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ABSTRACT

Matriculation pass rates in South Africa, especially in Mathematics, have been
poor. The literature and personal experience suggests that a problem with
homework may be a factor in this. In order to discover how Port Elizabeth learners
from ex-DET schools perceived and experienced Mathematics homework, and the
nature of such homework, ten case studies of Grade 11 learners were done. While
conducting and analyzing the case studies, a pattern emerged from the findings,
which together with some new questions, needed to be explored on a larger
sample population. In order to do this and to be able to generalize the findings,
four follow-up studies in the form of surveys on Mathematics homework were
conducted at nine schools. These studies involved a learner questionnaire, a
teacher questionnaire, the timing of learners as they did set Mathematical
problems and the analysis of common errors made by the learners while doing the

problems.

The findings revealed that learners received too little homework too infrequently
and did it inefficiently and ineffectively. The learners worked togo sIowI,y, did not
complete the homework, left out the difficult problems and made ’numerous
unnecessary mistakes. However, most of the learners claimed to have enough
time available to do their homework and spent approximately one hour on
Mathematics homework when it had been assigned. Many of the misconceptions
and the resultant errors originated from work that should have been well covered
in previous grades. However, parts of the syllabi were omitted in previous Grades

and completion of the syllabus and homework was only seriously considered in

Grade 12. Some implicaAtions of the findings for educational practice and further

research are discussed.
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CHAPTER ONE

INTRODUCTION

1.1 The roots of the study
This research springs directly from personal experience.

As a Mathematics teacher with ten years experience at schools and a Teachers’
Training College, I have always been very aware of the academic results of my own
learners and students, as well as those writing the Matriculation Mathematics
examinations. As Matriculation results are usually well publicized (and criticized), my
awareness and concerns about the Mathematics results were constantly brought to
the fore. Figures of the last years of the Department of Education and Training (DET

- the department dealing with Black Education only) examination results illustrate the
general problem and support the extent of my need to investigate one aspect of the
phenomenon.

3

The poor state of the Matriculation results, and especially the Matriculation Mathematics
results, can be judged from the official and unofficial figures presented below. The
national pass rates for DET Matriculétion candidates writing the National Senior
Certificate (Std 10) €xaminations in 1992 and 1993 were 33,5% and 29,9%
respectively. The Cape Province (East and West combined) fared little better at 37,5%
and 30,5% respectively (Ms B de Wet, D.E.T. Pers. comm. according to the official
press statement by Dr B. Louw in January 1994). The National Senior Certificate pass
rates for Mathematics were even lower at 17,9% (SG) and 18,5% (HG) in 1992, and

17,9% (SG)and 16,5% (HG) in 1993 (Mr J. van Rensburg, D.E.T. pers. comm. October
1994). -

Detailed results after 1993 are not officially .available. The 1995 ex-DET schools'
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results that I was able to obtain unofficially set the Mathematics pass rate for HG and
SG together at 33%. The Mathematics results obtained (unofficially from the
departmental computer, through personal contacts in the Department of Education)
in 1996 for all East Cape (1996 boundaries) schools were 31,8% for HG and 39,1%
for SG. It was suggested that these results were inflated and were not a true
reflection of the situation, especially in view of the overall pass rates for ex-DET
schools in the Eastern Cape being 41,70% in 1995 and 35,74% in 1996. The figures
above thus suggest that more candidates passed Mathematics in 1996 than passed
Matriculation. However, considering that not all Matriculants take Mathematics, that
most learners consider it a difficuit subject and that Matriculation can be passed even
if Mathematics has been failed, the idea that more candidates passed Mathematics
than passed Matriculation is improbable. The overall pass rates later released for all
schools (not only ex-DET schools) were 47,8% for 1995, 49% for 1996 and 45,5%
for 1997 (Strauss, van der Linde, Plekker and Strauss, 1997)

International literature shows a relationship between doing homework and
Mathematics achievement (Goldstein, 1960; Keith, 1982; Keith and Page, 1985;
Stevenson, 1998). Learners doing regular homework of appropriate quality and
quantity were found to achieve higher marks than those who did not do regular
homework. Educators also generally support the view that regularly assigned
homework enhances learner achievement. Aspects identified in the literature, as
affecting the relationship between homework and achievement, include whether the
homework is marked, the type of homework assigned, the frequer?cy of homework

i
assigned and the time spent on homework by the learner.

The findings in the literature confirmed my own experience that learners who did
regular homework and took it seriously outperformed learners who did homework
randomly and treated it casually.

My experience with learners and students is varied. My first few years were spent
teaching High School learners Mathematics and Functional Mathematics. The latter
Years at a Teachers Training College included the first year Mathematics course,
A w[‘nich concentrated on school Mathematics., Although Mathematics was a prérequisite
for all applicants for the Secondary Diploma at College, the Matriculation Mathematics
symbols generally obtained By the candidates were E (HG) or D (SG). The first year
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course offered thus followed much the same methods and subject matter as at a
school.

Throughout all my years of teaching, motivating learners and students to do
Mathematics homework has always been a challenge. All learners and students
maintained that they realized that Mathematics was a thinking subject which required
much practice and logical thought. Teachers, students and learners agreed that
Mathematics differed from ‘learning subjects’ such as History or Biology in that it
demanded constant practice. That Mathematical theory needed to be learnt was
accepted, but most felt that it could be learnt during practice, rather than employing
the methods used in the ‘learning subjects’. A formula used twenty times over, while
working on related problems is a formula easily remembered. Why, then, do the
learners and students demonstrate a resistance to doing homework?

The final realization for the need to investigate the problem emerged while I was
teaching a Bridging Course for learners who needed Matriculation Mathematics. These
learners had previously failed the subject or had not taken it since Grade 9. The
course involved lectures, tutorials and computer-aided tuition on the Standard Grade
level. Contact sessions consisted of three hours on two afternoons a week
(Mathematics only) for a year. The outcome of the course was that, over the years
that the course was offered, only 18% - 46% respectively improved their symbols,
or passed without having done Mathematics before. The majority did not benefit.
4

The main complaint by lecturers and tutorial assistants was that the studeri’ts did not
do their homework. Some appeared ndt to do any homework and the majority did
only some of it or only did it sporadically. In contrast, one particular learner did his
homework regularly and obtained a B symbol for the final examination. Highlighting
his achievement was the fact that he had last done Mathematics in Grade 9. He had
thus done three years of Mathematics in one year and done it exceptionally well. He
received no additional attention or lectures but did ask questions and regularly

handed in his work. His other Matriculation symbols did not suggest that he was
above average in intelligence.

It was my observation over the years that those learners and students who regularly
did homework were also the better achievers. However, questions such as "did they
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do homework because they were able to?" or "were they able to do Mathematics
because they did homework” were not that easily answered.

Another factor influencing this study pertains to the attitude and support given to the
subjects by their parents. Although the high illiteracy and innumeracy rate among
African people in South Africa prevents many parents from helping their offspring
directly with their schoolwork and homework, motivation and support too seemed to
be lacking. When informaily questioning eight of the learners who were doing the
Bridging Course on the topic of parental support, all said that they received no direct
or motivational support from their parents. None were actively encouraged to do nor
discouraged from doing homework or studying. Only financial support (ie. board,
lodging and course fees) was supplied by their parents.

1.2 The focus of the study

The study is based on the literature stating that homework and parental support do
indeed affect achievement in Mathematics. Sufficient research has demonstrated that
greater quantity, and especially better quality, homework and parental support
increase learner achievement in Mathematics. The question that arises is whether
increased homework quantity and/or quality could improve the Matriculation
Mathematics results of the Black learners in the Port Elizabeth northern townships.
In order to answer the question, it is necessary to understand the homework
situation of the ex-DET learners. This would lead to an exploration of the possible
Causative relationships between homework and achievement in Blaék schooling. This
study investigates and describes how homework is perceived and done bi/ learners
in the northern townships of Port Elizabeth.

This perspective of the broad topic of the effect of homework on achievement in
Mathematics was chosen for three distinct reasons:

- Firstly, it was do-able and kept the study within feasible limits.

- Secondly, when_compared with variables such as poverty, socialisation,
resources and teacher up-grading, homework is probably something that
can be changed and have an effect in the shorter term.

-
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- And lastly, it offers the possibility of the individual learners being able to
help themselves rather than waiting for someone else or the government
to solve the problem. Homework, too, is easy and inexpensive to
implement.

1.2.1 Feasible limits

Any study, to be effective, needs to be directed and goal orientated. As.such,
decisions need to be made at the beginning of the study, which will limit the study
to certain conceivable aspects of the chosen topic. These decisions can be amended
during the study, provided that the direction and goal are maintained. Care needs to
be taken that the study does not become so broad as to ‘dilute' the resources
available for the study. Such dilution would result in the various aspects of the study
receiving less attention or emphasis than they warrant. The resultant lack of
attention to detail could mean that important information is ignored or overlooked.

To prevent the dilution of information, a study needs to be kept within feasible limits.
Smith (1978, as quoted by Merriam, 1991) used the expression ' bounded system’
to describe a study with set, obvious boundaries. The nature and direction of the
research questions are known and the amount of control desired is set. In other

words, set aspects of the chosen topic or issues have been identified as the focus of
the investigation.

1.2.2 Short-term changes

According to the literature (see 3.2), possible reasons contributing to poor
achievement and thus the low Mathematics pass rate include a myriad of factors from
the past apartheid and political activities through parental economic status to the
economic state of the country.

These factors are so intertwined and interrelated that trying to solve only one of them
would be meaningless. The change would only meet up with the inertia of the other

factors, resulting in almost no change. A large amount of money, time and
| cbmmitment are needed to effect the changes necessary to. benefit the education

- -

system.
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Unlike the above factors, homework and study habits can be changed in the shorter
term. If problems with homework can be identified, a teacher, his learners and their
families stand a chance to effect a change and thereby improve the learners’
academic achievement in the short term. They would not have to wait for some
major organization to effect a change in the long term.

Furthermore, the implementation of change in the apartheid system took decades to
bring about. Similarly, the alleviation of poverty, decrease of large-scale
unemployment or the upgrading of teachers will take years. The learners at school
at the present time cannot afford to wait years for changes to take place. They need
to improve their Mathematics achievements before they leave school. The same can
be said of the country’s workforce, which needs qualified and competent Mathematics
Matriculants and graduates in the short term.

1.2.3 Self help

One individual, or a few together, could not possibly hope to effect significant change
in the above mentioned factors. Individual learners need- to be able to help
themselves rather than wait for someone else or the government to solve the
problem. They need to be offered a solution at a level at which they have control,
which they can implement independently and which is inexpensiveg.
s

Homework is an area in which the learner has individual control. The learner does
homework independently, away from school. A learner may thus be able to help
himself despite other circumstances. A learner and his family would stand a chance
to effect a change and thereby improve his academic achievement in the short term.
With enough motivation, determination to work hard and family support learners may
be able to help themselves despite other circumstances. They would not have to wait
for someone else to do it for them or spend a lot of money on effecting the change.
Furthermore, change in homework and study habits is inexpensive.

1.3 Aim of the study

PR

The aim of this study is to investigate and describe how homework is perceived and
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done by learners in the northern townships of Port Elizabeth. The approach was

twofold:

To investigate:

(1)  The perception and experience of homework by the learners.

(2)  The nature (quantity and quality) of such homework.

(3) The awareness and involvement of parents in their children’s
homework. ’

The assumptions made at the onset of the study and supported by the literature

(Chapter Three) are:

14

(1) Regular homework is beneficial to achievement in Mathematics.
(2) Parental support is beneficial to achievement for high school learners.

Organisation of the study

The Context

Chapter Two describes the political, social and educational environment,
which formed the background to the lives of the learners involved in this
study.

!
The literature reviewed ,
Chapter Three is a selective review of the literature concerning current

research and beliefs regarding Mathematics homework and parental influence.

Methodology of Phase I
Chapter Four deals with the methodology used in Phase I of this study, as
well as the justification of case studies and their interpretations.

Findings of Phase I: A pattern emerges

Chapter Five contdins a synopsis of each of the case studies and a description
of the emerging pattern as discerned by me.

i
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Discussion of Phase I: The specific and the general

Chapter Six is a discussion of the emerging pattern with an attempt at
justifying the pattern and setting further questions. The further questions are
an attempt to confirm the emergent pattern and so to generalize more widely.

Methodology of Phase II

Chapter Seven describes the methodology for the second phase of the study.
The methods and the justifications of each of the four follow-up studies are set
out separately.

Findings of Phase II: Some questions answered

Chapter Eight deals with the attempt to answer the questions derived from
the case studies. It is subdivided into four sections according to the four
studies used and presents the findings of each follow-up study.

Discussion of Phase II: Confirmation.and generalization
Chapter Nine is a discussion of these findings and a comparison with
available literature.

Some concluding remarks
Chapter Ten offers concluding remarks, recommendations and suggestions
for future research on the topic of this study. It also contains criticisms of the

!
study and considers the limitations of the study.

A case study
Appendix A presents an individual Case study in narrative form in its entirety,
with as little interpretation of the data as possible.

Case study interview questions
Appendix B contains the set, structured interview questions, which were used
to initiate information gathering for the case studies. Further semi-structured

and unstructured questions were used before, between and after these ‘formal’
questions.
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CHAPTER TWO

THE CONTEXT OF THIS STUDY

2.1 Introduction

The learners involved in this study, be it in the case studies or the surveys, have
been affected by the political manoeuvring and the educational climate before and
for the duration of their schooling. Unrest and protests have affected their school
attendance and attitudes towards school and education. Their parents' education (or
lack thereof) has affected the support the learners have received from their parents.
As such, it is necessary to view the learners' perceptions of homework in context with
the political and social changes that have occurred in South Africa in the recent past.

This chapter gives the reader some background to the education system of South
Africa in the second half of this century. Much has taken place in the political arena
concerning education over that period and many changes have taken place. The
changes, the machinations behind them, as well as their effect on the gducation
system and the children within it, are prieﬂy described below.

The events described have been set out in an integrated chronological order so as to
facilitate reading and understanding. This does not claim to be an exhaustive
description, but rather an overview for the study at hand. Readers wishing to know
more detail than described, are referred to Christie (1991) for easy reading and to
Hartshorne (1992) for deeper analysis and insight.

Context 9




2.2 General Education Policies: 1945 - 1999
2.2.1 Segregation and apartheid education

By the end of 1945, South African education was already differentiated along lines
of colour and social class.

At the time, education for Blacks was entirely in the control of missionaries. There
were continual shortages of money as Government expenditure for Black Schools was
pegged at the 1922 levels. Any additional expenses for Black schooling came from
a "Headtax" for Blacks only. Few Blacks achieved higher education while most
received virtually no schooling at all (Christie, 1991).

Whites, however, enjoyed a system of free and compulsory education. Most White
children thus attained secondary education-and many completed technical or higher
education. Private schools were available for the privileged.

The struggle to eliminate this disparity between Blacks and Whites had been on-going
for many years. Black protest was not new to South Africa. The South African Native
National Congress had been formed in 1913 to protest against the Land Act of 1913,
which set up the bantustans or homelands. The South Afrlcan Native National
Congress later became the ANC (Christie, 1991). ,

In August 1946 there was a serious strike at Lovedale, a pioneer educational institute
near Alice in the Eastern Cape. School premises were damaged and prefects and
White teachers were attacked. It was suggested by the Commission of Inquiry that
the students had been influenced by the current mine worker's strike, which
alongside other strikes, stoppages and demonstrations, was taking place throughout
most of the country (Christie, 1991).

As a result of continued strikes by learners and students, the Government of the time
- Was aware that education needed to change. The Eiselen Commission was thus
appointed to look into Black education in 1949. The commission reported that radical
measures were needed to reform the systen';.
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In 1952 the Cape African Teachers' Association (CATA) and the Transvaal African
Teachers' Association (TATA) condemned the Eiselen Report as being too moderate
and held meetings to find ways of resisting the prospective system of ‘Bantu
Education’. They called on teachers and parents to oppose the new system. As a
result CATA lost government recognition and militant teachers were dismissed
(Christie, 1991). ’

However, in 1953, the Bantu Education Act was passed. It stated that all schools for
Blacks had to be registered with the Government. The former missionary schools and
the so-called ‘night schools’ were then taken over by the Government. Those not
taken over closed down, due to a number of measures that made it extremely
difficult for them to remain open and independent. Only three types of schools were
allowed: Bantu Community Schools, State-aided schools (including mission schools)
and Government Schools. However, this did not mean that Black education was made
compulsory. In fact, the Bantu Education Act was the beginning of the apartheid
education system (Christie, 1991; Graham-Brown, 1991), which led to segregated
(and inferior) education for Blacks. ‘

2.2.2 Protests against the Bantu Education Act
4

In May 1954, the ANC launched the "Resist Apartheid Campaign". Protest against the
Bantu Education Act was one of the issues of this campaign. The other issues were:
pass laws, Group Areas Act, Native Reséttlement Act, Suppression of Communism Act
and the anti-trade union measures (Christie, 1991). The Women's League and the
Congress Youth League (CYL) were given the task of confronting the Bantu Education
Act as the ANC did not have sufficient resources to fight on all fronts,

On a directive of the ANC given in December 1954, an indefinite schools boycott was
to be launched from 1 April 1955, This was later postponed due to ineffective
planning. A committee was set up to plan alternative education for the children
- during the boycotts. This committee later became the African Education Movement.
The boycott started on 12 April 1955 in the Eastern Cape and the East Rand.
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Many of the boycotting children were expelled from school. The boycott was seen as
unsuccessful due to lack of proper planning and the strong repressive actions by the
government (Christie, 1991).

In 1954 and 1955 Black teachers and students protested against the 1953 Bantu
Education Act. At this time the African Education Movement was formed by the ANC
to provide alternative education during school boycotts. These ‘Culture clubs’
operated as informal schools.

In 1959, the Extension of University Education Act was passed. This Act established
separate Universities for Black students. They could now no longer attend "White"
Universities. This resulted in strong protests against the Act throughout the country.

Although not entirely unsuccessful, by 1960 all culture clubs had closed down due to
dwindling numbers as most scholars returned to state schools after the 1955
boycotts.

Thereafter followed the total segregation of education according to colour. This was
done over a number of years, and included the forming of separate Education
Departments for the different race groups. Three separate departments were thus
formed, in addition to the separation caused by the Bantu Educati?n Act.

i
The Coloured Person's Education Act was passed in 1963. Coloured education fell
under the Department of Coloured Affairs and all Coloured schools had to be

registered with the Government. Education for Coloured children became compulsory.

The Indian Education Act was passed two years later in 1965. Indian Education fell

under the Department of Indian Affairs. Education for Indian children became
compulsory.

In 1967, the National Edutation Policy Act was passed. It set out the prmcnples of

- Christian National Education for White schools (Christie, 1991; Graham-Brown,
1991).

T -
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The Black South African Students Organization (SASO) was formed in 1969. In June
1976 the Soweto uprisings took place.

2.2.3 June 1976 Soweto uprisings

Resistance to the education system and its changes continued with the protest
against the 1959 Extension of University Education Act. Unrest continued at schools
during the 1960's. In 1972 three organizations were formed by the Black
Consciousness (BC) movement. These were the South African Students Movement
(SASM), the Black People's Convention (BPC) and the Black Community Project
(BCP). In 1973, a series of strikes in Durban opened a new chapter in the
development of the struggle against exploitation and oppression. A mood of
combativity and a willingness to struggle emerged and developed out of the strike
wave (Ismail and Grossman, 1998). Strikes, rallies and a number of political trials
dominated the next few years - the longest of which was the trial accusing SASO and
BPC leaders of promoting anti-White feelings and encouraging racial hostility
(Christie, 1991).

It was in this atmosphere that the Minister of Bantu Education declared in 1975 that
half of the subjects in Std 5 and Form 1 (Std 6) would forthwith be taught in
Afrikaans (Christie, 1991). Certain subjects, including Mathematics qnd Social Science
were to be taught and examined in Afrikaans (Lemon, 1994). Protests against this
new regulation spread from school to school. Some opposed it for educational

reasons, saying that the children would suffer, others on political grounds.

On June 16, 1976 the South African Student Movement (SASM) held a mass
demonstration. Twenty thousand students marched through Soweto in protest
against the enforcement of Afrikaans in the schools (Christie, 1991). The police
opened fire and the Soweto uprisings began, resulting in at least 176 lives lost within
the first week. South African education was in total chaos (Hartshorne, 1992).

Fhe uprising spread throughout Soweto, then to townéhips on the Reef ahd around
Pretoria, Nelspruit, Klerksdarp, Bothaville, Kimberley, Cape Town and the homelands.
Even the Coloured students in Cape Town joined the protests (Christie, 1991). The
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students set fire to schools, beerhalls, liquor stores, White-owned businesses and
vehicles. They went on marches and stay-at-home campaigns. The police "used dogs,
guns, teargas, armoured cars (hippos) and helicopters. They raided houses and
searched people at roadblocks. They detained without trial. And they shot" (Christie,
1991 p 241).

Among the people detained without trial was Biko, the BC leader. His subsequent
death in detention in 1977 shocked the world. It was only in 1978 that the uprisings
finally settled (Christie, 1991).

In 1979 the Education and Training Act was passed. It replaced the Bantu Education
Act of 1953 and Black Education was placed under the Department of Education and
Training (DET). Education for Blacks stayed segregated and unequal, although more
money was now spent on education and teacher upgrading than ever before. New
schools were built.

2.2.4 The 1980 Boycotts

In 1979 the Congress of South African Students (COSAS) was formed. Its policies
differed from those of the BC in that it supported the Freedom Charter of 1955,
COSAS concentrated on organizing students nation-wide and linked education
matters to the broader struggle (Christie, 1991). !
}

The Freedom Charter affirmed that South Africa belonged to all its inhabitants, Black
and White. It demanded a non-racial, democratic system of government and equal
protection for all people by the law. It urged the nationalization of bank;, mines and
heavy industry, as well as land distribution. It called for equal work and education
opportunities and the removal of restrictions on domestic and family life. The wording
of the Charter struck a good balance with its omission of reference to any racial
group and its stand on behaif of all South Africans (Davenport, 1992).

The 1980 student boycotts began in Cape Town and spread through the country with
a vengeance. They had learnt, from the 1976 uprisings, that good organization and
co-ordination were needed for success. Black students over the entire country
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boycotted schools to protest against poorly equipped schools, the poor state of repair
of schools, the shortages of qualified teachers and the dismissal of political teachers.
They also wanted corporal punishment banned, no security police at schools and the
right to appoint independent Student Representative Councils (SRCs). Teachers came
out in organized support of the boycotts and pledged their solidarity.

The students of 1980 linked their demands to those of the wider society, ie. the Black
workers. They would not become trained and educated to become slaves in the
apartheid-capitalist society. Thus the students were not only challenging the education
system, but the political system as well.

As in the 1950s, the students organized alternative education during the boycotts.
School buildings were used as venues for the alternative education. The education
centred on talks, discussions and debates to raise children's awareness on many
topics. These included the history of Black people in South Africa, the June 1976
uprisings, the education system, politics in South Africa and sports policy.

In some schools these programmes were well attended with active participation, the
children in the classrooms the majority of the time. In other schools, little or nothing
went on for long stretches during the boycott. Children would stand around chatting,
play ball games or drift off home. Most left school around midday (Molteno 1983 as
quoted by Christie, 1991). ’

By the beginning of 1981, most of thé children were back at school and the boycott
was over. This was partially due to the sense of fun and excitement turning into
boredom and depression. Unfortunately, orderliness and discipline had broken down
in many quarters (Molteno, 1983 as quoted by Christie, 1991).

However, the boycott was not seen as a failure. Some of the immediate school-based
problems were dealt with. Additional textbooks were made available and school
buildings were repaired. But schools remained segregated and education unequal
(Christie, 1991). Another major gain was the degree of unity achieved in the Black
struggle. This was unprec_eciented in the country (Molteno, 1983 as quoted by Christie,
1991). In addition, partly as a response tc; growing opposition in the country, the
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Congress Alliance and the ANC military wing umkKhonto weSizwe embarked on
sabotage tactics that were more visible than those previously, during and after 1981
(Ismail and Grossman, 1998).

The effect of the combined unrests of 1976 and 1980 led to the De Lange Commission
being set up to investigate education and charged with making recommendations for
an education policy for all in South Africa (Christie, 1991 and Hartshorne, 1992).

The Education and Training Act was followed by the De Lange Commission, which was
appointed by the government and instituted by the HSRC, in 1980. The Commission
was to conduct an in-depth investigation into education and to make recommendations
for South African education. The report, published in 1981, recommended a single
education department, equal education for all and a changed school structure.

2.2.5 The De Lange Report

The De Lange Commission was appointed by the government in 1980 to do an in-
depth investigation into the education system of South Africa. This was in response to
unrest in schools, the 1980 school boycotts and complaints from industry and business
concerning the shortages of skilled workers. The last investigation into education had
occurred thirty years previously with the Eiselen Commission §in 1949-51. This
represented 30 years without educational change; too long for an"y country
(Hartshorne, 1992).

The De Lange commission was assigned to make recommendations for an education
policy for all in South Africa. These recommendations were to centre on:

1. Guiding principles for a feasible education policy in South Africa in order to:
(a) allow for the realisation of the inhabitants’ potential,
(b) promote economic growth in South Africa, and
(c) improve the guality of life of all the inhabitants of the country,

2. The organization and control structure, and financing of education.
3. Machinery for consultation and decision-making in education.
4, An education infrastructure to provide for the manpower requirements of
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South Africa and the self-realization of its inhabitants.
5. A programme for making available education of the same quality for all
population groups (Hartshorne, 1992).

The investigation was to be conducted in the light of, among other things, the
present educational situation, the population composition in South African society and
the means that could be made available for education in the national economy. The
investigation was to cover all levels of education, ie. pre-primary, primary, secondary
and tertiary (Hartshorne, 1992).

The De Lange Report put forward 11 proposals. These were;:

1. Equal opportunities for education, including equal standards in education,
for every inhabitant, irrespective of race, colour, creed or sex, shall be the
purposeful endeavour of the State.

2. Education shall afford positive recognition of what is common as well as
what is diverse in the religious and cultural way of life and the languages
of the inhabitants.

3. Education shall give positive recognition to the freedom of choice of the
individual, parents and organizations in society.

4, The provision of education shall be directed in an educationally responsible
manner to meet the needs of the individual as well as those of socnety and
economic development, and shall, inter alia, take into con5|derat|on the
manpower needs of the country.

5. Education shall endeavour to achieve a positive relationship between the
formal, non-formal and informal aspects of education in the school, society
and family.

6. The provision of formal education shall be the responsibility of the State,
provided that the individual, parents and organized society shall have a
shared responsibility, choice and voice in this matter.

7. The private secter and the State shall have a shared responsnbmty for the
provision of non-formal education. ‘

8. Provision shall be made for the establishment and state subéidization of
private educationéwithin the syster% of education.
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9. In the provision of education the processes of centralization and
decentralization shall be reconciled organizationally and functionally.

10. The professional status of the teacher and the lecturer shall be
reorganized.

11, Effective provision of education shall be based on continuing research.
(From Hartshorne, 1992 pp 156-7).

The De Lange Report further proposed an educational system under one education
department for all groups and a move away from the traditional, formal schooling
patterns of twelve grades. The new schooling structure involved a formal or academic
structure running parallel to a non-formal or vocational structure (Chisholm, 1984).

The formal structure would have three phases: pre-basic, basic and post-basic. In
essence similar to pre-primary, primary and secondary education. Basic schooling
would be six years of free and compulsory education for all children. The children
would be assessed on academic achievement for three post-basic streams. These
were academic schooling, commercial or technical schooling and non-formal
education, eg. in-service training or the learning of a technical skill at a private
institution (Christie, 1991).

The De Lange report also illustrated the poverty of teacher training in Black
education. Whereas nearly all White teachers had had twelve years of schooling and
over 30% had degrees, only 2,45% of Black teachers had degrees, 16’509% had
passed Std 10 and 62,9% had only paséed Std 8. Of all Black teachers 18,56% had
only passed Std 6 (Davenport, 1992).

The De Lange Report's guiding principles were accepted by the government in a
White Paper issued in 1983. However, the major recommendation of a single
education department was rejected. The government began to place emphasis on
technical education and recommended that industries set up programmes to train
and upgrade workers. Trade Unions also started to play a greater role in education
I:_>y providing education for workers.
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2.2.6 The White Paper of 1983

Different groups reacted differently to the De Lange report. The conservatives saw
the proposals as a threat to Afrikanerdom. A more moderate group than the
conservatives agreed that it was a possible strategy for reform. Liberals and
capitalists welcomed the report while the radicals argued that it was a modernization
of apartheid (Christie, 1991). Black South Africans felt that it merely confirmed what
they had been saying for two generations (Hartshorne, 1992).

The White paper rejected the De Lange proposal of a single education department
for all South Africans. While it accepted other proposals, it stressed that Christian
National Education (CNE) principles would remain the basis of education in the
country. It made a clear statement that segregated, vertically segmented forms and
systems of education were to remain. CNE, mother tongue education, separate
schools, separate departments and separation according to the Group Areas Act
would not change. Thus, for example, under-utilized facilities in White Areas could
not be made available to other groups etc. (Hartshorne, 1992).

The liberals and capitalists viewed this as a setback for reform as they felt that all
proposals should have been accepted. Radicals felt that the De Lange proposals that
had been accepted supported a system of education, class, race and gender
differences. Working class (poorer and predominantly Black) childrén would be most
likely to be channelled into the technical and vocational streams. Middle claés children
would be more likely to afford an academic education than those from the working
class, as their parents could pay for it (Christie, 1991).

The De Lange Report, although not fully accepted by the Government, did bring the
eleven principles into open discussion, against which the government's actions could
be measured and challenged. The new legislation of 1984 (the National Policy for
General Education Affairs Act) resulted from the De Lange report and the White
Paper. It brought material-advancement in Black education, an emphasis on technical
education, a "so-called"” ten-year plan, new financial formulas that woulnd increase
spending on Black education, multiracial councils of various kinds ‘and serious

Context 19



attempts to co-opt Black teachers. However, segregation continued, major issues
were not addressed and progressive ideas were crushed. Renewed protest and
resistance thus dominated education in 1984-86 (Hartshorne, 1992).

The year 1984 saw the installation of the National Policy for General Education Affairs
Act, to bring the education system into line with the constitution of 1983. A "general
affairs" education department now oversaw finance, teachers' salaries and
registration, and the curriculum. "Own Affairs" Departments of Education and Culture
were set up for Whites, Indians and Coloureds while Black education was deemed a
"general affair" and remained under the DET, headed by Whites (Christie, 1991;
Lemon, 1994). Education in the Homelands still fell under their own departments
(Christie, 1991).

2.2.7 Education Charter Campaign

In 1984 another period of protests and boycotts began after an uneasy calm had
lasted through the earlier 1980s. The protests began with school issues such as the
poor marking of the 1983 matriculation examination papers, the need for
democratically elected SRCs, upliftment of the age limit restrictions, banning of
corporal punishment and sexual harassment of students by teachers. These boycotts
had started in Cradock and Port Elizabeth and resulted in a numper of schools in
Cradock, Pretoria and the Rand being closed by the DET. ;
It was during these boycotts that (fOSAS, AZASO and NUSAS (three student
organizations) together launched the Education Charter Campaign in February 1984,
Their main objectives were to bring enhanced unity to the protests by streamlining
student demands, to consult with all students, to develop the organizational network,
establish additional branches of AZASO and COSAS and to develop a document of

action in order to strive for a democratic and relevant system of education (Christie,
1991).

- These boycotts soon became part of the broader campéign including issues on rent
and service cost increases. Police reacted to the protest by sehding the army into the
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townships with the police. This only increased the boycotts and over 200 000
students went out on boycott in the Vaal Triangle alone. The Eastern Cape and the
Reef were just as active in these boycotts. The students became increasingly militant,
barricaded streets and fought street battles with the police and army. They burnt
property, attacked suspected collaborators and took part in "people's courts" and
necklacing (placing a tyre around a person’s neck and setting it alight) (Christie,
1991). '

Students often had no education to believe in. With a militant atmosphere abounding
and not much to keep them at home or school, they literally had nothing to lose
(Ismail and Grossman, 1998). The slogan of the time was "Liberation Now, Education
Later" (Unterhalter and Wolpe, 1991).

United action between students, workers and community groups reached a height in
the November 1984 stay-aways. This did not last long. In Port Elizabeth (among
others) youth groups and unions could not reach an agreement in organizing a stay-
away in early 1985. There was antagonism between the two groups. Often the youth
were more militant than the community, leading to tension and resentment. In some
cases, they forced their views on others, enforced school boycotts by picketing at
school gates and refusing to let other students enter, enforced consumer boycotts
by searching and intimidating shoppers and attacked bus drivers ﬁto enforce stay-
aways (Christie, 1991). ,

A breakdown in learning resulted, especially in urban and secondary schools. Schools
became places of conflict with the police and army instead of places of learning.
Schools also became places where students could be organized for student protest.
Thus many students experienced violence and detention. Friends and family

disappeared or were killed. Students were under great stress and their lives changed
(Christie, 1991).

Activities such as placard gdemonstrations, marches, rallies, meetings, stay aways,
- funerals, stonings, petrol bomb attacks, burning barricades and court cas_es‘ were the

norm. The police and army retaliated by brgtaily whipping students, parents and
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teachers, teargassing them and spraying birdshot and later live ammunition into the
crowds. Under the State of Emergency, students were detained for 14 days in
detention or held in solitary confinement for 90 days. Many were tortured in jail and
suffered physical and psychological abuse (Ismail and Grossman, 1998).

The last part of the 1985 school year was characterised by debates on whether to
write the matriculation examinations. There had been hardly any schooling since July.
The boycotts had been so widespread and comprehensive that examinations at the
end of the year were generally dismissed as farcical. At the same time, there was an
urgent call from many organisations to stop the boycott and to drop the slogan
"Liberation now! Education later! (Ismail and Grossman, 1998).

In 1985 the government declared a State of Emergency and COSAS was banned. The
Soweto Parents Crises Committee (SPCC) was formed to address the crises in
education. The first National Consultative Conference was held in Johannesburg in
December 1985 by those opposed to government policy. It set down a number of
resolutions on People's Education, as the beginning of a policy for the education of
the masses. '

2,2.8 Private Schools

!
The next major policy change in education was the passing of the Private Sghools Act
in 1986, which enabled private schools to admit learners of all races. While this gave
Black children the opportunity of equal education, it enhanced the segregation based

on class as only the wealthy could afford to send their children to private schools
(Hartshorne, 1992).

Hartshorne (1992) coined the term "alternative schooling" which described a wide
range of schools established after the passing of the Private Schools Act. These

included schools dependant on parental contributions, private funding and some with
government subsidies.
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Hartshorne (1992) divided the "alternative schools" into different categories:

(1) Traditional English-medium private schools with a limited number of Black
learners. The ethos and character remained unchanged from a traditional
White private school.

(2) Private schools with a changed ethos and character to suit learner
enrolment and falling under the SA Association of Independent Schools.
(3) New schools set up on a non-racial basis. Heavily capitalized and expensive

to run, they fell under the New Era Schools Trust (NEST) and the
Leadership Education and Advancement Foundation (LEAF).

(4) Private schools set up in buildings that once belonged to the government.
They became non-racial in character and served mixed communities.

These "alternative schools" provided a refuge for individual parents and their children
during the chaos of Black education. They were peripheral to the general schooling

crisis, had limited impact on the crisis and were only accessible to affluent parents
(Hartshorne, 1992).

At this time, the government is following policies which are confused
and contradictory, brought about by more pressure than conviction, by
attempts to defuse immediate crises, than a clear view of the future. In
essence this is because at the centre of its thinking there is still a hard-
core commitment to preserving separate Afrikaans schools..... It is
proving more difficult for goverhment to renegotiate the segregated
education system than it was for them to release Nelson Mandela or
repeal the Group Areas Act.

(Hartshorne, 1992, pp 334-5)

However, the State of Emergency continued, the National Education Crisis Committee
(NECC) was formed in response and the Education Movement grew. National

{:onsultative Conferences were held and adopted a number of significant resolutions
concerning national education policy.

-
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2.2.9 National Consultative Conferences

A new slogan "People's Education for People's Power" replaced the previous one after
a meeting with the ANC in Harare. This slogan became the theme of the first National
Consultative Conference (NCC) which was attended by 160 organizations across the
country. The NCC was held in December 1985, after nearly two years of disrupted
schooling.

The Conference agreed that students should return to school, providing the DET met
certain demands. These were:

- the unbanning of COSAS;

- the release of students and teachers in detention;

- the recognition of democratically- elected SRCs;

- the end of the State of Emergency;

- the withdrawal of troops from the townships;

- the repair of school buildings;

- free supplies of books and stationery (Christie, 1991).

As a result of the Conference, two important developments in student resistance took
3
place. People's Education, as the beginning of a policy for the education of the
3
masses, was born and students were to return to schools and work for change from
within.

Resolutions taken by the Soweto Parents Crises Committee for People's Education
included:

- to struggle against the Bantustan education departments;
- that teachers work actively with students and parents in forming
democratic SRCs;

_ - to call for unconditional release of all students, teachers and barents in
detention;

-
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- that parents refuse to pay school fees in 1986 and that learning materials
be provided free;

- to call on all students to return to school on 28 January 1986 (Christie
1991).

Despite these resolutions, students were slow to return to school. The situation was
confused and report-back meetings of the NCC were disrupted or banned in some
cases. Student grievances remained and boycotts continued in many areas. The
State of Emergency was partially lifted and the DET claimed that it had met the
demands as far as it could. Students did not agree that they had.

As a result a second National Consultative Conference was held in March 1986. The
Conference again endorsed the return to schools and the principles of People's
Education for People's Power. The National Education Crisis Committee (NECC) was
formed and mandated to appoint a People’s Education Commission to develop the
ideas of People's Education and to produce materials that would be taught in schools
on two afternoons a week. The Conference passed a set of resolutions and demands
that were put to the DET.

The resolutions were much broader than those of the first NCC and included the

following: ‘

i
- 1o expose, isolate and fight against Inkatha;

- to condemn all repressive aétions against teachers, to urge all obstructive
organizations and teachers to stop negative and repressive roles and to
stop collaborating with the authorities;

- to declare June 16 the National Youth Day (the day on which the 1976
uprising started and the first child was killed in the struggle);

- that banning orders on all organizations be lifted, all political detainees be
released and exiles allowed to return home, all treason trials to be

stopped;

- - to call on all countries, corporations and individuals with investments in
South Africa to withdraw their investments;
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- to make known to all the world that they considered the Reagan
Administration as accompilices in the crimes of apartheid;

- to urge all communities and democratic organizations to launch
appropriate mass action campaigns, by considering all forms of rent,
consumer and other boycotts;

- to demand that the state provide creches, nursery schools and after-school
care for all children; ’

- that all children should return to school when the new term started to:

- demand the right to education;

- use the presence of students at schools to assist in building and
regrouping of student organizations;

- to implement alternate people's education programmes

immediately. (Christie, 1991).

After the formation of the NECC, the ideas and strategies of People's Education
became clearer (Graham-Brown, 1991). The NECC developed the concept of People's
Education by designing a philosophy, a strategy of returning to school, organizational
structures, a strategy for working with teachers and a strategy of negotiating with
the DET.

Implementation of the strategies was not easy. Student structures \Q/ere increasingly
weakened by almost two years of boycotts and a general breakdown in q’liscipline.
Negotiations with the DET were hindered by the government ignoring the calls for
talks. The NECC was subject to repression, its members in danger of arrest.

In April 1986, the government put forward its own proposals for educational change.
These included the ten-year plan and new financial formulas that would increase
spending on Black education byt continued segregation. The NECC rejected the ten-
year plan as it made no provision for community participation in education.

In June a second State of Emergency was declared. A number of NECC leaders were
_detained. Many additional schools were closed in a battle for the control of schools

between the NECC and th‘e government. By (the end of the year 73 schools were
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closed, most in the Eastern Cape. Seventy percent of DET secondary schools were
disrupted and approximately 250 000 students went out on boycott. NECC meetings
were banned and People's Education material was prohibited at DET schools (Christie,
1991).

In 1987 material from People's Education was banned at all DET schools. Unrest,
dissatisfaction, boycotts and violence continued, although to a lesser degree than
previously, throughout the country from 1987 to 1989. Schools were severely
disrupted and NECC activities were repressed (Graham-Brown, 1991).

Even when calls to return to school were accepted, learning did not always take
place. Students came to school at different times, left when they wanted to, did not
bring books, refused to do homework or tests and increasingly rejected authority.
Failure to pass was attributed to ready-made excuses. Anything from apartheid, poor
schooling, incompetent teachers and untrustworthy examinations were used. All

excuses were useful as they did contain a large measure of truth (Hartshorne, 1992).

In 1989 both COSAS and NECC declared themselves unbanned and the third and
fourth NCC's were held in September and in December respectively (Christie, 1991).
At the third NCC, held in September 1989, the NECC decided that it would have to
separate its political and educational activities. Educational or programme work would
fall under the Education Development Trust (EDT). % ,

The fourth NCC was held in December 1989 in Cape Town. The theme of the
Conference was "Consolidate and advance to People's Education™. The NECC changed
its name to the National Education Co-ordinating Committee as it resolved that it
should not be only a crisis committee.

The Conference resolved to:

- launch a back to-school campaign for 1990 and to defy student exclusions

from school (strongly supported by Nelson Mandela after his release
(Lemon, 1994));
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- demand an immediate halt to teacher retrenchments and to work with
COSATU on a campaign for teacher unity;

- continue building parent-teacher-student associations and so bring parents
more actively into the education struggle (Christie, 1991).

At the end of 1989, other important political changes were beginning to take place.
Political leaders were released from prison. Although protests and demonstrations
continued during 1990 there was less violence than before as real, meaningful
changes began to take place in education. In 1990 the South African Democratic
Teachers Union (SADTU) was formed, the ANC was unbanned and Nelson Mandela
was released on 2 February. The ANC and the government met several times to
prepare the ground for negotiations for the future of South Africa (Christie, 1991).
The 'Clase Models’, named after the Minister of Education and Culture at the time,
Piet Clase, were put forward by the government. The Models set out the conditions
under which White schools could admit other races (Christie, 1991).

2.2.10 The "Clase Models"

The "Clase Models", which the government produced in September 1990 (Christie,
1991), put forward admission policies under which formally White State schools could
admit scholars of other races. The admission policy was put in the hands of the

governing bodies of the schools. !

J

According to the "Clase Models”, thre‘e different types of school administration
systems could be voted in by the parents. The models differed according to the
financing structures adopted by the parents of the learners at the schoql. The three
models were the following: Model A, in which the parents could choose to go private
with a 45% state subsidy and decide on their own admission policy; Model B, in
which the parents could vote to manage their own admissions policy, subject to
provisions intended to preserve their cultural character, but remain fully state
financed; and Model C, which would be state-aided, with the state paying staff
~ salaries. Admissions were decided by the parents but had to follow the policy set
down in the Government Gazette (no. R703, 1990).
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In order to change status, an official poll of parents had to be taken. An 80% turnout
was required with 72% of those entitled to vote supporting the change (South Africa,
1990). By August 1991, 23% of White schools voted to change (most to Model B)
with many still in the process of voting.

As a result of the overwhelming request for change in status, August 1991 saw the
announcement of Model D. This allowed White schools with decreasing enrolments
to be transferred to the DET, or transformed into open schools under the control of
the White Department of Education and Culture (DEC) (Lemon, 1994).

However, the hidden assumption in many minds that the changes, which began in
1990, would bring about a miraculous change in the schooling situation was not
fulfilled. The moves towards political negotiation brought greater instability to both
Black and White education (Hartshorne, 1992). Much of the 1990 school year was
lost in further boycotts and a month-long teachers' "chalk down" strike against
working conditions (Christie, 1991).

At this stage there was widespread concern that the "culture of learning" had been
eroded in the Black urban areas (M¢ller, 1994a). A conservative DET estimate of
school days lost in Black secondary schools in the first half of 1990 was an average
of 21 days out of the possible 96 days. Schools with teachers who had participated
in the "chalk down" strike would have lost 22 days to this strike alone (Peron 1999).
Such teacher protests compounded the disruptive effects of student stay-aways
(Méller, 1994a).

The retrenchment of 11 000 teachers and the related 17% budget cut in early 1992
had a profound effect on the "choice" of status for many Department of Education
and Culture (DEC) schools. Ostensibly to minimize retrenchment, it was proposed
that all DEC schools adopt the Model C status, unless two-thirds of the parents voted
against this. The ownership of the school grounds, buildings, furniture and equipment
would automatically be transferred to the school. The school would then be
responsible for maintenarice and upkeep. Payment of school fees would become
- compulsory (with a probable increase of 33%). ’

S
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The threat of reduced teaching and maintenance provision put pressure on parents
to accept the proposal. The two-thirds requirement for rejection made opposition to
the change difficult, especially with set time limits imposed. The DEC was thus able
to announce in May that 95,8% of its schools had accepted Model C (Lemon, 1994).

This semi-privatization of White schools effectively took them out of the reach of all
but the upper and middle classes. Thus creating greater discrimination along class
lines than racial lines (Lemon, 1994).

The Population Registration Act, an Act that classified people by race, was repealed
in 1991. However, although the government could now no longer group its population
according to race, it retained an education system that was still dependent on race.
By mid 1992, education accounted for most of the remaining laws on the statute
book which still used race to discriminate among people (Lemon, 1994).

April, 27th 1994 saw the first democratic elections held in South Africa with the ANC
taking over as the ruling party.

2.2.11 Towards a democracy

Between 1994 and 1998 the number of students graduating f{om high school
declined with national pass rates dropping from 58% to 47%. The correspor;ding drop
in the Eastern Cape was 12%, from 57% to 45%. Those achieving matriculation
exemption (university entrance qualifii:ations) dropped from 18% to 12% by 1997.
In the Eastern Cape, the drop was from 14% to 9%. This happened despite an

increased government spending on education of 22% (Peron, 1999).

By early 1995 there was abundant evidence in Gauteng that there were many
schools where schooling appeared to have broken down. This phenomenon (the
"collapse of a culture of learning and teaching") was most pronounced in secondary
schools. The morale of all"parties in the school community was low (Chlsholm and
Vally, 1996 p 1). Frustration with the lack of discipline and the negative attitudes of
teachers were especially perceived by the older learners and Matriculants - those who
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had most at stake in their school careers (M¢ller, 1994a).

The South African Schools Act of 1996 (Department of National Education,1996)
dealt with the organization, governance and funding of schools. It set out regulations
for attendance, codes of conduct, the governing body, the learners' representative
council and the funding of schools. It also repealed large portions of the Coloured
Persons Education Act of 1963, the Indians Education Act of 1965, the Education and
Training Act of 1979, the Private Schools Act of 1986 and the Education Affairs Act
of 1988 (Government Gazette no. 17579, 1996).

2.2.12 The South African Schools Act of 1996

This Act set out the admission policy of public schools. This included laws prohibiting
administration of admission tests or discrimination against learners due to the
inability to pay school fees or non-subscription to the school mission statement.
However, according to the Act, the payment of school fees may be enforced through
the process of law (section 40) unless the parents had been exempted from
payment. "

The language policy of public schools is now determined by the governing body
subject to the Constitution, the Act, the Minister of Education and any applicable
provincial law. No form of racial discrimination may be practised in implementing the
policy (Government Gazette no. 17579, 1996).

Freedom of conscience and religion is provided for in that religious observances may be
conducted on an equitable basis but attendance at these is free and voluntary.

Codes of conduct for learners had to be adopted after consultation with learners, parents
and educators. These must be aimed at establishing a disciplined and purposeful school
environment. The code of conduct must contain provisions of due process safe guarding
the interests of the learnef and any other party involved in disciplinary proceedings.

The Act prohibited the use of corporal punishment at schools. Any person contravening
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this law is guilty of an offence and liable on conviction to a sentence, which could be

imposed for assault (Government Gazette no. 17579, 1996).

The governance of a public school is vested in its governing body. The governing bodies

would consist of the principal (in his/her official capacity), elected members and co- opted

members. The elected members include:

parents of learners of the school;

educators of the school;

non-educator members of staff;

learners from the eighth Grade upwards (Government Gazette no. 17579,
1996);

the owner of the property on which the school is situated;

members of the community co-opted by the governing body to assist in
fulfilling specified responsibilities (but without voting rights) (Eastern Cape
Measures, 1997).

According to the Act, the functions of the governing body include:

Context

promoting the best interests of the school and striving to ensure its
development through the provision of quality education for all learners at the
school; R

adopting a constitution;

developing a mission statement of the school;

adopting a code of conduct for learners at the school;

supporting the principal, educators and other staff of the school in the
performance of their professional functions;

determining times of the school day;

administering and controlling the school's property, buildings and grounds;
€ncouraging parents, learners, educators and other staff to render voluntary
services to the school; ]
recommending appointment of educators and non-educator s_taff to the Head
of Department (Government Gazette no. 17579, 1996).
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A representative council for learners (LRC) has to be established at schools, consisting
of learners from the eighth Grade (Std 6) upwards (Government Gazette no. 17579,
1996). Each class in the school has the opportunity annually to elect one member to the
LRC. The elections would be conducted by the class teacher after one week's notice is
given in writing and prominently displayed in each classroom. Election, after nomination, ‘
is by secret ballot with each member in the class having only one vote (Eastern Cape
Measures, 1997). ’

The Eastern Cape Schools Act of 1996 followed the South African Schools Act of 1996 and
set out the provincial education policy for the Eastern Cape. From July 1996 the interim
post provisioning scales were phased in. This set out educator:learner ratios for the
different provinces. For secondary schools in the Eastern Cape this was set at 1:35
(Government Gazette no. 17334, 1996), resulting in the retrenchment of many teachers.

2.2.13 The Eastern Cape Provincial Education Policy

In the Eastern Cape, where this study takes place, the Eastern Cape Schools Education
Act of 1996, states that the Member of the Executive Council determines school

education policy in the province within a framework of principles. These include:

- every person shall have the right to basic education §and equal access to
schools and centres of learning; ,

- every learner shall have the right to instruction in the language of his/her
choice where this is reasonébly practical;

- no learner or educator shall be unfairly discriminated against;

- there shall be a duty on the Department to foster the advance of persons
previously disadvantaged by unfair discrimination, in order to enable their full
and equal enjoyment of education rights:

- there shall be a duty on the Department to combat sexual harassment at
schools;

- every learner and educator shall have the right to freedom of conscience,

- religion, thought, belief, opinion, speech and expression and ‘the education
process shall pramote a culture of tolerance;
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- every learner and educator shall have the right to peaceful assembly and
demonstration and shall have the right to freedom of association;

- the structures of democratic governance in school education should be
constituted with due regard to the racial and gender demographics of the
province;

- the education process shall be aimed at fostering independent and critical
thought; ’

- every learner is entitled to 10 years of basic education and to equal access to
educational institutions.

(from the Eastern Cape Education Bill, 1996 p 9)

Emanating from the principles of the White Paper on Training and Education (Department
of National Education, 1995), which became the South African Schools Act of 1996, was
Curriculum 2005. The Lifelong Learning through a National Curriculum Framework
document emphasised the need for major changes in education and training in order to
normalize and transform teaching and learning. The emphasis was changed to an
outcomes-based education from the traditional aims-and-objectives approach
(Department of Education, 1997).

2.2.14 Curriculum 2005
3
)
The Lifelong Learning through a National Curriculum Framework document states that
a paradigm shift to outcomes-based "education is a necessary prerequisite for the
achievement of the country’s vision. This vision is

a prosperous, truly united, democratic and internationally competitive
country with literate, creative and critical citizens leading productive, self-
fulfilled lives in a country free of violence, discrimination and prejudice.

- (Department of Education, 1997 p 1)

The policy document sets twelve critical outcomes. These are broad Ccross-curricular
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outcomes that underpin the Constitution. The outcomes should ensure that learners gain
skills, knowledge and values that will allow them to contribute their success to their
family, community and nation.

The critical outcomes are:

A learner will:

- identify and solve problems in which responses display that decisions
using critical and creative thinking have been made:

- work effectively with others as members of a team, group, organisation,
community;

= organize and manage himself and his activities responsibly and
effectively;

- collect, analyse, organize and critically evaluate information;

- communicate effectively using visual, mathematical and/or language skills
in the modes of oral and/or written presentation;

- use science and technology effectively and critically, showing
responsibility towards the environment and health of others;

- demonstrate an understanding of the world as a set of related systems
by recognizing that problem-solving contexts do not exist in isolation;

- reflect on and explore a variety of strategies to learn more effectively;

- Pparticipate as a responsible citizen in the life of local, nat;onal and global
communities; | !

- explore education and career opportunities;

- develop entrepreneurial opportunities.

(Department of Education, 1997 p 15)

However, as Curriculum 2005 was introduced to Grade 1 in 1998 and will be
introduced in Grade 7 (Std 5) in 2000 (pers. comm. Albert Nemakula, Vivlia

Publishers), it will only be implemented in Grades 10, 11 and 12 (Std’s 8,9 and 10)
~ from 2003. ~ "
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2.2.15 The new education system

In order to increase the Matriculation pass rate, the government introduced new
scoring methods for the 1998 matriculation examination. An extra credit is given to
individuals who speak an African language but write the examination in a different
language (Peron 1999). Does this take us back to unequal racial discrimination by
ignoring White students with a vernacular other than English or Afrikaans?

Peron (1999) quoted Thabo Mbeki as being concerned about the entire teaching
profession. Mbeki, as deputy president, spoke of educators who:

...have not hesitated to steal from schoolchildren, to rob learners of
their textbooks, and to deny us the capacity to employ teachers who
are willing to serve, by collecting salaries of phantom teachers,
....drunkenness among some teachers, even if they are a few, is
unacceptable. I would like us to agree that Sadtu should expel from its
ranks any of its members who are found to be drunk during school
hours.
I am sure you will also agree that it is unacceptable that teachers
should persistently come late to school, leave early and otherwise seek
to do as little work as possible. §

(Peron, 1999 p 1%4)

However, Mbeki admits that there are some areas, with little funding, few textbooks
and rundown buildings, where teachers regularly produce excellent results.

Many Black and White parents, who can afford the extra fees, are sending their

children to private schools. Teachers in Black schools particularly seem to see little

need to teach (while sending their children to private schools). Peron further quoted

the Sunday Times newspaper whose reporters had "spoke[n] to many children who

decided to board far from kome because ‘nothing was happening in the townships’

. Oor because teachers were ‘sitting in the sun’ or in the staff room all da;;" (Peron,
1999 p 115). '

-
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This is confirmed by one Gauteng Principal's comment describing poor class teaching,
no marking, no tests being given and no teacher appraisal. Teacher absenteeism and
indiscipline was seen as a major problem, followed by facilities and resources.
Learners commented that teachers were undisciplined, arrived late, and at times did
not even go to the classrooms (Chisholm and Vvally, 1996).

2.3 The schools involved in this study
2.3.1 Introduction

The schools selected for this research were spread over the entire northern township
area of Port Elizabeth (in the Eastern Cape) and are relatively large schools with
more than 750 learners per school, as are most schools in this area. Various variables
were accommodated. These are: new schoel, old school; government built, Vusisiwe
Trust school; Black principal, White principal; White Mathematics teacher, Black
Mathematics teacher; amongst brick houses, amongst shacks; buildings in good
condition, buildings not in good condition, etc.

The following descriptions of the schools refer mainly to my. opinions and
observations. These are based on my frequent visits to the schools and conversations
with principals, teachers, students and learners in my roles as College of Educatlon
lecturer and researcher. At the end of each school description, an anecdote of
personal experience has been added to" give flavour to the description. The anecdote,
while from that particular school, does not necessarily refer to the unique character
of that school, but gives a picture that reflects on all the schools. Most of the
anecdotes refer to a period towards the end of the school year when Matriculants
have finished writing examinations and examinations for Grades 8 to 11 should be
approaching or be in progress.

As the project ran over three years, the description of the schools has been divided
into the years in which the learner from the school was part of the project. Five

_ learners and thus five schools were part of the study in 1995. Two took part in 1996
and another two in 1997

-
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2.3.2 The 1995 Case Study Schools

The first five schools are distributed throughout the Port Elizabeth northern
townships. All are centrally situated in their areas and have an enrolment of more
than 800. One school is a DET built school, large, three-storied and very modern.
Maintenance of the grounds and buildings is well above the average. It is situated in
a relatively new township. Two of the schools were built by a Non-Government
Organization, called the Vusisiwe Trust, to alleviate the school shortage. These
schools are new, modern, two-story buildings requiring minimal maintenance. The
last two schools are old, one-story, prefabricated buildings with no maintenance to
the grounds. The different schools differ remarkably in their appearance and thereby
give an immediate impression of either care or neglect. This immediate impression
comes across as the principal's attitude to his/her school (although this may not be
the case) and probably affects the morale of the teachers and learners at the school.

2.3.2.1 MSPT High School

This school, in Motherwell, is situated approximately 30 km from the Central Business
District of Port Elizabeth but is relatively close to the Markham industrial area,
Motherwell is the northern-most township of Port Elizabeth. It draws teachers and
learners from the surrounding populous. Although the school is sur:'oundeg:l by neat
brick houses, the learners may live in houses or shacks and have varied socio-
economic backgrounds.

The school buildings are relatively new and are well maintained. The three story
buildings are built of face-brick and look neat. The grounds are well tended and
planted with shrubs. The teachers and learners take pride in their school and their
academic achievements.

The learners are mostly dressed neatly in school uniform and are in class on time.

The atmosphere is one of work and learning. The principal takes great pride in his
school.
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This school has the highest matriculation pass rate of former DET schools in Port
Elizabeth and the second highest in the "old" Eastern Cape (prior to the creation of
the nine provinces). The matriculation pass rate for 1994 was 94,6% (pers. comm.
principal).

The school closes at 13:00 on Fridays and Wednesdays. Wednesdays are considered
sports days and most Port Elizabeth schools close early on Fridays. On these two
days the last two periods just fall away.

Despite an atmosphere of work and learning during the year, a visit on 24 November
1994, concerning the teacher questionnaire, found only the principal and four or five
teachers at the school. Two appeared to be working on a car in the parking lot. I was
informed that the Grade 11A Mathematics teacher was ill.

2.3.2.2 PKM High School

This school is situated in Zwide. The area is dominated by small brick houses on the
one side of the school and neat Site and Service shacks on the other side. Site and
Service shacks differ from other shacks in that they are on a designated plot of land
with water, sewerage and sometimes electricity. The school is a Vusisiwe Trust school
with new and modern buildings. The grounds are relatively well tended but light
fittings, switches and wall plugs have been vandalized in al| the cl;ssrooms. Some

!
classrooms also no longer have door handles.

The learners appear neat and most are in school uniform. Discipline is maintained
and classes are orderly. The principal is a young man who will stand no nonsense. On
numerous visits to this school the atmosphere was one of work. The 1994
matriculation pass rate was 60,6% or 11th out of the 30 Port Elizabeth DET high
schools (pers. comm. principal).

During a visit to the school-at the beginning of November 1997, I found all learners
~ busy with examinations. I was told that all the classes were writing at the same time

as the matriculants. The tgachers felt that the Grade 8 to 11 learners wouldn't attend
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classes at this time anyway, even if the examinations were held closer to the end of
the year. Once the matriculants started writing, all learners stopped attending
classes.

2.3.2.3 GQB High School

This is also a Vusisiwe Trust School. It is situated in Missionvale amongst Site and
Service shacks. On two sides it is bordered by large main roads. Across the
Uitenhage Road are squatter shacks. Across the Bethelsdorp Road is the KwaDwesi
Township consisting of elegant if small houses occupied by middle class Black
families. Learners are thus drawn from a cross-section of population groups, ranging
from the poor to the moderately well-off.

Although the school is older, the buildings are new, neat and modern. The school
moved from Zwide to Missionvale in 1994, However, light fittings, light switches and
wall plugs have all been vandalized in the classrooms and graffiti is chalked on the
notice boards at the back of the classrooms. The grounds do not appear to be
tended.

The principal is a man who takes his job seriously and dislikes disruptions. However,
discipline and period/bell times are lax. Learners and staff take their time returning
to classes after breaks. Learners are used by the teachers to fetch dr buy items from
the stalls outside the school during breaks. !

The learners appear neatly dressed in school uniform and are well mannered. The
matriculation pass rate in 1994 was 69,2% or 9th out of the 30 DET high schools in
Port Elizabeth (pers. comm. principal).

On a visit concerning the teacher questionnaire on 24 November 1995, most of the
teachers were present but there were no learners. Four days later, eight or nine

teachers were just leaving the school as I arrived at 10:45. The school only closed
officially in the first week of December.
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In October 1997, I visited the school to have learner questionnaires completed. 1
found the two Grade 11 Mathematics classes busy in their lessons. The Science
teacher, busy with the Grade 11A's, did not like being interrupted and said that he
had only been informed about my visit early that morning. He did consent to the
learners completing the questionnaires but wanted to have a days’ notice in future.

On visiting the school again on October 30, the HOD informed me that the other
Mathematics teachers were not in yet (at 9:00). Few learners were at the school.
They felt that examinations should already have started, as in past years, and that
they shouldn't only start on 10 November.

2.3.2.4 LWK Senior Secondary School

This school is situated in a poor area in New Brighton. It is next to blocks of men's
single quarters and very close to an industrial area. The school is a single-story
prefabricated building. It has no electricity and many broken windows. The grounds
are neglected and become a series of mud puddles after rain.

The gate is locked during the school day but opened at break time. Many learners
thus leave during break and do not return. Few wear complete school uniforms. For
an entire week after holidays teachers do revision, as many learners have not yet
returned to school. Many classes appear to be without a teacher for a large
proportion of the day. Unrest continues at this school. This was demonstrated when
the learners held a meeting in May 1995, and decided to suspend all classes until
their needs had been met. The ‘needs’ were unknown to me.

The principal of the school is an HOD in the acting position of principal. She is a
friendly women but not a disciplinarian. The overall atmosphere at the school is one
of unrest. The school has a policy of only handing school reports to parents and not
to learners. This results in many learners and parents not seeing reports or marks.
The matriculation pass rate for 1994 was 43,87% or 23rd out of 30 in the Port
_ Ellzabeth ex-DET schools (pers. comm. principal).
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On 24 November 1995, when I paid a visit concerning the teacher questionnaire, I
found three teachers in the staffroom. I did not go any further but the school
appeared deserted. The Grade 11 Mathematics teacher was not present and the
teachers thought it was questionable whether he would be in that day, although he

was expected. The principal arrived just as I was leaving at approximately 8:45.

On another visit on 11 September 1997, the learners were loitering outside the
classrooms and the gate was locked. The staff was in a meeting and I was asked to
wait in the classroom designated as the principal's office. There, three girls were
cleaning the floor. On being told that the principal and Mathematics teacher were
unavailable, I proceeded to leave.

The three girls then started making "talking motions" with their hands in my face,
particularly one. This may have been due to my statement that I needed the
principal's permission before I proceeded with the learner questionnaire. One or two
other girls called out "Hello lovey" to me on the way to the gate. This was the only

instance in which I encountered rudeness at any of the schools or learner homes.

On 16 September 1997 the school was in the process of electing a Governing Body.
The learners had their turn to vote in the morning with the teachers voting after
them. My impression, from various visits during this time, was that classes were few

3
and far between during the process.

2.3.2.5 SPK High School

SPK is a high school in Kwazakhele, close to an old power station and the salt pans.
It is surrounded by Site and Service shacks.

The school consists of old, single story, prefabricated buildings with minimal
maintenance. The grounds are untended. However, the buildings are in better repair
than those of LWK Senior.-Secondary School, and had fewer broken windows. The
~ school gate is locked during school hours but is opened during breaks.

PR
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Much English graffiti is chalked on the notice boards at the back of classrooms. The
learners are neatly dressed and most are in school uniform. The principal, judging
from a learner's reaction after being summoned to the principal's office, is a strict
disciplinarian. The pass rate in 1994 at this school was 53,8% or 18th of the 30 ex-
DET high schools in Port Elizabeth (pers. comm. principal).

I again visited the school in November 1997 to have the teacher questionnaire
completed. During the visit the Mathematics teachers told me that the matriculants
did attend classes during boycotts because they wrote external examinations. The
other classes generally supported boycotts.

2.3.3 The 1996 Case Study Schools

Only two schools were selected in 1996. This was to keep the candidate numbers
manageable so as to continue with one of the previous case study candidates and his
study group. I knew the schools and was known by the principals and some of the
teachers due to my participation in a neighbouring Teachers' Training College.

The selected schools were interspersed between the schools already used in the
study. They contributed to the diversity of schools as one had a White principal and
many White teachers and the other was in an affluent township.

2.3.3.1 KWL Comprehensive High School

i
This school was selected out of the list of schools as it contained the added variables
of a White female principal and an approximately 44% White staff, which would
contribute to the study.

The school is in Zwide, situated next to the freeway extension from Uitenhage.

Opposite this road is Vista University. It is surrounded by other schools and oldish,
small, brick houses.

. Itis a large, well-established school in three-story grey brick buildings. T_hé buildings
are in good order and th‘e*grounds are tended. The school gates are kept locked
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during school hours but opened at breaks.

The school offers different streams viz. technical, home economics, commercial and
academic. The academic stream was being phased out at the school with only Grade
11 and Grade 12 left in 1996.

The learners were neatly dressed, mostly in school uniform, and polite. Discipline is
enforced inside and outside the classroom and learners have access to a guidance
teacher.

The principal is only in an acting position but is an energetic and determined woman.
She is considered somewhat autocratic by the staff. The matriculation pass rate for
1994 was 78,3% (pers. comm. principal). Unfortunately, the position out of the 30
ex-DET schools in Port Elizabeth was not known.

However, in September 1997, when I dropped by to see the Grade 11 Mathematics
teacher, the learners had left school by 11:40 as all staff had a meeting with the
Education Development Officer (EDO). And on the last day of the third term, even
the teacher had not brought books to school.

During my visit to the school at the end of October 1997, I found the learners still in
attendance and classes in progress. They were apparently kept thﬁere by "threats"
and cycle tests. The learners were becoming high spirited and b0|sterous as they
were aware that other schools were not as strict about class attendance at this time
of the year, when matriculants had already started examinations.

2.3.3.2 KMGX High School

This school is in KwaMagxaki, an affluent Black suburb on the road between Port
- Elizabeth and Uitenhage. The school moved from the centre of KwaMagxaki to its
Neéw venue at the beginning of 1994. It is now close to the busy mtersectlon of the
~Uitenhage and the Uitenhage/Redhouse Roads. Whereas KwaMagxakl consnsts of
affluent houses, across the Ultenhage/Redhouse Road the families live in squatter
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shacks. The learners are thus drawn from a mixture of socio-economic backgrounds,
from the poor to the moderately well-to-do.

The school is a series of three-story face-brick buildings. The grounds are tended and
the school generally gives the impression of being well maintained. The gate is
mostly closed during school hours but not locked.

However, in July/August 1997 the learners went home at break (approximately
11:00) on four occasions as the teachers were not in class. They were apparently
busy marking examinations - at the beginning of the third term?

On entering the school at the end of October 97 to have teacher questionnaires
completed, I found the learners milling around. No staff was evident other than the
young, smart looking principal. I was then also told that examinations for Grades 8
- 11 would start the next day, on the 30th-of the month. This explained the lack of
teaching at the time. By the time I left at 11:45, many learners were leaving and
walking down the road. Approximately half the staff cars had also left.

On another occasion a Mathematics teacher had told me that, on being asked by
matriculation learners to explain exponents, he had referred them to two Grade 10
learners who could do the work. However, he told me that he realized that
matriculants felt awkward asking Grade 10's for help.

2.3.4 The 1997 Case Study Schools

At the beginning of 1997 the selection of schools was done according to area. Two
schools were selected so that nine case study schools were fairly evenly spread
thoughout the northern townships and representative of all areas and a large number
of variables. The areas chosen were in Motherwell and Kwazakhele. The school in
Motherwell is on the opposite side of the township to MSPT, roughly four kilometres
away, with numerous scheols in-between.
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2.3.4.1 CSLL Senior Secondary School

This school is on the western side of Motherwell, in an area dominated by Site and
Service shacks. The school was especially chosen for this reason. The aim was to get
a candidate who lived in a shack, as no shack-dweller had as yet volunteered for the
project. Most of the other schools had learners living in shacks and an effort had
been made to assure the learners that the type of home they lived in did not matter
to the project. However, the knowledge that I would visit them at their homes
appeared to have made such 1995 and 1996 learners loath to participate.

The school buildings are of neat, clean yellow brick. A paved quadrangle is situated
in the middle of the buildings with markings for netball courts. The grounds are not
tended. Besides the gate at the entrance, two gates lead into the school buildings.

While the entrance gate was generally open, the two smaller gates were kept locked
most of the time.

According to the principal, the school was three years old in 1997. It was originally
meant to be a primary school and thus had single-story buildings and no laboratories.

During a visit to the school in October 1997, the principal stated (without being asked
or prompted) that the school was still chaotic as it was understaffed. The
understaffing could also explain why neither of the classes I had visited that day had
had teachers present. In one of the classes a learner was explaininb Mathematics on
the board. | !

2.3.4.2 KW2Z High School

This is another Vusisiwe Trust School. The buildings are in the same two-story grey
brick pattern as all Vusisiwe Trust Schools. The grounds are not maintained but the
buildings have relatively few broken windows and light fittings and switches appear
to be generally intact. It is situated in Kwazakhele, an old established township area,
amid small brick houses. .

KWZ High School has one White teacher. She is the HOD for Mathematics and was
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teaching the Grade 11s in 1997. The principal is a very conscientious man who was
friendly and helpful in my initial visits to the school.

A teacher I was chatting to during the third term stated that the first week of the
term was not "as normal". This was due to the LRC elections that had to take place.
The inspector was coming at the end of the week to fetch the results. The teachers
were excited and spent much time discussing the matter. Classes were left to the
student teachers with teachers only giving brief instructions to the students. She
pointed out that the level of noise emanating from the classrooms indicated that not
much teaching was going on.

The teacher further confided that interviews for the post of principal would be held
on the Friday. This contributed to, and may have been the main cause of, the
teachers' excitement and discussions.

24 Summary

My own experience, while visiting the above schools, has shown me that the unrest
and boycotts at schools still continues. A culture of learning and teaching has still not
been fully re-established. Many teachers and learners arrive late and leave early,
stay away from school at a whim and often classes do not take place in weather that
is too hot or too cold. The entire school can be disrupted becaljse the choir (70
learners out of approximately 700) has gone on a tour. Days deS|gnated as Xhosa
day, American day, sports day or LRC election day are taken off entirely. Meetings
with staff, EDO's and governing bodies take place during school hours while the
learners mill around doing nothing.

The learners involved in this study started attending school from 1982 (Mongesi) or
1985 to 1987 for the 1995 to 1997 candidates respectively. They thus began school
during the most educationally disruptive part of the political and educational struggle.
Unrest, dissatisfaction, beycotts and violence were commonplace. Although these
children were probably too young to participate, they would have observed some of
the violence and experienced the disruption :of schooling. By the time they were 8 to
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10 years old (1989), however, the calls to return to school had been made and the
time of "Liberation Now, Education Later" had passed.

During their secondary school years (1992 to 1998) they will have experienced, and
participated in, the sit-ins and protest meetings of disillusioned and angry students
who had expected election promises to be immediately fulfilled (Peron, 1999). These
students continued to use the tactics used in pre-democratic days to have their
various demands met. A culture of teaching and learning was not yet making much
headway and the new educational dispensation initiated in 1996 had yet to counter
the negative educational influences of the past.
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CHAPTER THREE

THE LITERATURE REVIEWED

3.1 The problem

The facts and figures of the low Mathematics pass rates, as stated in the introductory
chapter, are frequently quoted and lamented on in articles. The problem has a
lengthy history and has not changed much in recent years. The trend of low pass
rates is shown in articles such as "Educational realities in South Africa 1990"
(Department of National Education, 1991a), "Preliminary education statistics for
1991" (Department of National Education; 1991b), "School Mathematics in South
Africa in the 1990's: A small-scale survey of the Status Quo" (Marsh, 1991),
"Demographic inequities in Mathematics education in South Africa: Some facts and
figures" (Marsh, 1993), "Legacy of Apartheid" (Spira, 1990) and "Apartheid:
Scapegoat for every wrong in South African education" (Steyn and van der
Westhuisen, 1993).
g

Of every three hundred and twelve Black children who enter school ,only one
eventually emerged with matriculation exemption in Mathematics and Saence (Spira,
1990 as corrected in FRD, 1993). Hofmeyr and Spence (1989) quoted 1987 figures
for matriculation in Black education:

"The standard ten pass rate in African education is low. In 1987, only
56 percent passed of those who wrote, and only 28 percent, some 25
000 students, obtained a matriculation exemption for university
entrance. However, when the number of students who obtained
matriculation exemption with higher grade mathematics and scnence is
- calculated, then the pool shrinks further to a mere 500 - 800 students

year." o (Hofmeyr and Spence, 1989 p 37)
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(In South Africa, the final year of secondary school was known as Standard 10 or
Matriculation and equivalent to Grade 12. At the end of the year, the learners write
the final examinations conducted by each province, under the auspices of the Joint
Matriculation Board. Successful candidates are awarded a Senior Certificate.
Candidates achieving above a set requirement are awarded matriculation exemption
and thereby University entrance).

Since 1994 the number of learners (all races) graduating from high school has
declined with national pass rates dropping from 58% to 47%. The corresponding drop
in the Eastern Cape is 12%, from 57% to 45%. Those achieving matriculation
exemption (University entrance qualifications) dropped from 18% to 12% by 1997.
In the Eastern Cape, the same trend was evident in the drop from 14% to 9%. This
decline was despite an increased government spending on education of 22% (Peron,
1999).

The low pass rate in Black education in general and especially in Mathematics is thus
well known and documented. The shame at such results is deep and has led to non-
disclosure of detailed statistics of results by the East Cape government in recent
years (see introductory chapter). Yet articles offering concrete solutions to this
problem are hard to find.

3.2 Reasons for poor achievement ,

Reasons for the discrepancy in pass rates between Black and White South Africans
need to be probed. The easy route has been to blame apartheid for the discrepancy,
especially due to the country’s unique political history of official race segregation (see
Chapter 2 on Context). However, the problem runs deeper than the mere segregation
of people along racial lines. The resulting division of the races into first and third class
citizens brought with it a hegemony of law and economics that impacted heavily on
the education of the ‘third class’ citizens.

3.2.1 Factors resulting from apartheid

PR

Apartheid, with the laws and social divisions it brought, was the cause of many of the
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problems with Black Education. However, the mere division of peoples into separate
Education Departments, residential areas and entrances to government buildings,
along with the laws and social division, does not bring about an unequal system. It
is the classification of peoples as first and third class that makes a system like
apartheid unjust, unequal and cruel. The connotations that accompany such a system
and its demise cause as many problems as the system itself. It can be said that
apartheid was not the sole cause of the poor achievement rate among Black learners.
Merely removing apartheid would not solve all the problems in Black education. It is
thus necessary to identify major problems in Black education (Steyn and van der
Westhuizen, 1993).

Such reasons have been identified by van der Walt and Kruger (1991, as quoted by
Steyn and van der Westhuizen, 1993). According to these authors, the major reasons
for poor results among Black learners are:

Pupils’ preoccupation with politics and the problem of intimidation;
insubordination of pupils; unsatisfactory pupil-teacher ratio; condoning
from Grade 1 through to Std 10; irresponsible actions by heads of
school; lack of completion of relevant syllabi for the school leaving
certificate; poor support for teachers; poor facilities, furniture and
textbooks; questionable competence and qualification of some teachers;
non punctuality and absenteeism of both pupils and teachers; and

attitude and commitment of teachers. !

]

(Steyn'and van der Westhuizen, 1993 p 36)

No one single reason should be seen as the major or sole reason for the lack of
achievement by Black learners. Yet a combination of only a few of those mentioned
above could have a definite effect on Matriculation pass rates, especially in subjects
such as Mathematics and Science.

The first two reasons given above stem from the political upheaval experienced
during the 70's and 80's, a time during which the Black youth were used as a tool in
the fight to end apartheic!. The youth were viewed as ideal activists by political parties
and as such directed agai;st authority in a:bid to make the country ungovernable.
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The ploy had its effects politically, but unfortunately to the detriment of education.

"Condonation from Grade 1 through to Std 10; irresponsible actions by heads of
school; lack of completion of relevant syllabi; non punctuality and absenteeism of
both learners and teachers and the attitude and lack of commitment of teachers",
also stem from the political upheaval of the 70's and 80's. All are associated under
the general term of the "lack of a culture of learning and teaching”. This "lack of a
culture of learning and teaching", a broadly termed problem, is being addressed by
many education departments throughout South Africa (Chrisholm and Vally, 1996
p3).

"Poor support for teachers; poor facilities, furniture and textbooks and questionable
competence and qualification of some teachers" could be attributed to the financial
discrepancies between the different education departments during the apartheid era.
While there was less per capita expenditure for Black education, this was due to
various factors more related to salaries than to school subsidies (Steyn and van der
Westhuizen, 1993). Such factors include lower salaries (as a result of lower
qualifications), housing costs carried by other departments, the relatively young age
of the teachers and therefore less medical and pension subsidies, the large number
of learners in primary schools and fewer in high schools (due to many Black learners

leaving school to work or for other reasons), which are more expensive to maintain.

Much of each school year is lost to student boycotts and teachér strikes against
working conditions. In 1990, a conservative DET estimate of school déys lost in
secondary schools in the first half of the year was an average of 21 days out of the
possible 96 days (22%). Schools with teachers who had participated in the "chalk
down" strike of 1990 would have lost 22 days to this strike alone (Peron, 1999).

Thus, although many of the educational problems are directly due to apartheid, Steyn
and van der Westhuizen (1993) showed that political motives and activities played
a large role in the education of South African youth, especially the Black youth. These
are problems that arose as a result of apartheid, although they were not, strictly
speaking, part of apartheid. However, having differentiated between the two types
of problems (apartheid and activities against apartheid), it must be said that one
cannot expect a system of repression to éxist without protest against it and the
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consequences thereof. If apartheid were the sole cause of the problems, the removal
of apartheid should have resulted in the disappearance of the problems. This was not
the case. The problems that arose as a result of the fight against apartheid remained
after the abolishment of the legislated apartheid. Educational techniques thus need
to be found to assist the Black youth in getting the education they need.

Peron (1999) quoted Thabo Mbeki as being concerned about the entire teaching
profession. Mbeki recognises that there are educators who have stolen from school
children, robbed learners of their textbooks, collected salaries of phantom teachers
(thus denying willing teachers employment), appeared at school while under the
influence of alcohol, arrived at school late, left school early and otherwise did as little
work as possible.

3.2.2 School segregation

School segregation in South Africa was a major result of apartheid and forced the
different races to attend different schools. However, the removal of apartheid still left
segregated schooling as the norm for many Black learners. Although no longer
enforced by law, economic, cultural and geographic factors, as well as population
numbers, have ensured that many schools have only Black learners enrolled. The
large number of Black people living in concentrated areas requires a large number
of schools within those areas. These schools are attended only by the learners within
that community, from the same race and culture. % ’

Such segregation of learners according to economic and cultural differences has an
effect on the achievement of the learners. Entwhisle and Alexander (1992) found that
the most important sources of variation in Mathematics achievement, of US children
in the first two years of schooling, were differences in parent economic status,
followed by school segregation.

Similarly, in a study on high school graduates in Florida (USA), Gray and Taylor
(1989) found that the percentage of Whites in the high schools from which students
graduated was significant and positive on student Mathematics performénce. Black
learners graduating from high schools witl‘l a high percentage of Whites achieved
significantly higher scores on CLAST (College-level Academic Skills Test) for
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Mathematics than those coming from Black High schools. Thus, Black learners
attending schools with a greater racial (and cultural) mix fared better academically
than those attending more segregated schools. Such findings make the continued
segregation, albeit no longer enforced by law, all the more tragic.

Although the above findings were based on US learners, the learners involved in the
case studies were possibly affected in a similar way, as they originated from the
historically disadvantaged sector of South African society. However, these learners
were not compared to learners from other societies and economic status was
determined to be only one factor affecting achievement (van der Walt and Kruger
1991 as quoted by Steyn and van der Westhuizen, 1993). The lack of achievement
due to economic status was thus taken as accepted for this study.

School segregation, with Blacks and Whites in separate schools, has been the norm
for the duration of the case study candidates' school careers. Until 1990 school
segregation was law (Christie, 1991) and even now mixed schooling remains the
privilege of the middle and upper class Blacks. Great change in this aspect is not
foreseen for the immediate future. The majority of Black learners will, in all
probability, remain in ‘Blacks only’ schools, largely due to the economic, cultural and
geographic factors mentioned above.

3.2.3 The third world situation

In their study, Steyn and van der Westhuizen (1993) found that thé difference in the
pass rates of Blacks and Asians (also victims of the apartheid systen‘i’) made it
unreasonable to blame apartheid (ie. race and per capita expenditure on education)
as the sole reason for the poor pass rate of Black learners. They quoted de Wet's
1988 study, which concluded that the disparity between the education systems
correlated positively with that of education in western Europe and Africa. De Wet
maintained that the difference should rather be attributed to a first world - third
world situation than to apartheid.

This concurs with the findings of Gray and Taylor (1989), who outlined two concerns
that had emerged in USA educational policy. These were the overall decline in
Mathematics achieveme_nii and the disprqportional representation of non-Asian

minorities among those who fared poorly. African Americans’ achievement rates were
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well below those of their Asian counterparts. Thus Mathematics achievement
appeared to be dependant on cultural and economic differences between Africa and
the Euro-Asian block.

However, it must be added that apartheid perpetuated the distinction between first
world and third world (Euro-Asian and African) situations. Job reservation (different
types of jobs for different races), wage differences and the Group Areas Act made it
virtually impossible for a ‘third world resident’ to attain first world living and
educational standards.

3.2.4 Socio-economic status

The learners involved in this study are all from townships in Port Elizabeth.
Segregation of living areas due to the Group Areas Act and inequality of work and
pay under the apartheid system resulted in the Black people living in poorer

conditions in separate townships.

Research on socio-economic status (SES) does not present a clear picture of its effect
on achievement. Many argued that SES has a direct effect on achievement (Balli,
Wedman and Demo, 1997), resulting in less parental support for learners from
homes with lower SES. Others see the relationship between SES and achievement as
having a more complex effect on achievement (Sui-Chu and Willms, 1996; Salerno
and Fink, 1992 and Clark, 1993). *
5

The situation in South Africa may be even more complex than in Western Countries.
With the high unemployment rate, families in the townships often have only one
breadwinner. Whereas this may not seem unusual or problematic for a Western
family, the concept of the African extended family makes it a serious problem. The
sole breadwinner may be supporting, not only his own wife and children, but also
parents, siblings and their children, aunts and uncles. One salary thus does not
stretch very far. It is such a scenario that Magsud and Khalique (1991) encountered
among the Tswana people: They thus suggested that parents of higher SES perhaps
did not have enough time to provide their children with qualitative parental attention
and encouragement. Children from homes with lower SES did receive adequate

parental attention and encouragement but might not have the material comforts to
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ensure academic achievement.

Families with lower SES in the townships include many families living below the
breadline. In a report on Gauteng schools, Chisholm and Vally (1996) pointed to the:

Stark privations faced by many pupils on a daily basis, problems which
they bring with them to school. Basic necessities such as food, parental
love, care, and in some cases shelter, are absent... A number of pupils’
.. are starving, or suffering from family disorders, while others are
living alone in shacks.

(Chisholm and Vally, 1996 p 41)

The socio-economic context within which the schools are located also greatly affects
the schools and thereby the learners' ability to achieve. The high unemployment rate
and rivalry over scarce resources in the surrounding communities contribute to social
problems such as theft, vandalism of school property, gang warfare over drug
trafficking and violence against women. The lack of a peaceful environment and
adequate facilities in which to learn is thus absent. The physical location of schools
next to busy intersections and shebeens also has an impact on learning in the schools
(Chisholm and Vally, 1996).

3.2.5 Lack of facilities

s
The scars of apartheid and the struggle against it still remain etched in the
environment (physical and social) of schools. Chisholm and Vally, (1996) gave
extracts of team members' observations at Gauteng schools. The. descriptions
included:

- poorly furnished classrooms;
- overcrowded classrooms without teachers;

- a library with-books covered in dust but not in use because there was
- no suitable furniture; "

a home economics lab with eight stoves of which only two worked;

a science lab with only basic equipment (some materials still packed in
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their boxes);
- classrooms with broken windows;
- classrooms with broken or non-existent doors;
- empty technical workshops because all equipment had been vandalized;
- toilets not functional;
- schools without electricity;
- no staffroom;

- unkempt school grounds.

Nxumalo (1993) named some additional "features" as perceived by students,
teachers and parents of Kwamashu schools in KwaZulu-Natal.
These are:

- shortage of textbooks;

- no sports facilities;

- poor instruction and shortage of teachers;

- shortage of schools resulting in overcrowded classrooms of 120, 130 or

more learners;
- shortage of schools for specialized education eg. Technical schools;
- shortage of qualified Science teachers.

While the situation in the northern townships of Port Elizabeth may not be as drastic,
I have visited many schools in disrepair and suffering from a lack of adequate
equipment. The schools which the case study candidates attended gsuffered from one
or more of the following: broken doors, windows and ceilings, Iabs"devoid of
equipment, insufficient desks, all electrical fittings vandalized, unfurnished staffrooms
and ill functioning sewage systems.

Such conditions impact on the morale of the teachers and learners. They also have
a negative effect directly and indirectly (through low morale) on the ability to work
and learn. It is difficult, and certainly uncomfortable, to learn in classrooms where the
wind blows books and papers around, the rain forms puddles on the floor and the
doors bang constantly. Gn overcast winter days the classrooms receive little light
~ - from outside and none is available from the inside as the light fittings have been
stolen. Proper Iaborato_ryi experiments are not even considered as the proper

equipment is not available. The smell from the toilets permeates the classroom.
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3.2.6 Culture of learning

The lack of a culture of learning and teaching in Black urban areas is seen as one of
the impediments to the improvement of education in South African Black schools
(Moller, 1994a). Chisholm and Vally (1996) described the lack of ‘the culture of
learning and teaching’ as entailing historically and structurally created conditions,
attitudes and practices that prevent learning and teaching from occurring in schools.

For many, restoring a culture of learning and teaching is simply about
bringing the conditions and disciplines of compulsory schooling to bear
on teachers and students: regular attendance, punctuality and
acceptance of authority. The RDP's [Reconstruction and Development
Programme] Culture of Learning Programme introduced a new
dimension and initially focussed on rebuilding the material and social
conditions necessary for schooling te take place: school buildings and
renovations, and capacity building of school governing bodies.

(Chisholm and Vally, 1996 p 3)

Steyn and van der Westhuizen (1993) and Chrisholm and Vally (1996) named a
number of reasons for poor results among Black learners. These included the lack of
completion of relevant syllabi for the school leaving certificate; éondonation from
Grade 1 through to Std 10; poor support for teachers; questionable compétence and
qualifications of some teachers; non punctuality and absenteeism of both pupils and
teachers; attitude and commitment of teachers; unsatisfactory pupil-teacher ratio;
insubordination of pupils and poor facilities, furniture and textbooks. Thabo Mbeki,
as deputy president, stated that "...it is unacceptable that teachers should persistently
come late to school, leave early and otherwise seek to do as little work as possible"
(Peron, 1999 p 114).

Kwamashu learners and parents have cited additional factors such as substance
abuse, lack of inspiration and direction, teachers being poor or even bad role models,

teachers having open qug affairs with learners, teachers more concerned with
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upgrading their own qualifications than with their responsibility to the learners,
parents disinterested in school and school affairs (Nxumalo, 1993).

Some of these factors that result in the "lack of a culture of teaching and learning”
stem from the political upheaval of the 70's and 80's. Others have to do with the
morale of the teachers and learners, with poverty, with the high unemployment rate,
with the loss of dignity or with a total disrespect for authority.

3.2.7 Homework?

The possible reasons contributing to poor achievement and thus the low Mathematics
pass rate include past apartheid, past political activities, the lack of a learning and
teaching culture, African culture or third world situation, parental economic status,
school segregation and the economic state of the country,

Whatever their origin, they are so intertwined and interrelated that trying to solve
only one of them would be meaningless. The change would only meet up with the
inertia of the other factors, resulting in almost no change. In order to effect a
meaningful change, the change would have to be affected on a great scale. The scale
of the change would make it a project of such proportions that it would need to be
dealt with by the entire community or even the entire country. A project of such
proportions would be dependant on a large amount of money and would take a long
time to effect the change. One individual, or a few together, could :mt hope to affect

!
significant change.

What, then, does the individual learner do to help him or herself? On what level could
that learner change something that would give him a chance to .increase his
Mathematics achievement? It would have to be something over which the individual
learner has control, does relatively independently and is inexpensive.

Learners in Kwamasku, Kwazulu-Natal were asked to find practical ways in which
they, as individuals, could try to learn under current school conditions (Nxumalo,
1993). T