dynasties are also a noteworthy phenomenon: Seewoosagur Ram-
goolam (PTr ) was the first Prime Minister and President of Mauritius, and Gaëtan Duval
(PMSD) was a member of the first government. Anerood Jugnauth, founder of the MSM and
President of Mauritius, has been Prime Minister again since2015. The sons held key positions
in the 2010–2015 government: Navin Ramgoolam (PTr ) as PrimeMinister, Pravind Jugnauth
(President of the MSM) as Minister of Finance and Gaëtan Xavier Duval (President of the
PMSD) as Minister of Social Integration. The son of MMM President Paul Bérenger also is in-
volved in politics. Corruption is ultimately a part of politics. The state Anti-Corruption Agency
was established in Mauritius in 2003. In 2016, the sons Ramgoolam and Jugnauth were investi-
gated for corruption (see e.g. L’express, 28 March 2016, 25 May 2016).
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ple. The government coalition between 1983 and 1986, like most Mauritian gov-
ernment coalitions, consisted of representatives of different ethnicities and ideolo-
gies. The lacking consideration of the multiethnic foundations of policy-making
doomed the government coalition between the Mouvement Socialiste Mauricien
(MSM) and Parti Mauricien “Socio-Démocrate” (PMSD). The coalition of the
Indo-Mauritian MSM President Anerood Jugnauth and the Creole PMSD Presi-
dent Gaëtan Duval governed during the period expansion of the export processing
zones, and there was full employment. The main education policy project of the
Indo-Mauritian elite aimed at enhancing Asian language instruction, which would
have privileged Indo-Mauritian children and disadvantaged Creole children, re-
sulted in the collapse of the MSM-PMSD Alliance in the 1996 elections (Selvon
2001: 424). The proposal to give more weight to this languageinstruction in the
average of the final primary school examination, the CPE, ledthe PMSD with its
significant share of Creole voters to interpret it as puttingCreole children at an in-
acceptable disadvantage. They would ultimately not benefitfrom this because they
did not learn an Asian language due to their ethnic affiliation. The PMSDg2187
withdrew from the coalition and the MSM government was votedout of office.

This dual mechanism of presumed, hidden ethno-centric interests and offi-
cial scientific communitarianism is essential for the political cultural practice
of multiculturalism in Mauritius and it functions, in particular, across the Indo-
Mauritian/Creole cleavage.

2.3.4. The Creole nation and construction of Creole ethnicity

The ideology of the Creole nation is – at least at the beginning – closely associ-
ated with the party Mouvement Militant Mauricien (MMM) founded in 1969. The
MMM is a postcolonial Marxist party inspired by the 1968 movement in Paris. It
created a voter base during the 1970s with the union strugglefor the right to strike
and thus considerably weakened the PTr -PMSD government (Selvon 2001: 399
et seq.; Teelock 2000: 400). In 1976 the MMM was the leading opposition party,
and in 1982 the MMM was the first party to win the elections single-handedly. Af-
ter the Mouvement Socialiste Mauricien (MSM) split-off from the MMM in 1983,
the MMM government had to resign. Twelve years later, in 1995, the MMM made
it into a government coalition with the PTr for several months. During the 2000–
2005 government term, the MMM was the junior partner of the MSM. During
the first three years, the president of the MSM, Anerood Jugnauth, occupied the
office of Prime Minister and was succeeded by Paul Bérenger, the president of
the MMM, for the last two years. The only Mauritian Prime Minister of French-
Mauritian origin up to now thus governed between 2003 and 2005. Otherwise the
Prime Minister – even from 1982 to 1983 – was always an Indo-Mauritian man
from the “Mauritian farmers’ caste”, the Vaish Varna.
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Two statements express how the MMM has conceived the Creole nation from
the beginning: 1) The Creole language deserves public recognition. 2) As the com-
mon language in Mauritius, Creole reflects the affiliation with the Mauritian na-
tion. Against this background and driven by various political actors, the education
policy issue of the Creole language and the construction of the Creole ethnicity
evolved.

The recognition of Creole by the Mauritian public

The official recognition of Creole became an issue as part of the reappraisal of
Mauritian history during the postcolonial phase. People firmly clung to the view
that Creole is only an “unworthy patois” (Carpooran 2003: 141 et seq.), a lower-
class language and a remnant of the French-Mauritian slave society. Many Creole
people switched from Creole to French as their everyday language when they ad-
vanced socially to the socio-professional middle class. According to its recogni-
tion policy based on the idea later developed by Taylor (1994) that lacking recog-
nition produces a distorted and lacking feeling of self-worth, the MMM wishes to
finally give the Creole population the recognition it deserves in the public sphere
by publicly recognising its language. Paradoxically, the MMM implicitly supports
the foundations for the construction of the Creole population as an ethnic group,
even though it wants to distance itself from ethnic politics, as with the attempted
abolishment of the categorisation of population groups mentioned above. Thus, as
the party of the Creole population, the MMM becomes vulnerable for accusations
of communalism.

The issue of Creole as the common language of the Mauritian nation perpet-
uates the recognition policy on an ideological level. The electoral slogan of the
MMM, which led to its landslide victory in 1982, was in Creolefor the first time:
En sel lepep, en sel nasyon – tu dimunn pu vini kreol (a single people, a single na-
tion – all people become Creole). The MMM argued that Creole was the language
of communication of more than two thirds of the population and that it was time
to recognise it accordingly in the public sphere (Carpooran2003: 151; see also
Benedict 1965: 41). During the one-year term in government,the MMM ruled
efficiently: besides the already mentioned abolishment of the question of ethnic
affiliation in the censuses, the most important symbolic action was that the MMM
broadcasted the national anthem on the radio in Creole, which was also a premiere.
To reinforce this conviction, the MMM government passed in 1982 the “Mauri-
tius Broadcasting Act”, which officially ensured Creole a place in the media along
with English, French and the Asian languages (ibid.). Ever since, the popularity of
Creole on the radio, television and in advertisements has continuously increased
and Creole has increasingly become an everyday language in Mauritius. The me-
dia law indeed gives Creole a place, but it is positioned as one of many languages
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in public and is thus decidedly multicultural. Thus, the MMMdefines the Creole
nation not as a monolingual Creole nation, rather as a multilingual public.

The public recognition of Creole also put the issue of multilingualism in edu-
cation on the agenda, which will be dealt with in greater depth in the next chapter.
Here I address political measures. Educationalists, in part members of the MMM,
pointed repeatedly to the structural disadvantage of Creole children in school, who
were suddenly confronted with two new languages of instruction – French and En-
glish – when beginning school. Yet it was also difficult to convey Creole to people
with different mother languages, as long as no uniform writing system for the
language existed. A group of socio-political and Christianresearchers deployed
by the government drew up a concept known as “Grafi-larmoni” (Hookoomsing
2004) to outline how to write Creole and how to accommodate itin school in
Mauritius. This was a further step towards the public recognition of the Creole
language. An additional example of the recognition of Creole was the introduc-
tion of Creole, not as a language of instruction, rather as a literary school subject
at the primary level starting in 2011, corresponding with the model of Asian lan-
guage instruction.

It seems as if every political measure to recognise publiclythe Creole lan-
guage contributed to the construction of Creole ethnicity.This contrasts with the
idea ofCréolité as hybridity, the way Chan Low (2004: 404), a MMM-affiliated
historian, defined it. Similar to the idea of the population category “general popu-
lation”, créolitéwould be a hybrid, universal and open category of a “constituting
cultural heritage”, which can comprise (almost) the entirepopulation of Mauri-
tius, because it incorporates oppression through slavery and indentured labour.
Chan Low used the term to describe a “creolized, open, universal and adapt-
able culture” because it “originated from the pain and oppression of the forced
encounter between cultural systems of European, African, Malagasy and Indian
origin” (Chan Low 2004: 406). This understanding of Creole culture as a gen-
eral hybridisation has a difficult position vis-à-vis ethnicisation. People who do
not define themselves through ethnicity, select music, gender or social issues, for
example, as distinctive features (Boswell 2006: 73 et seq.). However, a political
perspective, for which ethnicity is irrelevant, finds little resonance in Mauritius
besides the construction of the Creole identity, which has occurred in the past
eighteen years.

The construction of a Creole ethnicity

After the death of Kaya in 1999, a Creole-Indo-Mauritian Seggae (Mauritian Reg-
gae) singer, and the ethnic interpretation of the resultingsocial unrest, explained
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with the Malaise Créole15, the construction of Creole ethnicity became increas-
ingly significant. In her ethnographic study, Boswell analyses the essentialisation
of the Creole population, which goes hand in hand with this construction: “Under
slavery Creoles experienced dispossession and both physical and psychological
violence. Centuries later, the persistence of poverty, social problems and politi-
cal marginalisation among Creoles is attributed tole Malaise Créoleand is dis-
cussed as a primordial element of the Creole personality.” (Boswell 2006: 2). The
Catholic Church, politicians, Indo-Mauritian temple associations, anthropologists
and journalists use the term in accordance with Boswell (2006: 13) for four dif-
ferent circumstances: loss of identity due to slavery, social pathologies due to
the situation of oppression, deficit orientation due to the hybrid situation and ho-
mogenising oppression strategy.

Regarding the ethnic interpretation of the social unrest of1999, the aforemen-
tioned actors view the Creole, in particular the Afro-Mauritian and Malagasy-
Mauritian population, as the lowest social class,16 from which uneducated and
seemingly powerless house cleaners or repair people emerged. This understand-
ing is applied to the entire population, which is designatedas Creole and was
excluded from power and wealth throughout history repeatedly (Chan Low 2004:
403; Lau Thi Keng 1997: 19). Thus, the construction of “creoleness” served to
ethnicise a social group: poor people are designated as Creole.

To counteract the economic, social and cultural marginalisation of the “eth-
nic” group in construction, the PTr government passed the “Equal opportunity
Act” (2008) among other measures. Both Gill (2012) as well asthe report of the
UN Human Rights Council of 2015 regarding Mauritius arrive at the conclusion
in their studies of poverty in Mauritius that the Creole population is still disadvan-
taged and that affirmative actions are still necessary. A symbolic recognition of the
Creole population are the introduction of a national day of commemoration of the
abolition of slavery (since 2001 on February 1 of each year) and the increase of
the Nelson Mandela Centre for African Culture Trust Fund in 2000 (Carmignani
2011). The programme of the Nelson Mandela Centre includes not only cultural
activities but also language instruction (e.g. Swahili) and history research (ances-
tral research for the descendants of slaves among other things).

15 Malaise Créolemeans unease towards or among the Creole population. The term emerged in the
1990s. It pertains to the socio-cultural, political and economic unease of Creoles in Mauritian
society, as Boswell (2006: 13) explains.

16 Boswell (2006: 47) distinguishes within the “Black Afro-Mauritian Creoles” between the Creole
population of Mauritius and Rodrigues as well as Agaléga. Within each category she differen-
tiates between the poor rural population (Ti-Creole), middle class (Creole Bourzwa) and the
urban working class (Klas Travailleur).
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The Fédération des Créoles Mauriciens (FCM) was constituted in 2007.
Among other things, it proposed replacing the term for the population group “gen-
eral population” in the Constitution with the group designation “Creole popula-
tion” (Hookoomsing 2009: 122). This demand stands for the appropriation of the
Creole ethnicity according to scheme of “ethnically” connoted population groups
embedded in the Constitution and the ideology of communitaristic multicultural-
ism as also represented by Indo-Mauritian nationalism.

2.3.5. Indo-Mauritian nationalism with the ancestors’ languages and
religious practices

Just as Creole nationalism cannot exclusively be traced back to the partisan and
governmental politics of the MMM, but is also embedded in language and social
policy, the presently predominant Indo-Mauritian nationalism (Eisenlohr 2007:
974) also cannot be seen as being anchored in one party. Some leaders of temple
organisations adopt the ideology, in trade unions, and in certain wings of political
parties with Indo-Mauritian voters. As just illustrated, the MMM, which at least
at the beginning did not want to engage in ethnic policy-making, sometimes also
supports ideological elements of Indo-Mauritian nationalism.

The Indo-Mauritian population in Mauritius, descendants of the indentured
labourers recruited by the British colonial administration, is oriented towards In-
dia. This is apparent in the effects of or even parallels between political and social
developments in India and Mauritius. Indo-Mauritian nationalism in Mauritius is
in a certain sense inspired by Hindu nationalism in India, asPatrick Eisenlohr
shows in his bookLittle India (2006). Through the “construction of diasporic an-
cestral cultures”, Indo-Mauritian nationalism is based ona postcolonial, linguisti-
cally and religiously defined “diasporic notion of culturalcitizenship” (Eisenlohr
2006: 5). It goes beyond the notion of an “imagined nation” (Anderson 1983),
which only means that people developed an ethno-linguisticnationalism through
a common colloquial language. The “diasporic notion of cultural citizenship” ad-
ditionally consolidates the political and social hierarchy with linguistic and re-
ligious practices as well as everyday rituals of ancestors:“ . . . full membership
in the Mauritian nation is exercised by cultivating ( . . . ) traditions of ancestors,
who come from somewhere else” (Eisenlohr 2006: 5). On the onehand, ancestral
traditions are understood to be the teaching and learning ofthe ancestors’ lan-
guages since the first primary school grade and, on the other hand, the attendance
and celebration of activities of the Hindu temple organisations. The activities are
many, spanning from lectures on Indian philosophy or classical Indian dance, re-
ligious processions for certain festivals in the calendar year, to burial rituals or
competitions.
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According to Eisenlohr (2006: 35) the most important Hindu organisations in
Mauritius responsible for operating most Hindu temples andfor Indo-Mauritian
nationalism are the Sanatan Dharma Temples Federation, theHindu Maha Sabha
and the Arya Sabha. Chazan-Gillig and Ramhota (2009: 88 et seq.) also view the
founding families of the Hindu temples or the political family dynasties as being
the core of the Indo-Mauritian elite. Like every elite, the Indo-Mauritian elite is in-
ternally differentiated: in any case, the progressive AryaSamaj movement, which
is to be distinguished from the Arya Sabha, does not represent ethno-religious
Indo-Mauritian nationalism (Eisenlohr 2006: 278). Nevertheless, the temple or-
ganisations play an essential financial role in Indo-Mauritian nationalism and their
political influence spans to the Indo-Mauritian unions. Yetabove all, they push
forward their linguistic policy and adhere to traditional practices such as caste af-
filiation. The enormous significance of traditions, the precisely followed practices
with regard to linguistic, religious and social (caste) purity in Indo-Mauritian na-
tionalism stand in contrast with the biological creolisation of the population. The
promotion of the public recognition of the Creole language in politics and every-
day life since the 1980s is also met with scepticism by Indo-Mauritian national-
ists because it is perceived as French neo-colonialism due to the French-Mauritian
colonial rule and a threat to their own position of power (Eisenlohr 2006: 49 et
seq.). If Creole or English is spoken at certain Hindu ceremonies, it is interpreted
by “nationalistic Hindu organisations” (Eisenlohr 2006: 55) not only as the “cor-
ruption” of the Hindu rituals, rather as “assimilation” to the ideology of the Creole
nation, which ultimately could lead to the disappearance ofthe Indo-Mauritian
group in on the general population (Eisenlohr 2006: 64). In the competition for
the first claim to the nation, Indo-Mauritians would look down upon the group
of Creoles “for its perceived lack of social and economic achievement”. In par-
ticular, the absence of an ancestral language (Ng Tseung-Wong, Verkuyten 2015:
692) seems to put them at a disadvantage.

The construction of the Creole ethnicity becomes more comprehensible
against the background of the Hindu-inspired, Indo-Mauritian religious practices
and the learning of ancestors’ languages. The laws, the daysof commemoration,
the financial support of the Nelson Mandela cultural centre,and the Creole litera-
ture instruction from the first primary school class are reminiscent of the model of
Asian languages and construct “creoleness” as a group explicitly in terms of the
postcolonial, ethno-religious diaspora ethnicity. The “danger of a general hybridi-
sation” is supposed to be reduced through the “neutralisation” and “classification”
of the creolized population and the Creole language and averted through the inte-
gration of “creoleness” into the political ideology of Indo-Mauritian nationalism
(Eisenlohr 2006: 264, 2007: 985 et seq.). After the Hindu, Muslim and Chinese
group, the Creole group has de facto taken the place of the fourth population
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group, as the Fédération des Créoles Mauriciens claimed. The general population
instead, into which the entire population could have been incorporated accord-
ing to the ideology of Creole nationalism, eroded and the small Franco-Mauritian
group is isolated.

2.4. Mauritian multiculturalism styles in postcolonial comparison

Multiculturalism designates the politically organised coexistence of people with
different affiliations, languages and religious, as already stated in the introduction.
The remarks on the history illustrate this and provide a moreprecise description.
Multiculturalism is an issue of laws, rights or at least legally verified measures,
and the examples illustrate the perspective shared by Baumann, Vertovec (2011)
and Kymlicka (1995). The mentioned legal measures are supported on a state,
intra-state, institutional, group-related, or, as is the case with human rights, inter-
national basis.

The legal measures are the result of processes defining a policy (Wright, Shore
2011). A policy is legitimated by an ideology, thus by a notion of how the state,
institutions, groups and the differences to be regulated should be organised (Oom-
men 2005: 334). With every further project or Political process, an ideology re-
ceives a new item of interpretation. This shows that ideologies are incomplete,
contradictory, usually inertial and change-resistant, but basically changeable.

As mentioned in the introduction, multicultural policy-making refers in con-
trast to general policy-making, in particular to the political integration and par-
ticipation of individuals with different ethnic, culturaland religious affiliations
(Vertovec, Wessendorf 2010: 4). As is apparent in the courseof the chapter, mul-
ticulturalism is not a uniformly reflected programme; it rather consists of many
individual political projects and is thus a patchwork of measures at different lev-
els and different realms of a state (Vertovec, Wessendorf 2011: 2). As reflected in
the explanations throughout the chapter, patterns for Political processes develop
over the course of history and thus form a Political culture.

Before the discussion of Indo-Mauritian nationalism and the ideology of the
Creole nation, influencing the styles of Multiculturalism in Mauritius, we now
must address the perspectives of multiculturalism in peripheral postcolonial states.
This will allow us to understand the political developmentsin Mauritius in a
broader context.

Specific analyses of multiculturalism in “peripheral postcolonial” states in
Africa and Asia are seldom according to Bennett (1998: 2) andKymlicka (2010:
47). The question arises whether a postcolonial perspective on multiculturalism
exists, which goes beyond a conceptual perspective on postcolonialism (Appadu-
rai 1996; Asad 1973; Bhabha 1994; Said 1978; Spivak 1988), orwhether multicul-
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turalism is a prerequisite of postcolonialism. In any case,Baumann und Vertovec
(2011) assume in their four-volume workMulticulturalism – Critical Concepts in
Sociologythat multiculturalism is constitutive of any society and they divide it
thematically and conceptually, not regionally or politically. Aside from an answer
to the question just raised, comparisons of multiculturalism in different postcolo-
nial states are fascinating, at least for heuristic reasons.

The search for elements of multicultural policy-making in other “peripheral
postcolonial” states, whose situation is comparable to Mauritius, begins with the
Baumann und Vertovec’s (2011: 2) observation which is generally accepted in
anthropology that every state society is a multicultural construction. In postcolo-
nial states, the multicultural construction goes back to forced migration and racist
social orders due to slavery and indentured labour. By contrast, the pre-colonial
social structures in South-East Asia, for example, show evidence that the ethnicity
(Hefner 2001: 13) of a population “always has been religiously, culturally, linguis-
tically, ethnically, economically and socially differentiated” was dealt with flexi-
bly (Demaine 1984: 164). This resulted in a “plural society”, as Furnivall (1938: 8)
calls the colonial form of rule supported by indentured labour in South-East Asia.
Smith (1971) uses the same term “plural society” with regardto colonial societies
in Africa and America, which are also based on slave labour. From the standpoint
of both authors, the plural colonial society is a society with fundamental divisions
(Furnivall 1938: 446) of a “maximum institutional divergence” (Smith 1971: 94).
Hefner defines the plural colonial society as a society with a“Caste system crite-
ria of ethno-religious groups with different economic roles” (Hefner 2001: 4). He
criticises the contrast between plural societies in Asia and homogenous societies
in Europe, which Furnivall excessively emphasised (Hefner2001: 6). M. G. Smith
(1971) also maintains this contrast in his extended application of “plural society”
to Africa and America. He regarded the colonial society under European rule as
the “anti-thesis” (Smith 1971: 94) to a “nation-state”: on the one hand, because he
considered it as economic and “not based on a political project” and, on the other
hand, its “heterogeneity” with deep social divides could beequated with western
“multicultural” societies. As Mamdani (1996) shows for Africa, European colo-
nial rulers indeed constructed divided states, so called bifurcated states. “Its one
side, the state that governed a racially defined citizenry, was bounded by the rule
of law and an associated regime of rights. Its other side, thestate that ruled over
subjects, was a regime of extra-economic coercion and administratively driven
justice.” The struggle of the subjects “was both against customary authorities in
the local state and against racial barriers in civil society” (Mamdani 1996: 19).
Yet the principle of colonial rule introduced these divides, as they were not in-
herent in the colonized societies. The orientation towardsthe economy of these
societies, which Furnivall and Smith regard as a shortcoming may constitute a



56 INDO-MAURITIAN NATIONALISM AND THE CREOLE NATION

strength of the national society from a postcolonial perspective. The economy is
a central, globalizing force for the success of postcolonial states, which could en-
able them to turn the “violence of mercantilist trade, war, genocide, conquest and
colonialism into a story of universal progress, development, modernisation and
freedom” (Chatterjee 1993: 235). This racist, social and status -related inequality
of the colonized and deported population in the colonial state together with the
decisive economic orientation constitutes a specific starting point for the diverse
developments of multicultural politics in postcolonial states.

Two approaches of the postcolonial state management of multiethnicity allow
for the embedding of the Mauritian styles of multiculturalism in the context of the
countries of the Indian Ocean. Communitarian multiculturalism (Hefner 2001;
Oommen 2005; Werbner 2004) differentiates according to ethnic, religious or ge-
ographical groups and is particularly widespread in South-East Asia, India. The
master metaphor of creolisation is a concept created in former plantation societies
from the Caribbean (Palmié 2006) to Indonesia (Cohen, Toninato 2010).

2.4.1. Ethnically, religiously or geographically differentiated
multiculturalism

The multiculturalism of postcolonial states, which distinguishes between groups,
results from the pre-colonial multiethnicity of the population and the majority and
minority communities of the colonial era (Chatterjee 1993:224). This multicul-
turalism distinguishes the groups not only in India, as described by Chatterjee, but
also in other countries according to “religion, language, or tribe and applied over
a variety of territorial units” (Chatterjee 1993: 224) as the following examples
show.

In the description of plural colonial societies, the term bifurcation (Smith
1971) designated the fundamental division of colonists anddominated groups.
Mamdani (1996) uses the term to research the postcolonial heritage of the bifur-
cated state in Africa. Mamdani (1996: 8, 23) draws on the opposition between
“civil” and “ethnic” nationalism in order to explain the division between civil law
for the colonists and ethnically defined customary rights for the natives, which is
a main issue during the postcolonial transformation of the fundamental division.
“For modernists, the problem is that civil society is an embryonic and marginal
construct in Africa; for communitarians, it is that real flesh-and-blood communi-
ties that comprise Africa are marginalized from public lifeas so many ‘tribes”’
(Mamdani 1996: 3). Politicians in some countries indeed turned the ethnic cus-
tomary rights of the natives into demands for exclusive rights (Bayart, Geschiere,
Nyamnjoh 2001; Geschiere 2009): according to the ideas of leading politicians,
only the “right” group can “protect” the “purity” of the country from “contam-
inating” immigration and other ethnic minorities (Bayart,Geschiere, Nyamnjoh
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2001). The rhetoric of the natives’ demands could be compared with those of
right-wing populists in Europe(see e.g. Banks, Gingrich 2006; Geschiere 2009).
However, more and more African countries have developed decentralised gover-
nance structures and multiparty systems (Geschiere 2009).Economically success-
ful Botswana has abolished the separation of both legal systems and created a civil
state model with a citizen status, which includes both a uniform, civil and national
as well as differentiated ethnic affiliation, albeit with equal rights (Werbner 2004).

Multicultural states with ethnically differentiated, individual civil rights
(Hefner 2001; Hill, Kwen Fee 1995) – the World Bank supports indirectly this
development as certain loans are only possible when minimumminority rights
are guaranteed in a country (Kymlicka 2005: 29) – are developing in South-East
Asia. For example, the educational institutions of Singapore provide an excellent
example of ethno-religious pluralism. The schools are Islamic, Buddhist, Hindu,
Confucian or Catholic (Hefner 2001: 39). As a state, Singapore aligns itself with
Chinese “Asian values”, such as “social harmony” (ibid), and is characterised by
competitive global capitalism with little democracy and anauthoritarian regime
(Hefner 2001: 41). The Malaysian “economic nationalism” systematically privi-
leges, as prescribed by law, the economically less successful Malaysian population
over the Chinese and Indian populations: Malays acquire capital at preferential in-
terest rates and they are given preference in the allocationof land ownership, in
governmental jobs and the military (Demaine 2011: 179; Hefner 2001: 7). Islam
is the state religion, but religious freedom is guaranteed.Malaysia is classified as
a state with a “precarious multicultural coexistence” (Giordano 2004), but could
indeed be compared with liberal, multicultural European orNorth American-style
democracies (Giordano 2004; Kymlicka 1995). The postcolonial development of
South-East Asian states is described by Hefner (2001: 13 et seq.) as a democratic
modernisation process, in which “flexible ethnicity” and “controlled” or “alterna-
tive” pluralism are connected to “differentiated” civil rights.

In the “nation in fragments” (Chatterjee 1993) or the “culturally plural”
democracy (Oommen 2005) as India is described, ethnic difference within the var-
ious postcolonial national ideologies is present and entails partially informally dif-
ferentiating multicultural policy-making. The race-based “communalist”, “ imag-
ined communities”, which are respectively referred to during elections (Chatter-
jee 1993: 224) to define the winning alliances of castes and communities based
on “political arithmetic”, were the (pre-) colonial basis for this. Chatterjee (1993:
227) insists on necessary political developments in India.Oommen (2005: 342)
differentiates between four nationalist ideologies in India: The “monistic” Hindu
nationalists with their religion as their distinctive feature are the antithesis to mul-
ticulturalism. The “cultural pluralists” envisage centralist government structures
and the coexistence of cultures. The “cultural federalists” also aim for cultural co-



58 INDO-MAURITIAN NATIONALISM AND THE CREOLE NATION

existence, but decentralised institutions of governance.The “cultural subalterns”
carry out a largely ignored struggle against elitist traditions. Oommen (2005: 343)
insists on the developmental potential of Indian democracy, which according to
the Constitution grants all members equal rights but cannotimplement them.
Oommen (2005: 350) sees the influence of monists as a threat tothe cultural di-
versity of Indian politics.

2.4.2. The master metaphor of creolisation

The conceptualisation of the “master metaphor” (Cohen, Toninato 2010) of cre-
olisation originated in the Caribbean societies (Mintz 1998; Palmié 2006). Firstly,
the concept of creolisation is a general cultural process with references to similar
processes in Cape Verde, the USA, the islands in the Indian Ocean, in Guinea-
Bissau or Indonesia (Knörr 2014; Stewart 2007). It is characterised “by colonial
repression, dispossession of the indigenous people, slavelabour and a gradual but
determined struggle to form a new life with a new outlook, language and iden-
tity” (Cohen, Toninato 2010: 6). Secondly, “Creole” is an ethnic designation for
a person and varies by historical era or geographical situation: “Creoles can have
Arab, Malagasy, Indian or Chinese origin and among those with part-African her-
itages, Creoles can be at the top of the class structure (Guyana, Sierra Leone) or at
the bottom (Mauritius)” (Cohen, Toninato 2010: 9). “Creoleis ( . . . ) not a ‘hard’
racial category”, ( . . . ) but a ’fuzzy’ or ’soft’ identity with highly permeable fron-
tiers” (ibid.), “Creole” (ibid.) also describes the creolisation process of the newly
created languages. In the social sciences “Creole” has beenused since the 1970s
(see Glazer, Moynihan 1975; Drummond 1980) as a general termfor processes of
social transition, in which at least two cultural influencessignificantly mix. The
notion of “contact zones” describes the process quite accurately. This notion refers
“to social spaces where cultures meet, clash and grapple with each other, often in
contexts of highly asymmetrical relations of power, such ascolonialism, slavery,
or their aftermaths . . . ” (Pratt 1991: 34).

Creolisation is not only a “mixture” but consists of processes involving “re-
structuring, inventiveness and reflexivity” (Cohen, Toninato 2010: 13). In litera-
ture and politics, Creole cultures are “’composite cultures’, whose composition
results not from a union of ‘norms’ but, rather, was built in the margins with all
kinds of materials” (Glissant 1997; cited in: Cohen, Toninato 2001: 13). They
always include unexpected, new elements (Vergès 2007). Thementioned authors
translate creolisation with “Hybridisation”. This is whatHomi Bhabha (1994) des-
ignates as the “Third space”, precisely because according to Bhabha, the stories
which make up the Third space are uprooted and for that reasonnew structures
of authority and political initiatives had to be created forthem (Stewart, 2007:
19). Despite the general applicability of the metaphor for creolisation or hybridi-
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sation (Hannerz 1996, 2010), most authors doubt whether “creolisation” can be
stylized as a “countermovement to globalisation” (Knörr 2014: 21) and that it can
be used as a “theoretical model for processes of cultural mixing” in a “postglobal
world” (Hall 2010: 37). Charles Stewart (2007: 4) describes“creolisation” as a
“mid-range theory” and as a useful concept for understanding certain social and
historical contexts.

“Creolisation” as a phenomenon in national contexts is subject to the usual,
power-specific processes of closing. On the one hand, “creolism” describes a form
of nationalism in “modern Creole nation-states” of the Caribbean with “cultural
politics” of “Creole-nationalistic” and “regionalistic”, “modernisation projects”
(Crichlow, Northover 2009: 15). On the other hand, “Creole identity” is limited
like every other ethnic identity (Knörr 2014: 2; Eriksen 2007). “Creole identity”
is characterised by “trans-ethnic”, “heterogeneous” provenance. It can often be
found in “postcolonial capitals and states”, in which the “cultural and ethnic diver-
sity of the inhabitants tends to be presented as national cornucopia rather than as
being antithetical to the nation” (Knörr 2014: 6). It is significant for multicultural
policy-making in a country whether the concept of creolisation flows into state
multicultural policies as a general hybridisation phenomenon or whether “Creole”
stands for the designation of an ethnic group, characteristic for the postcolonial
era.

2.4.3. Communitarian Indo-Mauritian ideology and the creolised nation

Mauritius is a multicultural state, a “mosaic of cultures”,but simultaneously based
on a supra-ethnic compromise due to the English and Creole languages, the na-
tional anthem and the flag, explains Eriksen (2010: 140). Ng Tseung-Wong and
Verkuyten (2015: 440) adopt the same multiculturalist perspective of belonging.
With the models of multiculturalism of Modood (2013) and Parekh (2006) they
affirm the mosaic of cultures, held together by a common national, legal frame-
work, which they understand likewise legally defined for all. Ng Tseung-Wong
und Verkuyten (2015: 438) limit the multicultural mosaic tolife in public, pri-
vately people would prefer to take their own ethnic pathways.

Eisenlohr (2006) sets a different tone in his book entitledLittle India. He de-
scribes the Indo-Mauritian nationalism predominant in Mauritius, which is based
on a postcolonial, linguistically and religiously defined diaspora ethnicity (2006:
5) and according to which a person only reaches the complete cultural status of a
Mauritian citizen, when he or she can express this in an ancestral language and in
corresponding religious rituals. Eisenlohr (2006: 49) also argues why the idea of a
Creole nation seems so threatening from the Indo-Mauritianperspective: because
it would makes the linguistically and religiously precisely defined diaspora eth-
nicities disappear through a general creolisation process. In contrast to Eriksen’s
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multiculturalism model, Eisenlohr emphasises two perspectives on the nation. In
the present study, they legitimate two forms of multicultural policy-making.

The analysis of the political process of the introduction ofcitizenship edu-
cation in the empirical part of the study illustrates how both styles of multicul-
turalism connect with national ideology. It addresses how the different types of
legitimation influence one another and the education policyprocess as a whole:
how do the ideologies of the nation emphasise the communitarian differences and
how do political actors reach agreements through the political cultural practice of
the mechanisms of scientific communitarianism? What arguments do different ac-
tors use and with what effect? The emphasis is not on the fact that the arguments
of national ideologies circulate, rather how the argumentscirculate and what that
means.

The data presented regarding the demographic, economic andpolitical his-
tory allow us to understand “western creole” and “multicultural-oriental” Indo-
Mauritian nationalism (Hookoomsing 2009: 22) not so much asan opposition and
not at all as western-oriental, rather as ideologies which have developed due to the
unique, specific history of Mauritius. They represent two different styles of multi-
cultural policy-making and their perpetual dialogues and disputes within project-
oriented processes have allowed the history of multicultural policy-making in
Mauritius to come about in the first place.

The ideology of the Creole nation starts with the historicalprocess of op-
pression during the French-Mauritian slave society and contains elements of the
master metaphor of creolisation. However, the postcolonial history of the ideol-
ogy of the Creole nation impressively illustrates how its effect mutated by means
of language policy from an initially open, comprehensive hybridisation process
with a policy of social recognition to a process to constructa Creole ethnicity.
As a foundation for a multicultural government policy, the ideology of the Cre-
ole nation promotes all languages, not only Creole. The ideaof the Creole nation
in Mauritius is converging towards the linguistically and religiously based Indo-
Mauritian diaspora ethnicity. It constructs the Creole group as an additional ethnic
group in the Indo-Mauritian mosaic. Alongside this, Creoleis the everyday lan-
guage of the Mauritian nation, which connects people and represents creolisation
as a process of hybridisation.

The ideology of Indo-Mauritian nationalism is inconceivable without the
British colonial industry of indentured labour, but its roots date back further into
pre-colonial India and South-East Asia. The interactions between the British colo-
nial administration and the Indo-Mauritian population, the experiences with the
French-Mauritian elite, and the links to India shape the communitarian group
definition on which this ideology is based. The British colonial administration
had already been involved in the categorisation of the population in India, and
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language and religion were already an issue, and not only in the proposals for
population categories in Mauritius. In addition, the British-French negotiations
during the British takeover of Mauritius primarily concerned language and reli-
gion. The exclusive group boundaries and the relevance of language and religion
in Indo-Mauritian nationalism are understandable againstthe background of the
Indian-British-French colonial history.

Besides the Creole and Indo-Mauritian ideology, both colonial powers, France
and the British Empire, laid the foundations for multicultural policy-making.
Their postcolonial legacy comprises English-French bilingualism, confessional
pluralism, political and administrative state institutions, and notions of univer-
sal state affiliation: firmly liberal and emphasising socialrights in Great Britain,
and republican, participative, and fundamentally culturally blind and Secular in
France. Neither Creole nor Indo-Mauritian nationalism object to British-French
multiculturalism. Mauritius is a member of the Commonwealth and of the Fran-
cophonie. The Mauritian Constitution with the same individual rights for all and
a strong focus on human rights further reflects a multicultural British and French
orientation. According to Critical Whiteness Studies, this western ideology of the
former colonial rulers describes a privileged social position in society preserved
from the colonial era. In contrast to the currently dynamic Muslim population
group in Mauritius, which is increasingly being researched, and in contrast to
other neglected affiliations such as gender, social class orfamily networks Mauri-
tian politics, the British-French multicultural orientation is probably seldom ques-
tioned, because it puts Mauritius in an advantageous globaleconomic and political
position.





3. The educational history of Mauritius and citizenship
education

The presentation of Mauritian educational history serves two objectives. It shows
how policy-making in general, yet here in particular education policy-making,
consists of many small measures, which never exactly match with one another,
precisely because political processes are pluralistic dueto the diverging interests
of the policy-making groups and policy advocates. It also provides the background
for understanding the decisive issues during the introduction of citizenship edu-
cation and for the relevance of Indo-Mauritian and Creole nationalism for this
process of multicultural policy-making.

According to Vertovec and Wessendorf (2010: 3–4), multicultural education
policy describes a language and identity-related policy which aims to reduce dis-
crimination, strengthen gender-typical, ethno-religious equality of opportunity,
promote participation, expand rights of access, recognisedifferent cultural and
social identities and to promote ethnic and social pluralism. In short, multicul-
tural education policy strives to or is supposed to facilitate the differentiated, co-
ordinated integration of individuals into the collective.Citizenship education as
a school subject in the narrower sense and educational objective in the broader
sense enhance integration into the state by contributing toparticipation in the state
structures and identification with the nation by means of an “affiliation offer”, as
described in the introduction.

In Mauritius, institutionalised educational structures from the colonial era
impede changes and influence the bureaucracy, the lack of qualified teachers
and complex language policy pose additional obstacles. Sheila Bunwaree (1994),
Shakuntala Payneeandy (2004) and Ramesh Ramdoyal (1977), three key authors
who have dealt with Mauritian education from a social science standpoint, share
this point of view. In addition, the interpretations of these developments, the pri-
macy of economic development in Mauritius, the claims to power of the differ-
ent ethno-religious groups and nationalistic ideologies are particularly notewor-
thy to Bunwaree (1994). These research results on educational history are similar
to those of other postcolonial countries (Kohler, Wacquant1985; Salaün 2013;
Stambach, Ngwame 2011). Besides structural and economic problems, postcolo-
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nial education is characterised by the struggle for self-determination, coping with
the colonial legacy, but above all by economic, cultural andreligious globalisa-
tion. The pathway to postcolonial education is not a particular historical event,
rather a process (Salaün 2013: 84), which begins with the first protest against the
“unequal school” (Kohler, Wacquant 1986; Lucas 1997). Mauritian education re-
search describes this path into the postcolonial phase as the legacy of French and
British educational concepts and structures. In this regard, Ramdoyal (1977: 165)
insists: “Educational thought and practice are much more closely conditioned by
social realities which are themselves the result of historical and economic forces
than by general principles.” Bunwaree (1994: 237) requestsnot only for politi-
cal and economic independence in terms of the nationalisation of the Mauritian
curriculum, but also a more distinct positioning of Mauritius in the postcolonial
phase.

For the educational history of the state, the compromises made and the po-
sitions adopted, how these include the ideologies of Indo-Mauritian and Creole
nationalism is only indirectly deducible from electoral programmes. First, the re-
spective relevance of the ideologies is visible in concretemulticultural policies
on essential issues in (colonial) Mauritian education policy: Asian language in-
struction (meaning Tamil, Hindi, Urdu, Telugu, Marathi, Mandarin and Arabic) is
primarily demanded and organised by Indo-Mauritian groupsand has proven to be
a long-term strategy, which began long before the end of the colonial era. Yet its
connection with the issue of citizenship education is perceivable. Creole national-
ism, by contrast, does not emerge in relation to state education until the postcolo-
nial state. Its links point directly to issues of Mauritianisation of the curriculum,
to critique of too high failure rates in final examinations inprimary schools due
to lacking knowledge of English and to the social perspective of equal opportu-
nity. Second, education is subject to instrumentalisationby policy-makers, con-
ditioned by social realities and measures referring to the corresponding concepts.
The advocates of Indo-Mauritian and Creole nationalism observe very precisely
every new education policy measure and often redesign and/or defeat it. This
was apparent during the attempt to introduce the subject “Cultures et Civilisa-
tion Mauriciennes” (Mauritian Cultures and Civilisation)instead of an Asian lan-
guage. Third, in areas of state regulation such as the education sector, additional
actors set the discursive framework for multicultural policy-making. Religious au-
thorities, socio-political institutions, transnationalcoalitions, researchers, expert
committees, professional associations and educational institutions also shape and
split up the conceptualisations of the nation: shortly before the turn of the millen-
nium, within the Mauritius Institute of Education educationalists elaborated three
approaches linked to international organisations, which could have served as a
foundation for designing citizenship education.
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I will contextualise multiculturalism in Mauritian educational history and the
citizenship education initiatives based on the outlined prevailing themes in Educa-
tional research in peripheral postcolonial states and the multicultural orientations
of studies on citizenship education in French and English.

Before readdressing the French and British colonial heritage in Mauritian ed-
ucational structures, I first present some data on the educational situation in the
year 2000. That year marked the beginning of the educationalreform, with –
among other subjects – the introduction of citizenship education on a trial ba-
sis. At that time (as in 2016) the Mauritian school system consisted of six years of
primary school, five years of secondary school (completed with the School Cer-
tificate [SC]) and two graduating classes for university entrance (finalized by the
Higher School Certificate [HSC]). Nearly all children attend school, and the lit-
eracy rate of the 15 to 24 year olds amounts to over 95 percent according to UN
statistics. Thus, as far as the literacy rate is concerned, Mauritius holds the first
place in African comparison (Albaugh 2014). Only two-thirds of children pass the
Certificate of Primary Education (CPE), an examination to transfer to secondary
school at the end of primary school (in 2000 as well as in 2016). Ultimately, ap-
proximately 13 percent of an age group having started schoolobtain the HSC,
the final examination for entering university (Maudho, Naeck 2004). The 18 fe-
male and male students with the best results in the HSC receive a government
scholarship to attend university abroad.

Table 3
Numbers on pupils, teachers and schools in Mauritius 2000 and 20151

School level Number
of pupils
2000

Number
of schools
2000

Number
of pupils
2015

Number
of schools
2015

Teacher-
pupil ratio
2015

Pre-school 29,832 939 1/13
Primary
school

164,000 280 103,642 320 1/25

Vocational
school
classes

10,660 119 1/12

Secondary
school

93,000 state 24
confessio-
nal 103

114,311 177 1/15

Graduating
classes

3,000

Since 2015, preschool is obligatory for 3- to 5-year-old children and 94 per-
cent of all children attend it according to educational statistics. Since 2006 there
are also state supported, Catholic education institutionsas well as state schools



66 THE EDUCATIONAL HISTORY OFMAURITIUS AND CITIZENSHIP EDUCATION

with vocational graduation classes lasting two or three years for pupils who do
not pass the exam at the end of primary school. In 2006, 10,424pupils (approx.
one tenth of the total secondary school population) participated in pre-vocational
education. The pressure to obtain good grades at the end of primary school is
so heavy because the difference in the quality of the secondary school places,
allocated based on grades, is considerable. “Star schools”or elite schools only
provide for approximately 15 percent of the secondary school places in Mauritius
(Bunwaree 1997: 145).

With the exception of a few international schools not mentioned here, the
secondary schools are either state-run or confessional. Confessional (Catholic,
Hindu, Muslim) grant-in-aid schools are state subsidised private schools, which
also teach the state school programme. The number of grant-in-aid schools has
decreased between 2000 and 2015, but the approximately 70 schools still account
for approximately forty percent of all secondary schools. Primary and secondary
schools are, as a rule, free of charge, but pupils have to pay for the school uniforms
and material.1

3.1. French and British-influenced education during the colonial era

The Franco-Mauritian elite promoted the development of Mauritian education
structures during the colonial era; it aimed to defend the separation of schools
by race and gender under British colonial rule as well. The British colonial ad-
ministration undertook contradictory measures: it attempted to democratise the
Mauritian educational structures and to adjust them to those in England. It opened
education to Indo-Mauritian children and attempted to unify it at the same time.
The first Mauritian education law before independence results from this contra-
dictory, multicultural education policy.

3.1.1. International Catholic schools for the male Franco-Mauritian elite

The first schools in Mauritius at the end of the 18th century were French-Catholic
elite schools for the sons of the settlers, who permanently inhabited the island
together with their slaves after 1721. Presumably, the firstschool (private teach-
ers previously taught at home) was a privately financed school. Starting in 1790,
Catholic priests from the Order of Saint Lazar taught at the Collège National,
which closed in 1793 due to the turbulences of the French Revolution, a pox epi-
demic and the lack of funding (Bunwaree 1994: 72).

As part of a second initiative, the École Centrale opened in 1800 by the Com-
mission de l’Instruction Publique de l’Île de France (Commission of Public In-
1 Sources: Maudho et al. 2004; http://statsmauritius.govmu.org/English/StatsbySubj/Pages/

Education.aspx 2015 [last access April 2016].
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struction of the Île de France) (Bunwaree 1994: 74). This elite school for young
upper class Franco-Mauritians was supposed to prepare themfor an academic or
liberal professional career. Its academic programme2 taught by priests enjoyed
an excellent reputation and attracted young men from other French, Dutch and
Portuguese colonies in Africa and Asia (see Lucas 1997). Theschool was soon fi-
nancially self-sufficient and, analogously to the French school name, became the
Lycée de l’île de France et de La Réunion during the Napoleonic period (1803–
1810). The British colonial administration maintained thelycée after 1815, albeit
under the name Royal College as ordered by the governor. The school programme
shifted to that of English grammar schools.3 The best students received scholar-
ships for universities in England (Bunwaree 1994: 80). The Royal College is still
regarded as one of the best schools in Mauritius nowadays, and Ramdoyal (1977:
30) and Bunwaree (1994: 81) argue that thanks to this elite education Mauritius,
in comparison to other colonies, never suffered from a lack of a well-educated
local political elite. For example, Sir Seewoosagur Ramgoolam, the first Prime
Minister and President of Mauritius, visited the Royal College at the beginning of
the 20th century and then studied medicine in London.

While only the male Franco-Mauritian elite had access to secondary schools,
primary schools were less exclusive during the French colonial era, but did differ-
entiate according to civic status, race and gender. The French colonial government
argued that slaves could go about their work without education (Bunwaree 1994:
74). It opened two primary schools with voluntary attendance for the free Cre-
ole population, while a secondary school was tolerated for several years, but then
closed again (ibid: 77). The French colonial government also opened two elemen-
tary schools for French-Mauritian girls, in order to prepare them for their roles as
wives through music, literature, drawing and sewing instruction (ibid).

The surrender treaty between the British colonial government and French-
Mauritian settlers from 1815 guaranteed autonomous schools to the French-
Mauritian settlers. In particular, Catholic, but also Anglican priests opened cost-
free day schools on their own initiative for the poor Creole population. Besides
basic reading, writing and mathematics knowledge, the aim of these schools was
the conversion to Christianity (Payneeandy 2004: 158).

2 The programme included French literature, penmanship, grammar, rhetoric and Latin (Bissoon-
doyal 2000: 142).

3 Sport replaced Napoleonic military strategy, while chemistry, botany, agriculture, Arabic, Greek
and Latin were also taught (Bunwaree 1994: 80).
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3.1.2. British efforts taken against racial separation andthe French
privatisation of schools

Following a general trend in colonial schools, the British colonial administration
advocated the elimination of the racial segregation of schools in Mauritius against
the resistance of the French-Mauritian elite. Up until the abolishment of the offi-
cial racial segregation of schools in 1829, only Franco-Mauritian boys had access
to the Royal College. Therefore, the British colonial administration created the
Central College in 1815, a secondary school for boys from thefree Creole pop-
ulation, to satisfy demands from Creole citizens (Bunwaree1994: 81). The first
Creole boys attended the Royal College in 1832 (ibid.).

The Franco-Mauritian elite resisted the abolishment of racial segregation in
two ways. First, the British governor wanted to open the girls’ school for Creole
girls as well in 1815. However, the French-Mauritian parents successfully effec-
tuated the exclusion of Creole girls by threatening to take their own daughters
out of the school. Until 1880, the girls’ school remained accessible primarily for
French-Mauritian girls. French-speaking girls from rich Creole, Indo-Mauritian
and Chinese families were increasingly accepted (Bunwaree1994: 83 et seq.), as
French was the language of the Creole bourgeoisie (Eisenlohr 2006: 182). Sec-
ond, the French-Mauritian elite established its own private secondary schools to
preserve informally racial segregation after the official abolishment in 1829 (Bun-
waree 1994: 83). Within five years, primarily Catholic, but also Anglican and
Protestant priests, founded around thirty private schoolsin Port Louis and in north-
ern Mauritius. By means of the private schools, the French Catholic clergy also
supported the Franco-Mauritian elite in its effort to restrict the influence of the
Anglican Church and the British colonial administration onCatholic French cul-
ture (Payneeandy 2004: 158). These numerous Christian primary schools for the
children of the French-Mauritian, Creole or Indo-Mauritian bourgeoisie organised
their institutions the way they wanted (Bunwaree 1994: 82),and since there were
no restrictions, a great diversity of school types, teaching content and funding
systems existed.

3.1.3. Uniform educational structures under British colonial administration
and exceptions

The British colonial administration introduced the Compulsory Education Or-
dinance in 1857. Significant changes were compulsory primary school and the
establishment of an Education Council. It replaced the Education Committee of
1845, which consisted of the heads of the Anglican and Catholic Churches, the
Colonial Secretary and Procurer General (Bunwaree 1994: 82et seq.). The British
colonial administration strived for the harmonisation of primary schools. Primary
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school attendance was supposed to be obligatory. All schools were to be acces-
sible without racial segregation, English became the language of instruction, and
all schools were supposed to function according to the same subsidy system.

Compulsory primary school initially did not apply to all children. It first ap-
plied to six- to ten-year-old boys, who did not live farther than one and a half
miles from a school (Carpooran 2003: 59). The British Secretary of State for India
declared school attendance (primarily in primary schools with French as the lan-
guage of instruction) as optional for Indo-Mauritian children with the argument
that French as the language of instruction could detach children from their lan-
guage and culture. Despite minimum literacy levels and rudimentary instruction
of Hindu or Islamic culture in Baitkas or Madrassas (Ramdoyal 1977: 111), only
around 10 percent (approx. 7000) of Indo-Mauritian children attended a school at
all until 1908. The schooling rate of Indo-Mauritian children did not increase until
the financial and social situation of Indo-Mauritian families improved and a new
labour law was passed, which only allowed child labour after13 years (Carpooran
2003: 60). The consulted literature does not report the school attendance rates of
Creole children from lower social classes.

Besides the only partially successful primary school obligation, the language
of instruction was also problematic, as shown in the following section. However,
the Compulsory Education Ordinance at least harmonised thesubsidy system for
private schools. Their number had continuously increased.In 1882, there were
47 public and 57 private primary schools. They comprised approximately 11,000
Franco-Mauritian and Creole primary school pupils (Ramdoyal 1977: 71). The
colonial administration supported private schools, as they were less expensive than
public schools.

3.1.4. Regulations for the languages of instruction English, French, Tamil
and Hindi

The Compulsory Education Ordinance of 1857 regulated the language of primary
school instruction. French was the language of instruction, and English classes
started in first grade (Bunwaree 1994: 83). In the surrender treaty of 1815, the
French settlers succeeded in preserving French as the official language of pri-
mary school instruction (ibid.). Efforts of the British colonial administration to
strengthen the English language in school hardly made progress due to this con-
tract. In 1840, the English term rector replaced indeed the French term “proviseur”
at the Royal College, the teachers at the Royal College had tobe able to speak En-
glish and the curriculum was equal to the curriculum in England. Even though
English classes were compulsory at primary schools, starting in grade one, it was
difficult to promote it as the only language of instruction. Based on arguments of
the British General Secretary for India, who feared a loss ofIndian culture among



70 THE EDUCATIONAL HISTORY OFMAURITIUS AND CITIZENSHIP EDUCATION

children if they were taught in French, the first schools withTamil and Hindi as
languages of instruction were opened in the 1850s (Eisenlohr 2006: 174). Besides
Bengali and Telugu, both languages were most frequent in Mauritius among all
languages of the Indian sub-continent (Carpooran 2003: 58;Eisenlohr 2006: 175).
English never became the only language of instruction.

However, the Cambridge Local Examinations4, initiated in 1873, were sup-
posed to reinforce the English language in schools (Bissoondoyal 2000: 153). Yet,
twelve years later, it became possible to carry out the examination for a teach-
ing diploma in two languages. English was one of the languages and the other
one could be French, Hindi or Tamil (Ramdoyal 1977: 108). In 1890 the French-
Mauritian elite also succeeded in introducing an entry in the Education Code, the
general guidelines for education, for obligatory French instruction staring in the
first year of school, in addition to compulsory English instruction (Eisenlohr 2006:
182).

The regulation on the languages of instruction for primary school of 1857
changed in 1902: during the first three years of school, the rector could choose a
language considered appropriate as the language of instruction. French and En-
glish classes had to start in grade one. From grade four, English was the only
language of instruction (Carpooran 2003: 61). The regulation still applies today
and it remained unchanged in the first education law.

As mentioned above, languages of the Indian sub-continent were languages
of instruction and school subjects since the arrival of Indo-Mauritian indentured
labourers and the opening of Indo-Mauritian schools. In thefirst decades of the
20th century, efforts increased to reinforce these languages aslanguages of in-
struction (Eisenlohr 2006: 182). In 1926, a Muslim secondary school established,
with Urdu, Persian and Arabic classes. Hindi and Tamil classes existed in one-
third of all primary schools in 1935 (Bissoondoyal 2000: 155). Starting in 1946
Indian professors trained Mauritian teachers in Mauritius(Eisenlohr 2006: 191).
The institutionalisation of the instruction of languages of the Indian subcontinent
went hand in hand with the growing cultural and political influence of the Indo-
Mauritian Hindu and Islamic elite.

3.1.5. The educational law with structural, religious and linguistic
regulations as a colonial legacy

The first actual education law of Mauritius is the provisional Education Ordinance
of 1941 (Bunwaree 1994: 88), based on the Ward Report (1941).The British colo-
nial administration commissioned Ward to examine the obvious grievances in the

4 The Cambridge Local Examinations are even nowadays a globally applicable examination sys-
tem of the University of Cambridge with different levels in order to test English knowledge at
the primary, secondary and university level.
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private school system. The provisional Education Ordinance put both the primary
schools as well as all secondary schools under the same authority of the colo-
nial administration. In 1944, the definitive and expanded Education Ordinance
replaced the provisional ordinance.

The definitive Education Ordinance provided a new regulatory framework for
the training and employed teaching staff. It stipulated a standardised examination
in English, French and mathematics at the end of primary school, carried out the
same day on the entire island. The law also provided new regulations for not only
Christian, but also Hindu and Islamic religion instruction(Eisenlohr 2006: 190).
The Meade Report of 1957 served to revise the expanded Education Ordinance of
1944.

However, it neither solved the problem of different languages of instruction
nor regulated it further. The colonial administration dropped Ward’s proposal to
support no longer the Indian languages after fervent protest by the Indo-Mauritian
elite (Eisenlohr 2006: 190). Meade warned of the consequences of the many lan-
guages of instruction for the children (Bunwaree 1994: 88; Ramdoyal 1977: 90).
The changing languages of instruction during primary school would result in Mau-
ritian children not properly mastering one single languageafter six school years.

In his report for the Education Ordinance of 1957, Meade alsoprovided Mau-
ritian policy-makers with an education policy agenda for the period after inde-
pendence. Meade considered the realisation of the compulsory primary school
attendance and the alphabetisation of all children at the end of the colonial era to
be the most urgent tasks, in particular due to the enormous population growth in
the 1950s. In this respect, Meade (1957) proposed three measures: making enough
schools available, training enough teachers and providingsufficient funding (Bun-
waree 1994: 89). These tasks shaped the emerging national education policy and
posed great challenges to the independent state of Mauritius for several decades.
The newly created Ministry of Education adopted the Education Ordinance of
1957 and converted it in 1977 into the Education Amendment Act.

3.2. Indo-Mauritian influenced postcolonial education

In the postcolonial education systems, the elitist education structures from the 18th

century and expensive private schools persist beside the free or state-subsidised
public education institutions. Studying at the London School of Economics has
a very long tradition for the Mauritian elite. Since the independence of Mau-
ritius, the destinations for Mauritian students changed and diversified in accor-
dance with international developments: studies in medicine in the former So-
viet Ukraine, since the 1970s business management in Australia or social sci-
ences in India, since 1994 in South Africa or more recently computer science
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in Malaysia. Since the establishment of the University of LaRéunion in 1980,
more and more Mauritians have been attaining a French university degree. Elitist
education systems exist everywhere in the world to different degrees. In Mauri-
tius, the divide is increasing as measured by the growing sector of private edu-
cational institutions. However, this socio-economic educational divide is not the
focus of this study. postcolonial state education is multicultural and influenced by
the Indo-Mauritian elite. The latter established its structures besides the Catholic,
previously Franco-Mauritian and later Creole educationaloffers, without affect-
ing the British-influenced educational structures though.In order to pinpoint the
concepts, which influence certain educational offers, we must examine concrete
measures. They refer to styles of multiculturalism and the related political nego-
tiations. The structure for this section takes into accountthese developments. The
postcolonial educational structures have further developed in line with the En-
glish education system; the development plans drafted in regular intervals carry
on with the colonial legacy. The primacy of economic demands, the Mauritiani-
sation of the curriculum and equal opportunity are of littleinterest in policy, yet
they are postcolonial points of orientation. The multilingualism in schools since
1815 is becoming a characteristic of Mauritian education amid the Indo-Mauritian
dominance and the Creole opposition in postcolonial Mauritius. The approaches
for a potential orientation of citizenship education elaborated at the Mauritius In-
stitute of Education are an expression of the global networking of Mauritius with
regard to education as well.

3.2.1. Segmented tertiary education structures: universities and cultural
institutes

In 1946, the British colonial administration initiated theprocess leading to the
University of Mauritius created in 1965. It encompassed theMauritius Institute of
Agriculture (MIA), a technically advanced institution specialising in sugar cane
production, the Mauritius Institute (MI) which focused on art and culture, and
a department for state administration, in which “a considerable number of civil
servants and officials” (Bunwaree 1994: 127) were trained inthe period after in-
dependence. Since the independence of Mauritius, additional centres and faculties
developed, in particular the Mahatma Gandhi Institute (MGI) in 1970, a research
centre for the languages and cultures of the Indian subcontinent and Asia. Nowa-
days the University of Mauritius (UoM) has six faculties (agriculture, engineer-
ing, law and administration, social and human sciences, andocean studies) with
12,432 students in 2014/2015 according to the university statistics. The Mauritius
Institute of Education (MIE) was established in 1973. Over thirty years more than
15,000 persons received a teaching diploma after two years of training (Maudho,
Moti 2003). The Mauritius Examination Syndicate (MES) and the Commission



INDO-MAURITIAN INFLUENCED POSTCOLONIAL EDUCATION 73

for Curriculum Development support the MIE. Beside privateUniversities, the
following institutions contribute to the diversity of tertiary education in Mauritius.
The University of Technology of Mauritius (UTM) founded in 2000 include dis-
ciplines like tourism, computer science, engineering, andpublic administration.
The Mauritius Institute of Health (MIH, 1989) offers (para-) medical training.
The Mauritius College of the Air concentrates on distance learning (MCA, 1985;
renamed in 2012 to Open University of Mauritius (OUM)). The Université des
Mascareignes (UDM) opened in 2012.

However, the tertiary education institutions have a too small offer for Mau-
ritians interested in education and are often unaffordable(Rao 2006: 21). There-
fore, short-term further training offers of the different cultural centres are of enor-
mous importance (Bissoondoyal 2000: 158). These cultural centres have devel-
oped more widely since the 1980s and partially reflect Mauritius’, state-supported
multicultural policy. Besides the French (Centre Charles Baudelaire, Conserva-
toire Mittérand) and British cultural centres (British Council) as well as the al-
ready mentioned Mahatma Gandhi Center, the Nelson Mandela Center (1986), the
Islamic Cultural Center (1987) and the China Cultural Center (1988) are among
the most important centres for culture, art and science5.

3.2.2. Development plans, Mauritianisation of education and equality of
opportunities

Between 1970 and 2000 the Ministry of Education passed six multi-annual, very
generally formulated developmental plans and three educational commissions
drew up the Glover Report (1978, 1983), the White Paper (1984) and the Ram-
doyal Report (1990) (Bunwaree 1994: 99 et seq.). After the education reform of
2000–2005, the government 2005–2010 elaborated the education plan for 2008–
2020. The plans and recommendations define a political education programme in
accordance with the governing coalition, which passes it. The direct influence of
the discourse of the MMM on the Creole nation can be observed in the demand
of the Mauritianisation of the curriculum, while the issue of equal opportunities is
promoted by persons active in social policy and affiliated with different political
parties (e.g. MMM, PTr ).

The developmental plans all include very similar main goals(this also applies
to the plan for 2008–2020). They state the importance of access to free primary
school education, of the increase of the number of secondaryschool graduates, of
better geographical distribution of the schools, diversification of the curriculum,
of the adaptation of school education to the demands of the economy and equal

5 The multicultural policy of the cultural centres also refers to the education of citizens; the de-
velopment of these centres in postcolonial Mauritius woulddeserve a separate study.
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access for all (Bunwaree 1994: 99 et seq.). The developmental plan 1991 also pro-
poses the introduction of nine years of compulsory schooling for all children. Even
those children who do not pass the CPE, the final primary school examination, are
supposed to be able to attend a three-year secondary school track (Bunwaree 1994:
104). Under the governmental coalition of 1991, Mauritius was the first country in
Africa to take into account the recommendations of the UNESCO conference for
the equal opportunity programme “Education for all” of 1990(Bunwaree 1994:
107).

An additional aim included in the developmental plans of 1980 and 1990,
based on expert reports, refers to the influence of Creole discourse on the nation
during the 1980s. The curriculum was to be “Mauritianised” and Mauritius was
to be acknowledged as a culturally specific society, “by making education play a
more active role in the building up a nation” (Bunwaree 1994:117).

Since its foundation in 1969, the Mouvement Militant Mauricien (Mauritian
Militant Movement – MMM) has demanded the advancement of the“Mauritian
nation” based on a “decolonized Mauritian identity” and fiveelements: history,
literature, Creole language, modifications in the education system and changes in
the education system and (seggae) music (Carpooran 2003: 136). Also, according
to Bunwaree the Mauritian education policy neglects providing offers of affiliation
with the nation (1994: 98). It only focuses on a “functional relationship” with the
state by means of economically defined activities, which aretherefore supported in
schools (ibid.). Bunwaree (1994: 102) criticises the Mauritian education system as
being one-sided and geared towards technical and practically oriented education
demanded by the World Bank:

Mauritius bypassed the state of the curriculum which cultivates citizenship and a sense
of commitment to the state in its Members. Instead, it moved straight into commodify-
ing its citizens, looking upon the different members of Mauritian society as contributors
to economic production rather than contributors to a socially just, knowledgeable and
compassionate society. Mauritian education displays an absence of philosophy and the
planning that characterizes nation formation. It seems to be concerned with economic
matters only. (Bunwaree 1994: 98)

Despite Bunwaree’s critique, the integrative function of education for the state can
present as a political idea in Mauritian education policy. The developmental plans
in the early 1980s mention the concept of “cultural development” and the intro-
duction of Mauritian history, geography, and literature insecondary schools at the
end of the 1970s. This can be understood, even according to Bunwaree’s inter-
pretation (1994: 103 et seq.), as a programme to advance social and philosophical
state integration through education.
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The developmental plan of 1991–2000 insisted in particularon increasing
literacy and equal opportunity (Bunwaree 1994: 106). The educationalist Vi-
rasahmy, a MMM advocate for the Creole language, relates thelow level of liter-
acy of Creole children to the complex situation regarding the languages of instruc-
tion. It is clear to him that children do not learn to read and write as well when
they cannot draw on their mother language (Bunwaree 1994: 107). Girls and chil-
dren in rural areas are at an additional disadvantage (ibid.). In order to promote
equal educational opportunities on an empirical basis, theMauritian president had
a report compiled in 1997 (Asgarally et al. 1997). One conclusion is that social
inequality increased in schools (Bunwaree 1997: 139). Marginalisation in school,
on the labour market and society in Mauritius particularly affects children from
socially disadvantaged families, in which neither academic knowledge nor writ-
ten language and French or English are everyday practice andwhere there is a
lacking orientation towards “the cultural and linguistic capital which is required
by the schools” (Bunwaree 1997: 144).

Since school achievement is so crucial in Mauritius, parents invest much
money in private tutoring for their children. In the mid-1990s sixty percent of
all children attended private lessons paid by their parentsin addition to school,
some of them even every day. In secondary school, even 75 percent of children
also had additional private tutoring. The report on social inequality revealed that
in schools in socially disadvantaged areas 46 percent of parents of children in pri-
mary school and 67 percent of parents in secondary school paid for private lessons
for their children (Pudaruth 1997: 137).

Immaterial disadvantages such as lacking self-confidence,a lacking family
tradition of education and discriminatory attitude of teachers further aggravate the
situation of children (Bunwaree 1997: 150), as shown by the study of two city
districts of Port Louis (Roche Bois, Tranquebar) and two villages (Rivière Noire,
Bambous) on the west coast of Mauritius. The school population in the selected
regions is primarily Creole; a minority is Indo-Mauritian and an even smaller
share Muslim. The children of wealthy Chinese families go toschool outside the
district (Bunwaree 1997: 153). In most cases, the women are the heads of the
families (Bunwaree 1997: 153 et seq.). The environmental social problems are, in
particular in Port Louis, drugs, prostitution and incarceration (the latter especially
among men). The children are frequently absent in school or forget their school
material. The parents frequently cannot read the letters from school and seldom
maintain contact with the school; this weakens the bonds between families and
schools.

The surveyed teachers are generally of Indo-Mauritian heritage; the Ministry
of Education assigns them to the schools (Bunwaree 1997: 155et seq.). They are
unmotivated due to the poor reputation of the schools, the discouraged attitude of
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children, but also because fewer private lessons (ibid.) are available in these eco-
nomically underprivileged districts and regions, which would double the teachers’
low state salary. Many teachers develop the preconception towards the families
and children that creoleness is a synonym for (self-inflicted) poverty (Bunwaree
1997: 160; Lau Thi Keng 1997: 34).

The surveyed children sense the ethnic bias and disadvantages (Bunwaree
1997: 167 et seq.). In their family environment, they sometimes experience sex-
ual harassment and the girls often take on the role of housekeepers as their main
activity. Altogether, the children perceive a sense of individual isolation and help-
lessness and regard their disadvantages as a self-inflictedfailure.

According to Bunwaree (1997: 170), this multi-dimensionaldiscrimination of
the children and the “linguistic elitism” of the Mauritian schools with French and
English as languages of instruction has the effect that poor– and according to the
author frequently – Creole children are missing in the top rankings of the CPE.
The author (1997: 145) estimates that at least ten percent ofthese children are
functional illiterates even after six years of school. In Bunwaree’s view, strategies
to overcome this exclusion could be that the curriculum would focus not only on
academic knowledge and on English and French skills and thata broad discus-
sion on the real reasons for social inequality would take place. As long as things
stay the way they are, the simple equation “poorly housed, poorly fed, poorly
educated” still applies according to Bunwaree (1997: 177).

3.2.3. Linguistic diversity in class as a long-term political and as a
pedagogical problem

The legislation on the languages of instruction in the Mauritian Education Amend-
ment Act of 1977 dates back to the regulation of 1902. From fourth grade of pri-
mary school, English is the only language of instruction starting, while English
and French classes start in grade one of primary school. The Education Act and
developmental plans do not mention Asian languages or Creole. The trilingual in-
struction poses a challenge to both the schoolchildren as well as for the teaching
staff. As shown above, it is very difficult for children from non-academic families
to acquire sufficient English skills during primary school,in order to pass the final
primary school examination (with a good grade). In order to tackle this pedagogi-
cal challenge and to give political clout to one’s own group of origin by means of
language instruction, the languages used in school are by far the main education
policy issue: language instruction as Indo-Mauritian discourse on the nation and
the languages of instruction as the Creole discourse on the nation.

Asian language instruction in primary schools and the issueof Indo-Mauritian
discourse on the nation have been systematically on the agenda with since the
1950s (Tirvassen 2002: 142). Since 1949 there has been teacher training for Hindi,
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Tamil and Urdu. Telugu classes in primary schools started in1958 and Marathi
in 1965. An all-Mauritian Hindu examination has existed since 1963, and Hindi
classes have been offered at all primary schools since 1970.Mandarin classes were
introduced in 1977 and Arabic in 1980. The instruction in Asian languages also
conveys religious aspects and cultural practices, as groupaffiliation is viewed in
ethno-religious and performative terms (Eisenlohr 2007: 5). Language instruction
is an additional subject along with the primary school subjects English, French,
mathematics and environmental studies (EVS6); and almost exclusively children
whose parents or ancestors originate from India or China attend these classes.

The debate on the status of the Asian languages in primary school reignited
in 1986 by the proposal of a committee appointed by the government to inte-
grate the Asian languages as an examination subject in the CPE examination. The
committee envisaged to create a new school subject “Cultures and Civilisations
of Mauritius” (CCM) for Creole children, who did not learn anAsian language.
After educationalists, politicians, the Mauritian Examination Syndicate and the
Mahatma Gandhi Institute (Carpooran 2003: 168) put forwardtheir opinion that
CCM is no alternative to instruction in Asian languages, andthe Indo-Mauritian
side feared that CCM could even replace Asian language instruction, the project
was terminated. Nine years later, in 1995, demands re-emerged to add Asian lan-
guages as an examination subject at the end of primary school. Children, who
did not take Asian language classes, were supposed to selectsimply an additional
school subject for the examination assessment.

The project of the governing coalition to upgrade Asian languages in the final
primary school examination decided the 1995 elections to the national parliament.
The governing coalition was voted out primarily for this reason. The Mauritian
linguist Carpooran interprets the result of the elections as follows:

. . . the Mauritians of ‘Oriental’ origin also regarded the three really useful languages in
Mauritius, namely English, French and Creole, as their own and they found that the more
symbolic than functional Oriental languages did not deserve to be at the center of a per
definition national legislative election. (Carpooran 2003: 160)

The Prime Minister instrumentalised Asian language instruction when he de-
manded that teachers of Asian languages convey the languageinstruction as a
form of preservation of the history and culture of Mauritius(Tirvassen 2002: 148).
Thus, the government used language instruction to strengthen the Indo-Mauritian
heritage in national history. By voting it out of office, the Mauritian population
took a stance against what it perceived as the overemphasis on Indo-Mauritian
cultural heritage.

6 Environmental Studies are a combination of subjects commonin English-speaking countries, in
Africa as well (see Moser 2002).
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The problem of languages of instruction at Mauritian primary schools, which
has been known and unsolved since the Ward Report of 1940, is atopic of re-
searchers and politicians dealing with the nation from a social perspective, as
is the case with the Mouvement Militant Mauricien when it comes to Mauritian
nationalism. Most children in Mauritius speak Creole as theeveryday language.
However, in primary school their classes take place in English and French. This
classroom situation constitutes an additional obstacle for children whose parents
speak little or no French or English. Some pupils can neitherread nor write prop-
erly at the end of primary school.

Because no pedagogically accompanied transition between Creole as the ev-
eryday language and English as the language of instruction exists7 and because
the level of English as language of instruction and as language class is much
lower than the language level of mathematic exercises, a considerable number of
children fail the CPE examination. The pupils would indeed be able to solve math-
ematic problems, but their English skills are not sufficientfor them to understand
the examination questions:

. . . It is necessary to remember that the language used to convey information need to be
mastered by children before being used to acquire new knowledge. ( . . . ) one can ask how
children can develop concepts in disciplines such as mathematics if they do not master the
vocabulary. (Tirvassen 2002: 108)

3.2.4. Curriculum initiatives related to citizenship education and their
references to the nation

In the 1990s professors from the Mauritius Institute of Education (MIE) seized
three initiatives of UN organisations and addressed them inreports and at con-
ferences with the aim of implementing them in the Mauritian education system:
“Teachers and Intercultural Education in Mauritius” of theInternational Bureau
of Education der UNESCO, “Education for Development” of UNICEF and “Liv-
ing values” of UNESCO8. The three programmes are committed to a pedagogical
objective and not to political discourse on the nation. However, the pedagogi-
cal orientation of the professors, the chosen concepts and selected international
programmes are indicative of an affinity with one or the otherdiscourse on the na-

7 The Education Ministry introduced Creole instruction in April 2011 along with the Asian lan-
guages instruction in primary schools (Le Week-end,27 March 2011;Le Mauricien,19 May
2011).

8 Another initiative is that of the Mauritian section of Amnesty International “Teaching for Free-
dom” (2000), headed by one of the authors of the textbook “Citizenship Education” provision-
ally drawn up in 2002. The initiative is missing here, first because it was not seized on by the
relevant state MIE and second because it does not affect primary schools, rather the graduating
classes of secondary schools.
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tion. The attention given to the programmes for drawing up the content and aims
of citizenship education depends on tactical electoral considerations though. The
three programmes represent three potential orientations of citizenship education
in Mauritius. They resisted the mere attribution to a national ideology; they thus
differentiate the juxtaposition of the Indo-Mauritian andCreole discourse on the
nation.

Programme evaluation “Teachers and Intercultural Education in Mauritius”

The report “Teachers and Intercultural Education in Mauritius” (Guruvadoo,
Kalla, Thancanamootoo, Veerapen 1994), which was made available to the Bu-
reau of Education and UNICEF, is based on an analysis of curricula and a survey
of teachers. The report evaluates the extent to which teachers in Mauritius are
sensitised for intercultural education and describes the actual status with regard
to three areas: multicultural education in the curriculum,the methods for con-
veying multicultural education and the experiences with regard to intercultural
education. The report reveals how highly differentiated the social construction of
ethno-religious affiliation is conceived of in Mauritius. All the described sensiti-
sations illustrate and elaborate the strategies of scientific communitarianism and
accusations of communitarianism.

Multiculturalism is an issue in several subjects in the catalogue of subjects of
the Mauritian primary school curriculum (English, French,mathematics, environ-
mental studies, Asian languages, natural sciences, creative education and physical
education) (Guruvadoo et al. 1994: 15 et seq.). Environmental Studies, which in
Mauritius and other former British colonies is a combination of geography, his-
tory, and sociology, serve to awake curiosity and promote tolerance and openness
in dealing with “culturally” different family structures and lifestyles, so that pupils
learn to appreciate diversity in Mauritius. English or French classes promote
knowledge of local cultures by means of appropriate literature. In creative edu-
cation and physical education, which convey the understanding of generic terms
with culturally specific content, a sensitising to multiculturalism takes place (for
example, how does the Christian or chinese population celebrate the New Year?
What is healthy nutrition for Muslims or Hindus?). According to Guruvadoo et
al. (1994: 31), the measures aimed at intercultural education, which are already in
the curriculum, do not require “any special” support.

Guruvadoo et al. (1994: 25 et seq.) understand methods of conveying multi-
cultural education to be the sensitisation for multiculturalism, empathising with
the position of others and learning together in discussionsand projects. How-
ever, methodological diversity in class is limited due to space and time constraints
(too large classes) as well as lacking infrastructure (e.g.libraries, computers). The
students at the Colleges of Education purportedly do not require special train-
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ing in the methods of conveying multicultural education, because they already
have strong skills in intercultural cooperation due to the multicultural situation in
Mauritius. The authors understand such skills as the ability to work out consen-
sus, which they define as “cultural congruence” (Guruvadoo et al. 1994: 31). The
authors regard an agreement over substance as the result of intercultural commu-
nication.

The authors consider tolerance and respect for other cultures, understanding
and dealing with other cultures a result of intercultural education and of the ad-
vancement of cultural cohesion (Guruvadoo et al. 1994: 32 etseq.). Cohesion
means, for example, that it is normal when a Creole woman wears an Indian “sari”
or a Muslim dances a Creole “sega”. Cohesion means being ableto smoothly
transpose an element of a certain culture (e.g. “sari” as an Indo-Mauritian ele-
ment) into another cultural context (e.g. a Chinese woman wearing a “sari” to a
wedding or a Christian religious event), without this attracting special attention.
Aside from everyday experiences, this knowledge of successful intercultural ties,
linked with the corresponding conduct is not only the resultof school education,
but is also promoted by radio and television programmes (ibid: 33). Positive expe-
riences in dealing with cultural differences promote the respectful management of
difference, according to Guruvadoo et al. (1994: 34 et seq.); the authors consider
it a “core value” for the entire population of Mauritius, in their views it should
provide the basis of school education in general. A project to test future teachers’
ability to take distance from their own group affiliation failed (Guruvadoo et al.
1994: 39). The surveyed future teachers wished for more sensitisation and training
in dealing with racism and sexism, in order to strengthen their reflexivity in these
areas in class (ibid: 42).

The “Education for Development” programme

“Education for Development” developed according to the resolutions of the World
Summit for Children, the World Conference on Education and the Children’s
Rights Convention of 1995. The programme was supposed to help develop “val-
ues of global solidarity, peace, tolerance social justice and environmental aware-
ness” (UNICEF, 2000: 1). In Mauritius, UNICEF financed the programme, which
was part of teacher training from 1996 to 2000. The initiative should be a re-
sponse to growing competition in primary school and the academically oriented
curriculum. It should promote the necessary social developments in all teaching
programmes. After a traveling exhibition “The World in Mauritius/Rodrigues and
Mauritius/Rodrigues in the World” in 1996, which increasedsensitivity towards
the topic, “core research teachers”, i.e. teachers with core competencies, received
initial training at the MIE. Teachers became aware of the programme and the pos-
sibilities to integrate parts of it into their classes through an information campaign,
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demonstration videos and a handbook for teachers, demonstration lectures and
workshops. Over 3000 teachers participated in the workshops (UNICEF, 2000:
21). According to a final report (UNICEF 2000: 17, 27), administrative differ-
ences during implementation, class size and the large examination-relevant school
programme were obstacles to the realisation of the objectives and their definitive
integration into the curriculum.

The handbook “Education for Development” (Mauritius Institute of Educa-
tion 1999) was available to teachers. It includes the following themes: interde-
pendence, images and perception, social justice, conflict resolution, change and
future. The themes interdependence, social justice and conflict resolution address
social aspects of political education and the integration of citizens into a collec-
tive and beyond. The handbook with proposals for instruction units served both
for environmental studies as well as for mathematics and languages. The empha-
sis of global, development policy education lies on social justice and can best be
reconciled with a postcolonial, developmental policy and globally oriented social
discourse on the nation and is more or less in line with the Creole discourse on
the nation of the Mouvement Militant Mauricien (Mauritian Militant Movement).

The “Living values” education programme

The idea of values-based education in terms of ethic-moral education in Mauritius
as such goes back to the 1980s (Bauhadoor 2001: 57). At that time, the MIE
drew up primary school instruction materials on human values. Later, in 1992,
additional instruction materials on the cultural values ofthe different Mauritian
population groups were developed. The material remained unused, in particular
because the teachers did not accept the teaching material oncultural values and
objected to the instruction methods (Bauhadoor 2001: 58).

In 1998, the UNESCO programme “Living values” revived values-based ed-
ucation. In 1998 and 2001, workshops financed by UNESCO, UNICEF, the Ter-
tiary Education Commission and Air Mauritius were held, while the Mauritian
Minister of Education organized such a workshop in 1998 (Mauritius Institute
of Education 1998: 6). During the 2001 workshop, with a supportive inaugural
address for living values by the Minister of Education (MIE 2001: 36–40), in
which educationalists from all of Africa participated, thetopic “Living values”
was not presented as a school subject, rather as the “genesisof value-based ed-
ucation”. The approach focuses on children and is holistic,participatory, experi-
mental, process-oriented and inspired by Article 29 of the Children’s Rights Con-
vention, as the education researchers argue in their bold, cursive and highlighted
objectives in the original document:
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Education shall prepare the child for an active adult life, in a free society and foster respect
for the child’s parents, his or her own cultural identity, language and values, and for the
cultural background and values of others. (MIE 1998: 2)

The education researchers heading “Living values” in Mauritius (1998) quoted the
White Book for Pre-, Primary, and Secondary School Education of the Mauritian
Ministry of Education from 1997 (Mauritius Institute of Education 1998: 1). With
that they justified the demanded modifications to the curriculum based on living
values: “Drastic curriculum reforms are needed with focus on languages, critical
thinking, information technology,living values, health and physical education,
vocational and technical education to make the child first a social and then an
economic actor. (Mauritius Institute of Education 1998: 1,emphasis in original).

According to Bauhadoor (2001: 56), it is necessary to integrate “Living val-
ues” into the future teacher-training programme. The author believes that value
transmission, as usually performed in families and community life in the African
context, is deteriorating in Mauritius: “With the influenceof modernisation and
Europeanisation, the market economy and poverty, a setbackregarding the values
can be observed” (Bauhadoor 2001: 56). For Ramgoolam, the initiator of “Living
values”, the educational programme is crucial because it initiates a responsible-
minded, life-long learning process, allows for an “affective” access to educa-
tion and serves education for “peace and harmony” (Ramgoolam 2001: 127.).
Bauhadoor (2001: 59) reinforces this argument by selectingtwelve core values,
which this programme should promote in over seventy countries: peace, love,
unity, cooperation, happiness, freedom, responsibility,tolerance, humility, hon-
esty, respect, and simplicity. The MIE proposed this training module for many
teacher. Up to 2001, more than 1,000 future teachers qualified in the teaching
module “Living values” (Bauhadoor 2001: 59).

According to Ramesh Ramdoyal (2001: 70), citizenship education classes
should exist in Mauritian primary schools as value education based on the liv-
ing values programme. The lessons should support children to grow up “learn-
ing and understanding their social and natural environmentand learning to live
together harmoniously as active members of a multiculturaland democratic soci-
ety” (Ramdoyal 2001: 70) and cover four topics: civic rightsand responsibilities,
environmental consciousness, the multicultural legacy and human values (Ram-
doyal 2001: 71). The author only very briefly addresses the topics, but mentions
six main goals of citizenship education in addition to the general goal: “spiri-
tual, moral, social and cultural development”; “awarenessand appreciation of the
multicultural environment”; awareness of “rights and responsibilities”; encour-
agement for “harmony and mutual respect”; “love” of the “country” and “a sense
of national belonging” (Ramdoyal 2001: 72)
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The value-centred, culture-specific spiritual education as citizenship educa-
tion can best be linked with the Indo-Mauritian discourse onethno-religious af-
filiation with the state, for which full citizenship status is also defined in cultural
and religious terms.

3.3. Multiculturalism in education and citizenship education in
comparison

The contextualisation of multicultural policy-making takes places in two areas in
Mauritian educational history and in the educational initiatives for citizenship ed-
ucation: trends in current postcolonial educational research constitute a first point
of reference and the conceptual foundations of multiculturalism in citizenship ed-
ucation a second. Both areas are dynamic and complex areas ofresearch. Com-
pared with the outlines of these two relevant themes, stylesof multiculturalism of
the state education policy in Mauritius gain in specificity.

3.3.1. Trends in postcolonial educational research

With a primary school enrolment rate of over 90 percent and a literacy rate of
around 80 percent of the population, Mauritius is, as far as education is con-
cerned, one of the most successful states on the African continent (Albaugh 2014:
75). Therefore, the quality-related, economic, cultural-specific and administrative
postcolonial problems might by far not be as dramatic as in other African states
(e.g. Habte 2012; Aminzade 2013). Nevertheless, two axes ofpostcolonial educa-
tion research prove to be particularly relevant for assessing multicultural education
policy in Mauritius (Lange 2003; Stambach, Ngwame 2011): social inequality and
the nationalisation of the curriculum as well as postcolonialism and transnation-
ality.

Social inequality and the nationalisation of the curriculum

A positioning of a curriculum in the postcolonial era consists of two steps and
requires the appropriate structural conditions and political will. Because (post-
colonial) education institutions represent, in a certain way, the stratified social
order (Lucas 1997: 17), the perspectives on the transformation to postcolonial
education differ, among other differences, according to national, class-typical or
gender-specific conditions. “Unequal” colonial schools are not always regarded
as such in every postcolonial context: for example, some missionary schools in
India were, so it seems, indeed interested in promoting knowledge and critical
thought among pupils despite British colonialism (Peterson 2015: 435) and stu-
dents who became later renowned human rights lawyers were alumni of colonial
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missionary schools (Mukherjee 2016: 215). Beholden to the French scientific tra-
dition, Camara (2013: 86) writes, by contrast, about “intellectual submission” and
“assimilation” through colonial education in Western Africa, which compelled
the colonised to deny their own culture among other things. The subaltern elite
found itself in a particularly uncomfortable, ambivalent situation during the colo-
nial area. Intellectually supported, multilingual and predestined for key positions
in the postcolonial era (Boyer, Clerc, Zancarini 2013: 6), they were nevertheless
excluded: “The expansion of the colonial state which, so to speak, invited ‘na-
tives’ into the schools and offices, and of colonial capitalism, as it were, excluded
them from the boardrooms . . . ” (Anderson 1983: 140).

For national education institutions in postcolonial states, political indepen-
dence signifies the official beginning of the “decolonisation of thinking” and
“nation-building” (Habte 2012: 52; Fall 2013: 24). The adaptation of educational
content, along with the training of teaching staff and the expansion of the infras-
tructure after political independence, is in Africa and elsewhere a complex and
seemingly unsolvable task. Its magnitude is in sketches perceivable in the light
of particular projects. Examples are the adaptation of educational content in the
schools of Burkina Faso (Ki-Zerbo 1990) or the efforts of Nyerere in Tanzania to
create a new civic status through education (Collier 1986; Aminzade 2013), the
thought-provoking ideas of the orientalism critique of Said (1978) or the history
programme of Indian “subaltern studies” (Guha 1982). The colonial languages
(e.g. English, French), their use as languages of instruction and the strong refer-
ence to the former colonial powers constitute an additionalproblem in adjusting
educational content. In Africa, for example, the teaching materials for history or
geography – with the exception of Burkina Faso – are still strongly reminiscent of
the colonial powers. The aims of “hating the little Africansand their values and
admiring France, Europe and the western democracies” and advancing the educa-
tion of the indigenous colonial officials by no means have been overcome (Moser
2002: 30). The comparative analysis of the history books of African countries with
a collective of African teachers reveals an encyclopaedic,“interlocked” French-
African, sometimes Eurocentric historiography in countries formerly colonised by
France and a more globally oriented, nationally structuredhistory book tradition
in countries formerly under British rule (Moser 2002: 48f etseq.). The curric-
ula in African countries purportedly have a “certain ability to persist”. According
to the authors, the producer of the teaching material operate seldom in Africa,
rather in France or Great Britain or in India. The French-English language borders,
which originated during the colonial period, impeded inner-African cooperation,
and issues such as “slave trade, resistance to colonial conquest, colonialism, colo-
nial domination, forced labour and decolonisation” are still marginal according to
Moser (2002: 50).
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Postcolonialism and transnationalism

Transnationalism plays an essential role in (post-) colonial educational institu-
tions (Stambach, Ngwame 2011; Bonini 2003; Lange 2003; Henaff 2003): The
authors regard school as a social institution, which exchanges and connects not
only with the state, but with transnational political, economic q and religious sys-
tems as well. This perspective refers to the decreasing significance of the state as
one of several institutional actors (Ferguson, Gupta 2002). According to Lange
(2003:13) Africa is the continent with the lowest educational attainment rate. The
author explains this not only with the withdrawal of the state, but also with the
development of local and transnational diversification: besides state educational
institutions, this pertains above all to Islamic Koran schools, in some cases Islamic
private schools, and schools financed by international organisations (Lange 2003:
10). Imperialist attitudes of the former colonial powers are thus not abandoned,
as other studies show (Carrier 2013; Camara 2013), rather transferred to transna-
tional or global educational institutions under western dominance. “The imposi-
tion of a global educational order ( . . . ) seems to become acceptable through large
international conferences and through an increased interventionism by the west-
ern countries who define, implement and finance African education programmes”
(Lange 2003: 10). This new post- or neocolonial education spreads western, lib-
eral and cosmopolitan views on the economy and government inAfrica. If the ed-
ucational order is global, then programmes of international organisations – along
with the unneglectable share of international private schools – in India or Indone-
sia represent the same or a similar western programme. This could support the
view that precisely postcolonial educational initiativesare more western oriented,
transnational and global than ever.

3.3.2. Concepts of citizenship education

As outlined in the introduction to this study, the research interest in citizenship has
changed in different ways since the 1990s. First, research on citizenship education
has differentiated into gender-typical, linguistic, religious and ethnic equal oppor-
tunities in the context of western immigration societies. The titles of the journal
“Anthropology of Education Quarterly” of the past five yearsreflect this for ex-
ample: after 2009, citizenship education does not appear ina title anymore, but
the abovementioned equal opportunity concepts do. Second,research addresses
its concrete implementation, e.g. with teacher surveys (Williams 2011), action re-
search or literacy programmes (Joubert, Phatudi, Moen 2015; Mutekwe, Sedibe
2015). Third, the conditions and principles of citizenshipeducation are again and
still up for discussion. New democracies, e.g. South Africa, and already somewhat
established democracies such as India are carrying out disputes over the princi-
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ples towards which education and thus citizenship education should be oriented
(Oommen 2005: 333). In addition, there are the sobering observations (Matereke
2011; Waghid, Smeyers 2014) that the conditions for democratic political edu-
cation do not exist in some countries due to war or totalitarian regimes. Finally,
research addresses the question (Matereke 2012: 84) of how postcolonial policy
reinforces incoherent colonial principles of education and civic status. Despite the
more recent development, the following justifications for when citizenship edu-
cation receives more attention in a state, written more than10 years ago, are still
highly relevant (Heater 2004: 198; (Torney-Purta 2001: 9):

Citizenship education generally receives increased attention in education
policy-making when 1) democratic deficits or moral-ethicaldeficiencies of reli-
gious or Secular nature are observed in a society, 2) if education is in crisis, and
the system needs to be recalibrated, 3) when new states are formed, 4) when states
are multicultural and 5) when immigration changes the composition of society.

Since governments deal with citizenship education programmes, the introduc-
tion of or modification of the school subject seems essentialfor education policy.
Citizenship education projects refer to different perspectives on the state, each
linked to a specific way of multicultural policy-making. Thepresentation of re-
search on citizenship education follows the big parting line of two perspectives.
One observable trend is to understand citizenship as nation-building, to emphasise
values and to thus link it with a moral-ethical citizenship education offer. A sec-
ond trend is to join affiliation and multiculturalism into anexplicitly participation-
oriented citizenship education offer.

Moral-ethic, value-based education and the diversity of values

Regarding citizenship education, which is understood as moral-ethic, value-based
education (Halstead, Pike 2006), the aim is to turn a “community” into a “unit”
with a “national identity” and to create national stabilityby means of conveying
common values (Heater 2004: 2, 27; Gundara 2006: 35; Levinson 2005: 334).
The foundation of this perspective is the Crick Report (1998), the authoritative
education policy document of the English government for designing the citizen-
ship education programme in 2000: citizenship education issupposed to result in
the identification with common values and thus enable peopleto participate in
Political processes (Howe 2005: 83).

According to the Crick Report, Mark Halstead and Mark Pike (2006: 38) de-
veloped moral-ethical education as a specific school subject. According to the
authors (ibid.), moral education and value education were in line with the “values
put forward by the state”. Similarly to Halstead and Pike (2006: 43), Hyleen Mari-
aye argues that only moral-ethical education enables critical reflection on ethical
issues, regardless whether as a subject of its own or as integrated, thematic lessons
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as part of citizenship education. In contrast to Halstead and Pike, critical reflection
according to Mariaye (2007: 93) also encompasses the ability and possibility to
select one’s own individual values and above all to reject given values.

From an anthropological perspective, “values” are normative, and they serve
both as a form of legitimisation for preserving certain traditions as well as the le-
gitimisation for a tradition. They often surface when it comes to a matter of incom-
parability of cultures (Bonte 1991: 735). In the case of citizenship education, they
correspond with a political ideology, as shown by the following comparison of
the “citizenship education with a value basis” in South-East Asian states with that
of England. According to Kerry Kennedy (2004: 11) who describes citizenship
education in Malaysia and Singapore, “value-based” citizenship education exists
when the values, which are authoritative for having citizenship status in a state,
shape the school subject. These views are in Kennedy’s estimation (2004: 17) de-
pendent on the specific geopolitical history as well as the economic and social
opportunities of a country. Kennedy’s argument draws on thecomparison of the
values, which political actors in Malaysia define as “Malaysian” and in Singapore
as “from Singapore”. He thereby wishes to demonstrate that citizenship education
shaped by historical, economic and civic values has different content depending
on national legislation, even if the term used to designate the values are iden-
tical. The following comparison of “Malaysian” (Kennedy 2004) and “British”
(Starkey 2000) values shows the same: Kennedy cites the values catalogue of the
Malaysian Prime Minister, for whom “Asian values” are “community and family-
oriented”, and “fulfilling your responsibility towards your family and community
comes before your right to claim individual privileges”. These “Asian” values in-
clude “respect for authorities”, which guarantees “stability for the whole society”
(Mahathir 1999: 69, cit. in Kennedy 2004: 14). The “British”catalogue of values
is similar to the “Malaysian” one, as shown by the study conducted by Starkey,
who researched in England entirely independently of Kennedy. Citizenship ed-
ucation in Great Britain, is supposed to include values suchas “decency”, “so-
cial justice”, “reward for hard work”, the “importance of strong communities and
families”, and “rights being matched with responsibilities” (Starkey 2000: 51).
Starkey cites the comment of the British Prime Minister of the Labour Party at
that time: “These values are British values. They are deeplyrooted in the national
character and help to shape the next chapter of British history” (Her Majesty’s
Government 1998: 9, cited in Starkey 2000: 51).

A comparison of the values respectively mentioned in the studies by Kennedy
and Starkey (see also Lee 2004: 279) allows for two conclusions. It first illustrates
how a national context captures each single value, regardless whether the nation
is “Asian”, or “Islamic”, “Malaysian” or “English”, and that the scheme for inter-
pretation of a specific value is shaped by the specific historyof a nation-state –
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or another collective. Second, according to Kennedy (2004:21) we can assume
a different meaning of a seemingly common value based on an identical term in
different countries.

Citizenship education, affiliation and multiculturalism

The authors cited in the section introduce the notions of affiliation and multicul-
turalism into the conceptualisations of citizenship education (Banks 2004; Bénéï
2005; Castels 2004; Gundara 2006; McAndrew/Tessier/Bourgeault 1997; Osler
2005; Sprogoe/Winther 2006; Starkey 2000; 2002; Torney-Purta et al. 2001). The
works are organised according to what importance and realmsof applicability
they grant multiculturalism when it comes to affiliation with the state.

One first understanding of multiculturalism is a “French-Republican” under-
standing. The consideration of different affiliations is not a state task; it rather
belongs to the private, individual sphere. According to this view of a monocul-
tural state, citizenship education promotes affiliation with the state as “loyalty”
to the state, and the more young people identify with the state, the stronger the
loyalty (McAndrew, Tessier, Bourgeault 1997: 158). In thiscitizenship education
project, identification is a prerequisite for compliant conduct with regard to state
norms and compliant conduct equates with loyalty to the state. The authors under-
stand individual affiliations as a force counteracting the state. Multiple, cultural,
religious and social affiliations of individuals and multicultural regulations for the
collective play a non-role in a rigid monocultural, republican state perspective.

A second understanding of multiculturalism is the “diversity-conscious” un-
derstanding. In this view, the state must give space to the specificity of cultural
and social groups even at state level, and thus pursue a multicultural policy at
state level. The state recognition of multiple affiliationsis indeed subject to a hier-
archy but is negotiable as the result of Political process. This is partially the case
in the USA or Switzerland. Starkey (2000: 52) and Osler (2005: 198) define a
project for citizenship education corresponding to this understanding. According
to the authors, the school subject then emphasises the sensitisation for the per-
ception of other affiliations and of permeable border drawing between the most
diverse affiliations. Human rights constitute a starting point for the appreciation
of multiculturalism and for the analysis of problems such asracism, poverty, in-
equality, homophobia or not having a homeland (Osler 2005: 198; Starkey 2005:
52). A diversity-conscious understanding of citizenship education reinforces strat-
ification in a country if it does not critically question the “dominant” citizen status
with the “dominant” affiliations (Beneï 2005: 5). The socialunderstanding of the
different affiliations is generally fraught with tension, because the hierarchical re-
lationship between state and other affiliations is a constant object of negotiation
through individual social interactions and collective Political processes.
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A third understanding of multiculturalism is the “difference-oriented” under-
standing and aims to embed this at the state level without striving for legal, re-
ligious or linguistic homogeneity or a “dominant” state structure. An example is
Malaysia, where different laws apply to different ethno-religious groups (Hefner
2001; Giordano 2004). Castels (2004: 44) accordingly defines the objective of
citizenship education as the promotion of affiliation and preservation of multicul-
turalism at the state level. Castels defends this approach with the global spread
of societal multiculturalism, in view of which the quest fora “homogeneous” na-
tion is no longer justifiable. Sprogoe and Winther (2006: 11)similarly deal with
the issue of how education policy can, through school programmes, succeed in
promoting affiliation with and loyalty to the state with a type of “multi-layered
citizenship” (Yuval Davis 1997). Without going into specifics, Gundara (2006:
27) defines a solution to this issue as a “creative moment”, asan inclusive mul-
ticultural policy, which must reconcile the potentially contradictory demands of
different groups for public and political recognition. Thecreative moment consists
in creating a theoretical foundation for pursuing both multiculturalism as well as
the equal treatment of different groups at the state level. According to Castels
(2004: 18) and Banks (2004: 6), state recognised multiple affiliations could have
the effect that the target audience develops a critical understanding of cultural
affiliations and draws up options to take on other affiliations.

3.3.3. Mauritian concepts of multiculturalism as a basis for citizenship
education

To address multiculturalism in the Mauritian education system means to first con-
sider the French-British colonial legacy of concrete educational institutions: the
multilingual class situation influenced by religion and theinternational colonial
educational structures oriented towards Great Britain andFrance. The surrender
treaty between the British colonial authorities and the French-Mauritian settlers
provides the foundations for the multicultural French-Mauritian-British strategy.
The French-Mauritians took over a minimal part of the schoolstructures of the
British colonial administration but used the arguments of instruction in French and
of the Catholic religion instruction in order to create private schools. As a result,
socio-economically segregated, secondary schools emerged during the colonial
period. Detached from the elitist education structures, yet still oriented towards
them, multicultural, multi-religious primary school structures with Creole, Hindi,
Tamil and Telugu as additional languages of instruction andstrong moral-religious
foundations also came about during the colonial period. These boundaries based
on the linguistic-religious affiliation with Mauritius remained untouched in post-
colonial Mauritian education policy as well. The two-classeducation system, with
the co-existence of public and private schools, religiously oriented educational in-
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stitutions with their own pedagogical approach (Naeck 2004), a school system
with French and English as official languages of instructionand Asian languages
and Creole as additional languages of instruction were preserved. Education for
the political and social elite is mostly western, private and international. With the
postcolonial replacement of elites, the Indo-Mauritian perspective of the nation
shapes public education for the rest of the population. The postcolonial transfor-
mation of education structures is partial and social inequality remains. The driving
force for change in education policy is global competitiveness.

Multicultural education is still of course exploited for specific political pur-
poses in the postcolonial phase. Questions regarding the languages of instruction
exist just like in other postcolonial countries. They are a permanent political prob-
lem and an unsolved pedagogical challenge with two facets. On the one hand, the
experts of education policy discuss which languages classes are politically suit-
able and at what grade they should start; they discuss to whatextent language
instruction should also include culture and religion and what examination results
of language classes should count for grading. On the other hand, educationalists
discuss the pertinence of the number of languages of instruction; they discuss the
efficiency of languages in the educational process; they discuss ways of decreas-
ing social inequality. The issue of social equality or general literacy is in a state
of competition with the status of the different languages inschool, as is reflected
by Indo-Mauritian and Creole nationalism. According to Indo-Mauritian nation-
alism, the recognition of the Asian languages as school subjects with an impact
on grades is a function of the political recognition of an ethno-religious group.
According to Creole nationalism, the use of Creole as a language of instruction
reflects greater prospects for equal opportunities.

Multicultural education policy ultimately illustrates the differentiation of the
political actors. In the last twenty years, Mauritian educational experts have
emerged, who develop the educational initiatives of the Mauritian Institute of Edu-
cation relevant to citizenship education in exchange with educational experts from
other states involved in UN programmes. However, international networking does
not mean that all initiatives are cosmopolitan, but they do nuance the different con-
ceptualisations of the Mauritian nation. According to the programme, “Teachers
and Intercultural Education in Mauritius” of the International Bureau of Educa-
tion of UNESCO, intercultural education means finding a common denominator
accepted by everyone. It aims to promote the consensus-oriented behaviour of
the different cultural groups, which is indeed a quality of the political and civic
culture of the Mauritian public. The programme “Education for Development” of
UNICEF treats ethnicity as negligible and focuses on equal opportunities and so-
cial development as curricular cross-sectional topics. Itcomes closest to a human
rights perspective and explicitly participation-oriented, diversity-conscious citi-



MULTICULTURALISM IN EDUCATION AND CITIZENSHIP EDUCATION 91

zenship education. The programme “Living values” of UNESCObuilds, similar to
the Indo-Mauritian diaspora ethnicity, on a consensus-oriented list of core values
for the curriculum. The programme does not strive for a multicultural perspective;
by contrast, it focuses on universal values and loyalty and explicitly understands
citizenship education in moral-ethical terms.

Regarding the five reasons why citizenship education is becoming more sig-
nificant in various countries, we can ask how necessary a citizenship education
offer was in Mauritius at the turn of the millennium. From a pedagogical per-
spective, such a project does not seem imperative, unless Mauritian society seems
to represent a moral-ethical deficit that would foster a value-oriented approach
of citizenship education or a pedagogical repositioning would open up space for
new subjects like citizenship education. Policy-makers could also have directly
defined the demand for a global re-positioning as an adjustment of the curricu-
lum to international, western standards. In any case, it is worth mentioning that
all three educational initiatives to citizenship education, common in postcolonial
education, were given a programme and funding by international organisations.
Thus, Mauritian education efficiently networks with international partners.

The discussion of the political project to introduce citizenship education will
deal, among other things, with how the three approaches to citizenship education
drawn up at the Mauritius Institute of Education are transformed through imple-
mentation. A special focus lies on the roles the different national ideologies play
for the conceptualisation and introduction of the new school subject and to what
style of multicultural policy it leads.





4. The citizenship education project of the Ministry of
Education

The first of three chapters dedicated to the empirical analysis presents the citizen-
ship education project of the Ministry, a subproject of the more comprehensive
Mauritian education reform of 2000–2005. The primarily interest is to understand
what multicultural policy the project pursues.

Multicultural education policy pertains above all to measures to promote equal
opportunity, equal participation and pluralistic identification possibilities. These
issues are particularly visible in the case of citizenship education, theoretically
based on the assumption of equal opportunities. They are of different reach, as
shown in the following outline, which extrapolates on two axes and refers back
to the previous chapters: citizenship education can pursuenation-building with
the unity of the nation as its main objective or it can promoteindividual affiliation
with participation and identification as its main objective. As citizenship education
research illustrates, it can be characterised by a common value orientation or by
diversity awareness.

What multicultural policy did Steven Obeegadoo, Minister of Education, from
the Mauritian Militant Movement (Mouvement Militant Mauricien) pursue with
citizenship education? How did the Mauritian Militant Movement, the coalition
partner of the government, support the Ministry’s affiliation project ? Was the
project embedded in Creole nationalism and if so, how? How did the protago-
nists of Indo-Mauritian nationalism react to the project? How did the citizenship
education project connect to issues of education policy andMauritian history?
Did the ministerial project seize on the educational initiatives on intercultural ed-
ucation, on varying orientations for development policy through education and
ethnic-moral, value-based education?

To answer these questions, I will first present the educationreform of the Min-
istry of Education and, in connection with it, the citizenship education curriculum.
After the discussion of the content of the new school subjectfollows a descrip-
tion of its operationalisation by means of the citizenship education textbook. The
selection of the authors of the textbook is the result of Mauritian political realism
based on scientific communitarianism. The content and pedagogical aims of the
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citizenship education textbook largely correspond to the ideological affinities of
the textbook authors. The critique from experts of the governmental coalition as
well as the educational institutions ultimately illustrate the balance of power in
the government and the orientation of the project with regard to Indo-Mauritian
and Creole nationalism. A contextualisation of the multicultural policy, which de-
fines the project of the Ministry and the textbook as a means ofimplementation,
with ethno-religious, value-oriented, social, and globally oriented components of
citizenship education, concludes this chapter.

4.1. Citizenship education in the ministerial education reform

The political-administrative experts of the Ministry of Education defined the foun-
dations for the state programme of citizenship education inthree documents.
These are the realisation plan for “Curriculum Renewal in the Primary Sector”
(Ministry of Education and Scientific Research (MESR) 2001a), the justification
of the re-design of the CPE examination “Ending the Rat Race in Primary Ed-
ucation” (MESR 2001b) and the interim assessment of the reform of 2003 “La
réforme va bon train” (MESR 2003). The redesign of the CPE examination, the
primary school final examination is of great importance, because of the mention
of citizenship education as a new examination subject. Although politically ori-
ented, the interim assessment contains the Ministry of Education’s evaluation of
its own reform.

4.1.1. An education reform for more equality of opportunities

In the interim evaluation, the experts from the Ministry of Education criticise
schools before the reform as places of assimilation with an outdated, academic
and extremely competition-oriented school programme (MESR 2003: 2). The
“one-sided” school programme neglected the “physical development, the aesthetic
appreciation and creativity, and the importance of learning to live together in a
multicultural society as responsible citizens” (MESR 2001b: 6). The insufficient
number of secondary school places has turned the already competition-oriented fi-
nal examination in primary schools, which more than one-third of children do not
pass, into a “bottleneck situation constraining access from primary to secondary
education”.

With the school reform, the Ministry of Education thereforeaimed to guar-
antee “all children of Mauritius, Rodrigues and Agalégaaccess to education, to
offer equality of opportunity for all , to make educationcompulsory up to 16
years, to offer education relevant to theneeds of the children and the country
( . . . ) and to create conditions, so that all children can pursue their educationas
far as possible” (MESR 2003: 1, bold in original). High-quality education for all
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is a right: “ . . . the reform aims to make access to quality educationa fundamen-
tal right and not a privilege” (MESR 2003: 1, emphasis in original).

The Ministry of Education derived from this the following goals for the ed-
ucation reform: to update the teaching programme, to reducecompetition, to ex-
pand access to schools and take measures to improve the quality of education
(MESR 2003: 2). Two essential measures should allow the operationalisation of
these goals: a renewal of the curriculum and the redesign of the CPE ranking,
the countrywide ranking of the primary school final examination as an entrance
qualification for secondary school.

The renewal of the curriculum

Instead of mainly academic educational goals, the promotion of physical develop-
ment and aesthetic taste was also part of the new educationalgoals. Young people
were also supposed to become conscious of the “rights and duties” and the “rich-
ness of living together” (MESR, Section 1 2001a). The “Curriculum Renewal in
the Primary Sector” (Section 1 2001a) argued that the country requires “responsi-
ble citizens” with “broad-based education” as well as “skilled workforce” for the
21st century, who are “versatile and flexible, trainable and employable. “

The new curriculum affected the organisation of primary school instruction
(MESR, Section 3 2001a). First, with information technology, citizenship ed-
ucation, art and health education, the curriculum includedfour new subjects;
specifically trained teachers should teach them. The compulsory subjects English,
French, mathematics, environmental studies (natural sciences, geography, and his-
tory), the optional Asian languages classes and religious education continued as
before. The Ministry explained explicitly that instruction in Asian languages re-
mains optional, but it will initiate special efforts to encourage every child to learn
an Asian language. Second, it initiates an examination in information technology,
citizenship education and art is compulsory for the final primary school certifi-
cate. Third, it strengthens with the reform of the curriculum the role of specialised
teachers and reduces the workload for all teachers.

Support of the state educational institutions should come from cultural cen-
tres, social organisations from the business sector as wellas community centres
by providing additional training for the new curriculum. However, the informa-
tion technology programme proved to be unrealistic. The Mauritius Institute of
Education (MIE), the regular teacher-training institute of Mauritius, provided for
the additional training for citizenship and health education as well as further train-
ing for creative education in collaboration with the Mahatma Gandhi Institute and
the Conservatoire de Musique François Mittérand. The Technical School Man-
agement Trust Fund and the National Computer and Information Technology Re-
source Center delivered training for information and communication technology
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(ICT). However, funds were lacking for the promised 220 computer rooms and
the 106 additional libraries in schools (MESR, Section 4 2001a). In its interim
assessment (MESR 2003: 6), the Ministry of Education was only able to report
that between 2000 and 2003 over 10,000 “persons” – usually not schoolchildren –
had visited the free courses on computer literacy provided by the government-
affiliated National Productivity and Competitiveness Council (NPCC) in commu-
nity and health centres.

The restructuring of the ranking list for the final primary school examination

The competitive orientation of Mauritian education beforethe reform could be
traced back, among other things, to the CPE Ranking, the countrywide ranking
for the primary school final exam, which qualifies pupils for secondary school.
Therefore, the Ministry redesigned this ranking list. Before the reform, the sit-
uation was as follows: 4,500 of the approximately 18,000 children successfully
passing the final primary school examination in the four compulsory subjects En-
glish, French, mathematics and environmental studies received the highest grade
in all subjects (the grade A is given for results between 75 and 100 points). Since
only 1000 places are offered at the Star Secondary Schools, the country’s best sec-
ondary schools, those children who receive the most points (thus maximum 400)
in the countrywide ranking are chosen among the children with four A grades.

Attending a prestigious secondary school is determinant for the social and
economic positioning of an individual in Mauritius. The tough competition over
every point for a place at a Star Secondary School (MESR 2001b: 3) increases due
to the fact that the supply is insufficient for the demand. Therating list “perverts”
the role of school overall, because it is all about obtainingthe highest possible
ranking, which results in education that is “pedagogicallyunhealthy, totally ran-
dom and unfair.” (MESR 2001b: 6).

Through the new design of the ranking, the final examination is supposed to
become a “record of achievement” instead of an “instrument of selection”, “so
that no child is classified as a ‘failure”’ (MESR 2001b:7). The Ministry proposed
four measures to do so. 1) A general classification based on letters with academic
or vocationally oriented education opportunities for all,2) the construction and
the opening of additional state secondary schools, 3) the conversion of highly-
demanded state schools into special secondary schools preparing for university
entrance and 4) the regionalisation of the allocation of secondary school places
(MESR 2001b: 4 et seq.). The measures 1), 2), and 4) are significant for citizen-
ship education in primary school.

The first measure is the classification by letters instead of points for the final
primary school examination: since the exact number of points is no longer indi-
cated, it is not decisive for the allocation of secondary school places, rather only
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the letter, which is given for a certain span of points (MESR 2003: 3). This mea-
sure is advantageous for those pupils who received a low number of points in the
old ranking system. A certificate of achievement or a prize should in the future in-
dicate recognition of an outstanding performance in the final examination (MESR
2001b: 9). The more than thirty percent of schoolchildren with an insufficient fi-
nal examination may take the examination a second time afterrepeating the class.
Those who fail a second time are able to attend a vocationallyoriented secondary
school (MESR 2001b: 10).

According to the Ministry of Education, the increase in the number of sec-
ondary school places – the second reform measures – also requires the construc-
tion of additional secondary school buildings. Only one-third of the 23,200 sec-
ondary school places were in state-run schools in 2001. Withmore public sec-
ondary school places, the government wished to increase itsinfluence over the
allocation of secondary school places and become more independent of the ad-
mission criteria of private, confessional secondary schools. The Ministry of Ed-
ucation (MESR 2001b: 29) has indeed rejected an exclusivelystate-run school
system, a “comprehensive school”, but does wish to ensure with the reform that
at least half of the secondary school places are in public schools.

The regionalisation of the allocation of the secondary school places, the third
reform measure, aimed to reduce the competition in the final primary school ex-
amination. Up until 2001, the place of residence was irrelevant for the allocation
of the secondary school places; only the examination resultcounted. The island
is now divided into four zones for this distribution scheme and the lowest possi-
ble distance between place of residence and the school location became a central
allocation criterion. Since 2001 each pupil selects three secondary schools within
his/her own zone (East, South, West, North) and, if possible, the first preference
is prioritised in the allocation of secondary school places.

The interim assessment of the school reform lists the achieved successes of
the three measures (September 2003). According to the Ministry, the ranking in
the final primary school examination and the regionalisation of the allocation of
secondary school places (MESR 2003: 3) contribute to the at least minimally in-
creasing success rates from under 60 percent to more than 63 per cent in the final
examination due to the decreasing the examination pressure. In three years, a total
of 34 primary, secondary schools and schools for “special needs” children were
built, and 1,300 new teachers employed, in order to increasethe number of sec-
ondary school places (MESR 2003: 3, 7, 12). The Ministry of Education presented
the slightly increasing success rate in the final examination for primary school, the
construction of schools and the employment of teachers as examples of the suc-
cessful democratisation of education.
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A “western” curriculum for citizenship education

The curriculum for the new subject citizenship education was supposed to be “in
line with international best practice” (MESR, Section 2 2001a) and overcome
the deficit that had accumulated since the 1980s due to the lack of this subject
in the curriculum. The Mauritian curriculum for citizenship education was sim-
ilar in particular, to corresponding curricular developments in the United King-
dom, France, the USA, Australia, Singapore and the educational principles of
UNESCO. The new subject citizenship education pursued three objectives. The
pupils should understand their “social and national environment”, they should
learn to “live together harmoniously as active members in a multicultural soci-
ety”, and become acquainted with their “rights, but also their duties, of safe and
healthy living, democracy and nation-building, of peace, coexistence and gender
equality” (MESR, Section 2 2001a). Based on this primary objective, three almost
equivalent core goals for school instruction determined – as already mentioned in
the introduction – the content of citizenship education:

1. The first theme encompasses the rights and responsibilities of the child growing up in
a democratic state. 2. The second theme seeks to develop in the child an understanding
and an appreciation of his natural environment and to fosterin him the desire to protect it.
3. The third component seeks to foster in the child an understanding and an appreciation
of his multicultural heritage, whilst emphasising the key values that promote a sense of
national belonging and solidarity. (MESR, Section Citizenship Education 2001a)

These core goals referred to 15 learning objectives for school instruction (MESR,
Section Citizenship Education 2001a). Four learning objectives dealt with the
rights and duties in the Mauritian Republic and the UN Children’s Rights Con-
vention. Five learning objectives dealt with the development of environmental
consciousness, which is crucial and specific to the island ofMauritius due to the
anticipated rise of the sea level due to global warming, the potentially resulting
shortage of living space was well as tourism. One learning objective referred to
ethical-moral education, while four learning aims addressed cultural diversity. The
final learning objective addressed the development of a distinct feeling of affilia-
tion with the Mauritian nation.

The subject citizenship education was supposed to be taughtalong with his-
tory and geography at the upper primary school level (standards IV-VI) and as-
signed together with the two-abovementioned subjects to humanities in the Mau-
ritian primary school curriculum. The following content ofcitizenship education
was intended for lower primary school level (standards I-III) by means of envi-
ronmental studies instruction: learning to appreciate different languages and reli-
gions and respecting plants, animals and other environmental resources, working
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together in a group, understanding the term “waste” and knowing the national flag,
national holiday and national anthem (MESR 2001a).

The contents of citizenship education collided with the contents of the other
humanities subjects. First, as just described, there were many overlaps between
environmental studies in the lower primary school level andcitizenship education
in the upper primary school level. Second, one-third of the core goals and learn-
ing objectives of citizenship education overlapped with those of the history and
geography classes, also taught at the upper primary school level. History and ge-
ography also had the goals of promoting understanding of thenatural and social
environment. These two subjects also helped children develop social skills such
as empathy, tolerance, respect, pride and affiliation with the nation; they also were
supposed to create an awareness that all people who immigrated to Mauritius con-
tribute to a successful future of the country (MESR, SectionHistory & Geography
2001a).

4.2. The textbook “Citizenship Education” and the ideologies of its
authors

In a second step towards the introduction of the school subject, the Ministry man-
dated a team consisting of three authors to write the textbook for “Citizenship
Education” in accordance with the basic programme. The responsible author of
the textbook had a job at the Ministry of Education as a consultant since the be-
ginning of the government’s term in office in 2000, while the other two textbook
authors – university professors and academically and pedagogically recognized
experts in Mauritius – accepted a mandate by the Ministry of Education. While
developing the textbook, the authors defined the content andpedagogical orienta-
tion of citizenship education.

The ideological and institutional affiliations of the textbook authors fittingly
illustrate how Mauritian policy-making oscillates between scientific commu-
nitarianism and accusations of communalism as well as how political, state-
administrative, institutional and social policies differfrom each other. The con-
tents of the textbook “Citizenship Education” illustrate how the textbook authors
understand multicultural policy-making and the Mauritianstate. The presentation
draws on conversations with the authors and on the content ofthe textbook itself.

4.2.1. A multicultural balanced team of textbook authors

Three authors held responsibility for the citizenship education textbook. Linley
Couronne, an upper secondary school teacher and representative of Amnesty In-
ternational Mauritius with a Creole-Catholic background,a ministerial consultant,
had a mandate to oversee the preparation of the textbook for citizenship education
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within 18 months. According to his own statements, he developed the chapters
on life in the Republic and on children’s rights. Two other authors were subor-
dinate to him. Ramesh Ramdoyal had been a (former) director of the Mauritius
Institute of Education (MIE) and – among others – author of a book on Mauri-
tian educational history. He was responsible for the chapter on multiculturalism
and the value-based texts, which were the only texts in the book signed with the
author’s name. As a co-director of the programme “Living values” of Hindu Indo-
Mauritian origin, he represented Indo-Mauritian values. The educationalist and
geographer Abdool Cader Kalla with Indo-Mauritian Muslim heritage was profes-
sor for didactics and geography at the MIE, author of the environmental chapter
and co-director of the educational initiative “Teachers and Intercultural Education
in Mauritius”. His expertise included, among other things,stringent pedagogics of
sensitisation as well as multicultural negotiation skillsbeyond ethnic affiliation.
The “scientific communitarian” composition of the team of authors, in which an
ethno-religious perspective went hand in hand with an ideological perspective on
the nation, was necessary according to Couronne (InterviewDecember 2003) so
that no accusations of communalism could be made towards theMMM Minister
of Education.

The timespan for the preparation of the textbook was extremely short, as this
normally takes three to five years. However, the mandate was relatively attractive
for Mauritian standards, as the 400,000 MUR (approx. 12,000Euros) nearly cor-
responded to an annual salary of a university lecturer. The printed trial textbook
was ready for the beginning of the 2002 school year, yet it represented a top-down
approach without a trial phase and feedback from teachers (Armoogum 2003:
76). Nevertheless, the Mauritian Education Ministry had a textbook, drawn up by
Mauritian authors and published in the country – a rarity on the African continent
(Moser 2002). Like all other primary schoolbooks, it was free of charge.

The cooperation among the authors of the textbook for citizenship education
was difficult. The co-authors initially refused, without justification, to collabo-
rate with Couronne (Interview August 2003). It was presumably not the ethno-
religious affiliation of the multicultural balanced team ofauthors contributing to
this conflict. Rather problematic were the lacking status ofan educational expert
(an upper-secondary schoolteacher and not an educationalist), the institutional af-
filiation and the theoretical approach (advocating citizenship education from a
grassroots democratic, politically active NGO perspective of Amnesty Interna-
tional and not from a didactic perspective). The ethno-religious affiliation with the
Creole-Catholic group may even have protected Couronne: any attempt to exclude
him could have led to accusations of communalism and once again discriminating
against a member of the Creole-Catholic population group.
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A power struggle defined by Indo-Mauritian nationalism regarding the inter-
pretations of national history overshadowed the collaboration, as illustrated by
Kalla in two examples (Conversation October 2003). He first proposed explaining
the development of cities with the term “land use”. The MMM-MSM government
coalition indicated that it does not want to see a term used incitizenship educa-
tion, which could even remotely recall the agricultural past of Mauritius, sugar
cane production (or which could initiate a political discussion on land use). Sec-
ond, the Indo-Mauritian affiliated actors insisted upon a values orientation of the
citizenship education programme. This had the effect that the chapter on environ-
mental protection – as elaborated on in the next chapter – was“perverted” by the
moralising introduction and conclusion on the origins of the island of Mauritius
and on the eradication of the native pigeon unable to fly and the Mauritian heraldic
animal “Dodo”.

The substantive and didactic orientation of citizenship education at the Mau-
ritius Institute of Education (MIE) reflected the definitiveinfluence of Indo-
Mauritian nationalism, which the MMM aimed to combat. The teachers of citi-
zenship education instruction received training at the MIEaccording to the per-
spective of the former director of the MIE and textbook author Ramdoyal. As part
of the Living values educational initiative, this was citizenship education as val-
ues education, which includes the promotion of spirituality among other things:
meditation was part of the training for citizenship education teachers (Observation
October 2003). This corresponded with ethno-national, Indo-Mauritian national-
ism, a prerogative of interpretation further reflected in the omission of ecological
concepts such as waste disposal even though Kalla taught them in geography at
the MIE (Conversation October 2003). The interpretation ofa human rights per-
spective as advocated by Couronne or as it would have most likely been contained
in the Education for Development initiative was also missing at the MIE after
2000.

Nevertheless, the Minister of Education decided to base citizenship education
on a human rights discourse of a social policy, activist character of an NGO by
transferring responsibility for the textbook to the human rights-oriented director
of Amnesty International Mauritius. Political adversaries could interpret this as a
critical, grass roots democratic conceptualisation of thenation in the tradition of
Creole nationalism and the Mauritian Militant Movement. The decision weakened
the implementation of the affiliation project of citizenship education because the
necessary institutional and didactic cooperation with themost important Mauri-
tian educational institution, which could have given citizenship education addi-
tional professional credibility, seemed lacking. Therefore, the sphere of influence
of the politically and pedagogically dominant Indo-Mauritian nationalism could
deal with citizenship education as a political project.
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4.2.2. The textbook “Citizenship Education”

“Citizenship Education – For Upper Primary (Trial Material)” (2002) was not
the first textbook on citizenship education in Mauritius. The primary school text-
book “Enfants de l’île Maurice. Invitation au civisme” (M.Cangy, R.Lamusse,
Ph.Madelaine; Paris: Nathan) published in 1976 had alreadyexisted. The book
mentioned the Mauritian Prime Minister in the introduction, but the book is not
mentioned anywhere in the Mauritian developmental plans. Its content (family,
rules, school class, history of the country and government,environment, traffic
rules, accidents) was also not used for citizenship education between 2000 and
2005. Presumably, French Catholic private schools had usedit.

School and Textbook analysis based on Weinbrenner (1993) inspired the fol-
lowing analysis. The author distinguished knowledge, design and form of instruc-
tion (see also Bourdillon 1992; Chatry-Komarek 1994, 1996). The following table
is oriented towards the compilation, which Moser (2002) used to present history
books in various African countries.

The Mauritian textbook contained four chapters: Living in aRepublic, Chil-
dren’s Rights and Responsibilities, Protecting our Natural Environment and Our
Multicultural Heritage. The appendix contained a simplified version of the Chil-
dren’s Rights Convention, the most important international days of commemora-
tion and a glossary with the key terms. The book was 180 pages long and had
more than 80 photos and over 40 drawings, comics, tables and diagrams, but the
island of Mauritius was missing on the world map. The marginsof each chapter
were of a different colour: red, blue, green (the colours of the Mauritian flag are
red, blue, yellow and green) and the design of the chapter on the multicultural
heritage is multi-coloured.

Couronne wrote the first two chapters. He organised them similarly, in five
units respectively and with five to seven topics of instruction per unit. He ap-
proached citizenship education by way of fundamental rights (nutrition, accom-
modations, safety, health and education), social justice and the equality of women
and men. Regarding this human rights discourse, it was fundamental to the au-
thor that rights are enforceable, modifiable and that complaints are possible. Ev-
ery topic dealt with includes different lessons as well as activities, exercises and
checklists for instruction. The end of each unit has at leasta glossary and a sum-
mary.

The third capital encompassed four units with four sub-topics respectively and
was written by Kalla. He focused on the protection of the natural environment of
Mauritius and prepared the individual units with questions, clear and easily under-
standable for children. The author worked with different types of texts (newspa-
per clippings, comics, information flyers of the national park), explained the main
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terms with examples, provided suggestions for activities and summarised the most
important points in concluding questions. The introductory and concluding stories
of this third chapter originated from Ramdoyal. The plant and animal life were

Table 4
Citizenship Education – For Upper Primary (Trial Material)(2002)

Chapter 1
“Living in a Re-
public”

Chapter 2
“Children’s Rights
and Responsibili-
ties”

Chapter 3
“Protecting our
Natural Environ-
ment”

Chapter 4
“Our multicultural
Heritage”

Unit one
“Who am I?”

Unit one
“What is a Child?”

Introduction
“An Island is born”

Introduction
“To live together
in peace and har-
mony in a multi-
cultural country”

Unit two
“You, a Citizen?”

Unit two
“What is the
Convention on
the Rights of the
Child?”

Unit one
“What is the Envi-
ronment?”

Chinese New Year

Unit three
“What is a Repub-
lic?”

Unit three
“All different . . .
all equal”

Unit two
“What are en-
demic animals and
plants?”2

Cavadee

Unit four
“Mauritius: A
Country in the
World”

Unit four
“Bullying”

Unit three
“How are the
remaining en-
demic birds being
protected from
extinction?”

Ugaadi Abhinan-
danaalu

Unit five
“We are all Citi-
zens of the world”

Unit five
“When and how are
Children’s rights
violated?”

Unit four
“What about the
other birds?”

Ganesh Chaturthi

Conclusion
“The story of the
last Dodo”

Eid-ul-Fitr

Merry Christmas
Joyeux Noël
Maha Shivaratree
Assumption Day
Divali
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presented in the introductory story as a peaceful paradise on the island of Mau-
ritius, which emerged from a volcano. The concluding story dealt with the erad-
ication of the dodo by European seamen with their hunting weapons from the
perspective of the last dodo boy, who experiences the death of his dodo parents
and sees his own end coming.

The fourth chapter, written by Ramdoyal, begins with an appeal addressed to
the pupils and teachers to live together in peace and harmonyin a multicultural
country (2002: 126). Ramdoyal subsequently deals with the most important an-
nual festivals of various religions and confessions in Mauritius in six sub-chapters.
He presented the Chinese New Year with the visit of the pagodas (Buddhist) and
the church (Catholic), the Tamil Festival of sacrifice (Hindu), the Telugu New
Year Ugaadi (Hindu), the Marathi birth festival of Ganesh (Hindu), the Festival at
the end of Ramadan Eid Ul Fitr (Islamic) and Christmas (Christian).

In an extra issue published in 2003, three additional festivals are discussed:
Maha Shivaratree, the Hindu festival of pilgrimage to the Ganges River (in Mau-
ritius it is celebrated with a pilgrimage to the lake Grand Bassin in the middle
of the island), the Catholic festival Assumption Day and theHindu light festival
Divali. Ramdoyal structured all richly illustrated texts similarly. He mentioned
when the festival takes place and which population groups celebrate the festival.
He mentioned the roles that children, parents and guests of other religions play,
how the house is cleaned and decorated, the meals are prepared and the rituals are
carried out and how. Besides activities for class instruction, the author finished
each sub-chapter with a story, illustrating a virtue or value: work ethic, humility,
respect towards creation and parents, self-control, and honesty.

4.3. Experts’ critique of the ministerial citizenship education project

The citizenship education project as well as the MMM education reform in gen-
eral faced difficulties in the Ministry of Education, as Couronne confirmed in a
conversation (November 2003): the officials in the Ministrywould prevent the
implementation of the educational reform during the government’s term in office
from 2000 to 2005. Supported by teachers unions, which have significant polit-
ical clout in Mauritius, they stirred up public opinion against the Minister. This
obstruction could result from partisan affiliation, from ideological orientation of
the educational reform or from its pedagogical implementation. Experts with a
political or educational background at political meetingsor at the MIE expressed
concrete critique of the educational reform and the textbook for citizenship edu-
cation. It pertained to the democratic educational model and pedagogical deficits
in the citizenship education textbook.
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4.3.1. Divergence in the MSM-MMM coalition: education for the elite or
education for all

The educational reform of the MMM Minister of Education was of a social and
democratic character. It referred to the idea of education as a fundamental right.
Yet at least several members of the coalition partner Mauritian Socialist Move-
ment (MSM) assessed this differently. They understood education as “education
for the elite”. Statements of two MSM members of parliament,both with a univer-
sity degree from Europe, were characteristic of this. The informal discussion with
them on the school reform took place during an electoral campaign event (for the
election to replace a member of parliament): “Education in Mauritius must be able
to produce an elite. If education is only education for all, then people from Mauri-
tius cannot go out in the world and successfully assert themselves.” (Conversation
December 2003). Both MSM members explicitly criticised the“education for all”
attitude of the governmental coalition partner MMM. In their opinion, this would
only result in mediocrity and weaken the competitiveness ofMauritius in the age
of economic globalisation. Both MSM members held the view that the govern-
ment should particularly enhance education for young people, who had already
proven their excellence, e.g. through outstanding school achievements. This atti-
tude with regard to the principle of “educational for all”, which varied between
parties could not only be observed at different campaign events (Conversation July
2003), but also already was apparent earlier in informal talks with colleagues at
the Mauritius Institute of Education.

Both attitudes – “education for all” and “education for an elite” – correspond
with the view of citizens, which Kymlicka (2002) describes as different political
attitudes. The attitude of both MSM members was equivalent to that of the “new
right” (Kymlicka 2002: 304). It refers namely to the idea that every citizen is re-
sponsible for his or her own (socio-economic) situation andthat the state should
intervene as little as possible in this area. The state first accepts people as citizens
when they demonstrate their responsibility and economic efforts. The second at-
titude refers to the idea that citizens should receive support in order to ensure the
equality of opportunities. The education policy project ofthe MMM Ministry of
Education is aligned with this idea and thus equivalent to the educational policy
discourse of the UNESCO initiative “Education for all” at the beginning of the
1990s.

Even though some measures in the Mauritian educational reform considered
excellence, the proposed education policy seems primarilya social one. The re-
design of the ranking list for the primary school final examination, the regional-
isation of the allocation of secondary school places and theexpansion of access
to public secondary schools resulting in less competition and a greater mixture
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of pupils at secondary schools support this view. Along these lines, the reform
promoted the democratisation of education and presents similarities with what
Kymlicka (2002: 304) describes, that is the understanding of a state that seeks to
guarantee the most equal access as possible to education – orto other social insti-
tutions. Hence, the state must make the necessary funds available so that everyone
has a sense of belonging and can participate.

4.3.2. The unexploited pedagogical potential of the textbook “Citizenship
Education”

Cadresse Armoogum (2003), an educationalist from the Mauritius Examination
Syndicate, carried out an assessment of the pedagogical potential of the textbook.
He attested the authors a current social science perspective on citizenship edu-
cation. However, he then showed how the authors remained behind their own
pedagogical standards. Armoogum understood the various activities, presented
in the new textbook for school lessons, as potential pedagogical instruments by
means of which the instruction lessons in the Mauritian school system, mainly
focused on academic knowledge, could contribute to change.As a school subject
geared towards involvement and participation, citizenship education essentially
offers the opportunity to shift towards activity, value andattitude-based methods
of instruction (Armoogum 2003: 78). However, in his view, the textbook did not
pedagogically exhaust this potential, because as a knowledge-oriented textbook
developed without feedback from teachers it did not link theproposed activities
with the teaching materials, aside from a few exceptions. Yet according to Ar-
moogum (ibid.) this would have been imperative in order to live up to the standard
of a school subject, whose supreme objective should be the exercise of rights and
responsibilities in a democratic public sphere. Therefore, besides the standardised
testing of knowledge, no evaluation of activities could be included in the exam-
inations according to the author (2003: 81). The pedagogical presentation of the
content of the textbook encompasses for Armoogum (2003: 79)mainly cognitive
aspects, while largely neglecting learning skills, valuesand attitudes.

The responsible author accepted the critique of the pedagogical approach and
described (Interview August 2003) the textbook on the wholeas a “source of
inspiration for teachers” and as a “first step” in the implementation of citizenship
education. In his view it was a first step to achieve the desired change in mindset
among teachers as well as pupils described by Armoogum (Interview December
2003).
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4.4. Ethno-religious citizenship education as part of the social
education reform

The office of the MMM Minister of Education planned the introduction of citi-
zenship education as part of the 2000–2005 educational reform. Altogether, the
implementation of citizenship education as an affiliation project was sluggish due
to financial, curricular and pedagogical problems. One MIE expert pointed out:
There was a lack of precise plans for implementation, a lack of a clear educational
reform direction and a lack of financial resources (Memo, July 2003). Other MIE
colleagues mentioned the lacking experience of the Minister (Memo, November
2003).

Citizenship education as an affiliation project was an essential political point
of contention during the educational reform. Before discussing this, one other
issue deserves mention, as it was crucial for the ideological perspective of the
Mauritian Militant Movement and successfully implemented: the educational re-
form was of a social character. It brought more equality of opportunity, because
it contributed to more permeability in the selection at the end of primary school,
because it added creative aspects to the primary school curriculum with four new
subjects along with the academic subjects, and because it expanded secondary
schools programmes. The reform also had a social character because it no longer
aimed to promote Asian language instruction based on ethno-religious affiliation,
rather as the wealth of the linguistic diversity of Mauritius, open to every child
regardless of his or her origin. Compared with the descriptions of the goals of
multicultural education policy in general, the MMM perspectives of the educa-
tional reforms consisted in a wide-ranging understanding of multicultural policy-
making, emphasising instead of ethnic identification, rather social inclusion and
participation.

Furthermore, the citizenship education project politically challenged Indo-
Mauritian nationalism with new framings. There were tensions even in the gov-
ernment coalition due to the contradictory stance of the Mauritian Socialist Move-
ment and the Mauritian Militant Movement on Indo-Mauritiannationalism. The
MMM citizenship education project could be seen as a challenge for Indo-
Mauritian nationalism with regard to two aspects.

The adaptation of the curriculum for citizenship educationto “global”, “west-
ern” educational concepts in the MMM education project challenged the politi-
cally dominant Indo-Mauritian nationalism. Although “global” economic compet-
itiveness was not objected to by protagonists of Indo-Mauritian nationalism, the
absence of India as a referential power aside the former colonial powers (Great
Britain, France) and a few primarily western-oriented English-speaking trading
powers (Australia, USA, Singapore) indeed must have drawn attention. If India,
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the diasporic motherland of the Indo-Mauritian majority ofthe population, was
missing as a country of reference, the “universally Indian”inspired value-based
education was also missing along with the “global”, “western” orientation of the
citizenship education programme. One possible interpretation is that the MMM
indeed signalised its aim for a postcolonial globalist perspective with this citizen-
ship education project, but it also signalised that the compatibility with “western”
educational concepts had priority over proximity to the Indian diaspora.

Second, the citizenship education project might have seemed as a political af-
front to the language policy of Indo-Mauritian nationalism. The proposal of the
MMM Minister of Education to take into account citizenship –along with other
school subjects – with an obligatory examination as part of the primary school fi-
nal examination and simultaneously maintain the optional examination for Asian
language instruction was interpreted by advocates of Indo-Mauritian nationalism
as a decrease in significance of Asian language instruction.According to this in-
terpretation the introduction of citizenship education bythe MMM Ministry of
Education could be regarded as a proposal to subordinate theethnically and reli-
giously connoted concept of affiliation of Indo-Mauritian nationalism to a concept
of affiliation with the Mauritian state, and therefore downgrading ethnicity.

The effective power relations in Mauritian education policy came to bear in
the composition of the team of the textbook authors. Advocates of the partisan po-
sition of the Mauritian Militant Movement, the junior partner of the government,
certain members of the coalition partner Mauritian Socialist Movement and above
all the interest groups affiliated with Indo-Mauritian nationalism demanded large
ideological concessions from the MMM Minister of Education.

With the concession to the multicultural, ethno-religiousbalance of the text-
book author team, the citizenship education project of the MMM Minister of Ed-
ucation became a project with multiple, ideological perspectives. This was an im-
portant concession to Indo-Mauritian nationalism alreadyduring the design of
the book. The responsibilities for the textbook “citizenship education” also re-
flected the political balance of power. The responsibility remained with an author
with a human rights background, who was affiliated with the MMM and was able
to introduce the UN fundamental rights as children’s rightsduring the design of
the book. The sensitising, didactical perspective on the educational content had
a weak position. However, the textbook included ethno-religious, value-oriented
and moral discourse. Indo-Mauritian nationalism, represented by the Mauritius In-
stitute of Education and the initiative of “Living values”,had a decisive influence
on the chapters on Mauritian multiculturalism and the environment in Mauritius.

The design of the citizenship education textbook reflect quite precisely the
ideological approaches of the textbook authors and the political pressure to which
they were exposed. In Chapter 4 on the multicultural heritage of Mauritius and
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in Chapter 3 on environmental protection, certain texts andcertain cultural festi-
vals connect with specific moral values. In Chapter 4 on the multicultural heritage
three elements of affiliation with the nation, characterising the concept of citi-
zenship education, could be discerned. The first element refers to the different
group affiliations, the performative elements of affiliation and the national values.
The annual festivals indicate the explicit references of the multicultural affiliation
with the state in Mauritius: a diversity of different Buddhist, Hindu, Islamic and
Christian cultures, which can be identified either by ethnical or linguistic crite-
ria (e.g. Indian, Marathi, Urdu or Chinese). The religious content of the festivals
mentioned in the textbook was emphasised and connected withthe corresponding
population groups. It is striking that an explicit reference to the Creole population
is missing. As most Creoles are Catholic, they could implicitly identify with the
section on Christmas. The second element concerns the precise description of the
religious festivals and rituals and it illustrates the comprehension of the affiliation
with the state : as respect for and the celebration of religious traditions. Third,
the legends at the end of each chapter convey a “universal” value, as is stated
in the Living values programme, that are work ethic, humility, respect towards
creation and parents, self-control, and honesty. In Chapter 3 on the environment,
the value orientation lies in the introductory story on the origins of the island of
Mauritius and in the final chapter the eradication of the Dodo. The introduction
of these stories result from internal governmental pressure against the will of the
author of Chapter 3, responsible for the remaining chapter content. The stories
convey values of peaceful co-existence on a paradise islandand the solidarity of
the family nucleus. With the exception of the geographical content, the values and
concepts of ethnicity primarily conveyed in Chapters 3, 4 serve the preservation
of religious and linguistic traditions and the full exercise of affiliation with the
Mauritian nation based on Indo-Mauritian nationalism. Themulticultural policy
concealed behind this was nation-building aiming to promote a uniform concept
of ethnicity with common values and a unique way of expressing one’s own eth-
nicity through religion and language.

The democratisation of education and orientation towards human rights, two
policies of the MMM Ministry of Education for an alternativeinterpretation of
affiliation with the state, are only rudimentarily reflectedin the citizenship edu-
cation textbook. Of the reflexive demands regarding the environment in Chapter
3, only creating awareness for species protection and ecological interrelationships
remain. Chapter 2 on children’s rights should create awareness for social inequal-
ity and difference but suffered from its pedagogical approach, which did not suf-
ficiently take the age of the pupils into account. Despite illustrative deficits (geo-
graphical map of the Indian Ocean without Mauritius) and a lack of historical sen-
sitivity, Chapter 1 on the Mauritian state institutions succeeded in conveying the
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ideas of equality, difference and global affiliation in the Mauritian state. Diversity-
conscious, individual identification and participation are possible beyond ethnicity
with regard to civil and ecological knowledge on the state.

Didactically underdeveloped, and strongly politically influenced by Indo-
Mauritian nationalism, the citizenship education textbook was a weak political
instrument to convey a social, human rights-oriented interpretation of affiliation
with the state beyond ethnicity and beyond a general affiliation with a western in-
fluenced understanding of citizenship. However, it provided a presentation of civil
and state-administrative institutions. Furthermore, thecitizenship education text-
book published by the MMM Ministry of Education most succinctly conveyed
the multicultural policy of Indo-Mauritian nationalism, an irony of the political
balance of power. What was specifically Mauritian was the linkage of difference-
oriented citizenship education with value-oriented citizenship education. The
difference-oriented diaspora ethnicity constructed along linguistic-religious lines
organises the population at the social level. The value-oriented citizenship educa-
tion based on Living values creates a comprehensive national framework.



5. The political negotiations over citizenship education in
the press

Introducing citizenship education, informing teachers, parents and children and
designing concrete curricula, further training for teachers, examination regula-
tions and examination templates were not just a matter of simply implementing
an already determined policy. The implementation itself was a Political process,
as shown in the following analysis of the articles on citizenship education in the
Mauritian daily press. Once again, the MMM citizenship education project was
juxtaposed with the perspective of Indo-Mauritian nationalism, this time however
in terms of its reception by the daily press.

Together with other political actors, the daily press influences opinion forma-
tion among the public (Gamson, Modigliani 2008: 235) by selecting the issues
reported on and by the type of reporting. It “takes on” certain “interpretations of
issues” or “reshapes” them, while providing “a platform” for “competing defini-
tions” (Boller 2007: 31). It shapes, amplifies or weakens thecurrent trends in the
Political process at a given time. However, the focus is not primarily on the dis-
tinction between the “opinion-forming” and “reporting” (Boller, ibid.) component
of a document, which is fundamental to a press analysis, rather on which multi-
cultural policy the respective proponents of Indo-Mauritian or Creole nationalism
pursued with their negotiations.

Of the 32 articles in two Mauritian daily newspapers, in which citizenship
education appeared in the text between July 2003 and January2004, seven articles
mentioned citizenship education in the title or subtitle, as reflected in the table
in the introduction. Between February and September 2004 only two articles on
citizenship education were published. With one exception (9 September 2003),
the seven articles with citizenship education in the title all appeared between 16
and 22 October 2003. The Sunday press published one summarising half-page
article; three articles covered a quarter of a page, while three other articles were
short compilations of press releases, press conferences, or parliamentary reports.
None of these articles were illustrated or printed on the first page of the newspaper.
Altogether,L’expressfocused more on the critical period for citizenship education
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in October 2003, whileLe Mauricienmore regularly reported on issues related to
the education reform.

The following document analysis encompasses two sub-chapters. For the sake
of contextualisation, I first present two education policy themes peripheral for cit-
izenship education. They are peripheral because the new school subject was of
secondary importance to them, yet they are politically relevant: during the interim
evaluation by the governmental coalition, politics instrumentalised education re-
form in general. Regarding the verdict on the discriminatory admission practice
at Catholic secondary schools, the Indo-Mauritian teacherunionist Suttyhudeo
Tengur, who had won the case in court, subsequently placed his entire symbolic
weight on measures against citizenship education. The second sub-chapter illus-
trates the downgrading of citizenship education. It beginswith the accusation of
communalism against the MMM textbook project. During the debate on the citi-
zenship education examination, unions and teachers arguedwith pedagogical rea-
sons against implementation. The opposition party again decried communalism,
but also organisational deficits with respect to citizenship education. The latter
two points, as described in the conclusions of the previous Chapter 4, served the
Indo-Mauritian nationalists to challenge the MMM on a political level.

The analysis of press documents revealed the number of actors involved in the
negotiation process in the Mauritian political sphere. Besides the Ministry of Edu-
cation and the government coalition, the Vice President, various teachers unions as
well as their umbrella association, the Front Commun, the President of the Gov-
ernment Hindi Teachers Union (GHTU), the opposition party Parti Travailliste
(PTr ) and the Creole parents associations were involved.

The power struggles between the political actors, which became noticeable in
the press, suggest that there were different emphases and shifts in the concepts
of the nation and the associated multicultural policies that would be acceptable to
the majority of the Mauritian public. The negotiation process entailed a symbolic
dispute over the prerogative of interpretation of what the nation is (Shore, Wright
1997). The politically acceptable affiliation project of citizenship education led to
new emphases in the ideological perspectives on the nation.They reflect a subtle
change in multicultural policy-making in Mauritius.

5.1. The peripheral education framework of citizenship education

Two themes framed the debate on citizenship education during the research pe-
riod. They were peripheral for the new school subject but essential for Mauritian
politics and educational policy-making. These were the interim evaluation of the
education reform in September 2003 at the occasion of the change in prime min-
ister for the second part of the period of government and the legally decreed ter-
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mination in December 2003 of the discriminatory admission practice for places
at Catholic secondary schools, a matter going back to the colonial era. Both is-
sues shed light on certain aspects of the Political process,leading to the ultimate
multicultural policy for citizenship education.

5.1.1. A plea for citizenship education on the fringes of theinterim
evaluation by MSM-MMM

The interim evaluation of the governing coalition in September 2003, instrumen-
talising the education reform at the occasion of the change in prime minister,
overshadowed all other educational issues. The education reform was successful
and important enough to serve as the “flagship” of the government coalition. The
explosive nature of the interim evaluation consisted in thefact that the govern-
ment coalition had agreed to switch prime ministers after the first half of the five-
year mandate. The Indo-Mauritian MSM Prime Minister transferred the office –
for the first and only time in Mauritian history – to a Franco-Mauritian MMM
Prime Minister. The MSM Prime Minister became president, asalso previously
agreed. The entire interim evaluation of the government, including the successes
in reforming education, therefore centred on honouring thepolicies of the MSM
Prime Minister. In the coverage of the education reform, citizenship education
was not mentioned inL’express(18 September 03) and only casually mentioned
in Le Mauricien(18 September 03).

At the corresponding press conference, the Minister of Education described
the school reform altogether as “just and acceptable”, asL’express(18 Septem-
ber 2003) reported.L’express (18 September 2003) assessed the new, less
competition-oriented design of the examination for the CPEdue to the letter-based
categorisation and the regionalisation of the categorisation as a success of the Min-
ister of Education.L’express(18 September 03) also reported that a Minister of
Education was seldom so heavily criticised by the unions, the opposition party
Parti Travailliste and the parents’ associations, as everyone feared that the reform
would have a negative effect on them.

Le Mauricien(18 September 2003) only summarised the most important re-
sults of the school reform, which the Minister of Education mentioned in his
speech: education for all up to the age of sixteen, a new curriculum adapted to
the needs of children and the country, and improvements in educational quality.
Along with the other new school subjects, citizenship education was mentioned as
part of an “appropriate programme” to modernise the curriculum (Le Mauricien,
18 September 03).

The only statement on citizenship education in a broader sense during the
interim evaluation of the government coalition came not from the Ministry of Ed-
ucation, rather from Cassam Uteem, the Vice-President of Mauritius. The Vice-
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President declared that he believed it is desirable to introduce instruction on hu-
man values, civic education, volunteering and leadership,in order to counter-
act social problems such as “drugs, crime and prostitution”(Le Mauricien, 12
September 2003). The terms “human values, civic education,volunteering and
leadership conduct”, which the Muslim Vice-President selected in order to define
the citizenship education programme that was desirable from a government policy
perspective, were very open.

In this respect, “human values” could comprise both the fundamental rights
laid out in the declaration on human rights as well as values-based education in-
spired by the “Living values” programme. “Civic education,volunteering and
leadership” pertain more to a globally competitive, participatory and western-
oriented citizenship education programme. The Vice-President attempted to sup-
port the citizenship education programme of the MMM Ministry of Education,
which he regarded as acceptable, without excluding the highly influential repre-
sentatives of Indo-Mauritian nationalism.

5.1.2. Assessment of the discriminating practice of admission to Catholic
secondary schools

In order to understand the binding court decision of December 2003, which re-
sulted in the mandatory abolishment of the practice of reserving half of the places
at Catholic secondary schools for Catholic pupils, I will first summarise the histor-
ical context and process (Le Mauricien,12 December 2003–22 December 2003;
see also Ramharai 2002; Eriksen 1998). Suttyhudeo Tengur, President of the Gov-
ernment Hindi Teachers Union (GHTU), took court action in 1995 against the
discriminatory practice of the Catholic secondary schoolsto allocate fifty per-
cent of the places according to their own criteria (L’express, 15 December 2003).
This practice was rooted in the colonial education laws of the 19th century (Le
Mauricien,12 December 2003; see also Chapter 3), which guaranteed the Catholic
Church its own schools and served the interests of the Franco-Mauritian popu-
lation. This autonomous allocation received a more recent affirmation in 1993
in a Memorandum of Understanding between the government andthe Catholic
Education Office (Bureau de l’Éducation Catholique – BEC) (Le Mauricien,21
December 2003). In December 2003 the highest judicial authority of Common-
wealth countries, the Privy Council of the United Kingdom inLondon, had to
decide whether this practice agreed between the governmentand BEC constitutes
discrimination (L’express,15 December 2003). In its judgement of 17 December
2003, the Privy Council recognised the practice as “illegaland discriminatory” (Le
Mauricien,18 December 2003) and obligated the BEC to design the admissions
policy in compliance with national legislation in a non-discriminatory manner (Le
Mauricien,18 December 2003).
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The decision taken by the highest judicial authority, according to which the
Catholic school authorities had to abandon the religion-based practice of allocat-
ing secondary school places, initially seemed to have nothing to do with citizen-
ship education (L’express,15 December 2003). However, the conclusion of this
education policy process, which was decisive for the postcolonial history of Mau-
ritius, modified the ethno-religious balance of power to thebenefit of the Indo-
Mauritian complainant. He therefore used his new symbolic power in the political
struggle against the reform project designed by the MMM Ministry of Education
and later against citizenship education.

The President of the GHTU dedicated his victory to all Mauritian children and
simultaneously stated that his next battle will be against the “anti-constitutional”
regionalisation of the education reform (Le Mauricien, 18 July 2003). As an
Indo-Mauritian, the GHTU President won against the BEC, which represented
the Franco-Mauritian colonial rulers. He achieved a victory in a struggle be-
tween ethno-religious groups dating back to the colonial era, in which the Indo-
Mauritian groups had always succumbed to the Franco-Mauritian groups and cut
the BEC down to size. Even while waiting for the decision, theGHTU Presi-
dent supported the teachers unions in their opposition to the citizenship education
examination, which they voiced towards the Minister of Education. As of mid-
October, the GHTU President assumed an active role as speaker for the union and
the political opposition, even though citizenship education did not directly affect
its members, as the President of the General Purpose Teachers Union (GPTU)
stated (Le Mauricien,23 October 2003).

5.2. The politically negotiated downgrading of citizenship education

The opinion-shaping fundamental article on citizenship education in early Oc-
tober 2003 heralded the failure of the affiliation offer of the MMM Minister of
Education. All subsequent articles on citizenship education were part of a Politi-
cal process, in which the teachers unions and the parliamentary opposition put the
Minister of Education and the MMM on the defensive.

The accumulation of the articles on citizenship within one week in late Oc-
tober (22–26 October 2003) triggered a broad public debate,led by the teachers
unions. They demanded the postponement of the evaluation ofcitizenship edu-
cation to the next school year and the implementation of the school subject in a
more professional pedagogical manner. After that, the opposition once again ad-
dressed the textbook in parliament; this time, the multicultural balance as well as
the production costs and pedagogical realisation were the main subjects of dis-
cussion. Moreover, the teachers unions criticised the additional burden, which the
new school subject placed on general primary school teachers. They therefore
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proposed transferring citizenship education to the Asian language teachers, who
had fewer hours of instruction because they only taught specialised classes in one
or two languages respectively. In the final phase of downgrading, the Minister
of Education not only confirmed the optional evaluation of citizenship education
and ultimately the integration of the citizenship education content into already
existing school subjects, but also additionally affirmed the evaluation of Asian
language instruction for the transfer to secondary school,which was a long-term
demand of representatives of Indo-Mauritian nationalism.

5.2.1. Objections to the textbook due to its multicultural imbalance

The political debate over the affiliation offer of citizenship education during the
research period between August 2003 and January 2004 climaxed with a crucial
opinion piece in October 2003 with the accusation of multicultural imbalance. The
daily newspaperL’express(7 October 2003) published the article, which publicly
sealed the failure of the introduction of the new school subject. It was entitled
“École primaire: le ‘Citizenship Education’ tué dans l’oeuf?” (Primary school:
Citizenship education nipped in the bud). The article was based on journalistic
investigations at the Ministry of Education and Scientific Research, the National
Center for Curriculum and Research Development (NCCRD) andthe Front Com-
mun, the umbrella association of the teachers unions.

The entire citizenship education project was in jeopardy according to the
newspaper already in February 2002, because two Indo-Mauritian festivals, Divali
and Mahashivaratree, which were part of the national calendar of holidays, were
missing in Chapter 4 of the textbook on the multicultural heritage. Yet the three
textbook authors still completed the manuscripts at the endof 2002 and turned
them over to the National Centre for Curriculum and ResearchDevelopment,
which commissioned the printing of the books. However, the Ministry stopped
the entire printing process, after a pre-print had already circulated (L’express,7
October 2003). According to the newspaper, even one year later, in late 2003,
the teachers were still working with incomplete material, and the printing of the
textbooks was ultimately unlikely, because a curriculum leading to examinations
was missing. Thus, regular instruction was not possible andan examination in
citizenship education was even unlikely for the school yearof 2004. The condi-
tions for declaring citizenship education an exam subject were simply not satisfied
(L’express,7 October 2003).

The daily newspaper traced all problems related to citizenship education back
to the unbalanced multicultural textbook design, criticised by the political oppo-
sition in February 2002, because of two missing Hindu festivals in the chapter on
multicultural heritage though part of the national holidaycalendar. The newspaper
gave new space and interpretational foundations for the often politically success-
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ful accusation of communalism one and a half years later and thereby created the
impression that the Ministry of Education was refraining from printing the final
textbooks for communalistic reasons. The newspaper held this view, even though
the Ministry of Education had submitted an additional booklet with the two Hindu
festivals – Mahashivaratree and Divali – and a third Catholic festival Assumption
of Mary – in mid-2003, thus several months before the publication of the article.

The accusation of an imbalanced multicultural arrangementof the textbook
to the favour of one’s own cultural group – in this case the general population
group – which the opposition and Indo-Mauritian nationalist protagonists raised
towards the responsible MMM Minister of Education was politically successful.
The MMM Ministry of Education reacted defensively to the accusation with the
mentioned additional booklet. The example illustrates theinfluence of the com-
munalist accusation towards political projects. If the daily newspaper brought this
politically successful accusation into play again, this seems an attempt to sanc-
tion publically the perspective deviating from the scientific communitaristic com-
position and to weaken politically the MMM junior partner ofthe government
coalition.

One could argue that the daily newspaper accepted the discreditation of the
citizenship education project by recalling to the public the accusation of commu-
nalism. It affirmed the disqualification of the textbook due to the initial deviation
from scientific communitarianism. It made the lacking multicultural balance in
one of four chapters responsible for the citizenship education textbooks not being
printed and therefore not available, which subsequently hindered regular instruc-
tion and the associated examination.

5.2.2. Citizenship education without a graded examination

In early September 2003, half a month before the interim evaluation of the gov-
ernment coalition, the teachers unions posed imperative questions to the Min-
istry of Education regarding preparations for the examination of the CPE, which
were to take place as of late October respectively. The FrontCommun, the um-
brella association of the General Teachers Union (GTU), andthe General Purpose
Teachers Union (GPTU) demanded together with the school directors the post-
ponement of the citizenship education examination to the next school year. This
is the main content of a letter to the Minister of Education published in the press
(Le Mauricien, 9 September 2003). Altogether, the teachers unions calledfor a
more consistent planning and implementation of the new subject as well as cor-
responding information for children and parents at the beginning of the school
year (Le Mauricien,9 September 2003). The GTU justified its demands with four
arguments. First, the citizenship education textbook usedsecondary school lan-
guage, rather than primary school language. Second, there was a lack of suitable
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textbooks in school classes, even though the Ministry had announced that there
would be a correspondingly adapted publication. Third, theteachers had no in-
formation at the beginning of the school year that citizenship education would be
part of the examination. Fourth, the existing citizenship education textbook did
not specify which chapters should be taught and were subjectto an examination
in the fourth, fifth and sixth primary grade (standard IV, V, VI) (Le Mauricien,9
September 2003).

The interim evaluation was obviously in the spotlight for the Ministry of Ed-
ucation and government coalition in September 2003 due to the change in Prime
Minister and the election of the new President of the state. In any case, the Min-
ister of Education only briefly reacted to the queries of the teachers unions and
school directors. He hardly provided any reliable information for the organisa-
tion of the citizenship education examination. In a seven-row press release, the
Ministry of Education declared that there would be no national examination for
citizenship education. Contrary to the 2001 reform plan, itwould be up to each
school to decide whether an optional evaluation would take place in fifth grade,
and the result would not count for grading (Le Mauricien,9 September 2003).

One month later, the Minister of Education still did not provide any additional
information on the upcoming CPE examination. It was still unclear what material
and how the subject of citizenship education would be subject to an examination.
The Front Commun again referred to the delay in planning (L’express,7 Octo-
ber 2003). The Ministry of Education seemed to ignore the concerns of the Front
Commun. Instead, it organised a workshop with the scope of presenting the ex-
amination questions for the optional citizenship education examination, drawn up
by the Mauritius Examination Syndicate (MES) (L’express,15 October 2003).
The Minister of Education reacted to the accusation that this information was pro-
vided too late, namely only three weeks before the examination date, by stating
that he did not wish to create any unnecessary examination pressure (L’express,
16 October 2003, 17 October 2003). The Minister proposed that the teachers use
the already compiled questionnaire of the MES and only test the actually taught
material. The results could then be used for drawing up examination questions for
the next year (L’express,16 October 2003, 17 October 2003).

In this phase of uncertainty over the type and content of the citizenship educa-
tion examination and planning the subject material for the following school year,
beginning in January, the President of the Government HindiTeachers Union am-
plified his critique of the education reform and of the MMM Minister in very
general terms. He argued the Minister was lacking seriousness and skills, because
“governing means foresighted planning! (gouverner c’est prévoir)” (L’express,16
October 2003). The GHTU President accused the Minister of Education of un-
doing the relief that the regionalisation of the examination brought about by in-
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troducing a new format for the CPE examination with a greaternumber of tested
subjects (L’express,17 October 2003). The other teachers unions initially did not
further pursue their dispute with the Minister of Education, as reflected in the
title and first sentence of an article in the Sunday press: “The examination war
will not happen. ( . . . ) The Front Commun has decided to bury the hatchet for
now . . . ” (La guerre des examens n’aura pas lieu ( . . . ) Le FrontCommun a dé-
cidé d’enterrer la hache de guerre) (L’express, 19 September 2003). However, the
GHTU President took credit himself for the proposal for an optional examina-
tion in citizenship education, as the Minister of Educationhad already intended
since September (Le Mauricien,9 September 2003). The GHTU President pre-
sented himself as an energetic reformer. In contrast to the Minister of Education,
he claimed that he knew what an appropriate educational reform in the interest
of the children should look like. The reform goes against theglobal trend. You
cannot overwhelm Mauritian children. You have to make education more pleasant
for children (La réforme est contre la tendance mondiale. Onne peut pas écraser
l’enfant mauricien; il faut rendre l’éducation des enfantsplus agréable)” (Le Week-
end,19 September 2003).

However, the teachers union adopted the argument that too many graded ex-
amination subjects constitute a burden for the primary schoolchildren. The GPTU
argued that eight subjects for the final primary school examination were too many
for the children (L’express,17 September 2003, 19 October 2003). The GPTU
President proposed alternative examination forms: citizenship education as well
as creative education, with – in contrast to citizenship education – no examina-
tion regulations whatsoever, were supposed to be evaluatedduring the year, but
not count for the grade average (Le Mauricien,16 December 2003, 18 October
2003, 23 October 2003;Le Week-end,19 October 2003). The Front Commun
proposed to test only English, French and mathematics as obligatory subjects in
the CPE examination as in Europeand to count additionally the two best grades
from the following four subjects in the grade average: Asianlanguages, natural
sciences, history, geography, and information technology. The teachers unions ar-
gued that the Minister of Education should maintain and guarantee the principle
of five graded subjects for the final primary school examination, which had previ-
ously functioned well (L’express,05 November 2003, 11 November 2003). With
this proposal, the graded examination for citizenship education was off the table
for good and the symbolic weight of the school subject in the curriculum down-
graded.
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5.2.3. Political consequences of the inadequate planning for citizenship
education

In November 2003 a member of parliament from the opposition party Parti Tra-
vailliste (PTr ) asked four questions about the financing andplanning of the citi-
zenship education textbook as well as the multicultural balance of the programme.
The MMM Prime Minister answered in the absence of the Minister of Educa-
tion (L’express,22 October 2003;Le Mauricien,22 October 2003). 1) Costs: the
preparation of the textbook cost a total of 1.8 million MUR (approx. 43,000 EUR);
this amount was paid to six educationalists, and the printing of the citizenship ed-
ucation textbook cost 5 million MUR (approx. 128,000 EUR); 2) preparation of
the citizenship education examination: a working group consisting of members
of the teachers unions and the Ministry was supposed to draw up the citizenship
education examination for 2004 by late 2003; 3) textbooks for 2004: a separate
textbook was to be prepared for each class, thus standards IV, V and VI, and 4)
use of the additional booklet: the three festivals Mahashivaratree, Assumption of
Mary and Divali were integrated into the programme of Standard VI. According
to the Prime Minister, the existing preliminary citizenship education book in its
extended form was the textbook for Standard V.

These questions addressed in parliament were a political, not a pedagogical
strategy of the opposition. It was unrealistic to draw up theexamination questions
for 2004 and to print a separate textbook for each school yearin the two remaining
months before the new school year with school holidays and the New Year. Thus,
for the opposition the questions served to put the MMM Prime Minister on the
defensive even more. Consequently, the obvious shortcomings in planning for cit-
izenship education resulted for the MSM-MMM government coalition in the loss
of a by-election of a member of parliament. In December 2003,the PTr candi-
date, who was presented as an education policy-maker, won. The by-election had
become necessary, because a seat in parliament had become free with the election
of the MSM Prime Minister to the presidency in September 2003. The election
was a test for the national parliamentary election of 2005, which the MSM-MMM
government coalition lost.

5.2.4. Instruction in citizenship education by teachers for Asian languages

In November 2003 the teachers unions further raised the question who should
teach citizenship education in the 2004 school year (Le Mauricien,7 Novem-
ber 2004). A delegation of GPTU union members pointed out to the Minister of
Education the unequal distribution of the number of lessonsbetween the general-
purpose teachers (general primary school teachers) and theAsian language teach-
ers. The general-purpose teachers (GPT) taught all subjects, and the Asian lan-
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guage teachers only taught one or sometimes two languages, which is why the
latter taught up to 13 lessons less per week, while receivingthe same salary. The
GPTU proposed that the Asian language teachers teach the newsubjects citizen-
ship education, creative education, health education and physical education (Le
Mauricien, 7 November 2004). The Front Commun, the Hindi teachers union and
the Urdu teachers union accepted this proposal (Le Mauricien,16 January 2004).
The decision already seemed adopted a few days later, as the President of the
GPTU publicly welcomed the goodwill of the Hindi and Urdu teachers unions and
expressed his conviction that the Asian language teachers would “honourably”
take on this new task (Le Mauricien,20 January 2004).

5.2.5. Upgrading of Asian language instruction and downgrading of
citizenship education

At the end of the 2003 school year, the Minister of Education once again em-
phasised in a press release the overdue revision of the curriculum due to the new
school subjects and affirmed that CPE examinations would take place in eight sub-
jects, including citizenship education. According to him,this was necessary in or-
der to give sufficient weight to each subject. Citizenship education was supposed
to be obligatory, while the examination of Asian languages was still optional
(L’express,7 November 2003). Two months later, at the beginning of the new
2004 school year, the Minister of Education began his reversal. Initially he guar-
anteed the limitation to five examination subjects (English, mathematics, French,
history, geography), demanded by the teachers unions for the CPE examination
in 2004. Citizenship education should be tested in additionto the five obligatory
subjects but would not count for the grade average though (L’express,7 January
2004).

The GHTU President wanted to facilitate a breakthrough for along-term wish
of Indo-Mauritian nationalists and remained persistent: instead of citizenship ed-
ucation, which constituted a potential danger for the language policy of Indo-
Mauritian nationalists, Asian languages should count as the sixth tested subject
for the average grade in the CPE examination (L’express,7 January 2004). In a
letter published in the daily newspaperL’express,the GHTU President reminded
the MSM-MMM government coalition of its promise to count Asian languages in
the average grade in the CPE examination as of 2004 (L’express,7 January 2004).
It seemed politically expedient to the GHTU President that the MSM-MMM gov-
ernment coalition decided to accede to the demand, even if the MMM Minister of
Education obviously did not pursue this policy.

Just one week later, the Minister of Education took the position of the GHTU
President in a press release (Le Mauricien,15 January 2004). In contrast to his
statement of the previous week, the Minister of Education confirmed that, in ad-
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dition to the five obligatory subjects for the 2004 CPE examination, Asian lan-
guages would be tested optionally and citizenship education would not be tested.
Of the six examined subjects, the five best would count for placement in secondary
school. According to the Minister, this was already agreed at the beginning of
the government’s term in 2000 and only the oppositional Parti Travailliste (PTr )
claimed something else (Le Mauricien,15 January 2004).

In his reversal on the citizenship education policy, the Minister of Education,
supported by the General Primary Teachers Union (GPTU), further reminded the
President of the Government Hindi Teachers Union (GHTU) that his task was
that of a unionist and not of a politician. According to the Minister, such an ap-
proach was appropriate for members of the opposition party,the PTr, but not for a
unionist. The Minister of Education also pointed out that the PTr, which was the
strongest opposition party and thus leader of the opposition in a Westminster-style
parliamentary system, was neglecting its oppositional duties (Le Mauricien, 15
January 2004, 16 January 2004, 20 January 2004). It seemed convenient to certain
members of both the MSM and the PTr that the President of the GHTU advocated
the position of Indo-Mauritian nationalism in state educational and language pol-
icy and weakened the educational reform of the MMM Minister of Education. The
proponents of Indo-Mauritian nationalism, which according to Eisenlohr (2006),
Chazan-Gillig and Ramhota (2009) was anchored in the templeorganisations and
in relationship- and caste-based organisations, had diverse political channels to
represent their interests as the present example illustrates. With the reversal in
the citizenship education policy and the political balanceto the favour of Indo-
Mauritian nationalism, confirmed by the press release of theMinister of Educa-
tion in mid-January 2004, citizenship education had ultimately lost its prominent
place in the curriculum and Asian language instruction gained ground.

At this stage of the political process, the Minister of Education pointed to the
progress and achievements of his government coalition (Le Mauricien,15 Jan-
uary 2004). Thanks to the redesign of the primary school finalexamination from
a national ranking list to a regional classification and thanks to the additional
free extra tuition in Asian languages for all children – as well as those without
Indo-Mauritian roots – equal opportunities were purportedly increased in the CPE
examination, while competition decreased. He argued that,in contrast to 1995, the
announcement that the examination of Asian languages in theCPE examination
would optionally count in the grade average did not trigger agovernmental crisis
and new elections (Le Mauricien,15 January 2004).

The Creole parents’ organisation (FAPEC) interpreted thisnegotiation process
in ethnical terms and reacted two months later to the decision to optionally count
in the final CPE grading the Asian languages examination results. The FAPEC
feared that their children would be at a disadvantage. Together with the BEC,
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which had to adjust after the decision of December 2003 regarding the termina-
tion of the admissions privileges for Catholic children, itdemanded alternatives
from the Minister of Education (L’express,5 March 2004;Le Mauricien,5 Octo-
ber 2004). Following the same ethnically driven logic, the General Urdu Teachers
Union (GUTU) called on the FAPEC to accept the government’s decision to up-
grade Asian languages (Le Mauricien,20 April 2004).

The Minister of Education remained aside during the debate on whether the
consideration of examination results in Asian languages discriminates children
of Creole origin. He only remarked that the opposition partyPTr did not state
its opinion on these issues and thus supported the position of the MSM-MMM
government coalition (Le Mauricien,16 April 2004). However, during the course
of the school year, the Minister of Education adjusted the classification formula
for transition to secondary school. Not five, rather only thefour best grades would
count for transition to secondary school so that all children, even those who did
not take Asian languages in primary school, at least had one “joker subject” in the
CPE examination (Le Mauricien,23 September 2004).

The Minister of Education suspended the subject citizenship education as such
in September 2004 upon a generally accepted proposal of the NCCRD. The teach-
ing programme for history and geography in upper-level primary school partially
integrated the citizenship education content, another part found its place in the
programme of the lower secondary school levels (Le Mauricien, 21 August 2004).

5.2.6. Positioning the concept of citizenship

The analysis of the press documents left no doubt that the political downgrading
process for citizenship education reflected the dominance of Indo-Mauritian na-
tionalism. Yet, the pressure from Indo-Mauritian nationalists, which was already
apparent during the design of the citizenship education project, proved to be more
diverse, stronger and more efficient in the Mauritian political arena, as outlined in
the press documents.

How Indo-Mauritian nationalism functioned was also characteristic of the po-
litical process: it is part of an array of political and educational actors and insti-
tutions; it is interweaved with public policy institutions. The political actors of
Indo-Mauritian nationalism act out of various political parties, unions, the public
service apparatus and educational institutions. By contrast, Creole nationalism,
for which the MMM as the most important political actor is simultaneously a po-
litical party, seems to be much more limited. The MMM has partially distanced
itself from it; parents associations or individual actors are not crucial, politically
speaking.

Ever since the accusation of communalism from the opposition party PTr for
not having considered two Indo-Mauritian festivals from the national holiday cal-
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endar in the textbook, the MMM’s citizenship education affiliation project was
tarnished and the MMM on the defensive. The pressure from within the MSM-
MMM coalition compounded it as well as the composition of theauthor team
for the textbook. Subsequently, the symbolic weight of the affiliation project was
downgraded due to the Front Commun’s and the teachers unions’ demands to
withdraw the examination. With its questions regarding theimplementation of
citizenship education in parliament, the opposition partyPTr simultaneously con-
tinued to corner in the MMM-Prime Minister and ultimately the President of the
Government Hindi Teachers Union – indirectly supported by dissent within the
MSM-MMM government coalition – succeeded in upgrading Asian language in-
struction with an examination that counts for the average grade. Planning deficien-
cies further contributed the dropping of citizenship education as a school subject.
The MMM’s citizenship education project had failed.

The project with the pedagogically underdeveloped textbook admittedly con-
stituted a weak means of implementation and was thus easy to politically chal-
lenge: a single, accurately titled, opinion-forming article during the main imple-
mentation phase of the school subject made it clear to all political actors that the
project had failed in the form intended by the MMM Ministry ofEducation. Yet
how the failure of the MMM’s affiliation offer was sealed during this process was
only one aspect that press analyses focussed on. The negotiation process between
teachers unions, advocates of Indo-Mauritian nationalismand the MSM-MMM
coalition is interesting with regard to new aspects it addedto multicultural educa-
tional policy beyond the citizenship education project, namely the opposition of
Indo-Mauritian and Creole nationalism.

From the viewpoint of Indo-Mauritian nationalism, a first point is – besides
the formation of values discussed in chapter 4 – the upgradedstatus of Asian
language instruction. Its official recognition in educational policy adds additional
legitimacy to the ethno-religious diaspora ethnicity of Indo-Mauritian nationalism
and increases its sphere of influence on multiculturalism inMauritian education
policy. With the exception of the languages of instruction English and French,
language instruction correspond to an ethno-religious diaspora ethnicity.

The fact that the concept of citizen status was discussed forseveral months
among a broad segment of the public and policy-makers of Mauritius regarding
the school subject, citizenship education can be seen as a contribution to multi-
cultural education policy from the MMM’s perspective. The democratisation of
education and the Asian languages as an enrichment for all Mauritian children as
addressed in chapter 4 namely point to a notion of citizenship beyond ethnic af-
filiation. This political negotiation process on the statusof citizenship took place
without resulting in a governmental crisis or new elections, as had been the case in
the past. On the contrary, the government remained stable, and from then on citi-
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zenship education took its place in the curriculum, within history and geography.
The MMM Minister of Education did not use ethnic terms of Creole national-
ism. Instead he emphasised social participation of the entire population, thus he
had been taking advantage of education policy to further embed the concept of
citizenship in the public sphere.





6. The implementation of citizenship education from the
standpoint of teachers

The group discussions with teachers, which are the empirical basis of this chapter,
took place in late September 2003. This was after the interimevaluation by the
government coalition on the occasion of the transition of the Prime Minister to
the State President during the 2000–2005 government periodand briefly before
the article that heralded the downgrading of citizenship education was published,
as explained in the previous chapter.

Approximately thirty teachers at six public schools took part in the group
discussions. The teachers had been teaching two 25-minute lessons of citizenship
education per week for nearly two years.

The teachers’ statements very clearly underscore the concept of “studying
through” (Wright, Reynold 2011: 86 et seq.), which assumes that a political pro-
cess runs neither in hierarchical nor in linear fashion. Theteachers commented on
the citizenship education textbook and curriculum and debated their own ideas on
the school subject. As representatives of the state towardsschoolchildren (and to
a certain extent towards parents as well) and simultaneously as citizens of Mauri-
tius, the teachers exhibited their stock of knowledge of history, politics, pedagogy
and their individual social positions in their statements on citizenship education.
In doing so, they reopened the process of introducing citizenship education in
their very own way, thus completing the perspective of the MMM Ministry of
Education and the press described in the previous chapters.With these prospects
of implementation in line with Shore and Wright’s policy cycle model (2011: 4
et seq.), the teachers’ statements consolidate the analysis of the political process
on the introduction of citizenship education due to their practice-oriented critique
of the Ministry’s citizenship education project and their well-informed everyday
civic perspective.

Direct evidence of the consolidation of the ethnographic data already emerged
during field research: The positions represented in the press and group discussions
were in part identical. This is hardly astonishing as the teachers also commented
on the ongoing political process, as portrayed in the press,in the group discus-
sions. The teachers argued in parallel to the press reports,and refuted and am-
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plified various arguments. The teachers referred even more than the press to the
themes and events in Mauritian (educational) history, relevant for the introduc-
tion of citizenship education. They addressed the preferred settlement areas of the
individual population groups as well as the Indo-Mauritianconcept of diaspora
ethnicity. They evoked the ideas of the Creole nation, communalism and scientific
communitarianism. They explained the development of Catholic private schools,
the disadvantages of children from less educated backgrounds due to the existing
curriculum, the difficulties of different languages of instruction and the compe-
tition regarding the CPE examination. The statements of teachers embedded the
concept of citizenship education as a school subject and thevarying concepts of
the nation not only in a broader historical and political context, but also illustrate
the everyday opinions of well-informed citizens.

The rich data material was analysed thematically and aimed to provide an-
swers to the basic research questions. What multicultural policies result from the
different concepts of the nation? To what type of drawing of group boundaries
do these different concepts lead? What clout do the different groups have in the
country? How do different concepts of the nation define the place of individuals
in the country? The chapter is divided into two sub-chapters, following two types
of statements of the teachers. The first sub-chapter rendersthe critique of the cit-
izenship education project of the MMM Ministry of Educationregarding three
points: the format of the textbook, the content of the textbook, and the instruc-
tion modalities. In the second sub-chapter, I discuss the concepts of citizenship,
the state, and the nation, recognisable in the statements ofthe teachers. Finally, I
draw a comparison of the results from the analysis of the group discussions with
the concepts of Indo-Mauritian and Creole nationalism. In doing so, I offer an ev-
eryday perspective on the relevance of both national ideologies for multicultural
policy-making in Mauritius.

6.1. Critique of the citizenship education project of the Ministry of
Education

The most important critique of the citizenship education textbook in formal terms
is its elaborate language. The teachers discussed the difficulties of the elitist En-
glish language of instruction in a social environment, in which Creole is the every-
day language. Regarding content, the teachers specificallycriticised, above all, the
human and children’s rights perspective, which they contrasted with a perspective
prioritising duties and discipline. The teachers saw greatpedagogical potential in
activity-oriented lessons, which were part of the renewed curriculum to which cit-
izenship education belonged, and based on the idea of creating a counterweight to
academic learning.
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6.1.1. Elaborate language of the textbook, reading and writing skills of the
pupils

English as the language of instruction along with obligatory French lessons start-
ing in grade one, with Creole as the everyday language along with Asian language
instruction – this multilingualism has posed a long-term challenge in Mauritius,
both politically as well as pedagogically as explained in Chapter 3. In the group
discussions, the teachers mostly did address the difficulties of the language of in-
struction for citizenship education not from a political, rather from a pedagogical
standpoint.

As one teacher from a moderately successful rural school stated (group dis-
cussion school number 3, line numbers 84–88), the citizenship education textbook
for grade four to six primary school pupils with its wide-ranging, abstract English
texts was too difficult for children without knowledge of English or French before
primary school. What Mauritian education researchers had already had stated for
math instruction (Tirvassen 2002: 108, Chapter 3) applied to these children: in
order to understand the content of the school subject, the children must first learn
the corresponding English vocabulary. This was twice as time-consuming for the
children and teachers alike. A teacher at a relatively successful school appreciated
that approximately half of the pupils in grade four to six at his school can “read,
understand, remember and write” (3, 64–66). That meant thatother schoolchil-
dren lacked reading or writing abilities. One teacher from aless successful state
school estimated (5, 33–36) that in his class of 25 children approximately three
can read and understand the citizenship education textbook. The same problem
existed even at comparatively successful Hindu public schools, perhaps to a some-
what lesser extent:

The children have a different level of aptitude. There are some who cannot (read). And
some who can read without understanding. And this is a schoolwhere the majority of
children speak English or French at home. (1, 180–182)

The teachers of the Hindu school compare the classroom situation at their elite
school with rural schools:

Here the children respond to questions. They are more motivated. The children will talk
to you openly; they are not afraid ( . . . ). But in rural schoolsthe children will not speak
English and they seldom speak French. They are inhibited. (1, 244–249)

The image of children “in the countryside” or “on the coast” with a low level of
education, pupils with lacking knowledge of English, with difficulties reading and
writing and thus with learning difficulties was also evoked by a teacher at a school
“on the coast”. He referred to the citizenship education textbook:
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(What the book says) about the National Assembly – that is alltoo wonderful. That is for
the children in the city. They see it on television and their parents explain them everything,
but their lifestyle is different here (on the coast). The book is in English. There is a lot of
vocabulary, which they have to learn in addition to the content. They have to learn English
first. That takes a lot of time. (5, 33–38)

The teachers at the two confessional schools described their own schools as “priv-
ileged” because most children at their school can read and write well. They linked
this privilege to the location of schools. They distinguished their schools in “urban
centres” from schools “in the countryside”; or “on the coast”:

Our school is rather privileged in this sense. Compared to a countryside school, we do not
have any children in grade five who still read very slowly. (2,82–84)

Our school is a school with a good level of aptitude. ( . . . ) Theparents come from a more
upper-class social background. As for the coast regions, the parents are not educated at
all or less educated. Things are difficult there. (1, 91–94)

The statement of a teacher from a less successful urban school differentiated the
overall picture. In urban areas, there were not only elite schools (just as elite
schools also exist in the countryside). She explained the phrasing “less educated
parents”; at her urban public school, it means that many parents are illiterate. This
places a burden on the instruction timetable because the teachers have to translate
and explain all the forms for the parents:

Things are different here. In order to sign the forms, the parents have to press their thumbs
on them ( . . . ). If we have forms to fill out and request meetings, we have to write in
French. If you write in English, the parents don’t understand anything. And the teachers
also have to translate the French for the children and tell them to tell mom that the meeting
takes places on this date and at this time, what the children have to bring back with them,
and where mom and dad have to sign. We do this during French or English class. (4,
58–64)

The English language level of the citizenship education textbook is thus too com-
plex for most pupils at three of six surveyed primary schools. During talks, the
teachers and headmaster of the less successful urban schoolmade the suggestion
to teach citizenship education in Creole, so that all children can benefit from it,
as should be the case when it comes to civic participation. They explained later
during the conversation that Creole is not intended to be thelanguage of instruc-
tion, even though politicians used Creole for very important statements (5, 64,
149, 576).

Despite the MMM Minister of Education’s commitment to more equality of
opportunities in education, the team of authors was unable to write a citizenship
education textbook appropriate for the primary school level. The shortcomings of
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a textbook, as noted by educational experts, not tested in practice, were evident.
The authors of the textbook could have avoided problems of the language level.
Furthermore, the statements made it clear that teaching at aprimary school factu-
ally means teaching in three languages and means integrating the different reading
and writing levels of the pupils.

Without disposing of exact numbers for the school population unable to read
and write, one can however assume, as explained in Chapter 3,an illiteracy rate
of approximately ten percent. Regarding knowledge of French and English, the
teachers simultaneously roughly outlined their categorisation of social environ-
ments in Mauritius. The repeated talk of children “in the countryside”, “on the
coast” and “from the rural lower class” shows how skilful they are in avoiding any
ethnic categorisation. While “in the countryside” cannot be clearly categorised
along ethnic lines and can mean both Indo-Mauritian as well as Creole (peasant)
farmers, fishermen, (housekeeping) employees, workers, and day labourers, “on
the coast” pertains to the Creole population living there, as they had been tradi-
tionally living there (see Chapter 2). Children at schools “in the countryside”, “on
the coast” or in deprived urban areas apparently tend to haveweaker reading and
writing skills and do not speak French and English as well. Children in “urban”
and “upper class social” environments prefer to attend confessional schools, can
read and write and have better knowledge of French and English.

6.1.2. Equality of opportunity and social and religious settings

The selection of six public schools for the group discussions was an average se-
lection of schools, without having taken into account the international private
schools for the political and economic elites. Due to their education and salary,
the teachers themselves were of a middle-class socio-professional background. A
statement about an episode of the Indian Ocean Island Games outlines the so-
cial stratification. The topic of the Games emerged on various occasions during
the group discussions. The Games, recognised by the Olympics Committee as re-
gional games, took place in Mauritius in 2003. One teacher remarked that some
pupils at his comparatively successful rural school probably did not even know
that the games had taken place, let alone having been able to purchase tickets
for one of the competitions (3, 513–520). Referring to the same event, another
teacher at a successful urban school reported that he also did not have access
to the games, in contrast to his pupils whose mothers or fathers are ministers or
high-ranking governmental officials: “The children go to the stadiums during the
games. We do not have access” (1, 236–237). Besides socio-professional stratifi-
cation, the teachers also mentioned the regional differentiation and differentiated
between “in the countryside”, “on the coast”, “urban”, “deprived urban area”, and
“upper-class urban environment”. The following argumentsfrom three teachers at
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less successful schools describe what the context of the children “in the country-
side”, “on the coast” or in “deprived urban areas” looks like, thus in what more or
less educationally disadvantaged family context the pupils with lacking reading
and writing abilities live. A teacher from a school “in the countryside” explained
that the parents of his pupils are by average less educated than the “urban” ones.
This places higher demands on curriculum design. He adds in generalising terms,
still positioning his own school: “But in certain schools, where we don’t have
parents of that level of education, we have difficulties. We have difficulties.” (3,
444–447). Aside from the parents’ low level of education, the teacher notes the
long industrial working hours of women as a reason for the lacking interest of
mothers in their children’s education. The following statement by the teacher did
not provide any further room for interpretation regarding the mothers’ need to
pursue employment. According to the teacher’s statement, it is also uncertain why
fathers are not involved in their children’s education. Theteacher denounced the
offshore industry employing women as cheap labour:

Another problem is industrialisation. The mother leaves the home early in the morning
and comes back in the afternoon. She has no time for the children. She comes back and
the father goes to the shop, to the bar for pleasure and alcohol. The mother cooks and
there is dinner at 7:30 or 8:00 pm and then it is time to go to sleep. The mother is too tired
to ask what the children did at school. (3, 429–435)

Characteristic of the underprivileged environment “on thecoast” is the following
critique by the teachers at a less successful school. The lifestyle of their pupils’
parents disturbs the teachers; it contrasts too much from their own ideals:

The (families) are not poor. They don’t know how to manage their money. They are alco-
holics. They have enough money for clothes, parties and going out, but they don’t want to
spend it on education. (5, 108–110)

The teachers at the same school compared the living circumstances of many pupils
with their own as children. Besides the reproach that the parents do not work
enough, a topic addressed later, the teachers interpret theliving situation as a
mitigating circumstance, which is why neither the childrennor the parents are
interested in education:

At this age the children do not know yet what a squatter is (a precarious illegal residential
area). They know that they have a house on government property. ( . . . ) At the age of ten,
eleven years, we also did not know what a squatter is. We learned about them over time,
but they lived in them. They know that this is their house to live in and perhaps the parents
know that this house does not belong to them. ( . . . ) They couldown it if they worked,
but they do not want to work. (5, 456–461)
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At a less successful school in a deprived urban area, a teacher described how both
parents of a pupil are in prison; in another family, each of the four children has a
different father (4, 191–197). She hears the ten-year-old children talk about their
parents’ drug deals. The teacher addressed the stories during class by asking the
children what they regard as right and just. By doing so, the teacher also learned
more about the everyday lives of her pupils. The children showed her from the
school window who is selling drugs and who is working as a prostitute. This
knowledge is a burden for her as a person of authority, but sherecognised the
difficult life circumstances of the schoolchildren: “They see too much for their
age; they are grown-up children. They know everything, eventhough they are
small – sex, drugs and prostitution. They are too young” (4, 278–281).

A Creole teacher at the Catholic school openly expressed hisdistrust in the
citizenship education project. He presumed communalisticmotives for the intro-
duction of the school subject and referred to the attempt to introduce the subject in
1995. Like back then, it was a matter of labelling the creole population as second-
class citizens:

The (citizenship education) book is actually conceived forthe children without an Oriental
language. They must take this subject and have a good grade inorder to have six subjects.
I find this hypocritical. Why should only part of the population learn the content of this
book? The rest, that is those who are taking an Oriental language, do not need the book.
This distorts every debate. It is as if those who are not learning an Oriental language have
to learn to be a good citizen, and the others don’t – they already are good citizens because
they speak an Oriental language. ( . . . ) It originally was that way and then they noticed
the mistake and smoothed out the matter. (2, 109–122)

The Creole teacher did not even have confidence in a Creole Minister of Education
to prevent the outclassing of Creoles during the introduction of citizenship educa-
tion in 2003. He understood citizenship education as a communalistic project.

The final statement reveals how great the distrust of the Creole population was
and how much the desire for greater equality of opportunities simultaneously was
a necessity. The Minister of Education attempted to do justice to this necessity
not only with citizenship education but with an educationalreform. The reform
included measures such as additional remedial instruction, own concepts for less
successful schools and alternative secondary school offers.

It is particularly significant for the theme of multicultural policy-making dealt
with here that the teachers addressed the issue of the socialenvironment of the
pupils in non-ethnic terms, thus regarding knowledge of theEnglish and French
languages and, dependent on this, with the level of literacyvery generally. They
used non-ethnic terms because both perhaps a majority Indo-Mauritian or Creole
population, but also other population groups lived in what they termed as “in the
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countryside”, “on the coast” as well as in the “deprived area”. Thus, geographic
or social terms were more appropriate than ethnic terms.

6.1.3. Duties, values, discipline instead of human and children’s rights

Substantive critique of the citizenship education textbook primarily concerned
Chapters 1 and 2, on the Republic and children’s rights. The teachers argued that
children should responsibly fulfil their duties and demonstrate value-oriented civil
conduct and discipline before they vociferously demand their rights. Because in
their eyes the focus of citizenship education was on attitudes and conduct, the
teachers did not understand why an examination was necessary for the school
subject.

The teachers at a successful Hindu school criticised that the chapter on the
Republic contained too much detailed information on the duties of the national
parliament and the parliamentary representatives; they claimed that this is “ab-
stract and too far-fetched” for primary school (1, 42). At another successful public
school, the teachers criticised the terms “human rights”, “convention” and “res-
olution” in the chapter on human and children’s rights. The terms were difficult
to understand even for the teachers at an elite school. Therefore, it is even more
difficult to link the concepts with the state and above all explain them to ten to
twelve-year-old children (6, 113–119).

The approach to human and children’s rights also drew critique because it was
not in line with the idea that the teachers had of the school subject. Citizenship
education was primarily supposed to convey children usefulconduct for every-
day life, thus general attitudes and “decent” conduct, and not knowledge about
children’s rights :

The children’s rights are not easy to teach, ok, the development of the state, independence,
but this photo (on which a policeman armed with a club drags a child across the street and
this serves as an illustration to a text on the necessity of children’s rights ) is hard to
explain to a child. One should teach the child more positive things. Positive things like
cleaning their room, I don’t know, how to resolve a conflict; those are positive things. (1,
157–162)

Neither the textbook nor the teachers succeeded in conveying the common funda-
mental ideal how human coexistence is to be fostered, thus tocreate a link between
“decent” conduct (e.g. settling a dispute) and the children’s rights (e.g. complying
with a convention).

The teachers at two schools firmly believed that duties and not rights should
be the focus of citizenship education (6, 94–97, 3, 302–306). The teachers turned
against the way that the “Ministry understands the subject”(6, 102–104). The
teachers justified their perspective with the argument thatthe children only saw
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children’s rights as a way of asserting their own will and fighting for their rights
instead of working. One teacher wished for the children to have a greater sense of
responsibility:

It would be good if we placed more emphasis on the children’s responsibilities and how
they should live and learn. When they are grown up, they then will know that they first
have responsibilities, and then rights. They have to first make an effort before getting
something. (3, 307–312)

At most schools the teachers complained about the lacking discipline of the
schoolchildren and referred in particular to compliance with school rules and re-
spectful conduct towards fellow pupils and teachers.

At two schools, the teachers put the problem in perspective by showing that
the situation is more dramatic at other schools and with other school populations.
According to the statement of one teacher at an excellent school (6, 212–220), the
problem is less acute in primary schools than in secondary schools. At a school
in a “deprived urban area”, a teacher considered the lackingdiscipline of children
and youths in particular from “upper class social environments” to be a problem.
Unlike the children at her primary school, these children did not know how to
behave and did not even greet other people (4, 420–422). At two schools, the
teachers stressed the lacking discipline of their own pupils. At a very successful
Hindu school, a teacher reported that the pupils, whose fathers were part of the po-
litical elite, exempted themselves from class at will for certain national or political
occasions and contrasted this with his own work ethic: “We, by contrast, work, but
they report absent” (1, 238). He was also unable to take any disciplinary measures
against these children. At the less successful school “on the coast”, the teachers
reported that the children did not come to class on Mondays because they went
to a wedding celebration on the weekend (5, 163–171). Altogether, the children
at this school were not as disciplined as the headmistress would have liked. She
tried to solve the problem by deploying “ordonnances” (law enforcement forces)
and even the school caretaker to ensure a minimum degree of discipline. By disci-
pline, she meant, for example, respect towards teachers, being calm during class
or keeping the school grounds clean. The school headmistress described maintain-
ing discipline at her school, with which the entire school staff was involved, “as
social work” which costed a lot of energy (5, 245–246).

The teachers insisted on duties and discipline as learning content for citizen-
ship education. This is indicative of a moral-ethical understanding of the subject.
The teachers judged appropriate behaviour of the pupils as essential for citizenship
education and therefore spoke out against an examination inthe subject. They did
not understand the argument of the Minister of Education to give the subject more
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weight with an examination. They therefore advocated a corresponding value-
oriented educational mission for citizenship education without an examination:

You have to do citizenship education, but without an examination. You need the values.
That is what remains, right? Values that you live with. ( . . . )They should learn to share,
to help those close to them and respect adults, and begin withthemselves . . . and respect.
(1, 219–228)

At the Catholic school, just like at the Hindu school, where the quote originated,
emphasis was on the value orientation of citizenship education, not the examina-
tion. The headmaster of the Catholic school also stressed that the “style, approach
and moral values (of citizenship education) are not necessarily religious. They are
unchangeable moral values known to all religions” (2, 353–355). A teacher at a
state elite school explicitly stated (6, 212–244) that he wished for more “person-
ality education” instead of a “focus” on “exam subjects” and“competition”.

The teachers’ critique of the chapters on the Republic and human and chil-
dren’s rights was not only justified by the content, as the underdeveloped pedagog-
ical presentation of the material also played a role. A professional textbook would
have certainly increased the approval of the MMM and its citizenship education
project. Nevertheless, the teachers’ statements revealedthat the ideological con-
ceptualisation of the human rights discourse, introduced by one textbook author,
was inconvenient. Thus, it was not astonishing that in five ofsix group discus-
sions a clear preference for value-based education along the lines of Living values
was apparent, as was advocated by one textbook author. In contrast to the political
negotiations, presented by the articles in the press, the teachers were against an
examination in the subject not for organisational reasons,rather for pedagogical
reasons. For them, citizenship education was values- and attitude-oriented educa-
tion.

6.1.4. New curriculum, activity-oriented citizenship education and
academic learning

The new activity-oriented design of citizenship educationinstruction was the most
frequently discussed pedagogical aspect in the group discussions. The new cur-
riculum with citizenship education along with health, creative and information
and communication technology education included the opportunity for activity
orientation. As discussed in the pedagogical appraisal of the textbook (Armoogum
2003: 78; Chapter 4), activity-oriented learning reflects,in contrast to the heavily
promoted academic learning approach, a pedagogical renewal of the curriculum.
The teacher at all six schools welcomed the intention of the Minister of Educa-
tion to bring about a pedagogical paradigm change by means ofactivity-oriented
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instruction. Activity-oriented instruction was evaluated generally positively ev-
erywhere and described as something that was lacking in Mauritius:

When we speak about the republic, there is a picture of the National Assembly that the
children saw on television. But a child does not need to see with his or her own eyes in
order to understand ( . . . ). We don’t teach the pupils by meansof experience. We show
them pictures ( . . . ). It would enable the children to learn much better if they could go
there and see what happens, where the Prime Minister and the members of the opposition
sit. But we only talk about this. In other countries the pupils are not focussed on the
exam. Education is freer. They can go on an excursion all day.Something that they have
experienced sticks with them forever. (3, 139–157)

Like in the quote above, a second teacher understood “activity-oriented instruc-
tion” to be “something easy, something tactile, and something which children can
experience” (2, 512–519). A third teacher insisted that “decent” conduct should
be preventively promoted: the subject serves to enable children to learn, for ex-
ample, not to rip off rear-view mirrors from cars or to make their parents throw
away less trash on the beach (1, 266–275). When visiting a sports stadium, pupils
should be reminded “not to destroy the entire infrastructure if their own (sports)
team loses” (1, 279–280).

However, the activities just described or similar activities occurred only sel-
dom at most schools for financial reasons: “We do two excursions each year, but
it is not enough. We even visit the market, but that is not easywith forty children.”
(1, 290). These activities or excursions require appropriate logistical planning and
state funding in view of schools with up to 1400 children, 200children per grade
or 40 children per class. One teacher mentioned the increasing legal liabilities is-
sues at his school, which made activities outside the classroom more expensive
and difficult due to additionally required insurance: “If wetake a child out of
school and something happens, there will be difficulties forthe headmaster and
teacher” (3, 155).

The teachers understood activity-oriented instruction for citizenship education
according to the educational expert Armoogum (2003: 79) as “activity-, value-
and attitude-based” instruction and attempted to design instruction accordingly.
For the teachers “activity-related” very clearly did not mean “project-related”, as
envisaged by various exercises in the citizenship education textbook. Besides the
lack of training of older teachers, one central argument whythe teachers gave so
little space to this understanding becomes evident throughthe following quote
from a younger citizenship education teacher at a less successful school:

I would have liked to have worked in an activity-oriented manner, but it doesn’t interest
me because it takes too much time. At the end of the year, no onewill rush to help me if I
have difficulties. I have a program in front of me that I have tofollow through within one
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year. Yes, the inspector will tell me that it would be better to do it differently, but I want
to move along as quickly as possible. I don’t want to lose timediscussing things. I have
many things to do in class. (5, 544–550)

This quote reveals that the wide-ranging realisation of activity-oriented instruction
was doomed to fail because it stood in contrast to achievement-oriented and aca-
demic instruction despite the assertions of the Ministry that it was pursuing a ped-
agogically supported reform. As long as the education policy institutions assessed
the quality of the teachers based on the highest possible percentage of success-
ful graduates of the CPE examination, teachers will want to teach examination-
relevant knowledge in the most efficient and grade-orientedmanner possible, in
particular in a difficult school environment.

The elaborate language, the large quantity of information in the citizenship
education textbook reflected the orientation of the Mauritian curriculum towards
academic learning. It catered most to the children, who cultivated a written,
knowledge-oriented learning culture due to instruction inliterary or religious texts
in Asian languages or due to their academically educated parents or correspond-
ing private tutoring. The statements of the Indo-Mauritianteachers at the less
successful school with a high number of Creole children illustrated this point.
The teachers confirmed that sega music and ravanne drum rhythms where part of
Creole culture and that the children supremely mastered thenecessary musical
and literary techniques. From the teachers’ standpoint, there was no space for this
knowledge in the academically oriented school program.

Then there is the sega. We don’t demand it. It’s pleasure. Theravanne – they are very
familiar with all that. Those are things that interest them,you see? Their culture is like
that. They even make their own music, bring their cassettes and tell you: ‘You see, that is
what we want to do. That is interesting to us!’ We do that on theday of music. And the
clothing – you don’t have to show them anything. All you have to do is turn on the music
and they do their rehearsals. They have techniques; you don’t have to show them anything.
(question of the interviewer): Can you make use of their interests? (the teachers laugh):
No, that is not easy at the school level: how can you use that toeducate the children? If
you want to do it correctly, it takes a lot of time. We already have mathematics, and then
this (citizenship education) book between grade four and six, English, French, history,
natural sciences, and geography. Since we are a school with alow CPE success rate, we
have to immerse them in the same knowledge several times. (5,305–317)

The teachers acknowledged the linguistic and artistic skills of the Creole
schoolchildren and their application to music and choreography. Integrating these
skills into instruction would have involved much extra effort on behalf of the
teachers. They left the linkage of the different areas of knowledge up to the chil-
dren:
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What is in it (the academic part of the citizenship educationtextbook) does not interest
them. Yet if we teach them something like sega, they participate immediately. Their mem-
ory is already developed in this regard. They find the right, sophisticated words when they
speak. But when they are supposed to recite a poem, oh no. However, they do learn the
sega sometimes. I recognise the children’s interest in the sega, but not in the poem. How
do you explain that: The children have a memory for the sega, but not for the poem? (5,
403–409)

The Creole children did not make any connections between theartistic knowledge
and the school programme. The teachers did not make these links to the regular
school programme. This may suggest that the Creole childrendo not have the
feeling (or that the teachers cannot convey this feeling) that academic knowledge
concerns them and that academic knowledge helps them get ahead in life. This
could mean that the Creole children do not feel that they are being addressed by
academic school education.

Altogether, the teachers shared their view in the group discussions that a
curricular and pedagogical renewal of school instruction towards more activity-
oriented instruction is necessary. According to their statements, precisely a sub-
ject like citizenship education, in which values and attitudes are central to civic
participation, could have indeed provided the opportunityfor a pedagogical re-
newal. Yet the teachers simultaneously understood the dilemma of teaching an
academically oriented curriculum in an activity-orientedmanner: it was beneficial
neither to their own career nor to the children’s careers. Activity-oriented citizen-
ship education could also be interpreted as a policy, which the teachers indeed
indirectly supported and the MMM Ministry of Education explicitly demanded to
counteract the discrimination of children from less educated social backgrounds
in a more academically oriented school system, from which academically oriented
Indo-Mauritian children seemed to benefit most. The generally pedagogically de-
fined policy of activity-oriented instruction would have been an opportunity to
take measures against these social grievances, which – in communalist or ethnic
terms – also could be viewed as the discrimination of Creole children.

6.2. Informed everyday perspectives of teachers regardingcitizen
status

The citizenship education teachers are well-informed citizens. They expressed
themselves in a differentiated manner on issues of citizenship and ethno-religious
affiliation, precisely because they teach this school subject. However, the state-
ments in the group discussions were snapshots and not intended to correspond to
a coherent thought structure. Yet they do provide insights on how the Mauritian
teachers think about issues of citizenship, the Mauritian society, the state and the
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nation. In contrast to the statements in the previous sub-chapter, the following
ideas do not directly refer to the Ministry’s citizenship education project, rather to
“national affiliation”. The statements allow for the interpretation of individual “of-
fers of affiliation with the state” from the viewpoint of the teachers, from where
they manage their everyday activities, design their citizenship education classes
and argue in the group discussions.

6.2.1. The concept of citizen status

The most profound statement on citizenship is probably thatof a teacher at a
relatively successful school. First, you have to be able to read and write properly.
Only then can you acquire knowledge in order to become a citizen (3, 281–283).
This may indirectly be a reference to the fact that in 1948 voting rights were
attached to the ability to read and write and that the election of parliamentary
representatives in 1948 gave the Indo-Mauritian population a majority based on
demographics for the first time (see Chapter 2). However, thestatement was still
current because approximately ten percent of children and adults could not or
could only poorly read and write.

Besides the minimum definition of citizenship as a set of duties and rights,
the teachers insisted that the children must learn respect in order to be able to
respect simultaneously both their own rights as well as the rights of others (1, 37–
39). A general basic tenor in the teachers’ statements was that a “good” citizen is
somebody “who knows how to behave” (3, 350). One teacher explicitly stated that
the “prevention of communalist misconduct moves in the right direction” when it
comes to citizens’ “conduct” (6, 145–146).

The teachers also mentioned where the respect of rights was relevant. For one
teacher it was important to know “what is happening in our country” (3, 249).
For another teacher it was important that the “public sphere” is “equally acces-
sible” for all (2, 512–513). The idea of a minimum level of well-being for all
was reflected in the statement of a teacher for whom “being able to live well”
(3, 250) was part of citizenship. It remained open what “well” pertained to. The
same teacher explained: “It is my duty to let everyone live ashe or she wishes.
Don’t you think? There is the concept of freedom, to let live without indifference.
That is a good citizen” (3, 251–255). Here the teacher left unanswered whether
his statement referred, for example, to life in a multicultural country or to social
differences. In any case, his awareness of diversity was apparent in this statement.
The statement of a teacher at another school sounded very similar: . . . being able
to live together in peace with other cultures, and while protecting the environment,
live and let live both in the fatherland as well as with one’s neighbours, everything
that affects living things, nature” (6, 141–143).
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Thus, if teachers expressed their views on citizenship, it comprised reading
and writing as a basic precondition for civic participationas well as the reference
to a national collective body, equal access to the public sphere and vital resources
for everybody. Furthermore, citizens were supposed to respect the freedom of
those who think and act differently, without giving an advantage to a linguistic
or religious group in the country though. The statements of the teachers therefore
went beyond the classic definition of citizen status as the rights, duties and soli-
darity in a collective body (Marshall 1992) by referring to the ability to read and
write, environmental protection, abstention from communalist conduct and the
freedom of others. The final criterion demonstrates a differentiated understanding
of multicultural policy-making and a straight reference tothe ministerial citizen-
ship education project.

6.2.2. Ethno-religious affiliation

As soon as the teachers more thoroughly addressed the concrete situation in Mau-
ritius in order to explain citizenship, they used ethno-religious categories. The
idea of exclusive ethno-religious affiliation was particularly present among Indo-
Mauritian teachers and Creole teachers at the Catholic school. Their difficulties
with not arguing in ethno-religious terms are illustrated by a statement of the
headmaster of a Catholic school on what affiliation with the state means: “Regard-
less whether Muslim or Catholic, one works, one is proud to beable to contribute
something to a sense of belonging to the fatherland with common values” (2, 372–
374). With his statement, the school headmaster explicitlynegated the relevance of
ethno-religious affiliation. However, in order to negate it, he used ethno-religious
categories by referring to two relevant religious groups inMauritius. Thus, he
thereby implicitly confirmed the relevance of ethno-religious affiliation in Mau-
ritius. Beyond the relevance of ethno-religious affiliation, demonstrated by other
statements below, there is an explanatory potential for an individual type of affil-
iation. The statement reflects a shift in focus: instead of citizenship status legally
supported by the state, they speak of an emotional affiliation, which people feel
individual ly, for example the feeling of “being proud” mentioned in the above
quote.

The following statements by the teachers at Catholic and Hindu schools, who
primarily emphasise ethno-religious affiliation, reflect aparadox: on the one hand,
the teachers at these schools viewed themselves as ethno-religiously tolerant,
but on the other hand, they acknowledge that precisely in schools the insistence
on ethno-religious groups increases a specific feeling of affiliation. The follow-
ing statements illustrate how ethno-religious tolerance at the Hindu and Catholic
school constitutes a value. The teachers from both schools point out that they es-



142 THE IMPLEMENTATION OF CITIZENSHIP EDUCATION

teem their own ethno-religious tradition, but are toleranttowards the other ethno-
religious groups:

The majority, let’s say 90 percent, are Hindus. We teach Hindi, Tamil and Telugu. We
even do (Catholic) catechism. Volunteers come here to work with the children during the
Oriental language lessons. The whole population here – everyone has a culture, a religion.
Everyone has opportunities. (1, 106–108)

If we had a fundamentalist perspective, then we would not have any open doors for Hin-
dus. We would not have a proper classroom for the Oriental languages. There is an open-
ness from the Catholic teachers; many things are shared – moral values, which also in-
clude how you take care of someone. There are no attempts at conversion. That is equality.
(2, 366–370)

Both teachers also expressed their views on exclusive ethno-religious affiliation.
The teacher at the Hindu school implicitly stated how he noted that children do
not make a distinction between “Hindus” and “Catholics” before going to school:

When (the children) come into the class, there is no segregation along the lines of ‘you
are Hindu’, ‘he is Catholic’. If the children could remain children, there would not be any
problems. (1, 50–52)

The teacher at the Catholic school expressed his rejection of segregation and the
hypothesis that instruction in Asian languages – which is essential to the current
Indo-Mauritian nationalist education policy – promotes segregational behaviour,
even though he admitted that this mentality is slowly changing. As a rule, each
child is asked when going to school:

So, what language will you choose? I will do Hindi, and as a Mauritian you then say –
everyone doing Hindi on that side. Urdu is over there. That does mean making divisions
and identifying groups. That is ugly. (2, 265–269)

The paradox was that teachers at Hindu and Catholic schools emphasised ethno-
religious tolerance while simultaneously denouncing ethno-religious segregation,
even though their schools existed precisely due to this categorisation. Such a
distinct ethno-religious values orientation was not apparent among the surveyed
teachers at Secular public schools.

By contrast, the latent argument of mistrust motivated by ethno-religious fac-
tors emerged. The argument was not necessarily with discriminatory intention, but
it did favour education separated along ethno-religious lines. At a less success-
ful school with a large share of Creole children, the (exclusively) Indo-Mauritian
teachers went as far as to assume that no trust exists betweenthem and the pupils
due to ethno-religious differences. The teachers initially expressed their lack of
understanding of why Creole parents did not wish for a different future for their



PERSPECTIVES OF TEACHER REGARDING CITIZEN STATUS 143

children and why they could not imagine that their children achieve upward social
mobility through education (5, 78–86). Education generally did not have a place
in the lives of these parents without an academic lifestyle,who often did not even
consider the long-term prospects of their children at all (5, 123–125, 163–171).
According to the teachers, Indo-Mauritian children were altogether more success-
ful at school (5, 188–191). The Indo-Mauritian teachers presumed an ethnically
motivated mistrust among the Creole parents towards them. According to teach-
ers, Creole parents assumed that trust – the precondition for successful learning –
could only be built within one’s own ethno-religious group.The Indo-Mauritian
teachers stated that Creole schoolchildren did not trust them due to the ethno-
religious differences:

If you look at the staff, there are no Creoles here. The parents think that we do not like
their children. That is their mentality. If I am a Muslim or Hindu, I cannot like the child
and also will not educate him or her like a Hindu or Muslim. That is their way of thinking.
( . . . ). They have no trust in us. (5, 193–199)

With the following final sentence of this sequence of the conversation – “but there
are not enough Creole teachers. That is the problem” (5, 200–201) – the teachers
referred to the dominant position of Indo-Mauritian teachers at Secular public
schools, as Creole teachers preferred to teach at Catholic schools. Catholic schools
indeed seemed to compete with Secular schools, as the Catholic school authorities
offensively recruited not only Creole, but also Hindu and Muslim teachers, as
confirmed by the headmaster of the Catholic school (2, 311–312). A teacher at a
public school explained that the pedagogical and financial resources are better at
Catholic schools than at public schools (4, 105–110).

Aside from this competitive situation between Catholic andpublic schools
dating back to the colonial era and still having an impact, the Indo-Mauritian
teachers affirmed their opinion in the above quote that children learn better with
teachers of the same ethno-religious origin than with thoseof different ethno-
religious origins. They provided an example of how ethno-religious affiliation was
and still is present in the lives of the citizens of Mauritius. Further amplifying the
just illustrated predominance of ethno-religious affiliation, one Creole teacher at
a Catholic school argued that citizenship does not exist in Mauritius:

It is our politicians who even today cannot yet say it . . . We are incapable of saying that
we are Mauritians. We put our community in first place. Mauritianism comes after that.
By the way, we had a president of the Republic of Mauritius whosays that he is a Muslim
first, before being a Mauritian. That is the president of a republic! A secular republic! (2,
386–402)
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6.3. Teachers’ perspectives on society, state and nation

How widespread is the just described conception according to which – similarly to
the ideals of the French Republic – ethno-religious affiliation excludes a national
citizenship status? How do other conceptions weigh ethno-religious affiliation or
other affiliations regarding the relationship between individuals and the collec-
tive? The following teachers’ statements offer an interpretation from the perspec-
tive of the integration of individuals into the collective.Not all four conceptions
pertain to the state or national collective body to the same extent and with the same
emphasis. In particular, the first conception is a general prospect for taking action
in school, yet at the same time constitutes a potential prospect for participation in
the society and the state altogether. As for the other three remaining conceptions,
the transitions are not clearly distinguished. Nevertheless, each conception offers
a clearly recognisable, own prospect regarding the individual ’s relationship with
the collective, the type of affiliation and its reach with regard to the collective
body.

6.3.1. Social recognition as a prerequisite for affiliationwith the state

According to her own statements, the headmistress of a less successful school in
a deprived urban zone could draw on extensive experience anda lively exchange
with colleagues. She firmly advocated a social recognition strategy with respect as
the general basis for action, with which she was able to integrate the parents from
the less educated urban environment of her school. She positioned the parents
at her school positively in comparison to the parents from a privileged socio-
economic environment:

The parents here, they come directly to me. They don’t go to the Ministry to complain.
However, in schools with children of lawyers, notaries, anddoctors, it is more dangerous.
They go straight to the Ministry. (4, 351–355)

The headmistress considered as “dangerous” that she would not have any means
of influence if parents complained directly to the Ministry without informing her
school management or even demanded the dismissal of the school management.
The notaries, doctors and lawyers complaining to the Ministry were convinced
that their environment-specific proximity to the Minister or his employees would
suffice to help them to assert what they consider as their rights – or those of their
children, irrespective of any potential school-related problems of their child or ex-
isting school rules. Thus, when the parents from privilegedbackgrounds felt that
they did not have to comply with general procedures or schoollaws, they indi-
rectly communicate to school management that they only recognise the authority
of the public school to a limited extent, according to the school headmistress. Be-
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cause these parents know how to defend themselves against the – at best – unjus-
tified authority, they could constitute a potential danger for school management.

The headmistress then addressed the specific difficulties ofparents at her
school, who – like at other less successful schools as well (3, 426–429; 5, 90–
95) – had troubles working together with the teaching staff and school manage-
ment, precisely because the children performed poorly. After years of develop-
ment work, the headmistress had created a situation in whichthe parents were
now proud of the school and directly addressed her in an appropriate manner:

Since I arrived, the school has changed. Even the parents have changed. The parents were
more absent. Nowadays, we can count those who harass us with our fingers. ( . . . ) I won
the trust of the parents. Now they say that they are proud to live here ( . . . ) One teacher
lives in the neighbourhood. She spoke during the parents’ evening: ‘I live here. You don’t
have to be ashamed. You must be proud.’ That shows what is possible here. The parents
applauded. ( . . . ) My strategy with the parents is as follows:If you have something to say,
say it. After you have spoken twenty minutes, it is my turn. You have to listen to them.
( . . . ) But you can’t fight alone. The social worker comes and asks about poverty and for
a list of children, who are absent at school. I can’t go to the people. I don’t know what
I’ll get into. If the police were investigating for drugs, I would be trapped in the situation
( . . . ). You never know who you are dealing with. But you can winover the people. I
prepared a room in the school, in case they (the social workers) want to discuss things
with the parents. I tell them to try to win over the mothers when talking with the parents. I
have had the experience that the father at home may be bad, butif the mother is in charge,
the children will grow up well. Believe me: I have talked about this with many friends
who are also school headmasters and they see it exactly the same way. (4, 331–400)

This headmistress applies various strategies of recognition efforts and they seem
to produce the desired success. First is the publicly declared, credible pride of a
teacher for her own residential district. Second, the school management listens
to and acknowledges parents. Third, the headmistress acknowledges the limits
of work at school. Fourth, the headmistress provides for a parents ‘room in the
school. Fifth, there exists a precise division of tasks withschool social workers
and the police. Sixth, mothers receive specific support. Based on these strategies,
the school headmistress pursues the project of turning the school into a socially
recognised and locally institutionalised place at which both social as well as aca-
demic education is possible in the long-term. Here, the headmistress interprets
the schools’ role as a representative of the state very comprehensively in terms
of equality of opportunities and appreciatively integrates parents as members of
Mauritian society.
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6.3.2. Cosmopolitan affiliation with the state

The successful public school in the countryside with a cosmopolitan understand-
ing of affiliation with the state had excellent teachers. Dueto the good reputation
of the school, school management was able to be selective about teachers, and
some of them accepted having to travel a long way in order to beable to work
there. In addition to the ethno-religious “festivals”, teachers of citizenship educa-
tion at this school also incorporated social and political events in the Mauritian
calendar into their curriculums. Their understanding of the relationship between
individuals and state society was diverse and not only restricted to ethno-religious
holidays. For example, the teachers mentioned the annual mothers’ day festival
or the election of the prime minister as a current political event: they reportedly
incorporated such events into the curriculums (6, 39–41). In order to not reinforce
“communalistic” segregation, they did not go “into detail”in discussions on pol-
itics and did not ask whether the children “like the prime minister”, which for
the teachers was equivalent to asking about the parents’ political ideology. The
teacher justified this attitude by stating that Mauritius is“a cosmopolitan coun-
try” and they could “not too strongly insist” on political preferences (6, 81–86).
Altogether, the teachers taught the citizenship educationprogramme “transver-
sally”. Depending on relevance, the programme became part of the curriculums
of different subjects such as languages, history or geography. The teachers taught
the theme environmental protection (6, 149); let the children design and carry out
their own social projects, e.g. enabling a life-saving operation for a child in India.
Such project work was rare in Mauritius.

6.3.3. Affiliation with the Creole nation

From the perspective of Creole nationalism, the Creole language spoken every-
day expresses the bond between individuals and the Mauritian nation. A Cre-
ole teacher from the Catholic school described it as a common, linguistically
based form of affiliation in contrast to the diverse ethno-religious affiliations. The
teacher pointed to the government term of 1982, during whichthe national an-
them was sung in Creole for the first time, the MMM governed alone and coined
the slogan “enn sel lepep, enn sel nasyon” (a single people, asingle nation). The
teacher said that “one can feel that a nation is coming into being” at such moments
(2, 390–392).

The fact that the Indo-Mauritian population “mixes up culture with religion”
with an ethno-religious concept of group was described by this teacher as a “big
problem” (2, 228–229). In his view, citizenship must not have anything to do
with religion (2, 230). For that teacher, the family has to convey religion. He sug-
gested that families celebrate holidays such as Mahashivaratree or Divali. Culture
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to him consists in films or music and is independent of religion (2, 259–263). He
therefore also appreciated the efforts of Hindu teachers unions to design Asian
language instruction without religion. He explained the problem of mixing lin-
guistic culture and religion with the example of language instruction. He referred
to English and French, the languages of the former colonial rulers, which at the
same time were also the official languages of instruction. Hecompared them with
Asian language instruction, the languages of the former indentured labourers. The
teacher compared the types of instruction without taking into account the different
symbolic, historical and social status of the languages andunderstood French and
English as the only proper type of language instruction:

The President of the Hindi Teachers Union wants to eliminatereligion from the Hindi
textbooks. He says that it is a language. If I learn English, Ido not learn a religion. I
do not learn the religion of the English. I do not learn the religion of the French, rather
their language. ( . . . ). In Mauritius, when you learn a language you learn a religion ( . . . )
When you start French class, you don’t say: ‘Let us stand up, we are praying’. ( . . . ) If
you take an Oriental language, then you say a prayer. If it is auniversal prayer, even better,
no problem. But if the prayer is directed towards the community, we restrict that (in the
Catholic school). Chinese children, Creole children learning Hindi must say a prayer on
Shiva before they learn grammar, spelling and vocabulary ( .. . ) In the Flacq region, it’s
the same thing: they do a prayer in Hindi, not even in French, when the entire school
gathers in the morning. It’s not Mauritius (2, 228–248).

For this teacher the main feature of the Mauritian nation wasthe ability to “cre-
olise”, to put things together:

The emblem of Mauritius is creolisation, sharing with and respecting others. I do not say
that temples and churches should be torn down, rather that weshare this richness with one
another. ( . . . ) A teacher should be a good role model, if he propagates his own religion,
his own values, his own objectives; he has already lost the debate. (478)

The teacher hoped that “creolisation” would contribute to “unifying one people in
Mauritius” (2, 249–260). Along with the Creole language, heunderstood “sports,
music, the national holiday” and the “atmosphere” during the Indian Ocean Island
Games as well as the knowledge of the origins of Muslim, Chinese, or Hindu first
names such as “Hakim”, “Soulin” or “Anan” to be “unifying” elements.

6.3.4. Ethno-religious affiliation with the state

Understanding ethno-religious affiliation as affiliation with the state reflects the
perspective of the constitutional article regarding the population groups and the
group concept of Indo-Mauritian nationalism. A teacher from the public Hindu
aided school drew on the idea of the four exclusive population groups. In his
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response to the question of what Mauritius is, he spoke of different religions and
assumed that each person respects the holidays of his or her own religious group:

Mauritius is a pluricultural country. One should know the festivals of one’s own religion,
you have to respect them. (1, 48–49)

In this quote, pluri-cultural also means pluri-religious.Moreover, he held the opin-
ion that each ethno-religious group has its own holidays, which it also celebrates
or must celebrate. The groups remain separated and exclusive, as is intended in
the constitution and in Indo-Mauritian nationalism.

The teachers weighed their own ethno-religious affiliationas being predom-
inant and without the possibility of distancing themselvesfrom their own ethno-
religious group affiliation as they doubted that they could teach ethno-religious
holidays other than their own or that the children could acquire generally testable
knowledge of the religious festivals of another ethno-religious group than their
own:

Even if you take the festival of Mauritius. There are severalfor Hindus and for Tamils as
well. Even the festivals of Mauritius. How do you want to testthe festivals in Mauritius?
A child can speak about them, while another child – a Hindu, a Tamil – is speaking about
something else. How do you test them? I see difficulties here.(1, 137–140)

The teachers in the Hindu aided school strongly emphasise religious festivals. The
affiliation with one’s own ethno-religious group appeared to be the only exclusive
form of affiliation with the state. An affiliation with Mauritius, going beyond the
boundaries of one’s own ethno-religious group towards a multicultural nation,
was implicitly recognisable when the teacher insists that everyone belongs to an
ethno-religious group in Mauritius. However, the opinion prevailed that everyone
in Mauritius exclusively belongs to one population group.

Celebrating and upholding religious traditions, as described in Chapter 4 of
the citizenship education textbook, is also the way of affiliating with Mauritius
according to Indo-Mauritian nationalism. The Indo-Mauritian teachers at a public
school with a Creole pupil majority also held this opinion. They observed that –
in contrast to the Creole children – Indo-Mauritian children uphold religious tra-
ditions: “if their ancestors and parents are Hindus, they tended to want to uphold
(the tradition, B.W.)” (5, 210–212). The attitude of Creolechildren of not prac-
tising a religion at all, distinguished from the religious practise of Indo-Mauritian
children, drew incomprehension as illustrated in the following statement by an
Indo-Mauritian teacher:

The festivals are celebrated in the family, as in the Marathicommunity. There is the
Ganesh Festival. The children fast, celebrate and the other(Creole-Catholic) children
know about it, but it is as if it does not interest them. On the Catholic side, we spoke
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with the children about Père Laval, but very few of the Catholic children answered. They
do not know anything about it, because the parents are not interested either. Even if they
do go to church, they are not interested. (5, 261–266)

The teacher assumed that the Creole children are Catholic, and that religion is im-
portant to them. The teacher thought that the Creole children would at least show
some interest in the pilgrimage to the grave of the Catholic missionary Jacques
Laval in Port Louis, who spoke out against racial discrimination and for the liber-
ated slave population in Mauritius after 1841 and was beatified in 1979 (Moutou
1996: 272 et seq.). Honouring, celebrating and conveying the religious holidays
of one’s own group within the family and at school was a central performative for
the just mentioned teachers as well as for everyone who followed Indo-Mauritian
nationalism. Based on this and as recognisable in the quote,a general interest in
ethno-religious holidays of one’s own group went hand in hand with exercising
one’s group affiliation. The teacher was disappointed aboutthe Creole children’s
lacking interest in a Marathi festival and the overall lack of interest in ethno-
religious activities – as would be assumed in an ethno-religious ideology – of this
Creole and Catholic pupils, as only few go to church on Good Friday, Holy Sat-
urday or Easter (5, 297–304). This disappointment reflectedthe fact that he had
taken on an Indo-Mauritian nationalist understanding of ethno-religiousness.

Another Indo-Mauritian teacher at another public school advocates the same
position: the ethno-religious holidays of the citizenshipeducation textbook were
the most important content of citizenship education:

We are Mauritians. They (the children) should know why and how a festival is celebrated,
Hindu festivals and others. It is on TV, they must know what festival it is. (3, 215–218)

In this statement, the teacher stresses the importance of knowing the ethno-
religious holidays as a Mauritian. In line with Indo-Mauritian nationalism, the
teacher linked knowledge about these holidays with the necessary knowledge for
affiliation with the country.

6.4. The political project of citizenship education beyondethnic
nationalism

With the exception of the distrustful Creole teachers at theCatholic school, the
teachers were pragmatic with regard to the political citizenship education project.
The main argument they put forward against the new subject was the lacking ped-
agogical professionalism and, in particular, the too sophisticated English for the
upper primary school level, which is why the introduction failed in their view.
Altogether, it was a project developed without them being involved, even though
they would have had very much to say. They deeply regretted this. The teacher in-
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deed saw the new activity-oriented pedagogical approach tocitizenship education
as an opportunity, but they did not understand why the examination should take
place for an activity- and value-based subject.

Only very few teachers understood the human rights perspective of the MMM
citizenship education project. Most teachers advocated value-based education,
which focuses on duties, discipline and ethically proper conduct. Thus, they sup-
ported the proposals for the Living values program, a position adopted also by the
teachers at the Catholic schools. The Indo-Mauritian teachers at the Hindu and at
Secular schools distinguished themselves from the Creole teachers at the Catholic
school with regard to their understanding of culture and their pedagogical model.
The Indo-Mauritian teachers primarily wanted to teach ethno-religious holidays
and the associated rituals, Creole teachers at the Catholicschool tried to promote
an individual reflective approach to cultural and religiousvalues.

Altogether, the group discussions with the citizenship education teachers con-
stituted a fascinating and astonishingly precise foundation for analysing the con-
ceptions of Indo-Mauritian and Creole nationalism in the everyday lives and the
socio-professional background of the teachers. The teachers dealt with the issue
of ethno-religious affiliation sometimes in great depth, sometimes with humour,
but always very skilfully. They also described their own social position in Mauri-
tian society in a well-reflected manner. The teachers primarily advocated the two
dominant perspectives on the nation. Particularly astonishing was the clarity of
the positions of both Indo-Mauritian nationalism as well asCreole nationalism.
Beyond these two understandings of nationalism, the teachers advocated a no-
tion of citizenship embedded in social recognition based onhuman rights or in a
cosmopolitan perspective.



7. Multicultural policy-making in postcolonial Mauritius

In the previous chapters, I have analysed the significance ofmulticulturalism in a
postcolonial, multiethnic state, the integration of individuals into the state and the
type, extent and changes of group boundaries within the state during the Politi-
cal process regarding the introduction of citizenship education in Mauritius. The
underlying ethnographic study aimed to enable all decisiveactors in the imple-
mentation process to have a voice: the consultants in the Ministry of Education,
the external educational experts, the representatives of political parties and asso-
ciations as well as the teachers of citizenship education. The justifications and
assessments provided by the main actors regarding the orientation of the project
during the essential moments of the education policy process shed light on the ide-
ological foundations of the styles of multiculturalism in Mauritius. My aim was to
analyse how Indo-Mauritian nationalism and the ideology ofthe Creole nation –
the two most important conceptions of the nation in Mauritius – shaped the po-
litical disputes related to the citizenship education project and what multicultural
policy resulted from them.

During the political debates, Indo-Mauritian nationalismand Creole nation-
alism took on their own style in line with the understandingsof multicultural
policy-making just addressed above. That means that both nationalisms arise in
and frame the same multicultural influenced political culture of Mauritius, while
simultaneously influencing their form of nationalism. The analysis conducted in
the present study only was possible with a perspective not strictly separating the
different styles of multiculturalism, but rather considering them as ideological po-
sitions in the same field of tension, interconnected throughtheir debates (Gupta,
Ferguson 1992: 8; Tsing 2004: 6). Before reflecting back on this analysis, I will
first summarise the Political process of the introduction ofcitizenship education
and the outlined ideological positions of the teachers on the styles of multicultur-
alism.

7.1. The education policy process and the styles of multiculturalism

The political process regarding the introduction of citizenship education can be
summed up as follows: after a failed attempt to introduce citizenship education
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in 1995, the Minister of Education defined a new citizenship education project,
which was adapted to current, participation-oriented curricula of western coun-
tries, as part of a comprehensive educational reform in 2001. The Minister in
charge was a member of the Mouvement Militant Mauricien (MMM), who had
defined and represented the ideology of the Creole nation in the initial phase
after its foundation in 1969. The Minister primarily aligned his citizenship ed-
ucation project with the idea of human rights and social education. His expert
team for drawing up the textbook, conforming due to political pressure to scien-
tific communitarianism (Carter, Gerbeau 1994), consisted of one Creole, Muslim,
and Indo-Mauritian representative each and represented the human rights orienta-
tion, participative pedagogics as well as Indo-Mauritian nationalism. The lacking
pedagogical quality of the textbook weakened the Ministry of Education’s capac-
ity to implement the project from the very beginning. The political balance of
power had the effect that Indo-Mauritian nationalist ideology was predominant in
the textbook. Teachers unions, the oppositional Parti Travailliste (PTr ) and even
the coalition partner Mouvement Socialiste Mauricien (MSM) fought against the
citizenship education project in the political negotiations during the phase of im-
plementation, exploiting the pedagogical weaknesses of the project. They very
effectively fought against the Mouvement Militant Mauricien (MMM) – and thus
the ideology of the Creole nation –, to facilitate the breakthrough of the demands
of Indo-Mauritian nationalism for the additional recognition of Asian language
instruction. The Political process ended with the termination of citizenship educa-
tion as a school subject in 2004, and the integration of the content into the subject’s
history and geography and with consideration of Asian language instruction for
the CPE grading. Besides this step ahead for Indo-Mauritiannationalism – and
indirectly also the ideology of the Creole nation – the MMM could vaunt that the
concept of citizenship was intensively discussed in publicfor half a year and that
the democratisation and social policy of the entire education reform, central issues
of the Minister of Education, were implemented nearly without objections.

The different styles of multiculturalism advocated duringthe political pro-
cess to introduce citizenship education were also present in the group discussions
with citizenship education teachers. Beyond the styles of Indo-Mauritian and Cre-
ole nationalism, several teachers also advocated a cosmopolitan and human rights
conception of the state, which were the basis of their own styles of multicultur-
alism. These two styles actually corresponded more to the multicultural policy of
the Minister of Education than the ethnically defined style of Creole nationalism.

The Indo-Mauritian nationalism meant, as reported in the teachers state-
ments, that each population group, including the Creole group, has its own ethno-
religious affiliation. All groups uphold their religion andalso know and celebrate
the festivals and rituals of their own religion. Each personis specialised in his
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or her own group affiliation and cannot really know or represent that of other
groups. The focus of the group discussions was on the religious festivals, not the
languages, as was otherwise the case in education policy andin the description
of Indo-Mauritian nationalism (Eisenlohr 2006), because the former were part of
the citizenship education programme. According to the teachers, citizenship es-
sentially consisted in actively performing one’s own ethno-religious affiliation by
religious celebration. In fact, neither the notion nor the possibility of distancing
oneself from one’s own group affiliation existed. This conception of citizenship
is rooted in the internalisation of the idea of the four exclusive population groups
mentioned in the constitution. The principle of the multicultural policy, corre-
sponding to this nationalism, is an ethno-religiously fragmenting multicultural-
ism, according to which state policy creates a multilingual, multi-religious and
multiethnic framework that applies to all citizens.

Creole nationalism, as represented above all by Creole teachers at the Catholic
school, derived from the common foundation of the Creole language for all Mau-
ritians as the basis of a hybridised nation. The common knowledge of the ethno-
religious and linguistic diversity and common secular state holidays defined the
monocultural, that is to say hybridised or creolised, nation. Ethno-religious af-
filiations were indeed recognised according to Creole nationalism, yet perceived
as belonging to the private family sphere and not present, oronly present in a
clearly demarcated fashion, in public and state institutions. In line with the ideals
of the French Republic, the principle of the secular state was supposed to apply
in public. Like in Indo-Mauritian nationalism, the dominant status of English and
French as languages of the parliament and education remained unquestioned in
Creole nationalism. The principle of multicultural policy-making, formulated for
Creole nationalism, is a hybridised, monocultural form of symbolic state politics,
in which the ethno-religious affiliations are only of significance at the private,
family level.

Cosmopolitan nationalism reflected both Indo-Mauritian aswell as Creole na-
tionalism. By equating the ethno-religious affiliations with other social or political
affiliations at state level, the teachers attenuated the importance of Indo-Mauritian
diaspora ethnicity into context. They also distanced themselves from Creole na-
tionalism by not granting the Creole language this eminent symbolic, nationalistic
role. Cosmopolitan meant embedding affiliations not only nationally, but also in-
ternationally and even globally as far as Mauritius is part of a globalised world. As
was the case with Indo-Mauritian and Creole nationalism, the status of the English
and French languages remained unquestioned. Based on cosmopolitan national-
ism, the teachers contended that different ethnic and political group affiliations
existed alongside one another at the private, national or international level of the
society. At state level, the idea prevailed that no ethnic orethno-religious group
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affiliation should dominate alone, but rather that common negotiation should lead
to political, multicultural solutions. The principle of multicultural policy-making,
which comes closest to cosmopolitan nationalism, is a form of political, supra-
ethno-religious negotiation on a national level with the positioning of Mauritius
in supranational contexts.

The human rights-oriented perspective of the teachers focused on social recog-
nition as the basis for state affiliation. It stood in contrast to the other three con-
ceptions just outlined. On the one hand, it did not address ethno-religious affili-
ation at all; it was not multicultural in this sense. On the other hand, it particu-
larly came to bear when social inequality was a central issue. The teachers at the
three less successful schools hardly expressed their viewson national ideologies,
even though it was apparent that the teachers at two schools implicitly represented
Indo-Mauritian nationalism. Instead, the teachers talkedeven more about social
learning: before someone can be a citizen, he or she must achieve respectful recog-
nition and he or she must first be able to learn to read and write. The teachers at
a one school explicitly advocated the human rights-oriented perspective. In their
view, respectful recognition and the principle of equalityof opportunities were the
foundation of the citizenship status. The principle of multicultural policy-making
with the recognition perspective ignores linguistic or ethno-religious criteria to the
favour of social criteria; human dignity and fundamental human rights are more
important.

7.2. Heterogenization and homogenisation processes as a pattern in
postcolonial multicultural policy-making

Now I come back to the idea that Indo-Mauritian and Creole nationalism are two
facets of the same coin or as Gupta, Ferguson (1992) and Tsing(2004) state that
these ideological positions participate in the same field oftension; they intercon-
nect and constitute themselves through their debates. In studies on multicultur-
alism, questions of group boundaries and the integration ofindividuals into the
collective are essential (Kymlicka 1995). Therefore, the focus is on the state or-
ganisation of cultural differences (Barth 1994: 20). The analysis of an educational
policy process in a postcolonial state, whose existence connects with global de-
velopments, required that both intra-state, state as well as supra-state linkages be
taken into account. Arjun Appadurai’s conceptual pair “homogenisation and het-
erogenization” lends itself to such an analysis (2011 [1990]). He initially used
the term homogenisation to describe the “Americanisation”of culture through
globalisation (2011: 284) and heterogenization to describe the necessarily locally
influenced appropriation of globally homogenised culture (ibid: 285). In accor-
dance with Marxist and postmodern anthropology, Appaduraiwas concerned with
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refuting the idea of “grounded and unitary culture” (Heyman, Campbell 2009:
136). Up to 2001, the theorisation of globalisation was characterised by openness
and Appadurai emphasised above all the diversity of exchange, the indefiniteness
of the streams with the new image of the “scapes”. Thus, Appadurai opposed
a simple, locally conceptualised past to a flexible globalisation. This simplified
perspective (Friedman 2003) of kaleidoscopic hybridisations of alternative, multi-
ple, or intertwined modernities requires, as Josiah Heymanand Howard Campbell
(2009: 137) among others write, specification through historical embeddedness,
geographical and power-specific hierarchisation defined bysocial inequality.

Processes of heterogenization and homogenisation are opposing processes
with which boundaries are drawn. They give direction to multicultural policy-
making. The processes take place on a substantive or categorical level, as illus-
trated by the concluding remarks on Mauritian politics, citizenship education and
the positioning of multicultural policy-making in the postcolonial sphere of influ-
ence of the countries of the Indian Ocean.

7.2.1. Policy designs in the Mauritian state aimed at creating difference

The state is central in the process of boundary construction, hetero- and homogeni-
sation, and the construction of salient differences (Barth1994: 20; Verdery 1994:
40 et seq.). The state and its defining actors design the territorial and symbolic
space, in which certain differences take on political and social clout through the
legitimisation of classifications. The state, or rather theactors responsible for the
regime, produce the visibility and significance of the differences considered as
important. In Mauritius, three noteworthy boundary constructions became partic-
ularly apparent in the analysis of the education policy process, which simultane-
ously imply processes of homogenisation and heterogenization: in the area of po-
litical culture, in regards to group categorisation and in the focussing of linguistic-
religious diaspora ethnicity.

The political culture of Mauritius is, seen as cultural practice (Bourdieu 1976;
Abu-Lughod 1991: 57), a zone of contradiction and objection; it refers to post-
colonial history of Mauritius as well as to the political negotiations regarding the
citizenship education programme. This type of political culture has evolved and
become homogenised over the course of history. The practiseof political culture
functions in particular with two mechanisms that control each other, which all
political actors resort to and which everyone knows. On the one hand, it consists
in the accusation of communalism, thus the ethnocentric privileging of one’s own
ethnic group. On the other hand, it consists in scientific communitarianism, which
implies the greatest possible ethnically balanced composition of political commit-
tees. In their statements, the authors of the textbook, the press articles and the
teachers mentioned examples of the two principles of political culture. All protag-
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onists understand them as part of political culture in Mauritius and refer to them
in a more or less distanced manner.

The categorisation of the population groups in Mauritius begins with radi-
cal hierarchy. Albeit initially not within a state framework, the French colonists
created difference within their slave society by means of the radical categorical
difference between slaves and rulers, a categorical order soon to be dismantled by
the free, Creole population. In dialogue with the population, the British colonial
administration created ethnical differences by classifying Hindu, Muslim, Chi-
nese and general population groups, adopted in the constitution of the postcolo-
nial Mauritian state. The postcolonial, Indo-Mauritian inspired language policy,
as an example of an ethnically differentiating intra-state, multicultural policy with
a heterozenization effect, creates difference, as does theethnicisation process of
the Creole population. To replace the term “general” population by “Creole” pop-
ulation in the constitution would make the small but powerful white population
invisible and further consolidate postcolonial ethnicisation.

These categorical boundaries build on heterogeneous criteria. Political pro-
cesses therefore come into play as processes between systems of categorisation
seemingly incompatible. This is the place of cultural difference. That is “two
kinds of cultural practice grate against each other and a newpractice is formed
for which we have no settled rules of reference” (Bhabha 2011: 145). According
to Indo-Mauritian nationalism, a linguistic-religious diaspora ethnicity implies an
exclusive group affiliation, learning an ancestral language and a religious practice.
Through the ethnicisation process which the Creole population undergoes, the
Creole group increasingly also takes on this definition of diaspora ethnicity. Thus,
altogether the differences between the different population groups are strength-
ened, resulting in ethnic heterogenization. However, the system of categorisation
is thereby homogenised, because all groups ultimately takeon the same type of
group definition.

Simultaneously a homogenisation process based on Creole nationalism takes
place, accompanied by heterogenization: Creole increasingly becomes the every-
day language of the entire population. The introduction of Creole language in-
struction in primary school points to its broader acceptance. A linguistic and social
heterogenization of the public sphere accompanies this homogenisation. Everyday
Mauritius isde factotrilingual with Creole, French and English. From a social
perspective, this trilingualism results in further stratification precisely through the
education system. Thus, both hetero- and homogenisation processes take place
simultaneously in the Mauritian state, they are founded on different national ide-
ologies: both the ideology of the Creole nation as well as that of Indo-Mauritian
nationalism accompanied by additional trends towards cosmopolitan and socio-
ideological nuances shape the Mauritian nation. They are distinguishable and have
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different foci, but with each dispute over the symbolic prerogative of interpreta-
tion, they respectively redefine their own outlines and multicultural policy-making
in Mauritius anew.

The focus of multicultural policy-making in Mauritius on the linguistic, reli-
gious diaspora ethnicity simultaneously signifies the boundary of this policy. Its
norms and stratification criteria become visible in the differences a state and its
protagonists deem important. The way of defining an ethnic group and the way of
affirming multilingualism in public are of crucial importance in Mauritius. While
a first normalisation stratifies according to group affiliation, the second normalisa-
tion stratifies according to language practices and knowledge of languages, which
strongly depend on social, socio-professional criteria, thus distinguishing between
highly educated or less educated environments. The trilingualism in public and in
education is a product of the state construction. While Indo-Mauritian nationalism
was interested in ethnic difference, Creole nationalism partially sought democrati-
sation in social normalisation through the official recognition of the Creole lan-
guage and its integration into education. The characteristic differences of Mau-
ritian politics have their boundaries: the political culture is characterised by the
fact that neither family ties nor gender or state-defined status differences of vari-
ous newly immigrated groups are addressed. As well-versed political actors may
be in the game of postcolonial ethnic construction and as inviting as postcolo-
nial everyday Mauritius may seem with its hybridised Creolelanguage: the polit-
ical culture remains patriarchal and influenced by the castesystem, while certain
colonial practices are undisputedly perpetuated e.g. withthe export processing
zones. As long as no other differences can become visible in the Mauritian state,
e.g. social, national, family-related or gender-typical,Mauritius remains caught
in the kaleidoscope of the postcolonial linguistically andreligiously defined di-
aspora ethnicity. Thus, multicultural Mauritian politicsis indeed characterised as
remarkably differentiated with regard to ethnic distinctions, but somehow undif-
ferentiated when it comes to social differences.

7.2.2. New heterogenization and homogenisation processesthrough
citizenship education

At the state level in Mauritius one body of legislation for all clearly comes to the
fore with regard to multicultural policy-making. Yet in education as well as other
sub-sectors of the state, the question emerges what different measures may exist
and how much difference they should enable.

Citizenship education as such aims to provide orientation for (future) citizens
(Schiffauer et al. 2002). In classical anthropological studies (Anderson 1983; Gell-
ner 1983) it is viewed as the “bond with the nation”. If the focus is on individual
acquisition and participation (Oester, Fiechter, Kappus 2008), citizenship educa-
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tion is an “affiliation offer” of the state as explained in theintroduction. In Mau-
ritius, value-oriented citizenship education primarily stressed the “bond with the
nation”. Yet this analysis is too simplified and inconsistent in the case of Mauri-
tius. The concept of diaspora ethnicity of Indo-Mauritian nationalism links many
participative elements with linguistic and religious practices. It strengthens affil-
iation, but not so much a national affiliation as a specific ethnic affiliation. This
promotes heterogenization. Creole nationalism attaches much importance to the
Creole language as an expression of national affiliation. This promotes homogeni-
sation. The analysis of the multicultural policy of citizenship education illustrates
the contradictory character of political measures and the delicate intertwining of
heterogenization and homogenisation processes.

The most important postcolonial transformation of the education system was
that the French-Mauritian upper class, the Creole intellectual middle class formed
during the colonial era, and the British colonial administration no longer deter-
mined education policy. The Indo-Mauritian elite shapes policies both at state
level and at the level of education institutions. However, the elite oriented edu-
cation system proved resistant to the postcolonial transformation. An English and
French-influenced and globally linked education system based on multilingualism
due to the colonial heritage was regarded as an advantage foraccessing a glob-
alised world and therefore maintained in postcolonial Mauritius. Consultants in
the Ministry of Education, education as well as Creole teachers pointed out the
disadvantages of children from less educated backgrounds,in particular, Creole
children, and thus a need to act in this area. However, postcolonial education pol-
icy in Mauritius seems to attach more importance to competitiveness with global
education elite than the dismantling of internal social andethnical disadvantages.

A new policy always creates new social spaces through new classifications
(Shore, Wright 2011). The deliberations over citizenship education based on the
conventions of the political culture of Mauritius seemed tonormalise the Indo-
Mauritian policy regarding language instruction a step further. Besides a clear ref-
erence to the two most important Mauritian nationalisms, aninteresting shift be-
came apparent when introducing citizenship education though: instead of the pre-
viously predominant opposition of Indo-Mauritian and Creole ideology, it turned
out that the line of argument of representatives of both groups was similar. The
ethnicisation process, which the Creole population underwent in the past fifteen
years, became visible, as the Indo-Mauritian and Creole lines of argument were
both exclusive and value-based with regard to the necessityof religious bound-
aries. Differences emerged when it came to the understanding of the public sphere
and national legislation. The Indo-Mauritian argument supported a communitar-
ian, multicultural state model with a strong weighting of religion in public. Fol-
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lowing the example of the French Republic, the Creole perspective, by contrast,
constructed the public space with a subordinate role for religion.

The homogenisation of the ethno-national positions of the Indo-Mauritian and
Creole teachers, who were actually adversaries due to history, created room for
new and heterogeneous – albeit less prevalent – conceptionsof the state, namely
socially influenced conceptions. As the Political process regarding citizenship ed-
ucation showed, they did not win majorities in the politicalsphere. Yet they exist
as individual conceptions of the state and inspire both education experts as well
as teachers and other Mauritian citizens. The cosmopolitanperspective on the
state, as advocated by teachers, included social, political and ethnical affiliations,
a multilingual public sphere and competitive access to the global market. The
perspective of social recognition is not oriented towards the elite and global com-
petitiveness, rather the well-being of the weakest in society and the focus of action
was respect for everyone. With social education, flat hierarchies and equal access,
it constituted the strongest opposition to ethnic and educational stratification.

7.2.3. Multiculturalism in a postcolonial island state in the Indian Ocean

How specific are the Mauritian styles of multiculturalism because they are post-
colonial and how specific are they to the Indian Ocean states?I will not give
extensive answers to both questions, rather a few concluding remarks. The styles
of multiculturalism in Mauritius are specific, because not only the European en-
lightenment and industrialisation influenced the postcolonial state. The popula-
tion only settled on the islands by means of slavery and indentured labour under
the colonial administration. Colonial power relationships and forced immigration
were the beginning of Mauritian society.

The conceptually peripheral postcolonial space of multicultural policy-
making in Mauritius is accordingly highly complex in ethnicterms and based
on an at least three century multiethnic history. It encompasses flexible, interest-
oriented ethnicity, a globally oriented economy, a communitaristic differentiated
multiculturalism with exclusive group boundaries and sometimes internally differ-
entiated laws as well as the Creole metaphor, which is simultaneously a language,
process of change and ethnic group designation. Creolisation is understood as the
social organisation of ethnic difference in a former plantation country (Cohen,
Toninato 2010). The metaphor contains – even if an ethnic group emerges from
it later – the fundamental idea of a creative new compositionof people who cre-
ate new rules, the borrowing of elements of other groups, thetransformation of
existing elements, whereby this may be a state ideology and in which the transfor-
mation may temporarily stop by essentialisation. Communitarian multiculturalism
(Hefner 2001) constitutes the social and political organisation of ethnic difference.
This then means group-specific, exclusive social organisation, with or without dif-
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ferent laws for different groups and with or without a legal framework. Mauritius
is the postcolonial place, where these two ideologies – eachof which is already
multicultural and creolised by history – collide and where cosmopolitan and social
ideologies of the state are in difficulties.

7.3. Multicultural policy-making as the negotiation of options in
political projects

The centrepiece of multicultural policy-making is the explicit recognition and reg-
ulation of ethnic and social differences (Kymlicka 2012: 32). Even at the end of
the present analysis, this relatively general statement isstill an appropriate de-
scription of multicultural policy-making (see Bennett 1998; Hefner 2001; Mod-
ood 2013; Nieswand, Drothbohm 2014; Parekh 2006). In the state framework,
these regulations delimit the areas of applicability and define the content. They
therefore affect different areas such as the individual or group rights of minori-
ties, immigrants, and natives as well as different aspects such as language and
property rights, group representation, federalism or secession. Seen comprehen-
sively, all state societies are multicultural constructions with their legal rules and
standards and policies (Baumann, Vertovec 2011: 2). Like any other policy, multi-
cultural policy-making (Shore, Wright 2011) is the result of negotiations between
groups and advocates with diverging interests, with the gradual difference that it
affects the political, economic and social integration andparticipation of individu-
als and groups with different ethnic, cultural, social and religious affiliations with
the state. Like any other policy, a multicultural policy pertains to a certain project.
Every project consists of many individual political steps and measures, never ex-
actly matching with one another, precisely because historically embedded Politi-
cal processes are pluralist due to the diverging interests of the participating groups
and advocates. Multicultural policy-making is not a coherent programme, rather
a “patchwork of measures” (Vertovec, Wessendorf 2011: 2) atdifferent levels and
in different areas of a (state) society.

State multicultural policy-making creates a legal framework, defined in the
constitution, laws or regulations. Multicultural policy-making for sub-sectors of
the state such as education can also result in laws. Yet besides the general frame-
work such as legally prescribed compulsory education, the structural rules for
education policy also define specific regulations on examination forms, content,
curricula or admission criteria, as shown by the analysis ofcitizenship education.

The present conceptualisation of the anthropology of education policy with
the object of study being the diverging political interestsin a state and the dis-
tinction between national ideology and government administration allows us to
formulate an analogy to multicultural policy-making (Minana-Blasco, Arango-
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Vargas 2011). It is possible to analyse the diverging national ideologies in mul-
ticultural policy-making projects. Instead of assuming a “national identity” (An-
derson 1996; Bénéï 2005; Gellner 1983; Levinson, Pollock 2011), concepts such
as “identification” and “participation” (Schiffauer et al.2002) can be used. The
shift from a comprehensive national identity to multiple individual styles of iden-
tification and participation is not only significant for individual affiliation with
the state. Multicultural policy-making becomes a form of negotiation of different
styles of identification and participation in the state.

This perspective on flexible, multicultural policy-makinglends itself to Mau-
ritius, a state with a single legal framework applicable to all members of soci-
ety. Mauritius is not only a polyethnic nation-state, but also a state with a mul-
ticultural political culture, best illustrated by the mechanisms of quasi-scientific
communitarianism, which controls “communalistic” or “ethno-centric” tenden-
cies. Chatterjee’s conviction (1993) of the creativity of postcolonial state forma-
tion, with which he counters Anderson’s (1996 [1980]) ethno-centric notion of
modular forms of nation-states, also applies to multicultural policy-making. Eu-
ropean or western conceptions of multiculturalism are not the modular forms for
postcolonial development of multicultural policy-making. Each state develops its
own forms of multicultural policy-making in connection with and as the transfor-
mation of its own history.

Mauritius has always been part of a global project and has always been
(post)colonial. Multicultural policy-making in Mauritius is not foremost a strat-
egy against the geopolitical loss of power, as Terence Turner (1993: 423) stated
for western countries. From a Mauritian perspective, multicultural policy-making
implies a historically embedded political culture, situationally nuanced in accor-
dance with global upturns and downturns as well as local necessities. Multicul-
tural policy-making in Mauritius indeed primarily aims at linguistic, religious and
ethnic difference, in contrast to the USA or Canada where social differences are
part of multicultural policies. Yet drawing on the idea of Jean und John Comaroff
(2006), according to which certain phenomena manifest themselves particularly
acutely in the postcolonial era, we can conclude that the styles of multicultur-
alism are particularly complex in Mauritius. The processesof ethnic homogeni-
sation and heterogenization are normal political phenomena. Mauritius masters
them virtuously.
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