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ABSTRACT

Issues relating to racial integration in white schools in South
Africa during the period 1976-1992 are explored within the South
African (historical, social, political) context. The introduction
by the state of alternative school models, and in particular the
'Model B' option, 1is studied with specific reference to its

implementation in one high school.

Using a generative research design, issues and concerns of
participants are fleshed out, and form the basis of surveys and
interview schedules administered to 103 students and 33 teachers

within the school.

Major themes that emerge from student and teacher responses include
positive and negative views on racial mixing, and views on
curriculum change and development. A major finding of this study
is that there is broad suppcort for racial integration within a
range of assimilationist rather than integrationist assumptions.
Accounts of racial mixing also reveal the pervasive influence of
institutionalised apartheid. A further finding of this study is
that the experience of racial mixing in this single institution
does not necessarily lead to a greater understanding and acceptance
of racial and cultural diversity. However, while the introduction

of the 'Model B' option can be regarded at best as mildly



il

reformist, it has provided a 'space' wherein racial tolerance and
understanding can be enhanced, and has encouraged, to a limited

extent, the breakdown of racial and cultural stereotypes.

An important conclusion of this study 1s that schools should be
pro-active in providing special programmes that foster cross-
cultural understanding, tolerance, and empathy. Recommendations
are made concerning academic and social programmes that might
promote meaningful integration in moving students away from
assimilationist notions that are paternalistic, proprietory, and

patronising.

While the findings of this case study cannot be generalised to
include other schools, it is hoped that given similar circumstances
shared by many schools, this study will assist these schools in

addressing current issues relating to school integration.
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CHAPTER ONE

1.1 Introduction

Issues relating to racial integration in white schools in South
Africa have hardly been addressed in the literature. The open
schools movement in South Africa began in 1976, when the Roman
Catholic Church opened some of its white schools to black pupils.
Christie (1990:1) warned that to speak of 'open schools' suggested
a unity which did not exist in practice. Christie also noted that
the published literature on issues in white schooling and private
schools was far from comprehensive; revisionist scholarship had
focussed primarily on ‘'analyses of black schooling in terms of
social class reproduction, state policy, and resistance in

education' (op.cit.:2).

With reference to the published literature on the open schools'
movement among private schools, Christie noted the following three
academic works that were general in their treatment of issues
relating to racial integration in white schools (op.cit.). In an
edited collection of articles on apartheid in Catholic schools,
Flanagan (1982:547-563) provided some insight into open schools
within the context of Catholic education. Randall's (1982) study
of policy shifts and negotiations within the private school
movement included a brief account of open schools in the 1970's.

Cross' (1986) article on Catholic open schools in the Transvaal
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warned against regarding open schools as 'laboratories of the

future'.

Two more recent contributions to the open schools debate attempted
to explore issues relating to racial integration more fully.
Christie's (1990) work on open schools focussed on racial mixing in
Catholic schools in South Africa. The study considered these
schools as a movement for educational reform in South Africa in the
1970's and 1980's. The central question addressed in the study was
the extent to which open schools challenged racial domination in
South Africa. Monica Bot's (1990) work took an in-depth look at
issues and problems relating to both segregation and integration in
schooling. This study focussed on private schools, but some
references were made to initiatives in government schools. A
survey of South African literature with a focus on racial
integration in white schools failed to locate comprehensive works
on the subject. In a review of research dissertations and theses
registered with the Human Sciences Research Council's Institute for
Research Development, I noted that completed research on racial
integration in schools in South Africa up to December 1992 dealt

with specific aspects of racial integration such as, inter alia,

the perceptions of black pupils at secondary schools (Mthembu,
1990), English as first language (Leibowitz, 1990), attitudes
towards mixed sport (Peters, 1989), group friendships and social
patterns in primary schools (Lits, 1989), and the establishment of

identity and psycho-social adjustment in desegregated South African



schools (Fabian, 1988).

International debates focussing on, inter alia, multi-cultural

education, desegregation, and performance differences among pupils
at public and private schools, are not specifically addressed in.
this study. Despite the September, 1990 announcement by the
government of alternative {'additional') models for white state
schools that included options to desegregate these schools provided
certain criteria were adhered to (see section 1.2.2) the black
majority remained disenfranchised by a dominant, hegemonic

(Gramsci, 1971) white ruling class minority.

A fundamental premise of this study is that state control of
education during this period was maintained by a combination of
consent and co-ercion (op.cit. in Christie, 1990); the education
system in South Africa 1is a product of Nationalist ideology and
therefore a '"creature of political decisions, proposed, defined,
debated, enacted and funded through political processes" (Simon,
1987:13). Set against this are current demands among both black

and white groups for group rights and equal social, political and

economic opportunities.

On 10 September 1990, the Minister of the Department of Education
and Culture, Administration House of Assembly, Mr P.J. Clase,
announced a new educational dispensation in the form of

‘additional’ models for the provision of white schooling. An
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information document was issued and regional education departments
under Clase's ministry were instructed to ensure that each family
of a pupil attending a government school received a copy. This

document, entitled Additional Models for the provision of schooling

allowed for three 'models': 'Model A' schools would be those
private schools established after the closure of state schools,
'Model B' schools would be those state schools wishing to change
their admission policy; and 'Model C' schoecls would be state-aided

ordinary schools (see section 1.2.2 for further discussion).

This study attempts to 'generate' (Burgess, 1982), 'illuminate'
(Parlett and Hamilton, 1972), and evaluate issues arising in a case
study of one white co-educational high school as a result of the
implementation in that school of 'Model B' as one of the
'additional' models proposed by the Department of Education and
Culture (op. cit.), with particular reference to issues relating to

racial integration.

A basic premise o0of this study is that the attitudes of the
participants in this school can only be understood and evaluated by
locating these attitudes within the wider South African (social,
political and economic) context. Popkewitz (1984) argues that
while a social and political theory is implicit in case studies, he
concludes that the relation c¢f the actual 'case' to the wider
(social, political, economic and historical) context is ignored,

and defines this context as one in which "meanings, values and



5
actions are made credible and normal" (177). Popkewitz's argument
suggests that educational evaluation must consider underlying
assumptions, argue the substance of enquiry, give expression to
contradictions, and provide for a focus on social values and a
moral imperative that transcends interest-group politics. In
essence, Popkewitz calls for an acknowledgement of the relationship
between structure, history and decision-making; both the
individual, and the individual within a particular social setting,

must be considered.

Consequently, I have set out, firstly, to describe and evaluate the
historical context of integration in schools in South Africa
(section 1.2); the research methodology employed in this case
study is discussed in section 2; an analysis of the data is made
in section 3, and section 4 attempts to draw conclusions, and makes
recommendations in the light of the findings. While the findings
of this case study of cne institution cannot be generalised to
include other schools, I hope that teachers, parents, principals,
education officials and those involved with curriculum development
mignht discover that some of the issues illuminated in this study
are also relevant to their particular context. However, in setting
out to describe and evaluate issues relating to racial integration
in one co-educaticnal high school, a major purpose of this study is
to provide an opportunity for all the participants in the study to
read and evaluate it as a means to considering approaches,

strategies, processes, and decision-making that will make a
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practical contribution towards an effective and relevant

educational ethos and policy for their particular school.

In 1992 most parent communities opted for the state-aided (Model C)
school that offered them far greater autonomy and governance than
in the past. Management communities were replaced by governing
bodies that organised and administered the staffing, finances and
maintenance of schools. With regard to racial mixing in "'Model C'
schools, it would appear that the present (1994) status quo remains
largely as it existed in 1991/92 in that the policies of these
schools appears to be assimilationist, and racial mixing largely

superficial. There are hardly any black teachers in these schools.

The election of a government of national unity in April 1994 has
paved the way for major changes in educaticon. The likelihood of
much larger black student intakes requires educators to pay urgent
attention to the academic, cultural and social aspects of the
curriculum in a fully integrated, non-discriminatory educational
system. I believe that the findings of this study have direct

relevance within this present context.
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1.2 AN OVERVIEW OF RACIAL INTEGRATION WITHIN THE STATE SCHOOL

CONTEXT (1976 - 1992)

1.2.1 An historical and socio-political perspective

The student protests and uprisings of 16 June 1976 may be regarded
as a significant start to what became a sustained resistance to
apartheid education, and coincided with other movements demanding

the end of apartheid structures in South Africa.

It is clear that the 1970s and 1980s were characterised by crisis
government. The state underwent an organic crisis in which it
attempted to reform and revise apartheid structures, allowing for,
according to Christie, limited desegregation in education.
Christie states that the form of the crisis was viewed by radical
scholarship as a crisis of accumulation within the heart of racial
capitalism. Its features included recession, falling rates of
profits, high inflation, a fluctuating gold price, withdrawal of
foreign capital, an increasing organic composition of capital and
concomitant displacement of workers, and growing structural

unemployment accompanied by shortages of skilled workers (1990:8).

I concur with this view, in that earlier attempts to limit the
urbanisation of blacks were to no avail, and this urbanisation led
to a more militant and assertive black working class. With the

independence of Southern African countries such as Angola,
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Mocambique, Zimbabwe and Namibia, international pressure on South
Africa intensified. This external change in the balance of power
coincided with increasing political demands within the country.
Trade unions and union federations such as the Congress of South
African Trade Unions (COSATU), and political organisations such as
the African National Congress (ANC) and the United Democratic Front
(UDF), as well as student and community groups, established

themselves in direct opposition to the state.

Radical scholarship was sceptical of attempts made by the state in
the 19870's and early 1980's to introduce changes. I accept
Christie's wview (op.cit.) that these reforms were viewed as
attempts to conserve authority, contain opposition, and increase
profitability. Christie argues that reforms seemed to shift
apartheid away from purely racial premises to a capitalist
rationality. Reforms included fostering a black middle class, a
new constitution providing for parliamentary representation in
separate houses to Coloureds and Indians, the abolition of influx

control and the pass laws, and the recognition of black trade

unions.

Reforms emanating from various commissions appointéd by the state,
such as the Rabie Commission (law), the Riekert Commission
(manpower), the Wiehahn Commission (labour), and the de Lange
Commission (education) appeared to shift the state focus away from

Verwoerdian-type apartheid. I accept Posel's view that the state
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promoted reform as a means of countering 'the Marxist threat' by
propounding the concepts of 'free enterprise' and a "total
strategy' (1987:419). While there was a degree of consultation
with major corporations, resulting in the desegregation of central
business districts, the establishment of free settlement
residential areas, and the opening of certain amenities such as
beaches and restaurants to all races, fundamental apartheid’
structures, including separate schooling, remained in place. The
period after 1985 was characterised by intense police and military
activity in order to enforce the partial state of emergency.
Spending on defence increased dramatically. Bundy commented on the

restructuring of the apartheid state under P.W. Botha:

South Africa's historical birthmark - what distinguishes
it from other middle-ranking capitalist powers - is the
non-incorporation of the majority of its working class
into its social and political institutions. The
historical development of racial capitalism has created
a series of antagonistic social divides: between
possessors and dispossessed, between employers and
workers, between black and white. S0 acute are these
antinomies, that merely to regulate and preserve existing
social relations the state has no option but to resort to

authoritarian weapons and practices. Coercion, not
consensus, 1s the social cement of the state edifice.
(1985:313)

It is my contention that reforms in education can be viewed in the
light of Bundy's view. Reforms accompanying the introduction of
the Education and Training Act of 1979 were limited, and were

accompanied by attempts to smash student organisations. Thus,

argues Christie (op.cit.), attempts to introduce compulsory
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schooling, and to upgrade teachers were accompanied by age limit
restrictions that were interpreted by students as a means of
excluding activists from schools. Buckland (1982) argued that the
three key education policy documents emanating in 1981 (the de
Lange report, the Syncom report, and the Buthelezi report) must be
viewed in the light of the state's restructuring of ideclogical
discourses. Buckland was particularly critical of the technicism
underlying the de Lange report, claiming that these technicist
assumptions obscured the way the proposed modifications would serve

the interests of the dominant paradigm (1982:26).

The 1976 Soweto uprisings led to a rejection of Bantu education in
general. The schocl boycotts which began in 1980 in the Western
Cape, and spread nationally, led in turn to an even higher degree
of politicisation. The de Lange commission was seen largely by
radical scholarship as a means of handling capital's concern with
shortages of skilled labour. Despite this cynicism, it is an irony
that ten years later a number of the commission's proposals were
also some of the most significant areas of concern being debated.
A single ministry of education, an advisory Council of Education,
free and compulsory basic education regardless of colour, creed or
gender, equal opportunities for all, and a blend of formal and non-
formal education financed by both the state, and the private and

public sector, are at the heart of the Education Renewal Strategy

Discussion Document (1991).
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While the government White Paper of 1983 accepted the principles
enunciated by de Lange, and supported some recommendations, the
government also reiterated its commitment to the principles of
Christian National Education. A policy of separate education was
entrenched in 1984 as a result of the National Policy for General
Educational Affairs Act, which stipulated a department of 'general’
affairs, the Department of National Education, and three 'own
affairs' departments for the different population groups. This
development was defended by the then Minister for Education and
Culture, Mr P.J. Clase, on the grounds of self determination and

cultural differences.

It is clear that the reforms proposed by the de Lange Commission
failed to bear significant fruit in terms of racial desegregation.
Instead, the policy of segregation was reinforced by the provision
cf 'own affairs' education. I thus accept Buckland's (op.cit.)
argument that these changes were made to serve the interests of the

dominant Nationalist government.

In 1984 a series of nation-wide boycotts and protests developed
into an orchestrated campaign to boycott electicns for the new
tricameral parliament. Beginning with a school-related issue
(irregularities in the marking of the 1983 Matric scripts, and the
poor Matric results of black students), student protests soon
became more overtly political. In 1985 a partial state of

emergency was declared, and was extended intc 1986. Students
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called for 'Liberation before Education', and the crisis in
schooling was intensified. The Soweto Parents Crisis Committee
(SPCC), and the National Education Crisis Committee (NECC) were

able to assist in organising a conditional return to school.

'wOlpe's (1989) postulation of three theses that purport to reflect
approaches to education adopted by proponents of 'People's
Education' during the period (1986-1989) is compelling. The first
thesis, according to Wolpe, was that education plays a fundamental
role in the structuring of social differences. The second thesis
regards education as an instrument of social reproduction, whereby
the wvalues of the dominant class are reinforced and racial
structures are reproduced (the strategy of the boycott was one
response to this approach). The third position rejects the notions
of the first two, and holds that the relationship between education
and the social system depended on the 'concrete conditions'
(op.cit.:4) pertaining at the time. Wolpe defines these conditions
as those social, economic and political conditions existing both

within, and outside of, the educational sphere.

I am persuaded that NECC policy in 1991 reflected an acceptance of
the third position postulated by Wolpe, and that this position

suggested a multiple strategy whereby three elements were linked:

= A vision of people's education enabling the disenfranchised to

understand the inequalities inherent in the apartheid system,
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and to prepare them for participation in a democratic, non-

racial system.

2. While people's education could not be implemented before a new
political dispensation was in place, nevertheless the process

could, and should, begin immediately.

(8]

The acquisition of skills by the black people, and the
professionalisation of teachers, 1is a necessary part of the
national liberation struggle, and therefore must occur as soon

as possible.

The release of Nelson Mandela in February 1990, and the declared
aims of the Nationalist government under President F.W. de Klerk in
working towards the total dismantling of apartheid structures, and
towards a government of national wunity through a process of
consultation and negotiation, were regarded by many commentators as
a clear indication of a willingness both on the part of the
government, and the radical black opposition movements, to work
towards a compromise in terms of a future political and economic
dispensation. The rejection of this view by both white (the
Conservative Party, for one) and black (the Pan African Congress),
political groupings, showed that deep-seated historical, political,
social and econcmic conflicts between the various groups would not
be easily resolved. The continuing violence, large-scale

unemployment, the remains of the last vestiges of institutionalised
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apartheid structures, and the unequal provision of educational
opportunities, all militated against a quick solution to the
problems created by the apartheid system, despite the signing of an
historic peace accord between President F.W. de Klerk, Mr Nelson

Mandela and Dr Gatsha Buthelezi on Saturday, 14 September 1991.

I suggest that the link between these broad social and political
developments, and racial integration in white South African
government schools is clear. Gramsci's (op.cit.) argument that
state power is maintained by a ccmbination of consent and coercion,
and his view of how hegemony is maintained, is compelling because
it explains the use of racial categories in the South African
(historical, political and social) context, and provides an
explanation of a form of thinking maintained both by laws and by
everyday practices. Applied to this study on racial integration it
could not simply be assumed that bringing black and white pupils
together in schools (in this case a 'Model B' school) would
necessarily shift pupils, teachers and parents' views on race. In
this regard Gramsci's notion of a 'contradictory consciousness' is
compelling. The contradiction which people experience "does not
permit of any action, any decision, or any choice, and produces a
condition of moral and political passivity" fop..cit, 3337,
Christie (op.cit.) concludes that when people meet with situations
which run contrary to the existing power relationships, their
consciousness does not necessarily change and further suggests that

even people who may not actively support racial divisions may be
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unable to envisage alternatives. Consequently, the existing social

patterns are adhered to.
Section 1.2.2 attempts to view government policy towards racial
integration in the light of the historical, social, and political

currents discussed in this section.

LS Government policy towards racial integration in schools,

1990 - 1284

Reference has already been made to the introduction by the state of
three 'additional' models for the provision of schoeoling in South
Africa (section 1.1). The basis of the 'Model B' concept was that
black pupils could be admitted in to white government schools
provided a minimum of 72% of parents voted in favour and on
condition that at least 80% of parents participated in the poll.
The general principles enunciated in the document were particularly
significant as they reflected the limits of the state's willingness
to entertain an 'open' schools policy. The 'mission' of the
Department of Education and <Culture Administration : House of

Assembly was the

provision of excellent and relevant education originating
in the cultural milieu of a local community, that is,
schooling which has a Christian and broad national
character and which 1is provided to its target group
through the medium of the mother tongue. (1992:1)
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This 'mission' statement reflected an overriding concern by the
state to preserve, in white government schools, the concept of an
education 'Christian' and 'National' in character. Since 1967
these concepts were firmly rooted in the ideoclogical discourse of
the state. It is clear to me that the ethos of the dominant
paradigm was reinforced. Further, there was evidence of a
technicist approach towards managing change; education was
'provided' to the 'target group'. Progress appeared to be viewed
as sequential, fixed as an ideal type, and was removed from a
concept of adaptation to circumstances of what was conceived as the

nature of things (Popkewitz, 1984).

It is my view that the «criteria established ensured the
preservation of the ideology of the state, and further that any
changes would be, at best, mildly reformist. The following

criteria were stipulated:

1. Mother tongue instruction to be the official medium of

instruction, that is, Afrikaans or English (point 3.3).

2 The majority of pupils (51%) must be white (point B )

= The curriculum must reflect the culture of the target group,
that is, must be Christian and national in character.
However, the curriculum may include an introduction to a wider

cultural world (point 3.4},
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4. A policy of differentiated education must be offered that
takes account of the aptitudes and abilities of individual

pupils (point 3.5).

5. White pupils from the natural feeder area of the school must

receive preference when admissions are considered (point 3.6).

6. Any change in the admissions policy of a school may not
detract from the traditional values and ethos of the school

(point 3.7).

It was emphasised in the document that the basic principle (that
education shall be Christian and National), enunciated in the
National Education Policy Act of 1967 (Act 39 of 1967), and the
policy, announced in the Government notices of 16 May 1969 (Notice
R809), and Notice R2020 of 12 November 1971, reinforcing the 1967
Policy Act, must be adhered to. It is also significant that the
Minister reserved the right of veto, and could only be 'requested'

to change the existing legal status of a school.

I challenged the implications of the 'Model B' concept of racial

integration on the following grounds:

1. The insistence on Afrikaans or English as the medium of
instruction (point 3.3) denied the reality of a large black

pupil population who vastly outnumber white pupils, and who



18

speak a variety of languages.

The insistence that the majority of pupils had to be white,
and that the curriculum had to reflect the culture of the
"target group' (presumably even where, as was possible, there
was an almost eqgual number of black pupils) further reinforced
the document's pre-occupation with the preservation of the
cultural ethos of the dominant paradigm, excepting that the
curriculum could include an ‘'introduction' to a 'wider'
cultural world (pocint 3.4). This token acknowledgement of
cultural differences was hardly even reformist, let alone
providing for a transformation (as demanded by the NECC) of

schooling in South Africa.

Point 3.6 (giving preferential treatment to white pupils from
natural feeder schools), further entrenched the structural
inegualities created by the policy o©of separate development.
It is not made clear in the document whether white pupils who
were not in the natural feeder area of the particular school

would have preference over black pupils in the same situation.

Point 3.7 entrenched the cultural ethos of the Nationalist
government as inviolate, 1f it is accepted that the ethos of
white government schools was reguired to be 'Christian' and

'National' in character.
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Further stipulations with particular reference to the 'Model B'
school were that provision would not be made for additional
facilities or funding, alternative arrangements would be made for
pupils whose parents did not wish them to remain in the school, and
that while teachers wishing to leave the 'Model B' school would be
treated sympathetically, they could not, according to law, insist

on being placed elsewhere.

The new proposals of 'additional' models of schooling for state
schools could be viewed as a specific response to political,
social, and economic pressures on a government that was unable to

shrug off the legacy of Verwoerdian-style apartheid.

Consequently, this shift in state policy, as evidenced by the
introduction of the alternative models of education, did not
necessarily reflect a commitment to alternative wvalues. Despite
the fact that Mr Piet Clase was replaced by Mr Sam de Beer as
Minister of the Department of Education and Culture, Administration

House of Assembly, statements made by Clase reflected the

tensions that existed within the state:

An education policy is primarily based on proven
educational norms, as well as practical considerations
such as the communication of culture, the realities of
the composition of the population, all relevant
legislation, and demographic factors. (Cited in Bot,
1990:33) :

In my view these 'proven norms' were synonymous with the state's
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concept of culture as embodied in Christian National Education
(CNE), and therefore were applied in terms of that concept, while
the demographic composition of the population was largely the
result of the policy of separate development. Further the nature
of the 'relevant' legislation was not substantiated. The reference
to 'all relevant legislation' further created the impression of a
government committed to public goals, while in fact sectional

interests were both served, and obscured.

I contend that the real factors that influenced new directions in
state policy towards education had little to do with the acceptance
of an alternative value system, and a great deal more to do with
factors relating to social, economic and political pressures, among

which the following were particularly significant:

1. Demographic changes resulted in a more intensive urbanisation
of blacks. The establishment of Free Settlement Areas, and
the decision not to prosecute in terms of the Group Areas Act,
were partial responses to these geographic shifts in

populations.

2. The rapid growth of black pupil numbers and the realisation
that Dblack education was both underprovided for and
qualitatively inferior to the white education system, together
with the decline in white pupil numbers, resulted in a policy

of rationalisation that led to a decrease in the level of
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subsidisation for white schools. This ’'rationalisation'
policy represented an attempt to apply a technical solution
implemented through a centralised institutional authority and
control. This policy failed to take account of educational
issues relating to severe shortages of qualified teachers and
the lack of adequate facilities in black education, because no
provision was made for empty white schools to be used by other
departments of education, or for ’'surplus' white teachers to

be utilised in black schools.

The question of white overprovision and black underprovision
forced the government to re-think its policy on what to do
with closed white schools. Mr Sam de Beer (Minister of the
Department of Education and Training) instructed in 1991 that
the department's officials were to streamline the transfer of
empty white schools to his department. The National Education
Crisis Committee undertook to assist in preventing
confrontations or the 1llegal occupation of empty white

schcols (The Daily News, 23 August 1991).

The spectre of massive unemployment, together with the need
for skilled workers, forced the state to consider urgently
creative ways of developing curricula that would improve the
levels of skills among white and black pupils. The economic
reality of high wage levels, but low productivity, led to a

serious decline in South Africa's ability to be economically
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competitive. Linked to this was the low proportion of
scientific and technologically-trained manpower in comparison
to that of other middle eccnomy countries (abcocut 1/4). These
demands for a skilled work force are directly relevant to this
study of racial integraticn in a 'Model B' schocl. The white
education system, with its focus on an academic curriculum,
has been accused of irrelewvancy. Sunter has stated that the
fastest-growing category ¢f employment in the world is that of
small business, and that the content of education has to be
relevant for a countrv's social and eccnomic needs (1989:30).
The proposals of the Walters Report, tabled in April 1990, and
the proposals c¢f the Educational Renewal Strategy [(ERS)
committee, were attempts to vre-focus the academic and

technical demands of the aconomy. However, as Miller {19G61)

[

pointed out, the way in which these committees were formed
(with & lack of representation from different education
departments) "seriously ccmpromised the legitimacy of those

appointed to evaluate a system of education that enjoys liztle

suppcrt with the country's disenfranchised majority"

e

).
Both the African National Congress (ANC) and the NECC reiected
the ERS document (stated by Nathu Mthembu, Secretary of the

Durban Regional Branch of

D

e NECC at & conference at Edgewcod
College of Education, Pinetown on 2 August 19913,
While the African National Congress supported in principle the need

+ : 4 1r 5 Yo i~ - K . -~ ~
tc teach technical skills ir schools in order to generate

ci
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stronger economy, it warned against the uncritical acceptance of a
system that might provide more power for private capital, and

thereby widen the gap between rich and pcor. (Nzimande:1991)

In regard to shifts in state policy in education, it is my
contention that the state was engaged in an attempt to retain the
consent of the governed, by maintaining its power base through a

cambination of "consent' and ‘coercion’ (Gramsci, op.clt.).

te e Support for racial integration in schools

Christie's (1990) study of racially mixed Catholic schools in South
Africa pointed to a general acceptance among pupils of racial
mixing. The majority of pupils surveyed and interviewed were
positive about racial integration (79). However, Christie noted

the following:

Although open schools were taking an explicit stand
against racial segregation, they did not usually confront
overtly political issues in their day-to-day practices

What is striking is the sedimentation of fragmentary

and even contradictory views ... so that challenging one
part does not necessarily imply a dismantling of
accompanying parts ... the opening of schools to all

races does not itself necessarily end the dominance of
racial thinking. (Excerpts from pp.79-80)

Christie’'s conclusions suggestzd that simply sharing the same
facilities together would not necessarily break down vears of

racial prejudice generated by an apartheid ideology and the concept
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of cultural and class supremacy. I am persuaded that Christie's
findings provided a further justification for this study as an
opportunity to locate the relevant issues within the social,

political and historical context of the school studied.

With regard to the views of educationalists outside the specific
school studied, I noted that several English-speaking teachers'
organisations supported racial integration at school level. The
Natal Teachers' Society, and the South African Teachers'
Association called for a single system of education under one
department, and for a devolution of decision-making to the local
level of the community and school. These organisations further
demanded that schools be able tc determine their own admission
criteria, without conditions imposed by the state. Thus, while the
'Model B' school was accepted as an interim measure preceding the
opening oif all schools without restrictions, these teachers'
crganisations severely criticised what they considered to be the
state's preoccupation with preserving a narrow cultural ethos. The
English-speaking parents' associations tended to support local

autonomy by the community, althougn it is clear from reading

or

letters in the press that there were divergent views.

Advantages cited by supporters of integration included greater

1t

raci colerance, the acceptance of all groups as equals, improving

o]

t

o

e self-concepts of the black pupils, and preparing all pupils for

the democratisation of all laws, policies and structures in a
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future dispensation. I supported these standpoints and rejected
the state's policy c¢f imposing reforms without consulting and
negotiating with all the groups involved in the process of
education in Scouth Africa. I further regarded the state's failure
to consider demands for the formation of a single education
department, and the opening of schools to all races, as an attempt
to disguise political intentions by making the issues dealt with
appear to be simply matters of administration. The state thus
failed to deal with the demands of the majority of Scouth Africans
for a new educational dispensation that would provide a remedy for
their cultural, economic and social impoverishment (Miller,

op.cit.).

Despite the support for racial integration in white schools by the
Natal Teachers' Society (NTS), a survey conducted by Bot and
Schlemmer (1986} for the NTS indicated among its members a concern
with the possible drop in standards of education resulting from

mixing advantaged white students with educationally disadvantaged

\

black students. 73% of the teachers surveyed in 1986 agreed or
agreed strongly with the statement that "racial integration will
2lmost certainly mean the lowering of present standards for white
children" (7). The survey also found that the following issues

were o¢f particular concern; the percentages indicate +the

seriousness of the problem:
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Differences in school readiness 90%
Age difference betweer. black and white pupils 88%
Language problemns 87%
High degree of politicisation of black pupils 86%
Difference in cultural background 30%
Difference in parenta. support and interest 60%

A further finding was that 33% of teachers recommended the

acceptance of Dblack pupils into white schools on merit, 22%

suggested that age and locality were decisive while 10% favoured a

quota system.

The authors concluded that

even teachers with what could be described as a high-
change ideology ... are concerned that school integration
would involve a lowering of standards and produce
problems connected with the age differences in classes,
the politicisation of black pupils, cultural differences
and school readiness generally. Possibly as a
consequence of these concerns, no more than half of this
group would endorse an immediate integration of schools
subject to practical controls, and less than a third
would suggest that existing scheools in white suburbs be
made accessible to pupils from the townships ... The
gradualism of the majority stems from what appears to be
a keen factual awareness of a range of issues and
problems which would complicate a wide spread process of
school integration ... Where such problems are addressed
or taken into account in the guestions presented to

teachers, six to seven out of ten are willing to endorse
school integration. (21)

Bot and Schlemmer's report has been discussed at length because it

is directly relevant to a focus within this study on social,
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academic, and political issues arising from racial mixing in a
'Model B' school. Some of the issues raised were explored by

myself in interviews with pupils, teachers, and parents.

I do not acknowledge the concerns raised in Bot and Schlemmer's
study as reflecting a rejection of racial integration. Between 60-
70% of respondents were willing to endorse integration provided the
problems raised were taken inteo account 1in any integration
programme. Further, while these findings were based on what
teachers were expecting from racial integration in schools, it is
hoped that this study will illuminate the opinions of teachers,
pupils, and parents based con both expectations of, and experiences
in, a racially mixed government high school. In 1990 Afrikaans
schools were generally considered to oppose integration. There is
no doubt that integration in some white state schools was regarded
as sensitive, and as a potentially explosive issue. The
Conservative Party (CP) came out openly against integration. In an
article published in several newspapers simultaneously throughout
South Africa 1in October 19%0, as a response to the three

alternative models offered, the Conservative Party made the

following claims:

1. Education is a generic process and as such is culture-bound.

2. Non-racial education is a myth. Without the commanding

symbols of nationalism, identity, history and heritage,
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education is empty and meaningless.

3. Attempts overseas with multi-cultural educatiocn have been

largely unsuccessful.

4. The proposal to open white schools to all races is just

another step towards ethnic disarmament.

5. The inability of blacks +o cope with white educational
standards has been starkly illustrated in Zimbabwe and

Swaziland.

The article (1990) concluded that parents should reject the 'phony'

models, and vote for the status guo.

The notion of education as 'culuure-bound' 1is rejected and the
views of Cushner and Trifonovitch (1991) are accepted as a basic
premise of this study. These researchers posit the existence of
cultural universals that are found among all pecople, and form a
foundation. At the next level !the shared-group level), people
from a common heritage learn certain things in a similar manner.
At the top o©f this hierarchy are individual strengths and
interests. This acknowledgement of the diversity of people also
recognises the objective and subrjective components of culture
(Triandis, 1972). While the objective components refer to visihle,

tangible artifacts such as food, clothing, and possessions, the
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subjective components include attitudes, values, norms, and the
roles people assume (op.cit.). It is at this subjective level,
according to Cushner and Trifonovitch, that most intercultura

misunderstandings occur. The authors further state that learning
a culture is similar to learning a language, and occurs Dby
observation, trial and error, and continuous reinforcement. This
view clearly rejects the notion of culture as a generic pProcess
that excludes cross-cultural learning and interaction. The view
that culture and language are learned affectively, not cognitively,
reinforces the importance, in my view, of the need to open schools

to all races from the pre-primary phase.

I further reject points 2 and 3 of the Conservative Party article,
and argue that successful activities and strategies to break down
cultural barriers exist; Slavin's (1979) co-operative learning
research, Brislin, Cushner, Cherrie and Yong's (1986) culture-
general training strategy, and Cushner's (1989) problem-solving

strategies among high school students are examples.

Cushner and Trifonovitch prcpese that a goal in cross-cultural
training 1is to help others to develop an "ethnorelative'
perspective (6). This implies that there are other equally valid

ways of viewing the world.

I reject the premise (point 5 of the CP article), that the

inability of blacks to cope with white educatiocnal standards
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relates to 'generic' cultural differences, and suggest that blacks
have been deprived of enjoying the same opportunities as whites,
given the historical, social, political and economic context of

education in South Africa.

Despite the strong rejection of school integration by a number of
groups, it is evident that acceptance of open schools among whites
increased over the years. Rapport's publication of surveys
conducted by Bot and Schlemmer (1989) indicated that between 1981
and 1987 a higher degree of acceptance was evidenced among whites
for either a partial or selective integration process, regardless
of language or political persuasion. Further survey results
indicated that while 57% of CP voters supported integration, 43%
were willing to accept a form cof integration either in private
schools, Free Settlement Areas, or even in state schools (Bot,
op.cit.:40). Thus, while it was evident that there were serious
reservations towards racial integration in schools among 43% of
Conservative Party voters, I view the statement of +the then
Minister of Education and Development Aid, Dr Gerrit Viljoen that
"as far as the white community is concerned (separate education) is
the wish of the voters - very strongly so, and with great

conviction" (1990:33) with some scepticism.

The initiatives of the statz in offering three 'additional' models

for schooling were viewed with scepticism by the African Naticnal

+h

Congress as part of a state pclicy of preserving the existing power
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relationships; Nzimande (1991:1) argued that

What is clear though is the fact that under the guise of
preservation of the different cultures the Government has
ensured that whites dominate in all spheres of society.
The relations of domination have been enhanced and
promoted by education in this country.

With particular reference to the 'Model B' concept, and to the
existence of private schools, including the 'Model A' concept of
state schools that have been privatised by their communities,
Nzimande accused these schools of being 'assimilationist' in the
sense that the ethos of these schools remained white (op.cit.).
Nzimande concluded that the Model "B’ concept of racial
integration, while espousing equal opportunities and cultural

diversity;

misses that one can allow some cultural diversity without
changing the power relations that exist in society

Given the structural inequality that exists in our
sociely and its racial dimension, equal opportunity only
means 1in practice equal opportunity with o¢thers in

similar social positions. (2)
T acknowledge this concern with the social, political and
historical context of schooling in South Africa. Nzimande called

for the pullding of a naticonal culture;

the ANC does not view culture as a static thing
culture is created by human beings, so it is subject to
constant change. It i1s dynamic in its very nature
The people of South Africa can and should develop a new
culture, cne that is informed not by racial divisions,
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but by national interests. (2)

I accept Nzimande's argument, provided that 'national' interest is
not taken to mean the interests of the state as & political
machine. Nzimande rejected the three models as 'the opening up' of
schools, arguing that they were an attempt tce save white schools
threatened with closure, and called for a single non-racial
education system as the best means of ensuring the creaticn of non-
racial democratic structures. He arqued for an admissions policy
that was 'affirmative' of the pupils' potential rather than their

past performances.

Nzimande's view that state policies reflected the enhancement and
promotion of relations of domination under the guise of the
preservation of the different cultures is compelling, as is his
view that 'multi-cultural’ education (incorporating the view that
cultural diversity must be recognised and promoted) would not
necessarily lead to the liberation of the oppressed blacks, or to
a non-racial democratic South Africa. However, I regard the three
models of school integration as having provided a 'space' wherein
teachers, pupils and parents of all racial groups could begin to
accept each other as fellow-South Africans. Nzimande's call for a
single non-racial education system was, in my view, consistent with
the need for a more equitable education between black and white

pupils.
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In a paper titled Open Schocls : Reform or Transformation, Carrim

and Saved (1991) critically examined the opening of white schools
tc all pupils. While arguing that the proposals were inadequate,
because they failed to remedy the educational inequalities of black
pupils, the authors believed +that the space oififered by the
proposals could be used creatively in the struggle for a single
non-racial education system. The educational inequalities of black
South Africans were nighlighted, according to the authors, by high
teacher-pupil ratios, low teacher qualifications, overcrowding,
inadeqguate facilities, shortages of textbooks, irrelevant

curricula, high failure and drop-out rates, and insufficient

schools. The authors claimed that the three models did not
1. challenge the foundations c¢f apartheid education

2. respond to the demand for a single education devartment
3. respond to the demand for a 'pecple's' education

4. respond to the backlogs caused by apartheid education

5. problematise the nature of white education itself. (22)

I encdorse these criticisms, particularly the claim that the naturse

of white education was regarded as non-problematic.

I support the claim that the state's provision of ‘'additional'
models reflected a reformist mode {(the term 'additional’ implicitly
implies that the status quo, that is, segregated schooling, could

be retained).
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It is my hope that this study will '"illuminate' issues that will
provide some insights, leading to action by the participants, that
will promote a relevant educational policy and practice in the

school studied.
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CHAPTER TWO

2. RESEARCH DESIGN AND METHODOLOGY

2.1 Introduction

The purpose of this study was to generate issues and themes arising
from the introduction of the 'Model B' concept of integrated
schooling and thereby to illuminate attitudes and opinions towards
school integration, in the hope that this would contribute to
effective and appropriate decision-making within the institution by
the participants, as well as by ocutside bodies and groups such as
education officials, researchers, and curriculum planners. The
purpose in illuminating issues generated within a single case study
was to provide as complete and objective a picture as possible of
issues arising from a study of the specific institution selected,

given the constraints of time, money and resources.

This chapter provides a theoretical justification for the research
cdesign and methodology, focussing on three key aspects: the
research design, justification for selecting a case study of a
single institution, and a discussion of issues relating to the

evaluative aspects of the study.
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2.2 Generative research design

In this case study of a single institution it would be important to
gain the views of as many participants as possible, using multiple
Soﬁrces of evidence that could be compared by means of
triangulation (Denzin, 1970). This would hopefully strengthen the
internal wvalidity of the study, and counteract the inherent

subjectivity of the case study approach.

I planned to utilise a strategy of multiple operationalism
(Burgess, 1982) taking into account the particular social,
historical and political contexts of education in South Africa
(Simon, 19806). Traditional triangulation methods, (Denzin,
op.cit.), whereby informal methods are used to enrich the data
generated by the use of formal measuring instruments, was rejected
in favour of a strategy that allowed the target population itself

to generate research issues and themes.

The following theoretical model illustrates the broad desicn
approach adopted in this study; details of the specific

applications are discussed in section 2.3 of this chapter.



DIAGRAM
Multiple Operationalism
Phase 1: Generating issues and themes from the target population
Content analysis varieties of participant
of documents cbservation
Phase 2: Fleshing out the issues and themes: non structured
(informal) interviewing
Phase 3: Illuminating issues using questionnaires and structured

interview schedules

Simon's (op.cit.) argument for an 'indigenous' model of research
investigation suitable for the local South African context, was
accepted as a basic premise of this study. The essence of the
local contexts of education in South Africa is the effect of
institutionalised apartheid in entrenching relations of domination
and subjugations. Thig has led to an unequal provision of inferior
education to black pupils, resulting in expressions of hostility,
and leading to severe social, eccnomic, and political dislocation
and disruption. Since traditional triangulation presupposes
concepts tested or explored +thiat are predetermined by the
researcher (op.cit.), it was necessary, in the 1light aof the

problematic nature of South African education institutions, to
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transform the methods of traditional triangulation. The model
illustrated in the diagram above provided for a more relevant and
flexible method of generating issues important to participants in

a particular context.

Accepting the premise that no single method of research is always
supariar {Denzin, ap.git.); I used both informal and formal
techniques in the gathering and analysis of data. This use of both
gualitative and gquantitative methods of enquiry ensured an
integrated approach of whole-method analysis (Burgess, op.cit.).
Comparisons were made between the gualitative and quantitative
data. Statistical relationships were interpreted by reference to
field observations and interviews. Further, the selection of
gquestionnaire items was based on field observations and

unstructured interviews.

Denzin (1970:36) presents a comprehensive list of problems inherent

in the techniques of participant observation:

These include gaining entry into the group to be studied,
establishing and maintaining membership after entry has
been achieved, avoiding altering by one's presence the
behaviour of the observed, maintaining objectivity in the
face of new experiences, recording and analysing the data
- which are largely qualitative - and overcoming the
ethical aspects of observation.

Other concerns relate to researcher bias (any belief in a value

free approach must be questicned), 'going native' (when the



39
researcher subjectively identifies with, and defends the values of
those studied), and missing vital episodes (not being on hand when
crucial episodes occur). In regard to ethical con-siderations,
Denzin cites 'the unintended harm that might arise from such
observations, not to mention the publicity and the uncertain
quality of the field observations themselves' (op.cit:190). These

concerns are taken up in section 3.5.8 of chapter 3.

Simon (1986:15) refers to the weaknesses inherent in gquestionnaires
and structured interview schedules such as ‘'limitations of
observable categories, the reification of human consciousness,
limitations of time and place and problems of entry'. Turner's

(1974:197) concern that

A science of society that fails to treat speech as both
topic and resource is doomed to failure. ... and yet,
although speech informs the daily world and is the
sociologist's basic resource, its properties continue to
go almost unexamined

was noted and led to a strong focus on the illumination of issues

arising from interviews.

While bearing in mind the concerns expressed by Denzin et al
regarding the problems of participant observation, I considered
participant observaticn ¢s essential in identifying relevant
problems in the institutior and utilised triangulation in order to

ensure that as complete a picture as possible was obtained in the
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early stages of research. Denzin's definition of participant

observation served as a peint of departure in this regard:

a field strategy that simultaneously combines document
analysis, respondent and informant interviewing, direct
participation and observation and introspection

(0D 1L 1188 ) .

Simon's (op.cit.) view of content analysis as a hermeneutic
research method which uses the technique of empathy, served as a
further point of departure. Consequently, it was used to generate
issues and themes, and not to test hypotheses. Content analysis is
useful particularly as a means of disclosing differences 1in
communication content, expaosing propaganda techniques, and
identifying the ethos or spirit of the institution. Issues
relating to confidentiality are discussed in section 3.5.8 of

chapter 3.

Informal interviewing, technically defined as non-standardised
interviewing (Denzin, op.cit.), was used to 'flesh out' the issues
emerging from observation and content analysis. The following

operational definition of informal interviewing was used in this

study: 'no prespecified set of questions is emploved, nor are
questions asked in a specific order' (op.cit:36). Issues were

probed in natu

~

al settings such as the playground, staffroonm,
corridors, carpark, classrooms, and at social and sporting
functions. Babbie, 1975 (cited in Simon, 1986) points to the need
!

for a 'neutral' interviewsr when probing issues, in the sense that
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the probe should never suggest the answer:

The interviewer then, should be a neutral medium through
which questions and answers are transmitted. If this is
successfully accomplished, different interviewers would
obtain exactly the same responses from a given
respondent. (172)

The third stage of the generative research design involves the
illumination of various issues generated by means of
questionnaires, formal interviewing and experimentation. Both
guestionnaires and formal interviewing formed the basis for
illuminating the issues generated in this study. Experimentation,
whereby scmething new 1s introduced 1into a situation (the
independent variable), and the results of this are measured ({(the
dependent variable), was not used in this study, as it was not
considered appropriate to the research problem. While it 1s
accepted that experimentation may be said to provide the best
solution to the problem of causality (since the independent

variable in a proper experimental setting is said to be the cause

=3

O

-

the effect) given the context of this study, it was impossible
to control +the influence of intervening wvariables or factors

(Babbie, op.cit:63). Denzin (cp.cit:215%5) argues that

The researcher can never be unequivocally assured that
his analysis has isolated all the relevant causal factors

Causal inference thus becomes a fact of social
research
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and goes on to say that the researcher must be able to demonstrate

'covariance, time order and lack of spuriousness' (215).

In considering an overall design for the guestionnaire, I rejected
the view of Backstrom and Hursh (1963) that the demographic data
should be placed at the end of the questionnaire. The view of
Simon (op.cit.) that demographic questions should not offend and
should be placed first, was accepted as a basis for the
gquestionnaire design. As Stacev (1970:81) claims, 'One guestion
which offends at the beginning may lead to a refusal to answer the
whole schedule'. Further points of departure accepted included the

following:

Questions should be worded simply, in everyday language.

Questions should not be leading 1i.e. by suggesting that a

particular alternative is the most favourable.

Questions should be singular - and not double-barrelled.

There should be a logical pattern or sequence.

A pre-test should be useful in revealing redundant questions,

ambiguity, and bias.

The questionnaire applied in this case study utilised

-
r+
ey

o1
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guestions of fact, and questions of attitude. The view of Moser
and Kalton (1973) that scaling, where possible, permits a more
accurate measurement than do other methods when attitudes need to
be identified, was accepted. In order to include a full range of
responses, and bearing in mind the exploratory nature of this
research study, open-ended questions were included in the design,
despite the problems of coding (section 3.5.5 of chapter 3 deals

with the construction and application of the guestionnaires used).

The approach adopted for this study regarding formal interviewing,
using structured interview schedules, was that of the researcher
asking questions verbally (read from the prepared schedule),
recording answers briefly, and using a tape recorder for all
interviews. The application of this is discussed more fully in

section 3.5.6 of chapter 3.

2.3 The case study approach

Bearing in mind the particular social, political and economic
contexts of education in South Africa (see Chapter 1), I adopted a
generative research process within a single case study. An
adherence to a classical scientific paradigm of research was

regarded as unsuitable and problematic when investigating problems

in which human behaviour, action or intention play a large pari

=

(Stenhouse, 1982). I accepted Yin's (1983) view of case study

9]
mn
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an enquiry that investigates a contemporary phenomenon
within its real-life context where the boundaries between

phenomenon and context are not clearly evident, and in
which multiple sources of evidence are used (23).

In order to cope with the demands of time, money and resources, I
adopted a condensed field work approach (Walker, 1974) that
attempted to portray (Stake, 1978) illuminate (Parlett and
Hamilton, 1972) and evaluate racial mixing in a co-educational high
school as a single unit of analysis. A practical advantage in

adopting a condensed field work approach was that a research team

was not required. Cronbach's (1975) view served as a point of
departure:
Instead of making generalisations the ruling
consideration in our research, I suggest that we reverse
our priorities. An observer collecting data in one

particular situation 1s 1n a position to appraise a
practice or proposition in that setting, observing
effects in context. (116)

Note was also taken of Macdonald's (1971) observation that

Ne two schools are sufficiently alike in  their
circumstances that prescriptions of curricular action can
adequately supplant +tThe judgement of people in them.
Historical/evolutiona 'y differences alone make the
innovation gap a variable which has significance for
decision-making. (165)

The observations of both Cronbach and Macdonald were persuasive in
convincing me that each context is unigque, and that 'it is the

context which 1s often the key to understanding effects in
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education' (Nisbet and Watt, 1982:9). Stenhouse's point that "the
conditions of condensed field work radically alter case study and
require us to rethink its rationale and validity" (op.cit.:264) was
noted, and multiple sources of evidence were used. Despite the
constraints of time, money and rescurces, I was able to include
participant observation as a part of the generative research

design, albeit in a limited form.

Note was also taken of Walker's (1983) warning that there may be
distortion if too much emphasis is placed on what teachers say.

The problen, argﬁes Walker, is one of balance:

How much emphasis should be placed on the reports given
by teachers as opposed to those given by pupils, by
parents,; by chief education officers, by civil servants
...7 (161)

Walker goes on to explain the difficulty o©f 'balancing' the

account:

It 18 not enough to reveal what happens in classrooms if
vou do not at the same time reveal what is happening in
staff meetings, in the head's office, in the local
education authority ... (162).

In deciding to study a single institution, I felt it was important
to allow all the participants in the institution an opportunity of
expressing their views (see Chapter 4). My decision to focus on a

single institution was based on the assumption that
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individuals operating in highly ideosyncratic situations
themselves appreciate descriptions of individual

instances in action because they can relate them to their
own experience (Simon 1987:73).

The application of a generative research strategy using multiple
sources of evidence that may be compared by means of triangulation
(Denzin, 1970) was regarded as an adequate means of ensuring a
reasonable degree of internal validity to counteract the inherent
subjectivity of the case study approach. Simon's (op.cit.) view
that case studies should be inconclusive accounts containing
accurate reports of the divergent and convergent views of all the
participants (67), was accepted as a basic premise of this study.
I attempted to resolve the dilemma of, on the one hand, a
commitment to inform the participants of all the issues generated
in the study, and, on the other hand, an acknowledgement that
"people own the facts of their lives" (Walker and Macdonald,
1975:3), by offering all the participants confidentiality. I noted
Simon's (op.cit.) view that a democratic approach to generating
issues by means of condensed field work is problematic; a
democratic approach whereby negotiation with each participant was
accepted as a point of departure might well require more time than
was avallable, in order to ensure that all the checks and balances
were built in. I also ackncwledged that while I might have offered
confidentiality by using fictitious names in the research report,
it was impossible to protect the school from recognition by the

pecple who work in it.
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2.4 Evaluative aspects of the study

Central to this study of a 'Model B' school are the concepts of the
"instructional system' and the 'learning milieu' espoused by
Parlett and Hamilton. This study i1lluminates an innovation (the
decision by the school to admit black pupils under certain
conditions) and how this may have influenced the thoughts and
actions of participants in the school environment, and, whenever
possible, outside this environment in the wider society. A further
purpose of this study has been to recognise the interaction between
the 'instructional system' and the 'learning milieu'; in effect
this has been my focus of attention, since it is a basic premise of

this study that

The introduction of an innovation sets off a chain of
repercussions throughout the learning milieu. In turn
these unintended consequences are likely to affect the
innovation itself, changing its form and moderating its
impact (Stenhouse, 1975:113).

Consequently this study has attempted to illuminate how a 'Model B’
school operates, the views of the participants as to perceived
advantages and disadvantages, whether the academic programme has
been affected, what it is 1like to be a participant in the
innovation, and what the main features of the innovation are.
Crucial to this study is a view of education as.a process; the
implementation of an innovation results in changes taking place

within the institution. These changes occur as a result of the
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influence of social, psychological and material conditions on the
process of teaching and learning in the school. Thus the school

must be studied within its historical, social and economic context.

Walker's (op.cit.) contention that as researchers and evaluators
"we enter the political arena because knowledge is often the basis
on which power is legitimated" (36) was accepted as a premise of
this study; an illuminative study must reflect the different
values of the participants, as well as the range of interests
served. In this regard the views of Popkewitz (1984) on the nature
of evaluation as a political activity, were noted. Popkewitz
argues that while a social and political theory is implicit in case
studies, the relationships of subjective conditions of people to
historical conditions are not explored. He concludes that the
relation of the actual 'case' to the wider social context is
ignored, and defines the wider social context as one in which
"meanings, values and actions are made credible and normal" (177).
I support this view and consequently have attempted to locate this
study of a single educational institution within both the local
contexts of school and community, as well as within the broader

social, political &and historical contexts of education in Socuth

Africa (see Chapter 1).

Parlett and Hamilton's (op.cit.) notion that different learning
environments share many characteristics, and that both teachers and

pupils encounter 'parallel' sets of problems, leads me to helieve
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that the findings of this study may be useful and relevant to other
academic institutions and organisations. Thus while this study is
confined to the evaluation of a single institution, and contains a
full documentation of the issues generated in the institution, I
believe that there is scope to expand this study from the small
sample selected to a larger-scale enquiry (for example, through
multi-site case studies) that may vield generally applicable

trends.
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CHAPTER THREE

3. CONDUCT OF THE STUDY

3.1 Introduction

A decision by the state to offer integrated schooling within the
choice of three models, reflected a change in policy which created
the possibility for a fundamental change in the nature of

schooling.

I purposely selected a co-educational, urban, racially-mixed high
school that served as wide a cross-section of social and economic
groupings as possible. Grounds for selecting this purposive sample

(Moser and Kalton, 1973) included the following:

* Co-educational schools, when considering schools in all the
various education departments, are more representative of
schooling in general. Given a declining white enrolment, the
possibility existed that single-sex schocls would decrease

over time, particularly with respect to former white Natal

Education Department schools.

The validity and usefulness of the study would be strengthened
by including a sample of pupils from both sexes, drawn from

different soccial and economic backgrounds.
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* The school selected in the purposive sample had the largest

black enrolment of all white public schools in Natal.

* Prior to my selection of the school concerned, I was aware
that +the headmaster o0f the school selected was highly
receptive to raesearch on attitudes to racial mixing being
conducted in his school. This attitude and co-operation would

make access less procblematic.

Research in racially-mixed Catholic high schools {(Christie,
1990}, peinted to gender differences in responses that were

regarded as significant. I was interested in probing this.

* An urban school was selected for practical reasons (proximity
and accessibility) and because I believe that urban schools

serve a wide cross-section of social and economic groups.

In order to promote anonymity and confidentiality, the school was

renamed Newsa High School, and fictitious names were used

thraoughout the study.

3.2 Negotiating access

Mr Solomon, the Headmaster, encouraged me to begin initial research
in his school before the official sanction of the Natal Education

Department (N.E.D.) was received, The Headmaster's positive
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encouragement facilitated access to the people in the school. The
N.E.D. stipulated that research could be conducted in Newsa High
School provided "the voluntary co-operation of the principal and
participating staff members is obtained", and that "the identity of
the school and the individuals concerned is not revealed in any
research report" (Letter from the N.E.D., 1991). I assured all the
participants that anonymity  and confidentiality would be
maintained. As I intended to share my research findings with the
participants, it would not be possible to maintain complete
anonymity and confidentiality within the school among participants
who would recognise each other's identities, (for example, as

subject teachers) no matter how carefully disguised.

A final stipulation set by the N.E.D. was that parental consent
must be obtained, wvia the Headmaster, for selected pubils to

participate in the study.

In introducing me to his administrative staff, the Headmaster
offered me full access to all school records, and stated to the
staff, 'He's one of us', thereby promoting my personal credibility.
This was repeated during my introduction to the teaching staff.
The Headmaster further introduced me as a researcher from the
university to the pupil body during a normal assembly and
encouraged pupils to participate positively when asked to do so.
The response of the various groups; administrative personnel,

teachers, pupils, and cleaning staff appeared positive and
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spontaneous. The Headmaster's deliberate promotion of the study
had clear advantages for my research in establishing a positive
environment, clear channels of communication, and promoting
credibility. Mr Solomecn had made it clear to me from the start
that he would encourage the study since he was pleased that his
school was in the forefront of admitting black pupils. He had also
expressed great interest in learning of the responses o0f his

teachers and pupils.

In negotiating access with the staff and pupils I assured them of
anonymity and confidentiality, and that they would have access to
the findings of the study. Staff were provided with copies of the
research proposal and the research design was explained. My offer
to stand in as a relief teacher for staff was met with‘approval.
An intention to follow a democratic approach (Macdonald, 1974) to
generating and illuminating issues was reinforced by using the
daily Headmaster's briefing sessions with the staff to discuss
aspects o0of the study. This led to spontanecus, positive
interaction, with specific benefits to the research. For example,
some staff indicated that the sample for the interviews (to which
they had been given access), excluded certain pupils who had been
known to exhibit strongly negative attitudes and behaviour towards
racial mixing. Consequently, I included the names submitted in a
purposive sample, in order to test the perceptions of staff

members, and the attitudes of the pupils.



54
In negotiating access, I identified myself as a colleague who
worked in a co-educational school that seemed to share many similar
characteristics with Newsa High. I further stated in response to
a direct question posed at a staff meeting, that I supported
integration. Since I was already known to & number of staff
members, the presentation of my credentials went more smoothly than
it might otherwise have gone. While it was necessary to disclose
my stand on the principle of racial mixing in schools (in order to
be accepted as credible and genuine), as a researcher conducting
interviews and administering questionnaires I attempted to adopt a

"neutral" stance (Babbie, cited in Simon, 1986).

3.3 Illuminating and generating issues and concerns

In keeping with the concept of multiple operationalism used in this
study (Chapter 2, section 2.2), issues and themes were generated by
utilising a variety of research techniques such as hidden
observation, informal interviewing, participant observation,
document analysis, and introspection. Issues generated during this
first phase of research were then tested in a more formal phase of

structured interviews and the application of a structured

guestionnaire.

3.3.1 Forms of ocbservation used

Since the pupils were aware of my presence as a research student
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from the university, I was able to operate mainly as a participant
observer, whereby I mingled freely and openly with various
individuals and groups. Using this 'privileged status' (Crano and
Brewer, 1973:137) I was able to gather and record information.
Hidden observation (whereby I remained physically hidden while
observing pupils), was used on a few occasions and proved useful in

confirming or guestioning incidents witnessed as a participant.

Gaining access and maintaining membership of various groups was
facilitated by the willingness of staff and pupils to participate.
Problems inherent in researching groups were carefully considered.
I hoped to avoid altering the behaviour of the groups by attempting
to listen rather than talk, and ensuring that my responses to
direct questions were as neutral and non-committal as possible.
The danger of researcher bias (Denzin, 1970:36) was clearly
apparent; maintaining the highest degree of objectivity possible
was vital, particularly in my interaction with pupils who might be
easily influenced to respond in a particular way. As a 'middle
class' observer, I made myself aware of the possibility of bias in
interpreting behaviour practiced by pupils with different values
and from different social backgrounds. Further, in the recording
and analysis of data, there was a danger of bias in my note-making.
I attempted to adopt & value-free approach by reproducing, as
accurately and fully as possible, the actual words of the
participants. I loocked for recurring issues and themes and noted

these. Notes were kept in the form of a daily diary. Although I
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spent ten days in the school during this initial phase of
generating issues and themes, I was also aware that vital episodes
would be missed, and hoped that these would be highlighted in the

more formal phase of structured interviews and guestionnaires.

The following list indicates the nature of various activities
participated in or observed, that generated issues and concerns

probed in the study:

* Teaching English to Std 6, 7, 8 and 9 classes.

* Administering written comprehension exercises to these
classes.

* Participating daily in the relief timetable.

* Attending media science 1lessons, including a group doing

remedial work in English.

* Wandering around the school during tea and lunch breaks,
particularly around the tuck shop and playing fields, where
pupils congregated in large numbers.

* Cenversing with teaching staff in the staff room and marking
rocm, and with administrative staff during the odd tea or
lunch break.

* Visiting the non-teaching (cleaning) staff during their tea
breaks, and engaging in conversation.

* Completing (hidden) observation of a few physical education
lessons, and of pupil movements during specific breaks. A

vantage point in the committee room gave me privacy.
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* Attending a discoteque for school pupils, held in the school
hall on a Friday evening.
* Attending and participating in staff briefings (daily), and
several staff meetings.
* Observing standard meetings where pupil behaviour, and

academic progress, were discussed.

* Participating in school assemblies.
* Watching week-day and Saturday sporting fixtures.
* Holding informal conversations with pupils in several classes

during 'batting' (assisting with the relief timetable).
* Conversing with five students engaged in a six-week teaching

practice.

Pupil concerns generated by the initial research included the

following:

# Racial mixing was most often spoken of as either desirable, or
necessary, but also as difficult. Many pupils felt that the
meaningful development of inter-personal relationships would
take some time.

* Fears were expressed by some pupils that whites would be
discriminated against in the future - that blacks would be as
cruel to whites as whites had been to blacks.

# Most black pupils kept together in groups, and spoke Zulu
only. This irritated a number of white pupils, some of whom

felt that blacks swore at whites in Zulu.
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There was strong support for Newsa High School as a successful
'Model B' school, by both pupils and staff.
Very little racial mixing occurred in the playground or around
the sportsfield. There were a few exceptions.
Many pupils expressed a need to learn more about (especially,
Zulu culture). Allied to this was a concern that there were
insufficient opportunities for the different groups to mixz out
of school.
Mixed marriages were generally considered to be unacceptable,
as was sexual contact between members of different groups.
Certain individuals claimed that some racial mixing took place
out of school; in particular at certain Durban nightspots,
and down near the local river.
Some pupils expressed a need for school-organised social
gatherings and meetings to facilitate cross-cultural
understanding.
A concern was expressed among some white pupils that black
pupils were treated more leniently by teachers. A number of
pupils said this was "unfair".
Some of those white pupils who claimed they welcomed racial

mixing, also expressed concerns that the whites would bhe
"swamped". Then there would be "trouble".

A frequent observation by white pupils with regard to the
'Model B' choice was that "things turned out a lot better than

expected".

Some of the Prefects felt "uneasy" about disciplining black
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pupils. Many confessed they did not know "how' .
A fear expressed predominantly by girls was a lack of feeling
secure out of school, in the streets, and on the beaches.
A recurring observation was that the black pupils in the
school were "just like" the whites - their parents had similar
jobs, drove similer cars, and lived in similar houses.
However, the blacks "out there" - in the "townships", were
often referred to as "uncivilised".
Several Zulu-speaking pupils approached me and asked me to
speak to the Principal on their behalf. They wanted all the
Zulu-speaking pupils to be forced to speak only English both
inside and outside the classroom.
Competition in the classroom and on the sports-field was most
often regarded by white pupils as healthy, and ”gobd for the
whites™".
Several white males complained that the black females spoke
too loudly, and shouted when speaking.
Black pupils were shy and did not have much to say during this
first phase of research; however, they frequently referred to
the "superior" teaching and facilities offered at the school.
In casual conversations with white pupils, certain black
pupils denounced in strong terms the "township" blacks who had
committed themselves to violence. Several black pupils were
concerned that they would be targeted for attending a 'Model

B' school.

Certain white males were proud of the fact that there was a
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black male in the first fifteen rugby team.

* It became clear that there was a degree of racial mixing
outside school, and that in a number of cases parents were not
informed.

* Some pupilils indicated that they had put pressure on their

parents to accept the 'Model B' option.

The following observations were noted as the result of time spent

with teachers and administration staff:

* It was clear that the great majority of staff welcomed the
opening of their schocl to other races and groups.

* There was an over-riding concern among several teachers with

maintaining "standards"”. Others questioned the "relevance" of

present standards.

Teachers frequently referred in conversation to the "largely-

irrelevant" Natal Senior Certificate exam in terms of the need

to develop skills for the market-place. This comment was made

frequently by staff.

An interesting observation made by more than one member of

staff, and commented on by the financial secretary, was that

many of the parents of black pupils were "more middle-class"

than many of the white parents.

Certain members of staff were critical of what they regarded

as a too narrow focus on the "exclusively Christian ethos" of

the school. Other staff members, as well as the Headmaster,
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insisted that pupils entering the school should accept the
Christian ethos prescribed by the management committee.
Further potential for conflict was noted when religious
education was discussed; some staff felt that other religions
and cultures should also be explored, in order to facilitate
cross-cultural understanding and acceptance. Certain teachers
were strongly against this.

One particular teacher felt strongly that programmes should be

developed as part of the wider school curriculum that would

facilitate better cross-cultural communication and
understanding.
Many of the black pupils were struggling academically - a

number would be unlikely to pass.

A number of black pupils evidently did not participate in any
co-curricular activities.

Confrontations that may be fairly regarded as racially-based
were few and far between. Some staff spoke of how easy
"integration" had been - others claimed that racial mixing was
still largely superficial.

A frequent observation was just how successful Newsa High
School had been in taking in so many black pupils in
comparison to many other schools, scme of which were accused
of "tokenism".

It became clear that many staff saw the black pupils bheing
absorbed in to the dominant white culture - some teachers

cautioned against admitting too many black pupils.
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A number of staff, in particular the English teachers, spoke
of the need to offer a remedial English programme to "bridge
the gap".
The reduction of teaching posts and the retrenchment of staff
(the so-called state policy of rationalisation) was resented
strongly. A number of teachers expressed a willingness to
teach in black schools. Concerns were expressed that as a
result of the development of racially-mixed schools, more
staff would be required, not fewer.
The "political climate” in the country was cited as a reason
to feel apprehensive about the future. Many staff appeared
anxious that rapid progress should be made towards a political
settlement that ensured the abolition of all apartheid
structures, and the emergence of a "non-racial" go&ernment.
Concerns were expressed about the need to promote social
interaction amcng the different cultural and racial groups,
both in and out of school, in order to facilitate racial
mixing.
A few staff felt that a major reason for the acceptance of "so
many"” black pupils was an attempt to boost pupil numbers above
600, thereby improving the status of the school.
The cleaning staff, I observed, did not communicate much with
the new black pupils, except to greet them. On a few
occasions there was animated conversation about the results of

the school soccer team.

Some teachers expressed a concern about how they should
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accommodate the new pupils in terms of teaching mnethods,
subject content, testing, and so on. Others felt that the
teaching programme must be universally applied without special
consideration given to group interests or needs.
Comments were passed as to how quickly the parents of new
pupils had paid their fees, most often in cash, as compared to
many of the white pupils.
Teachers confirmed comments made by a number of pupils that
many parents had been persuaded by both their children, and
the schcocol to vote for 'Model B'.
It became clear that there was some racial mixing outside
school; in nightclubs, on the beach, and at the Wheel
shopping complex, but that parents were unaware of this. A
number of pupils supported these observations. Two specific
examples were cited of intimate relationships between the
races and cultural groups: one referred to a white girl and

black boy, the other to a white girl and coloured boy.

The issues and concerns that emerged during this initial phase of

participant observation were noted and formed the basis of the

structured interview schedule, and the structured guestionnaire.

Participant observation proved an invaluable phase of my research,

ensuring that it was the target population that generated the

necessary information, and not myself.
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3.3.2 Content analysis

The critical analysis of documents, pupil files, reports, minutes
of meetings, timetables, correspondence, letters, financial
records, newspapers, and magazines was used also for the purpose of
illuminating themes and issues. Again, my primary purpose was to
probe for issues that could be derived from within the situational
context; who is speaking, to whom, and under what circumstances.
In this regard it was important to "take into account the purpose
or objective which the specific communication 1s designed to
achieve" (Simon, 1986:32). Full access to all school records and

correspondence had been granted.

Specific documents and records that were carefully examined
included: pupils' reports (behaviour, academic progress), letters
to and from parents, counselling files, attendance registers,
school rules, school fee payment records, academic progress
schedules, 1lists of grade and subject changes, «c¢lass 1lists,
application forms for new pupils, H.O0.D. discipline and counselling

records, the school information booklet, and an admissions policy.

The examination of these records proved useful in identifying
trends in communication content, and by revealing the 'spirit' in
which the school hoth became, and functioned as, a 'Model B!
institution. Of particular importance in this regard was the

correspondence between the school and parent community.
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Following the announcement on 10 September 1980 of the provision of
three additional models for schooling, Mr Solomon had sent out a
letter to the parents of Newsa High School, dated 19 September
1990, which clearly suggested that the school management council
were committed to the 'Model B' option whereby the parents would
determine their own admission policy in terms of the criteria laid
down by the Minister (Chapter 1:3). The following excerpts were

noted as important:

a) The feeling is ... integration is inevitable ... if we decide
to take in a limited number of pupils from the other races now
in an orderly fashion, we will be able to control the

process gradually and selectively.

(Clearly, this paragraph does not necessarily reflect an
acceptance of the principle of integration, but rather of the

"inevitability" of it.) The headmaster went on to say:

b) If we wait until we have no choice ... we will not be able to

control matters and we could well have to accept all and

sundry.
c) Selected good youngsters of other races could well be assets
to (Newsa). A 'yes' wvote would give vyour committee

discretion; it does not open the flood gates.
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d) Strict conditions would be laid down ... with regard to ages

of pupils admitted.

e) An entrance examination would be instituted ... to maintain

academic standards.

) A1l pupils admitted would have to pass a test to ensure their

ability to learn in and use English.

(Sections b - f of the letter appeared to focus sharply on a
concern with maintaining standards, and with controlling admission.,
These issues ~ of maintaining standards and of the possibility of
state interference 1in determining admission criteria, were also
expressed by some teachers and pupils. I explored these issues
further when the structured interview schedule, and the structured

questionnaire, were applied.} Mr Solomon continued to say that:

a) Pupils from our own demarcated catchment area would get
preference.
h) According to the enclosed document from the Government, the

majority of pupils would have to be white.

(These concerns with protecting white hegemony were taken up
further as the research programme developed. The whole
document was ciearly focussed on reassuring white parents that

the education of their children would be protected.)
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1) Clearly the only model that (Newsa) could countenance
financially 1is Model B, and your committee asks you to
seriously consider opting for Model B, and also recommends

that we vote in favour of that option.

Interestingly, this letter did not make it clear that one of the
options was to retain the status quo. The reference to finances
was important since I had purposively selected Newsa High School as
broadly representative of a working class and middle class
community. The direct appeal to parents to support the 'Model B’
option, reinforced elsewhere in the correspondence with parents,
appeared 1in contradiction to a statement made by the headmaster

that

While your school cannot recommend a '"yes" vote, we
encourage you to participate in this process ... (letter
to parents, dated 8 November 1990).

In this letter to the parents, Mr Solomon reinforced the view of
the management council that it was directly in the interest of

Newsa to introduce the 'Model B' option. The headmaster stated

that

it is felt that to gradually introduce a non-racial
situation now ... carefully controlled while we still
have the initiative, is preferable to having it forced on
us later when we no longer have that choice.

However, the headmaster went further than the management council
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when, in the same letter, he emphasised the social and economic

value of integration:

A non-racial South Africa is a fact, and the pupils of
today and tomorrow will further their academic careers in
racially mixed institutions and will live their lives and
rub shoulders in the work-places in a non racial society.
By adopting Model B now, we can play our part in
preparing our young people for what lies ahead.

What emerged from this initial phase of research was the commitment
of the headmaster to a non-racial dispensation that would provide
equal educational opportunities. Mr Scolomon's views were examined
more closely in a structured interview as part of the second, more

formal phase of the research study.

The results of the poll held at the schocol on 29 November 1990
clearly indicate the success of both management committee and
school in promoting the 'Model B' option; of 670 votes cast, 637
voted for 'Mcdel B', with 32 against. This represented a
percentage poll of 90,42%, and a vote in favour of 'Model B' of
85,96%. Informal discussions with pupils and staff revealed that
a concerted drive had been made by the school; parent meetings had
been held, and a class competition organised to reward the class
with the highest number (proportionally) of parents voting.
Teachers (including the headmaster) had personally provided

transport for parents unable otherwise to get to the school.

In a letter to Mr Clase, Minister of Education, House of Assembly,
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the management council set out the criteria they were committed to;
applicants must be "articulate in English", must pass a "written
English test" (the standard toc be the same as that for whites), an
additional Maths test may be considered, and there should be "a
reasonable prospect of fitting into the traditional and cultural
ethos of the school" (letter to the Minister, dated 30 November

1990).

Clearly the focus on ensuring that black pupils were required to
meet these preconditions reflected a policy of assimilation, rather
than of integration: black pupils would be required to conform to

the dominant white culture.

Mr Solomon followed up the management council's letter to the
Minister with a letter to parents thanking them for their "support
and encouragement'". He stressed that pupils of other cultures and

races would

not be second class citizens, but full members of the
School Community, eligible to become members of the
School Council, and the pupils could become prefects, and
captains of sports teams if they earn these positions.

In an undated letter to prospective parents, written by the
headmaster, the requirements for admission were reinforced, and
extended: Age requirements were stipulated. There would be a one-
hour entrance examination. Parents were required to sign an

undertaking that they would abide bv the school rules, and that
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"the full enrolment, full year's fees and other charges, must be
paid on admission unless a special arrangement is made with the
Headmaster, and thereafter all school fees will be paid annually in

advance'.

The existence of two separate admission policies - one for
'‘whites', the other for 'Model B' pupils, appeared to contradict
the headmaster's statement that the new pupils "would not be second
class citizens". It also became clear that certain members of the
management council had reservations about how the school was
implementing 'Model B' at Newsa High. This was confirmed at a
meeting held by the Superintendent of Education, at which the
management council expressed concerns relating to the school's
adherence to the laid-down admission criteria. Since Mr Solomon
was on leave, the school was represented by Mr Smith, the Deputy
Principal. The Superintendent proposed that Mr Solomon should
"meet this delegation as a matter of urgency to dispel their
fears”. This letter from the Superintendent, dated 4 January 1991

stressed, among other things,

1) Under no circumstances must Model B be used as a mere vehicle

to increase numbers.

2) Please ensure that all entrance tests are of an adequate

standard.
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3) Please ensure that any financial arrangements are strictly in

accordance with accepted policy.

In conclusion, the Superintendent stated that

the main point to be kept in mind at all times is that
you as principal must be convinced that the pupils you
accept will be able to cope satisfactorily at the level
admitted without any remedial action or 1lowering of

standards to accommodate them. All other criteria of
admission as presented to your parent body must also be
adhered to.

The Superintendent's statement reflected a concern with preserving
both standards and the existing ethos, and reinforced an
assimilationist viewpoint that denied the principle of integration

as a basic human right.

Issues and concerns raised as a result of this correspondence were
explored further when the standardised interview schedules and
questionnaires were applied. Questions raised by a study of these

letters included the following:

# Was the support by the Principal for the 'Model B' option an
attempt to increase pupil numbers? If so, to what extent?

For what purposes?

* Were the admission requirements as stipulated by the

management council overlooked by the school? If so, to what
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extent, and why?

* Was the policy of the school one of assimilation, or
integration? How did the school intend to deal with cultural

diversity, and religious differences?

* What did the teachers, pupils, and parents understand by the
term "maintaining educational standards"? Research during

this exploratory phase had suggested conflicting views of what

"standards" represented.

* What were the views of teachers and pupils towards providing
"remedial" teaching to 'Model B' pupils? Should this occur,

and if so, how should this bhe done? If not - why not?

A further issue that arcose from the correspondence centred on the

apartheid system, and the need for positive social interactiocon:

Because of past prejudices and racial attitudes in this
country, all pupils should come to school with a genuine
and sincere desire to get on with and get to know and
understand pupils from other races, and to accept them as
friends (undated letter to parents from the principal).

The question of whether this statement enjoyed popular support, and

of how the school might facilitate the socialisation of pupils,

were explored further in the interviews.
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2 study of various school records also generated issues that formed
the basis of items used in the structured questionnaire and

interview phase of research. Issues included:

* To what extent was the current school curriculum (as
represented by the subjects offered), accepted by pupils and
teachers as relevant? What was their definition of

"relevant"?

% Some 'Model B' pupils were reportedly experiencing academic
difficulties. What was the extent of this, and was anything

being done to address the problems?

Reports by teachers suggested differences 1in conceptual
thinking between 'white' pupils and 'black' pupils. Was this
so, to what extent, and was this subject-based? Was something

being done by the respective subject heads to address these

concerns?

* A few pupils had been punished for allegedly racist behaviour.
To what extent did racist behaviour occur, and what were the

views of pupils and teachers?

Schcol rules emphasised the Christian nature of the school.
Religious education was offered in all classes. Would there

be an accommodation for different cultural/religious groups?
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Would the nature of religious education remain the same, or
change? Should the school accommodate different cultures and

religions in the curriculum?

* A study of the school records showed that pupils lived in
wide-ranging geographical and cultural localities. What
possible effects did this have on school performance, social
interaction in school, and outside school? What was the
attitude in particular, of the black community to the black
pupils who attended Newsa High? Did the distances and

localities affect co-curricular involvement?

This initial, exploratory phase of documentary analysis and
participant observation thus served to 'illuminate' and 'generate'
issues and themes that were further tested in the more formal
phases of research. A decision to pose specific questions arising
from the documentary analysis clearly represented an extension of
the original aims of the study to the extent that these questions

led to further issues being generated.

Utilising an integrated approach of whole-method analysis (Ch. 2:5)
comparisons were made between the various sets of data. Thus
statistical relationships were to be interpreted by reference to

field observations, informal interviews, and documentary analysis.

Phase 2 of the diagram on p.36 (a theoretical model showing the
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process of multiple operationalism), requires the researcher to
flesh out the issues and themes, by means o©of non-structured
(informal) interviewing. As previously reported (Ch. 3, p.53) this
phase was merged with the first phase in that informal interviews
were either planned, or simply occurred accidentally, as issues and
themes emerged. The process of using both informal and formal
techniques in gathering data would ensure an integrated approach of
whole methed analysis (see Ch. 2, p.37), allowing comparisons to be
made Dbetween qualitative and quantitative data, and permitting
statistical relationships to be interpreted by reference to field

observations and informal interviews.

3.4 Sampling

The selection of Newsa High School was purposive (Stoker, 1984) in
order to study specific characteristics (Chapter 3, p.49). Within
the school a random stratified sample, utilising class lists, was
employed in order to include variables such as gender, race, and
year of study. A primary purpose was to ensure that the sample
chosen for the application of a structured questionnaire was as
representative as possible of the total population of Newsa High
Scnool. The Std 10 group were excluded from the sample since they
would be writing exams during the period of the research. They
were, hnowever, included in the informal phase of participant

observation and informal interviewing.
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Within Newsa High there were large differences in the distribution
of pupils according to race (Stds 6-9): 463 white, 52 African, 5
Indian, and 5 Coloured pupils (totalling 524 pupils). Since a
rigid application of proportionate stratified sampling to all race
groups might have prevented me from including any Indian and
Coloured pupils, and cnly a few African pupils, I decided to apply
proportionate stratified sampling to the white population, while
employing disproportionate stratified sampling to the other groups.
A primary purpose was to avoid distortions in the size of the
subsamples. The use of stratified random sampling allowed me to
achieve two major objectives: to allow for variables such as
gender, race, age and standard, selected on a random basis to
overcome bias 1in selection. Proportionate stratified sampling was
applied to the white pupils in ordexr to ensure equal representation
of, for example, boys and girls. Further, it allowed me to embody
the different percentages of pupils within each standard, (for
example, there were 89 Std 6's and 130 Std 9's: using a sample
selection size of 13% across all age groups allowed me to include

12 Std 6's and 18 Std 9's).

Table 1 shows that & disproportionate stratified sample was
employed with respect to the different racial groups. Table 2
reflects a proportionate stratified sample applied to the total
pcpulation of white pupils, while Table 3 reflects a proportionate
stratified sample with respect to African pupils. With regard to

Indian and Coloured pupils a disproportionate sample of 60% of the
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3 Indian and 3 Coloured pupils were

selected.
Table 1: Sample sizes of the four race groups
Group Total % sample size of sample
population selected
White 464 13.7 64
African 61 50.8 31
Indian 5 60.0 3
Coloured 5 60.0 3
535 101

Table 1 reflects a sample of 10% of the total population (Std 6-9).

Clearly a sample size of,

for example,

14% across all four groups

would preclude any representation of Coloured and Indian pupils.

A very large sample size, for example,

50% across all groups, would

require an analysis of an extremely large research population (268

respondents) that would go beyond the scope and time constraints of

this case study,

and make the study unmanageable.

Table 2: Sample of total population of white pupils

Standard No. of pupils |  sample Boys Girls Total
6 89 13.4 6 6 12
7 101 13.8 7 7 14
8 144 13.8 10 10 20
9 130 13.8 9 9 18
TOTALS 464 13.7 32 32 64
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Table 3: Sample of total population of African pupils

Standard No. of pupils | 3 sample Boys Girls Tota141
6 18 50 4 5 9
7 16 50 4 4 8
8 17 50 4 5 9
9 10 50 2 3 5
TOTALS 61 50 14 17 31

A justification for employing a disproportionate sample with
respect to the African, Coloured and Indian pupils was the reality
that they were all newccmers to the school. Consequently, their
opinions and attitudes would be crucial in illuminating the views
of all participants. Stratified sampling of the white and African
groups ensured an even representation in the sample of gender and
standards. The extremely small size of the total population of
Indian and Coloured pupils made it impossible to draw a stratified
sample across gender and standards. When the structured
guestionnaire was applied, 103 pupils responded - increasing the
sample size by two pupils from the group of white pupils (these
pupils simply arrived to complete the questionnaire, and were

included in the survey).

With regard to the selection of a sample for the application of a
structured interview schedule, a proportionate stratified sample
was employed, excluding all pupils who were included in the sample

for the structured questionnaire. The purpose of the structured
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interview schedule was to confirm or deny issues and themes arising
from questionnaire responses, and to allow for the emergence of
different issues and concerns. Wwhile it was my intention to
interview a 10% sample, constraints of time forced me to accept an
8% sample, i.e. 45 pupills. However, two group-based structured
interview schedules were also applied; the first to ten black
pupils, the second to a group of eight white pupils identified by
teachers as having exhibited or expressed racial prejudices. These
group samples were purposive, since my intention was to exclude
pupils who had already participated. In effect, the sample size

for the interviews was increased to 63 participants.

A total of 164 pupils (31% of the target population) participated
in the formal phase of structured gquestionnaires and interview
schedules. While the administration and analysis arising from such
a large sample was onerous, I was Kkeen to ensure, within the
confines of this single case study, that a wide-ranging population
participated actively, in order to improve the internal validity of

the study.

The total population of teaching staff (34) were included in the
structured teacher gquestionnaire and interview schedules. All
teachers participated. Two further structured interview schedules
were emploved; one for the four administrative staff, and one for

the cleaning staff. All these people participated.
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The constraints of time and resources, and a specific focus on
teachers and pupils, precluded an expansion of the study to include
the parents. However, key informants such as the immediate past,

and present Chairman of the management council were interviewed.

3.5 Structured questionnaire schedules

Issues generated by means of observation and documentary analysis,
and fleshed out during informal interviews, formed the basis of a
large pool of items that were considered for inclusion in separate

teacher and pupil questionnailres.

Both the pupil questionnaire (Appendix F) and the teacher
questionnaire (Appendix G) were accompanied by a personal letter to
each respondent, the purpose of which was to assure the
participants of complete confidentiality and anonymity, and to
briefly set out the aims of the study. Respondents were thanked in
anticipation of their participation, and were told that the school

would receive a copy of the completed study.

In considering an overall design for the guestionnaires, 1 decided
to place demcgraphic guestions first (Secticn & : General
Information) since thev would be unlikely to offend respondents and
would lead the respondent well into the questionnaire. Issues and
themes illuminated by the participants in the generative phase of

the research were explored in this section. Items 1in the pupil
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questionnaire included parents' highest level of education, ethnic
(cultural) background, parents' occupation, distance lived from
school, how well pupils were coping with schoolwork, and future
careers. The biographical items 1in the teacher guestionnaire
focussed on: nature of post held, teaching subjects, majors,

duration of teaching experience and extra-mural activities.

In both the pupil and teacher questionnaires items relating to
gender were included, 1in order *toc establish the influence of
gender. In the pupil guestionnaire 'race' was included as an item

for the same reason.

In order to identify and establish the attitudes and opinions of
the respondents towards racial mixing in school, I employed a five-

point Likert scale in both questicnnaires (Section B : Attitudes to

common issues, Appendix F (Students) and Appendix G (Teachers)).

The view of Moser and Kalton was accepted:

a single belief is a poor indicator of a person's more
general attitude ... To measure the latter more
accurately, a sample of beliefs covering a range of
aspects of the attitude needs to be cobtained and the set
of answers combined into some form of average ... to

reduce the effects of ideosyncracies of particular
respondents (1973:251).

Consequently, 28 items were selected for the pupil questicnnaire,
and 20 items for the teacher questionnaire, from the pool of items

generated by the initial research. A number of items used by
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Christie (1990) were included in the questionnaire, with her
consent. With each item, respondents were asked to choose between
five response categcries: strongly agree, agree, undecided,
disagree, strongly disagree. I attempted to include a roughly

equal number of positively and negatively-worded items:

Positively worded: 'My close circle of friends includes people of

other race groups.'

Negatively worded: "The standard of education at this school is

low.

An attempt was made to avoid neutral items by choosing each item to
differentiate between respondents with favourable and unfavourable
attitudes. Attempts were made to avoid ambiguous items, vague
items, double negatives, and complex items (Moser and Kalton,

op.cit.).

Self-rating methods are more sensitive than simple ves/no
answers, but they are also prone to errors such as
central tendency (avoidance of extremes), leniency
(respondents who dislike being critical), and severity
{respondents who set high standards) (252).

Nevertheless, I felt that the measures taken above would minimise
errors. As each Likert-scale item has a rating scale an advantage
of wusing the scale would be the choice of analysing items

individually or collectively.
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Table 4 (pupil questionnaire) and Table 5 (teacher questionnaire)

indicate the broad themes generated by observation,

analysis,

these themes:

Table 4:

and informal interviews,

Pupil Questionnaire

documentary

and the items that illuminate

Theme

Section of Q

Item

Racial mixing B 1,2,4,7,8,9,11,27
Happy at school B 12,13,14,15,17

Broad political B 10,18,19,20,21,22,23,
views 24,25

Curriculum B 3,5,6,16,26,28

Social distance 1 -6

Social distance D 1 - 10

Table 5: Teacher Questicnnaire
Theme Section of Q Item
Racial mixing B 1,2,4,5,6,9,11,12
Happy at school B 3,7,10
B;oad political B 13,14,15,16,17,18
views
Curriculum B 8,19,20
Social distance C 1 -6
Social distance D 1 - 10

Section C and Section

D

(Social distance)

of both the pupil and

teacher questionnaires was based on the Bogardus social distance
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scale (Bogardus, 1925), as developed by Moller and Schlemmer (1982)

in their study of attitudes to beach integration in Durban:

'*Social distance' was determined by the type of
interaction in which a person was prepared to engage with
other group members. It was assumed that the rank order
of socially acceptable contact situations would go from
the most intimate forms of contact to the more
superficial ones (p.66).

Moller and Schlemmer developed ten rank-order items based on the
Bogardus social distance scale. I employed a similar approach,

attempting to include items sensitive to the South African context.

In my view the employment of a social distance scale was highly
appropriate, given the focus of my study on racial integration in
schools. During the phase of participant observation and informal
interviews, participants frequently referred to the 'inevitability'
of racial mixing. Did this suggest a positive acceptance, even
promotion of racial mixing, or a form of resignation of the
inevitable? Some respondents were positive about the rights of
people o0f all cuvltures to interact socially on a personal level.

Others were emphatic that 'oil and water don't mix’.

Bearing in mind Gramsci's (op.cit.) notion of a 'contradictory
consciousness' (Chapter 1:13), I wanted to discern whether bringing
black and white pupils together was likely or unlikely to shift
attitudes, and to what extent, if at all. Further, I wanted to

test Rose's view (cited in Moller and Schlemmer) that there is a
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disjunction between attitudes and behaviour patterns in the field

of race relations. Rose maintained that attitudes and behaviour
can vary - they can have an independent existence in the same
individual. Moller and Schlemmer proposed a more moderate view;

persons may subscribe less favourable attitudes towards other
groups, while exhibiting more accommodating behaviour in actual
intergroup situations (p.56). Pettigrew (1956) concluded in his
study of social distance that expectations of change towards a more
open society may be relatively independent of strong desires for

the status quo. Moller and Schlemmer (op.cit.) concluded that

if policy changes shift towards a more open society,
individual members of society tend to accommodate these
changes and shift accordingly (1982:57).

In the South African context of institutionalised apartheid, it can
be argued that race relations patterns are deeply ingrained in all
members of society, since they are traditional cultural patterns
which are learned during childhood socialisation and are therefore
relatively stable. 1In the light of this probability, it would be
likely that respondents would offer socially desirable or socially
acceptable responses rather than true reflections of spontaneous
individual reactions. With this in mind, I decided to employ a
structured interview gschedule in order to encourage a more

personal, rather than a group-based, response.

Arising from specific issues generated by a number of participants
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in the early phase of research, Section E (Common issues dgenerated

by participants - see Appendix F (Students) and G (Teachers)) of
both the pupil, and teacher questionnaire attempted to investigate,
by means of a rank ordering, which issues were of most concern.
The issues raised by pupils and teachers were often similar, but
also different. Conseguently, the two groups were dealt with
separately in this section. A number of these issues were included
in the structured interview schedule; hopefully the personal
discussions would reveal any shifts in the pattern of responses to

the guestionnaire.

Section F (issues of concern) of the teacher questionnaire required

respondents to list, and comment on, issues that were of no concern

to them at all. Section G (open-ended items) of the teacher

questionnaire comprised several open-ended items that attempted to
'flesh out' (Simon, 1986) issues generated during the informal

phase of research. Section F (open-ended items) of the pupil

questionnaire was employed for the same purpose. The last item of

both the pupil and teacher questionnaire invited the respondents to

comment on any aspect of racial mixing.

I administered the cuestionnaires to a Std 6 and 7 sample, and then
a Std 8 and 9 sample, on the same day, and in the same way. At
meetings prior to the cquestionnaires being administered, pupils
were reminded that they could withdraw at any time from the

exercise. During the completion of the questionnaires, I was
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required to explain the meanings of some words, for example,
tavolution' and 'revolution'. Respondents were taken through the
questionnaire cne section at a time. This enabled them to clarify

concerns they had regarding language and following instructions.

The teacher questionnaires were completed over a period of three

days. All 34 teachers participated in this exercise.

3.6 Structured interview schedules

The structured interview schedules (Appendix D (Students) and E
(Teachers)), to be administered to 101 pupils, and 34 teachers,
were compiled only after I had analysed the questionnaire
responses, and in particular the open-ended sections. Throughout
the study I had attempted to 1let the participants 'speak for
themselves'; even at the formal phase of research I was looking
for new issues and themes that might emerge. Arising from the
phase of participant observation, and the questionnaire responses,
several items were included in the pupil and teacher interview
schedules in order to probe issues raised. For example, in the
pupil gquestionnaire, questicons were asked about the critical voting
for Model B, the views of parents, influences on pupils, mixing out
of school, attitudes of teachers; all issues and concerns
identified throughout the initial phase of informal research. 1In
the teacher interview schedule, I probed issues arising from the

questionnaire responses such as concerns about the relevance of the
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curriculum, religious education, subject-related concerns, and

mixing socially out of school.

The individual pupil and teacher interviews were conducted by
myself. Each respondent was invited to meet me in a small,
comfortable room, with comfortable armchairs to sit on. I adopted
the same procedures for each participant in which I reassured
participants of confidentiality, offered to make the research
findings available to the participants, and asked if I could use a
tape-recorder. I explained that the use of a tape recorder would
ensure that respondents were not misquoted, that time would be
saved 1n the interview, and that I could listen more and write
less. Participants were told that I would be making a few notes.

Fictitious names were used throughout.

I was able to interview participants throughout the school day;
the co-operation of management, staff, and pupils was excellent,
and a feature of this study. Each interview lasted, on average,
twenty minutes. Some were a good ten minutes longer, for the
reason that a few purils, and teachers, were clearly keen to have
a full say, particularly once the items had been gone through. In
all cases the involvement of the respondents was positive and
serious, allowing me to capture a rich scurce of meaningful data.
The twenty-five 90 min tapes were explored in the next phase of the
research study, and stored for further reference. Detailed notes

arising from a study of the tapes were made, including verbatim
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records of many statements and observations that I considered

important, and that are included in Chapter 3 of this study.

There were specific reasons why I opted for a combination of
summary and verbatim recording using a tape recorder, rather than
using a precoded response category (Tuckman, 1978) for each item.
While precoding was probably more efficient, postcoding would
permit greater coder reliability. Further, I wanted to employ a
process of multiple operationalism (Burgess, op.cit.), within-
method, and without-method triangulation (Denzin, op.cit.), in
cross-checking (Nisbett, op.cit.) findings from one interview
response with another, or checking interview responses against

field notes, questionnaire responses, and documents.

The probe was used freely in order to 'tease out' issues and
themes. I attempted to avoid asking leading questions, and kept

the tone of my voice as neutral and non-committal as possible.

As a result of feedback received from participants during the
generative phase of the research, three group interviews were held,
for which structured interview schedules were drawn up. The first
interview comprised a purposive sample of 11 Zulu-speaking pupils.
The same pupil guestionnaire was used but was translated into Zulu
by a colleague of mine (Appendix J). A major purpose was to
compensate for possible limitations regarding language difficulties

in English. A further reason was that several black puplls had
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expressed a desire to speak only English at school. Several pupils
asked me to convey this request to the principal. I wanted to
explore, in a group situation, the reasons for this request. Some
Zulu-speaking pupils had been shy in the individual interviews. I
hoped that a group interview would be less threatening, and that
important issues might emerge. My colleague, Mr Phil Ntenza, was
to conduct the interview, in my presence, in the same way I had
done the others. BAgain, a tape-recorder was used. Mr Ntenza
translated all answers into English as each respondent spoke.
Consequently 1 was also able to make notes as the interview
progressed. I also asked several questions, arising from pupil
comments, that allowed me to explore concerns outside of the

specified guestions.

An important aspect of this particular interview was to ensure that
participants were relaxed. To this end I chose a small venue that
was carpeted, placing only a few chairs around the perimeter. A
number of respondents, including myself, sat on the carpet, quite
close together. Before the interview began, we chatted about the
latest soccer results (I had done some homework here), and about
some popular entertainers. A feature of this interview was the
active participation of pupils who clearly felt more comfortable

speaking their own language, and who, as a group, seemed far more

confident.

A further group interview was conducted with the cleaning staff,
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employing a str&ctured interview schedule. Again, Mr Ntenza asked
the questions, and translated the responses. A tape recorder was
used. A major purpose of this interview was to explore how the
respondents felt about the changes that had taken place in the
school, and what the nature of their relationship with the black
students was. An unanticipated incident was that the group asked
me to represent to the principal a concern they had about their

working hours. This is discussed briefly in this chapter, Section

3.5.8, p.93.

The third group interview was a meeting with five Technikon
students who were completing their annual teaching practice. The
discussion was not taped; instead, I took notes. A major purpose
in setting up this interview was to explore the experiences of
these students in the slightly different environment of racially-
mixed pupils. Since the students were only in the school for five
weeks, and because they were not fully involved in the life of the
scheool, 1t would be difficult to obtain a comprehensive set of

data. However, their perspectives as relative 'outsiders' could be

useful in generating new issues and themes.

In addition to the interviews held with 45 pupils a further 13
pupils who, it was claimed by staff, harboured clearly racist

attitudes, were interviewed individually.
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Finally, separate interviews, using structured interview schedules,
were held with Mr Solomon, the Principal, and with the immediate
past, and current, Chairman of the Management Council. These

interviews were also tape-recorded.

3.7 Pre-testing

Given the nature of the research design employed in this study
whereby issues and themes were generated and illuminated by means
of a process of multiple operationalism (Burgess, 1982) a pilot
study whereby the entire research process, from sampling to
reporting, is tested, was considered inappreopriate. Further, the
constraints of both time and resources did not allow for a complete

'rehearsal' of the study.

Pre-testing was employed with respect fto the structured
questionnaire and interview schedule in two ways. Firstly, a
random sample of ten pupils was asked to read through the pupil
questionnaire critically, and to report whether important issues
and themes had been omitted. Secondly, they were asked to query
the clarity of instructions, of items, and the meanings of words
and phrases. The identical process was emploved with regard to the
interview schedules. As & result of these inputs, minor
adjustments were made to the language. With regard to the items,

these assessors felt that all the important issues were included.
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Three teachers were formally asked to scrutinise the teacher
guestionnaire. I also invited all members of staff to comment on
the contents of the teacher interview schedule. Staff were also
provided with a copy c¢f the pupil questionnaire and interview
schedule, and asked to comment. Minor adjustments were made to all
these documents as a result of staff input. Since I had a daily
opportunity of communicating with staff at the morning briefing,
interaction was facilitated and consequently feedback was swift.
I reported my progress on an almost daily basis; this encouraged
staff to participate by offering advice and making suggestions.
Their participation frequently reassured me that I was tapping
relevant issues and themes important to the school community. This
in itself could be regarded as an informal pre-testing strategy
that seemed to work very well. For example, some teachers felt
that a number of white pupils who, according to them, had exhibited
negative attitudes and behaviour towards other groups, had been

omitted from the sample, and should be interviewed. This I did.

(@3]
8]

Reflection on some issues arising from the conduct of the

study

Where I have chosen to comment on issues arising from the conduct
of the study, within the previous secticns, I shall not repeat

these. The following concerns are worth noting:
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Std 10 pupils could not be included in the formal part of the
study, since they were writing exams. However, I was able to
tap their views during 'batting' periods where I stood in for
absent teachers. I encouraged pupils to write their thoughts
down on paper, and included various issues and themes

generated, as part of the formal research.

I was compelled, due to restrictions of time and resources, to
adopt a 'condensed' field work approach (Walker, op.cit.).
Consequently I was unable to capture all incidents,
interventions and situations. It was also not possible to

attend all extra-mural functions.

During the period I was interviewing individual pupils, two
inspectors of education arrived in the school to conduct a
routine inspection over a few days. Two pupils (part of the
group of alleged 'racists' referred to me by staff), asked
their teachers why the inspecters were going to interview
them. This misunderstanding was, however, cleared up and both
pupils participated spontaneously. Of more serious
consequence was an incident where a female respondent confided
to me that she had a ccloured boyfriend. She knew her mother
had contacted the school. While she had been told that I was
doing academic research, she wondered whether in fact I was
investigating her relationship with the coloured boy. The

girl accepted my denial of this, and my promise that I woculd
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keep her name confidential. She confided in me by sharing her
concerns, and asking my advice. She did not want to speak to
anyone else. I treated this as & counselling case, and saw
her on two more accasions. 1 replaced her in the sample with

another girl in the same standard.

A clear example of the problem of the perceived identity of
the evaluator was the gquery from a lady technical assistant
(non-teaching staff), who thought I might be 'from the ANC',
and who would not speak to me until I had reassured her I was
not. She eventually agreed to let me interview her, and

shared a number of concerns with me.

These incidents alerted me to this problem of the perceived
identity of the evaluator, and caused me to disclose, where
necessary, my position in the schoecl as a ‘'neutral and
impartial researcher' - I believe I was largely able to fulfil
this rcle, while acknowledging freely that complete

objectivity was difficult.

Two lady respondents made it clear that they would feel more
comfortable once the tape-recorder was switched off, although
they insisted it be lerft on for the 'formal' part of the
interview. Both had a great deal to say once the recorder was
switched off. In both cases I contracted not to use the

information directly in the research findings (disclosing
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details of specific individuals in this case study would
clearly allow other participants to identify the respondents).
However, the information provided was useful in probing other
respondents, without disclosing details, on the 1issues

presented.

Some pupils were extremely articulate. Many were not. While
pupils were certainly able to answer the questions, they were
not always able to articulate clearly their thoughts and
feelings, particularly when probed. Since they appeared keen
to be involved, this difficulty was not related to a
reluctance to speak. The nature of the research itself, that
of facial mixing, presented some pupils with a situation where
perhaps for the first time they were required to think through
just how they did feel. Some pupils commented on this -~ for

some of them it was a process of self-discovery.

I found it difficult (as did members of staff and pupils) to

identify what could be construed as a racial incident, and

what not.

Mr Phil Ntenza, a colleague who had assisted me in conducting
interviews with black pupils, offered two observations. On
the one hand, he wondered whether some pupils had not held
back when asked to what extent they sympathised and identified

with the township youth; on the other hand, he expressed
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surprise that the participants had aired thelr views so openly

when asked to comment on a range of issues.

The group interview with the cleaning staff raised problems.
The participants clearly loocked to one or two spokespersons to
express their views. One of the respondents was extremely
voluble, particularly with regard to working hours for the
cleaning staff. Despite the presence of Mr Ntenza, who
conducted the interview 1n Zulu, it was difficult to
successfully probe a number of issues raised in the phase of
participant observation. What did come through clearly was
that there was general approval for this initiative by the
school, that there was very little communication between the
cleaning staff and the new black pupils, and that very little
had changed in terms of past relationships between pupils and
cleaners. I undertook to convey the feelings of the group
regarding working hours to the Deputy Principal, aware that I

would probably be treading on a few toes.

Section D (Social Distance) of the pupil questionnaire posed
problems for a number of black pupils, who did not follow the
instructions fully. While it was essential that each answer
block contained a different number, since the question was
concerned with a rank ordering of items from 1-10, a number of
respondents repeated the same numbers. The same question in

the teacher questionnaire (Section E, Social Distance) caused
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three teachers to commenrt that all the items except the one
relating to marriage, were equally acceptable. Where
responses did nct adhere to the instructions, these were
excluded from the analysis. However, since this group were

relatively small, the findings were unlikely to be skewed.

Some teachers regarded the stem of item 5 in Section B

Attitude survey, of the teacher questionnaire, 'my close
circle of friends includes people of other race groups', as a
statement of fact reguiring a simple 'yves' or 'no' answer.

The observation was made after pre-testing.

Immediately prior to handing out the guestionnaires, I invited
respondents to offer a 'yes' or 'mo' answer, if they wished
to. Several teachers tock this option. The major purpose of
the item was not affected, since I was still able to gauge the

extent of racial mixing in social and perscnal situations.

One of the possible reasons for the extremely positive, even
enthusiastic participation of teachers and pupils may have
been an expectation that my study would confirm and validate
the decision to intrecduce racial mixing in terms of the new
admission criteria. This would provide a justification for,
and even & reinforcement of, what the school was doing to
promote its aims and interests. In response to several direct

questions as to what my personal views about racial mixing
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were, I had declared myself personally in favour of open
schools. At the same time I attempted to present myself, in
my role as researcher, as neutral and impartial. I was
acutely aware of a danger here; respondents may focus on
events that supported racial mixing, and play down events that
gquestioned it. I was careful, therefore, to include in both
the formal and informal aspects of my research, guestions that
would elicit as accurate a picture as possible of the
thoughts, words, feelings and actions of all participants. I
found that, among the participants who declared a strong
support for the principle of integration in schools, there was
also a readiness (o question and challenge how this
integration should take place, and what changes in the school
were necessary 1in order to promote a genuine, meaningful

integration in the school community.



100

CHAPTER FOUR

iy DESCRIPTION AND ANALYSIS OF THE DATA

This chapter sets out to describe and interpret information gleaned
from the generative research methods used in Chapter 2. Noting
Christie's (1988) use of a factor analysis, I grouped the items

from the structured surveys in to the following themes:

biographical information; general concerns of students; racial
mixing and social distance; life at school; broad political
views; and a further theme, 'curriculum concerns', based on

teacher responses.

In Chapter 2, Table 4 and Table 5 (p.83) set out which survey items
were placed in to which themes. The themes 'Happy at school', and
'"Curriculum Concerns' taken from pupil responses, were collapsed
into the theme, 'Life at school', since few students expressed

views on the formal curriculum.

This chapter is formatted to deal separately with student and
teacher responses. Tables are presented using percentages, and
are based on histograms representing student and teacher responses
to the structured surveys (see Appendix H and I1). Verbal and
written pupil and teacher responses are quoted verbatim where they
inform the statistical data. Fictitious names are used throughout.

Chapter 3 discusses the responses of 103 students and 33 teachers.
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In the analysis and interpretation of student and teacher
responses, references are made to Antonio Gramsci's (1971) theories
of 'contradictory conscicusness', 'hegemony', and 'commonsense', as
discussed in Chapter 1, p.3. Further, Popkewitz's view (Ch.1l, p.4)
that the attitudes and actions of participants can only be
understood and evaluated by locating them within the wider South
African (social, political, and economic) context, is explored and
debated. I am indebted to the work of Pam Christie (1988), who
utilised Gramscian theory to interpret responses to racial mixing

in private Catholic schools in South Africa, and whose permission

I have to draw on her work.

A. STUDENT RESPONSES

4.1 Biographical data (student responses)

4.1.1 Home language and ethnic background

Table 6 : Home language

I T ]

! Lanqguage Black |  White Total

(no of cases)

English 8 67 75
Zulu 17 - 17

! Xhosa : 3 - 3
English/Afrikaans | ~ 5 5 !
English/Zulu 3 - 3 i
TCTAL 31 72 103
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Table 7 : Ethnic background

Group } Black | White
Zulu 18
Xhosa | 6 | }
Hindi } 3 i h
Coloured { 1 }
Muslim 2
Swazi 1
English 57
Afrikaans 1 i
English/Afrikaans 14 }
TOTAL (N = 103) 31 72 41

Clearly, the large majority of respondents speak English at home
and are from English backgrounds. Students from English/Afrikaans
backgrounds (14%), speak mostly English. What emerged from the
research is that it was this group in particular who expressed
serious concerns about racial mixing at school. This group also

most freqgquently referred to their parents who did not want racial

mixing to take place. (Most references in this regard were to
fathers). An interesting observation is the number of black
respondents (13,5%) who speak English at home. 211 Dblack

respondents placed high value on speaking English as an empowering

agent.
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4.1.2 Level of parents' education, and parents' occupations
Table 8 : Mothers' education level
i Level | Black i White Total
To Std 5 3 Fﬁ 31 34
To Std 10 | 8 [ 22 30
Diploma 9 | 1 10
Degree ‘ 7 5 | 12
None - - -
Don't know 4 13 17
Table 9 : Fathers' education level
Level Black White Total
To Std b5 4 26 30
To-Std 10 6 | 19 P
Diploma 2 5 7
Degree 10 E o iR
None s i = =
Don't know | 7 1 23 30
Table 10 : Parents' occupations
Occupation Black White Total
Professions e 6 e
Clerical & 29 37
Trades 8 37 45
Housewives 2 24 26
Managers } B | 7 12
Own Business 3 2 7
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Black parents were better educated, on the whole, than their white
counterparts. This higher level of academic achievement among
blacks compared closely with +their occupations; 25 Dblack
professionals as opposed to 6 white professionals. It is fair to
say that most black parents were from "middle-class'" backgrounds,
while most white parents were from "working class" backgrounds,
with regard to type of work. The aspirations of black pupils was
extremely high (see Table 12, p.107), and in many cases,
unrealistic when compared with their current academic performance.
Almost all black respondents aimed at entering the professions.
Black respondents frequently zreferred to themselves as being
"different" from the "township blacks", who "burned houses" and
were "violent", despite the fact that most respondents lived in the
townships. White students frequently referred to the black
students as "civilised", ''clean", "one of us'", and "normal'", as a
rationale for why their views had changed. Some white students
also referred tc the expensive cars driven by some black parents.
However, most black pupils were transported to and from school in
taxis. Many of their parents were in the nursing and teaching
professions; fairly high status occupations with relatively poor
salaries. Many of the "working class" white parents earned higher
salaries in lower status occupations. What is important are the
extremely high aspirations of black parents and students who had
been deprived of equal opportunities. There was a determination to

rise above historical circumstances. Education was regarded as the

kevy.



105

4.1.3 Distance from school

A majority of all students lived 5-10 kilometres away, while 50% of
black respondents lived further than 15 kilometres away. Many
black students experienced transport difficulties with regard to
participation in some co-curricular activities. None of the black
respondents lived closer than 5 kilometres to the school. White
respondents did not appear to experience transport difficulties,
although a number of them walked a distance of more than two

kilometres to and from school.

4.1.4 Table 11 : Coping with schocol
Aggregates BF BM WF WM Total Total | Total
Black White Pop.
Below 40% 3 5 3 4 8 7 15
40 - 45% 3 2 7 4 5 11 16
46 - 55% 3 3 16 13 6 29 35
56 - 65% 8 3 6 8 11 14 25
66 - 74% 1 3 7 1 10 11
75%+ 1 1 1
TOTALS 17 14 35 37 31 72 103

The sample presented in Table 11 was representative of the average
aggregates obtained throughout the whole school, of 46-55%. Gender
differences were insignificant across race, with white males
performing marginally better overall than their female
counterparts. Thirty percent of all students achieved aggregates

of less than 46%. Since these aggregates were based on the results
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of the first mark order, they may be slightly inflated, since it
can be expected that a full examination would be more difficult.
Nevertheless, these academic results are in the range of weak to
average. A close scrutiny of the previous records of these
raespondents, and of the Natal Senior Certificate results (N.S.C.),
over the past three years, reinforced my view that the school was
not attracting top students. This view was confirmed by members of
staff who identified two important factors in this regard; the
socio-economic backgrcunds of many students disadvantaged them,
and, secondly, other high schools "poached" the top students. A
scrutiny of I.Q. test results supported the general view of the
staff that most students were weak to mediocre in terms of academic
ability. I noted that a number of black respondents were highly
unlikely to achieve the kinds of marks required in order to allow
them to proceed to a university to study medicine, law, or read for
a degree in education, even if a form of affirmative action were to

be applied by these institutions.
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4.1.5 Table 12 : Further studies
|
Nature of Study !| BF BM WF WM | Total | Total | Total |I
B ' Black | White '
Commercial/ 3 17 11 3 28 31
Technical L
o
University 14 13 6 11 27 17 44
Straight into | | 1 6 | 7 7
a_job | l 4 L ! !
] - ] | |
Some other 2 4 | 6 6
I don't know 1 9 5 1 14 15
TOTALS 17 14 35 37 | 31 72 103

Table 12 reflects the overwhelming intention (87%) of black
respondents to attend university, as opposed to 24% of white
students. This gulf in the level of aspirations between black and
white was marked in both informal and formal discussions and
written responses. Gender differences were slight across race.
Marginally more white males intended pursuing a university
education than their female counterparts. In a new, non-racial
dispensation the unrealistic expectations of many students will
need to be addressed. Black students clearly rejected a
technicallv-oriented career, in favour of the status professions,

modelling their aspirations on typical white middle-class values.
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4.1.6 Table 13 : Post-matric occupations

F—Occupation BF A} BM WE WM { Totalgl Total | Grand 1
T B o B | Black | white |Total |
Doctor 6 1 2 13 3 16
Accountant 2 2 3 2 4 5 9 |
Lawyer 1 | 2 3 1 3 4 7 |

| Secretary ] 6 } 6 6
Technician 6 6 6
Conservation 2 2 4 4

| Police | Z 2 4 4 |

| Acting 1 } 1 2 | 1 3 4

|_Army TL 3 3 3 |

Table 13 reinforces the different career priorities of most black

and white students.

There was a

nurses,

and their children who aimed to become doctors.

Only the most popular occupations are listed.

strong correlation between black parents who were
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4.2 Student concerns

4.2.1 Table 14 and 15 : Student concerns
1 = of most concern
10 = of least concern
Table 14: Student Concerns
Score Rank § R R S R S R R Black/White
Item BF |BF |BM [BM |BF+|wr [wF |wM |wM |wF+|Tot. | Tot.
BM WM Score | Rank
Communicating 4.4 2 5.1 5 1 5.6 5 5.7 6 4 5.2 4
Parents' accepting 5.%M#74 8.6 1| 10 7 6.3 9 5.6 5 6 6.4 10
Friends rejecting 6.81 9 6.3 8 6 6.1 7 5.4 4 5 6.1 9
Lowering standards 6 7 4.7 3 4 4.9 3 4.1 1 3 4.9 3
Accepting other races 4.5 3 6.4 9 5 6.0 6 6.1 8 7 5.7 7
Being accepted by 4 1 5.7 7 2 6.1 7 6.2 110 8 5.5 5
other races
Language difficulties 5.2 5 5.5 6 4 6.8 10 5.8 7 9 5.8 8
Physical violence 6.1 8 4.2 2 3 3.9 2 4.1 1 1 4.5 1
Numerical majority 5.9 6 5.0 4 5 5.4 4 6.1 9 5 5.6 6
| of another group JL
Govt. not of my own 6.9 110 4.0 1 5 3.4 1 5.0 3 2 4.8 2

BF
WM

I

Black Female; BM = Black Male; S = Score; R = Rank; WF = White Female;
White Male
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Extrapolated further, Table 15 serves to compare overall
differences between black and white, with a final ranking of

overall concerns.

Table 15 : Differences : black and white responses

Item Ranking Ranking Total Ranking
Blacks Whites all groups

Physical violence 3 1 1
Govt. not my own 5 2 2
Lowering standards 4 3 3
Communicating 1 4 4
Being accepted by 2 8 5
other groups
Majority of other 5 5 &
groups
Accepting others 5 7 7
Coping with another 4 9 8
language
Friends rejecting me 6 5 S
Parental acceptance 7 6 10

Tables 14 and 15 comprise student concerns tested in Section E of

the structured survey. These concerns had been generated by
students in the phase of informal observation and interviewing.
They were probed further in the structured interview schedule as
well as 1n the structured gquestionnaire survey, 1in an attempt to
apply the principle of multiple operationalism in searching for

both comparisons and contradicticons in the discourse and actions



111
of respondents. While a fuller analysis of student responses to
and social distance), the follicwing observations are worth noting

here.

* Black females were most concerned with being socially
acceptable and accepting, and with communication skills.
Black males were most concerned with political aspects such as
having their own governmant, and violence. For both groups,

standards of education were important. The dichotomy between

black females and males was striking with regard to these
concerns: violence (8:2) of much more concern to males, and

much more concern to females.

e

socilal acceptance (9:3) o

These gender differences may bpe partially understood in the light
of the stereotyped social roles females and males are expected to
fulfil, particularly during zn intensive periocd of social and
political upheaval. Schools will need to address this stereotyping

in their life-skills programme.

* White females and males were almost equally concerned with

violence, having a government not their own, standards of

education, and living with a black majority. Clearly, these
concerns are political i nature, reflecting the fears of the
dominant hegemonic white minority. Most white respondents

acknowledged the inevitability of & future black government,
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and of a black majority in their school, without knowing how

to deal with this in terms of their fears and prejudices.

Many students of the white (88%) majority in the schocl were unable
to relate to, and identify with, the fears and concerns of the
black minority group. In this context the argument that by opening
their schools to blacks, the students, staff and parents of Newsa
High were challenging the existing hegemcnic arrangements, can be
challenged, even refuted. Gramsci (cited in Christie (1988) p.44)
argues that when people experience circumstances that are contrary
to their commonsense, they dc not necessarily change their
understanding. This, applied to Newsa High, suggests that opening
the school to all races need not necessarily give pupils a better
understanding of the consequences of apartheid, or of changing
fundamental views and assumptions of the existing social and

political system.

o
f",
o1}
=
0
0

i's view is highly relevant here:

The active man-in-the-mass has a practical activity, but
has no theoretical consciousness of his practical
activity ... His theoretical consciousness can indeed be
historically in opposition to his activity. One might
almost say that he has two theoretical consciousnesses
(or one contradictory consciousness): one which 1is
implicit in his activity ... and one ... which he has
inherited from the past and uncritically absorbed ... The
contradictory state of consciousness (often) does not
permit of any action, any decision or any choice, and
produces a condition of moral and political passivity.
(cited in Christie 1988, p.44)
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If we accept that going beyond the limits of commonsense requires
a process of struggle with contradictions, and if we acknowledge
that, on his own, the individual is often mentally, emotionally and
physically paralysed and does not engage in critical processes, we
need to find a way of engaging individuals in these critical
processes. In the context of the schocl, I believe that programmes
must be planned and offered as an integral part of the curriculum,
to allow students and staff to engage in these processes, to work
through contradictions and fears together. My own research in
Newsa High supported Gramsci's statement; there was very little
actual engagement between black and white students, despite the
fact that, for the majority, the basic goodwill was there in the
form of a general acceptance that change was both desirable and

necessary.

4.3 Racial mixing

Secticn B of the structured questionnaire survey comprised 28
Likert-scale items, o©f which the following relate directly to

racial mixing:
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4.3.1 Table 16 : Ttems related directly to racial mixing
Item No. Stem
1 ‘It is important to me that this 1is a racially-

mixed school.’

2 'Black pupils should adjust to the ways of white
pupils in this schoecl.’

4 'This school helps me to communicate better with
the other racial groups.’

7 'My <close circle of friends includes people of
other race groups.’

8 'The black pupils in this scheocol behave better than
the black pupils outside the school.'

9 'Black people should be free to live where they
like.'

11 'T feel personally concerned about the problems

facing South Africa.’

27 'T don't mind 1if more black pupils than white
pupils attend this school.'

In this section responses to these 1items are discussed with
reference to written and verbal comments of students. All tables

reflect percentages, not cases.

4.3.2 Table 17: TItem 1: 'It is important to me that this is
a racially-mixed school.'

]
Students Agree Undecided Disagree
Black females 100
Black males 100 ' i

White females

(@)
|\9)
Do
1y

14

White males

(o}
(@]
[NS]
(o)

14




115
Rlack respondents held significantly firmer and more positive views
in comparison to their white counterparts. There were no
significant gender differences. A number of white respondents
alluded to the inevitability of racial mixing; positive responses
were sometimes gqualified in one way or another. Few white students
appeared wholly committed to racial mixing as a matter of
principle. The following statements of students reflect some of

these ambiguities and contradictions.

Julie {(16), a white female, wrocte that:

1 think if every one is open-minded about the situation
it could get better. However, I also think that people
are just accepting it because they have to sooner or
later. No matter what happens!

Peter (15), a white male, was more direct:

When we were still considering model 'B' the people had
2 positive feeling towards it, but now one year later the
blacks throw litter and spread themselves/their mess with
the greatest of ease. And the prefects are too scared to
do anything about it because they might be accused of
being racilists. And I don't think the teachers are too
impressed with them either.

of white students, although his views reflected those of many
others who stereotyped the behaviour of black students. A popular
view among this group was the notion of black students as

"honorary' whites whe should know and keep their place.
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Barbara (16), expressed an acceptance of racial mixing, and a
commitment to it:

I was looking forward to it, because I thought that it
would be wonderful to share my classroom with people who
deserve the right to an education, as much as I do - if
not more. I was worried that I'd go through my school
career and not have a chance to befriend them. Now I
have. I still feel that way. I have discovered that
they can work very hard and are good friends. They
deserve the same standard of education as us.

Positive as Barbara's statement is, she qualified it by noting that
black students "can work very hard" and "deserve the same standard
of education as us'", implying that they had earned this, rather
than that they had a right tc be educated. Like most students
Barbara's views were based on personal experience within the
paradigm of a dominant white hegemony, rather than on a critical

appraisal based on democracy and human rights.

Wayne's (16) statement reflected his historical and subjective
position within the dominant paradigm:

At first, the thought of cpening our schoel to all races
scared me, and then it horrified me. My family (my
mother's side that is: they're Afrikaans) had always
told me that multi-racial schools meant bomb scares on a
daily basis, riots when lunch-time was cut short and the
occasional 'necklacing' of a teacher. Biased and
racialistic views 1if anything. When schcool started I
noticed that none of the black pupils were brandishing
weapons. My opinion has changed from being a bigot to
accepting the integration, because I saw for myself that
black people are different from whites in one way only.

Colleen (16) learned to adjust:

When I first heard about it, I didn't like it at all.
But now that they are here I actually don't mind it that
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much. My opinions and attitudes have changed. I didn't
think that they would be sco decent and clean ... now I
don't actually mind them that much.

Colleen's acceptance was conditional, and based on superficial,

personal views of decency and morality.

Brian (16), a white male, explained his own experience:

I thought that all blacks were bad people who would bring
knives to school and threaten us. It turned out that
everyone was very scociable except for the 1 out of 100.
I have a friend, his father owns three taxis and a red
Jetta, he is decent, clean and we respect each other. I
felt that it wouid be a good thing and I still do.

Brian's views are not based on principle, but rather on culturally-

derived materialistic values such as owning cars.

Chrissie (14) explained why she accepted all races as eguals:

My parents divorced and my father married a coloured
woman. 1 have two coloured step-sisters and a coloured
stepbrother. This happened when I was young and I
learned that no matter what some people may think, all
people are equal. I thought that ny family would act
different, think different and 1 wes wrong.

John (16) spoke of the way whites treated blacks on the streets:

I think that making the schocls open to other races is a
good idea as it helps us in learning to work and accept
them, it also helps in a way that we try to accept and be
kind to them as before on the streets we weren't. I
think it will a2l lead to & better future.

Brent (15) explained his dilemma as a "racialist" in a racially-
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mixed school:
In all honesty I consider myself a racialist, always have
been. However, being at a multi-~racial school is making
it more and more difficult for me to remain racialistic.
I have come to realise that blacks are people with rights

to a good education and that integration in all aspects
of life is both necessary and inevitable.

Brent appears honest and sincere in his attempt to resolve
competing contradictions by accepting that racial mixing is
necessary as well as inevitable. However, these utilitarian values
fall short of an acknowledgement and understanding of the universal

rights of all people to =2qual treatment and access.

Andrew's (16) statement rejected the sympathy factor in favour of
being honest. Andrew was one of the few students to reveal an
engagement with critical thought processes that went bevond purely
subjective experiences, to a confrontation of social and pclitical

issues:

I'n my opinion I beiieve that this whole 'black guilt'®
issue should be done away with. The 'black guilt'
concept evokes pseudocompassion among whites, and is just
a front. When this front falls away it only exposes more
racialism. Pupils should be encouraged to be honest and
not feel sympathy.

Andrew's strong statement suggests that unless students confront
their prejudices and fears, there can be no conflict resolution.
Within the school context, peonle will need to act as facilitators

and mediators within a structured 1life-skills programme, if
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students are to be empowered to confront their fears, and deal with

them. This point is reinforced by the following comment.

Annette (17) expressed her concern that racial mixing happened so
quickly, and that there was still discrimination. She also
reinforced the majority view that mixing was 'inevitable' (Annette

underlined her own words):

I think that introducing people of different races was
inevitable and a very good thing except that they should
have been introduced earlier and from class 1. It has
been extremely difficult to just 'throw' these people in,
for everyone. We are definitely not used to it and at
this stage there is still a lot of discrimination.

Several students made overtly racialistic statements:

Brendon (15) wrote

I feel very strongly opposed to mixed schools and always
will be ... also, they should have separate toilets,
Blacks and Whites. Thev should not be subsidised for
school fees because we are not.

Ricky (15) was mere blunt:

The blacks are ignorant, they stink, they shouldn't have
so many kids.

William expressed two major concerns he had with racial mixing:

The noise of black females ... racial groups have more
and better than I am. I don't like toc be put below
blacks or any other racial group for that matter even
though I like some of them.
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Candice (15) expressed a fear of dying:

I really felt disgusted about the 'B' model and I was
really scared because blacks frighten me and I didn't
want them at my school. In a way I feel like I am going
to die because I have this uneasy feeling that one of the
blacks will rape or murder me.

Both Gregory (14) and Shirley (16) displayed a racist attitude.

Gregorv complained that

Sometimes they think they own the place, which they
don't. You give them a little bit, and they take a lot.

Shirley was concerned that

Some of the black males, they - I don't know how to say
this -~ they act as if they are white males towards the
white girls. They chaff, they do the same as the white
guys, and I don't approve.

I do not believe that these concerns can be addressed simply by
ensuring that schools are opened to all races. Students of all
races and ethnic groups must engage in dialogue, must share their
concerns, and this will not happen unless educators and parents
make it happen. Schools need to be proactive with regard to

implementing life-skills programmes.

Brenda (15) tried to explain how she thought black students felt

about attending Newsa High:

It gives them more of a secure feeling, because in the
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other schools they used to get burnt down all the time.
So insecure, and now they know they're in a school where
they are secure and won't get burnt down, and they can
actually start learning and studying properly. Like this
kid in my class - he got 100% for a Maths test, and I
cried! It's just how they are, they feel more secure,
they strive, anc¢ they want to do things. They've always
wanted to, but they never had the chance, because schools
were burnt down.

Sincere but patronising, Brenda's attitude was similar to a number
of white respondents, reflecting a general support for racial
mixing within a context of white dominance. Brenda did not seem to
have considered critically why schools were burnt down. Her
comment, like so many others, did not reflect a non-racist view;
rather, it gave broad support to racial mixing. Many statements
reflected personal rather than a political interpretations. This
is understandable, and to be expected, given the age of these
teenagers, and their lack of exposure to an open, democratic, non-
racist society. A number of white respondents admitted that their
views had changed as a result of actual mixing; some of them had
made 'friends' with blacks - but these new perceptions did not

transfer to blacks in general.

The racial discourse of many students is understandable in the
light of a dominant hegemonic commonsense whereby an organic
ideology of race is institutionalised in a range of laws and social
practices (Christie 1988:126). 1In effect, most white respondents
were clearly bound to the specific South African political, social,

and economic context, and could see no other way of giving meaning
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to their world except through a general maintenance of the existing
crder. In this sense, desplte a general pride exhibited by
respondents in their school as one of the very first state schools
to open to blacks, it was clear that blacks would be required to
adjust to the ways of the white students. If they did, they were
much more acceptable and understandable to whites. The question of

assimilation is discussed further in this chapter.

Black students, understandably, were overhwelmingly supportive of
racial mixing. Their attendance at a 'Model B' school such as
Newsa High would enable them to study seriously and without the
kind of interruption and interference they experienced in their own
schools. Most black respondents were positive about the racial

mixing taking place. Beatrice (15) echoed how most blacks felt:

I was first afraid to come from a Black society and mix
with whites, although I have mixed before, but not on an
everyday basis. I feel more relaxed since we were

accepted positively without a doubt. And this changed
our feelings.

Lucretia (13) expressed similar feelings, and noted some of the

problems faced in the townships:

Everything is different now because in black schools
there was 1low knowledge, the language, friendship,
sometimes we did not go to school because of stayaways,
guns in that section and a lot of noise.

Theodora (14) a coloured girl, related a racial incident:
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The first time I came to this school I didn't feel like
I was welcomed in the school. This girl came up and said
to her friend "What are these things doing in this
school?" This white girl who said this was in Std 6.

Mamaloo (Pat), a 16 year-old Hindu, related another incident:

Just certain pupils in the school. They find it hard to
accept other races. My friends have had experiences.
Like they were sitting at the bus stop. This one guy
went past and insulted them. It shocked them.

Very few incidents between white and black students were noted in
the school records cor in conversations. Teachers were aware of a
few serious incidents that school management had dealt with. Some
teachers felt that many minor incidents were not really examples of
racism, but rather typical student differences. This debate 1is
taken up later in this chapter. Most black students felt that
racial mixing was going well. However, 1in the group interview of
black students, several of them related 'minor' incidents that had

clearly upset them.

Sosibo (13) a Xhosa male, felt strongly about taunts and teasing

(his underlining):

Some white pupils do not treat the other races as
expected. They make fun of indians calling them Kulis
and make fun of indian accents or markets. For blacks it
is natural to cut their hair and not so funny, but some
white chaps make fun of it and they ask you if you were
fighting with a lawnmower and I find that depressing and
pathetic.
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It became clear to me as the research progressed, that a majority
of white respondents accepted the need for black students to attend
their school, and made efforts to co-operate in this new
experience, evincing, among some, a pride in their new black

students, albeit in a patronising way.

4.3.3 Table 18: ITtem 2: 'Black pupils should adjust to the
ways of white pupils in the school.'’
Students Agree Undecided Disagree
Black females 46 32 22
Black males 50 14 36
White females 64 10 26
White males 62 22 16

Black males agreed least, and white females agreed most on this
issue, with an important ©percentage (26%) simultaneously
disagreeing. These contrasting views may be explained by, on the
one hand, a fear among many white females that black students, and
in particular black males, would just "take over", and on the other
hand, a desire to be more accepting socially. White females tended
to express firmer views than their male counterparts about the need
for real communication, and about the rights of black students.
Interestingly, black females, also very concerned with effective
communication and social acceptance, were most undecided (32%) and

agreed least (46%).

o\

It is important to note that a large majority of black students
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supported the statement. In their discourse they acknowledged that
as a minority group they should accept the existing order,
particularly as they explained that they wished to learn English.
They regarded English as an empowering language - to the extent
that almost all of them wished to have the speaking of Zulu or

Xhosa in the school banned by the headmaster.

The idea of "the majority rules'" was accepted by a large number of
white respondents, who also expressed concerns that a Dblack
majority would lead to a dominant black ethos. Interestingly, a
few black respondents reiterated the same concerns - in particular,
black females who were afraid of violence. Clearly, many black
respondents were also the products of institutionalised apartheid.
They aspired to middle-class white, western values as a means of
empowerment economically and socially. In many cases their role
models were their own parents who held '"middle-class" jobs; many
students wished to improve on this; for example, become doctors
where their mothers were nurses. Many black respondents admitted

to strong parental influence in this regard.

The dominant white view at Newsa High that black students should

adjust is reinforced by the following statements:

Sharon (15) noted that

When we were still considering 1it, I wasn't too
enthusiastic about it because I felt: how can people of
such different cultures, morals and beliefs possibly get



126
on without there being major trouble. Now my feelings

are much the same, except that they seem to be adjusting
well enough.

Theresa (15) expressed this view more crudely:

Black pupils should think carefully about arguing with a
white person in a white school. I think the whites have
a privilege to first say in a white school. They should
all be aware of this as I would respect it as if I were
a black myself.

This inability or unwillingness to see or acknowledge that white
students themselves needed to adjust and change, was a feature of

the racial discourse of many white respondents.

Simon (16) expressed his view in racial termns:

The only thing that I don't like about it is that some of
the black people think that they are too white and then
they irritate me. By being tco white I mean that they
are too friendly and they do things they shouldn't do.

Mary (17), a prefect, focussed on the need for black students to
aspire to the same perceived norms as the white students. Mary's

statement was patronising:

In the case of ocur nmixed school the non-whites are not at
all a problem although they do tend to put forward the
fact that they do not speak English very well as an

excuse 1n their wrong doings. Most are very respectful
and listen and are =ager. They are very polite and it is
clear they have the correct upbringing. I as a prefect

feel very uneasy when I have to discipline a non-white
because they tend to think that (we) I have looked for
something to "bust" them with.
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Mary's racial discourse is rich in examples of ambivalence, and
contains contradictions such as 'the non-whites are not at all a
problem although ...'. The use of terms such as "polite’,
"regspectful", "listen", "correct upbringing" appears rocted in the
system of apartheid, within which blacks are required to be
subservient, and are expected to aspire to white values as
prescribed by the dominant group. Mary's view appears to be
entirely situation-bound and cannot envisage that black people may
hold their own value system that comprise universally-held values

that are not the prerogative of whites.

Nomaswazi's (15) statement implied that black and white students

should accept each other as equals:

All white students know that it's their school which I
know myself, but that doesn't have to show. The school
was opened to other race groups so they should accept us.
They should not call wus c¢ritical names which some
uncivilised white people still do.

A life-skills programme (Burgess, 1987; Gorman, 1989; Hultin,
1987) developed and administered by the school, must address the
negative impact of institutionalised apartheid on black students,

who must be encouraged to develop self-confidence and a pride in

their own culture and belief system.
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4.3.4 Item 3: 'This school should have black teachers.'’

Black males (80%) were strongly in support of this, possibly
searching for male role-models of their own race. White females
agreed least (22%); many of them felt insecure around black males.
White males were generally in favour (45% agreed, 203 were
undecided) . There was a general ambivalence among white
respondents (52% were undecided) that reflected their apprehension.
For most white respondents, racial mixing was acceptable provided
they c¢ould remain in their comfort =zone by retaining their
privileged position and status. Many white respondents feared a

numerical dominance by black students.

4.3.5 Item 4: '"This school helps me communicate better with

other racial groups.'

An overwhelming number (94%) of black respondents agreed. White
respondents were mostly positive, with females disagreeing more
strongly than males - a surprising response in the light of female
concerns with social acceptance. In reality there was little
actual on-going communication between black and white students,
with a few clear exceptions. This was reflected in the composition
of social groups during breaks, where the different groups tended
to keep to themselves. Contact was most often accidental (in
passing) and consequently superficial. The highly positive

response from black students may be largely subscribed to an
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opportunity afforded them where they were taught in English by
English-speaking teachers, and where opportunities arose for cross-

cultural communication in English as the dominant language.

I observed that black respondents almost always tended to speak in
their mother tongue, particularly in groups larger than three or
four. I noted very infrequent inter-~racial communication among
Zulu, Xhosa and English-speaking students. The Indian and Coloured

students, whose home language was English, were an exception to

this.

4.3.6 ITtem 7: "My close circle of friends includes people of

other race groups' is discussed in Section 4: (Social distance).

4.3.7 Table 19: Item 8: '"The black pupils in this school
behave better than the black pupils outside the school.'

Students Agree Uncertain Disagree
Black females 50 6 44
Black males 90 8 6
White females 84 8 8

| White males 86 14 0

There was strong support for this statement across race and gender,

with the exception of black females, among whom 44% disagreed.

research tended to support the view

pupils of Newsa High were aware of the political, even criminal

actions of certain

township blacks.

that black males

Further,

a number of black

who were
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students reported that they were sometimes forced (in fear of their
lives) to participate in marches, and even raids. Thus their
support of this statement 1is hardly surprising. Black male
students commented that they were often victims of circumstances,
as were many other young blacks, and that many of them did not wish
to transgress the law or serve political ends. In interviews, a
number of black female students claimed that they did not associate
with ‘'"troublemakers" and that their friends were peaceful.
Ironically, despite strong disagreement on this statement, many
black females saw themselves as being "different" from the township
blacks, who in many instances regarded them as '"sell-outs" and
"traitors". A possible explanation for the strong disagreement may
lie in the determination of many black female students to be
socially accepting, and to be socially acceptable. This group
focussed on the importance of understanding through communication

within ethnic groups, and across ethnic and racial lines.

White students frequently evaluated the statement on the basis that
Newsa High black students must be more decent than the township
blacks 1f they could afford to attend the school. Many white
students presumed that merely by being associated with the school,
these blacks were better behaved. Other students set great store
by strict admission criteria that prevented certain blacks from
getting in. Further questioning of white students revealed that
very few of them were aware of, or had any real knowledge of what

it was like to live in the townships. The racial discourse of many
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white students was often protective and patronising of the new

additions to the Newsa "family".

Gloria (16) a white female, said there were two kinds of blacks:
{her numbering)

(1) The decent and respectable
(2) The rebellious ones who behave like animals.

She went on to write that

I don't mind the blacks attending my school or living in
my neighbourhood, because they would have to be decent to
afford the same standard of living as I.

Gloria's following statement is a poignant example of the deep
contradictions evident in the racial discourse of many white

students:

One day while sitting at a bus stop waiting for the bus
I was mugged by a black (who practically held a knife to
my throat). Ever since that day I despised them ... I
was really devastated. I was filled with anger and hate,

because it was a black who mugged me and not a white
(like, typical).

Gloria seems to condemn blacks as being criminal by nature, and
implies that she would rather be mugged by a white person. Her
anger and hate appears directed more at skin colour than at the
wrongness of the action. Gloria's attitude is a direct product of

the apartheid system.
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Erica (16) was against the idea of racial mixing at first, but she
began to accept it more as she got to know the black students,

noting that

the only thing is that the blacks (most) out of this
school (streets, shops, station etc) are different to
those attending this school.

Tim (16) contradicted himself when he said that

I was very open minded to the whole situation even though
I did have my established views and opinions.

He qualified his statement by explaining that

Some people saic¢ no they will stink, they will be scruffy
and violent. But I know that not just anyone would be
allowed in. I knew that the ones who we will get are
going to be wanting to learn as they have to come a far
way, so they will be acceptable and respectable. Also

they would have to pay school fees so they would probably
be richer than most of us.

Rodney's (16) statement reinforced the idea that there are two

kinds of black people:

I think blacks and other race groups should learn to
behave e.g. most killing comes from blacks and if they
want to be our equal they should learn to be more
cultural ... don't get me wrong I do like blacks but
mainly the decent and well-mannered people. I am not a
racialist but some must learn to behave as I said before.

Letitia (16) referred to the blacks on the street:
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Personally, I dislike Blacks, especially the ones on the
street, because they are so forward, it really bugs me.
But the blacks attending our school aren't (sic) like
that at all. They're decent, friendly (but not forward)

and very eager to learn. So everything worked out just
fine.

The dominant white student view that black people in Newsa High
were different to other blacks, suggests that white students
personalised their racial contacts, frequently ignoring the
political and social significance of racial differences within a
system of institutionalised apartheid. Consequently white students
seldom expanded personal experiences into broader political
statements. For Letitia, Erica, Tim and Gloria, racial
classifications formed the basis of their evaluations of the
conduct of black people. White respondents frequently subscribed
to a racial code based on racial separation as normal and
necessary, while expressing concerns that they (the white students)
should be polite about it. The racial discourse of many white
students was not simply the result of personal prejudice, but was
rather grounded 1in a dominant discursive pattern based on the
accepted principles of hegemonic racism. This led to the racial
stereotyping so clearly evident in the statements of Gloria,
Letitia, Erica, and Tim. Considering the age and maturity levels

of the respondents, this stereotyping was to be expected.

Racial discourse, often protective of the new black students at
Newsa High, failed to take in to account the wider social, economic

and political context. Helen (14) wrote that
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The Model B has changed my fears around, not all but
most. The blacks themselves (those attending this
school) have proved themselves. I accept them but not
those who don't attend Newsa High School.

Gary (16) spoke about racial mixing out of school:

Well put it this way. In one way I think it's good, but
it depends on the actual African himself. Its like the
original from the townships and that you know, my
friends, they showed me like, its class, you get the
township African which you know, how can I say, they're
not classed. I'm not trying to say I'm racialistic but -
and then you get the more decent African - respectful,
dressed well, stuff like that.

Desmond (18) supported the school's decision to admit "approved"

black students, but stated that

My upbringing has not included socialising with other
races. I don't believe when they say other races are
exactly 1like whites except the different colour. I

cannot see myself becoming too friendly with them as most
not all are uncivilised.

Both Gary and Desmond stereotyped black people by implying that
racial differences are organic, rather than the creature of
political constructs. They were unable to take in to account
political, social and economic circumstances that may have affected
the daily lives of black people, or the state institutions that

perpetuated the principle of organic racial differences.
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4.3.8 Item 9: "'Black people should be free to live where they
like.'
This item is discussed in Section 4 : Social Distance.
4.3.9 Table 20: Item 27: I don't mind if more black pupils
than white pupils attend this school.
Students Agree Undecided Disagree
Black females 42 18 40
Black males 64 22 14
]
White females 15 20 55
White males 32 22 46

The responses of black females showed a high degree of ambivalence,
perhaps reflecting the concerns a number of them expressed that a
black majority in the school would lead to vioclence and strikes.
Black females were also most concerned with learning English, and
some of them stated that this could not happen if there was a black
majority. Black males supported the statement strongly, as they
had the question of black teachers in the school. White
respondents largely rejected the statement, expressing fears of
being cverwhelmed. These respondents spoke of probable violence,

cultural deprivation, and a lowering of academic standards, as

specific cocncerns.

Bhekifa (13) went against the mainstream of black male support when

he noted that
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I am a black person. If the blacks are going to be much
more than this we would have trouble. I know I am a
black person.

Clarence (18) a Zulu male, was satisfied with the status quo;

similar reasons:

At present I am satisfied about my school as a racially-
mixed school though there are more whites than other
races. The fact that I am satisfied is that people of my

race are cruel sometimes due to the fact that they
believe they are oppressed.

o>
S

Social Distance

For the purpose of this study scocial distance is defined as

The degree of sympathetic understanding that functions
between person and person, between person and group, and
between group and group. (Bogardus, 1959:5)

for

Section C of the structured student survey required respondents to

consider six different social relationships ranging from intimate

to casual.
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4.4.1 Table 21: Item 1: 'a marriage partner’.
Student Agree Uncertain Disagree A
Black female 24 56 20
Black male 72 14 14
White female 2 14 84
| White male 12 16 72

White respondents largely rejected mixed marriages, with white
females showing a strong rejection. This response compares with
comments made by these students that the advances of black males
were distasteful to them. References were made to 'oil and water'
not mixing, and to cultural differences. There was a marked degree
of ambivalence among black females, while black males showed strong
support. The hesitancy of black females may reflect social and
cultural reinforcement of their upbringing within a male dominated
society. It is also possible that they feared rejection more
strongly than their male counterparts. Several black males
expressed strong interest in pursuing relationships with white
girls. The overall dichotomy between the group of white and black
students 1is marked. White views appear largely the result of
indoctrination through a process of acculturation within a

hegemonic system of white domination in all spheres of life.

Responses to the other five items in Section C of the structured
survey reflected strong, broad support for racial mixing in various

situations (all groups and genders are included since differences

were not important).
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4.4.2 Table 22: 'I am prepared to consider a person of another
ra