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ABSTRACT '

The purpose of this study is to analyze the ways in
which educators, socialized within an entrenched racist
system, integrate children from different racial groups in
their school.

The study offers an in-depth look at a formerly white
girls' high school in a low socio-economic area of Durban,
South Africa. The research was undertaken in August, 1993,
18 months after the admission of pupils of all races and
nine months prior to fhe national free'elections.

To date there has been little systematic documentation
of the desegregation of white state schools in South Africa.
‘ItAis, therefore, the researcher's intention that it
contribute to the accumulation of basic data from which to
carry out further in-depth studies. If is a further
objective that the results of this study might inform

- .. ... educators. and policy-makers in their nascent éttempts
_to effectively integrate South African schools.

While Canadian schools have been multiracial for many
years, the analysis of a South African school just embarking
on integration may provide valuable insights on new and old
theories of multicultural practices.

A qualitative approach was chosen, using a case study
based on the ethnographic tradition. This was deemed the
most appropriate way of.peeling back the multiple layers of

-socialization that govern black and white interactions in
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South Africa. It was also considered to be the most

effective way of capturing the full richness of the data

from a situation that was new and turbulent. The primary

tools for data collection were direct observations and
interviews.

The nuances in the data reveal many paradoxes,
contradictions and unpredictable outcomes.

The role of class as a mechanism of exclusion emerges
as a predominant theme in the study. It highlights the way
in which both race and class interact in South Africa in an
intense struggle over power and privilege.

The study also offers insights info the reasons an
oppressed group seeks access to a world.lahguage and
First World lifestyle sometimes at the expense of their own
own culture and ethnicity.

Another theme that emerges is the necessity in South
Africa of building a national identity while still
recognizing diversity.

The research concludes with some suggestions for
facilitating effective desegregation, bearing in mind that
the complexities and uniqueness of‘the South African.ferrain

necessitate a dynamic, flexible and holistic approach.
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Chapter T

INTRODUCTION

Prior to the historic free elections in April‘1994
which ushered in a non-racial, demoCratié government, South
Africa was a society strictly stratified along racial lines.
With the election of the National Pafty to political power
in 1948, this stratification becamé'legislated'and Apartheid
as an idéology was born. The Grpup.Aréas Act (1950)
‘detérminéd>where each_racial'groﬁp could live; rural
Africans being confined to poverfyistricken “homelands',
urban blacks ghetﬁoized in bleak townships, far enough away ' -
to avoid contaminating the white cities, close enough'fo
contribute théir indispensab;é iabour. Influx Control laws
ensured that only working blacks could stéy in urban areas
for longer than 72 hoﬁrs; Keeping ditieS-“white' resulted in
periodic forced relocations of entife.nonéwhite communities.
The Population Registration Aét (1967)'classified every
person according to four racial categories, African, Indiaﬁ,
.Coioured and White. The Mixed Marriages Act made sexual
relations across racial‘groups iliegal.'Consequently} until

1994; South Africa was an anomaly for

A "While the concept of race had been thoroughly" -
discredited by the rest of the world, as a meaningful -
biological classification system, (in South Africa) it
acquired a pseudo-reality because of its socio-political
consequences." (Burman, 1986:5) :



Many reséarchers (Kallaway,1991} Wolpe,1991;
‘Unterhalter,1991; Adam and Moodléy,1993.)have pointed to the .
hrelationéhip between class andvrace in South Africa.
Christie (1990) éontends that South Africa may best be
:understood aé a capitalist and class-based sqcietyz where
racial practices were]intégral and institutionalized and
Whefe history has been shaped by inteﬁée political and
ideological struggles over issues‘of both race and class.
Within this context of a society divided along racial
and class lines, education has been used as a'powerful

instrument by which the regime has tried to reproduce the

existing social ordef.(Unterhélter~& Wolpe,1991.)

"The success of apartheid depends in the first instance
on education." (Report on Native Education,1935,cited in
Callinicos,1990.) _ : :

' With the Bantu Education ActA(1953), the purpose of
education in preparing students to fill their predestined

' role became more éxplicit. For whites this meant
preparation for life in the dominant society; for blacks it

meant inculcating acceptance of an inferior position.

(Maree,in Kallaway,1991.)

"The African child should be schooled for servility
since there is no place for him in the European community
above certain forms of labour." (Prime Minister
Verwoerd, 1953 cited in Callinicos,1990.)

During this period, black education passed from the

mission schools and was centralised under the Department of
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Bantu Education. The intention was not to deny education to
all blacks but to differentiate the black population with a
small urban working class, with some access to education,
and a large, minimally educated migrant labour force.

(Kallaway, 1984; Unterhalter,Wolpe et al 1991;

Hartshorne, 1992.) -

While little was done to promote education during the
'50s, equally little was done to obstruct those with the
means from progressing through the education system. This
group of pupils provided the pool from which the very
rapidly growing number of school and university students
would be drawn in the next decade. (Unterhalter,1991.)

The following decade from 1963-1973 was accompanied
by significant expansion of black school enrolments and |
expenditure on black education, while still remaining vastly
inferior to white education. The reasons for this were both
politicél and economic.

Faced with massive popular uprisings, the regime
reacted with more repression, banning organizations and
people such as the ANC and Nelson Mandela; and creating
Bantustans, ;independent homelands based on ethnicity'’
wherein blacks had limited political rights. The rationale
was to deflect from demands in a unitarylsouth Africa.
Education expanded in order to meet the needs for a trained

black civil service in the Bantustan administration.
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Political unrest and ‘repressive government retaliation
'resulted in the fllght of much forelgn capital, essential
for economic growth.4 In addltlon, the development of
mechanisation in mining, manufacture and'agriculture
necessitated a morefeducated.and skilled workforce;
(Unterhalter,1991). | |

However, thecintentions of black education failed
miserably.

" The system's attempt to depollt1c1ze and disempower
black students through an education geared towards a
,contlnuatlon of their inferiority and submission, instead
resulted in children who completely disabled a system of

'mass state schooling, - a phenomenon unprecedented in
hlstory." Nasson 1986 113. )

The 1976 Soweto riots ushered in an era of rebellloni
against the black education system whlch took the form of |
nation;wide school bo&cotts, stayaways,5destruction“of-
school facilitiesuandlattackS'on sChool.administration.
Black students sometimes acted independently,‘sometimes in -
conjunctlon with teachers, parents and communlty
organlzatlons (Nasson 1986; Unterhalter 1991; Hofmeyer and
Buckland, 1992.)

The polltlcal 1nstab111ty,coupled with a decllnlng
economy, due to the fllght of forelgn capltal, unemployment
and falllng wages, led to attempted reforms in black
education in order to broaden the reglme s support among the

domlnated classes. The De Lange Commission (1981) and the

' government's response in the White Paper (1983), recommended



5

: Jexpandlng and reformlng black educatlon,.the ratlonale being ‘T
,pthat a more educated workforce would not only prov1de hlgher
rlevels of productivity ‘and economlc growth but would'be
polltlcally subm1551ve because workers would have a greater
stake in the system. (Nasson 1986;>Unterhalter,.1991,
Hofmeyer and Buckland 1992.) | |

' ThlS falled in both respects. The follow1ng five
years, from 1983 1989 were characterlzed by the paradox of
_both reform and repre551on. The government s attempt to
entlce mlddle class blacks through materlal rewards led to a
deeper sense of allenatlon as economls beneflts were still
not - llnked to polltlcal and social rlghts. (van Zyl
Slabbert,1989; Adam and Moodley, 1986. ).

Country—w1de uprlslngs contlnued ln ‘the form of school
:boycotts,'strlkes,)mass meetlngs, demonstratlons and armed
<attacks on spec1f1c targets assoc1ated with the reglme.
.Thls perlod saw the growth of organlzatlons among the
‘pdomlnated classes, such'as the Unlted Democratlc Front
n_(UDF), the Mass" Democratlc Movement (MDM) and the National
"Educatlon Cr1s1s Commlttee (NECC) The latter arose out of
the black parents and communlty concern w1th the 1ncrea31ng.
- unaccountablllty of black: student protest. It was an
iattempt to’ Shlft the concept encapsulated 1n the slogan "no
leducatlon'untll-llberatlon utowardsﬁ,a,people s educatlon
for people s power' which could‘laygthe foundation'of:aﬁnon-

‘racial, unltary and democratlc education”system. This



constituted a decisive strategy in that it'linked the
‘education struggle to the transformatibn of the whoie
political and social system.'(Unterhalter,1991.)

| The economy duriﬁg this peridd continued to decline'aue
to increased labour unreét.and international SAﬁctions;‘

The regiﬁe's,reépdnse was to impose représéiverState.of
Emergency legislation which enabled them to ban student
_organizatidhs, detaiﬁ.leading activists in ‘the NECC and
other democratic groups and'in5£all the military in many
black schools and townships.

At the same time,;hOWever, enrolments in black schoolé‘
increased, per capita ekpehditure on black education by the
state aOubled and there was huge investment in black
education, espeéially in vocational and technical schéols,-'
from corporate interésts.:(Unterhalter,Badat,et al 1991.) In
1986 free education for Whites was withdrawn while
compuléé;y primary édudation fbr blacks was legislated in
- 1992, (McGregor.et al,1992) .

-  In 1990, Soﬁth Africa's State President F.W.de Klerk
aﬁnéunced the birth of a "new" South Africa. in the =
following two years Nelson Mandela was released from
détention, organizationstUCh as the ANC, PAC, SACP, were
-unbanned and signifiéant,épartheid legislationvsuch as the

Group Areas Act, Separate Amenities Act, and Population

Registration Act were revoked, thus paving the way for the
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desegregation of white schools. (Hofmeyer and Buckland, 1992;
Freer,1992; Christie,1990.) |
Superficially, this represented a cohsiderable change

by the government since it had been only four years
previously that de Klerk, as minister of National Education,
had stated unequivocally that as long as the National Party
was in power, they would be committed to separate education

in state schools. (Penny,Appel,et al,1992.)

A 1989 survey showed 55% of white respondents favouréd
selective or complete integration of state schools although
this was substantiglly lower amongst Afrikaans-speakers or‘
those who supported the right-wing Consefvative |
Party.(Bot,1992) 1In 1992 the government announced that all
state schools would have to desegregate unless two-thirds of
the parents voted otherwise. The implication of this ruling
was that white parents, through the school's |
governing body, could maﬁage and control many facets of the
school, including the appointment of teachers at entry level
and the determination of the school's admission policy.
Consequently, white schools still retained the power to
entrench or reverse the tradition of segregated schooling.

(Freer,1992; Coutts,1992).

However, the crisis facing white education influenced
the further desegregation of many white state schools.

Falling birth rates and emigration led to a decline in the

white population. 1In addition there was a growing decrease
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" in teacher morale, cr1t101sm of the eurocentrlc currlculumi
iand closed cultural ldentlty of the whlte educatlon system.
5.(Hofmeyer & Spence 1989 clteduln‘Hofmeyer &;Buckland,1992.y

“In Aprll 1994 free elections in SoUtthfrica brought

:v'to power Nelson Mandela and the ANC, thus endlng centurles

of. oppre551on and rac1al dlscrlmlnatlon and heraldlng the

birth of a new, democratlc natlon.

'PURPOSE .

| The,purpose of:this study is to~explore'and analyze the
ways 1n which teachers and admlnlstrators deal with the
”practlcalltles and 1mpllcatlons of 1ntegrat1ng chlldren from
dlfferent rac1al groups in thelr school I would like-to.
examlne how the teachers and admlnlstrators,-soc1allzed
w1th1n an entrenched rac15t system, valldated by the State,
: Church and Court face ‘the- challenglng task of fa01lltat1ng
'peffectlve learnlng among chlldren who have essentlally lived
’fniseparate worlds,falbeituwlthinAone nation._

Although apartheld was in the’ process of belng A

dlsmantled at the tlme of the study, the legacy of such
 social englneerlng has far reachlng lmpllcatlons both in
therms of deprlvatlon in all aspects of life- home,.school
‘and work- suffered by the underpr1v1leged groups, and the

‘entrenched attltudes and behav1ours of ‘the- people.,

“Generatlons of chlldren have now grown up w1th1n this
system, with unlquely dlfferent experlences and attitudes
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from and about each other, desplte being members of one
nation." (Burman,1986.)

This study offers an in-depth look at a formerly white
girls' high school in é low socio-economic area of Durban,
South Africa. The year is August, 1993. It has been 18
months since the school first opened its gates, in January
1991, to pupils of all races. It is nine‘months.before the
national free elections of April 1994.

The guiding foci of the study which indicate how things
are working at the school are:

- What is the social context of the school?

- What is the philosophy of the Principal and how supportive
of integration ére the administrators, parents and
community?

- What selection procedures are used for admitting black and
white students?

- How does the school promote positive self-concept among
all its pupils?

- How are status relations reproduced within the school and
classroom?

- What racial attitudes exist between the staff and students
and among the students themselves?

- What are the teachers' expectations of the children and
how are these manifested in the classroom?

- What kind of pedagogy does the teacher use and how does

this affect performance and attitudes in the classroom?
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- Whose culture is reflected in the curriculum? Has the
curriculum changed in order to accommodate the new student
clientele?

In order to find‘answers to the above broad questions I
will look at the following specific indicators:
- The physical description of the immediate communify. Is it
a solidly white residential area or racially mixed? What is
its socio-economic'status? What is.the proximity of the
school to pupils' homes.
- Is there a parent association? Is it multi-racial? What
kinds of activities does it participate in?
- School's ethos. What are the school'songs, logoé,

"houses", decorations, mascots and celebrations?

~ Examine admission tests and interview Principal about

criteria used for selection.

- Who are the school prefects, sports captains, house
captains, class captains and club presidents?

- Which students get punishéd more often and for what
infringements? What is the nature of the punishment? Does
it affect all students equally?

- What is the néture of the contact amongst students? What

are their perceptions of each other? What is the physical

‘arrangement of the desks? What constitutes the club and

team memberships, and the playground associations?

- What is the nature of the contact between teachers and

students? What responsibilities do the teachers give the
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. black and white students?- How much attentlon do they give
to their answers, questions, problems’
-~ Who initiates classroom responses, discussions? Which
students do the teachersdoall upon to respond to_questions,
- model answers, give opinions? |

- Is there a co-operative or competitive classroom>-
enVironment?' Is there ability streaming within the school.
and /or classroom? What kind of support is there for
tchlldren w1th language or learnlng llmltatlons7 When is it
given? How lmportant are grades? Are they publicized?
What are the academic results? -

- To what extent does the history curriCulum reflect the
.histories-and contributions of all racial groups5 To what
extent does it deal w1th the hlstory of apartheld the black
'.struggle for equallty, black leaders and ‘heroes?

- Is the art, musrc, ‘drama and llterature of non-Anglo
.cultures studled in these classes’ | |

- What languages are-taughtvln the sohool?‘

- An examination'of schoolhtextbooks and classroom
observations willlprovide answers.to these.currieulum,

concerns.

DEFINITIONS
Several key terms have been used throughout thls study.
The following deflnltlons have been prov1ded to 1nd1cate how

these terms have been used in the context of this study:
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Apartheid: The legislated policy of racial segregation
instituted in South Africa by the Nationalist Party in 1948.
Black: Used to refer to people classified-as African,
Coloured (mixed race) and Indian. These terms, as well as
the term, White,‘as used in this study, do not refer to a
biological concept of race, but to the political system of
racial classification under Apartheid laws.
"Open' schools: This term was used prior to the
introduction of Apartheid into universities in 1959 to
denote racially mixed universities. It has become the
common term of preference to describe racially mixed
schools.
Streaming:. Grouping according to perceived academic
ability, either in different classes within the school, or
in different groups within classes. Each class is labelled
A,B,C,D etc.accérding to achievement usually determined by

examinations.

Integration: The inclusion of people of all groups, marking
the end of racial segregation.

Assimilation: Absorption into the dominant culture, so as

to become indistinguishable from the dominant group.

Houses: Each school is divided into three or four houses,
or teams, usually named after a somewhat obscure British or -
White South African historical figure. Each student is

assigned a “house' at school entry.

Standard: Grade. Grade 3 = Std.l; Gfade 12 = std. 10.
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Matriculation/Matric: Std. 10 school—leaving examination.
‘Prefects: Studénts in Std. 10 who are elected by students
- and staff to be leaders, enforée discipliné and‘SChool rules

and model correct behaviour.

RATIONALE

This study is-inpofnant because to date there has been
little systematic documentation on: the desegregation of
white government schools‘in South Africa, a hitherto
unanticipated event in a uniquely aberrant éocial setting.
(Penny, Appel, et al 1992). It is the reéearcher's
intention that it contribute to the accumuléfion:of basic
‘data fromiwhiéh it wouid be‘pOSSible.to cnfry'out further
in-depth studies. - | .v | R

Moreovér,‘it.is at this early stage of séhooi
integration that cfitical choices need to be made. It is an
objective of this stndy, that it add to the'knowledge which
might inform and gnidé educators and policy-mékers in their
earlf attempts to facilitate effective integration.in South
African schools.

Becanéé-of'thé ideolngy of apartheid,nracial divisions
hafe historicall& overshadowed class antagonisms within
South African éociety. ‘The removal of racé as a criterion
‘within the education éystem, may'cfystallize'class divisions
and provide a gfeater understanding of the way in which

class and race articulate in the South African arena.
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‘WhileiCanadian schools have been multi-racial fdr many
years,vfhe aﬁaleis of a South,Africanvéchool just embérking
fOn'integrétion, could provide some valuable insights oninew
and old theories of mﬁlticﬁlturai educational practices.
This research éould offer fresh perspectives on the o
sometimes platitude-laden discoursé surrounding

multicultural education in Canada.

- THEORETICAL, FRAMEWORK

| The-following reseafch‘is’loqated witﬁin thé,broad“aréé
of multicultural education. Thé'desegregatioﬁ‘literature
in the United States, the race relations literature in the
United Kingdom and multicultural-anti-racist education in
_Canada will serve as an orienting fréﬁework for this study.
These theoretical perspeqtives will be appliéd to examine
educatiph.within the rapidly desegregating context of South
‘Afridén schools. | -

‘Desegregation literaﬁure;ié fairly consistent in its
description of cruciél factors. for effeéﬁive school
integration. In broad terms, these are the creation of an
eqﬁal statUS.learning environmenf in which all students have
equal access to educational opportunities and equal power
within the contact situation; co—operative'réther‘than'
competitive‘pedagogy; and the suppo;t of relevant
authorities. The létter necessitates»positive support of

integrétion by parents and the community and parental
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involvement in school activities. ‘It also depends on
teachers being prepared personally and professionally,
through in-service training, to copé with studénts from
diverse backgrounds. (Verma&Bagley,1979; Schofield,1982;
Hawley,Crain,1983; Slavin,1987; McGroarty,1992; Oakes,1992.)

Early integration attempts were characterized by
assimilation, whereby black or minority students were
expected to acquire the “cultural capital' necessary to fit
into white society. Attempts to redress this and create
“equal status' led Western theorists and educators from an
assimilationist model of integration, to a multicultural
standpoint. Multicultural education tried to validate black
and minority students' culture and instill amongst all
pupils a tolerance of other races, religions and wayé of
life. The objective was to promote harmonious group
relations and increase black and minority academic
achievement. The failure of multicultural education to meet
all its objectives has led to an explicit anti-racist
education policy wherein racism as a mechanism for
perpetuating social inequality, is strongly contested in the
school environment.(Ogbu,1978; Cummins,1987,1988;
McCarthy,1990; Solomon,1994)

Research (Slavin,1978; Hawley, Crain et al,1983.)
indicates the necessity for curricular and pedagogical

changes for a learning environment conducive to successful

integration. Curricular reform, which validates




16

the hlack students culture and historical contributions,
leads to improved self esteem, better race- relations and
1mproved academic performance by the low—status group.
Similar results have been obtained utilizing co-operative
rather than competitire learning strategies. (Schofield,
1982; SlaVin 1987 Mcgroarty,1992 ) | .

' ,Scholars(.Schofield"l982; Hawley,Crain,1983) indicate
the importance of support by releuant.authorities, including
the community, parents,‘administrators and teachers, in
successful school integratiOn experiences. Their evidence.
shows that teachers‘are crucial by; among other things,
modeling the'desired-behaviour'and‘attitudes, which strongly
'influence students"behavioUr and attitudes.” Because |
teachers are ill- prepared to cope with raCially diverse
classes, these researchers recommend extensive training for
\both teachers and~administrators. | ‘
- I.will approach my own research within this thedretical
frameWork. However, in determining the applicability ofﬁthis‘
literature to the South African experience, it is essential

to locate it within the unique 5001opolitica1 context of

South Africa.
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Chapter IT

AN HISTORICAL REVIEW OF EDUCATION UNDER APARTHEID

BANTU EDUCATION

Decades of apartheid education have resulted in gross
inequalities between blacks and whites that will have
repercussions for years to come, despite the gradual
integration‘of schools since 1991. (Hartshorne, in
McGregor,1992). This is exacerbated by the fact that South
‘Africa contains elements of both the First and Third Worlds.
The education profile of black South Africans is consistent
with developing countries: Thirty.percent has no education;
36% has primary education; 31% has seconda;y education; 3%
has deérees or diplomas. While the white birth rate is
falling, it is rising amongst the black population. Within
five years there will be one million children reaching -
school age each year. (Hartshorne, Hofymeyer, Buckland, in
McGregor, 1992.)

. The following table shows the large discrepancies
between black and white education with respect to
teacher/pupil ratios, under-qualified teachers, per capita
expehditure and school-leaving pass rates. Moreover; until
1986, education was free and compulsoryluntil the age of 16

for whites only. (Kallaway, 1991; Nasson, 1986; Hofmeyer &

Buckland,1992; Adam & Moodley,1993)
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"African education is short of everything except pupils.”
(Dhlomo, 1981, cited in Hofmeyer, in McGregor,1992.)
TABLE I.

Comparative education statistics 1989

White Indian Coloured African
education education (DET)
pupil- 1 17:1 20:1 23:1 38:1
teacher :
ratio

underqualifi [ Q% 2% 45% 52%

ed teachers
(less than
std. 10 plus
a 3-year
teacher's
certificate

per capita R3 082.00 R2 227.01 R1 359.78 R764.73

expenditure

std. 10 pass | 96% 93,6% 72,7% 40,7%

rate

(Sources: DuPlessis SAIRR, 1990
DET, 1989; et al 1990

The implication of this for future integrated schooling
in South Africa is that in érder for black children to
proceed on an equal footing with whites, there has to be a
way of undoing the past and compensating for the previous
injustices. Otherwise it will still be black children who
will fail even in a democratic South Africa.'(Kallaway,1984-
1991; Christie & Collins, 1991; Adam & Moodley,1993).

Not only was Bantu Education structurally inferior, its
ideological intent, as reflected.in the school curriculum

and textbooks, was to school the students for servility.

This process has been called a “culture of silence', where
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schooling attempts to silence, to negate the history of the
indigene, to rationalize the irrational and gain acceptance
for structures which are-oppressive. (Kallaway, 1984-1991).

Adam and Moodiey (1993) explain that until the '70s,
~ there was little emphasis iufeither the white or black
curriculum on preecolonial Africa, black leaders, political
organizations or the contrlbutlons of blacks in the
development of . the country./ The underlylng message was that
whites settled the land, and the/blacks on contact were
unfriendly‘aud treachetous;. |

4

. "The implication is that black underdevelopment is
their own fault and whites are responsible for bringing
South Africa to its present First World status and therefore
are justified in maintaining the status quo." (Adam &
.Moodley, 1993:235)

The denial that black South Afrioahs have a history was
a distortion of the truth both in black and white educatlon
and needs to be rectlfled in a new educatlon system.
However, the effect that this has had and will contlnue to
have , on blacks is far more insidious and pervas1ve as lt

3

{ . has placed them in a “cultural vacuum.'

"Not only is this bad hlstory, it is dlsabllng hlstory.
To deny people their hlstory is to cripple them
1ntellectually and maim them psychologlcally." (Bundy,1989
in Polley,1989) '

BLACK SCHOOLING AND VIOLENCE

,'h~ o Schooling for black chlldren in South Africa has been
permeated by violence. 1In 1976 the Soweto rlots broke out.
|
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Using‘the schoolsrés the point of political mobilization,
students. from eight to 18, protested nof only the obVious
inadequacies and inequalities of the system but against the
order as a whole. They péréeived that'eduéational reform
could not take placg without a radical transformation of the
entire social and political structure of society. (Nasson,
1986; Christie,1991; Coutts,1992; Adam & Moodley,1993).

- "The moment the education system itéelf\becomes the
major source of conformity and an obstacle to change, it
becomes a collaborator in exploitation and repression."(van
2yl Slabbert,1989.)

From 1976 until the :announcement of the birth of a
' “new' South Africa by President de Klerk in 1990, black
schooling was virtually paralyzed by school boycotts,
stayaways, the destruction of school facilities, attacks on-
school administration and the presence of the military.
. (Unterhalter et al, 1991.) -

This has resulted in almost an entire generation of
black children being deschooled or ineffectively schooled.

' "Resistance to the government'szantu Education was
intended to promote education for liberation , but was
subverted into liberation before education. Schools were

proclaimed "sites of struggle." (Adam & Moodley, 1993:163)

Matriculation pass rates in 1991 were 39% for black

students in contrast to 95% in other communities. The
J N o
“implications of this massive failure rate are that it will

aggravate youthful rage, incite racial envy and worsen South

- Africa's desperate shortage of skills.(Adam & Moodley,

1993.)
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A draft of the ANC's policy on education (1992:2) 
describes the preSeﬁt deep-rooted crisis in education
resulting from apartheid policies.
_ "In the struggle against Bantu education, thousands of
school children lost their lives, many more staying away
from school for long periods, engaged in battles with the’ ,
police and army. This has led to the gradual but definite
erosion of the need to learn. Thus a whole generation of"
our youth has grown up bellev1ng that educatlon and learnlng'
have no value."

The incréasing'ccncern over students' lack of
accountability, deteriorating student-teacher rélationships,

and absencé'of a “culture of education', resulted‘in;the
founding of the National Education Crisis Committee. Qnevdf
the objectives of the NECC was to restore a desire fo? |
learning in the students in order to prepare them for
participation in a'democratic'society. However the
repression of the NECC after 1986 seriously diluted-the
clear articulation. of a:gpeople's educatidnifor people’s
power.“v(Untcrhalter, wélpé et al,1991).} \

Withlfhe move towards a»democracy in>£he *90s, the
school conflict subsided thrcughout the country except ih
Natal where it emérged as a bitter confrontation between the

UDF/COSATU forces and Zulu chlef Buthelezi's Inkatha Party.

Nzimande (1993) malntalns that almost no black areas or

communities in Natal were unaffected by the violence.




'Llfe for entlre communltles has been’characterlzed by *
endless killings, burnings, kidnappings, disappearances,
dlsplacements, detentions and shootlngs." (Nzimande, 1993. )

 Thus schoollng for these chlldren has taken place in an
atmosphere of fear, hOStlllty and susplc1on. Teachers were
'in a precarlous p051tlon as they were compelled to belong to
NATU, affiliated to Inkatha and were expected to teach an
Inkatha syllabds. This brought them on a collision course
'Jwith many étudents_whc-suppcrted"the mounting mass
democratic movements of the time. (Gultig and Hart, 1991;
- Nzimande 1993.)

The effects of this lifestyle»on children,is likely to-

‘be felt.for'Years'to come and has serioue_implications for
the development of an alternative pedagogy; It is also
likely to cause'divislons.betWeen‘those black students who

remalned in school durlng this perlod and - those who were

deschooled.

EDUCATIONAL REFORMS AND THEIR IMPLICATIONS

The disarray in blackveducatlon, together with
vdesperate aeed for ekilled labour and the generaldbolitical
instability throughout the ccuntry, led to attempted refcrme
lin thé’19808. As a result of the De Lange Commission, 198l
and the 'government's . response in its White Paper, 1983 the
budget for black educatlon rose 600%, whlle per capita
expepdlture rose from R42 to R192. (Nasson, 1986). Racially

segregated education departments were amalgamated under a

"t
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singlevnew'ministfy with a racially‘mixed advisory council.
Teqchers salaries were equalized. Curriculum changes
included teaching\an African languaée in,White schools and
allocating ethnic groups their “own' histofy which idealized

historical black heroic figures and eﬁphasized their

.positive contribution to white South Africa. (Nasson, 1986;

Hofmeyer & Buckland, 1991; Enéelbrecht,in McGregor,1991;

Coutts, 1992)

Many critics (Nasson,1986; Lemoq,1987; Unterhalter et

-al,1991.)claimed that while these reforms ‘served middle-
.class blacks, they did little to ameliorate the educational’

~disadvantage of children from.impoverished'baCkgrounds.

"This gradual equalization of educational opportunity
serves more to protect white hegemony and attempts to
incorporate middle-class blacks into positions of pr1v11ege
closer to that of whites." (Lemon,1987.)

Discrepancies between white and black education still

Aremained vast. Despite compulsory education, 27,000 black
"school-aged children\had not been placed in schools, . )

. accdrding to a 1991 NECC survey. Fifty per cent of black
'teaéhers were still inadequately quélified;,there,was a lack

of remedial and ESL specialist teachers; 50% of black

students and 80% of white students obtained school-leaving
‘passes. (Driver'% O'Riordan, 1992)

This period saw massive investment in technical and

. vocational schools by private enterprise in order to ease .

the critical manpower shortage. However, critics (Nasson,
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1986; Swainson,in Unterhalter, 1991) sawiit as

differentiating children at the school site in preparation

for their roles in the capitalist economy.

"In practise, while middle-class'children will
monopolize access to formal secondary schooling, it will be

‘working class, overwhelmingly black children who find -

themselves being shunted into narrow, non-formal work
training, heavily financed by private capital." (Nasson,
1986) | ' T

‘ Critics (Nasson,1986; Lemon,1987}'Unterhaltér, Wolpe et
al,1991; Christie,1992; Pampallis,1993.) claim that the

educational reforms of the '80s failedibn two fronts. Unless

.~ the historic disadVantagés of black children are addressed

by massive redistribution of wealth and privilege, “equal
schooling for'all'.becomeS‘simply rhetoric.

"The utmost emphasis is not simply on more “equal' or
“better' schooling but in the qualitative construction of an
education for a more democratic culture." (Nasson,1986.)

The aim of co-opting a black middle-class which wogld

have a gfeater stake in maintaining the status quo instead

“increased black awareness of injustice and inequality and

led to further resistance and dissatisfaction accompanied by

mounting violence and state repreésibn until the end of the

‘decade.

Nevertheleés, when real reforms occufred in the"QOé
culminating in.the'free eleéfions of }994, it waS[these
middle-class blacks who stood poised_to first access the
-political poﬁer structufe‘of:the “new' South Africa and to-

share in her economic resources.
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THE DEVELOPMENT OF ~OPEN' SCHOOLS

While the reforms in the early '80s resulted in‘minor
changeﬁ, they did not include fhe abandbnment of raciélly
diffe:entiated schooling.‘Nevertheless, white church and
other privéte sghools.decided to challenge éduéationalw
-segregation and admit students of all races to their-schools
in 1976; For the next decade the ~open schéollmovemgnt' was
‘politically controversial.

o On the one hand the government remained committed to
' segregated schooling throughoﬁt this period, open schools
..being the exception to state policy, rather than a changing
trend within it.  On the other hand, open schools were
ambiguously regarded by’the political left. While many
éolitical actiVists;‘including membeis 6f'the edﬁcation

movement, sent their children to open schools, the schools

were criticized for being economically and socially elitist,

" being irrelevanﬁ to the broader struggle for non-racial

~ democratic education, and for‘isolatihg black students
from their communitieé and the political struggle.
(Christie, 1992; Gaganakis,1992 in Freer;1992; Pamballis}
1992; Fr'e-e.r,1992) ' | |

| 'Aitér ten years of ambiguous legal status aﬁd intense

negotiation with fhe government, open schools finally won
iegal recognition and-state subsidies in 1986. ' However,

high fees and stringent admission requirementé meant that
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only biack pupils who were.\sociaily-andfacademiCally
acceptable’ Were admitted. |

Research (Cnristie,(1990; Coutts,'1992; Freer,1992;
Gaganakis;in Freer,1992; Frederikse, 1992.) has shown that
while racial mixing at these schools has been unproblematic,
, the acceptance of black students seems premised on the

 degree to which they approximate,the white norm. Moreover,

white students had'no.clear idea of the contradiction.
between their schoolrexperience and the inequities of the
- political system. They were unable to grasp that educational
reform could only be meaningful in the context of major
‘soc10political reforms, from the baSic right of universal
suffrage to a reallocation of resources and privileges.
| While black.students differed significantly from their
white colleagues in their opposition to apartheid, they also
differed conSiderably from their black township peers. These
| schoolchildren were often engaged in overt political action
:-school boycotts, protests, violent battles with the police
-and army - during this period. Researchers (Christie,
Gaganakis in Freer, Pampallis, Frederikse et al, 1992)
describe the alienation of middle-class black students from
.tneir lower-class brethren in the townships as one of the
"most negative’consequences of private schoolndesegregation;
They contend that there was an assumption in these open
schools that white education was the norm which black

children were expected to match. This-was expressed in
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staffing practices, sporting and other extra-curricular
aCtivities‘as well as in the culturally and linguistically-
biased adm1s51on tests. Few schools had made any currlcular
changes, the assumption being that black students would
automatically be assimilated into ex1stlng school practlses.
In addltlon, the schools were often located ln
communities that were unsupportlve of, or even hostile to,
social change. |

Black students had also absorbed the'pervadingicredo of
these schools which was an abiding faith in the merltocracy:
education alone was capable of bringing about social change,
the underlying assumption being that -all children enter the

competition for places on more or less equal terms. The poor

‘must 51mply “work harder to lmprove their lot. (Gaganakls,

in Freer,1992:90)

While these students defined themselyes as “black' (and.
hence a part of the suhordinate'majority),'and recognized .
the political and educatlonal crisis in black schools, they
did not generally moblllze for any polltlcal purpose.-
Rather they asp;red to.become part of the white elite,
desiring the same kinds of civil and social'privileges”as

those held by whites.(Christie,‘Frederikse, Pampallis,

' Gaganakis, in Freer,<et al, 1992)

"They not only ant1c1pate sharing an economic locatlon

with whites in the future, but also hope to be “rich',

“successful', or “to live in a whlte suburb'." (Gaganakis, -
in Freer, 1992 84)., .
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These findings support Adam & Moodley's (1993)contention
that the struggle in South Africa is not so much over “race'
‘as access to “power and privilege'. |

Frederikse (1992) described the same trend in
desegregated Zimbabwean schools during the first decade
after independence. Many black middle-class students
‘expressed a strong desire to anglicize, which they
themselves interpreted as an awareness of class.

This would seem to be a contradiction of McCarthy
(1990) and Cﬁmmins' (1987, 1988, 1992) analysis of the
dynamics of racial interaction. In their view, the power
relations of the larger society are reproduced in the school
environment. Yet in post-independent Zimbabwe; Blacks hold
political power and white students have become fhe minority
in most suburban state schools. Nzimande and Pampallis (in
Frederikse,1992) however, contend it is a thinly disguised
form of racism, reproducing the cultural subjugation of
black students during the colonial era.

As the black students move towards “elite' status, they
increasingly alienate themselves from their township peers.
Researchers (Christie, Frederikse, Gaganakis, in Freer, et
al, 1992) have revealed an alarming degree of prejudice
against the lower-class black students by both their black .

and white colleaques. This was expressed through name-

calling, derogatory steréotypes and social avoidance.
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Language provided an effectlve means by Wthh black students

isolated themselves from thelr local communities.

"English is percelved as the language of education and
of the ‘upwardly mobile. The public use of fluent English
' ensures their immediate visibility as-a high status group
and to signal social dlstance between themselves and their
peers in state schools." (Gaganakis, in Freer,1992: 87 )

Gaganakis et al (1992), also report that white students
perCeiVe'the_middle-class’black students as being “white-
black'.

-"More. than simply a racial slur, it implies access to
credentials and power, particular access to the kind of
empowering structures a private school education
ensures, while the wider black majority remains
disempowered in terms of educatienal opportunity and
political access."- (Gaganakis, in Freer, 1992‘89)

However, in the eyes of thelr peers in the black state
schools, they have lost their legltlmacy, they are
con51dered ’selloutsﬂ or “traitors', leading ostensiblyk
normal school lives while the rest of black“education
fremains in tutmoil * Black private school puplls reported
various forms of 1nt1m1datlon by their townshlp peers, often
belng forced to absent themselves from school durlng
boycotts, change out of school unlform before arerlng ‘home
and av01d1ng speaking Engllsh in order to conceal
affiliation." | , _

" Christie (1990,) points out that, given the -
constraints of apartheid within whieh:these’schoqls operated

- at the time, one should notiunderestimate their role as

pathbreakers, paving the way for the integration of white
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~state schools four years later. Nevertheless, most

researchers (Christie, 1§91'nGagenakis, 1992; Fampallis,~

' 1992) concur that these schools were falllng to allev1ate

the dlfferent power relatlons, both economic and polltlcal
which form part of ‘the fabric of South_Afrlcan society. On:
the contrary, they probably ser&ed,to entrench present
social and political structures rather than provide the

institutional basis for a democratic and non-racial

' educational system.

THE _ANC'S POLICY ON EDUCATION

As far back as 1949, black intellectuals have
articulated what AfricansAwant from education:

" We want integration into the democratic structure and
institutions of the country. The most effective way of
achieving this is by education - an education essentially in
no way different or inferior to that of other sections of-
the community." (D.G.S. Mtimkulu,1949 in Kallaway,1991)

The,ANC policy on educetion (1992) indicates that their

educatlon system will be gulded by

\

"the goals of democracy, equallty, llberty and justlce
within a non-racial, non-sexist framework, providing equal
opportunity and the redress of imbalances."' -

It proposes free and compulsory education for all for a
minimum of 10 years. This.will,be'based on equalizing the
per capita expenditure between black and white students

within a framework which ensures that resources are

redistributed to the ‘most disadvantaged sectors of society.
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.The ANC belieVes there“shOUld be afnatiehalvgoret
“curriculum theh alioﬁs feffeultural and regiehal
Aifferenees, andbwhich.proVides,a general eeﬁeatioh‘basedion
:integrating.academic and Voéatienal skiils;' The latterﬁis
in respense'to the trend ih‘Sduth”AfticahS‘sehbols which
tracks students at a young age into- dlfferent educatlonal
4streams, leadlng to dlfferent educatlonal paths. Thls
ensures that access’ to hlgher-level occupatlons remaln the

.v.domaln of the wealthy and’ predomlnantly whlte sectlons of -

v'«the populatlon.i

: Commentlng on the ANC's pollcy regardlng educatlon,

McGurk (1n Polley,1989) states. s;V'

V"A total transformatlon of the polltlcal and socio-
economic infrastructure is necessary for the implementation
.'of the educational policies. This would ‘take the form of
demographlc development, -adequate land allocation and -
services, -compensatory and cultural enrichment ‘programs in
order to address dlsadvantage, deprlvatlon and cultural
'dlslocatlon " . :
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Chapter III

LITERATURE REVIEW

AN OVERVIEW OF DESEGREGATION THEORY

It has been almost 40 years since Allport (1954:'Ciﬁed

<

in Schofield,1982) contended that contact between two

previously hostile groups per se may do little or nothing to

improve relations between them. Indeed, such eontact maya
exacerbate pre-existing tensions and prejudice. Literature
ou desegregation since that time has consistently concurred.

Researchers ( Pettigrew; 1969~ Cook, 1975# Amir 1976;
c1ted in Schofleld 1982), have argued that the specific
nature of the contact situation is cruc1al in the

determination of the‘effects of contact on intergroup

relations. - Hawley, et al (1983), couclude'that interracial

interactions are. not an)auﬁomaticvoufcome of school -

desegregation buf-must be‘promoted:through specific programs

and activities'in the school. ’ |
Pettigrew (in Schefield‘1982) disfinguishes‘betWeen

"mere mixing of students" which he calls "desegregatlon" and

"integration" whlch he regards as m1x1ng under circumstances

that are conducive to pos1t1ve outcomes. These condltlons,
delineated by Allport (in Schofield,1982) are:

- equal status for both groupsAin the contact situation

- a co-operative rather than competitive atmosphere
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- the support of the relevant authorities
This perspective remains the basic orienting framework

-used by most desegregation theorists today.

Equal status

Scholars disagree, however; over what COnstitutes
“equal status . Allport (1954 c1ted in Schofield,1982)
contends that 1t means equal access to educatlonal
opportunities while Pettlgrew (1969, cited in Schofield,
‘1982) states that‘it means.equal status and power within'the
.contact situation. Pettiérew maintains that desegreéatioh.
typically invelves_sending.blaek children to'previousiylall#“
white schools. This immediately pﬁts black childrenlat a.
disadvantage because they are outsiders invthe community and
newcomers in an already established SChooi system. Armor
(1972) and St.John(1975) (cited in Hawley, 1983) believe
that inequalities due to different socio-economic status and
academic performance are llkely to create serlous problems.

Schof1e1d(l982) points out that school songs, cheers,
and mascots can belrac1ally lnsultlng. She also explains how
schools, even with a proportioﬁate racial mix, can become
resegregated through the sertiﬁg of studehts into specific
classes or homogeneous ability éroﬁps within elassrooms.'For

' a variety of reasons, suchk as the cultural bias ef'placement

tests, lack of a positive self-concept or socio-economic
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background, or low teacher expectations, blacks are
A.dlsproportlonately represented in the less advanced classes
and grouplngs.(Schofleld,1982 Troyna, 1991)

McCarthy (1990) explains how the need to
counteract'this imbalance and establish a sltuation of more
eqnality'withinvthe schools; led to various compensatory and

remedial-programs,-such‘as Operation Head Start in the
1960s. These measures were largely designed to make.updfor
the socio-cultural-defiCits that were presumed'to be Cansing
black underachievement by "resocializing-blacks‘to develop
those SklllS essentlal for success in the publlc schools

" He malntalns that desplte some | gains, from these programs,
their inability to reverse black underachlevement
significantlj} is predicated on mainstream educators
‘unintentionally ’blaming the victim' for being culturally
deprivedl. Hence the necess1ty for programs that help
minority students “catch up' to the_whltes. He sees these
’programs as essentially assimilationist.jThey focus on |
enabling black students tO'access the fhidden'curriculumf
thereby allowing them to acquire the “cultural capital'
'necessary to lntegrate into whlte society. . |

While ‘these programs brought success' to some mlddle-‘

class blacks, the vast mass of lower—class blacks were
untouched by them. (Ogbu,1978). A danger of compensatory

h programs ‘was that placement dec1510ns are made early, become

entrenched and self fulfllllng prophecies.
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_ MoCarthy (1990) concludes-thatfthe reason these
vprograms failed to.improve the school performaoce of
’disadvantaged.students was that they did nothiog to:overturn
" their unequal status._dnAthe:contrary, unequai status was:
solidified, with whitesxtending to dominate‘interracial
'vinteractiohs.(Schofield,1982).

Attempts to‘remedy this imbalance in the hope that it
would lead to better race relations and school performance,
found expression in multlcultural and antl racist education.
"‘theorles.

Tomlinson (1989j observed that many immigrant parents
had come to.Britain with expectations that their children
would acquire, through educationai qualifications, social

~and occupational mobility. They did not wish to see their

‘children as a part of a'permanehtly”disadvantaged.minority.,

This expectation could equally apply to immigrant
parents in Canada and the United»States. Moreovef, there
was a worldwide debate through the '70s'abodt the mefits of
assimilation‘verSus pluralistiofeo—existenee in all
'societies that had absorbed immigrant.minority groups.
(Toﬁlinson,1989). Within the education svstems of these
countries, there was a growing”avareness that-teaching in a
'multlcultural 3001ety nece551tated lnstllllng tolerance of
" other races, rellglons and ways of llfe. (Tomllnson 1989).
In most major western Engllsh speaking nations, .this

phllosophy evolved into multlcultural educatlon (MCE). The
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essence of MCE is the Validation of the black and other

minority students' own culture, with the objective of

"promoting harmonious group relations and increasing

achlevement (Verma&Bagley,1982' Craft 1984' Skutnabb-

; Kangas, 1988’ Cummlns 1988; Tomlinson,1989; Esllng,1990)

Explicit reform strategies included changlng the

- curriculum in order to empha51ze diversity and ethnlc

studies. Increasing mlnorlty representatlon on the teachlng

"and administrative staff and student committees, was also

promoted as well as the need for pre-service and in-service
teacher training for education in a multiracial society.

Hawley, Crain et al (1983), 01te numerous studlesk

(SlaV1n, 1979 Doherty, 1981° etc ) which stress the

1mportance of the 1link between multl ethnlc currlcula and

positive race relations. They add that curricula changes

should not be conflned to textbooks but should be reflected

’1n many aspects of the school- wall dlsplays, library, use .

of minority community in the classroom, recognition of other
cultures' significant dates and leaders. They suggest that

such programs. begin in kindergarten because attitudes to

. race may be significantly shaped by the age of 10.

In a research project on teachers’ responses to
multlcultural and anti-racist education, Solomon (1994)c1tes

the pOSLt;ve effect multicultural content can have on

'student performance.
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"I have an East Indian boy in my class....After we
celebrated Diwali, he just took off. Absolutely like night
and day. He's now part of the school. He started to learn,
he started to read, he started to be involved in math,
participating." (Solomon,1994:23)

Another teacher's response reinforced this view:

"I have a Metis in my class....He's got so much
prestige out of (talking about) all the things he does over
the summer with his Dad who's a full-blood Algonquin. He's
never been able to talk about it before...His mother's so
happy to see his improvement at school." (Solomon,1994:29)

Jim Cummins (1987,1988,1992) and McCarthy (1990) sfress
the importance of the sociai contéxt in understanding the
dynamics of réce relations. They argue that reforms that do
take into account the political and economic structures of
society are bound to be inadequate. This is because the
school reflects the unequal power relations that exist
between the dominant group and marginalized minorities in
the society.

According to Cummins(1988), multicultural education has
not, to date, given rise to dramatic changes in the
classroom, where conformity to the angld-hegemony is still
the norm. This cannot be overcdme until education,
government and policy-makers acknowledge the existence of
institutional racism within the school system and actively
seek to redress this through explicit anti-racist education.
This should empower disadvantaged students to challengé
societal power structures and the priorities of the dominant
group.

To achieve this, he advocates the incorporation of

minority students' lanquage and/or culture into the core
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curriculﬁm. The disadvantaged community4should be
encouraged to.collaborate with the teachers in the classroom
activities. Students should1be given more control in
setting their own goals and aéhieving them through
meaningful interactions which promote cfitigal thihking and
independence. : |

McCarthy (1990) proposes the inversion of the dominant

,anglo—hegemony.by, among ‘other strategies, giviﬁg black énd

- other disadvantaged students first accesé to resources and

teacher time. He recommends mainstreéming tﬁe hiétqry ofv_
ﬁhe oppressed in the “core' éurriculum,'father thani: 
relegating it to “ethnic studies' courses. The:hiéfory
should then be linkedbto the struggles and experiencészéf:
the disadvantaged in society. |
Similarly, Moodley (1983) argues,that4multi¢ulturél
education aé it was enviSibned in the.'7OS héé bqéomedv
inéffectual and meaningless in.£he ’90s; masking.the reélv‘

inequality of power and‘anglo-francoFethnocentrism'still

~ endemic in Canadian society. Echoing Troyna's criticism of

the Three S's approach to multicultural education,
"Saris,Samosas and Steel bands," (Troyna and Williams,

1986:24), Moodley states:

"As long as cultural persistence is confined to fbod,:
clothes, dance and music,...it proves no threat, but on the
contrary trivializes, neutralizes and absorbs social and -

-economic inequalities." (M?odley,1983:326)
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She advocates'replacing the idea of a “mainstream'
culture With a common Canadian culture that has learned and
internalized other ways of life. Acculturation would then
lmply socialization into:-a multicultural sooiety, menbers ofb
which would be capable of operating with global perspectives
'in a global economy .

The trend towards explicit anti-racist education (ARE)_
,p01101es represented acoording to Tr0yna'&'Wiliiams (1986),
»ba benign form of racialization in .that the. policies
'reflected a growing awareness of, and indignation at, racial.

injustice. Thomas (1984) and, Brandt (1986f kcited in |
‘Solomon;1994) outline four'objectives of anti-racist
education: - .

- to explore the underlying causes of racism and its
ties to practices and history that support stereotYpes and
prejudices by critical examination of the aoouracy and
sources of misinformation about difference

- to offer an'approach to.culture that is dynamic not
static |

- to support theieffective transmisSion of schooi'
knowledge together with the llved.experlences of chiidren
and their families |

- to link.the ongoing and daily struggles of people
: against racist activities on the local and global level.

Reactions to the implementation and effectiveness of .

anti-racist education have been mixed. Reasons for -
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resistance to these policies range from "too political,
confrontational, accusatory and guilt-inducing" (Troyna,
1991); reverse racism (Thomas,1986; Obiakor,1992, cited in
Solomon, 1994),to more practical concerns that the policies
are too vague and imprecise,lack structure and uniformity
(Singh,1988; Foster,1990;cited in Solomoh,1994.) Some
educators interpret ARE as a tool for dealing with overt
acts of racial conflict rather than a means of understanding
social injusticé.(Solomon,1994) |

In the U.K. and Canada, studies report that instructors
have concerns about fulfilling their curricular obligations
towards exam preparation. (Manchester LEA,1989 cited in
Solomon,1994).

Solomon (1994) states that the most overt resistance to
MCE/ARE is the belief that assimilation is the true purpose

of schools and the appropriate destiny for school clientele.

"The denial and reluctance to name the problem of
racism and thus the need for an anti-racist pedagogy remains
a most tenacious obstacle."

Solomon (1994) argques that institutional forms of
racism, ethnocentrism and monoculturalism are rarely
perceived by teachers as domains to be challenged and
transformed. For them, schools function as meritocratic
institutions where individual success or failure is a result

of potential and effort. This emphasizes the need, according

to Solomon, for the implementation of ARE because it is only
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“through‘these policies that;raciSm and power differentials
will be contestedv |

The resistance to MCE/ARE by teachers does not indicate
lthat these p01101es are inappropriate but rather that
educators need to transform thelr practice. (Solomon 1994)
. Therefore, facultles of educatlon need to’ develop in
teachers a crltlcal llteracy (Wood 1985 01ted in
- Solomon, 1994) in order for them to recognlze and criticize
polltlcal and economic structures that oppress. marglnallzed
groups (Solomon, 1994) Only then will they in turn be able
" to teach students so they can debate ‘and’ learn the skills |
necessary to live in a "critical democracy".'(G;roux,
1988:201 cited in Solomon) »Anti-racist education'implies
fundamental social change, and can only be enacted if
’part1c1pants have an adequate understandlng of how soc1ety

- works. (Solomon, 1994)

Cooperation versus Competition -.

Research indicates that dirferent pedagogical"
strategies”wiilhresult in different deérees of interracial
commuhication.(Schofieid,1982;Hawley et al,1983;Slavin,1987)
According ‘to Schofield, competition reinforces tensions and
produces dislike and negative reactions to‘onefs
competitors."Cooperative classroom-activities;*on the other
hand, ‘result ln greater trust and increased communlcatlon

and greater feellngs of similarity. Research on cooperatlve
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learning by.Slavin ('1987) indicates that cooperative
learhing not only improves race,relatiohs, but leads to
improveﬁent of performance by slower Students, without
impeding that of the advanced learners;i

He found‘that teachers who taught in a more
traditional way, in a teacher-fronted, lecture, questlon
format, or those who organized groups homogeneously,
according to ability, tended to. have a poor 1nterrac1al
-atmosphere in the class. Their classes had well-defined
segregated groups, with little motivation"for slow learners.
This situation highlighted academic differences, created |
unequal-status,"and confirmed racial;stereotypes..
Heterogeneous groupings,lon the other hand, with the teacher
acting as a resource, facilitator or guide, proﬁoted
relaxed, friendly and relatively equai status interactions.
This also facilitated learning and decreased:boredom and
frustration. These findings have been:corroborated by other
theorists. (Schofield,1982; Hawley, Crain et al,1983;
McGroarty,1992) . :

Hawley, Crain, Schofield et al suggest other strategies
to promote friendly, equal-status contact among students,
more condﬁcive to a better learning environment for -
disadyantaged‘groups. They‘recommend smaller schools; or
dividihg‘larger schools into units, houses or clusters;fto

facilitate interactions in,situatiohs’where students know
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each other. They maintain it also makes minority pareﬁts
more comfortable. In addition, it helps maintain order and
discipline, the biggest problem in desegregated schools,
their étudies have found, according to parents. Similarly,
classes should be smaller, enabling teachers to attend to
individual needs more easily and decreasing the necessity

for homogeneous ability groupings.

Support by Relevant Authorities

Parental and Community Involvement

Evidence shows (Slavin,1979; Crain,1981;
Schofield,1982) that the effectiveness of school
desegregation depends, to a large extent, on the preparation
and involvement of the community before implementation.
Hawley (1983) states that many parents fear the perceived
loss of control over their children's lives that they think
desegregation brings. Citizen participation in the planning
process helps allay these fears and ultimately results in a
greater commitment to social change.

These researchers also assert that parental
participation in classrooms and schools, also facilitates
desegregation. Minority parents, in particular, should be
encouraged to assist in school activities and funcﬁions,
attend school sporting or cultural events and become
resource persons and role models. According to the

researchers, the benefits are manifold - more interracial

contact, improved self-esteem for black students,
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cbmpehsation for stéff shortages and an enfiChedbmulti—'
ethnic'curricﬁlumt |
Teachérs aﬁd Teaéher-Traihing_

‘Evidence'shOWS that ﬁeachers are éfucialtiﬁ'successful
intégration.conditiohs,'by, ambng othér;ﬁhiﬁgs, modelling
the desired behaviQr and attiﬁudes, whichvétrongly influence
the studénfs' behavior and‘attitudes; Rist;(1979)(cited in
Schofield, 1982) describes the“seif-fulfilling prophecy’

phenomenon. Teachers' expectations are powerful determinants

- of children's performancé. They can set off a chain of

events which starts with their negative view of some black
children. This in'turpileéds them to teach in an
unstimulatinQ»fééhion, which resuits:inathe studént falling
behind, éaﬁéing the student to react negatiVely t6 his/her
failure.ACOnséquently, fhe teacher reacts,hegatively to the
student's behavior. |

Hawley,Crain, et al, (1983) arque that teachers are not

prepared pérspnally or professionally for teaching stﬁdents

-from divérse backgrounds. They recommend that all teachers
are givenAprofessional“traihing for this role. Schofield

(1982) is critical of the.‘co1or¥blind' pefspectivé”that'

mény teachers and administrators adhere to. Mény teachers

' consider it inappropriate and irrelevant to raise the issue

of race in a desegregated setting. Schofield argues that

~this is inherently assimilationist in nature because it is

based on the belief that integration is achieved when groups
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can no longer be differentiated in terms of behavior, socio-

economic status or education. She maintains the

iacknowledgement of differences and the careful analeis of

the underlying racial tensions can better meet.thevneeds of
all the students. She recommends.administratcrs motivate
staff to adopt new practices, and provide them with the

training and resources necessary to_effectively implement

desired changes.

Hawley (1983)_found that addressingvracial issues was
more effective if it was'not identified as distinct but was
well-integrated as a normal part'ofzthe curriculum,'and
instructional practices. Slavin (1987) advocated the
involvement of students themselyes in the choice of racially
significant issues. |

Hawley, Crain, et al, (1983) prov1de explic1t
suggestions- for in-serv1ce teacher -training to enabie them
to cope with a culturally'and'racially diverse class. The
goals of such training should be to promote student
achievement, 1mprove classroom management and dlSClpllne,
encourage‘pOSitiye race relations and teach relevant
curricula. Training’shquld he on a continuous basis/
practical particinatofy and for immediate applicationQ " In-
class evaluations should be done periodically to determine |
whether the 1nstructor has successfully applied the new
knowledge. The authors warn against overtly attempting to

change teachers' attitudes. They believe this should be a
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more gradual; long-term doal, arising'ouf of suécess with
new‘strategies and subsequént changed béhavior within the
classrooms..

The researchers describe five areas'df focus to help
teachers create a more effective ﬁulticulﬁural class:

Training should provide practical options to outmdded
instructional,techniques.  This wouid>inéiude the use of
alternative assessment procédures to reduce reliance on -
culturally—Biésed-standaraized intelligence testsl Studénté
with limited Ehglish proficiency‘ shoula be ﬁested in their
imother—tongue. It would aiso'ihcludé_training téachers in
effective use of co-operative learning stfategies;
| | Teachers should also be tféinéd in teaching a néw, more
relevant curriculum from é multicultural perspective, aﬁd-
_examining the ethnocentrism in their own attitudes and
within textbooks. Rist (1979 cited in Schofield,1982) points
‘out tﬁat children are taught racism through-the biésed‘
teaching of tfaditional history which is preéentea as
“objective' history;' |
| ﬁecause research (Schofield, cited in Hawley,1983) has
"shownvfhe'importance of‘coilaboration with parénts;_teachers
need to be trained in how to relate to qulturally different
'bparents. Teachers need to understand differences in'behévior
*qnd values, and bé sensitive toﬁards powér and status

differentials. Teachers also need'to'be-given specific
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.advice on how best to utilize parents in the classrooms and

schools.

Different expectations.ahd stahdards‘of behaviour have.
sometimes resulted in confusion and hostility in
desegregated schools. This has led to an oﬁerrepresentation
of hlack studehts'With behavioral problems. (Schofield,
1982;Hawley,1983) explain that this could be due_to the
greater number of-black sthdents moving to whiteschoolsf
Consequently, the onus is on' them to make the approprlate

cultural and behav10ral adjustments. Hawley belleves

" teachers need to be given alternatives to the traditional

punitive'methods which have often led to further segregation

‘and- relnforcement of negative stereotypes.

Hawley CLtes ev1dence (Klng,1980 Carney & Hyman,1979)
that the use of new 1nstructlonal methods, a more relevant
curriculum, as well as a more p051t1ve teacher attitude and

behav1or, creates a more p051t1ve classroom environment.

This in turn reduces hOStlllty, 1mproves students' self-

confidence and consequently lowers the incidence of

disruptive behavior.i

The researchers adv1se similar tralnlng for

-admlnlstrators.' The emphasis should be on engendering a

commitment to educational change and supporting
teachers who must deal with the inevitabIe-stress of a

dynamically new classroom environment.
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Holistic Approach

| Banks (1986) condemns single-faCtor attempts to solve
‘ _

‘ complex problems. He contends that the. experlence of major
“ western nations since the late '60s has shown that the
academic achievement problems of ethnic-minority students
are too complex to be solved by single strategies, He
believes that programs which address cultural deprivation,
ethnic additives to curricula, bilingualism or anti-racist
educatlon, are inadequate when applied in isolation.
However, he does acknowledge thelr role in sen51t121ng
educators.- to the needs of deprlved students and creating
awareness of semevlimitations of formal schooling.

He favours a holistic approach. He contends that the
total school environment must be reformed, with recognition
of both the dominant culture and subcultures. He believes'a
‘process of acculturatlon is des1rable, durlng which sub-
cultures become modified, while accommodation to-the
separatefidentities-are maintained.

" "Ethnic minority students can assimilate essential
aspects of the mainstream culture without surrendering the
most important aspects of their first culture or becoming
alienated from it. The school should help students to :
develop knowledge, skills and attitudes needed to function
effectively in their community culture, in the mainstream
national culture, and within and between other ethnic.
cultures and subsocieties." (Banks 1986: 24)

SOUTH AFRICAN DESEGREGATION THEOQORISTS
The'work of SQuth Afrlcan'theorlsts.kCoutts, 1989;

Christie, 1990; Freer,1992; Gaganakis, 1992 cited in
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regarding desegregation and the management of multicultural
schools, has been largely confined to private or alternative
schools. These theorists concur that while these schools
provided an alternative to the largely ethnocentric state
educational structures, because of their financial and
social inaccessibility, they are unlikely to become models
per se for the desegregation of all schools in South Africa.
Nevertheless, there are lessons to be learnt from their

experiences.

The differences between the South African experience
and that of other major western countries mitigate against
the wholesale application of desegregation theories to the
South African context.

" A careful selection of appropriate strategies for

implementing non-racial, multicultural education should be
made, so the apparent problems encountered in the U.S. are

- not repeated." (Coutts,1989)

One of the main differences between South Africa and
other western countries dealing with multicultural
education, is the presence of both the First and Third World

within South Africa. (Coutté,l989; Hofmeyer and Buckland,

cited in McGregor,1992)

"South Africa is a complex society comprised of two
closely interdependent yet distinguishable worlds - a
modernising, urban, First World melting pot, comprised of
members of all races, with increasing access to technology
and a Third World comprising a rising tide of humanity
living in deteriorating rural and urban environments.
Demographic trends dictate that most will be black."
(Coutts,1989:411)
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The predominantly wealthy, white minority, numbering

five million, controls most of the country's
economic resources. The remainder of the population,
numbering 31 million, are predominantly black, poor and
illiterate, (SAIRR,1989:149 cited in Hofmeyer,1992) making
South Africa one of the most unequal countries in the world.
(Wilson,1990:234 cited in Hofmeyer, 1992) According to
Hofmeyer, attempts to equalize education at theklevel of'the
white norm are unattainable, even in ten years; because of
competing demands on the budget. (Hofmeyer, 1992:35)
South African theorists (Coutts,1989,1992; Christie,

1990; Frederikse, 1992; Pampallis,1992)have pointed to

the role class plays in South Africa, interacting with race
as a mechanism of exclusion. Not only are there class
differentials between whites and blacks, but research
(Coutts, 1989,1992; Christie, 1990 et al) is consistent in
indicating the class differentials within the black
community. Many middle-class blacks align with white society
and alienate themselves from,‘or are alienated by, the
majority of blacks, who are working class. Frederikse's
(1992) research in Zimbabwean state schools has shown a
disturbing trend, namely the “flight' not only of whites,
but also middle-class blacks and better-trained teachers.

This has led to the deterioration of state schools,

including the former white, suburban schools.( Bot, 1992;
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Frederikse,1992; Pampallis, 1992) This has implications for
South African private and state schools, where the
maintenance of “standards', both acadeﬁid and behaviour, are

major concerns.

Nevertheless, race still plays an important role as
the white working class and black working class tend to be
'encamped at opposing poles of the political spectrum’' as
they compete for limited resources and jobs.(Coutts, 1989).
This is likely to have important implications on school
policies, especially for the lower socio-economic schools
bordering areas of large black populations,(Coutts,1989)

"Considerable disparities in wealth between sectors of
the population of South Africa could render any attempt to
bring together pupils from different socio-economic
backgrounds very problematic. In a multicultural system,
such disparities could create a significant compounding of
the potentially divisive elements already present."”
(Coutts,1989:141) '

As the discussion in the previous chapter indicated,
the legacy of apartheid also has far-reaching
implications for the application of traditional
desegregation theories.

The result of yeafs of a poor education system is
likely to severely disadvantage the majority of black
students. (Kallaway, 1991; Coutts,1989,1992 et al) -

Part of the mandate of apartheid was to separate people

along racial and ethnic lines, emphasizing and exaggerating

‘the differences and ethnicity. This was partly to ~divide
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and rule', partly to exclude blacks from participation in a

modern, First WorldA‘culture'; (Coutts,1989)

Apartheid attémpted to socialize all segments of the
society into internalizing a hierarchical structure of
ability, with whites at the top and blacks at the bottom.
Racism, when it occurs in a desegregated school in South
'Africa, is thus more likely to“be polarized; volatile and
accusatory. (Coutts, 1989, 1992)

Due to the unique "‘and compiex naturevof South Africa,
‘as outlined above, South African theorists, (Coutts,

3.1989,1992; Christie,1990,1992; Bot,1992)‘recommend a more

- holistic approach,'which eschews tokenism and populism, but
promotes a total reformation of the school environment, and

" provides a variety of different apprOachés to accommodate
South Africafé diverse schooling population{
. "Such multi-factor paradigms (as suggested by Banks,
(1986)) appear to be essential to the effective
implementation of (integrated) education in the comple
‘milieu of South Africa.” (Coutts,1989) _ :

2 fundamental challenge for schools will be balancing
the needs of the First World with the needs of the Third
World, cféatiﬁg a single national identity without denying
the legitimate rights of individuals or selfedefined grbups.

"For any future system of multicultural education to
_confine itself to the needs of the First World alone, is to
condemn its participants to the perpetual fury of those who
‘have been denied access. It will also deny the excluded.
sector of the population the opportunity of modernization.”

. (Coutts,1989)

To accommodate socio-economic class differences in
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schools, Coutts(1989), Christie(1990), and Bot(1992)

recommend the implementation of specific policies to deal
with the following issues:

- moedifications to the entrance criteria which»favour First
World students |

- flnan01al support via bursaries

- afflrmatlve action programs which establlsh rac1al quotas
-~ long-term academlc support and brldglng programs to

address prevxous deprlvatlon
| Coutts et al (1989 - 1992) also empha51ze that staff
development should be an 1ntegral ‘part of all desegregated ,"
_ schools..Thls should include regular ln—serVLCe workshops,
seminars.and lectures which wiii-assist teachers in adapting
their pedagogy to a multicultural class, and encourage
competence in handling racial incidents.

They also recommend a further Africanisation of the
"curriculum while recogniZing.that this is a “hotly contested
terrain'. (Coutts, 1989) It is likely to be resisted by both
whites and middle-class blacks who seek access to a First
World culture. It aisodresounds with the ethnicity that was
promoted durlng the apartheld era..

"In South Africa, currlcula are extremely vulnerable to
manlpulatlon for purposes other than education.”
(Coutts,1989:110)

Thus Coutts (1989) suggests the need for more detailed

research that would take into account the wide range of

needs and perspectives in a country that is struggling to
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build a common, First World identity while still embracing

A diversity.

Christie (1988-1992) advocates the conscious
consideration of race as a factor and recommends the
implementation of structural strategles for deallng with
race. Coutts(1992) contends that addressing “race’ .dlrectly'
through explicit ARE would be. too exp1051ve given the |
historic polarlzatlon of races in South Africa. Instead he
favours a MCE approach whlch would create a tolerance and
respect for other racial groups and an awareness amongst

students of the political and social structuresrthat promote

A

racism.

" One of the objectives of MCE and ARE is the promotion
of minority students' self-esteem through the validation and
"acknowledgement of their cuiture and contribution and
thrOugh.an understanding of how racistlpractices have
'diSadvantaged them.i-Higher self—esteem, among other
factors, is expected to lead to'greater academic
achievement. 1In South Africa, however, despite the fact
that the culture of the black majority tends to be
denlgrated by adherents of the more powerful western norm
(Coutts,1989), Coutts did not find a similar laok of
academic success among black students in-integrated schools.

"Results in public examinations over a period of two to

three years suggest achievers representative of all races.
(Coutts,1989:383)

Coutts (1989 1992) advocates a w1de range of schooling
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options in order to accommodate the complex political "

ideologies that exist in South Africa; This would include
mono-cultural schools that insist on educating childrén
together with others of the same culture; to assimilatory
médels, such as private schools, whereby entrance criteria
" has enabled selection that has preserved the ethos; to
multiculturél schools wherein disad&antaged students are
given an equal start through affirmative action.

Some theorists (Coﬁtts,'1989 -1992; Bbt,cited in
" McGregor,1992) also acknowledge that entry tests that act as
‘sifting mechanisms' while discriminatory, could be
justified_initially'inVSChools that-are unwilling or unable
to offer support to disadVantaged students.

"The rapid ehtrylof radically disadvantaged pupils
could lead to poor academic results, loss of confidence,
with resulting disruptive behaviour and little benefit to
anyone." (Coutts, 1992:45)

Moreover, many researcherSQ(Coﬁtts,1992; Bot,1992; Adam
and Moodley,1993) point to the fear{bf.whites losing their
cultural identity in a country where they constitute five of
the 36 million inhabitants (SAIRR ,1989).

"The securing of minority rights“in'the face of an
overwhelmingly numerical superiority of blacks, cannot be
summarily disregarded. It is a pervasive fear fed by :
perceptions of a deteriorating social and economic situation.
in Africa as a whole." (Coutts, 1992:416)

This is more likely‘to happen in schools in white

‘working class areas becauSe they usually border blédk

" townships and so are more accessible. This situation could

be exacerbated in‘these'SChoolé because of the hostility
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between the black and whlte worklng classes as they compete

for scarce resources. Thus, while integration has been

relatively unproblematic in private schools, this may not be

‘the case in state schools, especially those.inflow‘socio;

~economic areas. Any desegregation policy needs to

take this into.account; (Coutts, 1992)

CONCLUSION -
‘ Westernfdesegregatlon literature is fairly consistent
in its descrlptlon of crucial factors for effectlve school

integration. In broad terms these are the creatlon of an

- equal status learning.environment, cooperatlve rather than

competitive pedagogy‘and.the:support of‘relevant

‘authorities. While this research willAserve'as an orienting

framework for my. own study, lt is cru01al to locate it
within the partlcular context of South African soc1ety.

Schoollng for black children in South Afrlca has been

B characterlzed by immense v1olence, espe01ally in Natal where

the present research ‘takes place. This represents a crucial
factor distinguishing it from white education which has been

elitist, privileged and sheltered from the massive.upheavalsv

"in the social and political arenas.

' Most of the black children now enrolled in previously

whlte government hlgh schools w111 have spent the ma]orlty

of thelr school llfe, at -least seven years, under the Bantu
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" "Education system. ' In addition, while there is some evidence

of residential desegregation, for the-most part, this is

- beyond the finahcial’abilit? of most black.familiés, who

must therefore continue to reside in bléck townships, often,

'particularly in Natal, devastated by violence and political

dissension.

‘i£ is crucial to take cognizance of the céntradictions
that must exist for the black Child, newly integrated in a
previously white school, between her present and former
schobls,'and.between.hef community and hbme'life,'aﬁd that
of her insulated white schoolmates.

Attempts to create an equal status learning

environment in which all students have\equal access to

educational opportunities and equal power within the contact
situation have led western desegregation theorists and
educators away from an assimilationist model of integration.

wherein the black or disadvantaged minorities were expected

to acquire the culture of the dominant group. This has led

Ato mﬁlticuitural education which haslattempted to validate
the culture of disadvantaged students and instill amongst
all pupilé‘a toierance of other racial groups,vféligions and
wayé of life. The objective of multicultural education has
been to promote inter-group relations and ihcfease black and
minority academic achievément.' Its ldck ofisuccesé in fully

meeting these objectives has in turn led to anti-racist
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education whiqhﬂdirecfly contests racism and racist
practices. .

:From'the research available on South Af£ican school
aééegregation,‘it would appear that éduca£§r$_are caught in
the assimilationist'phése, with what’Scthield'i1982)
desc;ibes aé \the.colouf4blind;pérspectiveipredominant.
Although this is unlikely to impede the academic performance
and future prospéQts of m%ddle-class‘blacks; it hés serious
implications forAlower—class blécks.ﬁhé_ére unable to access
the better established schools due to thé(biased admission
tests. - .

‘ Cléss éppears as a mdre significant factor in South
‘Africa than in North‘America and inféract§>Wifh race in »i
complex combinations. South Africah reseaiéhers have found
that middle—class.blacks tend to align withfthe.dominaﬁt‘
white western culfﬁre and distance theméel&es from the
working class_‘masses'. On the other,hand} however, thére
| are deep antagonismS‘bétween the white and biéckVWOrking
class aélthey competeifof scarce resourées, Thus while
ihtegfation has'been relatively unpioblemétic in privatg
schools, fhisfisvunlikelybto be the casé’in‘working class
véreas. | B | o

Nérth American liferature provides ample examples of
the curricular énd pedagogicalvchangeé'necessary for a
cooperative leérning environment conducive to successful

integration. South African research indicates that little
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effort has been made by educators to adjust to their new

student clientele. HoWeVer, this is due, in‘part;fhot only

to résistande by white sfudents and parents but also by the
middle-class blacks who seek access to white culture, its
power and its privileges.

Scholars indicate the importance of éomﬁunity
involvement in planning for deéegregated schoolé. Parental

participation in the classroom as well as extensive training

- for teachers and administrators are also cited as crucial

factors for effective desegfegation. 'South African
researchers indicate that communities are‘bften'hostile to
social change and school staff and administration ha&e
received little or no instruction on héw-to facilitate
raciél integfatioh.-Frederikse (1990) indicates thét

in desegregatéd Zimbabweaﬁ schools there is little
involQement by black lower—class’parehts. They usually have

to work longer hours, are unfamiliar with the white school

- system and are constrained by language and Statﬁs

differentiais.

South African theorists warn against the wholesale
application of traditional desegregation theories to.tﬁé
South'Africén situation. In South Africa, tﬁe needs of a
smali,'predominantly white, though increasingly black, Firét
World, have to be baianced with the needs of_a.severely
deprived, predominantly black,‘Third World. In addition; £he

goal of creating a common, national identity has to be
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balanced with a respect for, and tolerance of, diversity.

Because'of théhuniqueness and complexities_bf the
‘Sbﬁth African;aantext; Sguth Africanffheofists contend that
cohsidérablé adaptations in éva:y facet.Of-schbol'praétice
-w1ll be essential. X B /

ThlS llterature will furnlsh me with a framework within
‘which- to approach my own research"lt w1ll prov1de
~ lndlcators of what is 81gn1flcant'ln my data gatherlng and

1)gu1de and 1nform my analys1s.
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Chapter IV

METHODOLOGY

This study offers ‘an in-depth look at a formerly whites
only state-controlled, girls' high school in a low socio-
economic area of Durban, South Africa. The investigation
took place during July and.August, 1993..This was'18'months
after the apartheid government had legislated the opening of
white state schools to'pnpils of all races and nine months
prior’to'the free elections_of April 1994.
| The purnose of the study is to understand how these
Vteachers and adninistrators, themselves,sociaiised within a
hierarchical racist system, are dealing with tne'rapidly
desegregating context of their school. With this purpose in
- mind, a qualitative approach was chosen, using a case study
deSign andvborrowing from the ethnographic tradition.

i ~;>While‘Wolcott k1990y maintains that dualitative

“research no longer needs to be exhaustively defended as 1t

'?»has become w1dely known and accepted over the last two:

'decades, the following quote from Schumacher and McMillan
(1993) succintly captures the benefits of qualitative

research.

"The impact of qualitative research on educational
inquiry is a dynamic one, because the design allows
researchers to discover what are the important questions to
‘ask of a topic and what are the important topics in
education to pursue empirically. Without the continual
stimulation of new ideas, educational research could become
stagnant and filled with rhetorical abstractions."
(Schumacher and McMillan, 1993:375)
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Modern ethnography originated with Malinowski who

‘attempted to "grasp the native's point of view, his relation

te life, to realize hlg»vefsion of g;g world." (1922 cited
in Schumacher and Mchllan,1993:373)' Since theﬁ ethhography
has moved into the educational arena in order to gain an -
understanding of education-related phenomena from the
perspectives of the participants; namely the students and
the teachers. (Schumacher and McMillan,l993)

Case study design tholves.the in-depth investigafion.
of a single phenomenon, such as a-particﬁlar school, as a
means of geining insighte and bﬁilding theery. Schumacher
andAMcMillan(1993) argue that "case study design,'because of

its flexibility and_adaptability to a range of contexts,

_prOceeses, people and foci, pfovides some 6f,the-mostﬁuseful

" methods available in educational ieseerch."

Mirriam (1988) spells out theee metheds in more?detdil:

"Armed with an interest in a partlcular phenomenon and
perhaps some notions about what one might find, case study-
investigators immerse themselves in the’ totallty of the

case. As the setting becomes more familiar, and as the data -

are being collected, the researcher looks for underlying

patterns. The 1n51ghts that form the basis of new theory .
can come from one's imagination, personal experience; the
experience of others, and existing theory. The process is

‘one of flexible interaction between phenomena and theory."

Wolcott (1985)makes the distinction between “pure'
ethnography.and_borrowing ethnographic techniques, ‘The
former ﬁe_decribes as an essentially academic pursuit with
the aim of underStanding theAschool culture as an end-

product in itself. The latter, however, links descrlptlve'

<
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research efforts to.change and improvement within the
educational realm. |

Thus a qualitative approach, using a case study design
and ethnographic techniques, seemed the most appropriate way
of cutting through the multitude layers of socialisation
that govern black and white interactions in South Africa,
‘and “getting at' what was really happening in the
classrdomé and on the playing fields. However, it was the
researcher's intention that the study be more than a
descriptive account; a further objective was that it inform
and guide educators and policy-makers in their nascent
attempts to effectively integrate South African schools.

Central to the ethnographic case study is the belief
that the researcher not predetermine responses by a strict
adherence to a clearly-defined research problem and
accompanying questions. Instead, scholars, (Burgess, 1984;
Erikson, 1986; Hammersley and Atkinson, 1983) suggest that a
great deal of flexibility in the way the original problem
was conceptualiséd, is permitted so as "to give space for
the unfolding of knowledge and information in its most
natural form." (Spindler,1987)

The period during which the investigation took place
was a time of enormous‘social, political and economic
upheaval in South Africa, balanced as it was beween the
announcement by President de Klerk of the birth of a "new’

era and the possibility of future black, majority rule. I
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believed that while foreshadowed problems could be tested in

the field, the very newness and turbulence of the situation

would likely yield paradokes; contradictionsfand
unpredictable outcomes. I conciuded that a qualitative case

study, using ethnographic tools, would be the most

- effectivevmethod of capturing the full richness and nuances

of the data in this eituation.

"Because people constuct‘meanlng in intricate and
knotty ways, understanding meaning requires engagement w1th
complex1ty." (Ayars,1989: 16) ‘ :

‘_/BIAS AND SUBJECTIVITY

Agar (1980, c1ted in Ayars, 1989 13) dlscusses the
problem of bias, another concern with -the ethnographlc

tradition. He cdntends that the problem lies not eo much in

the researcher belng biased, but rather in what klnd of blas

and how it can be documented. By»brlnglng it to
consciousness, the ethnographer can deal with it as part of
methodology and can acknowledge it when drawing conclusions
during analysis. Delamont (1992) concurs, stating that
preconceptions and prejudlces are only dangerous and could
1nfluence the valldlty of the study if left lmp11c1t
unacknowledged and unexamlned

Sarah Lawrence Lightfoot (1983,cited in Ayars,1989:13)
goes further by saying that the very success of such
research depends on the researcher being subjective and

human for only then can conclusions be derived from the
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meaning between the lines, the nuances and inflections of

the experience.

"It is not that qualitative research uses the person as
a research tool, and one must always guard against
distortions of bias and prejudice; it is also that one's
personal style, temperament and modes of ‘interaction are
central ingredients of successful work. Phenomenologists
often refer to the "inter-subjectivity" required in
qualitative inquiry - the need to experience and reflect

~upon one's own feelings in order to succesfully identify

with another's perspective. Empathetic regard, therefore, is
key to good data collection." (Sarah Lawrence Lightfoot,
1983:370, cited in Ayars,1989:13) ,

With this in mind, I believe it is pertinent for me to
unpack my own background, biases and beliefs.

I was born and raised in South Africa, educated at a

‘white girls"’ state school hot unlike the one in the study.

From adulthood, I became an active supporter of the anti-

‘apartheid movements of the time and critical of

institutions , such as the authoritarian white state
scheols, that reinforced the etatus que. Since then one ef
my core beliefs and life's work,'has.been as advocate of
social justice both within my homeland,:South Africa-aad my
adopted eountry, Canada.

In South Africa I lived and faught at a private
boarding school for African girls. This was a unique
experierce at the time for vaas one of only four white

staff members and could engage in relationships with my

‘black colleagues, superiors and students free of the usual

constrictions and impositions of apartheid. From this

experience I developed deep and lasting friendships with my
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‘black colleagues and.students'and gained valuable insights
into Af:ican cultare. As a White South African, I also
 ea£ned‘a certain amount of eredibility amongst black and
‘ white_anti—apaftheid activisfs;

| Since emigrating to Canada, I have been invelved'in-"
fmulticultural education. I have also worked as a research
assistant in a national project to determine teachers'’
reepdnee to multicultural and anti4racist education'in.
Canadian echoels; In addition to broadenlng my knowledge in
this area, and giving me e#perlence in conductlng
interviews, it prov1ded me with helpful perspectlves on

“teacher culture'. The choice of research topic was a
logical extension of my interests apd beliefs.

While my experiences have given me an intimate
knowledge of the field, the subjeetivity in my personal
backgreund needs to be carefully examined. Contrary to theL
stereotype of a white South African, I am aware that my .bias
was more likely to be overly-critical of fhe white school
system and perhaps overly-sympathetic towards the black |
Astudents. To ensure fairness ahd<accuracy both in data
collection and analysis, I had to‘constantly reflect on my -
biases as I scrutinized the findings. |

Hammersley and Atklnson (1983) p01nt out the'lmportance

of belng a supportlve colleague rather than a crltlcal

professional whllevBurgess (1984).ma;nta1ns-that rapport and
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‘trust with one's subjects are considered critical to
successful fleld research

I was consc1ous of the ways in whlch I could be

1orfpercelved by the whlte teachers - they mlght see me as an

' 1n31der .who understood the complex1t1es of South Africa or
vf as‘an emlgrant and therefore a - sellout' part of what they
derogatorlly referred to as the chlcken run' 'or, 'in the
‘1lght of world condemnatlon of apartheld durlng this tlme,
they could be very defens1ve and resentful of a forelgn
Cbiexpert' comlng to tell them what to do; I was conscrous of
ﬁ;haVLng to tread a flne balance as I negotlated my way

h amongst these poss1ble preconceptlons.

| As a crltlcal part of thls study has to do w1thv

'dhow black students percelve thelr experlence ln’a formerly
Awhltes only school,  a. w0rd has to be.sald about the valld;ty
of attemptlng to understand the life experlences of thel‘
domlnated from the standp01nt of the domlnant class. -

bell hooks (1988) and others contend that thls 1s cultural

' appropriation' and hence unethlcal

i . "A dlmen51on of -the- oppressor/oppressed relatlonshlp is .
that those who dominate are seen as subjects and those s
dominated as ob]ects.; As objects, one's reality is deflned
by others, one's identity created by others, one's hlstory

vjlb,deflned by those who are. subjects." (bell hooks, 1988 42)

She contends that members of the dominant group tend to

be taken more serlously, become -~ the authorltles ' husv

re1nforc1ng and protectlng domlnatlon.
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’Whlle:this point;is avvalid one ,vthe;weakness”in the.
,r;argument;lles‘in:the‘overceneralisatioihand.homogenisation“
- of the';oppressors.'x I maintain thatadisadvantage can be
,experlenced by dlfferent people on dlfferent levels., For'
example, as- a whlte South Afrlcan I unconsc10usly ‘or
- con5010usly lmblbed'the pr1v11ege of thlS posrtlon.
'However, as a. whlte llberal ‘who re]ected apartheld I was‘in
. turn allenated from my famlly, my culture and flnally “my
lcountry. At the same tlme, whlte llberals were never wholly h
‘embraced by the black cause. Moreover, I have been treated :
‘4w1th susplclon and hOStlllty by some Canadlans, partlcularly‘

in the: fleld 1n whlch I work because of thelr prejudlce

{A_towards whlte South Afrlcans.:»Thus, whlle I wask

pr1v11eged' in someArespects, not hav1ng a clearly defined
' group ldentlty ls a very 1solat1ng and allenatlng p051tlon. ‘
‘ Conversely,~wh11e the deprlvatlon experlenced by black Southv'iq
'Afrlcans should in no way be mlnlmlzed the solldarlty of
the oppressed can be an empowerlng pos1tlon.. Consequently,'
,’I belleve I have the necessary knowledge,'understandlng and
[empathy to lnteract w1th lnformants for the purpose of this
study.
‘DESIGN
In keeplng with the ethnographlc tradltlon, the. primary

“tools for data collectlon used ln thls study were dlrect

,observatlon and 1nterv1ews.. The observatlons and 1nterv1ews

revolved around foreshadowed problems. However, they were
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open-ended to ensure the flexibility necessary to give
preference to the“voice' and actions of the participaﬁts
themselves. This is consistent with the opinion of scholars
(Hammersley and A£kinson, 1983; Burgess, 1984) who recommend
that while a list of issues to be covered should be drawn
ub, researchers shbuld'not have questions with answers in
mind. This apparent informality in fact needs to be
carefully structured, deliberate and purposeful in order'to
prompt open-ended responses.

DATA COLLECTION: SELECTION

The following table illustrates the racial mix of five

previously white girls' high schools in Durban:

TABLE 2

~RACIAL MIX OF 5 STATE HIGH SCHOOLS

,ﬂ:Schools:, - 1 2 3 4 5
{Racial Grbﬁp:
African: 28 62 28 47 86
Indian: 0 10 59 0 0
Coloured: 6 24 0 0
White: 365 379 458 866 unav.
% Black: 5.6 17 19.5 5 unav.

A fax was sent to the Principal of each of the above

schools, outlining the study and requesting permission to
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rather than broad, investigation, one.sohool, school #2, was
selected on the following criteria;

- the willingness of the sohool to partioipate

-~ the s12e of the Black student populatlon, the expectatlon
belng that the larger the number of Black puplls, the richer
the data is llkely to be.

- the school was located in a white working-class area,
close to the blackvtownshios. This would enable me to
observe how race and class articulated ln‘an eduéational
settlng.

- In orderfto enéure.confidentiality;’psuedonyms have
been used forvthe'school and all the lnformants in this
study;' Prlor to enterlng the fleld I met with the Vlce
Pr1nc1pal of School #2 Valour ngh- to lntroduce myself,
establlsh rapport and review my data collectlon procedureS'
with her. Miss’ Cane indicated that the school{had accepted
my research request’because the teachers were "fumbling in
the dark" over the integration issue and;she honed I might
be able to provlde some insights ‘and recommendations.

Durlng this flrst week 1n Durban, I also plloted
the’ 1nterv1ew questions’ (Appendlx A) and observatlon markers
(Appendlx B)w1th a Pr1nc1pal and teacher'of two other
.integrated sohools, requesting comment, on the following:

- Could they be offensive to teachers or principal?
- Do they show allaok ofunderstanding-of_the South African

context?
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- Have I overlooked anything?
Mrs Thorton acknowledged feeling defensive.about question #
1, regarding the Admissions,policf as it was so arbitraryL
Because no official criteriavhad.been:laid out, schools at
that time made the decision. This was a potentiallyl
sensitive issue because, if a black student was‘turned,down,
it could be'construed as racist,‘even if there were other
ieditimate'reasonsf o

Ms Evans made the observation thaﬁ,in her
experience,white teachers‘had trouble dealing with educated
. black parents. She remarked thaf they were more cemfortable
- if the parents were subservient and agreed with everything
the teachers said. “However, they. reacted negatively if the .
black parents confronted them as equais, offering
suggestions or.asking specific, informed questions.

Both teachers, however, felt the interview questions
and observation guidelines 'should remain.nnchanged, their
comments serving rather to sensitise me to these issues.

On my first day in the field, I met informaily with the
Principal of Valour High, Mrs Todd, and winh her assistance,
I identified classesvfor observatiens and teachersifor
linterviews. .Standard 7 ¢ and Standard~§ B were targetted_as-
‘the classes to observe as they were.the'twomest multi-
racial classes in the schdol,‘each eOmprisingv30%iBlack

students. Mrs Todd provided me with a‘timetable'and class

list for both these classes, as well as the names of all
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their teachers and the subjects taught. The teachers had
been briefed about my research and my presence in the school
over the next four weeks. ' ~

This is consistent with Burgess (1984) contention that
while requiring extensive observation and recording, some'
criteria of selection to narrow the focus of their work.is
needed in field research. |

As the research progressed, informants linked me up

with others, a procedure referred to as ~snowball' sampling.

DATA COLLECTION: PROCEDURES:

Observations:

During the first two weeks I accompanied Std. 7 C to

most of their classes. I observed them for a total of 23
hours in the following subjects:
- English, Afrikaans, %Zulu, Math, General Science, Physical
Education, Speech and Drama, Religious Education and
Vocational Guidance.

During the third and fourth weeks, I accompanied Std.
9 B to many of their classes. I observed them for a total
of 12 hours in the following subjects:
- English, Afrikaans, Speech and Drama, Biology, Geography,
Math, Vocational Guidance.

The teachers did not require me to give them advance

warning but openly and warmly allowed me to come and go

freely in their classrooms. They went out of their way to
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' makevavailable_anything‘further I/wished to see or knom
about‘their‘class. They also encouraged me to talk to the .
black and white students. This contradlcted my.expectatlons
of teachers attitudes tomards researchers-which, based on
my limited experience in.Canada, is typically one of
skepticism and defensiueness. It also contradicted my

. concerns about how I would be perceived.

I took notes and made written comments durlng this
time, guided by, but not tied to, the OBSERYATION GUIDELINES
(Appendik A) . I also varied my type of ohservation,
sometimes sitting unobtrusively'in the_back of the

classroom, other times in the front , and occasionally being

~‘drawn into the class as a partlc1pant observer.

. In order to bUlld rapport with students and teachers,
observe casual interactions of students and’ teachers, and
develop a sense of the school ethos, I'attended morning
assemblies, accompanied bupils'to the playground during
recess and lunch break, ‘and - teachers to the staff room. I
also attended three club meetlngs and one staff meetlng. No
notes were taken durlng this tlme, although I attempted to
write them up as soon after as possible.

Interviews
Interviews took place during the second and third
weeks,dduring recessfor teachers' free periods.tInformants

were asked if the 1nformatlon .could be taped 1n order to

»analyse the data more closely. Confldentlallty was assured




74
and consent forms'signed; The Principal,.Vice Principal and
seven teachers were interviewed. They were the teachers of
the Std. 7 C and 9 B classes, and included two English
teachers, Afrikaans, Zulu, Drama and Math, Geography,
Phys1cal Education and. Biology teachers. Two teachers were
‘spec1fically interviewed because I had observed and had
suggested to me by other teachers, that they might be more
' reSistant to 1ntegration.

Interviews took‘between 45 - 60 minutes and were all
taped and later transcribed by the‘researcher. The
interviews roughly followed the INTERVIEW GUIDELINES,
(Appendix B). | o

In addition to formally interviewing the teachers, I
spent many hours in informal converstion with these and
other staff members, on the way to and from school durlng'
recess and lunch break.

I also informally conversed , separately,. With groups
of black and. whlte students from Std. 7C and Std. 9B. I
~arranged a meeting place'during lunch break“and said»l yould-:
wait for ‘them’ there lf anyone was 1nterested in talking to “
me. I purposely made the arrangement as loose and voluntary
as possible so they would not feel pressured to talk to me.
l also made the decision to talk to them in a group as I
believed they wOuld feel less intimidated and identifiable.

Each tlme an interv1ew ended I informed them that I

4would be at the same place, at the same time, ‘the follow1ng
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day, if anyone still wanted to talk to me. The number of

student informants changed, ranging from three to 12 during

'aﬁ interview. I spént.a total of 12 houfs‘on student
interviews, plus further conversation ih the hallways while
walkiﬁg to classes.

Sometimes_i tbqk’notés dufiqg interviews; at other
‘ timeSAI jusf listenéd‘apd wrdte down. the conversatioh_
immediately after,nand'at yet_other‘ﬁimés I placed a .
recorder in the middlé of thé~group.and taped the
discussions." | | |

"I had entered the>fiéld>not intending to intgrviéw

studeﬁts becauéé‘I was concentra£ing3on teacherS‘fresbonses,
bﬁtvit became increasingly obvious thatlthe datékwoﬁld be
incompléte without the students' stories. It would,
moréover, be a way 6f.corr§borating or contradiqting_the
teadhers' dpinions and testing the .black and‘whiteAstudents'
views against each other;_ | é

Consequently, I did nbt have an interview guideline as
I did for the teacﬁers but rather a bréad fiaméwork of
issues_that I wanted to cover. . Wifh the_black'students
these were:
- Family backgrbﬁnd; where did they live, how did they get
to séhool, townéhip‘iife, parents' jbbs, their job
éspirations.

- School life; how did they feel about being in a

predominantly white school, what did they like/dislike about
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it, why did they choose to’ come to a. whlte school attitudes
of other students/ teachers towards them.

h”- The future;'what changes would»they like to see, how did

they.feel about the intake of more black students the"

follow1ng year?

Because of the radically dlfferent worlds. in which the black

and whlte students lived, it was necessary to address

dlfferent lssues with each group.

hThe broad questlons for the whlte students were'f

-~ How did they feel about hav1ng black students in the

xschool’

- Had the.school'changed because ofdthe new students; if so,

in what ways? |

- Did they socialise in/. outside school?

- Did,they know anything about their lives/backgrounds?
During the third and fourth weeks of observatlons, I

attempted to test. teachers perceptlons of their SLtuatlon

'agalnst observed behaviours. I also trled to follow—up and

verify propos1t10ns, theorles and assumptions that I had

tentatlvely built up during the preceeding three weeks by

asking teachers and students for- further commentarles,

opinions or clarifications.

VALIDITY AND RELIABILITY
In general, I have incorporated the following measures

into the study'to increase validity:
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- Ev1dence was obtained from classroom and casual
observatlons, as well as interviews with the Principal and
flve teachers.

- Interviews ﬁere taped and transcribed'by.the researcher
herself. | y

- A chaln of evidence was establlshed arlslng ‘out of r and
referrlng back to, the orlglnal focus questions. o
- A draft of the case study was dlscussed with two local

- experts. | |

-~ The Interview Guidelines,was be piloted with a local
frincibal and teacher from other schools.

- The informants had flexibility in shapiﬁg and determinihg_
the topics of the discussion.

- They aiso had input into‘the verification and
clarification of the infcrmation and assumptions.

Schclars (Maréhall & Rossman,1989,‘Lather,l§91)
Schumacher‘and McMillan,1993) agree that triangulation, is
essential in establishing the'trustworthiness'of data in
qualltatlve research. Thls involves the use of data from
dlfferent sources in order to “corroborate, elaboratevand-
illuminate the research in questicn'(Marshall‘&

Rossman, 1989). Lather (1991) stresses that the researcher
must consciously utiiize designs which seek counter'patterns
as well as convergence if data is to be credible. ‘In my

.. research trlangulatlon was achleved by using observations, .

"formal interviews w1th teachers, lnformal conversatlons in




the staff room, attendance at staff and club meetings as
well as informal discuSSions With both black and white
students.

Schumacher and ‘McMillan (1993) state that in most

“qualitative case studies, the researcher does not aim at the -

generalization of results but "in the ertension of the

" understandings, detailed descriptions that enable others to
understand similar situations and extend these
understandings in subsequent research;" Reliability, on the
‘other hand, is achieved through replication. In this study,
replication is facilitated by the documentation and
description of procedures, step by step. Because the
researcher ultimately -has the responsibility of interpreting
the results and presenting her perceptions of the
phenomenon, extensive quotations, from taped interviews have
been included in the final report, as a way of empowering

informants to “speak in their own voices'

ANALYSIS o

‘In order for the ethnographic case study to be more
than simply a collection of descriptive and anecdotal
material the researcher has "to bring data under control
to create a framework through which information can be

understood." (Ayars,1989). The analysis in this study is a

spiral process and has beeniincorporated throughout the

study. For example, the information and interpretations,

)

|
|
78
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. derived from Week 1 observations, provided the'impetus for

what tovfocus on in Week 2 and so on. The analys1s took

"place within the broad loose framework of the orlglnal

questions, and constantly refers back to them. Durlng this
process, the data was examined to determine emergent
patterns, cons1stenc1es and contradlctlons.

While famlllarlty with the llterature and personal

groundlng prov1ded me w1th an orlentlng framework since my

return from the fleld I have been able to.test evidence and
emerglng‘themes by referr;ng to current lltErature .
As this is an exploratory case study,the-data was

analyzed not only to test established desegregation

hypotheses, but also to generate hypotheses and develop

concepts for further study, in an area that ‘is new, and to

‘date, underresearched and documented.
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" Chapter Vv
 FINDINGS

,AneanaIYsis of the transcripts and field notes revealed
six broad théemes: the CONTEXT in which the study took place;
the'SCHOOL itself‘ the PARTICIPANTS at the school; RACISM;
PEDAGOGICAL ISSUES and FUTURE CONCERNS .

Wlthln each major category, ‘several minor themes
emerged. The CONTEXT descrlbes the polltlcal and soc1o—.
economic milieu of the school. The SCHOOL secticn explains
the:admission policy and ethos. The PARTICIPANTS section
describes the perceptions of the teachers and'students
towards each other and thelr newly 1ntegrated school. It
also brlefly touches on. the emerglng generatlon .gap between
the whlte students and thelr parents._The sectlon on RACISM
is lelded into three sub-sectlons which deal with
segregation within the school, racist incidents and student

perceptions of the Other. The section on PEDAGOGICAL ISSUES

' Vdescrlbes the teachlng methods at the school partlclpatlon
: 1n school llfe, student behav1our, academlc standards,

‘ablllty grouplngs and curriculum changes. Thehflnal section

deals‘w1th teachers' and students' concerns for the FUTURE.
\.Although these themes are divided into different

sections for the sake of clarity and to enhance the detail,

many of them:overlap and interweave. with oneianother, The
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ways inrwhich they.are‘connected and the implications of
this will be:dlscussed in Chapter VI.

. These findings are presented in the form of a
descrlptlve narratlve and include many dlrect quotes by the
1nformants‘themselves, so that “the reader can see through
my eyes, what I have seen.';.(Wolcott,l990)

CONTEXT |
Social Context

ValOur Girls' ngh is located in the white worklng—class

nelghbourhood of Woodsv111e. Its small box llke houses are

w1th1n s1ght of a hlghly 1ndustr1allsed zone. Densely -

Apopulated black townships sprawl nearby. This setting

indicates how rigidly class, as well as racially, divided
South African society is. |
However, because white education has historically been

heavily subsidised by government, the school itself was‘very

similar;to'schools in'more affluent areas. The three-Storeyo

,brick"building was 'in excellent condltlon and the classrooms.

were well- equlpped w1th typewrlters, computers, science and
biology laboratorles.
Although the abolition of the Group Areas Act in‘1992i

had legallsed residential lntegratlon, economlc deprlvatlon

-__prohlblted much movement of blacks into white areas.

However, because of its locatlon near to the. black townshlps

and the lower cost of hou51ng, Woodsv1lle was attractlng

-
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‘some upwardly moblle mlddle class black famllles., The;
Prlnc1pal Mrs Todd sald about 10% of the black students
llved 1n the v1c1n1ty, whlle the majorlty commuted by bus
-from the outlylng black townshlps, Two black famllles had o

- chosen’ to move 1nto more prestlglous whlte areas because
Woodsv1lle "wasn' t good enough"

Mrs Todd sald the whlte parents were rn blue collar
‘jobs or low-management pos1tlons, w1th‘"not one professronal
amongst them."f The whlte students lndlcated that thelr -
4parents were. Jrallway workers,_clerks, salesladles and
typlsts."u Many of the black parents, however, were upwardly'
'moblle, lower m1ddle—class* bus1nessmen, realtors, health
-1nspectors, and profes31onals such as nurses, teachers, and
-‘school Pr1n01pals. K
| Class afflllatlons were . alsoAreflected in the students'_
"asplratlons and the teachers expectatlons. ‘Most . of the
"bteachers, from the profess10nal mlddle-class, frequently

and openly expressed ‘'disdain for the 1ower class.

, '"The whlte parents, you know, they go- to work _they
come home, they sit down and drink their beer and they watch
their “soapies' (soap operas). There's ‘no culture. So you
can't expect much from the kids." (whlte teacher)

The black glrls sald they wanted to be lawyers,v
Vdoctors, teachers, a hlstory professor, and a Journallst e
" while the white glrls asplred to belng secretarles, sales

clerks and halrdressers.
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‘Although many teachefé expressed admiration for the
higher‘expectétions éf thé.black students and disdain for
:the_laék of ambition of theVWﬁites,'there was a sensé thét

the black aspirations were sometimes unrealistic.

" The black children have enormous expectations which
the white children don't have. The white children would
happily be hairdressers and listen to pop music all day and
cut hairstyles. But the black children want to be doctors
and lawyers. ' Sometimes you've got to take.them and prick
the bubble, this unnatural, present desire to do law,
whether they have the wherewithall academically or not."
(teacher) . ‘ ‘ , '

Not only is there an emérging”divisiOnxbetween the
'hpwardly mobile black’middle—class/ and the entrenchéd'loyer
class whites, there is a growing alienatibn'between the
black students attending “white" schodls, and those who
remain at black schools in the townships. According to Mrs
Todd, the black students going back home to the townships
are sometimes threatened or attacked, their uniforms cut up

because the township residents resént their attendance at a

white school. A black studgnt described their treatment:

"When there's strikes or stayaways we try to come to
school but the township people hit us and ask us why we
don't go to a black school.  Some of the kids would like to
come to a white school but their parents don't want them to
or they can't afford it. Even the maids in this school hate
us because we go to a white school. I think they're jealous
.of us." S -

The socio-economic status of some of thé«black and:
white students at Valour High Wés a striking contradiction

of the stereotype in apartheid'South Africa where whites



84
were always assumed to be more affluent than blacks. This

did not go unnoticed among the black students.

"The whlte kids think we are so poor, we're from the
townships and live in the slums. One day I was talklng
about this show on T.V. and this white girl says, “Oh,
you've got a T.V.!' She couldn't believe it! But some
black kids are far richer than white kids especially in this
area, the white kids are so poor." (black student)

. Political Context
ThlS research was undertaken as the country stood

p01sed for its first free electlons which would llkely usher
in revolutionary change. Consequently, it was in a state of
' tremendous upheaval w1th crlme escalatlng, violence and
polltlcal clashes common events. Fear and uncertalnty
permeated everyday llfe.‘ One teacher v01ced'the opinions
of many: | |

"The uhole country is in alstate of nervousness. It's the
uncertalnty that's hard to take. This waiting, waiting,

- waiting for what's going to happen is taking up a lot of
energy, is really making people tense."

So effectively had apartheid created separate worlds in

which blacks and whites lived, that each group experienced

" the political climate of the time completely differently.
While the white students' llves were dlsrupted by the. hlgh
crime rate, the med1a exposure of the v101ence and the
general anx1ety, it was the black students who experlenced
the upheaval directly. All the;black*students interviewed .
had lost relatiVes in the violence,'hillednby the police,

army or in ANC/Inkatha clashes.



- "There are certaln areas in the townshlp for ‘the ANC
and -others for Inkatha and if you are seen where you are not
supposed to be, you just get. killed." (black student)

Mrs Todd related a'black parent's reaction to the news
that her daughter was 1nvolved in the Peace Movement a
hnatlonal multlcultural organlzatlon aimed at endlng the

current violence.

"If my Chlld went to the Peace Conference, the next
thlng is my house lS going to be bombed." (black parent)

The - black -and whlte students .were 1ocked into thelr own
- worlds with llttle attempt made to understand the llfe of
the other. The black students said they were too
embarrassed to tell their white colleagues how scared they
sometimes'felt'in the townships. They also said they didn't
‘ want_to'discuss it'because‘it would make the white girls.

- afraid or angry.

. "The white girls never went into a location (townshlp)
in their whole life. They don't understand what kind of
place we're brought up in. There's so much noise, noise is
something we're used to. It's so cramped, there's lots of
people living on top of each other. They think we just kill
each other for nothing. But there's somethlng pushing us to
do this thing." (black student)

"You can't rely on the policemen in the townships but
'in the white areas, I heard, the policemen walk around,
drive around, just to make sure everything is fine." (black
student) - ‘ g
Because the white'working class has,the most to -lose
from rising black aspirations and the removal of laws that

had previously privileged;them , they tend to be amongst the

Agmost conservative and racist whites. This seemed to be the
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1fsituation in?Woodsvllle, according to the teachers and
’ administrators.}

"This is .a Very conservatlve area, . almost C. P.i(a s
‘right-wing ‘white Party.) The girls' parents are ‘much more’
conservative than they are. They are from. backgrounds where
you don't speak to. a black person or help a black person "
(whlte teacher) . _ :

The . polltlcal nature of the area,Aln addltlon to soc10—
'economlc status dlfferentlals, could account for the.

1ncrea51ng allenatlon between blacks attendlng townshlp

}aschools and those at white schools."

{"The people in the townshlp hate us. They' re always

, Saylng we're traitors. They say now we are Conservative and
we've been influenced by the Afrikaner. They say the

Afrikaner took our land and now we're g01ng to thelr '
school." -
u , The'reasons-the black stUdents-gave‘for’coming*toi
'ZWoodsv1lle were" the poor condltlons of the black schools,
_the poor quallty of teachlng and the polltlcal lnstablllty
lnnthe'black schoolstwhlch were often a site’ of»moblllzatlon :
against the~apartheidvregime;

A whlte student descrlbed the condltlons in black

"schools. AJ

Lo "Forty in a class, 100 puplls in a classroom. They f'
would all be . squashed uncomfortable, three to a'desk." -

The black students explalned that the school was always-'

"dlsrupted by strlkes, rlots or protests.'

: "There s a 1ot of flghtlng and lf they don t llke the
teachers, they just kick them. out.f (black student)
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THE SCHOOL

Admission Policv

Valour High had. first accepted students from other.
racial groups, in January 1992, 18 months prior to the
present research. This had required>a vote by parents and

staff. Becauée'of the conservative nature of the community

and in order to ensure a “yes' vote, there was a 10% ceiling

on black enrolments._ When perents, according to one
teacher, "saw no diSastrous_thing.happening",.the Board of
Goverﬁors.ra;sed the quota‘to 20%. . |

At the.time of the research it had become impefative‘to
increase-fhe’student base'aS'the white populafion inlthe
erea was static and the:school, equipped for 1,000 students,
only had 450. At~e staff meeting -it was unanimously decided .
to request the remdval of the-20% whiie'still being aware
that 30% was-geﬁeraliy accepted as thev\eritieélbmaes'Aafter
which the school ethos changed. Howe&er, Miss Peters was
skeptical of this actually reflecfingfe ehange in teadheﬁs'
attitﬁdes: |

" There were some teachers who dldn t want to take ln
more black students but now their jobs are threatened,

.they're prepared to take black, white," yellow, strlped

rather than have no job. But it's not going to change their
attitude. They re staylng for the wrong reasons. I don't
know how this is going to work."

While'accepting_the inevitability of an integrated .

school, teachers and perents éppeared detexmined to cling to

a white ethos for as long as possible while_they‘stili had a-
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choice over admissions. Mrs Todd expléined that they wanted

to attract the "best possible black students".

"Until we have to, we don't want to flood the school.:
We want this to remain a Christian school.. We still want to
have people coming in who are of the quality who will ,
benefit from the school, whose English is good enough. But -
I'm also looking for potential in the child, not necessarily
perfect English but a spark that I think could be,
developed." (Mrs Todd) oo

Prospective students were required to sit a
standardized test, developed by the teachers which Mrs Todd

admitted was outdated and ethnocentric. It often used

language that tested their linguistic not conceptual

ability.
" Mrs Todd said she wanted to change the Admissions test,

to put more emphasis on creative writingbsbfthey could write

.about their own families, their own backgrounds, "where

they're at in their own lives." Despite this inténtion,

however, the admission criteria seemed based primarily on.

'selecting those black students who most~clbsely approximated .

the white western Christian norm.

School Ethos

The sshool ethos seemed little chahged by the pressnsé
of the 90 Black students. The South Africanlflag, the
subject of:avlot sf controversy atvthat time because of its
symbolic representation of apartheid, huhg in the entrancs
hall. | |

All the teaching and administative staff were white

females, all the janitorial staff black, and there was a
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male Indian elerieai assistant. - The school body wasldi?ided-
iﬁto "Housee" to which each‘studenf was assigned and regular
inter-House sporting events were held. They were named
after famous western scientists, namely Curie, Newton,
~Dalton and'Mendel; |
| Morning assemblies were formal, Christian-based, with
‘hymns, prayers and Bible readings. Eight white prefects
stood along the wall, monltorlng the behav1our of the = o
students. During my four weeks of observatlon, seven girls
were punished for talking ‘and made to stand until the
Principal's entrance. All were white. o

Each week a different class took a turn to lead the
assembley, dramatising a theme. T obser?ed a presentation
by the Std. 7B class on “bearing grudges' .. The older black

.students in Std. 9B complained:

"Did you see how they dominate us? They have all the
main parts and the black girls are just in the chorus."”

However, they‘added that when their class had led the

- assembley, because they were a strong and coheeive group,
~their ideas had been accepted.

| In common with all siate schools in South Africa at
:the time, the Chrietian ethic was pervasive. During iﬁﬁch
"break a week was devoted to presentatione by the Student

. Christian A85001at10n which was well-attended by the

students. Teachers and admlnlstrators were 1n51stent on

keeplng the school Chrlstlan. The Pr1nc1pa1 was emphatlc.
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"This has always been a school with a Christian ethic.
I feel very strongly about this. Although we have Moslems,
Hindus and Jewish students, most of the black girls are
Christian. They were told they were coming to a school with
a Christian ethlc before they were admitted."

There was some evidence that the ethos was changing.
At the predeminantly‘white inter-school Athletics Déy,

Nonku;'a very bright, outgoing Std. 9 black girl had led the

- cheerleading squad, two-thirds of whom were blaek,.in:an,

‘exuberant rendition of "Shosholozo", a traditional Zulu:,‘

chant.
Mrs Todd voiced the response of many of the teachers
and pupils to the performance:

"There was a spirit that pervaded at that time that you
will never ever recapture. I've had phone calls from
grandparents saying this was the best thing they'd ever
seen."

Nevertheless, there were a few disgruntled remarks
from some of the white cheerleaders:

"The black girls don't want to do what we want to do.
They want to take over and do their own thing." -

Celebrations and‘heroes still remained grounded,in'
British and white South African heritage;‘;The exclusion of.
Zulu songs; cultural and political heroes and special:days
from the school ritual and the ignorance of the white-
students perteining.to these, were’felt by tbe black

students:

"When we stayed away on June 16 (anniversary of the
Soweto Riots,1976), one of the white girls asked us why we
had stayed away. I could not believe she didn't know about
this day and what it means to us black people.” ‘
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Most teachers were enthusiastic about integrating some
non-political aspects of Zuiu cuiture into the school and
the principal admitted that she had erred in not including
Zulu hymns in the songhook'she-had'just revised.

THE PARTICIPANTS

"Teachers' Perceptions

Some teachers believed the school had. an obligation to
to change in crdef‘tc aCcommodate the new black students,
while others firmly believed the black students should be -

assimilated. Mrs Jory. summed up these ‘views: .
"Some teachers here feel we should be more flex1ble now

. that we are mult1rac1al but I think the Black students have

come into our school so th_l must flt ln."

Thev assimilationists’' main concern was withj
“maintaining standards'. ‘These teachers considered it their
mandate to not only teach their_subject, but give the
students the cultural capital to succeed in the outside

world. Mrs Jory continued:

"They (black students) need to be told how to behave
approprlately, to keep their voices down and not shout, to
look people in the eye when they re talking to them. ,
Otherwise how will they get on in the outside world? How
will they be able to get jobs?"

These teachers were very proudvof'their.‘colour blind"'

_perspective, of treating everycne equally.

" We try to maintain what we had before, the same

structure of behaviour , the way the students conduct
themselves. I do try to make them fit the mold. I don't

treat them any differently. If they came here they
understood what was ahead of them and they must reach a
level in their general behav1our that is acceptable to us.
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I'm not interested what colour you are, as long as you

behave in a certain way because to be successful you need
those things." :

Miss Kelly reinforced this position: ~

"At the moment they have to fit in because they re a
distinct minority so its been easy to have them adjust to
our way. I tend to treat them all like a class and I
- haven't thought of their differences, they're just all my
pupils. But I suppose in that way you expect the black
puplls to adapt to the white way of doing things."

However, despite the frankness of their comments, these
teachers also expressed uncertainty about the way they were
coping Wlth a multirac1al classroomyand many asked me for
advice or snggestions. They also recognised the
inevitability of a change in ethos as.the nnmber.of black

students increased.

"I think it's inev1table and it's gOing to be necessary
to accommodate and we are going to have to make an effort to
change , otherwise there will be a problem." (white teacher)

Miss Young, whom I had targeted as one of the most

'

outspoken in the “assimilationist camp' explained:

"I thought just to be a good teacher I must go on
browbeating these people into line. That's why I tried my
hardest to make them fit in because I thought that s what we
were supposed to do." ' . B

She had been to a multicultural seminar the day before
our 1nterv1ew and appeared to have undergone a complete

attitude change which she admitted w1th candour and self-.

'reflection.

"In the multicultural seminar yesterday I heard people
saying assimilation was white education with black children
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whom you had allowed to enter your school because they

appeared white to you. Suddenly my whole focus changed. I
now see that we had got it all wrong. Who are we to think
- We are so superior and what we are offering is so correct.
‘We have been imposing white standards on new pupils because
we ‘thought we were superior. Because of the lack of staff
development, lack of preparation, we were going the “white'
route. So after all my good intentions, the intentions were
good, in fact I was doing them harm." :

She blamed the Education Department for avoiding giving
directives, knowing teachers would continue with what was

familiar to them.

"I'm sure it was their (Education Department) intention
not to properly inform us because they know we teachers have
been taught to be obedient throughout our whole schooling.
And now I'm feeling guilty because they succeeded in their
~intention." _

On the chef hand, however; while some teachers
expressed the need to accommodaté the new black students,'
they did very little in terms of élassroom praxis or .
gurriculum modification. Accommodation was more an attifude
some teachers held and was‘evidenced most by their |
affirmdtive‘actidn in faVour.oftblack studentsvwhom they
éerceived~as being disad&antagea beéaﬁse of‘background,
transportation problems, and political unrest. Miss Peters

expressed these views:

. "If a white child makes an excuse for not doing her
‘homework, I probably wouldn't accept it but if a black
student said she was unable to do her homework because their
had been trouble in the township the night before, I would
take it seriously."

The Principal had also actively intervened and bent the

rules in 6rder to accommodate a black student'whkoanted to
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return to school after a pregnancy. - This contravened school

'policy.

"She is a very intelligent student and a good role
model for the other students so I really went out to bat for
her. I had a humdinger of a staff meeting but I finally
succeeded in getting her back into the school."”

On the other hand, some teachers realised there was a ‘
fine line between compensating because of real disadvantage

and compensating out of guilt. ~
- "We also need to know when quilt is interfering with
our decision and when it should not interfere. Sometimes
the girls stand at the bottom of the hill talking to their
- boyfriends and then come in late and expect to use '
“transportation problems' as their excuse."

Students' Perceptions

Paradoxically it was the black students themselves who
resisted being treated differently. - It seemed that they
themselves wanted to approximate the white western norm and

‘diStance themselves from the black mass.

"The teachers must make the black students realise that
the more difficult it is, the more effort we must put into
it. We came to the white school because we like to be in
this white school so we must obey the rules." (black
student) '

Some black students seemed to interpret the teachers

efforts on.their behalf as patronising.

"They always feel pity for us. They say, "Oh, poor,
poor black people. If a black girl doesn't do her homework,
they won't do anything but if a white girl doesn't do it,
she's in detention . They must treat us like all other
people ‘in the school. We want to show them that we are also
human beings. We don't need their pity." (black student)
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Nevertheless, they did also believe they Warranted some

special consideration because of their lifestyle.

 "Because most of us live in the townships, we only get
home at 4.30 or 5.30 p.m. and we still have to do. housework
and then homework. Sometimes we're so tired we just . fall .

asleep on our books." (black student)
While“many‘of'thé white studenﬁs;displayed a genuine .
desire to.embrace the black studenté, they were:resentful of

" the “special treatment.

"They can get away with things that we can't. If they
don't do their homework, it doesn't matter but if we don't,
we're jumped on. The teachers are scared of them. - Except
Mrs. Guthrie told them not to expect privileges because
they're black. I think all the teachers should take a stand
and put them in their place instead of treating them totally
different." (white student) . : , . :

"One thing that really hits me that I'll never forget.
A white student was pregnant and so she was kicked out of
the school. But they allowed a black student to come back
after she had a baby. She could carry on with her studies
at home, they even sent her books. They do get extra

privileges. 1It's not fair, there's favouritism." (white
student) ' :

The lahguage pblicy'caused the most debate. While all
the teachefs'acknowledged that»feaching‘students whose |
‘mother tonqgue was not English, was:the most problematiclpart
of an integ:éted school, there was“§ great'dea1 of cohquionl
. over whethef‘English énlfAshould bé’énforCed;‘ The Principal
félt this would not only be‘impdssibie but unfair on fhe new
students. | | ﬂ/

FI don't see‘that I can actﬁally,force chil&ren to

speak a language that isn't their home language. I
certainly wouldn't force them to speak English to each other
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all the time. I also objected when some staff wanted me to
enforce English only in the classroom. I think it's '
ridiculous when they could be helping each other understand .
the subject." (Mrs. Todd) _ . L o '

Ironically, these views clashed with many black -
parents' and black students' views. : ‘

_"Mrs. Todd allows us to speak Zulu because she says we
are expressing ourselves. She's wrong. She should forbid
it. This is an English school so we must talk English."
(black student). :

_.The b1ack‘students did not form a Homogeneous group,
with}one view on issues;‘ a division wes.emergiug between
those who had been accepted the previous year and the new
infake that year. MisshCampbeli’explaiued the ofowing
division amongst the black students.ovef~the language issue.

"Last year they all wanted to speak English and
wouldn't speak Zulu but this year there's been almost a
militant movement - we will speak Zulu, we are Zulu and you
can't tell us to speak English. ‘Some of them are even
starting to bully the other black kids when they hear them
speaking English, telling them they must speak Zulu. The
black girls in Std 9B disapprove of this and are very
critical of the younger, new black girls. They're almost
ashamed of them, they want them to live up to their
standards." . : ‘ -

Their alignment with the white culture seemed to arise

out of a thorough infernélization of the hegemony of the

dominant group.

"I always wanted to come to a white school since I knew
that people do go to white schools. I was scared of white
people before, not that they terrified me but I looked up to
them and treated them like gods." (black student) :

The approximation to the white standards waS'occuxring

with a simultaneous distancing from the black mass as can be
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seen in the comments of fhese blaék}students when asked how
~they would feél abdut having more blaék students in the
school the following year. | . ‘ _

"It will be bad. It will be terrible."
"There'll be chaos.. Black students are rude and noisy.
They don't know how to behave." '
Part of thei: ambivalence towards théir 6wn cultureAwas
that it was in a state of extreme flux, hovering somewhere
between'rural,and.u;ban, Africanraﬂd'Wéstern, tradiﬁional
and post-modern, induétrial;  Mrs. Guthrie, the Zulu teacher

perceived it thus:

"The Zulu students come from a changing society. They
don't have a culture of their own at the moment because
they're very westernized. They live in townships, they
don't have their own culture , it's more a township culture
than a Zulu culture. I don't think they actually know what
their culture is at the moment. Some of them have never
come across traditional rites."

Emerging Generation Gap

A potential issue was the widening gulf between the

N

more progressive white studenté and their conservative
parents. . The contrast is illustrated by the following two

quotes:

"I didn't want blacks in the school at first but I
think now they should have equal rights, it's the only way
things are going to get better. Our generation's seen what
they are really like . Our parents don't really understand
black people the way we understand them." -

"When I try to tell my family about my'black.claésmates
or what we've done in class, my relatives say, Oh, you're
friends with Blacks. How disgusting!"
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MlSS Peters valldated thlS.

"It's tough on the white glrls. They just run straight
into a brick wall when. they get home. They don't tell their
parents they have black friends because they know they'd get
lnto trouble."

RACISM
Segregatioh

There was very little evidence of phy81cal 1ntegratlon
in the school. In Assembly, in the playgrounds and in the
classrooms, the black girls sat together. For example, in
the Afrikaans class, the desks were arranged side by side in
four long rows. The black students sat next to each other,
two in the front, the other seven in the middle of the |
classroom, side by side. This seating pattern was the norm
in ‘all the classes I observed. It was reinforced by the
teaching methods which were generally teacher-fronted
lecture format. |

In classes where_grcup work was done, there was some
evidence of integratedigroubs. In the Zulu class the
teacher said she forced them to mix during oral work so the
black students could help the white students with the
laﬂguage. In contrast to the other classes where very
little interaction occurred between-the races, there was a
lot of easy-going rapport and lnvolvement with the task.

None of the teachers or admlnlstrators saw segregatlon

as a problem. Instead they saw it as “natural' and.
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-something that would evolve over time as they got to_know.

each other better or entered high school from integrated
primary schools. There was a distinct aversion to

intervening in any way in order to facilitate integratibn.

‘The Principal explained:

"If you force it, it's going to be seen as somethihg
imposed like apartheid was imposed - now we're imposing
integration."” - :

Many teachers felt there were advantages as the black

8

. students could Help one another, especially if it was a

language probléﬁ as they were reluctant to seek help from
the white students. One teacher said:

"When the black girls sit togethernﬁhey help each other

. but if they are apart they would rather shout to their

friend across the room than ask a white student sitting.
nearby." o . : ~

Some teachers'élso believed the'black'students produced
better work in their own groups because they were not

overshadowed by the whites. This seemed particularly the

~case in subjects where theYldould draw on their own dultural'

backgrounds and experiences, such as creative writing or

Drama.

"They're on their own wavelength, not shy or inhibited
by the whites." (Teacher) o .

This opinion was reinforced by the black students who
said they would.not have been able to choose the play
"Bula", written by a Sotho, dealing with the politicali

crisis facing.blacks, hadAthey been wdfking with a white

- group.
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Another teacher disagreed, however.

“When they're mixed they tend to follow the white
students but when they're together they don't always produce
anything because they don't always know what they're doing.

They're very hesitant."
All the teachers agreed that when they did mix, there
was no animosity. '

"They don't seem to mind being in mixed groups, there's
no resistance."”

While the white students said they didn't want to be
forced to mix, nor did they'voluntarily,integrate, ﬁhey
‘admitted to a déeper understanding of the black students

when they were in integréted groups.. .

"When we have them in our groups in class,. we get to

know them better and we learn how to work with them and get
along with them." (white student) ' '

_ "Once I had to do a project on a township and I had to
speak to a bunch of the black students. I noticed that when

I showed interest in them, all of a sudden they were all
friends. They opened up to me, I couldn't believe the
change. The atmosphere was so much better, not nearly so
. tense, like our white group and their black group." (white
- student) g : S . ' : :

While racism is usually manifest -as exclusion by the
dominant group, at Valour: High it seemed that it was often
the politically subordinate group th initiated the
separation. |

"It's not that the white kids don't want to sit with
us, it is we who don't want to sit with them." (black
student) : : '

There were numerous reasons for this. Firstly they

felt dominated in a white group.



: S o 101
"You know how we black people are when we mix with
other races. We always feel inferior so we stick together.
we were born with that thing(inferiority complex)." (black
student) T S : S

~ Sometimes they were hurt by a racist remark.

"I used to sit with this white group but one day this
girl said something about “kaffirs'. I just kept quiet and
after a while they asked me what was wrong but I just kept
quiet. After she realized she had said something wrong she
gave me a chocolate." (black student) - :

'However, the most common complaint was that their»
backgrounds, world views and experiences.ﬁereiso remoie from
one another that ﬁhere was no péssibility fpf"dialogue. The
white students seemed totally ignofant of how politics |

determined every aspect of black lives.

"We never sit together during breaks or classes because
we have different backgrounds and that cannot be changed 'in
a year or two. We like discussing politics but the white
girls know nothing about' this. They get angry with us -
because they think we're blaming them." (black student)

This was validated by the white students.

"I'm too scared to talk about their lives. I don't know
if they want to talk about it. Once I asked Thembi about
the stayaways and she said she didn't want to:talk about it
because we'd get mad." (white student)

. "The whole thing of mixing the races is to try and get
rid of this political thing and do away with apartheid. But
everytime we have a free topic the black girls will bring
rioting or some political topic. The black students are
trying to make us feel guilty by talking politics all the
- time." (white student) B ' B

 The folloWing quoté'by a black student, expresses the .

vast difference in perception of each others'»liveé, and

dramatically contradicts the stereotype.
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" The white kids lives are so barren. We talk about

politics, and things that happen in the location (township)
They talk about boys and then they fight. We can't relate

to them." (black student)

'Although they believed the goal'of the school was to
integrate them, like the white students, they did not want

it forced on them.

"We're supposed to be a multi-racial school but we* re
not. I think it's the goal of the school to integrate us
but you can't force us to mix." (black student)

‘Miss Campbell saw resegregation as a necessary phase

before true integration on an equal footing could take

place.

"I think the black students are doing their bit to

- create isolation. Maybe they need to get their 1dentity

first and then say, Here we are, now we're ready to mix with
you on our terms because initially they weré mixing on the
whites' terms. Now they're creating their own turf."

There was even less mixing after school. A few of the

black students had.visited-the white7girls'-homes but®

. because of the Violence in the townships, this. had not been

reciprocated. Not only was this due to the fact that most
of the black pupils had to leave dlrectly after school to
catch buses to the townships/ but a lot of socialising
occurred during the bus trip which solidified their
friendships. The Principal said there were some»friendships

among the five black students who lived in'the"Woodsville

area. . . : -
"They have integrated more than the black pupils who

come in a body on the bus from the outlying townships."
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Racist Incidents

Racist 1nc1dents, when they occurred, were crude and.
'rblatant perpetrated generally by-other‘students,‘and
consisting ofiinsults and demeaning behaviour. Miss feters‘
, explained:' |

"Racism manifests itself with derogatory
generalizations because we're all brought up with this kind
of attitude."

‘ One of the most volatile incidentspoccurred during a
debate in'Std 9B between the very outspoken and intelligent a
Nonku and a white'student,vKaren whom teachers deScribed as
a “rabid racist'. . Karen had asked why the townships were so
filthj.ﬂ The white students told her not to-say such stupid,
things' while the black students swarmed around Nonku in
.support of her.

MlSS Campbell ;who was teaching thenm, said the class
had been polarized ever since, with a palpable undercurrent
of tension. As a result she had to tread very carefully'andu
not talk politics as it was too 1nflammatory. ' She said she
'would have like to have aired the problem but the white
girls had begged her not to bring it up while the black
girls had just 51mmered'. Consequently 1t had never been
mentioned again although many teachers, and both the black
and white students, had talked about it to me - 1t‘had
obviously left deep scars. Nonku described it thus:

"I think Karen hates us; she can't even pretend to like
us. When she asked us why it was always dirty in the
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locations, we couldn't answer her because we were so angry,
some of us were even crying. We would have told her that
garbage is picked up from the white areas and dumped in the
locations (townships)".

Karen expressed hér»position in the following way:

"T'm kind of like the odd one out in the class. TI've
been brought up in a racist background. I'd rather just not
associate with blacks. I've been spoken to by the Principal
and the teachers so now I just keep it to myself if they're
‘getting on my nerves. The other white girls don't o

necessarily disagree with me - they mainly keep out of it."

' Another racist incident revolved around a number
of thefts which were blamed on a black studént even though
the teachers told me thieving had occurred before the school
“opened'. Even the black janitdrial staff accused the black
students.

"When we had only white kids in the school there Were

no problems but now we have these little blacks and we have
problems." (black janitorial staff) ' ' ‘

This comment probably reinforces the black students
prior opinion that the janitoriai staff were ~jealous of
them' and also servés to highlight the'extentAfo_which black
péople were socialized into beliéving their own inferiority.

Lacking any cross-cultural understanding and training
or knowledge of anti-racist education, teachers were ill-
equipped to deal with these incidents énd responded to them
on a simplistic ad hoc basis. |

Miss Peters, one of the mosf liberal and well%reépected

~ teachers, described how she hadnhandled a-situation when a

white child had accused blacks of being dirty and untidy.
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"I told her to open her desk and there was a mess
because she's a proper little pig. , Then I asked one of the
black girls to open her desk and it was beautiful, neat as a
pin. So I said to the white Chlld How can you say that?
She was very embarrassed."

All the black students‘praised their teachers for their
‘efforts to be tolerant and non-racist. However, an Indian
student complained about a teacher's intolerance towards her

Hindu religion and culture.

"My teacher makes me feel bad about my culture. Shé
told me to take off the string around my wrist which Hindus
wear for protection. My mother had to speak to the
Principal who gave me permission to wear it."

Some teachers failed to identify their actions as
racist, saying, "How can I be racist when I teach black
children." Nevertheless, this same teacher had told her
class she personally thought miscegenationvwas unnatural and

quoted the Bible to support her viewpoint.

Student Perceptions of the Other

A constant theme amongst the white students was a
rejection of any attempt to talk pOllthS or take

responsibility for apartheid.

"Some of the girls really have an attitude, like we owe
them something. I think it was the generation before us
that imposed apartheid. I don't think we should bear the
consequences of what people did in the past.” (white
student) :

On the other hand, given the relatively short time the _
school had been “open' and the thorOughness of their racist
upbringing, many of the white students expressed

surprisingly sensitive and progressive views.
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"If a small group of white children were going to a
black school, we'd also stick together and stick up for our
rights because it's very different for them to go into a
school for the first time and be accepted. I put myself in

' their shoes all the time." (white student)

"They've had a hard life, like the way they've been
treated by us. It's hard for them to come to a school like
this and they don't know how they're going to be treated by
us."(white student)

A

They also_praised the way the black students interacted
with each other in contrast to their own behaviour.

"They always have a game to play, they're never bored.
And if they lose, they just laugh it off. Not like us, when
we play’ games we always fight."(white student)

"They spend time with their families and respect them
more, not like us." (white student) .

"They never scandal about anyone like we do. There was
this black girl that they all hated but they didn't leave
her out, they would always include her. If we don't like
someone,. that's it, they can go and do what they e
want." (white student)

The white students distinguished between their black

schoolmates and the black population in general..

_Consequently, when they made derogatory remarks, they were

surprised when the black students took offence.

"These girls are not your average black on the street.
Some girls insult them but not intentionally. You would be
talking and say something about black people and they'll be-
behind you and take it the wrong way." (white student)

The black students also had entrenched racial

stereotypes of the white students.

"They (the whites) can't even pick up a piece of paper.
We are different. We're taught to be clean. When I touch a
white person, they say, "Oh, don't touch me," but I think
the black maid just washed their clothes and cooked for
them. (black student)
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While the black students in 9B, who had been in the

school for 18 months, had formed a self-confident.and
cohesive group, they recalled their feelings of inferiority
when they first arrived. They also criticized the new black
students for their obsequiousness and for a;lowing
themselves to be debased by some. of the white students.
"Remember they used to make us sing. Come and sing for
us. They were making us stupid and we'd come and sing and

they'd laugh and laugh. And they'd always grin at us. I
just hated that." (black student) ,

"I hate the way the young black girls run after the
white girls to try to be friends. They say they'll buy them
chocolates and sew their dresses.”

Miss Campbell acknowledged that some of the new, young
black students had internalized the traditional stereotype. -

"In my Std. 6 class, they were doing a play that called
for a servant. There's only one black girl in the group so
guess who had to be the servant! They were angels and carol

singers and she was the servant. And she was quite happy
just as long as she had a part in the play."

The reactions of the black students to this kind of
treatment varied. Some were extraordinarily patieht and
understanding, such as Conise, who said she didn't feel
angry when her white neighbours put ﬁp a concrete fence
around their property. She séid éhé understood it wasn'f

easy for some people to accept blacks.

"It'll take time. I'm sure after 10 years they'll speak
to us." '

The most common reaction of the black students to

racism was passive aquiescence.
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““We don;t'say anything,Awe'just:ignore‘it." (black .
student) o |
Some of the more oonfident students were reecting.more'
boldly and“refusing to allow the white students to pueh them.

around.

"So we told them when they ordered us to return the
tennis balls, ""If it's going to take us two minutes to do,
then it must take you two minutes!'' and we just left.  They
called after us, "You lazy bums!" (black student) ‘

One forthright and volatile black student had her own
unique way of handling the situation:

“The whites believe we blacks are aggressive because
they see most of the violence and killings done by blacks
and so they are afraid of us. I myself am very aggressive
towards them, so I say, "I'll kill you," just to make them
afraid. They think I'm racist but the way they treat us
makes us aggres51ve towards them."

Conise summed up the,att1tudes~of the white students:

towards them:

"You get three dlfferent groups - those who pretend
they like you, those who hate you and those who are very
sincere in loving you. Those ones don't mind you coming to
their house or their mom sharing her car, or even having
parties together "

PEDAGOGICAL ISSUES

According to desegregation theorists, pedagogical
issues are connected to effective fece relations and -
academic ‘performance . In this seotion,I Qill eiamine what
the teachers at Valour GirlS',High are doing inAtheir

classrooms in order to determine if this assumption is valid

in-the South African‘oontext.
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| Teaching Methods

Most of the classes were grounded in tradltlonal S
pedagogy. they were teacher centred with the teacherl
standlng at the front of the class, lmpartlng knowledge in
, lecture-format. Desks were arranged in pairs, in long rows,
facing the teacher. Black students sat together either in a
solid block or'in clumps of twos and fours amongstgthe'
white students. This was:the pattern in all the c1asses I
observed unless they were specifically assigned to mixed
groups as was the case indZulu during oral work when a
native-speaker was paired with a non-native speaker.

“The students for the most part sat passrvely and

llstened with no talklng tolerated. Miss Young: -

"You may not talk. This is a waste of human tlme. It
indicates to me that you. know the work and I know that isn't
the case." :

Information was mainly learned by rote through
repetition, drilling and modelling correct answers.

Comprehension was checked through question/answer format or

open-ended questions, such as Miss Pienaar asked

"I ask if there was anyone who didn't understand. No
one puts up their hands but I can see (by) them frowning
that they didn't understand." :

The students' reluctance to verbalize is evident from
the following quotes from the black students:

‘ "If you think everyone knows the answer except you, you
become afraid. That's why when the teacher asks 1f we
understand we all say “yes' : :
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"You can't ask anything when you don't know what
. anything means." ‘ : ' ‘

The whole system was exam driven, with the school-

leaving matriculation exam determining pedagogy.

_ "There's no time to teach, no time to prepare creative
lessons. The matric exam is what.rules us all. You hear
teachers saying, "I got 5As" as if they'd written the exam
themselves. Inspectors scold you if the marks are low. I -
know our teaching methods are inadequate but' everyone will
tell you it's the only way to get through the syllabus."
(teacher) *

Formal exams were held in the éecond and fourth
terms, with reqular testing in the first and £hird terms.
. Entire 40 minute-lessons were spent reviewing tests ;
students were scolded for poor marké and told to study
hérder. Sométimeé the students had to‘repeat the same test
two or three times until théy attained 100%.

None of the teachers had changed_their teaching
methods; except to go more slowly, which ihvolved-using
simplef vocabulary or explaining the Vocabulary. They saw
language proficiency as the single.factor'impedinglblack

students' progress. Miss Young:

"I've always thought I was a good teacher but I can't .
. Necessarily say the same with black children.. A lot is
because of the language difficulty. I don't know how to
teach language because I'm unable to teach geographic
vocabulary in a way they would understand."

. This was also evident in classes such as Biology, where

the vocabulary was very specific. Students were penalized

for spelling mistakes , such as lit for litmus, even though
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the teachef acknowledged the student had understood
conceptually.

A lot 6f'the responsibilifj for langhage develépméht
fell on the English teachers, with other subject teachers
not recognizing it as part of their new teacﬁing mandate.

Miss Kelly:

"In class you've got to work to get through and you've
only got a fraction of time to spend on pupils who are
battling so you can't spend too many lessons on remedial
work where the other people are roaring ahead and you've. got
to give them that opportunity.” :

The'Onusbwas also on the black students tQ.‘catch up"
rather than on the teachers trying to facilitate their
learning. Mrs. Gory: |

"I might ask them if they understand or give them extra

attention because you can see they're not coping but pretty
soon they must catch up and see what's expected of them."

Some effort had been made to give extra help but it had

not been very successful.

"They tried giving us extra lessons but it didn't help.
The more the teacher explains the more it gets complicated.
We need something practical; do this, do that."(black
student) ,

A few teachers were beginning to realise that their new
student:clientele wquld necessitate a radical revision of
pedagogy. Mrs. Heﬁry: |

"The biology syllabus is'completely out of touch with

the needs of the black children. Why should they have to
know 30 new terms every time we teach an animal or plant?

We should just teach principals and forget all these

labels.”
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'Sdmé'teachérs’used a more student—centred'épproach.
for éxample Miss Wdod's Vocétional Guidance class, was
generally used to discuss and gquide students in their choice
of subjects; careers and tertiary edudation.. It could also
belused és a férum for disqﬁééing social‘behaviour, rahging‘
%rom manners and etiquette to interpersonél interactions.
As-éuch this subject had the potenﬁial to enéourage cross-
cultural awareness and uhderstanding ér be a means to
socialize black students into “appropriate' behaviour.

Miss Wood was one of the,few teachers doing.apy kind of
profeésional develépment; she was ﬁaking a course on
multiculturalism at the Teachers' Training Collegé in order
to upgrade her teaching diploma;

The class I OBSefved was discussing.‘relationships'»
Miss Wood brainstormed the méaning‘éf the word. There was a
lot of'réspoﬁse.ffom the whole class. Four black students
and two whites were asked to shéte their viewé. She then
asked ﬁhem to write down any incideﬁté when they didn't get
on with family mémbers, friendsfvpeets!.teachers andb
boyfriends and then to express what they would have like to
happeq. She gavelfhem about 10 minﬁtes-and then asked who
wanted to share their stories. Agaih there was an
enthusiastic response from the whole glass. She chose twq
fﬁhite.stﬁdenté'ahd_two'black'to.share‘their-stories.

The whdle class was very attentive and interested -

during the telling of these experiénées; they smiled a lot,
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laughed, nodded, ‘and'lentdover to comment .to their:
neighbour. . Thls seemed to suggest to me that not only were
the stories entertalnlng but they could also identify with
them. They seemed to have a common thread - they all had
chosen family relationships;and{threeior.the fcur'stories
~dealt with perceived unfairness'cf their parents, who had
focussed on a negative aspect of thelr behaVLOur,
‘overlooklng their p081t1ve actlons.'
I had been warned that thls class was very polarlzed
and volatlle yet this act1v1ty seemed to flnd common groundu
amongstvthem all. 1t hlghllghted the 51mllar1t1es between
| the races, espec1ally among teenagers, faced w1th common
parental problems. They really seemed to llsten to ‘each
other's'stories-with understanding and_good—natured

sympathy.,

Participation’in SchoolsLife

Classroonyparticipaticn generally took the form of
' students raising thelr hands in response"tc a teacher's
question. There was no distinguishable difference.ln the
responSe from black and white students. ‘HoweVer teachers
tended to ask dlsproportlonately ‘more black than whlte
students. | | |

An example was in the General Science class, where
blacks made up only 30% of the class, yet the teacher asked
six black students and four whlte students. Slmllarly in

the 9B Engllsh class, while many hands were ralsed to give
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examples of idiomatic expreesions;Athe teacher called upon
three black and two white pupils._v |

One reason,_according'to teachers, was.to encourage
more black participation asiteaChers found the black
students in the lower grades shy and ;eticent in class.
Another reason could have‘been my presence which»influenced-
teachers to behave in a way they thought I wanted to see. A
thlrd reason could have been an unconscious attempt to

- compensate for previous neglectg ”
Neither.black nor white etﬁdente initiated.many
queetions,‘but Qheh they did,\there was little racial

difference. When there was a difference it was usually

|
\
because of biack rather than white initiative; -
For example at a talk‘on Aids durihg recess, where }
there were 80 students, only three‘of whom were black , the
only person who initiated a question was a black student.
While transport mitigated against.much particiéation'in
afternoon extra?curricular'events, black students
.participated actively in activities scheduled at recess,
eSpeciaily those that involved politics or community
projects.
‘Miss Peters said the black parents were far more
| supportive of extra-curricular-activities than the white

parents. She explained how the black mothers had car-

pooled to bring their daughters4to rehearsals every night
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for a Talent Night, had remained to watch and encourage them
and taken them back home to the townships afterwards.

"It was a tremendous contribution. The white parents
(who lived nearby) would never have dreamed of doing that."

The Physical Education teacher, Miss Williams, said the
black students'Were keen on participating in sport when they

could and were very supportlve of team competltlons.

1"If a house captaln tells them to support a match the
black glrls will, whereas the whites will say ~What for7'
and leave : :

Netball (basketball) was the most popular sport with -
one black student on the A team and 3 on the B team. The
only reason there weren't more on,the A team was.because
theyuhad to catch buses home'anddbecause of their
involvement in political groups, such as the Durhan Youth
Interaction Committee (DYIC), according to Miss Williams.

She feltdthat being on'mined'teams helped them to
interact‘more naturally « On the other hand, one of the
black students said it also brought them into contact w1th
the conservative white parents“who transported the teams to
different events. These parents sometimes used insensitive
and derOgatory_language,which was very hurtful'to'the black
students. | ‘

Behaviour -
Behavioural problems amongst blaoh studentsdhave"

often been cited in desegregation literature due mainly to

the greater number of blacks moving into white schools than




vice-versa; henée the onus is always on them to make the
appropriate adjustment to different éets of rules, cultural
and behavioural expectations. |

| One of the greatest fears of pareﬁts and teéchers when

Valour High admitted black students was an anticipated'drop

- in standards of behaviour. - However all the teachefs,agreéd

that these fears had not materialized. Mrs. Guthrie:

"We expectéd major behavioural problems. But

- they've (black students) had to come into the situation, -

handle the boundaries, learn what they can and can't do
whereas our girls (whites) are expécted to know what they do
or don't do." : :

On the contrary, their chief complaint was that the

black students were often shy, lacked self-confidence, wére

not used tofspeaking up in class or asking qﬁestions. Some

misunderstandings did occur such as in a testing situation

- where black students were unfamiliar with the “rule of

silent, independent work' according to Mrs Guthrie.
One of the problems was that the teachers knew only
the Christian National Education system and were ignorant of

the kind of schooling the black students had beeh through;

, Consequently, they were at a loss as to how to modify.their

teaching or expectations. Mrs Guthrie:

"We are used to getting pupils who came through a

“school system we are familiar with. Now we are getting

pupils and we don't know what schooling they've had. We
can't expect them to behave in ways that we are used to
because we don't know what standards were set in their
schools." ' '

The South African school system promotes

discipline and encourages passive, obedient and attentive
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students. Mrs Jory:

"It's critical that I have a peaceful and relaxed
environment, that while I'm talking the pupils will be
absolutely still, they won't even fiddle or touch a book;
they'll just sit and listen." N o '

' Teachers, like students, were expected to obey
unquestioningly and accept their place in the\educatibnal

hierarchy. Miss Ydungﬁ

"Teachers have typically goné aldng with the sysfem and

been little puppets. We've grown up through a very strict
Christian National Education and even as teachers, we've
been taught to be good and obedient." )

'Consequehtly, in the éurrenf Situation of educational
up-heaval, very'few of them took the initiative in
introducing change in their classrooms. . However, they were
eager to learn'énd many asked me for’advicé and suggestions
to help them teach in a’ﬁultiracial class. " Miss Cane;>

"The teachers really dbn't know how td-copé with blaqk
ESL students in their class; they're just fumbling in the .

~dark. I hope you can give us some advice and suggestions.".

Despite thévémphasis on discipline, and quiet, |

~attentive studeﬁts, mbst of_the teachers were quite
lenient, usually>setting students work and lettihg them get
on with it, only intervehing if the noise level gof too
High. A laissez fairé attitude.predominated withiﬁ a
framework of genéral acquiescence, and moderate, passive»

behaviour. It seemed as if»the students knew the limits and

had internalized the rules.
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This attitudé”prdmoted a supérfiéial'étmosphefe of
harmony althougthiss Campbell félt'that‘it masked
‘unde:lying.racial-tensioﬁé.

"It keeps some control but maybe in thell§ng run it'1l
take longer for us to overcome obstacles because we're not
dealing with them. People look at my class (9 B) and think
they're marvellous because they're doing well academically
- and they're such fun but I can feel the tension in the class

every day." IR : -

Punishment, mdstly in the form of scolding, when it did
occur,ltended to be diréét andAharsh but was ﬁeted out to
black and white studentsbalikéﬁ .qu example) fhé Afrikaans
" teacher threatened."tO'break.a blackAchild;s‘fingérs; if she
‘scribbléd in her text book agéin . Sﬁé also yelled at seven
black students-who_éémé into.class late. The fact that she
did ndt modify this behaviour in ftont bf me indiéated to me
'that she probably would have feaéted in the same way to
white"students.l | |

‘Another teéchef publicly criticizediéne.of the white
students,'é;ﬁsihg the student to burst into’fears and flee
the rooﬁ.g‘

Teachers were fairly_sensitiVe to the fact that séme
- puniéhméht would haﬁe»a harsher‘effect;on the black girls,
especiélly detentidn bécause of their transportation
problems; This was interpreted as favouritism by theAwhite
'étudents.'_Mrs, Guthrie:

"I.sometimes give detentions but if théy say they can't
.stay because they have buses to catch, I let them come at

lunch break. But I don't really believe in punishment at
this point in time. You're going to be punishing them daily
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for thlngs they re not used to or just totally bew1ldered

by U]

White students:

"The black students get away w1th murder. If we do

~anything wrong, we're jumped on, but they,never get

detentions. _
Most teachers felt that there was little impact on
behaviour because the black students were still a small

mlnorlty and felt insecure about their status so adapted to

- the white model and school rules. HoweVer, some teachers

were concerned that this would not be poss1ble with an

1nflux of black’ students.‘ Mrs. Jory.

. "If we had a whole class of black chlldren, how would I
surv1ve° I say fit the mould otherw15e I can't cope."

Ironlcally, the black students themselves felt the same
way and were unanimously adamant that more black students

would have a negative effect onlbehaviour.

"There would be chaos 1f more blacks came 1nto the
school. The black students are rude, they don't know how to
behave." : : :

Academic Standards

Another fear of.integration at Valour High was a drop

in academic standards. However,- based on conversations with

the teachers and students aboutbstudent performance,

observ1ng the ability grouplngs both between classes and

" within classes and 1ook1ng at some test 'scores, 1t appeared

that this fear had not materlallsed Teachers indicated

that the black students limited language proficiency was
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likely to be the biggest impediment to black students'
progress. Mrs Jory:

"I don't want there to be a drop in' academic standards,
that's why I'm keen to take only the kids that speak good -
English. As long as you can understand English, there's no
difference between black and white students." '

While the black students did poorly in Afrikaans which

was their third language and excelled in Zulu, their first
language, most teachers felt in the other gubjects,théy

" "slotted in', some at the top, some at theAbottbm and the -
rest interspersed amongst the white students.

They were at a disadvantage in scientific subjects
because of the specialised vocabulary for which they were
penalised . Miss.Kelly:

"I sometimes,uvéfy rarely, give them a mérk if I can ©
see what they're talking about but I cannot normally because
they will have to the write matric. exam and they'll be
penalized for spelling errors." ' ’

“Status insééurity' could account for the academic

success of the black students,aﬁd converseiy the lack of

ambition of the white students.

"I wanted to show the white peéple that we could also
do it. All of us in this class (9B) are in the top ten _
positions. And Sikose here, she's number one or number.two
in the class.” (black:student) o _

The white students had inifially’reécted with shock and
anger at the academic success of the black students as they
struggled to reconcile this image with the negative |

stereotype of black inferiority with which they‘had‘been,

‘raised. Miss Campbell:
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"Miss Peters used to call out the test marks of the top
five students in English and three out of the five would be
black. The white girls were stunned."

This attitude did not go unnoticed by the black -

students.

"At first, last year, they (white students) were éo'e
angry with us but now they're used to'us, they recognize us
and we are proud of ourselves." SR ‘

Sikdse‘perceived‘that the white students® ofiginal
friendliness arose out of complacency, “status security'

which gave way to anger once their status was threatened.

"I think it was good for the whites when we came here
because they learnt to accept that blacks have the ability
to do anything. When we came here they thought we'd be
below them and they'd be on top. That's why ‘they didn't
worry. ' They were very friendly but as the days went on they
started not being friendly." S '

This ettitude was'verifiedvby the white students who
said: .
"If a black student does better, the other kids get
mad. My mom also gets mad. She says if blacks can do it
why can't you."
However, some white students seemed to be coming to

“terms with the concept of black achievement.

"I expected them to be a bit cleverer than the whites.
We've basically got everything and they didn't have much, so

when they get the advantage of a school like this  I.don't

think they'd missethevopportunity." (white student)
.Ability'Groﬁgings' : ' - '

' Ability groupings arefendemic to theHSoufh African
education system. Each standard is divided into A,B,C,b'
class‘based on academic ability determined by examination

results. There is a further differentiation between higher
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grade and standard grade with teachers teaching a modified
syllabus with simplified questions in the standard grade,

The question is whether this model can be ﬁaintained in
a multicultural class and what are the implications of
ability groupings in trying to provide_gll the students with
‘effective education. | o |

In four of the claSSes I observed, ‘'students had to call
out their marks which were recorded by the teacher. .In-the
Math class_they were grouped according to their test .
results, with the weakest in the frcnt row, so the teacher“
. could “keep an eye on them'. The non-white students'Were
evenly represented in both the “weak' and “strong' rows. In
the two classes I observed,vfive whites, three black |
students and one Indian, sat in the front row, nine whites
and four black students sat in the back row (the highest |
achievers) The teacher commented that the students worked
hard to move back and the students who improved were
praised. The students, black and white, seemed completely
comfortable and unembarrassed by this routine.;

There was a higher percentage of black students in the
C and D classes, mainly'due to limited language proficiency.
At the time of the study little or no language suppOrt was
- available and nost teachers saw it as an “English Department
problem'. The Principal pointed out that once the language
improved the black’students made rapid progress and'Were

often promoted into higher ability classes.
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However, the black students were not consistently in

the academically lower clas#es. For example std. 9B, the

éeéond highest grduéiﬁg, had one df thé la?gest numbers of
black students. o

Ability groupings did, howeVgr, jeopérdizé black
students when they were put in an A claés; ‘BecaﬁSé there
were few black students in the A classes, the ones who did
"make it', often felt uncomfortable andvasked to be demoted.

"I am the only black in the A class. I dén't feel
comfortable. When the class divides into groups, they
ignore me and I have to go and ask if I can be in their
group." (black student) ‘ .

Teachers at Valbuf High-had.apfeXtremély low ,
disrespectful attitude towafdsbstudenfs, white éna black, in
the lower ability clasées. Derogatory remarks were
frequently made directly to me or openiy amongst the
teachers themselves . A | o

"You can't do much with these dummies."

- "You can't do much with this class- there's nothing
there. They're hopeless. They don't have the background."

Connected to ability groups Was the poﬁér structure as
most of the leadership roles went to studénts in the A
class. This impacted_negatively pn»the'black stﬁdénts as
,they'weré ﬁhdérrépresented in fhe A‘class.‘ While the
Princiéal felt this»did unfairly exclude blacks from cértain
leadershié foles, she felt the exclusion of whites in 1owerA-

i

ability:claSSes‘frdm_leadership.roles was justified.
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"This question of the As doing everything, I think it's
the nature of the beast. Those are the children who are
into everything and want ‘to do things. The others come from
families where you only sit with your beer and watch TV Some
of the families have no background, no culture, nothing and
so the children come through wondering why they should
bother to try." (Mrs. Todd) . '

 Within'éach"class, hbwever, the black students were in
leédership'rolés sﬁch as class éaptains, and.ﬁere sent 6n
leadership courses. They were also'given equal
responsibilitiésrby thgltéachers;.such as‘running-errands or
.delivering messages. Mrs. Jory: | |
"The black sfudents take the respoﬁsibility more
seriously. They make sure they have the correct

instructions before carrying out my request."

Curriculum Changes

There had been little curriculum change since the

admission .of black students; _The main redson, accordipg_to
teachers,~waé_becaﬁse'the-matricuiation exaﬁfAetefminéd'what
should be taught and this héd fo be changed first. Teachers
said they had been given no directives from the Education
Departmént, so. assumed tﬁey were expected fo'cohtinﬁe as
usual. Mdreover, the Vice-Principal pointed out that . the
teachers had taught thé same curriculum for Years SO were
very familiar énd.comfoftable witﬂ it and reluctant to throw

it all out.

, "It's quite a conflict for those teachers who have this
body of knowledge which they've enjoyed teaching and then to
‘leave it. But I think the whole process, as painful and
difficult, involving change and more work, will be :
~revitalizing for everybody. We have to try to help teacher
change their anglocentric perspective." (Miss Cane) . -
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Some of the classes had very little‘relevance to the
education ofthlackgand white students for a hew,'democratic
multicultural South Africa. Religious Education seemed the
most redundant.v While most of'the African students were-
Chrlstlan, the Chrlstlan ethic that ‘permeated the school
alienated the handful of Indian students. Steeped in a
homogeneous Chrlstlan outlook teachers were unaware of its
effect on students of other rellglons, such as the Hindu

students.

"They were talklng about some story from the Bible we
dldn t know about, some whale story, so we thought , what's
this now?" (Indlan students)

Afrikaans was another subject that appeared to be
1rrelevant to the’ black students although there was a
suggestlon that they would have the optlon.ln the future of

taklng it as a third rather than second  language. l
| Mrs. Young, the Geography teacher, admltted that it was

only after she had attended a'multlcultural workshop that

.she reallzed how the present curriculum perpetuated the

rac1st stereotype. " E \

"When you talk about black rural subsistence farmers
who ‘can't produce a surplus, you don't add the word o
“backward' but that's what you mean. And when you talk
about the commercial farmers , they're always white and
successful. 'So in just one section on economic geography -
you've emphaSLZed the ‘inferiority of the blacks ‘and the
superlorlty of the whltes." (Mrs. Young)

Whlle exams were always used as an excuse for not
changlng, Mrs Young p01nted out that ln the junior program,

the focus was not on matrlc sub]ects.
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It's completely irrelevant. We should be discussing issues
such as the upgrading of the squatter settlements."

Thé Engliéh and Drama Departments were frying to use
more black and &hiﬁe«Sduth African writers and themes but
were hampered by laék of funds for new textbooks.
Consequentl?, they.were étuck_with thelBriﬁish'claSSics bﬁtg
were gradually éhasing them out. |

Miss Peters said that she encouraged the étudents in

hér 7C class to relate the issues in their setbooks to their

own lives and said the whole class benefitted from this .

"It's time to speak about these things (apartheid)
instead of tiptoeing around and pretending. When we

- discussed violence in the townships, the white students were

wide-eyed; they had no idea of the horrendous home S
circumstances of their classmates. It did them good to hear
the stories and made them more sympathetic and respectful of
the black students who had endured so much and could rise
above it." : ' ' »

On the other haﬁd, Miss Campbell said that although she
wanted to discuss relevant issues in her 9B class, they were

too polarized and volatile.

"Ironically, I used to talk more openly. about apartheid

.before the black students came to the school. But now I

can't because I get this hostile reaction-or they'd be
tearing each other apart or there'd be this quiet silence.

' We did Othello which would be perfect for relating it to

their own expériences but as soon as they feel it coming’
close to home and you're going to talk about things that
directly affect them, they won't say a word. 1It's like a
secret agreement - let's not say anything that's going to
infuriate anybody else because otherwise it's going to blow
up. It's very threatening." -

Sometimes the black students themselves resisted
material that referred to their culture or to politics.

Miss Campbellz
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"We were studying “Things Fall Apart" by Chinua Achebe
which dealt with tribal life in Nigeria. The black girls
were quite reluctant to discuss their wonderful myths and
legends. I think they felt quite foolish. They want to get
- away from their roots, pretend they come from the same sort
- of homes as the white students." . "

Miss Wood, the Drama teacher explained how she had
tried to encourage the black students to use black writers
and pertinent themes in their Drama program but had met with
fesistance'beéause she felt the black girls didn't want to
look conspicuous. One black student chose the theme Qf'
"Unnatural Death", using poems and prose that dealt withj
World War II, which seemed to Miss Wood strangely
inappropriate and outside the étudent's expériences.

Miss Wood attributed this rejection of their culture to
the fact that their were only a féw black students in this
‘class and believed a larger group would have more confidence K
-to express their cultural identity and personal experiences.

The black students in 9B felt it was important to
diSCﬁSS"modern.problemé because the whites didn't understand
why there were always strikes, boycotts and violence in the
townships. |

"The white girls know nothing about these things. They
think we just don't: want to go to school or that we just
kill each other. If we try to explain they get angry with
us. They think we are blaming them." (black students)

While the white studénts wanted to learn about the
black students‘ persénal li#esk'they inSisted that ‘it be

non-controversial.
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"I like to hear about the real life, the family
traditions, right down to the core of their lives. But they
(black students) bring politics into everything. As
children we hear so much about politics that I don't even
want to watch the news anymore." (white student)
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Thekiibfarian said that relevant texts were‘slowlj
bein§ introduced into the library. A number of books
written by black writers about black characters and
situations, such as the Junior African Writers Series, were
on display and she was trying to encourage the students to
read them; |
| There was also a selection of ESL books which included
African themes:and pictures depicting‘both’modern énd.
tradifional Africans, black profeésionals, such as
businessmen, as well as 1abourefs, such as maidé.

Some significant changes wére taking place in fhe
‘History curriculum.u Thé History teacher, Miss Moraﬁ

explained it thus:

"There's a misconception thét‘black people weren't here
when the Europeans arrived so I always start with South
African History. When we talk about diamonds, I tell them

- about migratory labour, black workers, compounds, blacks who

fought and died in the Wars." .

She said she also tried'to relate other themes to thé
South African context.‘ For example, the'Nuremberg Laws
prohibited marriage between Jéws and Germans - many of‘the
white girls had no idea mixed marriéges were préhibited«in

South Africa until recently. ““They need to know these

things."
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In the class I observed, she drew a Human Rights Tree

on the board and asked them what rights they felt they

' should have.

"The girls often don't make the connection between
history and their contemporary lives. I avoid dealing with

it directly because I don't want them to get overburdened
with quilt." '

Even though the Physical Education teacherysaid she had

not changed her curriculum much, there was some evidence of

accommodation. For example, in one class the students had
to make up their own games and teach the class. The black

students played a game using tin cans and tennis balls. At

first the white pupils were unreceptive. Miss Williams:

"I had to give them a speech about it being a new
culture for the black students who had to adapt to the white
culture and the white girls should try to do the same for

"them."

Miss Williams said it proved to be a big success. The

white girls also commented on it:

"It was such fun. The black girls can make up games
out of nothing. They're never bored. They're much more
creative in that way than we are."

Miss Cane, the Vice-Principal, said that one of the
main problems in curriculum reform was that everyone had

been left to do their own thing.

"There's no direction, so nobody,réally knows what to -
do." ‘ '

The Principal identified another position.

"I really don't think it's a case of Euro- versus.
Afrocentric. We have a middle-class black intake where the
parents just want the best for their children. They want
their children to do better than them . If they're nurses,
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. they want their children to be doctors. - They weren't being
‘given what they wanted in the black schools and they see-
themselves acquiring that through our education, a western
education through the medium of English." ' o

FUTURE CONCERNS

‘The predominant feeling was one of hncertainty and lack
“of direction.

"If we knew the direction we were going in, we could
begin preparing for it." (Miss Cane) S

Nevertheless,_given the turbulence of'thé times, thére was

also an extraordinary amount of initiative and optimism.

"I c&n't imagine how the changes will be reflected in
.‘the futqre. ‘I‘Suppqse tﬁings‘will arise and we'll'deél with"
‘fhem and thaf'svwhat we'véldgﬁe so faf. We havén'tdbeen
taught what to do. We've just pitched in and loqked:at the
‘ kids_énd said "Let's go!" (Miss Campbell) N

_ “"I can't wait (for the elections)! I can't waif!'They
~ (black students) must just come now!'' (Miss Young)

At a timé.of massive educational changes, there was
little préparation for éroféssidnal'development or in- |
service teacher training._ Teachers wére floundering without
it. .MiSSIYouhgiafter participating-in‘a multicultural

WOrkshop:‘

: "Until the workshop , I did not know we could do
anything differently in the syllabus so we just carried on
in the same way. But in the workshop, they suggested lots
of ways that we could change the curriculum to make it .less
. ethnocentric and paternalistic." | .
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Similarly.thefe was very little support for ESL | N
students, aithough‘a “bridging' class was talked about
‘wherein students would “catch up' to étudents in_reguia:
classes. | B

The fear of a loss of white culture was a common theme
among teache:s; black and white pérents.and black studeﬁts.
With thé‘sdhool operatiné»wellnunder capacity, aﬁ»inflﬁx éf
more black students was a reality. . |

"Because we have space, the parents realize we could

“have a complete tidal wave (of black students). They would .

like it to happen more gradually so that people could get

- used to it. There's a fear among people because they've seen
other people's children go through a white ethos and they
want that for their children. They know they're not going
‘to get it and there's feeling of fear and frustration."
(Mrs. Todd) ‘

'Miss'Williams éxpressedvthe doubts of many otherlﬁeaghérs:
‘ © "My biggest fear is that what was predominéhtly white:
will probably become predominantly black so we'll lose our.
traditions and culture and actually have to -change. We know
the ethos is going to have to change but we wouldn't like to
see it change totally." : o E i o

. Paradoxically, it was the black students and their

"parents‘who most resistedﬂthe admission of more black °

, t;stud_ents_’into the school.

_ "You must realize they are elitist and it's a case of
"I'm aboard Jack so pull up the ladder." (Mrs.Todd)

There was a general outcry émongst the black students -

over eliminating the 20% ceilingi‘

 "They cause trouble. I know myself.'I'know them. We'll
be speaking Zulu and the teacher will say something and they

will answer back in Zulu and laugh and joke and the teacher
won't know what's happening." (black students) -
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A black student explalned'

"One of the dangers of hav1ng more blacks in the school
is that you might lose some of the whites. Then we'll have
more blacks than whites and then we'll have to find another
school. I started in a coloured school and it became black
so I left and came here."

The black students believed racism would be

-

‘exacerbated. The Whites.would not be able to ignore them;

they-would be.forced'to acknowledge their presence, have
them in thelr groups and this would provoke more tension.
As senlor students the following year, the black glrls
in 9B said they lntended to be much strlcter with the young
black girls. '
Q‘\These black klds are bad; they re rude. We must
control them. There must be a rule about only English, no

Zulu. It's easier to socialize and we'll be more accepted
if ‘we speak English better.'' (black students)

The teachers also feared some structurai_changes in the -

future; staff could be retrenched, older teachers forced
1nto early retlrement some subjects such as Religious
Education and Afrlkaans might be ellmlnated, class sizes
would increase. There was also the ever—present concern |
with maintaining thekstandard of behaviour and academics.

The teachers also interpreted the.current unrest in
black education as a lack of the work ethlc rather than
hav1ng its roots in the hlstorlcal oppressron of the -
apartheid soc1ety. o

"I wouldn't like to see what happens .in black schools
where teachers can strike all the time, ever happen in our
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school. I think pupils Wlll still respect that we are here
to teach them." (Miss Williams)

This opinion was reinforced by the black students

- themselves: /

"Another thing that you might find if we get more black
students in the school is that they will be more
polltlcally—orlented and they'll tell us we have to strike.
If we don't strike they'll do something to us when we take
the bus home so we might be forced to do thlngs that we
might not agree with."

A black student recOmmended that in the future there
should be eome black teachers, especially for Zulu.

The black students also recommended 1ntroduc1ng some of
their own actlv1t1es, such as drum majorettes and 1nv1t1ng
the township schools.to play sport so that "the white kids
could see how much talent blacktkids had."

Most of the teachers and administrators were determined . -

to have black students as prefects the following year bﬁt

the black students themselves didn't feel so 6ptimistic.

"I don't think there'll be any black glrls as prefects
next year because the white glrls don't really know them and-
it's by vote. Even though we'll be in matric, they won't
really respect us. -When we tell them to do something,
they'll just look at us." (black student)

There were mixed feelings regarding the imminent -
elections and futﬁre of the ceUntry. Some of the students.
were very pessimistic; |

"South Afriea doesn't have a future. The only time
there isn't a killing is on Peace Day. My parents want to

emigrate because there's too much violence here.” (Indlan
student)
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"As far as I'm concerned there s no-hope. I think the

problem has grown from so far back that it will be
impossible to solve all of a sudden." (white student)

The teachers were more cautiously optimistic once the

present transition period was over.

"We all hope we get through this difficult stage
where the school becomes more mixed, where the ratios
change, as quickly as possible so we can get back to a
normal level where you know what standards to
expect."(teacher)

"As we get more black students, it's just going to
become a normal school where there's not going to be “you're
this colour and I'm that colour.' 1It'll all just disappear

and (they'll) just become pupils, part of the school." (Mrs.
Guthrle) -

Some of the most positive comments came from the white

"students:

"In this country everYthlng s changing. I think the way
blacks are acting is because we've always suppressed them.
They've never had a chance to see how the world could be for -
them if they tried it by themselves because we always .
shouted them down or beat them or treated them badly. Now
they're gettlng the chance to come out of their shell "

- "If we can't get on now, we won't be able to get on in
the workplace. So it's better if we get along with them
now. We have the opportunity to see what black people are
‘really like, not from T.V. or what we've heard."

Miss Campbell said that the present black 9B class was
an exceptlonal group, not representatlve of the average
black or white’ student. The future intake of black students

would be more representatlve.

"The 9B Black girls are quite exceptional, they're not
your average kid of any description. The new kids coming-  in
are a more realistic portrayal because some are lazy, some
take everything for granted, others work hard, just as in
the white group. To expect them all to work hard and be
high achievers and highly motivated like the 9Bs is racist
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in itself. There was a huge motlvatlon to prove themselves
because they were the first but the ones coming in now don't
need to do so . Their attitude 'is more ~just accept us for
what we are' - the 9 Bs have already broken the ground for
them. But they have also set very high standards. They
want to be proud of the blacks as a group, they want
everyone to be like them.. They don't want what they
consider the “riff-raff' drifting about embarrassing them."
(Miss Campbell)

She went on to explaln that the first lntake were also
given every opportunity by the teachers because it was a new
‘experience for everybody butjthis'wduld not be necessary or

possible in the future.

"Every ‘door was opened for them in a way that wasn't .
offered to whites. The teachers treated them as a spec1a1
group; they were quite fortunate as they were given a lot of
. chances. With more blacks coming in, it won't be possible
- nor desirable to isolate a particular group and say they're

special. But that'll be more reallstlc anyway." (Miss
Campbell) : ‘
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Chapter VI

DISCUSSION

INTEGRATION

While the literature is replete with the ways in which
racial practices were integral and institutionalized in
South Africa, shaping every interaction between races
(Burman,1986; Kallaway,1991; Christie,1990), the
integration of Valour High School occurred relatively
smoothly. Teachers, and white stuaents, themselves
socialized within a hierarchical racist system, displayed,
for the most part, surprisingly tolerant and inclusive
behaviour. |

- I put myself in their (black students') shoes all the
time.'' (white student) -,

'However, it is impossible at this stage to determine
the extent to which this reflected a genuine attitudinal
change in the teaqhers, or was, as one teaéher suggested,
because of job insecurity. B

All the black students I spoke to'praised fheir
teachers for being'ffair' and “helpful'. Many of the
comments made by the some of the white students indicated
that they had at least some understanding of the injustice
under which the blacks had been forced to live. They also

seemed to grasp that “getting along' was imperative for the

future and this predicated on understanding each other

through personal, daily contact.
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““We have the opportunity to see what they're really
like, not from TV or what we've heard.'' (white student)

Not only did these views contradict how they'd been
sociaiiiéd, but it brought them into cpnfiict with their
‘right-wing parents. \ |

~“Our parents don't want ué to mix with blacks. They
don't think like us. Our parents are too scared to change
their old ways.'' (white student)

In fact, even the parents had chénged sémewhat ;when
they saw no‘disastrous thing happening'; in 18 months the
10% ceiling on black enrollment had risen to 20%, with a
proposal afoot to remove it completely.

While mixed groups in the classrooms and during recess
were very~limited, when they did occur, thefe was no
animosity.

““They don't seem to mind being in mixed groups,.
there's no animosity.'' (teachers)

These findings concur with research (Christie, 1990;
Coutts,1992; Freer,1992; Gaganakis,l992} Frederikse, 1992)
in private or alternative schools in South Africa which
showed that racial mixing had been unproblematic.

However, desegregation theorists (Allport,1954 in
Schofield,1982;Pettigrew,1969 in Schofield,1982; Hawley,1983
et al) égree that mere mixing does not necessarily imply
improved race relations. For this to occur there needs to

be equal access to educationalopportunities and equal power

within the contact situation.
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ADMISSION POLICY

Valour High had a stringent admissions policy which the
administrators were determined to invoke until they were
forced “to take in anybody,' an outcome they believed to be
inevitable in the future. The Principal admitted that the
admissions test was anglocentric and biased in favour of
pupils who spoke good English. They wanted to attract the
“best possible black students', namely those middle-class
blacks who most closely approximated the white western
Christian norm. Because of the declining white population in
the area, all the white students were automatically
accommodated in their area school. Competition for the
remaining plades was not, therefore, between white and black
students, but between the-middle—class and working class
blacks.

In most foreign countries, integration involves ethnic
or foreign minorities but in South Africa the reverse is
. true. Hence the fear of being “swamped' by a “tidal wave'
of black students was a very real and legitimate concern of
teachers. Coutts(1992) and Adam & Moodley (1993) also
acknowledge this concern.

““The securing of minority rights in the face of an
overwhelmingly numerical superiority of blacks, cannot be
summarily disregarded. It is a pervasive fear fed by
perceptions of a deteriorating social and economic situation
in Africa as a whole.'' (Coutts,1992:416)

Two of the reasons for the smooth integration of black

students was that the anticipated drop in academic and

behavioral standards had not materialized. However, these
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were unlikely to be maintained with an open admlSSlon policy
because many of the excluded students would be those who had
been deschooled during the polltlcal crlsls;‘they lacked a
\culture.of.education; and had lost respect for teachers and
discipline. (Unterhalter, Wolpe ,Gultig, Hart-1991)

At flrst glance it seems paradox1ca1 that it was the
black students and thelr parents who were most resistant
to changing the admission policy, denouncing their township
peers for being “rude' , and ‘causing chaos'. But thls?
supports the findings in prlvate schools where Christie,
Frederikse, Gaganakis et al (1991) revealed an alarmlng
degree of prejudice against lower-class black students. 1In
fact these researchers‘contend that ““the alienationjof the
black middle-class'froh their brethren in the townships was
one of the most negative consequences of private school ,

desegregation.''

It would appear that this phenomenon iS’being continued'

in integrated state schools as well.

Far from being paradoxical, howeuer, this phenomenon
is a logical consequence of.apartheid and emphasizes the
contention of Adam and Moodley, Christie, Pampallis, Nasson
et al that in South Africa race and‘class artlculate in an
intense political and ideological struggle over power and
privilege.‘ S B

In a twist on the “white flight' phenomenon'that

occurred during the early stages of desegregation in the
. ‘
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United States, a black student at Valour'High commented:
~~One of the dangers"of having more blacks in the
school is that you might lose some of the whites. Then we'll
have more blacks than whites and we'll have to find another
school. I started in a coloured school and it became black
so I left and came here.'' (black student)

. The literature'(Kallaway; Unterhalter, Wolpe,
Nasson et al )‘has made it abundantly clear that apartheid
never excluded all blacks from accessing the economic
resources. Rather, race was used as a mechanism to control

who could enter and who'was excluded. During periods of

intense political upheaval and economic instability, it was

" a deliberate policy to co-opt a black middle-class by

extending educational priVileges. . Reform, however,was often
accompanied by repression, with student and trade union
activists amongst the first to be.aetained. |
The‘studenf rebellibns from 1976 were a significant
.factor in the expansion of black education (De Lange
Commission,1981 and the White Paper,1983 recommendations)
as well as fhé gradual desegregation of private and latef
state schools. While this benefitted many middle;claSS‘
Vblécks, it also‘c:eated‘a whole generation of stqdents who'-'
lost the opportunity to'be edﬁcated. (Unterhalter, Wolpe,::
1992) | | '
Ironidhlly, when real reforms occurred in the ~90s the
Very actions which had propelled some blacks to thefffont of
the line and enabled fhem to access ‘good"scﬁools because

-they were the “black cream', Jjeopardized the»chances of the
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others who had sacrificed education'for political

mobilization.

““These schoolchildren were often engaged in overt
political action - school boycotts, protests,violent battles
" with the police and army - during this perlod." "

- (Draft Educatlonal Pollcy of the ANC 1992)
.- This could account for the resentment and jealousy of
* students, manlfested in threats and attacks on those who
attended whlte schools, whlle they contlnued to langulsh
in Stlll 1nferlor and troubled townshlp schools.

- ""The township people hit us and ask us why we don' t go"

to a black school. ‘I think they're jealous of us.'' (black.
student) . ' : S

“The people in the townshlp hate us.'' (black
students) , 1 ‘ '

Inherent in thehattitude of both blackvstudents and
educators at Valour High, is what Gaganakls (1992) refers to“
" as “an abldlng faith in the merltocracy, ’Athe.underlylng
assumptlon being that all-chlldren enter thercompetition for
places‘on more or less equal:terms. »The*poor}must sinply“v'
“work harder.' |

Thishechoes'éolomonls‘(l994)vcontention that Canadlan
teaChersf_reluctance‘todteach anti-racist*education arisesv
vfromltheir belief that ~~schools function as meritocratfc”
1nst1tutlons where 1nd1v1dual success or ‘failure is.a result.
of potentlal and effort. - As we have seen, this ]ust 1sn_t
so. |

This presents a real dilemma for both educators and

_policy—makers'who wish to teach for a democratic and non-
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_ra01al educatlonal system. While Coutts (1992) recommends o
that admlss1on policies should not use culturally blased
placement tests in open state schools,1he-simultaneously
suggests that some form of admission pollcy may be de51rable
in- the early phases of desegregatlon because state schools~
do not have the flnanc1al resources ‘to prov;de assistance to

large numbers of disadvantaged]students.

EQUAL‘STATUS ;

Researchers (Pettlgrew 1969 c1ted ln Schof1e1d° |
.Schofleld,1982,McCarthy,1990; Cummins, 1988) maintain that
for effective integration to occur there should be equal
status and power within the contact 51tuatlon. In. the
desegregatlon experiences in other countrles, resegregatlon
often occurred within the contact s1tuatlon, w1th
'disadvantagedvstndents disproportionateiyfrepresented_in the
lomer classes_and groupings. They did not participate as °
much’as white students, were often excluded from the sChool
vpowercstructnre and overrepresented‘amonost those:with
behavioural problems. This was considered by researchersfto
»be due to, among other thlngs, a low self—concept and low
teacher expectatlons, premlsed on the “self- fulfllllng-r
prophecy’.

This did‘notHSeemito'be thevcase at"Valour High. There
was no dlStngUlShable dlfference in classroom part101patlon

and the expected behav1oural problems had not materlallzed.
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“*We expected major behavioural problems. But they've
had to come into the situation, handle the boundaries, learn
what they can and can't do''. (Teacher)
However, some teachers and most black students were
concerned that an influx of black township students would -

impact negatively;on behaviour.

“*If we had a whole class of black children, how would
I survive? I say fit the mould otherwise I can't cope."'’
(Mrs Jory) -

~>There would be chaos if more black students came into
the school. The black students are rude; they don't know
how to behave.'' (black students) » '

Acsdemically black students “slotted in', a few at the
top, some at the bottom and the rest interspersed emongst
the white students. 1In terms of the school power’sﬁructure,'
black students were underrepresented in school leadership
'roles‘since these went to students in £He A class. While
this jeopardized fhe chances of the black studentslwhO'were
undefrepresented in this‘class,‘it also penalized white
_students in the lower ability'groupings.

| Withiﬁ each class,:however( black.studeﬁts'wefe in

leadership roles end were-given"equal responsibilities by S
the teaehers who felt they “took their résponsibilities more
,serieusly thahithe white studests;f

Teachers attributed the lack ef'problems'in these areas
to the fact that they were still a minority and felt
insecure about their status so adapted to the white modeli

and school rules.
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ASSIMILATION versus ACCOMMODATION -
While teachers identified themselves as those who

believed the black students must ~fit in' and those who felt

the school had an obligation to change to meet the needs of

its new clientele, in terms of school ethos, classroom

praxis and currlculum modlflcatlon, aSSLmllatlon was the

'xonly possible outcome.- The norm was an anglo Chrlstlan'.

middle-class model to which all students should aspire.

““They (black students) were told they were coming to a

- school with a Christian ethlc before they were admitted.''’

(Pr1n01pal) / |

Rather than a dellberate policy of a551m11atlon, 1t
appeared that these teachers were trylng to malntaln the
status quo for as long as possible in the face of tremendous
upheavai 'makiné the strangevfamiliar‘and'controllable{ .In
the absence of any dlrectlve from the Educatlon Department

they acted out of 1gnorance of any alternative; they carrled

on as usual. It was only after one teacher had been to a

- multicultural seminar that she reallsed-that her efforts to

assimilate her black students were a form of racism in that

she was

““trying to impose white standards  on black students
because we thought (our ways) were superiOr.f' (Miss Young) -

‘Again, it was theAblack students themselves who seemed

to want to approx1mate the whlte western norm and dlstance

. themselves from the black mass.‘ They were adamant that the.

English only policy be strictly enforced;'teachers reported

that black students were sometimes reluctant to discuss
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thelr cultural backgrounds or life experiences. :
""They want to get away from their roots, pretend they
come from the same sort of homes as the white students.
This supports researchers (Christie,1990; Pampallis,
1991; Frederikse,1992; Gaganakis,1992) findings in private
schools. | '
“They (the black students) aspired to become part of
the white elite, desiring the same kinds of civil and social
privileges as those held by whites."''
Adam and Moodley's (1993) explain this in terms of
the struggle in South Africa being not 'so much over “race'
as access to “power and privilege'. Nzimande and Pampallis
(in Frederikse,1992), however, argue that this same
phenomenon' in Zimbabwe

LNEN

is a thinly disgquised form of racism, reproducing
the cultural subjugatlon of black students durlng the
. colonial era.
I maintain it is a combination 6f_both. The literature
(Kallaway,1991; Burman, 1986 et al)has many examples of
how Bantu education schooled the Africa for inferiority.
Adam & Moodley, (1986,1993) énd Bﬁndy, (in Polley,1989)

descrlbe its disabling effects on black people.

“To deny people their history is to cripple them ,
'intellectually and maim them psychologically.'' (Bundy, 1989
'in Polley,1989)

Coutts'(1989) explains how a particular world view
becomes disseminated and part of the cultural content of the
‘minds of the people. He does this in terms of the Gramscian
theory of hegemony.

““The purpose of the ruling groups in popularising.
their philosophy and culture is to perpetuate their power,

wealth and status. Hence schools present the philosophy of
the dominant groups as the “official' view of the world,
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whlle at the same time giving the appearance of representlng
the interests of 5001ety as a whole. (Coutts,1989:93,94)

It is not surprising, therefore, that black students
continue to thoroughly internalize the anglo-hegemony.
I always wanted to come to .a white school. I was

scared of white people before, not that they terrified me

but I looked up to them and treated them like gods." (black
student) o

On the other hand, however, ethnicity and cultural .
differentiation were tools of aparfheid for keeping blacks
underdeveloped. _There is a gendine desire to deVelop'an
international culture; using’an Infernational:ianguage'so
Africans can particibate fully in the “global ﬁillagej.
English and the anglo culture are seen as Quickest.and
- easiest means of doing so. - | |

""All (black) parents want the empowerment of their
children to compete equally with others in the job market.'
(Coutts,1992:44)

This standpoint is echoed by some of the teachers at
Valour High who considered it their mandate to.give students
the cultural capltal to succeed in the outs1de world.

““They (black students) need to be told how to behave
appropriately......Otherwise how will they get-on in the
outside world? How will they be able to get jobs?'' (Mrs
Jory) : : :

This contradicts most western multicultural theorists
who seek to promote and celebrate ethnicity as a means of
empowering disadvantageduminority students. Banks, (1986) .
however, would seem to, at least partially, support Mrs.

Jory's standpoint.
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Mlnorlty students can assimilate essential aspects of
the mainstream culture without surrendering the most
important aspects of their first culture or becoming
alienated from it. The school should help students to
develop knowledge, skills and attitudes needed to- (do
. this).'' (Banks,1986: 24)
| Nor did the black students at Valour High necessarily
want a purevanglo culture. All of them said they would like
to'Africanise the school somewhat by singing Zulu hymns,
celebrating African historical and political heroes etc.

This perspective emphasizes Bot(1992) and Coutts'

(1992) point that the oomplexity of South Africa's social‘
environment neoessitates balancing two seemingly
contradictory goals, némely buildimg a common identity While
still reeognizfng diversity.

This would accoﬁnt for the black-students‘resistance to
“special treatment' by some teachers who tried to‘make-hp”>
for.perceived disadvantage. They seemed'to interpret the

_teachers efforts on thelr behalf as patronLSLng. Hav1ng
'always been treated. dlfferently, what they seemed to want

" most was the opportunlty to be treated the same. ‘:

They must treat us all the same. We don’ t need their

pity. =T
“>The teachers must make the black students realise,
the more difficult it is, the more effort ‘we must put 1nto
it. (black students)
- This contradlcts Cummins (1987 1988) and McCarthy s
(1990) theories of prlorltLZLng the needs of the
disadvantaged but rather than completely negatlng their

theory it indicates rather that these students lack the



understanding oflhow”the legacy orvapartheid’cankoerbetuate»;»
’;'disadvantage. Moreover,vas one. of the teachers explalned
the students,'from Std §B who expressed these v1ews, werev
~an exceptlonal lot,:not your average kld of any
';descrlptlon. - Because they were the flrst 1ntake; there was
a huge motivation to prove themselves.‘h |
But an educatlonal system has to be fair for all
‘>students, most of whom are not: exceptlonal.n -
Indeed desplte protestlng agalnst ‘the special
treatment" they nevertheless, recognlsed that they
' warranted some spec1al cons1deratlon ‘because: of thelr
llfestyle.«". } |
Because most of.us llve 1n the townshlps, we only get.
home -at 4.30 p.m. or 5.30 p.m. and we still have to -do N
housework and homework. Sometimes we're. so tired we fall
asleep on our books.™' (black student)
TEACHERS ' EXPECTATIONSHV-‘,.‘”» | .
Ev1dence (Schofleld 1982 Hawley et al 1983)has shown
that teachers are cruc1a1 in. successful lntegratlon by )
' modellng the des1red behav1ours and attltudes. RlSt (1979,
cited in Schofleld 1982)descr1bes the self fulfllllng
prophecy whereby the teachers low expectatlons of S
Astudents, usually black ‘or mlnorlty, causes studentsdto
ireact negatlvelyeln»return, thus_conflrmlng the orlglnal_low‘
opinion. R | |
" At ValourdHioh,«the:reverseﬁwasioccurriné:i;The middle-

class‘whiteﬂteachers~heldvvery.positive~attitudes,towards
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the black middle—class students but had very léw
expectations'éf the lower-class white students.

""The black children have enormous expectations which
the white children don't have. The white children would
happily ‘be hairdressers and listen to pop music all day.
But the black children want to be doctors and lawyers.''
(teacher) o

““There's no culture (amongst the white parents).SQ you

can't expect much from the kids,"‘(teacher)

Teachers often hade derogatoryvremarks direétly to me
or to each other about students in thé lower ability-groups.
““You can't do much with these dummies.'' :

““You can't do ﬁuch with‘this class - there's nothing
there. They're hopeless. They don't have the background.''

(teachers) : -

Teachers praised the black parents for their

_involvement in extra-curricular activities, such as a Talent

- Night, despite the long way they had to travel.

~~The white parents would never dream 6f_doing that.'

(teacher)

While teachers may have been cautious about their -
attitudes tbwards black étudents because of my preseﬁée,'

they were less likely'to be on their guard regarding

attitudes to white students. Moreover, while ;acism has been

elevated to monstfous proportions on the Sduth,AfriCah',
scene, ciass attitudes have'beén_abéorbed unreflectiﬁely
into people's everyday life and interaction. Racism_has

alWays been known to be ébnormal;velitism,:pp.the other
hand, is accepted pfactice;'-' ~

- N
Hence the comments made by these teachers provide an
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honest and intriguing inSight into how race and class )

: interact in South Africa and play themselves out within thev
- iteducational system. While there has been some documentation
of integration of middle-class-blacks=into elitist private

or alternate schools in South Africa, to my knowledge there )

has been no study on the integration of middle—class black

students in lower—class white schools.

: Coutts(l992) makes the pOint that While the mixing of

’races in private or middle class schools, has been generally1

'unproblematic, it is more likely to be volatile in working

class areas as communities compete for scarce resources.

:‘While this has- not been the case yet at Valour High
- probably due to the small percentage of black students,
"mostly from the profeSSional class, With the increase ‘in.

. numbers, this" could well be the case.'

White students bitterly resented teachers attempts to
compensate for perceived disadvantage._j" '

“If a white child makes an excuse for not dOing her
homework, I probably wouldn't accept ‘it. But if a black

- students said she was unable to do her ‘homework because .
‘their had been trouble in the township the night before, I
) would take it seriously."‘(white teacher)

They can get away with- things that we can't. If they
don't do their homework, it doesn't matter but if we: don' t

. we're jumped on.f' (white student)

_ : They do get extra. priVileges. It's notﬂfair, there's -
",‘favouritism." (white student) o _ : o

While teachers are often justified in compensating for

.black students disadvantage, the reasons need to be made

eXpllClt. In the above Situation the teacher could perhaps




| 151
have enéouraged the student to explain the Inkatha/ANC-
violence that was rocking the townships prior to the
elections. Howevér, this is a delicate“éituation because
white students havelétated they don't want to talk politics.

'"'The black students are trying to make us feel guilty
. by talking politics all the time.'' (white student)

Black students, on the'other_hand, often feel_embarrassed,
knoWing_the white students'really.don't understand their

lives.

' ““The white girls have nevér-béen into a location
(township) in their lives. They think we are just kllllng
each other all the time.'' (black student)

But by'not saying anything, it is easy to see
how the teachers' well-meaning “affirmative action' is
interpreted aé ‘fa?ouritism;' This attitude, together with
the low teacher expectétion of'working-cléss whites and low
| ability students, and exacerbated by their declining
| numbers, could well léad the white students at Valour High
to feel alienated and diéempowered; the;efis a possibility
that they could well become the disadvantaéed minority of

the future.

PEDAGOGICATL, CHANGES ' _
Research (Schofield, 1983; Hawley et al, 1983; Slavin, 1987;
AMcGroarty 1992) indicates that different pedagoglcal

strategies will fac111tate effectlve learning and race

relations.
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““Interracial interactions are not an automatic outcome
of school desegregation but must be promoted through

- specific programs and activities in the school.'' (Hawley et

al 1983)

Findings have revealed that traditional, teacher— '

fronted classrooms, where learning occurs through

the transmission of Knowledge in lécture, questioﬁ/ansWef
format, tended to have poqr~in£ergroup relations, with
little motivation fof slow 1earners. On the other hand, *
heterogeneous groupings,'co—operatiQeflearﬁing tasks, Qith
the teachef acting as facili£ator or guide, promoted equal
status interactiohs'and facilitated learning. (Schofield,
1983; Hawley et al,1983: Slavin, 1997;_McGroarty,1992)
‘ Coutts(1992)‘and Bot (1992) recommendvinéorporating the
latter sfrategies in South‘Africap multiculturél schools,
where the traditionél teaching style, driven_by a
preoccupation Qith testing and examinatiéhs, prevails.
This Was certainly the case at Vélour:High}‘where

teaching was grounded in traditional pedagogy and the whole

. system was exam-driven.

““There's no time to teach, no time to prepare creative
lessons. The matric exam is what rules us all. I know our
teaching methods are inadequate but everyone will tell you
it's the only way to get through the syllabus.'' (teacher)

While these methods did not génerally; at this point in
the desegfegation of Valour High, seem to affect the |

academic performance of black students, who “slotted in'

with the white students and were not overly represented in
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the lower ability groups, itAdid:impact negatively on inter-
group relations. | |

| There was little ev1dence of phy51cal 1ntegratloh in
the school. While most teachers-and students believed . the
goal of the echool should be to integrate students, noboay‘
saw the desegregation within the school as a problem. Rather
there was a distinct aversion by students and educators to
“forced ihtegration.' |

“*If you force if, it's going to be eeen as something

- imposed- like apartheid was ‘imposed - now we're lmpOSLng
1ntegrat10n." (Principal)

. 'MlSS Campbell saw resegreqation,as a necessary phase
before_true_integration on an equal footing could take
‘place; | '

| ‘*Meybe they need to get their,identity first and then
say, “Here we are, now we're ready to mix with you on our

-terms because lnltlally they were mixing on the whites
" -terms.''

This view was sepported by some other teachers“WhQ felt
homogeneous groups eften benefitted'bleck students. = They
could help each other with language difficulties, they'were
not domiheted by the whites and they could draw on their‘own
backgroﬁnds and experiences. |

Using heterogeneous groupings, and co-operative
learnlng strategles, however, would(be a way of 1ntegrat1ng

naturally [‘as a part of classroom procedure. The beneflts

in terms of a deeper understanding 6f the other's culture

are evident from the following comment by a white student:
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“When we.have'them‘in onrAgroﬁps.in class, we cet to
know them better and we learn how:to_WOrk with them'and get
along with them.'" | |

~_ Developing a deeper appreciation and awareness of each

_other's lives, wonld also. help overcome one of their main

., reasons for not 1ntegrat1ng, namely the lack of. any common

ground world v1ews or experlences.

““The white glrls lives are so barren. We talk about
politics and the things that happen in the location
(township). they talk about boys and then they fight. We
can't relate to them'' (black students)

This comment also indicates'that'COntrary to the common
notion that racism manifeets itself as exclusion by the
dominant group, at Valour High it appeared to often be the
subordinate group that initiated the separatiorm.

“It's not that the white kids don't want to sit with
us, it is we who don't want to sit with them." (black -
student)

| There lS a tendency in- 51tuatlons of change to
overgenerallse new approaches and strategles rather than

applylng a variety of solutions to a complex problem._

Consequently, at-Valour High, it would probably be more

effectlve to sometimes use heterogeneous grouplngs and co-
'»operatlve learnlng strategles, and at other tlmes

'homogeneous groups and competltlve practices.

Similarly, until the'whole examination,éystem is overhauled,
traditional teaching_styles could be interspersed with a

more student-centred approach.
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This is consistentjwith the.approach of Banks‘(l986)
who favours a}more_holistic approach in sélving the problemé'
of minority students. It also supports Coutts' (1989,1992)
contention that a wide tanée_of options aré necessary to
accommodate thé complexities 6f the South'African'EOntext.

Language was identified by the teachefs as-thevmost
problematid afea in teachinglin integrated classes. While.
the cﬁrrent admission policy managed to sift out those black
students with poor English»ability, this wouid become more
difficult because of the incfeasing number'of.avaiiable
spaces for black students, and a growing awareness-ﬁhat the
practice.itself was’disdriminatpry.

Teachers saw langﬁage4pr6ficiency as- the sinéle factor'
impeding bladk students' progress. Névertheléss} none had
changed their teaching methods to aécommodate'this,_‘except
to go more slowly'; wHich.iﬁéolVed;using'simpler
wo;ds'or explaining the vocabulafy. |

Some teachers admitted'penalising the students for
spelling mistakes even thdugh thevstudent'had understood :

cognitively because they did not want to jeopardise their

- chances in the examinations. -

""I don't know if I should be taking marks off in such
cases but I need a directive from the education department
otherwise what happen when these girls write their matric
exam?'' (teacher) : ‘ : S ~

There were no suppoft programs for séqond-language

learners either within the reqular class nor in special
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careers teaching in;homogeneous',_uni lingual classes, given;
any training to cope with their ‘new Situation. Moreover, the
responsibility for language development fell -on- English
teachers, w1th other subject teachers not recognizing it as
\part of their new teaching mandate. |
Research on second language acquis1tion (Brown 1984°
- Mohan, 1986 Nunan, 1988;) . shows the cruc1al need for all -
}‘teachers to develop methods for’ teaching'ESL students. - ‘ |
.‘Cummins (1988) distinguishesibetWeen_basic interpersonal' ;
communication (BICS) ,’which takes two Years to acquire, and
cognitive academic language proficiency (CALP).which_takes o
5-7 years_to acquire. - Rather than_havevESL_students' -
stagnate for years’in “special’ classes until'theirrCALP
'level'has’caught.up to.native speakers, the trend in North
America, ﬁritain and Australia:has been to‘mainstream them
in regular classes.»This avoids marginalizing them andi‘
hdenYing them the opportunity ofilearning athauconceptually
' higher level. | - o " - o
However,’to implement thiS-reguires financialisupport*
and training for all teachers. They need to learn how to_:ﬁ
'rev1se curricula, retaining the concepts but 51mplifying the
language; they need to learn.howuto help ESL students access”
the content despite'their'lack‘of.linguistic‘proficiency.

A few teachers at Valour High werefbeginningbtovrealize

the need for a radical revision of pedagogy:
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““The biology syllabus ‘is completely,but of touch with
the needs of black children. Why should they have to learn

30 new terms every time we teach an animal or plant? We

should just teach principles and forget all these labels.''
(teacher) o

However, at the time of the study, there was very !
little in the wéy of'in-service.teadﬁer training.
Desegregation in state schools had occurred relatively
quickly. Teachers were ~“fumbling in thé,dark', eager to tap
my expertise, anxious for directives from the education
department. When some teachers didlgoAto WOrkshopé,'the
result was instant and overwhelming. As one teacher
expressed it: : o | '.; ‘ '

1 .\\Suddenly my whole focus changed in one day.''

Under the circumstances, the teachers werélcoping
remarkably well in what:mﬁét have beeh an extremely
challenging.and stressful situation . Learning was occurriﬂg
and race relatidnS'were relétively ﬁnproblematic. As one’
teacher put it: |

“*Things arise and we deal with them and that's what
we've done so far. We haven't been taught what to do. We've
just pitched in and looked at the kids and said “"Let's
go! L)

MULTICULTURAL /ANTI-RACIST EDUCATION
' The literature(Tomlinson, 1989; Moodley; 1983; Cummins,

'1988; McCarthy, 1990) showé that in other countries attempts

to reverse assimilation and address the issue of unequal

~status within schools found expression in multicultural and .
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Multicultural education has enjoyed some success in
preparing people for life in a pluralistic soéiety; for
instilling tolerance of races, religions and other ways of

life (Tomlinson,.1989); of validating black and minority

students' culture, in order to improve race relations and

~ improve the academic achievement of disadvantaged students.

(Verma & Bagley, 1982; Skutnabb-Kangas, 1988 et al)

Hawley , Crain et al (1983), Solomon (1994) cite
numerous examples of the link between multi-cultural
education and positive race relations and improved
performance. Coutts (1992) sees multicultural education as
meeting the objectivee of a new,'demodratic South African

5001ety.vThls ‘would ‘include afflrmatlve actlon and brldglng

. programs to reverse disadvantage. He also believes that MCE

by transmitting knowledge, attitudes and'understandings
about racial issuee,'would create a{criticei awareness in
students of the political and social struetures fhat promote
racism. h |

He warns; however, that many black parents would re]ect>
the focus on unique aspects of their own culture as they
seek access to the dominant first'wqud economy, eociety and
lifestyle. '?his is understandable es the promdtion‘of
ethnicity( differentiation and tribalism was part of
apartheid's “divide and rule' policy. \

This was evident at Valour HigH according to the
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English teacher Miss Campbell:

““We were studying Chinua Achebe's \‘Things Fall
Apart'' which dealt with tribal life in Nigeria. The black

girls were qulte reluctant to dlSCUSS their wonderful myths
and legends. :

-

-However, the positive influence of MCE at Valour High
was evident after a teacher, Miss Young, had been to a
" multicultural workshop. As she describes it, it made her

(NN

aware that the
form of racism.''

assimilationist' approach was but another
She was also able to cenneCtvwhat she had learnt to
' changes she could make in the curriculum.
_ ‘Most of what we teach is irrelevant. (Instead of)
~teaching how rivers erode, we should be discussing issues
such as the upgrading of the squatter settlements."
Gettlng black students to talk about their life
experiences also seemed to improve’race.relations.
““Once I had to do a project on a township and T had to
talk to a bunch of black students. I noticed that when I
showed interest in them, all of a sudden they were all
friends. They opened up to me, I couldn't believe the

change. The atmosphere was so much better, not nearly so.
tense, like our white group and their black group." (white

.student)

Teaching from an MCE perspective would lead to a
greater understandlng and respect for other rellglons
amongst staff as well as students.

“The teachers don't respect my culture. One teacher
asked me to take off the string around my wrist. But in
Hlndu rellglon its a protectlon for us. "' (Indlan student)

_.The main reason given by black and white students for

segregated groups was that their-backgrounds, world'Giews

and experiences were so remote from one another that there




was no possibility for'dialogue.

: “We never sit together during breaks or classes
because we have different backgrounds and that cannot be
changed in a year or two.f' (black student)

MCE would help overcome this espeCially if it were, as

. Hawley, Crain et al (1983) recommend, not only reflected in

curricula changes but in many aspects of the school, such as

‘wall displays, library books, recognition of other cultures’

significant dates and leaders.

There was some evidence'of thisﬂhappening at valour
High. Some teachers tried to encourage students to use black
writers and pertinent themes in the Drama program, other
teachers tried to relate issues in English setbooks to their
own lives With positive results.

“*When we discussed Violence in the townships, the
white students were-wide-eyed; they had no idea of the

- horrendous home circumstances of their classmates. It did
them good to hear the stories and made them more sympathetic

and respectful of the black students who had endured so much
and could rise above it.'' (Miss Peters)

The librarian had introduced a number of black writers
into the library,‘while significant<changes‘were taking
place in the history curriculum.lThe,Physical Education’

teacher had instructed students during one class to make up

their own games. Although the white students had resisted at

first and she had had to lecture them on tryingrto adapt to-
the black culture for a change, the project had been very
successful.

"It was such fun. The black girls can make up games
out of nothing." (white. student)

160
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' In order to counteract the*resistance of some blacks to
fooussing'on'diversity and cultural difrerences, the
similarities amongst»different cultures needs to constantly’
‘beistressed. This also teaches towards what’Coutts (1992)
refers to as the seemingly contradictory goals in South
Africa, of building a .common 1dent1ty while still respecting
diversity. =

"The SucceSS‘mhich MiSS ‘Wood hadvin the most volatile
and polarized class when they discussed parental problems,
an issue both black and white students could identlfy w1th
supports thisrp01nt.l

Researchers (Cummins, 1988; MoCarthy, 1990;
Moodley,1983 et al)'argue.that the failure to’directly
address the dynamics of race relatlons has resulted in MCE
being ineffective in challenging the anglo- hegemony and the
power structure that exists between the dominant and
marginalised groups in the society. This has led to anti-
.raoist education practices.

Coutts (l992) contends that this would be too
inflammatory in the SouthhAfrioanhcontextvsd'would=
ultimately be more damaging than effective.

Miss Campbell supports this contentionr

"I can't talk openly about apartheid because I get this
hostile reaction or they'd be tearing each other apart or
‘there'd be this quiet silence. It's like a secret agreement
- let's not say anything that's going to infuriate anybody

else because otherwise it's going to blow up. It's very
threatening.'’'
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While white students wanﬁed'tovlearn about the personai
lives: of bléck students, théy;iﬁsisted that it be non-
contfovefsial;v;télking politioé' implied “blame", “making °
them feel guilty.' |
“I like to hear about their real life....But they
(black students) bring politics into everythlng." (white
student) . : ' .
Anti—raoist educatiooihaé‘met with similar résistance‘
from teachers and administrators in North America and.
Britain. (Solomon, 1994) The .reasons giveh have Been"too

1nflammatory, too. polltlcal too confrontatlonal too guilt-

inducing.'' Solomon contends that rather than indicate the

inappropriateness of these policies, educators‘need\to‘

transform their practice. In order to achieve this
faculties of education need to develop in teachers a
“critical literacy'’ in order for them ““to recognize and
criticizé political and economic stfuctures that oppress
marginélised groups.'f’(SoIomon, 1994) | |

I contend that that. teaching of anti-racist‘
education is crucial in the éouth African context. Although
apartheid has now been dismantled, its legacy in ferms of
deprivation in all aspects of life -_home,‘school ond work-
will be felt for decades to come.

It will necessitate affirmative action programs,
demographlc development, adequate land allocation and
services, compensatory and cultural enrichment programs in
order to address disadvantage, deprivation and cultural

dislocation.'' (McGurk, cited in Polley, 1989).

In the educational arena, the aftermath of
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apartheid has impacted on many'sChool outcomes. Students and
teachers need to understand the'root causes that have

resulted in certain practices.

'—bBlack and white students need to understand the

"reasons for the so- called ‘special treatment' of oertain°

groups. Teachers need to be able to dlfferentlate between‘

real disadvantage and projected gullt.-

- Black middle-class students need to understand the

reasons why black working class children are‘;resentful' and

“jealous'; why and howdthey'are.ekcluded from:admiSSion to

“white' schools. |

- Students need to understand how race and class - o ‘
interact as a means of exclusion in the South African

arenae.

- = Educators, policymakers and,students_needvto

understand why many blacks want to-embrace the “white'

culture; they need to understand the cultural erosion

apartheid wroughteand the ways in'which the dominant group
has projected:its world view.
Not to explore the underlying cause of racism and how o

it has been used as a mechanism of control through the -

-1deology of apartheid, would be both dlshonest and a

dlstortlon of hlstory.‘
'However, it is 1mportant to take into account the
res1stance to ARE by teachers and students both in South

|

Africa and other .countries. Solomon (1994) favours R }
\

|
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browbeatlng teachers durlng thelr pre serv1ce_f S

‘tralnlng 1nto developlng a. crltlcal llteracy ln order for

'them to recognlze and crltlclze polltlcal structures that

oppress marglnallzed groups. Hawley, Craln et al (1983)

~however, warn agalnst overly attemptlng to change teachers
t‘attltudes. They belleve thlS should be a more gradual long-
' sterm goal ,arlslng out of new strategles and subsequent

changed behav1ours in the classroom.f"

I would recommend rather, modlfylng the way ARE is

taught 'and changlng the name to somethlng less unl—f‘

.dimenslonal and accusatory._It should be more lnclus1ve and

examine the multiple’ways in-whlch s001al justlce 1s-

subverted A more hOllSth approach is needed to wrestle

: w1th a complex and dynamlc problem 1n a. complex and dynamlc

world
" Social 1njust1ce, unfortunately a world-w1de
phenomenon, is the result of some people manlpulatlng access“v

to power and pr1v1lege to the beneflt of themselves and the

g .exclu51on of others. Rac15m, sex1sm and elltlsm have been
':'.the hlstorlc mechanlsms of ach1ev1ng thlS, resultlng ‘in the

"‘oppre551on / dlsadvantage of certaln races, women and the,

worklng class.

The personal experlence of rac1sm should be llnked to

',the personal experlences of sexism and elltlsm, these in

turn being llnked to ln]ustlce on a global level Nor are

these categorles statlc as we move lnto a hlghly complex
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world, they may articulate with each other and form

different combinations, or there may be new ways of
manipulating the system.

By globalizing the iésue of racism, linking it to other
forms of>oppression\and embedding it in the “core’
curriculum, say a History or Social studies course, some of
the inflammatory, accusatory and guilt-inducing elements
will be removed while the problem, social injustice, will
still be bared and examined.

At Valour High all students may experience disadvantage
in different ways and to different degrees. Thus they can
share their personal experiences, and relate them to issues
on a global level, such as the Holocaust, Women's
Emancipation movement, workers' revolutions etc. This then
. provides a.basis whereby they can unite and evaluate
strategies for overcoming social injustice.

Valour High provided a glimpse of both the potential
for violent confrontation , in the “filthy township' debate
as well as the poteﬁtial for friendly reconciliation, as in
the discussion over parental problems. It also revealed a
surprising desire on the part of the white students to make
integration work, as well:as an obdurate resistance to being
“blamed' for past injustices.

While I have arqued for the need to address racism

directly, it must be done in an atmosphere that permits the

ultimate identification of similar goals for all students.
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In this way they cah ““debate and learn theéskills neéessary
to live in a critical democracy"(Solomon,1994), educatéd to
recognize and contest péWer»differeﬁtials;
In South African jargon this would translatevintb
‘preparation for participétion in a'nén-raciél, non-
sexist, noh-elitiét society that.provides equal opportunity

and the redress of imbalances.

CONCLUSION

The purpose of this study was to examine ways in which
educators, themsélves socialized within‘a'ﬁierafchicdl‘
racist society, dealiwith the taék of facilitating effecfive
learning among children of'differen; races.

However, thiS'study'goes beyohd i#s"original purposé in\
that the richhess of the déta revealed many paradoxeé,
contradictions énd unpredictable outcomes in the South
African desegregating experience. Tﬁese will be explored
below. Such is-the effectithess of the ethnographic method!

Teachers and administrators at Valéur High had been
given virtﬁally'no support, finénciaily, professionally or
psychologically, tb cope with infegration in a situation
of extreme polariZation:. Nevertheless, they were facinghthe
" task fairly éffectivelyv—‘learning was occurring for all
students and racial mixing was, at least superficially,

unproblematic.

Black students generally considered their white
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teachers to be “fair' and “helpful' and indeed, there were
many‘eXAmples of teachers and aaministrators brioritizing \
the needs of the black students. While thereAwere incidents
of a crude récial nature, oﬁ the thle whité sfudents showed
some understénding of the way apartheid oppressed black
people. They also seeméd to.grasp that‘“getting along' was

imperative for the future of their country. This, however,

brought;them into conflict with their. own parents, who were
mainly_working class whites. Because of the competition for

scarce resources, the lower class whites have historically

been the most racist and c¢onservative, since apartheid -

privileged them at the expense of their black “comrades’.

These findings challengé the stereotype of white South
Africahs and é;e somewhat surprising, given that all whites
were socialized within a ﬁierarchical, racisﬁ éystem,.
validated by the State, Church and Court. )

However, this study supports previous research (Adam &

Moodley, Christie et al 1992) in contending that South

. Africa may best be understood as a capitalist and class-

based soéiety,whérein race and class articulaﬁe'in an
intense political aﬂdAideological‘struggle dver power aﬁd
pri?ilege. | |

- Moreover, traditional desegregation literature
(Allport, Pettigrew, cited in Schofield, 1982; Hawley,1983

et al) concurs that mere mixing does not imply improved race
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relations or equal education for all groups. For this to
occur, there needs to be equal access and equal power within
the contact situation.

'~ An examination of thé’admissions"policy ai Valour High
provides a clue to the relatively smooth transition to
a racialiyﬁintegrated school. It acts as é scteeﬁing device
enablihg the school to limit the numbers of black students
and accept only the best, namely the ones who spoke English
well and most closely approximated the white, western
Christian norm - the ones who were most likely to ‘fit;in'.

However, this was unlikely to be maintained for ‘long.
The white population in the areaiwas static and the school,
equipped for 1,000 studenfs only had 450.‘It would either
have to close down orvfili the remaining spadés ﬁith black
students.

Teachers'were'concerned about a drop in academic and
béhavioural standards if the entrance criteria were 1ooéened
or-removed completely. This Was a legitimate concern due to
the faqt that many of tﬁe,black toWnship studenfs had
sabotaged their education because of political mobilization.

" There was also the very real fear of being outnumbered
and cbmpletely surrendering the white ethos of the school. |
Paradoxicélly, however, the most vociferous resisténce was
from the black students and their parents who were unanimous

in their disapproval of admitting more black students.

Again, this brings into focus that while préviously
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race had overshadowed class as a mechanlsm of excluSLOn, the
dismantling of apartheld has begun to crystallse class
divisions. All the black students at Valour High were from -
the~middlefclass. . They were rapidly aligning themselves
with white culture and distancing themselves from the
working-class blacks.

Thls study corroborates other research (Adam & Moodley,
Christie, Coutts et al. 1992) which has shown that what
blacks desire most is access, to the power and pr1v11ege that
whites had monopollzed : ThlS entalled access to a world
-language and a world culture - Engllsh and anglo culture has
been percelved as the quickest route to achleve thls.;f

Moreover, apartheid had robbed blacks of a hlstory and
a pride in their own culture and contrlbutlons. In Gramsc1an
terms, thls ‘was replaced by the propagation of an off1c1al'
world view by the dominant group. It is understandable B
» thereforejthat the black middleéclass‘1nternallzed thls
hegemony. In addition, ethnicityiand traditional black
culture was manipulated by the apartheld reglme and rather
than belng a source of prlde and achlevement has instead
become associated with deprlvatlon, differentiation and
primitiveneSS'by middle-class blacks. - All these reasons
comblne in.an attempt to lllumlnate ‘the seemlngly unnatural
desire by mlddle-class blacks to distance themselves from‘

their black lower-class brethren.

South African literature, (Kallaway, Nasson, Burman et
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él) has shown hhat apartheid did not exclude gll blacks from
education and-privilege._On the cohtrary, it was an explicih
aim to co-opt‘é black middle-cléss both to meet the changing
labour needs of the country ahd in the hope that they could
stabilize the politicalAsithation. . Howevér, these reform
measuresrwere.bohh'a response-tolthe poliﬁiéal mobilization
of student activists, union members énd the working class
and were usually éccompanied by the repressihn Qf these very
people. Thus,'irohiéally, the very actions thah propelled -
the black middle—qiass into a pOSition'Qherebyfthey could
easily access thé “good' schobls,‘hamely,the former white
schools, in tﬁrn ieopardized thé life chances of those who
had sabotaged their education,fof phlitical mobilization.
‘Thus it'isvimperative for any_éduc;tioh‘system in a “nehf
Shuth Africa théhlprofesses deﬁdcracy and‘equaiify‘to
address this issue. | |

This study goes heYond current reéearch in the field by
exposing the perceptions of White teachers towards white
workihg class,studenhs"In doing sé; it highlights agéin
thé'réle of class in South Africa. The reséafch does nbt;
" however, determine the extent‘to;which the black middle-
class aligns itself With white culture per se or within its
social class. | |

My hunch would be that middléfclass biacks perceived
white society as homogeneous, é;l_possessing the “golden

eqgg’'. However as more blacks penetrate the circle of power
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and pr1v11ege, it will become lncrea51ngly apparent that

’ whlte society is as stratified as the;r own. - Hence, I would

anticipate an increasing distancing from the white working
class. |

There were already some indications of this at Valour -
High. Two black families haddchosen to live outsidefthe‘
Woodsville catchment area because "it wasn't good enough'.
In addition the blacks seemed to be upwardly mobile in
contrast to the entrenched white class. This can be deduced‘
by the students' career aspirations and their parents'
positions. While the\black parents represented the 1oWer'

middle-class in that they were small business people,

principals, teachers and nurses, their children ekpected to

be lawyers,‘doctors and professors. On the other hand;'the
career expectations of the white students'reflected théir»
parents' asplratlons - clerks, secretarles -and - halrdressers.

However, more research is needed in thls area.

RECOMMENDATIONS

In order to fac111tate 1ntegrat10n at Valour High,

'pedagoglcal.changes need to be made, most'lmportantly with

regard to 1n—serv1ce teacher tralnlng. Teachers need to be

- supported with on-901ng seminars, workshops and lectures.

They need to learn how to mediate racial 1n01dents, cope-

" with students with limited language proficiency and adapt

their curricula so that it has more relevance in

| preparing'their students for participation_in a democratic
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society. They need exposure to new teaching techniques

which will help them teach in a muitiracial.class-consisting
of native and non-nétive speakers of English. Newfteaching |
techniques'ﬁay also help break down:thg resegregation that
prevailed at the school. | |

The  study has revealed the importancé of teaching from
a-mulﬁicultural standpoint to foster a respect, tolerance
and understanding of other cultures in a society which -

historically had little knowledge of each other. This should

reduce the number of racist incidents. It should also

promote more integration aé one of the main reasons for
segregated groups, accérding to both black and white
students, was that they knew sé little about each
other's lives that they had “nothing to talk about.'

In this study I have argued for the importance of

'teaching explicitly about racism while acknowledging

that its “accusatory', “guilt-inducing' and ~inflammatory'
tone is often counter-productive. Hence I have advocated a

more inclusive form of ARE which examines Social Injustice

and explores the many'different’ways, including racism,

that it is manifested. 1In a school such as Valour High,

which contains black and white students, middle-class

- blacks, wofking-classAwhites; and perhaps in the future,

working-class blacks, disadvantage will be perceived in,
different ways, in different degrees. All these need to be

explored. But in such a situation of extreme polarization,
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it is imperative not only to understand and critigue the

" nature of oppression,,but also to provide a basis whereby

students can unite and evaluate strategies for overcoming

"social. injustice.

~Valour High is in an extremely vnlnerable position,
given the low socio-economic status of the surreunding
community, its proximity to. densely populated black areas
and its need to attract nore students to the school. Coutts
(1989,1992) has pointed out that racial mixing is more
likely'te be problematie under such eireumstances.“

Frederikse (1992) found that fermer white, suburban state

.schools  in Zimbabwe have deteriorated due to white and

middle-elass'blaek “flight' and the loss of well-qualified
teaehers.

To avoid snch problens, Coutts recommends maintaining
some form of entrance criteria, at least initially, in those"
schools which do not have academic\support and bridging
programs for severely disadvantaged students. While

acknowledging that this is discriminatory, Coutts believes

that having disadvantaged‘students floundering without

"assistance in such schools would benefit nobody.

Bearing in mind'the,teachers', black parents' and
students' concerns at Valeur High, regarding a drop in

‘standardS' I would agree with- Coutts' position that some

: form of selective admission be maintained 1nit1ally.

However, the government and education department should make
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the bolsterlng of black educatlon in the townshlps, o

"espec1ally at the prlmary level ba Erlorlty.' Mass1ve‘
fundlng should also be directed towards support programs at
former white suburban schools, especrally those in areas
such as Woodsville, since schools in these areas will be on
the'front‘lines of desegregation en masse. EXtensive,a
academic and bridging programs need to be’in'place g;;gg to
the influx of deprlved ‘students, so as to make avallable the-
best possible educatlonal opportunltles for these chlldren,
while s1multaneously-not compromising the education of the
other black and white students.

| As Valour ngh and other state schools embark on new,.
unchartered terrltory, it should be borne in mlnd that
inclusion and exclu51on may combine rn different ways. - Tod
look at social injustice only from the‘unl dimensional ;'
standp01nt of racism, w1thout taklng cognlzance of other
factors, such as class, w1ll no longer be adequate. Tok

ensure an equal educatlon for all in a democratlc South

Afrlca, a dynamlc, holistic approach Wlll be needed.

LIMITATIONS OF THE STUDY

One of the limitations of the present study is that it
‘was'an examlnatlon of one partlcular school, namely a
formerly white girls’ high school in a white uorking class
area, borderlng black townshlps. Hence, the
generallzablllty of the flndlngs may be llmlted. However,

. because of the in-depth focus of the study and the

A
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consistency of the results obtained from interviews and
observations, there is a likelihood that the conclusions may

'be'applicable to other schools in similar situations.

~Moreover, the findihgs consistently support previous

research in similar integrated schools in South Africa.

IMPLICATIONS FOR FUTURE”RESEARCH

" One of the purposes of this study was to contrlbute to
the accumulatlon of basic data in an area which, because of
its newness, has been underresearched. Further in-depth
studies of other desegregating schools could confirm or
contest the themes that have emerged from this study.

Another'intention was to explore the»interplay between
race and class in South Africa. This has developed into one
of the main themes from this study. A repiication of this
study with boys' schools, elementary schools or sehodls in

different socio-economic areas, would provide greater

'understanding of the interaction between class and race in

South Africa.

While some research has been undertaken in integrated

~private or alternative schools in South Africa, there has

been little>doeumentation of the desegregation of state
scheois. Further feseareh is needed in this area.

One of the‘themesito haﬁe emerged from this study of
a state school, which to my knowledge has never been

identified in- the literature, was the attltudes of white

mlddle—class teachers towards whlte working class children.
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' Further research possibilities in this area are vast.

While this study shows the way in which the black
middle-class is approximating the white, western norm and

distancing itself from the black working-class, it dqes not

indicate which white class, if any;'it‘is aligning itsélf

with. Will the upwardly mobile black middle-class distance
itself from the white working class in schools such as

Valour High or will there be a possibility for common ground

'and unity? Many fascinating research problems lie in this

area.

Contrary to the North American desegregation

‘experience, in Valour High, the black Stﬁdents, particularly

one group, were achieving despite their backgrounds'of :

disadvantage, deprivation and disenfranchisement. In the

tradition-of Maslow (1968) and Lawrence Lightfoot (1988), a

study of high-functioning black students who succeed
\déspite all odds', would be Qn intrigﬁihg and WOrthwhiie
undertaking..

The study took place bgfbre the fifst free elections in

South Africa when the education system was in a state of

~ flux and confusion. Since then the new government, the ANC,

has implemented their own education policy. Further
research could examine whether state schools are teaching in

accordance»with‘the ANC education policy objectives, namely

. preparing children for active participation in a non-racial,
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non-Sexist, democratis country; that provides equal
educatlon for all.v o
IMPLICATIONS FOR CANADIAN PRACTICE

A South African school,just embarking on integration,
provides Canadian‘theorists‘with the uniqué o?portunity to
witness an edacation system on the cusp of transition from
an aﬁthoriﬁarian,‘homoéenesus, unilingual ethnoceAtric model
to a dshocrafic, multidultural, multilinéual ahd‘global
-model; The ways in which South African edﬁcatdfs at Valourt
High grappled with the following issues soula.provide
valuable insights and imﬁlications for Canadian practice,

- Trying to balance the seemingly contradictofy goals of
building a. national identity while still rscognizing
diversity. o

_-‘The‘ways in which the oppressed‘group seeksAto,gain'access
to. a world language and_dominant, first world.
economy,"SOCiety and_lifestyie, while still‘retaining the
uniéue aspects of their own culture and ethnicity.

- How to develop positive interéfoup reiatibns inﬂﬁhe

’ Cslassfoom when each group has been rigidly.pslarizéd‘by
institutionalized racismgl | o |

- The ways in which soc1al class affects this process.

- How to fac1lltate second language acqu1s1t10n in a
traditlonally unlllngual class.

- The ongoing debate between multicultural and anti-racist

education - whether to implement them and how to implement
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them in a situation éf extreme polafization.

-- The extent to which the admission of a ﬁew student
clientele necessitates curriculum and pedagogical change.
- Contrary to ﬁraditional_desegregatipn.literature, black -
sfudents at the school were achieving‘acédemicaliyﬂ'
Valuable insights for Canadian practice ‘can be gained by

looking at models of success in situations of extreme

disparity.
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INTERVIEW GUIDELINES

These will parallel the Observation Guidelines to a large extent,
as well as providing the opportunlty for the Principal and teachers
to "tell their own stories".

1. How do you select Black students for admission? *(Principal
only) .
2. What are the school 'sdngs, logos, symbols, mascots and

celebrations? Have they changed as a result of opening the
school to students from other races?

Do you envisage any changes occurring in the future?

3. Is there a parent association? Is it multi-racial? What
' activities does it promote? (Principal only).

4. Who are the school prefects, captains, club presidents? How

' are they chosen?

S. Which students get punished more often? What for? What is
the nature of the punishment?  Does it affect all children
equally?

6. How do you organize your classroom? . Seating/grouping
arrangements?

7. What responsibilities do you give Black and White students?

Do they require the same amount of attention? Who stays after

school/the lesson to discuss problems, questions they might
have?

8. Who initiates classroom discussions, answers questions, asks
questions, models correct answers? '

9. How important are grades in your class? What are the academic
results in your class? Have academic standards changed as a
result of opening the school to students from other races? Do
you envisage any changes occurring in this area? Explain.
What kind of support is there for students with language or
learning difficulties?

10. What kind of teaching methods do you use?

Co-operative/competitive classroom?
Lecture format/discussion, task-based?
Ability grouping?
Teacher-fronted/teacher as facilitator?

Have there been any~ehagg§s in this area as a result of rac1al
integration? Do you envisage any occurrlng in the future?
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Interview Guidelines
Page Two

_ 11. Have you made any changes in the curriculum as a result of
integration? Explain: Do you envisage doing so in the
future? Explain Do you feel it’s important to connect the
personal experiences of your students with classroom learning?
How do you do this? -

12. What are the problems that arise in your class (& school)
because of integration?

13. Do you consider that opening the schools to children from all
races has had a positive or negative effect on the school/your
class? Please specify in what ways.

" 14. What are your hopes/fears/expectations for the future in terms
of a racially integrated school.

15. Any other comments you’d like to make?
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OBSERVATION GUIDELINES

what is the social context of the school? | Physical
descrlptlon of immediate area - White/racially mixed; socio-
economic status; proximity of school to pupils’ homes

How supportlve are the parents and commun1ty° Is there a
parent association; is it multi-racial; what kinds of
activities does it part1c1pate in?

What is the school ethos? School songs, logos, symbols,
mascots and celebrations. -

How are status relations reproduced in school?

(a) Who are the prefects, sports captains, house captains,
class captains and club presidents?

(b) Which students get punlshed more often and for what
infringements? What is the nature of the punishment?"

What racial attitudes exist amongst teachers and students, and
amongst students themselves?

(a) Physical arrangement of desks.

(b) Club and team membership.

(c) Playground contact and associations.
(d) After school associations.

what are teachers expectations of children? What

responsibilities do the teachers give Black and White

students; how much attention do teachers give to their
answers, questions, problems?

Who initiates classroom responses, discussions? Which
students do the teachers call upon to respond to questlons,
model answers, give op1n10ns7 )

How does the school promote positive self-concept among its .

pupils? #3, 4, 5, 6, 7, 10 w111 prov1de indicators for this
question.

What kind of pedagogy does the teacher use? Co- operative
versus competitive classroom environment? Ability streaming
or grouping? Support for students with language or learning
limitations? Does the teacher stress grades? How? What are
the academic results?
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10.

To what extent does the curriculum accommodate African
culture? Examine history textbooks, to see if they reflect
the histories and contributions of all racial groups; does it
deal with the history of Apartheid, Black struggle for
equality, Black leaders and heroes? 1Is the art, music, drama
of non-Anglo cultures included in these classes? What
languages are taught?
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