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"During my life time I have dedicated

myself to this struggle of the African

people. I have fought against White

domination, and I have fought against

Black domination. I have cherished the

ideal of a democratic and free society in

which all persons live together in harmony

and with equal opportunities. It is an

ideal which I hope to live for and to

achieve. But if needs be, it is an ideal for

which I am prepared to die. "

Nelson R. Mandela jo opening of the defence case in his

statement to the Court on 20 April 1964. The Rivonia

Trial
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ABSTRACT

The thesis is about an action research project which had an emancipatory

educational intent. The social situation in which this research took place

involved people in a specific workplace. Because education is historically

constructed, the process of education in the research was considered in relation

to the historical background and prevailing socio-political, educational and

business situation. The research efforts in this context were directed towards

seeking "truth; not as an absolute category, but as a structural and relational
one" (Giroux, 1988b:xx).

Ostensibly this research was about my own practice. On the one hand, I

wanted to examine traditional views of workplace operation in an educational

context, and on the other hand, reveal new possibilities which would change my

practice and the traditional approach to education that I was part of. In the

process a practical learning experience for employers and employees, in a
particular workplace, was set in motion. The need for this learning experience

was identified by the people in the specific workplace and the attempts at

change-action were developed based on the democratic values of equality;

justice; empowerment; participation; responsibility and accountability. The

primary focus of the employers (and hopefully the employees) in the workplace,

was to produce profitable productive work, but one cannot work in a social and

political vacuum. Ignoring the reality that a workplace was an area of

accommodation and contestation among differentially empowered people was

problematic. Issues such as culture, race, gender, economic access and

educational opportunity were (are) highlighted in the South African situation and
needed to be confronted.

Workplaces retreat into discourses of management and administration with a

focus on issues of efficiency, control and results. It is a myth to believe a

workplace can do without these. However, through this research I intended to
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alert people in workplaces that they need to develop a discourse which reveals

the understanding of experiences by questioning, inquiring and reflecting on

these experiences. As experiences become meaningful, alternatives and

possibilities for change, could emerge.

It was essential that the existing discourse was approached critically, analyzed

and negotiated in a process of learning that formed an integral part of all

aspects of the company culture. All employers and employees would have the

opportunity to make learning meaningful to them and in the process understand

the purpose of training and development within a structured education

programme. The people involved would have the opportunity to experience and

to understand where they are, where they were and where they are going to.

Workplaces are not neutral sites and education and politics cannot be

separated. The political nature of this process, however, was to be essentially

democratic. This led to the challenging of power relations (between

managemenVworkers and management/unions) and an attempt to re-distribute

power. A situation developed whereby barriers to taking the authority to be

responsible had to be removed if the disempowered hoped to experience a self-

empowering process.

Conclusions that I arrived at in the process of this research informed me (and

others) that empowerment did not provide an easy option in which managers

would lose control. Empowerment increased the responsibility of managers and

workers alike to act responsibly and be accountable. Empowerment increased

the responsibility of managers to be inclusive, participatory and to lead change

action by challenging the situation on an ongoing basis.

There needed to be agreed expectations and understanding between

employers and employees. Both employers and employees were learners in

the situation as was the facilitator-educator acting as a change-agent. The

change agent kept the process in motion by posing critical questions and
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encouraging reflection to enable the development of alternative possibilities and
the development of a philosophical framework.

All people in the workplace need to interact in order to unveil challenges and

understand the realities of the situation they are in. In this way a relationship

between theory and practice can be developed, with its origin in the experience

of practice. Theory emerged within this experience and interventions were
introduced on this basis of informed praxis.

The differences, ambiguities and contradictions that were revealed in this

research provided the basis of critique and enriched the learning process in this

thesis. As an education process was developed in the research project the

workplace was problematized and alternatives that emerged were seen as
fundamental to the dynamics of change.

https://etd.uwc.ac.za/



ACKNOWLEDGEMENTS

* To my family (Mom, Roger, Bronwen and Andrew), who encouraged me
and patiently put up with all the years of involvement and 'forced'
participation they had to endure as this research process proceeded.

* To Dirk Meerkotter and Cyril Julie who were my promoters, co-
researchers, mentors and friends. Through the years they challenged
my work in a dynamic, reflective way, collaboratively considering all that
I was doing in the context of emancipatory action research. Above all,
I value the time, interest and care that I experienced as they taught me
to 'listen' and allowed me to be 'heard'.

* To Patsy Seady who had the task of typing the 'script' as the research
cycle developed and changed over a period of four years. Her
invaluable contributions made in this technical context are greatly
appreciated.

* To Jeann Dickinson who shared my commitment to the research
process. She assisted with typing, proof-reading, printing and checking
when the pressure was at its height.

* To my mother-in-law the late Barbara Crawford, Janet Lewis, Debbie
Evans and Pam Hitchens, my appreciation for the hours spent proof-
reading.

* To AI Cooper for organising and arranging all the meetings I had in the
U.S.A.

* To Irma Coetzee, Margie Millar, Robyn van der Riet, Monica Mangele,
Biffy Moir, Don Holmes, Ron Morris, Mel Stamelman and the 'Michael
Crawfords' who gave me unfailing support.

* To Dave Kirkby and the Top Turf employees. Part of this was about you
and because of you. My being actively involved in the company made
this research possible, and I dedicate this contribution to intervention
possibilities in other situations. In an endeavour to face the challenge
of change you experienced all the anxieties, fears, contradictions and
conflicts that accompanied it.

https://etd.uwc.ac.za/



TRANSCRIPTION CONVENTIONS

The following information is intended to assist the reader in understanding

certain conventions that have been adhered to in the writing and recording of
this research.

POPULATION GROUP REFERENCES

According to the Population Registration Act, Number 30 of 1950, people in

South Africa were classified as White, Coloured or Native (later called Bantu

and still later called Blacks). The Population Registration Amendment Act,

Number 64 of 1967, classified groups as White, Coloured and African.

Coloureds and Africans were divided into sub-groups based on appearance,

general acceptance and request (Ormond, 1985:21-22)

Based on this Act and for the purposes of this study I will be referring to
population groups in the following way:

Africans: People who, on the basis' of race classification, were classified as

such and at a later date were excluded by legislation from the Tricameral

Parliamentary system (Phase 2:46).

Coloureds: A highly contested term in South Africa, referring to people of
"mixed" origin. (Of "mixed" descent).

Indians: Indian (Asian) descent. Classified on the basis of race.

Whites: European descent. Classified on the basis of race.
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All Africans were denied the right to participate in the political structures of

South Africa (excluding the homeland concessions) prior to 1994. Although

Coloureds and Indians were represented in the Tricameral Parliament (Phase

2:46), as a group Coloureds, Indians and Africans were not classified as

"whole" in terms of apartheid legislation in pre-democratic South Africa. They

grouped themselves together in the struggle against apartheid as Blacks (non-

whites).

REFERENCES TO PARTICIPANTS' COMMENTS

In this research, the term Black will be used in this political context, however,

at times terms such as African, Coloured or Indian may be used because of the

need to outline the effects of apartheid and the difference in socio-economic

status of the different "groups" (black groups).

For political reasons, therefore, all Coloureds, Indians and Blacks were grouped

together as Blacks (non-whites) and there will be evidence of this as the

research gains momentum.

Extracts from the participants' written and oral data in this thesis are copied

verbatim, without correcting grammar, spelling or punctuation. Unlike book

references, participants' quotations will be transcribed in inverted commas and

italics with no margin indentations as in the case of other reference quotations,

for the purpose of differentiation.

CONFIDENTIALITY

Where necessary, for the purpose of protecting identities of participants, names

and places have been kept anonymous.
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KEY POLITICAL GROUPS IN SOUTH AFRICA AT THE TIME OF THIS

STUDY (1987 - 1993)

The following outline of key political groups in South Africa (Joyce, 1990:142)

is to assist the reader in understanding more about the groups, in the context

of this research. I am well aware that some of these groups have changed

their positions since April 1994.

African National Congress (ANC). Formed in 1912 as the SA Native National
Congress; renamed in 1923. Campaigned peacefully for freedom, justice and
democracy (adopting the Freedom Charter in 1955) until 1960, when it was
banned. Went underground, espoused the 'armed struggle' and formed a
military wing, Umkhonto we Sizwe. Unbanned in 1990; entered into
negotiations with the then National Party Government. Titular head in 1990:
Oliver Tambo; effective leadership is vested in its central committee; vice
president and leading spokesman: Nelson Mandela. (Nelson Mandela
subsequently became President of the post-apartheid South Africa when the
ANC overwhelmingly won the first democratic election on the 27 April 1994).

Afrikaner Weerstandsbeweging (AWB). An Afrikaner 'cultural' movement
founded by Eugene Terre'Blanche in 1973. Advocates strict segregation and
an Afrikaner homeland; is militantly opposed to the internal reform initiative
launched in 1990.

Azanian Peoples' Organization (Azapo). A 'black consciousness', or
Africanist, group formed in 1978. Azapo excluded whites and did not believe
that whites had a relevant place in post-revolutionary South Africa.

Congress Alliance. Association comprising the African National Congress, the
SA Indian Congress, the Coloured Peoples' Congress and the SA Congress of
Trade Unions, formed in 1953 to organize a Congress of the People. This was
held at Kliptown in 1955, where the seminal Freedom Charter was adopted.

Congress of South African Trade Unions (Cosatu). Umbrella association
formed in 1985 to give cohesion and, later, political clout to the South African
Trade union movement.

Conservative Party (CP). Formed in the early 1980's by former National Party
Cabinet ministers Andries Treurnicht, Ferdi Hartzenberg and (later) Connie
Mulder in reaction to the National Party Government's 'dangerous drift to the
left'. Became the official parliamentary opposition in 1987. Advocates strict
racial separation.

Democratic Party (OP). Formed in 1989 through the merger of three
(essentially white) centrist groups: the Progressive Federal Party, which was
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the official Opposition until 1987 (leader: Zach de Beer); the Independent
Party (leader: DenisWorrall) and the National Democratic Movement (leader:
Wynand Malan).

Herstigte Nasionale Party (HNP). Right-wing white group founded by Albert
Hertzog after he lost his Cabinet post in the Vorster Government of the 1960's.
Latterly led by Jaap Marais; virtually defunct by the early 1990's.

Idasa. Acronym for Institute for a Democratic Alternative for South Africa;
founded by former PFP leader Frederik van Zyl Slabbert in 1986 to create
extra-parliamentary contacts between 'people of goodwill' in order to help
reshape South Africa. It sponsored the Dakar talks between the ANC and
Afrikaner business and other non-political leaders in 1987.

Labour Party (second)(LP). Majority party in the (Coloured) House of
Representatives in the 1980's. Leader: the Rev. Allan Hendrickse.

Mass Democratic Movement (MOM). Loose Association of extra-
parliamentary forces that coalesced in the late 1980's to reinforce, with marches
and demonstrations, popular pressures for change.

National Forum. Group of 'black consciousness' bodies formed in 1983 to
oppose the introduction of the tricameral constitutional system.

National Party (NP). Formed by DF Malan and other hardline Afrikaner
conservatives in the mid-1930's. Won the 1948 general election with a
mandate to institutionalize apartheid (or separate development), and held power
until April 1994. It entered into power-sharing negotiations with the African
National Congress after the release of Nelson Mandela in 1990.

Pan-Africanist Congress (PAC). Founded in 1959 by Robert Sobukwe and
the 'Africanists' after they had broken away from the non-racial African National
Congress. Banned after Sharpeville in 1960 and went underground; formed
military wing, Poqo. Prior to 1994 they advocated black power and a socialist
order.

Progressives. Commonly known as the Progs. A centrist and essentially
white group, originally comprising dissident members of the then United Party,
twelve of whom quit in 1959 to form the Progressive Party, which became the
Progressive Reform Party (PRP), and then the Progressive Federal Party (PFP;
led by the charismatic Dr F van Zyl Slabbert, official opposition leader from
1979 to 1986; it finally merged with two other groups to form the Democratic
Party.

SA Communist Party (SACP). Founded in 1921; disbanded in 1950, just
before the passage of the Suppression of Communism Bill. Re-established as
an underground movement in 1953, and maintained close leadership and
ideological ties with the African National Congress in exile. Unbanned in 1990.
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United Democratic Front (UDF). Formed in 1983 in reaction to PW Botha's
proposed racially-structured tricameral constitutional arrangement. An umbrella
body comprising over 400 affiliated civic, church, sports, trade union and other
organizations. Helped fill the political vacuum left by the banned ANC, but kept
its structure intact after the ANC was legalized in 1990. It has been highly
active in the campaign for human and political rights; subscribes to non-
violence and to the non-racial Freedom Charter.

United Party (UP). Founded in 1934; led by JBM Hertzog until 1904, and by
Smuts until 1948, when it was defeated at the polls by DF Malan's National
Party; led by JGN Strauss after Smuts' death. Formed the official
parliamentary opposition until the mid-1970's; latterly led by Sir De Villiers
Graaff, who presided over its demise as it steadily lost support to the National
Party on the right and the Progressives on the left. Disintegrated in the later
1970's into the short-lived SA Party and then the New Republic Party, which
disbanded after its disastrous showing in the 1987 general election.

For the purpose of this study it is necessary that the reader contextualizes this

research in the years that the study was done (1987-1993). As stated, I am

aware of the new political phase that South Africa entered at the time of writing

and submitting this research (1993-1995) and I look forward to the possible

positive impact of the changes that take place subsequent to this research time

frame. It is my hope however, that the contributions of this research go beyond
the test of time.

https://etd.uwc.ac.za/



TABLE OF CONTENTS

PHASE 1: APPROACHING EMANCIPATORY EDUCATION:
AN INTRODUCTION TO THE THESIS 1

1.1 FOCUS OF THE STUDY 1

1.2 THE CONTEXT OF THE EMANCIPATORY EDUCATION
PROJECT (THE WORKPLACE SITUATION) 3

1.3 AUTOBIOGRAPHICAL REFLECTION IN THE CONTEXT OF
THIS RESEARCH 8

1.3.1 Initial Reflection 8

1.3.2 My Early Experiences 15

1.3.3 My Teacher-Training Experiences 18

1.3.4 My Teaching Experiences 22

1.4 TOWARDS ACTION RESEARCH METHODOLOGY 29
1.4.1 Reflections 29
1.4.2 Reasons for Engaging in Action Research 32

1.4.2.1 Emancipatory Interest and intent 32

1.4.2.2 The Reflective Practitioner 35
1.4.2.3 Theory/Practice/Praxis 37

1.5 THE AIMS OF THIS RESEARCH 42

1.6 THE STRUCTURE OF THE THESIS 43

https://etd.uwc.ac.za/



PHASE 2: HISTORICAL BACKGROUND IN RELATION TO
THE SOCIO-POLITICAL, EDUCATIONAL AND
BUSINESS SITUATION IN SOUTH AFRICA 46

2.1 HISTORICAL BACKGROUND 46

2.1.3 After 1976 54

2.1.1 Introduction 46

2.1.2 Before 1976 49

2.1.4 Research Questions Arising 60

2.2 THE CHANGING POLITICAL SITUATION AND HOW IT
RELATES TO EDUCATION 62

2.3 HISTORICAL BACKGROUND TO THE ADULT EDUCATION
MOVEMENT 70

2.4 EDUCATION AND THE CHANGING SITUATION IN THE
WORKPLACE 74

2.4.1 Background 74

2.4.2 Education-Related Problems Facing the
Specific Workplace in the Research
Project 76

2.4.3 Facing the Problem 80

PHASE 3: TOWARDS A CRITICAL PEDAGOGY 86

3.1 INTRODUCTION 86

3.2 THE NATURE AND HISTORICAL CONTEXT OF CRITICAL
PEDAGOGY 87

https://etd.uwc.ac.za/



3.3 CRITICAL EDUCATION THEORISTS AND THEIR
CONTRIBUTIONS TO THE DEVELOPMENT OF CRITICAL
THEORY IN THE CONTEXT OF THIS RESEARCH 92

3.3.1 Introduction 92

3.3.2 Contributions of South African Critical Education
Theorists 93

3.3.3 Gramsci 93

3.3.4 Dewey 96

3.3.5 Habermas 97

3.3.6 Freire 101

3.3.7 Giroux 104

3.4 THEORY, PRACTICE AND CRITICAL PEDAGOGY 107

PHASE 4: RESEARCH METHODOLOGY 112

4.1 ACTION RESEARCH METHODOLOGY IN THE CONTEXT OF
CRITICAL PEDAGOGY 112

4.1.1 Introduction 112

4.1.2 A Teacher as a Professional in Relation to
Action Research and Educational Practice 113

4.1.3 Knowledge, Curriculum and Schools in
Relation to Action Research 117

4.1.4 Knowledge, Power and Learning in Relation
to Action Research 122

4.1.5 Emancipation and Critical Reflection 127

4.2 ETHICAL CONSIDERATIONS 130

https://etd.uwc.ac.za/



4.3.1 Nature and Character of Action Research 132

4.3 ACTION RESEARCH 132

4.3.2 Action Research as a Critical Educational
Science 140

4.4 THE RESEARCH PROCESS IN THE CONTEXT OF ACTION
RESEARCH 144

4.5 RESOURCES USED IN THIS RESEARCH 155

4.5.1 Literature Reviews 1~5

4.5.2 Participant Observation 156

4.5.3 Questionnaires 157

4.5.4 The Interview 157

4.5.5 Triangulation 159

4.5.6 Negotiating about Conflicting Needs and Priorities 160

PHASE 5: QUESTIONNAIRES, DISCUSSIONS AND
INTERVIEWS (DEVELOPING THE MEANING OF
CONCEPTS WITHIN THE CONTEXT OF THIS
RESEARCH) 164

5.1 BACKGROUND 164

5.2 PLANNING AND PROCESS 167

5.3 THE NOTION OF DEMOCRACY 173

5.4 THE NOTION OF TRANSFORMATION 179

5.5 THE NOTION OF EMANCIPATION 183

https://etd.uwc.ac.za/



5.6 CONCLUSION 190

6.2.1 Employee Interviews 198

PHASE 6: THE WORKPLACE AND THE ACTION
RESEARCH PROJECT 192

6.1 INTRODUCTION 192

6.2 A DIALECTIC REFLEXIVE COLLABORATIVE PROCESS IN
THE RESEARCH MODULE 198

6.2.2 Reflection on Interviews 203

6.2.3 Reflections, Collaboration and Exploratory
Praxis 208

6.3 UNDERSTANDING THE COMPANY SITUATION AND THE
RELATED INDUSTRIAL SECTOR INWHICH THE COMPANY IS
SITUATED 218

6.4 THEORY/PRACTICE AND THE RESEARCH PROCESS 224

6.5 THE COMPANY AND THE EDUCATION NEED 226

6.6 WORKING TOWARDS ORGANIZATIONAL CHANGE WITHIN
THE COMPANY (TRANSFORMATION) 233

6.7 MOVING TOWARDS AN EDUCATION PROCESS WITHIN THE
COMPANY 245

6.8 DEVELOPING AN EDUCATION STRATEGY WITHIN THE
COMPANY 250

6.9 EDUCATION INTERVENTIONS 253

https://etd.uwc.ac.za/



6.9.1 General Overview 253

6.9.2 Education Interventions Introduced in the
Company 259

7.1 INITIAL REFLECTION AND CRITIQUE 291

6.10 THE POWER-PLAY INTERVENTION - MANAGEMENT,
WORKERS AND TRADE UNION 276

6.11 CONCLUSION 288

PHASE 7: CRITICAL INTERROGATION OF THE RESEARCH
PROJECT LEADING TO THE POSSIBILITY OF
IMPLEMENTATION IN OTHER SITUATIONS 291

7.2 PLAN OF PHASE 299

7.3 THE EMANCIPATORY INTEREST AND INTENT 301

7.3.1 Framework of what is meant by
Emancipation in the Research Context 301

7.3.2 Research Attempts towards Emancipatory Interest
and Intent 309

7.4 THEORY/PRACTICE/PRAXIS 316

7.4.1 Framework 316

7.4.2 Research Attempts towards
Theory/Practice/Praxis 322

7.5 THE REFLECTIVE PRACTITIONER 329

7.5.1 Framework 329

https://etd.uwc.ac.za/



7.5.2 Research Attempts towards being a Reflective
Practitioner 332

7.6 IMPLEMENTATION POSSIBILITIES OF AN EDUCATION
STRATEGY IN OTHER WORKPLACE SITUATIONS 334

7.6.1 Considerations Prior to Implementation 334

7.6.2 Barriers to the Implementation Process 337

7.6.2.1 The Power of Historical
Legislation in the Action
Research Project 338

7.6.2.2 The Power of Dominant
Discourse in the Action
Research Project 339

7.6.2.3 The Power of Voice 341

7.6.2.4 The Power of Culture 342

7.6.3 The Implementation Process 346

PHASE 8: CONCLUSIVE PHASE 360

REFERENCES: 376

APPENDIX A: Surveys of the Questionnaires of
Students and Businessmen 395

APPENDIX B: Interview Reports 418

APPENDIX C: Manager/Worker Work-Life
Questionnaire 431

APPENDIX D: A View from the Other Side 437

APPENDIX E: The Company Culture 444

APPENDIX F: Vital Learning Course Outlines 446

https://etd.uwc.ac.za/



APPENDIX G:

APPENDIX H:

APPENDIX I:

APPENDIX J:

APPENDIX K:

APPENDIX L:

APPENDIX M:

APPENDIX N:

EDL File and Process Outline 453
Report on USA Research Visit 473
Pre-School Report-back 482
Literacy Table 483
Empowerment Intervention Guidelines
as to What Makes up an Empowered
or Disempowered Organization 485
Extract SAIRR Countdown.
Outline of Changes in South Africa 487
Managing Director's Response to
Unions 493
Set of Minutes Union/Management
Meeting 495

https://etd.uwc.ac.za/



-ellE ~fC."tlESS "f OU2.
~o,j~"Cq i~ tCS diVE.~si:rlJ'
té,~ U~ un6E.JZs~6 'CflEr
VAlUE- of (JfBE-lUna in
All OUR. jnu~ions;
, duti,A:C~, ~hi~ llE.SEaJ?ch
pJZ~E-SS "CO cbê pEOple
of ,ou-ch afWCA,

(E,~ ~b£jlZ. VOiCE.S bE. bEa2d..

https://etd.uwc.ac.za/



1

PHASE 1

APPROACHING EMANCIPATORY EDUCATION:
AN INTRODUCTION TO THE THESIS

J

1.1 FOCUS OF THE STUDY

This is a collaborative Action Research Study of curriculum development and

innovation in a workplace. The study sets out to identify practical implications

of an emancipatory educational process in a specific workplace and, while

acknowledging the dangers of generalization, possibilities of the implementation

of an emancipatory approach to education in other workplaces. On the one

hand, in this context, I hoped to analyze the shortcomings inherent in traditional

views of workplace operation; and on the other hand, reveal new possibilities

for thinking about, and organizing, this workplace operation.

The key concepts of the research process included: emancipatory and critical

pedagogy supported by notions of participation, empowerment, transformation,

democratic values and a research methodology located in political values of

equality and justice. These intentions were contextualized in relation to the

historical and prevailing political and educational crises and the effects of these

crises.

This text was intended to be an action research narrative which requires the

historical soundness inferred, and according to van den Berg (1993:137),

should include a further requirement of being ethnographic. Hammersley and

Atkinson (1983:2) argued that the latter requires of researchers to be involved
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2

in the participants' lives over a period of time, collecting data, watching,

listening, hearing, questioning and interacting. In other words, actively involved

in the dynamics of practice, and not merely visiting the research setting for a

while, and then returning to the real place of work (van den Berg, 1993:127).

How could a life-long learning process develop in a workplace? How could

people be empowered in this learning process? How could people be

responsible for their own development and accountable for this responsibility?

How could people participate in such a way that they could learn to discuss,

negotiate, communicate and be heard? I asked myself these questions,

because in the early stages of myworkplace involvement I was confronted with

the reality that people were not given the opportunity to participate, nor the

freedom to take responsibility for their own development or their jobs. The

power to act was dictated by management and my intention was to change this.

There was a need to develop an emancipatory education process in a

workplace by leading a process of vigorous dialogue and reflexivity - in which

Essentially, the research project described in this thesis was approached on the

basis of a practice I was engaged in for more than six years. I set out to

investigate thoughts and understandings that I believed needed to be

challenged, based on previous experiences which I had and on the situation I

was involved in. The intention was to raise questions which could serve to

inform theory on the basis of which the workplace situation could be critically

examined. In the process of the action that I took, I looked at the work of other

practitioners who were involved in change processes. This brought me in

contact with the work of persons referred to as action researchers and critical

theorists.

The research project developed in a specific workplace between 1987 and

1993. As a teacher, I intended to act as a reflective practitioner and an

informed professional. I set out to understand the learning process in a

workplace and find possible barriers to this process.
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3

individuals would be involved participatively - with a view to bringing about

change.

1.2 THE CONTEXT OF THE EMANCIPATORY
EDUCATION PROJECT
(THE WORKPLACE SITUATION)

This research was about my own practice. However, it included, and interacted

with, the practice and reflections of the employees at the specific work site,

students from a selection of schools, managers on other work sites and the

promoters of my research programme at the University of the Western Cape.

For some readers, concepts such as collaborative action research, critical

pedagogy, empowerment, transformation, emancipatory education, people

development and rigorous dialogue, are part of their practice. For others, some

of these concepts might merely sound like democratic jargon or rhetoric. As

this thesis develops, all of these concepts will be reflected on, in the context of
...

the research, and explained to the reader.

I would like to believe that this is a practitioner-directed work in which a reader

will be able to reflect on the practices based on a sound understanding of the

context in which they take place (da Costa, Julie, Meerkotter, 1994:vii).

For this reason it is necessary, at the start, to explain the context in which the

emancipatory education project took place (i.e. the workplace situation) and

then reflect on how I, as a teacher-practitioner, became involved in this process

and why I chose action research as my research methodology.

In March 1987 I was challenged by a situation that provided the basis for this

research. The managing director of a landscaping company required

assistance in the setting up of a people development function in his Company.
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He was confronted by changes that white businessmen will inevitably have to

make in South Africa. He recognized that his Company would need to address

a process of change involving the Company structures whereby barriers that

prevented people from taking the opportunity to develop would have to be
challenged.

For me this was a challenging situation and a possible opportunity to be

involved with emancipatory practices in a workplace. Most people spend a

large portion of their adult lives in the workplace. This situation, therefore, is

an important context in which people will develop. It is a place where people

can learn a vast range of skills, such as technical and human relations skills;

or can learn about participation, involvement and responsibility. It is also a

place where constructive use or abuse of power can be learnt (Dovey & de
Jong, 1990:7).

Iwas already interested and involved in the action of people development when

I started working for the particular Company and will discuss in my auto-

biographical reflectionswhy Ibelieved myexperiences in teaching and research

would inform me on how I could act as a change-agent in this workplace.

Before I could consider the notion of emancipatory education in the context of

this workplace, it was necessary to understand more about the workplace itself.

Established by two partners some eighteen years ago, the Company had grown

from a small instant lawn operation to the largest company in the Industry. In

addition to lawn growing, it fields a large contracts division, including:

landscape construction and maintenance; the development of propagation and

holding nurseries; an irrigation division; a resort maintenance division and golf

course construction division. Although originally a lawn enterprise, the

landscaping and irrigation divisions of the Company came into being almost

simultaneously with the construction of the original Sun City Hotel gardens in

4
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the former Bophuthaswana homeland', This was followed by a major

operation completed at the end of 1992 which involved the identification,

propagation, collection, transportation and planting of over 1000 huge trees,

3000 medium to large trees, 93000 container trees, 300000 shrubs and one

million groundcovers. The plant details may seem unimportant to this research

until one reflects on the situation, and understands that each of these plants

was propagated, or sourced, and planted in a people intensive operation.

Interaction, individual action and participative action of people were essential

in this project as people worked together to meet sometimes impossible

deadlines. According to the Managing Director, people were the "... core of this

project and in fact the core of the Company" (Kirkby, October 1991).

This statement immediately raised some important questions for me considering

my initial reflections on people development in the Company (Phase 1:2). If

people were the 'core' of the Company, were they treated with the dignity that

would make this assumption evident? Were they allowed to participate in

decision-making? Were they involved in the process of how the Company

operates? Were they expected to take responsibility for their actions and what

barriers, if any, prevented them from acting in the first place?

The history of the Company is as follows: the Company started out with 10

people in 1977. This had increased to 950 by 1992, but in October of 1993

was reduced to 680. The local Contracts, Irrigation and Lawns Divisions

employed about 250 people based at the head office. About 350 people were

employed on maintenance sites all over the Transvaal and Bophuthatswana,

and the balance of the employees were involved in nursery propagation and

contract work outside the Pretoria, Witwatersrand, Vereeniging (PWV) area.

I worked with, and involved, all the Company employees in the education

project although more specifically those based at the Company head office on

1. Bophuthatswana - This was a so-called fully independent black state within South Africa which became an 'autonomous
republic' in December 1977 (Joyce 1990:73).
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the outskirts of Germiston. These employees lived on the farm in a community

housing area and worked mainly in the PWV region. This meant I was able to

interact with them on a regular basis because I lived in the PWV as well.

On entering this workplace, the immediate reality I was faced with was that

there existed within the Company, a prejudice, in the form of racial

discrimination which was operating unopposed, unchallenged and uncorrected.

As I communicated with people in the Company, it became apparent that racial

discrimination was a barrier I needed to consider in the development of

employees. In order to operate, I needed to understand the experience and

effects of discriminatory circumstances be it race, colour, class, gender or

culture. Obviously, discriminatory practices do not occur in a social and cultural

vacuum (Phase 2:84): what was evident in this Company existed in the

broader social, economic and political South African context and would almost

certainly be found in other companies. Accepting this reality, I considered the

Company or workplace where I was involved as a microcosm of the society of

which we were part. As part of a total society, the tensions and stresses within

the society at large would, therefore, affect the workplace. Like schools,

workplaces then, could not be considered as neutral sites (Crawford, 1989:12).

These circumstances made it necessary for me to consider why this research

needed to be grounded in values of equality and justice; and how I could adapt

my experiences of educational practice to facilitate change that could provide

an opportunity for equality and justice in this workplace.

Thus, the majority of employees within this specific workplace situation (i.e. that

of the Company with which I was involved), formed part of a group of people

in South Africa who suffered as a result of legislated discrimination on the basis

of race, colour, gender and culture. This statutory policy contributed towards

inequality, injustice and deprivation amongst these people (Phase 2:47).
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In the process of change in South Africa, participation by all recognized political

parties in a negotiation process moved people towards political reform (The

Star, 4 October 1993:8). As the apartheid structures were removed after 1990,

so the workplace reflected the same need to change (The Star, 2 February

1990:1). Democratic values that people were learning to embrace in their daily

lives, could be part of the workplace, if the rights of individuals were not

suspended at the workplace door, and if individuals were allowed to act freely

enabling them to take responsibility and participate (Phase 4:125). In this

process, individuals could recognize that the differences they may have with

other individuals could be a resource for learning, rather than a reason for

allowing them (the individual) to become the new aggressors.

As a teacher in this workplace learning environment, I realized that learning, to

the employees and employers, involved skill-based technical learning only.

Based on my own experiences in schools and universities, I believed that

learning was part of an educatory process and that education was more than

learning a series of skills. In addition, learning was more than simply absorbing

useful experiences along the way. Education should be an ongoing process of

action; without limitation, incorporating all experiences and reflecting critically

on these experiences in any situation (Phase 4:125).

If education is an ongoing process, then the employees themselves needed to

be involved in their own educational development situations. To improve

educational practice in the workplace, they needed to understand the situation

in which the practices were taking place and be part of changing and improving

the practice (Phase 4:136).

Wherever there are people, the reality of power structures exists. Within the

workplace where this research developed, it was evident. The levels of

responsibility, authority, and interests, separated employers from employees -

or managers from workers. Legislated race classifications separated

employees into two classes: the dominant class and the subservient class.
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Cultural differences further separated employees into groups. In addition, the

dominance of male employers/employees in the industry to which the Company

is affiliated made me more aware of the issues related to power and gender.

How could these power structures be overcome?

1.3.1 INITIALREFLECTION

Since people have the ability to communicate with one another there can be

dialogue between them. Could this ability to communicate become the way to

confront barriers and power structures that inhibit learning, action and free·

interaction? Could rigorous dialogue give the people in the Company the

opportunity to confront the issue of empowerment and teach them to be part

of the action from which they were excluded? (Phase 1:2)

Since this thesis developed in response to my own educational practices

coupled with my reaction to the disadvantage that employees had been

subjected to historically (Phase 2:46), I needed to reflect on where I have come

from, where I am and where I am going to, so that I can show why I have

developed certain theories about education. These theories are based on

practice, which could inform theory, which could in turn, inform and change my

practice. I need to inform the reader about my reasons for rejecting the notion

of value-free models of education, and why I emphasize education as an

ongoing process of learning based on accepted values.

1.3 AUTOBIOGRAPHICAL REFLECTION IN THE
CONTEXT OF THIS RESEARCH

What was it I wanted to achieve and why did I think I needed to be involved in

this way?
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I wanted to be part of an emancipatory process in a workplace, identifying

possible change interventions which could confront; the situation in practice, the

perpetuated discriminatory practices, and would allow for expectations of

theoretical advances or understanding to follow. My intention was to find ways

in which individuals could have the freedom to take the responsibility of empow-

erment through a process of learning. Within this situation, the diversity of

difference could become a source of strength and a resource for learning if the

relations of power, in which they were constituted, were confronted (Simon,
1992:36).

To consider the diversity of difference I needed to be constantly concerned with

the development of human possibility (Delpit, 1988:292) and mindful of the fact

that human beings can be unpredictable. I needed to develop an under-

standing of the relations of power and the role that power can play in forging

difference and disagreement within the Company. Within this notion of power,

individuals could participate in a process of learning or making knowledge

meaningful, incorporating all experiences in an ongoing situation by rigorous

dialogue2 and open debate and reflection (Phase 4:119).

My role as a teacher-facilitator was to lead a process of rigorous dialogue and

reflexivity" in which individuals were involved and participated with a view to

bringing about a change situation. It was necessary to demonstrate the

possibility of the power of voice in the workplace, and to show why voice is

fundamental to emancipatory practice. The relations of power also had to be

considered as they were immediately evident in the levels of authority in the

workplace. As outlined, people in the research project were subjected to many

different types of power: the power of legislation; the power of management;

2. Rigorous Dialogue· An action whereby an individual interacts with (an)other indlvidual(s) in a desire to know or search
for an answer to an inclusive active search involving others in a merging of critical thought and discussion (Freire,
1987:3).

3. Reflexivity • A process whereby one would look at 'facts' and question any claim to generality, assumptions and
judgements on which any interpretation is to be made. In this way a new range of possibilities or altematives can be
suggested (Winter, 1989:43).
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the power of union leaders; the power of workers; the power of class; ethnicity,

race and gender. How could these people in the workplace be empowered"

and learn to exercise their own voice and be responsible for their own develop-

ment with all those barriers to their learning process? One could illuminate how

people respond to the opportunity of confronting these barriers, considering that

these opportunities were contextualized in relation to changing social identities,

political situations and historical situations. In developing this research it-was

also necessary that employees understood their everyday experiences in the

workplace, as well as in their communities and homes.

In this way I could pursue the democratic ideal of being involved rather than the

image of a passive person awaiting instruction from above (Winter, 1989:4).

As the empowerment process developed there would be changes in the specific

workplace due to interaction between theory and practice as one informs and

changes the other. It was my hope that a social situation would be studied with

a view to improving the quality of action within it. Transformation" that might

occur in the situation, though not quantitatively measurable, should be evident

in the role of the people themselves and, hopefully, what would develop would

be the ability to participate, discuss and stand up for their rights. The learning

that might come out of experience and involvement are according to Winter

(1989:4), intrinsically educational. In this process I intended to act as a prae-

tttioner-actlon-researcher" whereby this process would become an extension

of my professional work and not an addition to it, pointing to a form of learning

which would be an outcome of this professional experience and a form of

involvement with practical experience which could be considered educational.

4. Empow.r.cI - Empowered people have the opportunity to take responsibility for their own lives and they elect to accept
that responsibility.

5. Transformation - Transformation' is a notion of change whereby the process of change takes place when reflections
on theoretical critiques of practical accounts pose Questions which, if taken, can transform a situation (Winter, 1989:67).

6. Practitioner-Act ion-Researcher - According to Winter (1989:9) this is a teacher potentially well placed to originate
investigations, understandings and innovations of practice. This teacher needs a set of methodological principles that
allow himlher to be both a practitioner of practice and an investigator of practice.
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In the workplace I could extend this ideal to workers who passively awaited

instructions from above before they took action.

When was it that I started to feel that one of the most important aspects in a

learning process was human dignity? Why did I believe every person had the

right to feel part of making knowledge meaningful to improve practice based on

their involvement and experience? What made me believe that people had the

right to feel that their contribution, and their right to be heard and taken

seriously, are important? Why did I hope that development in any situation

based on participation and experiences of different individuals, could lead

individuals towards taking responsibility for their own actions?

Was it seeing students in schools not being allowed to challenge

anything?

Was it seeing a student in a classroom being humiliated by a teacher?

Was it seeing teachers too scared to challenge authority?

Was it being with teachers who never thought it necessary to question

authority?

Was it the realization of my powerlessness as a teacher, in a situation

where the system required merely the reinforcement of passive and

dependent thinking and the inhibition of any critical thinking?

Was it the awareness of the dehumanization of people on the basis of

historical legislation and attitude in South Africa?

Was it the encountering of adult people in the workplace deprived of

educational opportunity and subjected to racism and discrimination?

Was it when I realized how important it was to be accepted for what you

are, instead of on the basis of race, colour, creed and gender?

Was I affected by black American parents who, in my initial post

graduate research programme, told me how, in spite of political rights,

prejudice and racism could be pushed deeper into society with

behavioural and economic consequences that were discriminatory?
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A combination of all these factors and possible others must have played a role

in how I started to view educational practice, and how I viewed other people in

the context of this practice. I realized that I was becoming aware of, and react-

ing to, the humiliating of one person by another; the powerlessness of teachers

and students; discriminatory practices and the inhibition of the authority to think

critically and implement change. I had been in a school situation and then

moved to a workplace situation. At both these sites there were people who

paid little or no attention to the existence of the various discriminatory practices
or the value of diversity.

I moved from a school site to a workplace which gave me the opportunity of

reviewing my educational practice in a different situation. Undemocratic

experiences made meaware that both the school system and the socio-political

system outside the school were about curriculum production to suit specific

dominant groups. I felt that there were imposed values that did not allow one

(teachers, students, citizens) to make meaning of education interpretatively. I

needed to be part of other educational environments which could afford me
more possibilities to look at curriculum and educational practice in order for me

to review and understand concepts such as schooling, education and

curriculum in relation to the value system which I chose to uphold. My first

effort to review these notions critically was when Iwas working on my Masters'

Degree (1986-1989) titled "The Dilemma of the Progressive Black Parent

Regarding School Choice". Limitations imposed by legislated segregation and

disenfranchisement at that time, made theword choice inappropriate. However,

the study was an effort to be involved in a dynamic educational research

process - by sharing and exchanging views and lived experiences of parent

groups - relating to education, schooling and the socio-political environment.

Through this research process, I was involved in developing structures that

enhanced change and encouraged interaction (in this case between myself,

students, parent groups and my supervisors). I began to understand our

situation through reflecting on those experiences and used them to assist me

in understanding the nature of change-action (Crawford, 1989:16). For me, a
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connection was being made between a person's self-understanding and self-

reflection and it was evident from this research that theory becomes an

elaboration of these, rather than an imposed abstract framework. Parents in

the study believed that democracy revolved around the freedom to choose, and

that choices must reflect a dynamic relationship between all participants in a

situation. These parents believed that the whole fabric of South African society

must change through education, by addressing the advantaged and

disadvantaged simultaneously (Crawford, 1989:164).

While I was involved in these studies, I moved into the described workplace

situation (Phase 6:191). I set out to identify practical implications of an

education process in this workplace. I based my research on the meaning I

had placed on my experiences of trying to open up knowledge, to understand

how people felt, and what it was that influenced how they felt and how they saw
things.

What emerged during this research was the need to be involved, to participate

in, and to understand the realities of one's own situation, so that one can

contribute to changing these realities. Democratic values involved choice, and,

according to my research findings, there needed to be a dynamic relationship

between all participants so as to choose something that the majority wanted,

thereby adhering to these values (Crawford, 1989:165). Because of this

research, the notions of participation, democratic values and dynamic

interaction that I had started to experience in my years of teaching, became

more meaningful. In addition, terms such as advantaged and disadvantaged

became problematic for me as I realized that formal schooling was not

necessarily a yardstick for advantage or disadvantage.

While I was engaged in my Masters' Degree, I had the opportunity to visit the

United States of America on several occasions (1986-1989), and used this time

to research educational settings and opportunities - particularly in relation to

educational choices (American) black parents had (there).

https://etd.uwc.ac.za/



14

I visited schools, education authorities and adult learning centres and met

groups of black parents. Initially my interest was the education of black

students in the USA, concentrating on school choice and aspects of community

and parental involvement. For most black parents in the USA, finding

appropriate educational settings was difficult, because they believed that an

attitude about their children's abilities needed to be dispelled. Parents,

constantly plagued by disparities, led me to believe that in spite of the removal

of discriminatory legislation, black Americans still felt burdened by a history of

oppression and discrimination, and they remain largely segregated in minority

neighbourhoods and minority schools. They had the right to participate in the

dominant culture but were, according to them, still marked as "different" on the

basis of skin colour (Crawford, 1989:41-42). At that time, this had a profound

effect on my critique of classroom practice. Key questions were, How could

one acknowledge difference without using it as a tool to discriminate? How

could one engage in a practice that could address attitudinal racism, and

attempt to free people of this behaviour? To transform such a situation would

again require a change in values fundamental to this knowledge, and a

transference of power (Phase 5:181). Reflecting on these findings, I realized,

in the context of this research, that I needed to find ways in the workplace to

acknowledge difference without using it as a tool to discriminate. During these

visits, I found that interesting educational interventions had been introduced at

various sites - interventions that could be considered in this workplace study.

Moving from a school environment to a workplace environment challenged my

views on education and educational practices. Could I be a teacher or

educational practitioner in a workplace environment? Is a workplace site

suitable for education?

To face this challenge, I needed to reflect on the situations I had experienced

in schools, and during my initial university studies. To carry out this research

project, I was moving from a classroom to a workplace environment: from

working with young students to working with adults. How had my classroom
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practice changed? This needs to be described because I believe that those

same factors were foundations for my education practice. These contributed

to my understanding that people have a need to be treated with dignity and to

feel worthwhile (Phase 1:22). There is a need to be involved and participate

in a process of critical awareness whereby experiences of daily life have

relevance. There is a need to know that one's voice can be heard and that

there is a freedom to express one's opinions. There is a need to think critically,

and be given the opportunity to reflect on one's thinking. There is a need to

recognize hidden imposed values, and develop an ability to inquire and

understand, whereby knowledge can make experience. There is a need to

understand the relationship of power and knowledge, so that one can recognize

and individually, or collectively, reveal the power of certain groups (Phase

4:122).

1.3.2 MY EARLY EXPERIENCES

What then were these life experiences that I allude to and how did they

contribute to my awareness of the need to change and critically review

education practice? At what point in my development did I move towards the

realization that it was time to give up the comfort zone and involve myself in a

change of practice? At this point, an autobiographical reflection would be

meaningful to assist the reader (and myself) in understanding what has

contributed to the values I have relating to educational practice.

The foundations of SouthAfrica's crisis were laid long before my time, however,

growing up as a white South African female of British descent, I must have

been aware, at some stage, of the unfolding of the fundamental struggle for

power between the country's White minority and its Black majority. In my form-

ative years I grew up on a smallholding on which four black people were

permanently employed. They lived on the property and my only ready access

to friends was their children. The community in which we lived was relatively
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mixed regarding racial origin, and somewhat typical of a South African country-

town environment. Black labourers, Indian shopkeepers, White farmers (who

were mainly Afrikaans speaking) and White businessmen (who were mainly

English speaking) made up the community grouping. Within this microcosm of

South African society, I should have become more acutely aware of social

injustices at an earlier age. However, in those years I remember mostly that

the issue seemed to revolve around English and Afrikaans differences.

After 1948, as the new government strengthened its foothold, English-speaking

South Africans were removed or side-stepped in most positions in public office

and state departments. The first stage of the process was an insistence that

all government employees were to be bilingual and civil servants who could not

speak Afrikaans were replaced. Wholesale sackings and early retirements

ensured that every branch of the administration, police and armed forces was

filled by people loyal to the party (Joyce, 1990:16). Forty years later the

Congress of South African Trade Unions (COSATU) blocked the demand in the

negotiation process whereby National Party government representatives

attempted to insert a clause that present government employees should not be

replaced in the transitional government (The Star, 31 January 1991). To further

I was born in 1948, in that same year the United Party was defeated in the

general election by the National Party. As the years passed, I was not yet

consciously aware of the brand of white supremacy that was based on total

racial segregation which resulted in a system of racial brutality. However, I was

aware of the deep wedge between Afrikaans and English speaking South

Africans, even though we had several Afrikaans friends who were, at that time,

members of the United Party together with my parents.

After 1948, the newly formed Reunited National Party Government (simply

called the National Party (NP) after 1951) pursued a vigorous programme of

white supremacy in general, Afrikaner supremacy in particular, and total racial

segregation (Joyce, 1990:16).
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accentuate this divide, English and Afrikaans speaking children were eventually
placed in separate schools. This made even sporting events between the two
groups a fertile ground for the intolerance of one another. Schooling with child-
ren of other races was unheard of and illegal. Later in my life I realized that
this enforced separation had created rejection, discrimination, ignorance,
suspicion and wasteful duplication of administrative and material resources
because it was based on a need for political power and prowess rather than
sound education principles. It prevented people from learning to understand
one another's language, customs, hopes and fears and formed a reason for a
continual source of friction and unrest (Crawford, 1989:2). It organized people
into sites where power could be yielded either productively or coercively.

DATE LAWIEVENT

1950 Group Areas Act
Mixed Marriages Act & Immorality Act
Suppression of Communism Act

1952 The Pass Laws

1953 The Bantu Education Act
Reservation of Separate Amenities Act

1959 The Extension of University Act was passed to set up separate "tribal colleges" for
black university students (Christie, 1986:55)

1961 The all·white referendum resulting in the severing of ties with the British Oommen-
wealth and the subsequent formation of an independent Republic of South Africa

1963 The assassination of John F Kennedy.
The events and speculations around his death and his anempts at a Bill of Civil
Rights in the USA, raised my level of black consciousness.

1964 The Rivonia Trial and subsequent imprisonment of Nelson Mandela.
This event made me start questioning what was happening in my own country

From 1949 to 1965 - the year I matriculated from Potchefstroom High School
for Girls - a number of laws were passed, and certain events took place, which
did touch my life, particularly from 1961 onwards. These events are
summarized in the table that follows and, for me personally, they became more
focused from 1976 onwards:
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1.3.3 MYTEACHER-TRAININGEXPERIENCES

7. Hidden curriculum· the unintended outcomes of the schooling process. It deals with tacit ways in which knowledge
and behaviour get constructed outside the formally scheduled lessons. It refers to learning outcomes not openly
acknowledged to the learners (McLaren, 1989:185).

In 1959 the University Apartheid Act was passed so my initial years at

University (1966-1969) were again spent in a white dominated institution.

During my high school and university years, it was apparent how important it

was to my parents that I achieved and took advantage of educational

opportunities they had not had. Beyond this personal commitment, however,

I was not involved in greater issues outside myself.

This was the era of government imposed atrocities and its attempt to silence

people through its detention laws. In 1966 Dr Verwoerd was assassinated.

This had a profound impact on me, as students on campus reacted differently

to the death of the architect of apartheid. In 1967 Dr Martin Luther King was

assassinated in the USA. The dichotomy of roles of Verwoerd and King had

a marked impression on me at this time in my life. Dr Verwoerd was the archi-

tect of apartheid and condoned violence to achieve his visions. Dr Luther King

Jr, by contrast, had fought for the rights of black people and fought violence in

the USA from a forum of non-violence.

In 1967, the National Education Act was passed setting out the principles of

Christian National Education (CNE) for white schools (Christie, 1986:55). This

act, although 'Christian' and 'National' by definition, was specially introduced to

ensure that Afrikaner Nationalism, embracing all cultural and national symbols,

would apply to all white children. The preamble to the CNE policy document

made it quite clear that there was to be no mixing of languages; no mixing of

cultures; no mixing of religions; and no mixing of races (Christie, 1986:160-

163) which became problematic in that, the Christian values that were stated

up front were not always that Christian and formed part of a hidden

curriculum"
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My formal training as a teacher took place in 1969 when I registered for a

University Education Diploma, and then some ten years later for a Bachelor of

Education. Both these qualifications, in retrospect, were nothing more than a

means to gaining required certification and even though I had been teaching

in a school from 1970-1979, I did not, at any time, find the material being

researched in these studies either relevant to myexperiences as a teacher, nor

in any way linked to the realities of the socio-political situation in South Africa

(Phase 2:46). Education in South Africa is state controlled and education

practice reflects state policy. Teacher training at college and university level

was, and to a large extent still reflects this state policy and the 'educational

science' of fundamental pedaqoqlcs",

In essence fundamental pedagogics was used as a phenomena in which the

doctrine of Christian National Education found educational expression.

Fundamental pedagogics attempts to understand the phenom-
enon of education by seeking out what are termed its 'essences'
... that is, what is it that characterizes education as a universal
phenomenon, once it has been stripped of its local, particular,
world-view distorted aspects (van den Berg & Meerkotter,
1994:300)?

This state policy of CNE complied with fundamental pedagogics which provided

the basic education practice and philosophy in South Africa. According to a

recent NEPI (National Education Policy Investigation) report (1992:17)

fundamental pedagogics still dominates teacher education theory in South

Africa, and its debilitating effects are everywhere apparent. The pretensions

to the scientific objectivity of fundamental pedagogics, together with the way in

which it is taught, prevent teachers from developing an understanding of the

relationship between education and the context in which knowledge and

understanding are created and shared. Fundamental pedagogics is harmful in

8. Fundamental Pedagogic. • is concerned with the philosophical·anthropological norm and knowledge evaluating and
moral-ethical founding of the educational situation. Inasmuch as it is primarily concerned with the aim of the situation,
it is bent on pedagogic values, aims and norms. It established what education ought to be or become, by analyzing the
nature and structure of the educational phenomenon to expose the fundamental structure of it (Venter, 1979:34).
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that it neutralises and depoliticises educational discourse, and does not provide

students and teachers with the concepts necessary to assess critically its (or

any other) claims about education.

[the State] was committed to and rooted in Afrikaner Nationalism,
Christian National Education and apartheid education, in looking
for the essences of education and have been very successful in
persuading thousands of people that what they have is scientific
truth.

As outlined, fundamental pedagogics dominated teacher education theory in

South Africa and this was the core philosophy on which my Bachelor of

Education studies at the University of South Africa were based. In fact, I recall

that neither the theory nor the educational philosophy inspired or motivated me.

Everything we learned was structured on an exclusive value system that did not

include or reflect on the realities and complexities of life outside the tutorial

rooms. A meaningful experience for me at this time was the interaction with

black teachers who were studying with me. For the first time I was confronted

directly by the realities of teaching in schools legislated for black students only.

These teachers, who had the same qualifications as I had, were not being paid

the same salary as I was. In addition, they, like me, were within a value

system that was imposed on them and the lecturers were intentionally trying to

persuade us that the Christian National philosophies were acceptable as they

attempted to control meaning in the arguments they presented. This confirmed

for me the notion that most formal education institutions in South Africa were

sites used in an education system of which the character and structure are

firmly established by the State (Phase 2:46). As explained by van den Berg

(1994:30):

Are these value-laden "scientific truths" merely supporting historical self-

interest? Discussions about different values and discriminatory practices never

emerged in our tutorials, and I realized that the issues becoming central for me
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in education were being avoided and obscured and that politics and education
could not be separated (Kallaway, 1984:163).

The events of 1976 should have had far-reaching effects on all our lives. On

16 June, thousands of Soweto High School students protested against being

taught key subjects such as mathematics and science through the medium of

Afrikaans in township schools. They were confronted by 300 armed police and

six people were killed and twenty injured. This gave rise to a spate of student

protests all over South Africa: ending in a death toll thought to be well in

excess of 1000 (Attwell, 1986:113). A growing number of black consciousness

groups were already operating in black communities, and the youth were

imbued with ideas of this movement and were starting to assert themselves.

Sustaining the momentum was difficult due to "decimation of their ranks,

through death or injury, through police detentions and flight into exile of many
of those being hunted down" (AttweIl, 1986:114).

All black consciousness organizations had been barred by September 1977.

Steve Biko, their major figure, died in police custody resulting in open

manifestations of the increasing anger of black South Africans (Attwell,

1986:115). Steve Biko's death sent shock-waves throughout the country which

shook the very foundations of white power. However, while South Africa was

'burning', the majority of white students were uninvolved, and for the most part,

uninformed. Their day-ta-day lives were certainly relatively unaffected.

In myopinion, educators as practitioner-researchers cannot remove themselves

from events of 1976/1977; nor can they disregard the reality that legislated
discrimination is unfair, unjust and undemocratic.

People do not live in isolation: we are situated historically, socially and

culturally (Phase 4:127). Peoples' situations are different and, in addressing

a need for change in society, one needs to consider that people live in a
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diverse society where there is difference and discrimination. According to

Lynch (1985:143):

A multicultural society is one where there is a legitimately
accepted diversity of cultural difference based on such
dimensions as race, language, creed, sex, class, religion, etc and
committed to the basic ethic of respect for persons.

However, in our society, difference has become a legislated discriminatory tool

that needs to be challenged. An important question is, Can this diversity and

difference become a source of strength and a possible resource for learning

(Phase 7:294)? What was then being experienced was active protest by
people who were discriminated against. Were we going to listen to their

voices? Were we going to consider differences, conflicts, contradictions?

1.3.4 MY TEACHING EXPERIENCES

I taught Biology and Science to predominantly white students from Standards

8 to 10 in both English medium private schools and English medium state

schools for a period of 14 years. I then taught English in an Afrikaans medium

primary school. Teaching according to set plans and rules as laid down by the

Department of Education became increasingly difficult for me. This was so

because I was experiencing a growing awareness that there was no

relationship between what we were doing and the problems of the society

around us. From 1970 to 1985 the education crisis in South Africa had

heightened to explosive proportions (Phase 2:54) and yet, in white state

schools where I was teaching, these uprisings were treated simply as isolated

events involving individuals, and groups of individuals, outside the situational

context in which we operated. As a teacher in white education in South Africa,

I was expected to conform to social practices that were in keeping with the

values, interests and concerns of the social class and culture in control of our
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society. Domination in our society was evident in laws, ways of life and

segregated schooling (Phase 2:48). Hegemony, was maintained,

... through consensual social practices, social forms and social
structures produced in specific sites such as churches, the State,
schools, the mass media, the political system and even the family
(McLaren, 1989:173).

As a teacher, I had a professional responsibility to question these values,

attitudes and social practices because I had a responsibility to lead a process

of developing a new consciousness towards the set of values that were non-

discriminatory (Phase 4:113-115). If I did not do this, I would be contributing

towards preserving the hegemony of the prevailing dominant culture.

In all the state schools in which I taught, changes were allowed as long as they

were thought to be making one more efficient as a teacher in the technical

sense. However, changes that enabled students to voice their opinions about

existing values and question existing structures were considered threatening

and usually rejected. If, as students and teachers, we were so isolated from

events around us, could we actually believe that meaningful learning was taking

place in the classroom? How relevant was the 'knowledge' being taught?

Intuitively, a process was developing in the classroom situation which allowed

me to confront beliefs about teaching, which for me no longer seemed

educational. I needed to question my role as an educator and as a practitioner-

researcher. I needed to reflect on my own process of education in the context

of the following statement that Elliott (1989:4) made in a keynote speech:

What makes teaching an educational practice is not simply the
quality of its educational outcomes, but the manifestation within
the practice itself of certain qualities which constitute it as an
educational process capable of fostering educational outcomes in
terms of student learning. Both product (learning) and process
(teaching) need to be jointly considered when improving practice.

"
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My last teaching post, where I worked from 1983 to 1986, was at a primary

school in the PWVarea. This was an Afrikaans medium, white, primary school

where I taught English as a second language and was the only English

speaking member of staff. The majority of the staff were members of the ruling

National Party, and during my time many of them changed their political

affiliation to join the newly formed Conservative Party (CP). In my first year,

National Party politics was brought into every aspect of school life and talked

about freely in the staffroom. As the Conservative Party gained momentum,

the headmaster made an announcement in the staffroom one morning that

politics would not be spoken about on school property! My own political

affiliations were largely speculated on by fellow colleagues and, for some

reason, intrigue concerning my possible political leanings made them set me

apart. This, however, was coupled with a friendliness and brand of respect,

which was confusing.

My dilemma at this stage, was that, coupled with this process of indoctrination,

legislated separation had placed both myself, the students that I taught and my

colleagues at the school, on the fringes of the critical issues in our country.

During this time, I started to learn how a hidden curriculum could be used in a

process of indoctrination to support a political ideology, and work against

people with differing ideas, people of different races, cultures, religion, language

and gender. I needed to challenge this process of possible indoctrination

because students were not being taught to think critically. A process of

dependent thinking was in action with knowledge merely being transferred

unquestioned. Was this school playing a role as a mechanism for social
control?

I realised that people needed to learn how to detect hidden imposed values

(Phase 1:18). People needed to participate in experiences which would enable

them to understand the situation and give them the freedom to reason and

involve themselves in a process of enquiry and reflection.
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How could I lead a process that would make this possible?

The students were ready to question and explore any areas of possibility and

to discuss different views; whereas my colleagues found any discussion

counter to their entrenched beliefs either unacceptable, or something to fear.

In the beginning, the students were reluctant to question anything I said and

they were extremely regimented in the expected classroom disciplinary

procedures being played out by other teachers in the school. It took them

months to accept that a relaxed atmosphere in a classroom did not mean that

work was not being done, and that discussion was permitted and considered

good. This classroom practice was initially uncomfortable for them as they had

grown used to an established rigidly-disciplined pattern of classroom behaviour.

Did the freedom of the students mean that the imposed power of the dominant

ideology had not fully taken hold of them, or did they genuinely think about or

react differently to, the situation?

The existing classroom practise was based on imposed values. To develop an

alternative mode of classroom practice, other possibilities needed to be

considered participatively. As a process of change started taking place in my

classroom, so much of what the students were questioning and critiquing was

the hegemonic process in which their parents and teachers were seemingly

entrenched. I realized that in this change process I had to be part of the group,

but not one of them. This raised a very important point for me as an educator,

When does one intervene and when does one withdraw (Phase 1:31)?

I also realized the consequences for these students who began questioning the

practice of other teachers and their parents. I knew that they had drawn their

own conclusions from their discussions relating to many different issues over

many months. I also knew that there were some students who would not

involve themselves or participate in such discussions.
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It soon became apparent that the attitude and performance of most of the

students depended on how our relationship progressed; and that they were

looking to me to support them in their objections to certain things, particularly

teaching practice in other classrooms. It was then that I realized how great a

teacher's influence is on a student; and I was convinced, by what I was

experiencing in this school, that an education system and teacher-training can

be manipulated to achieve certain goals. This teacher-centredness gives us,

as teachers, a power that can be used either to manipulate students

destructively, or which can become a source of vitality.

Concurrently with these experiences in the school environment, and following

the events of 1976/1977 (Phase 2:54), I was becoming more focused on black

anger and the reality that Blacks had now demonstrated that they could act on

it (Phase 2:56).

The danger of this power is that a school can be used as a site for socio-

control and manipulation, and teachers as individuals, can manipulate

knowledge to suit a certain set of values. The aim for me, in my classroom,

became to improve our classroom practice so that a continual process of

reflecting on what we had done, and were going to do, would be a part of the

process of learning. I was involving myself in a process of questioning the

dominant ideologies that were being imposed on the students under the guise

of education.

Certain colleagues on the staff started to feel uncomfortable with the fact that

students in my classroom were being given an opportunity to be heard. There

were objections to my taking the students' views seriously and not viewing their

opinions as a negative form of criticism.

Why was the emergence of black power now becoming more apparent? The

events of 1976 served to bring together the post 1976 'Soweto generation' and

the then banned African National Congress (ANC). The ANC, with its infusion
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of young politically alert students, resumed its campaign of sabotage which it

had abandoned after the Rivonia Trial in 1964 (Attwell, 1986:123). The 1980's

saw a dramatic rise of an extra-parliamentary resistance to state policies initially

thought to be a response to the policy and strategy of trlcarneral" reforms. The

United Democratic Front (UDF) was formed in 1983 as a resistance group

incorporating over 400 affiliated civic, church, trade union and other

organizations. As a mass democratic front, it succeeded in becoming a political

force "... outside the formal framework but within legally permissible boundaries"

(Policy Perspectives, 1989:27). The UDF played a significant role during the

period in which the ANC was banned, and continued to operate after the ANC

was unbanned in 1990. It campaigned for human and political rights on the

basis of non-violence (Joyce, 1990:143).

As an extra-parliamentary group, the UDF remained influential in spite of the

restrictions imposed by states-of-emergency, and the security forces that were

operational. The UDF was committed to a negotiated transfer of power, and

projected itself as a democratic alternative to the apartheid policies of

government (Policy Perspective, 1989:99).

Reaction to this rise in Black power was having far-reaching effects on a

traditionally unified National Party that had been in power, at this point, for over

35 years. The growth of the UDF and the ANC-Soweto generation resulted in

highly active campaigns, and the constant unrest of 1984/1985. This created

internal pressure on the Government to change that was already anticipated by

right wing conservative Afrikaners who broke away from the National Party as

early as 1982. As the ANC resistance efforts gained momentum, increased

support for this right-wing organization was becoming evident. I was directly

experiencing the effects of this right-wing backlash among colleagues and

parents at the school I have been describing.

9. Tricameral Constitution - Formed in 1984 following a referendum in 1983. A complicated body designed to give
Coloured, Indian and White South Africans a political voice. Blacks would be excluded from this parliamentary process
as their political rights could be exercised in the homelands!
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The dilemma for me, was whether to stay - in the hope that I could be part of

the action that could change the system from within - or whether to withdraw

at this point. The system dictated what I was allowed to say and teach. The

system even dictated how I was to do this. In reality, in order to be able to

confront the situation, "I needed the power to influence when I could speak and

what I could speak about" (Peirce, 1993:4). Without this right as a teacher, I

Declared Conservative Party teaching colleagues expressed disapproval of my

political and social leanings, and were convinced that I would 'contaminate' the

students.

I could no longer continue to teach students without relating work in the class-

room to what was occurring across the country, especially when I considered

the turmoil in black schools. In the wake of the township violence and student

unrest, white schools were threatened with possible attack and bomb threats.

Colleagues at the school where I taught felt threatened and vulnerable. The

reaction to this, at the school, was extremely negative and their unwillingness

to relate this manifestation of violence to past government legislation frustrated

me. As far as I was concerned, the raw racism that started to emerge in the

staffroom, was unacceptable and culminated in a remark made by the Principal

addressing a staff meeting on the morning of a planned mass march on

Pretoria. He stated that he hoped that the police would "kill them ali". My

immediate, and extremely vocal, reaction to this remark created a wave of

shocked amazement amongst the staff because someone had dared to object

to this statement publicly; someone had dared to oppose the Principal openly;

and, I suspect for some, because I did not agree with the statement. The time

to move had come: I could not continue working with these students in these

circumstances without making them feel compromised. I needed to consider:

how I could become a facilitator of more active/meaningful learning; how I could

become an active learner in the process; how I could develop ways of reflecting

on knowledge, develop a critical awareness and allow students to participate

in the process which most of the teachers objected to.
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was powerless. I have identified earlier that I needed time out from formal

school teaching to review curriculum development and my role as a teacher-

practitioner (Phase 1:12). In my own schooling and pre-service training as a

teacher, I had experienced what Walker (1988:150) refers to as a "... process

dominated by teacher-talk and the transmission of presented knowledge",

involving learning that was "... inert, restricted to receiving, memorizing and

regurgitating the official text books." How then, could I become a conscious,

critical and creative agent, as Simon (1987:4) describes, in a process of

education? I decided to return to a place of formal learning and position myself

in a situation where I could become more involved in the realities of South

Africa, and the ever growing education crisis so that I could try and understand,

and be part of, educational change and critically review this self-reflective
inquiry as part of the need for this change.

1.4 TOWARDS ACTION RESEARCH METHODOLOGY

1.4.1 REFLECTIONS

Emerging from the autobiographical reflections in this research (Phase 1:8),

were my experiences of how power, abuse and imposed values contributed to

social/political injustice, segregation, dehumanization and a lack of equality. I

needed to establish a way to try and bring about change that would involve

values which supported an emancipatory process. These values would include

notions of democracy, empowerment, non-discrimination (with particular

reference to race, culture and gender) and the human right to have the freedom

to act responsibly and be accountable for one's actions.

I needed to be more involved in education process and curriculum. Schools,

in my experience, were built into the social, political and economic dominant

order that existed within the society in which- I had developed (Phase 1:18).
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Consider how colleagues, in my final school experience, objected to my

teaching practice and how they did not want to believe that students had the

right to question or reflect (Phase 1:26). Consider how reticent the students

were, at first, to respond to the opportunity to participate. Reflect on how unre-

lated the school situation was to what was occurring in the lives of the majority

of South Africans at the time (Phase 2:54-60). Consider the school curriculum.

The fundamental issues was, How was I to critique my practice and implement

opportunities that could support notions of participation, empowerment and

transformation grounded in a system of democratic values, which I stated to be

my intention at the outset (Phase 1:1)?

During my school years and pre-teaching training, I was presented with

knowledge as a 'list' of content. During my teaching years I was again

presented with a 'list' of content and was told how to teach it. Accordi ng to van

den Berg (1994:31), curriculum is not only about content - especially in the

mentioned way as listed under isolated facts - but also crucially about intention

and process. What then are the intentions of a curriculum and what strategies

could be followed in the process of curriculum involvement? Apple (1979:111)

refers to curriculum as "educative environments in which students are to dwel!."

If students are to dwell in those educative environments then, according to van

den Berg (1994:31), curriculum as an educative environment implies something

experienced.

The danger here, however, is that the educative environment can be

manipulated to preserve the hegemony of the dominant culture (McLaren,

1989:174). Ways to proceed needed to be found to ensure that the "educative

environment" reflected the value systems that have already been outlined so

that learning can be meaningful so as to make it critical, and for learning to be

critical so as to make it emancipatory (Phase 4:142).

How could the whole curriculum process become emancipatory rather than

manipulative?
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In my Masters' Degree research I approached a critical social science with an

openly emancipatory intent to inform my understanding of inequality and the

maldistribution of power and its effects on the school choices of Progressive

Black Parents at that time (1984-1987). This exposed the need for interactive

learning as a process and the professional responsibility' of a teacher's having

to know when to intervene in the change process, and when to withdraw

(Crawford, 1989:153).

Reading the work of action researchers showed a way forward for me, the

teacher:

This definition stresses two essential points: first, action research
is rigorous, systematic inquiry through scientific procedures; and
second, participants have critical-reflective ownership of the
process and the results (McKernan, 1991:5).

Action research is the reflective process whereby in a given
problem area, where one wishes to improve practice or personal
understanding, inquiry is carried out by the practitioner - first, to
clearly define the problem; secondly, to specify a plan of action -
including the testing of hypotheses by application of action to the
problem. Evaluation is then undertaken to monitor and establish
the effectiveness of the action taken. Finally, participants reflect
upon, explain developments, and communicate these results to
the community of action researchers. Action research is
systematic self-reflective scientific inquiry by practitioners to
improve practice.

This gives me, as a teacher, responsibility for the research process and

requires me to understand the process as a teacher-researcher. As a teacher-

researcher, I need to investigate my own practice to extend my personal

understanding of my practice through systematic self-reflection to extend my

professional base. (Walker, 1988:150)

My intention was to improve and change the situation I was in and the work of

Action Researchers was showing me a way forward (Phase 1:2). Guided by

the approach of other Action Researchers (critical theorists) I involved myself
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in encouraging interaction between people in theworkplace whereby they would

be involved and exposed to constant critical reflection on present and past

action.

1.4.2.1 Emancipatory Interest and intent

1.4.2 REASONS FOR ENGAGING IN ACTION RESEARCH

Some of my reasons for involving myself in action research have already been

expressed and details of action research as methodology will be discussed in
Phase 4 (112). I am in pursuit of personal practical knowledge as opposed to

scientific single knowledge in the traditional sense (Phase 1:20). Through

action research I hope to heighten my awareness and improve my

understanding of my practice in the educational situation as a consequence of

observation and reflection (Beattie, 1989:8).

At the outset, I focused on emancipatory education supported by notions of

participation, empowerment, transformation and democratic values located in

values of equality and justice. There were a number of reasons which made

me believe that action research would provide the framework I needed to

conduct this research. For the purpose of clarity I will discuss these reasons

in sub-sections.

This research is about an emancipatory education praxis. A research

methodology that has an emancipatory intent was needed as a way forward.

The majority of the employees who were involved in the research lived in a

society where they had been legislated against and, therefore, had no political,

sociat, economic or educational rights (Phase 2:51). For these people to

become involved in the process of transformation of the societal structure in
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which they were involved, it was necessary for them to understand the realities

of their oppression. The more you understand the mechanisms of oppression,

the more you understand the realities of oppression (Freire, 1987:45).

According to McLaren (1989:163), where there is a dominant culture there wi"

always be oppressed groups who are "... unknowingly involved in their own

oppression." Forms of learning and action that involved these groups needed

to be emancipatory and imperative to emancipatory practice, in the process of

self-empowerment and social transformation (McLaren, 1989:63; Apple,
1979:27).

... [a]ction research is simply a form of self-reflective enquiry
undertaken by participants in social situations in order to improve
the rationality and justice of their own practice; their
understanding of their practice and the situations in which these
practices are carried out.

A key question is, How does one scrutinize systems in a society to expose a

dominant culture that disempowers people and manipulates social practices,

social forms and social structures?

Carr and Kemmis (1986:162) stress that action research is critical and

emancipatory in nature when they say,

This self-reflection could empower persons to take responsibility for their own

actions and be in a position then to decide about their own destiny as we"

(Meerkotter & van den Berg, 1988:4). Action research, therefore, if critical in

nature, can be emancipatory if people who are powerless (disempowered) are

given this opportunity to respond. Lazarus (1985:112) referred to

empowerment as, "The necessity for increasing people's competence in

solving their own problems and in helping powerless citizens to gain control

over the institutions affecting their lives."
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Emancipatory practice can bring about social transformation, a belief also held

by Grundy (1987:156): "The grinding ethic of emancipatory action research ...

embodies the social and political ideals of freedom, equality and justice."

Action research involves reflecting on the past in order to bring about

meaningful change. It is aimed directly at improving social practice (Kemmis

& McTaggart, 1982:6; McNiff, 1988:3).

A process needed to be developed, therefore, that would enhance change and

encourage interaction between people. The purpose of the process was to

involve - and thus empower - the people so that they would come to

understand the realities of their situation and thus contribute to the changing of

their own oppressive realities. To develop structures that will facilitate the build-

ing of a new society, the theory must reflect the lived experience of the people

(in this case, the employees) and highlight their struggle. According to Freire

(Giroux, 1988b:116), both the facilitator (whichwas myself) and the employees

should become the "changers and the changed", therefore, the nature of the

research would be grounded in the process of emancipation. In the context of

this theory, emancipatory research needs a strategy that could be followed to

contribute to meaningful change.

It was my responsibility to involve myself, and those who participated in this

study, in an ongoing process of action research because the emancipatory

nature of this research was based on critical inquiry and the intention was to

study a social situation with a view to improving the quality of action within it

(Elliott, 1989:97; Freire, 1971:33).

The relations of power, and the traditional lack of inclusiveness within the

organization, had to be considered when involving groups. It was possible that

people in groups could be prevented from achieving a correct understanding

of their situation, because within a system they may passively accept an

illusionary account of reality that could prevent them from recognizing and
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pursuing their needs and goals. Although Action Researchers accept that

transformation of social reality must involve the people in the change process,

one must be mindful that ideas alone cannot guide action nor can they achieve

transformation (Carr, 1989:139, 180).

How could one lead people into understanding their si uation and the barriers

within the powerlessness of their situation? I believed that' action research

would allow me, as a teacher-facilitator, to lead a process of reflexivity in which

individuals would be involved and participate with a view to bringing about

change.

Emancipation can occur through a process of reflection and this, in itself,

constitutes the possibility of empowerment: seen as awillingness of individuals

to take action to regain control of their lives (Phase 2:61). The relationship

between self-reflection and action is captured by Winter (1987:40) in his notion

of freedom: "Being free is an ability to understand conflicting influences and

thereby to devise informed strategies in response to them."

1.4.2.2 The Reflective Practitioner

I had a problem that I wanted to address and the strategies of action research

showed a way for me to be involved in reflecting on and revising my own

practice and, in the process, I constantly experienced being the learner and the

teacher and the changer or the changed.

Action research places the teacher at centre stage of the
educational research endeavour; and recognises the crucial
significance of actors' understandings in shaping educational
change (Walker, 1988:150).
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In essence, in this research I was looking for solutions to problems of practice.

Carr and Kemmis (1986:162) refer to action research as addressing these

problems in three ways:

Improvement of educational practices.

,Improvement of situations in which these practices occur.

Improvement in the understanding of educational practices by the

practitioner-researcher themselves.

One of the benefits of advocating this approach could be an improvement in the

understanding of educational practices by myself as a practitioner-researcher

(Noffke & Zeichner, 1987:1).

A research project on emancipatory action research and teacher understanding

engaged in at the University of the Western Cape upholds the belief I have that

action research is both a relevant and appropriate strategy for people

development in South Africa. Walker (1993:96) put forward the advantages of

a two-level action research strategy to promote teacher development. Firstly

the reflective practice of teachers and secondly her own action research into

her own educational practice. Teachers' responses to her interventions

enabled the development of strategies that teachers followed to review their

own teaching, which in turn shaped her understanding of her role which

enabled her to act. Stenhouse (1975:63) outlined how teachers as researchers

investigate their own practice to extend their professional base.

An emancipatory approach to action research would also involve the teacher-

researcher in the democratization of social situations leading to forms of

democratic participation by all, including the reflective practitioner as teacher.

In this way the reflective practitioner and all the participants would develop an

understanding of "... what (they) might be; what (their) understanding is of

where (they) really are; and to what extent (they) actually can succeed in

bringing about change". (Meerkotter, 1993b:i)
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Teachers can use action research for their own personal and professional

development as was outlined by Oja and Pine as follows:

Teachers participating in collaborative action research become
agents of their own change. Teachers can use action research
to grow personally and professionally, developing skills and
competencies which empower them to solve problems and
improve educational practices. Moreover, not only do teachers
identify practical theories that apply to their own idiosyncratic
settings but they also can formulate these practical theories as
general hypotheses which have the potential for universal
applicability (Oja & Pine, 1983:21).

1.4.2.3 Theory/Practice/Praxis

It becomes clear that the practitioner is essentially the subject rather than the

object. Action research is a "... self-reflective inquiry" (Carr & Kemmis,

1986:162) undertaken by the practitioners themselves rather than outside

researchers (Winter, 1989:4). Focus on practitioner action research to indicate

process, is an extension of professional works, not an addition to it.

I came to realise that coupled with educational research theory of noted

theorists in the educational field (Phase 3:92) was my own theory that grew

(grows) out of observing and reflecting on what occurs within my own teaching

experience(s) (Avery, 1990:42).

What approach would allow theory to become an expression and elaboration

of the people's experiences, rather than an abstract framework imposed by

intellectuals on the complexity of the lived experience? Could action research

and the methodology associated with it satisfy this need?

[The] mutual questioning between theory and practice ... means
that practice cannot simply reject theory (as impractical, now)
because it must recognize that practical decisions will always be
open to question ... similarly, theoretical critique cannot simply
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confront practice with an authoritative interpretation of events
because it must recognize that theory itself will always be open
to question, that the outcome of one phase of practical develop-
ment will be a need and opportunity for further theoretical work.
... Theory and practice do not therefore, confront one another in
mutual opposition: each is necessary to the other for the
continued vitality and development of both (Winter, 1989:67).

If, however, it is recognized that there is nothing to which the
phrase 'educational theory' can coherently refer other than theory
that actually guides educational practices, then it becomes
apparent that a theoretical activity explicitly concerned to
influence educational practice can only do so by influencing the
theoretical framework in terms of which these practices are made
intelligible.

My concern was how to bridge the gaps I felt existed between theory and

practice in my own experiences. My experience of theory was something 'out

there' removed from my day-to-day practice binding me to principles that were,

in a sense, alien to what I was busy with. Theory was not based on teachers'

experiences and was prescribed by educational theorists, and, therefore,

practice meant a delivery vehicle for someone else's theories.

Carr and Kemmis (1986:115) claimed:

This suggests that theory is not applied but rather appraised critically in relation

to practice.

I needed to find a way to organize my experiences more adequately; a way to

research, interpretatively - in the sense that theories can be grasped in terms

of my concepts and theories; and scientifically - in the sense that these

theories provide a challenge to the theories of educational practice that I

actually employed (Avery, 1989:42; Carr & Kemmis, 1986:118).

Action research, with its claims of being a reflexive social practice - with no

clear distinction between the practice being researched and the process of
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researching it - provided me with the conceptual tools I would need to try and

improve the quality of my teaching:

Teaching strategies embody practical theories about ways of
realising educational values in particular situations, andwhen they
are reflectively implemented constitute a form of action-research.
If one views a social practice like teaching as a reflexive activity
the division of labour between practitioners and researchers
vanishes (Elliott, 1984:74).

I was seeking a fundamentally dynamic and mutually educative situation and,

therefore, I needed to explore the areas of critical inquiry which, according to

Lather (1986:262), is a fundamentally dynamic and mutually educative

enterprise.

Action research enabled me to develop structures that would enhance change

and encourage interaction between myself and the Company participants. The

purpose was to involve and thus empower the oppressed so that they could

come to understand the realities of their situation and thus contribute to the

changing of their own oppressive realities. In so doing, we would develop

structures that would facilitate organizational change (Coenen, 1989:50). The

theory must reflect the lived experience of the participants and must highlight

their struggles. Both myself and the participants should become the changers

and the changed. Therefore, the nature of the research was grounded in a

process which, hopefully, would lead to emancipation (Hopkins, 1985:40).

Emancipatory research10 is a research methodology that is applied when the

study is grounded in an unjust world. It is necessary to "... involve the

researched in a democratized process of enquiry characterized by legislation,

reciprocity and empowerment - that is research as praxis" (Lather, 1986:260-

264).

10. Emancipatory Research - This is research carried out whereby emancipatory knowledge is advanced. This research
is a process ol humanization, which involves a process ol pushing towards translormatory changes in the practices ol
social structure (lather, 1986:258).
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The aim of research as praxis is to "... develop a critical social science with an

openly emancipatory intent" (Lather, 1986:267). Such a social science could

lead us to the understanding of inequality and maldistribution of power and

resources that exist. This understanding and analysis could then contribute to

the changing of that "maldistribution" and develop a more "equal society"

(Lather, 1986:267).

t1. PostposHivism • Postpositivism developed in reaction to the assumption that one can produce a value-neutral social
science where only one truth exists. It rejects the theory that the correct method guarantees true results. It involves
humanization whereby a social science is to be developed to understand the world view.

According to Youngman (1986:170), praxis is at the centre of Freire's theory,

linking knowledge and pedagogy. He understands praxis "... as the source of

knowledge, the criterion of the correctness of knowledge, and the objective of

knowledge" (Youngman, 1986:170). In this research process, knowledge would

be considered in relation to giving meaning and it was necessary to develop an

understanding of the world view of the participants, and develop dialogue that

would mutually educate all the participants (including myself), to do this.

Providing an environment where the participants could react critically to

accounts of their world would be essential (Giroux, 1988b:127).

According to Polkinghorne (1983:249)" method does not give truth, it

exposes guesses." Mishler (1979:1-19) reviews praxis and states that truth is

a complexity and that research as praxis, because of its postpositivist"

nature, has removed rules and boundaries from methodology. The need was

to create constructive, creative and critical thinking that would encourage

different possibilities of making sense of human life and in so doing advance

emancipatory knowledge. Fay (1977:218) outlines the forming of emancipatory

theory as a "dialogic enterprise." Such a dialogic or dialectical practice is

interactive and invites reciprocal reflexivity and critique and as Comstock

(1982:386) argues, "... is integral to every research programme which treats

subjects as active agents instead of objectifying ... their social conditions."
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In its emphasis on praxis, political struggle and self-emancipation,
emancipatory action research goes beyond the practical
/interpretive approach to curriculum evaluation. This emphasizes
practitioner judgement, interactive meaning-making and
consensual interpretation.

If one separates thought and action this could result in empty verbatim or

unreflective action (Freire, 1970:120). As pointed out by Adendorff (1993:103),

Freire's praxis-orientated pedagogy is based on human thought, knowing and

action and the student/teacher, teacher/student must reflect simultaneously on

the world not separating reflection from action.

According to Nicassio (1992:13), "... organizational redesign and individual

change are among the many notions implied by educational restructuring."

Restructuring involves renewal of thoughts and ongoing actions to review

problematic situations. Collaborative problem framing and reflection-in-action

was necessary to constantly address the link between theory and practice, and

possible emancipatory practices. To constantly provide a diverse base of

interpretations for reflection and planning (Denzin, 1978:302; Mathison,

1988:17), a procedure of triangulation was introduced to gather and reflect on

different points of view ensuring a degree of balance and "accuracy" (Adendorff,

1993:4). Triangulation is essentially a strategy using multiple methods that will

aid the elimination of bias and enhance research findings. It supports a finding

by showing that independent measures agree with it or at least don't contradict

it (Miles & Huberman, 1984:235).

The triangulation procedure adopted was bifold:

It involved myself, the participants in the situation and the situation itself.

Secondly, it involved myself, the research findings and the two

promoters of the thesis (Action Researchers).

According to Adendorff (1993:7):
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This, as Grundy (1987:77) says, means "... making judgements about the

extent to which the process and the practice undertaken through the learning

experience further the good of all."

Thus it is my view then, that action research involves learning not as a product,

but rather as a process which, hopefully, will unfold in this research project as

an educationally worthwhile learning process. Because of the reflexive nature,

the concepts of understanding would shift and nothing can be "standardized

and operationally defined in measurable terms" (Elliott, 1982:74).

5. To contextualize this research within the historical, business and

prevailing political-educational crises, reflecting on the effects of these

on the people involved in the research process.

1.5 THE AIMS OF THIS RESEARCH

1. To develop a learning process within a specific workplace with the

intention of bringing about change-action in the process.

2. To approach the learning process in such a way that people within the

workplace would have the freedom to act responsibly and be

accountable for their actions.

3. To develop an emancipatory practice within the workplace by leading a

process of vigorous dialogue, discussion and negotiation- in which

individuals would be involved participatively, moving towards

empowerment and the right to be involved democratically in decision-

making processes.

4. To locate this research in values of equality and justice which will

support an emancipatory process.
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6. To address problems of practice and theory so that one may inform the

other in an ongoing process of interactive meaning-making experiences

(learning).

1.6 THE STRUCTURE OF THE THESIS

7. To identify and problematize the practical implications of introducing an

emancipatory practice into a specific workplace, and the possibilities of

implementation in other workplaces.

8. To lead the process of research as an informed professional acting as

a reflective practitioner and to involve myself in a self-reflective inquiry

to revise my own practice.

9. To consider the diversity of difference as a resource for learning.

This research is recorded in Phases rather than structured in chapters because

I believe the experiences recorded are interactive. Education as an ongoing

process will involve inter-related 'wholes' in a dynamic, ever-changing situation

which will lead me to the notion of 'wholelistic' education. Chapters are main

divisions of a book: an episode. Phases, for me, inter-relate by inflection.

They show, or make visible, or bring something to your attention at a given

time, at a single stage of development. (Definitions confirm to Webster's Ninth

New Collegiate Dictionary, 1983.)

I needed to identify and problematize the practical implications of introducing

an emancipatory practice in a specific workplace and to do this I looked at the

situation from a critical-pedagogic frame. To start with, it was necessary to

contextualize the research, (which has been done in Phase 1), by describing

the specific workplace situation, reflecting on my past experiences and outlining

my reasons for engaging in action research.
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Phase 2 provides an account of the historical situation of the people involved

in the specific workplace and this will be considered in relation to education and

the workplace itself. The history in this case illuminates the reason for the

disadvantage in the workplace and provides some of the reasons upon which

my action plans in this research are based. Curriculum is historically con-

structed and shapes human experiences in the context of social forms such as

language, knowledge and culture; thereby involving the historical situation as

a fundamental part of this study.

Phase 3 is based on a literature review, and I attempt to explain the

development of critical pedagogy in relation to insights of some of the work of

critical theorists. My intention is to develop a 'theoretical' position which could

inform my practice.

Phase 4 includes the research methodology based on a description and

discussion of the particular form of action research which was used, explaining

how the research proceeded.

Phase 5 involved an exploration of the notions of emancipation, empowerment,

democratic values and education/training which I considered necessary for an

emancipatory educational process to proceed. To do this, I involved myself in

a process of triangulation: collecting data by multiple research methods based

on literature sources, questionnaires, interviews. I engaged in critical dialogue

and reflection to make these concepts meaningful through interactive

collaboration. All these resources were used to create other interpretive

categories so that these notions could constantly support the need to transform

the workplace situation as it became part of an emancipatory process.

In Phase 6, the action research project is introduced and described in detail.

Interviews, group discussions and reflection with participants in the project,

contributed towards an understanding of the Company situation and showed the

need for organizational change and educational intervention.
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As the phase progressed the development of the education process emerged

through a process of vigorous dialogue and reflexivity in which individuals were

involved participatively with a view to bringing about change. Participative

involvement included: critical reflection on the process; unveiling the situations

that could provide a source for learning and education in the workplace; and

challenging the existence of barriers to this process. Here I sought differences,

contradictions, possibilities and questions as ways of opening up new avenues

for action.

Phase 7 goes beyond the specific workplace action research project. Here I

consider the implications of this research project in relation to Phases 3, 4, 5

and 6, and raise questions. These practical implications of introducing

emancipatory practice to a workplace needed to be problematized and

considered in terms of the implementation. The crucial relationship between

theory, practice and transformation - i.e. between theory and practice and

between research and action - is discussed and analyzed with a view to

considering the possibilities discussed in other workplaces. In this phase there

is a critical interrogation of theory and the understanding of the concepts which

emerged in Phase 5 are used to evaluate the process throughout.

I attempt to highlight some of the implications of praxis in this research, for

myself as a reflective practitioner, and for others working towards education as

being emancipatory.

Phase 8 is the conclusive phase. It sums up the findings of this research and

the extent to which the findings hopefully can form part of a dialectical rela-

tionship between individuals and social development. I review the implications

of this research in relation to emancipatory education as a critical pedagogy.
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PHASE 2

HISTORICAL BACKGROUND IN RELATION TO THE

SOCIO-POLITICAL,

EDUCATIONAL AND BUSINESS SITUATION
IN SOUTH AFRICA

2.1 HISTORICAL BACKGROUND

2.1.1 INTRODUCTION

This rese~rch project involves people in a specific workplace. A process of

education is historically constructed (Phase 1:44) and because the historical

background in the case of this research informs one of the reasons for the

disadvantage experienced by the majority of the employees, this research

project will be discussed in relation to the socio-political, educational and
business situation it is located within.

Enforced legislation provideddifferent education systems for different population

and also language groups in the South African situation (Christie, 1986:125;

NATED, 1992:9-33). The Department of Education and Culture fell under the

House of Assembly in the Tricameral Parliament" (Financial Mail, 27

December 1985) and was for Whites only. The Department of Education and

Culture under the House of Representatives in the Tricameral Parliament was

12. Tricameral Par1iament - The South Alrican parliamentary system (1983-1994) made up ol three Houses ol Parliament:
House ol Assembly (Whites), House ol Delegates (Indian), House ol representatives (Coloureds).
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for people of mixed origin (coloured folk (sic) according to South African race

classification laws - see Transcription Conventions). The Department of

Education and Culture under the House of Delegates in the Tricameral Parlia-

ment was for people classified as Indian. The Department of Education and

Training (DET) was for people classified as African who did not have their own

elected representatives in the Tricameral Parliament. The Department of

Developmental Aid and associated Education Departments represented the

'Independent States', e.g. Transkei, Ciskei, Venda and Bophuthatswana (Finan-
cial Mail, 27 December 1985).

Inequality was enforced and Whites enjoyed the full benefit of free compulsory

education. Neither Africans, Indians nor people of mixed origin (Coloureds)

enjoyed the same privilege and, for future reference in this research, all these

disadvantaged groups will be referred to as Blacks when grouped together (i.e.

non-white by classification when referred to as a group).

At no time were the reactions of Blacks to this segregated education

considered, and this very system created an environment whereby Blacks

developed a "culture" of their own which was purposely "at odds with official

intentions". For the outside world, Bantu Education was for the purpose of

schooling Africans within their own system and culture, however, when more

deeply analyzed it became apparent that it was a vehicle to "institutionalize"

racism. Its actual goal was to produce a semi-literate industrial force to meet

the needs of an expanding economy. (Nkomo, 1981:127)

In fact it was not seen by Blacks as a school system, but a system to school

people into racial and class structures via a Black working class and a White

middle class. (Meerkotter, Interview, February 1988)

Consider that the majority of the employees in the research project found

themselves in these circumstances and, further, consider whether this could

have had an effect on their present job situation.
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Cultural, religious, political and economic developments which have shaped the

attitudes of South African people should be considered when trying to achieve

an historical perspective on education for Blacks in South Africa. As we

consider historical developments, apartheid" is the first word that comes to

mind and therefore it is necessary to understand that the apartheid philosophy,

as a cornerstone of racism, is a real issue.

Historically, apartheid gave new meaning to rigid racism as segregation was

entrenched within laws and structured administration. In essence, the National

Party ideology consigned the entire African population to 'traditional'

homelands" and they could only reside in the Union, as South Africa was then

called, if needed for labour. The only citizenship rights to vote could be

exercised in the homelands and besides this concession, all basic human

freedoms were severely curtailed (Joyce, 1990:16). Although entrenched by

the National Party Government after 1951, segregation and racism did not have

their origins at this time. Consider the questions raised by Joe Slovo in

Business Day, a daily morning newspaper:

These are all rhetorical questions precisely because the answers
don't need further research: they are notorious fact. When
Hendrik Verwoerd, the evil genius of apartheid, began to weave

Who legalized and institutionalized the reserve system? Who in
this century created the mosaic of segregated group areas? Who
put a stop to black freedom of movement through the pass laws?
Who transformed the mines into police-controlled ghettos? Who,
in our history, initiated and consolidated the vast land grabs from
the indigenous majority? Which section of our community was
the main pilot of the 1913 and 1936 Land Acts - the forerunners
of the bantustan system?

13. Apartheid • An ideology of 'separate development' defined and enforced by a variety of Acts from 1948 onwards. The
objective was 'total' segregation between whites and 'others' (HSRC, 1985:19).

14. Homelands - The 'homelands' commonly called Bantustans, are govemment-designated areas for African settlement.
They represent approximately 13 percent of the land area to which more than 70 percent of the South African population
was assigned on the basis of ethnic affiliation. The Bantu Self-govemment Act (1957) was promulgated to force the
country's main black groups into separate areas and separate development, allowing labour needs to dictate which
Blacks could continue to reside in the Union (Joyce, 1990:16).
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his "final solution" he did so with strands of yarn spun in an
earlier period (Business Day, 11 June 1993).

2.1.2 BEFORE1976

In pre-colonial days an informal education process was already part of everyday

life in African communities. This community-based education perpetuated itself

through songs, poems and stories which carried the history and traditions of the

people (Christie, 1986:30).

In 1652 Europeans began to settle at the Cape and the first signs of official

education were recorded after the British government permanently occupied the

Cape in 1806. Prior to this, sporadic attempts at educating tribes were made

during the rule of the Dutch East India Company resulting in the establishment

of a network of mission schools. Missionary sources carried this schooling

responsibility well into the 19th century and it was only in 1839 that State

education was introduced on a limited basis for Africans in the Cape (Behr,

1978:161). Ironically enough, inter-racial mixing was evident at this stage.

Mixed schools were found throughout the colony and as late as 1891 a third of

white children still attended "mixed schools" (Attwell, 1986:35).

In 1834 the emancipation of slaves took place in the Cape and government-

aided mission schools were set up to educate Africans "and introduce them to

western ways" (Christie, 1986:36). There is no evidence that Africans were

asked to participate in decisions made about this provision for their education

which could justify the emergence of possible frustration at this point. In fact,

no planning or involving of structures from their community needs were

registered, let alone considered. There seemed to be a general belief by

. Government that 'western ways' would be an improvement (Christie, 1986:36).

Was it ever considered that western ways could be a source of interference or

imposition?
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As early as 1853 South Africa had educational structures that displayed

patterns of social inequality along the lines of colour and class. In 1910 the

Union of South Africa under British rule was established. In 1913 the Land Act

was passed whereby Africans were zoned to 13% of the total land area of

South Africa and confined to so-called 'reserves'. In 1923 the Native Urban

Areas Act gave white authorities the power to exclude Blacks from so-called

'white areas'. Joyce (1990:12) drew attention to the fact that "... [this] statute

paved the way for the bedrock Group Areas Act, for mass forced removals and

the increasingly harsh application of the pass laws." At this point one can
confirm that apartheid, as already mentioned, had its origin long before 1948

when it was so viciously imposed by the National Party Government.

The political history of South Africa after 1910 shows a struggle between

conservative nationalistic elements, which coincided with Afrikaner Nationalist

heritage and attitude, and the more moderate elements under the leadership

Attempts to move Africans away from white areas unless they were needed as

workers resulted in the creating of black reserves becoming a fallacy. With the

development of the mining industry a need for intensive recruitment of African

labour from the reserve areas resulted in massive urbanization. At this point

educational facilities for all people should have been accelerated and yet the

education of Africans was still in the hands of African mission schools which

certainly did not provide sufficient facilities for all African children to be

educated (Christie, 1986:78).

Political differences between the Boers and the British characterized the white

South African society (Phase 1:16) and within these differences, the Afrikaner

need for nationalism and independence grew. Boer defeat in the Anglo-Boer

War did not give them the political independence they required and the Act of

Union in 1910 served only to create a single white parliamentary system which

did not quell Boer frustration (Keppel-Jones, 1963:160).
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of General Jan Christian Smuts. The latter's political control ended when the

National Party came into power in 1948 (Joyce, 1990:8).

The Minister of Native Affairs, Dr Verwoerd, has been brutally
clear in explaining the objects of the Bantu Education Bill.

Friction within the ruling class, i.e. the Afrikaner and English-speaking South

Africans, existed (Phase 1:16). Friction between this white ruling class and a

growing black population group, which was starting to exert pressure was being

consciously felt and heeded (Simkins, 1988:9). Repression of Blacks grew in

volume and intensity and 1952 marked the year of an upsurge in national

consciousness amongst Blacks. The African National Congress and the South

African Indian Congress launched the campaign for the "Defiance of Unjust

Laws". The cost was high as people were expelled from their jobs and many

jailed. However, it was an effective way of getting the masses to organize

themselves politically; a way of voicing indignation against an oppressive

government (Mandela, 1965:22-24). In response to this, the Government

(National Party in power) passed the Public Safety Act, the Criminal Law

Amendment Act and also made extensive use of the Suppression of

Communism Act.

As already stated, the National Party came into power in 1948 and there

followed a distinct new period in South African history whereby apartheid or

segregation of people was enforced by law. One of the retrogressive steps of

this era in South African history was the introduction of the Bantu" Education

Act whereby, from childhood, Africans were to be taught that "equality with

Europeans was not for them" (Joyce, 1990:29). "What is the use of teaching

a Bantu child mathematics when it cannot use it in practice?" These were the

words of Dr HF Verwoerd, introducing the Native Education Bill in Parliament

(1953). According to Mandela (1965:26):

15. Bantu· The 1950 Population Registration Act number 30 passed by the National Party govemment classified people
as White, Coloured or Native (later called Bantu and still later Black). The word 'Bantu', however, literally means 'people'
(Ormond, 1985:20).
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According to him the aim of this law is to teach our children that
Africans are inferior to Europeans. African education is to be
taken out of the hands of people who taught equality between
black and white.

In 1953, education for Blacks was put under the control of the central

government with the acceptance in Parliament of the Bantu Education Act

(DET, Public Relations Brochure, 1987). The Act brought about the closing of

almost all mission schools and night schools and the system of apartheid

education became entrenched (Christie, 1986:55).

Teach the children that the Africans are not one iota inferior to
Europeans. Establish your own community schools where the
right kind of education will be given to our children. If it becomes
too dangerous or impossible to have these alternative schools.
then again you must make every home, every shack or rickety
structure a centre of learning for our children (Mandela, 1965:29).

One of the main concerns expressed by Mandela (1965:26) was that this Act

took away the right of African parents to decide on the education of their

children, and placed this right in the hands of the Department of Native Affairs.

As part of his action plan for the ANC, he encouraged African parents to defend

their rights to decide on the education that will be given to their children.

Supporters of the National Party knew that they had helped propel their party

into power because they had fused their political ideologies with the needs of

the white working class. If they hoped to stay in power, it was necessary for

them to fragment the African working class so as to prevent the development

of an African movement which could take over their power base (Attwell,

1986:81). Because of this realization, it became imperative for the National

Party to break down African nationalism by attempting to retribalize them in

such a way that they could not have the impetus to mobilize as a group. On

the basis of this ideology, Uie National Party attempted to move Africans back

to areas "from whence they came" and, in so doing, make them non-South

African citizens (AttweIl, 1986:81-82). The Bantustans, or homelands, were
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devised to divert Black political demands away from the white parliament which

governed the country. This same plan of segregation motivated the drafting

and implementation of "Bantu Education" and assists one in understanding why

this new dimension to the schooling of black South Africans was introduced

(Christie, 1986:129; Kaliaway, 1984:92).

Resistance to Bantu Education was widespread, and throughout 1960,

resistance and dissatisfaction was shown by Blacks. Two hallmarks of such

resistance were the 1960 Sharpeville demonstrations, which were mass

demonstrations against the Pass taws," and the militant opposition in 1961,

when South Africa became a Republic on the strength of a Whites only

referendum (Attwell, 1986:79).

The government responded to this resistance by introducing laws allowing for

detention without trial (Mandela, 1965:91), and the point of issue was that

Blacks were in a 'vice-grip' reality that a minority government had decided to

proclaim a White Republic, under which the living conditions of the African

people would continue to deteriorate (Mandela, 1965:91).

The 1960's in South Africawere characterized by a white Republicversus black

Nationalism. On May 31 1961, South Africa became a Republic outside the

Commonwealth and, in spite of this and the ravaging effects of Sharpeville,

South Africa was on the brink of economic boom. Western nations were

contributing greatly to the South African economy. While the National Party

Government romped home with an unassailable victory and white South

Africans were confident about the future, the disenfranchised majority of South

Africans were embarking on a strategy of subversion of land targets e.g. power

installations (Joyce, 1990:44), as they were left only with the reality of being

16. Pass Laws - These are various Acts introduced by Parliament which bar certain people from defined areas, e.g. Africans
could only live and work in 'white' South Africa if they had documents entitling them to be there. Indians were not
allowed to live and work in the Orange Free State without permission. Whites had to have permits to enter black town-
ships. All African males carried 'passes' from 1 February 1958 and African woman from 1 February 1963. These laws
were apparently introduced to facilitate control of population movement (Ormond, 1985:108).
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excluded. Nelson Mandela (1965) records several appeals and efforts made

to Dr Verwoerd to include Blacks in the Republic referendum. These were

totally ignored, giving, in my opinion, no other route but sabotage. A total

disregard of this and the hopeless situation for Blacks within their own country

led black leaders to believe, at this time, that subversion was the only
alternative.

Cracks were beginning to appear in the apartheid structures triggered by events

inside South Africa, considerations of foreign policy, and regional security. "For

the first time since 1948 the Nationalist Government was forced to confront,

and react to, the realities of isolation and international hostility" (Joyce,

1990:72). The National Party Government prior to this freely pursued its racial
policies without serious interference from abroad. At home, leaders of extra-

parliamentary opposition were either in jailor in exile enabling the then Prime

Minister, Vorster, to attempt bridge-building exercises to bring Pretoria into

contact with some African States (Joyce, 1990:72). Although seemingly

successful, this was curtailed by the increasing support of independent Black
States for the anti-apartheid 'struggle' in South Africa.

The irony of the situation is that violent opposition to separate development had

built up in the very separate institutions where, a base was provided for people

with shared grievances to get together and react on their frustrations and

common goals. In fact, a collective pride, and collective need to react and

voice opposition, grew and exploded in 1976 contrary to any government

expectations (Nkomo, 1981:129,130).

2.1.3 AFTER 1976

The South African political and educational scene erupted in the streets of

Soweto on 16 June 1976 when 10000 pupils staged a protest march through

the streets which resulted in violence which spread to other parts of the country
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parts of the country. The ANC working through the UDF began mobilizing

black schools through the Congress of South African Students (COSAS)

(Sunday Times, 23 February 1986) and a growing education crisis gripped the

country.
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and raged for the ensuing eight months (Phase 1:21). Ostensibly, this started

as resistance to Afrikaans as a medium of instruction in certain school subjects.

However, a subsequent commission of enquiry added that discrimination, lack

of citizenship, shortage of civic amenities and restrictions to property ownership,

were also contributory factors (Meerkotter, 1993a:9).

During the 1970's the Black Consciousness movement under the leadership of

Steve Biko (Phase 1:21) gained momentum. His untimely death on 11

September 1977, and the Government crackdown on 17 organizations linked

to this movement, curtailed the growth of Black Consciousness (Phase 1:21).

Of great significance to this research at this time were the developments on the

labour front. Serious industrial unrest started breaking out with origins in

Durban and Carletonville (where 12 miners died as a result of police action).

Job reservation was being eroded as the demand for skills of Blacks grew, and

one of the reasons for this unrest was that Blacks were excluded from collective

bargaining (Joyce, 1990:73).

Following the Soweto uprising, many labour and community movements started

manifesting themselves, and these reached out to join the groups in education

circles in their resistance to apartheid structures. Some 600 organizations, in

opposition to the white minority Government, formed an umbrella body in 1983

called the United Democratic Front (Meerkotter, 1993a:10). The United

Democratic Front (UDF) became a highly active body in the campaign for

human and political rights even after the ANC was legalized in 1990.
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Arising out of the First Education Crisis Conference (held in Johannesburg 28-
29 December 1985) was the resolve to move People's Education for people's

power as a new form of education for all in South Africa (Meerkotter,

1993a:11). The intention of People's Education being to prepare people for

participating in a non-racial democratic system eliminating ignorance, illiteracy,

exploitation, oppression and equipping all people to participate actively and

creatively to action peoples' power (SAIRR, 1985:395). It was necessary for

People's Education to be located within the context of the education crisis.

Within a situation of profound social change in South Africa, an initiative to

break away from apartheid schooling was acted on by the Catholic Church. An

alternative to segregated schooling was required and in 1976 the Catholic

Church responded to the need by opening its schools to students of all races.

Apartheid remained the core problem responsible for overall inferior education

facilities for Blacks in South Africa and the denial of meaningful access to

central political power, where decisions were made for them without their

participation, was the root cause of anger, frustration and action. The intention

of the Government was to depoliticize education by disempowering people

through a positivistic neutral education geared to continue the socio-economic

and prevailing political dispensation (Meerkotter & van den Berg, 1994:8).

It was clear that the education crisis could not be separated from the socio-

economic and political situation in South Africa (Phase 1:21) and that the

ideologies of CNE with its associated political, social and economic control by

Whites, meant that it never was. Attempts by the National Party Government

to depoliticize education for Blacks in order to retard their development

opportunities was unjust and the rejection and the protest against this

domination provided the core for People's Education.

It took another ten years of hard negotiation with Government before open

schools were legally recognized in 1986. At this point schools were able to be
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subsidized under certain circumstances, by state funding (Christie, 1990:126).

In October 1986 the Government decreed that private schools could accept any

pupil regardless of race, colour, gender or creed (Christie, 1990:126).

By 1977 most church schools followed a philosophy of desegregation, and

according to an article in the Cape Times (12 June 1987) a total of 7608 black

students were attending 330 private and 23 state-aided or subsidized schools.

Prior to 1991 private schools were the only open schools but they were,

however, not free of prejudice because of fee-paying which limited parents who

could not afford fees unless a bursary was available. By 1991, the State had

introduced a model AlB/C/O plan in white education in an attempt to open

schools and apparently in concurrence with the need of certain school

communities to have a greater degree of autonomy in the admissions policies.

The education process in the country needed to be part of a continued change

action process. A relevant system of education needed to be developed. A

transformation process which involves the people for whom the process is

The history of education being used as a tool of oppression, understandably

made the National Education Crisis Committee (NECC) extremely cynical of

attempts to address the education crisis by private schools, government and aid

monies (particularly from the USA). The NECC suspected that they had a

hidden agenda of depoliticizing education in an attempt to create a silent

apolitical black middle class (Molobi, 1986:87)

The education crisis continued and, sadly, the words education and crisis were

linked after decades of misuse of the country's education system (Schwartz,

1990:75). Since 1976 there has been continuous school unrest. Black

students have protested about the education system and apartheid. Students

have marched, boycotted classes and burned schools. Teachers have

marched and refused to teach. People have clashed with the police over

issues of inequality in education and the police have retaliated.
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about needs to take place. Staggering figures outlining the reality of the

problem were given in an interview held with Ihron Rensburg, general Secretary

of the National Education Crisis Committee (NECC):

The government would have to triple its annual budget to at least
R30 billion to equalize black and white education. An extra R21
billion would be needed annually to bring resources and
pupil/teacher ratios at black schools to parity with those at white
schools. There are 14 million blacks of schoolgoing age (6 to 20)
in South Africa and of these 7,3 million attend schools while the
remaining 6,7 million have either dropped out or never attended
school at all. In addition about 60% of South Africa's black adult
population could be classified illiterate and innumerate (Business
Day, 8 January 1991).

If 60% of South Africa's black adult population were classified illiterate and

innumerate, then this could mean they would be unable to do a job that

requires them to read or write or count. They could not help children with

homework. They could not benefit from reading articles. They could not study

by correspondence. They could not read what politicians are asking them to

vote for.

Funding to meet critical education needs in South Africa would need to involve

business (i.e. the private sector). The private sector, therefore, must be found

to involve the communities and their needs in education, and to support them

in their endeavour to make opportunities for education. Could business be one

of the stakeholders that supported education initiatives to involve communities

through its employees? Could business be part of a democratization process

of education which was envisaged in relation to People's Education? Could

business understand that private initiatives in the arena of education, must be

carefully planned and implemented, in collaboration with organizations such as

the UDF which were part of the democratic movement?
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Attempts were made to establish a practical working group at national level

which would assist with the formulation of much needed education renewal

strategies by submitting proposals and responses to initiatives (Sunday Times,

29 September 1991). A joint working group was established in January 1991.

However, lack of consensus and difficulties in the selection of members stalled

the initiative (Sunday Times, 29 September, 1991). The Government appointed

the Director General of National Education to draw up and head an Educational

Renewal Strategy.

The Government's pledge to restore normality and ensure more effective

community involvement in education was metwith distrust and ongoing clashes

between the DET and the National Education Crisis Committee (NECC). The

State of Emergency, declared by the government on 20 July 1985 to contain

anti-apartheid protest by giving widespread powers of detention to the police

thereby attempting to stifle all calls for democracy in black communities which

heightened the struggle (Ormond, 1985:211). Power struggles within the

community and clashes with the DET led to a complete standstill at scores of

schools (The Star, 10 July 1990). At the time of writing, school boycotts by

teachers and students continued in Soweto. Most principals, teachers and

students were not focused on their involvement in leading a process of

learning as teaching was disrupted. Teachers lost interest as they had been

despised by DET, students and communities (Sunday Star, 14 June 1992).

The crisis still has not been addressed effectively. To change the situation in

the long term it would be necessary for the State, school representatives,

educators, community, stakeholders, trade unions and business to form a task

force which could act without delay to identify priorities and suggest practical

solutions (The Star, 25 January 1991).

This initiative was not community based and unless people excluded from the

decision-making process were included, the crisis in education could be

expected to continue. One must consider what transformation actually means

when proposing transforming changes in education (Phase 5:189).
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Transformation sounds mythical and steeped in romanticism when it is

described as: the re-invention of society accomplished by those who hope and

dream, and yet the reality is that society shapes education according to the

interests of those in power. Dominant authorities will support a practice that

keeps it in power; and one of the ways to change this is to be in the schools

or institutions where the hidden reality can be "unveiled" and not hidden by

dominant ideology or curriculum (Freire, 1987:36).

Teachers need to develop a discourse that unites the language
of critique with the language of possibility so that social educators
recognize that they can make changes. In so doing, they must
speak out against economic, political and social injustices both
within and outside of schools. At the same time, they must work
to create the conditions that give students the opportunity to
become citizenswho have the knowledge and courage to struggle
in order to makedespair unconvincing and hope practical (Giroux,
1988b:128).

2.1.4 RESEARCH QUESTIONS ARISING

During the early 1990's South Africa was in a state of political transition and

although the National Party was officially in control, the ANC were preparing to

be the dominant party in the future Transitional Government. Elections were

proposed for April 1994. Within this situation, people still had to face their

oppressive realities and constantly involve themselves in the process of change

to achieve a non-racial democratic South Africa. Apartheid lawswere removed.

Attitude, and the question of universal franchise, still needed to be contested.

In a society that is predominantly African, forcing desegregation and imposing

requirements of balancing the racial complement of schools, is as unrealistic

as forcing people of different races apart. The majority of South African

schools are populated predominantly by African children; therefore society

needs to be opened up. Any person should have the right to choose where

they wish to live and any parent should have the right to choose where they

wish to send their children to school. If certain people wish to live in a
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homogenous area and choose to have their school in that area open to children

of that community, they should have the right and protection if necessary to

make those choices. Conversely, if people wish to live in racially mixed areas

and choose to have their children at schools that reflect their community, then

they too, should have that right. Allow people the human right to be free and

in so doing ensure that no elite group has the right to dominate any other

(Crawford, 1989:165).

People are not all the same and never will be. As the research progressed the

diversity of difference became apparent. Could this diversity of difference be

a source of learning (Phase 1:9)? All people need the freedom to choose and

those who can't choose need their rights protected. In open education sys-

tems, students must be taught not to fear the development of a fellow student

or the background of a fellow student. Principles of fairness and equality must

prevail so that all students, parents and teachers, can form an influential part

of a non-racial democratic society. An anti-racist Bill of Rights would be

required to ensure that by law, people may not discriminate on the basis of race

within a freedom of choice framework. In addition, all people should have the

opportunity to participate freely in an open economy so that the right to choose

becomes more of a reality (Crawford, 1989:165).

How can one ensure that there is an equal opportunity for all people in a

learning environment and prevent discrimination? How could people who have

been discriminated against become involved in a situation where they feel free

to participate after so many years of being excluded? How can one learn to

accept difference and disagreement as resources for learning without over-

romanticizing their realities? How would the opportunity for people to respond

to the variety of political, social and educational pressures outlined in this phase

be made possible?

The company in which I was situated started in 1977. It had grown from a

complement of 10 people to 950 in 1992 and back to 680 (1993). The reality
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of the racial complement was that in 1977 there were three Whites and seven

Africans, and in 1993 there were 44 Whites, 1 Indian and 635 Africans.

(Decrease from 950 to 680 due to ending of a large three year contract which

employed 150 people for that contract only. In addition, a devastating strike at

the head office site in May 1992 resulted in the dismissal of 120 employees.)

If I reflect on the historical background outlined and consider the events

surrounding these employees' lives (both white and black employees) from

1977 to 1993, all that was done was obviously inextricably involved with all that

had passed.

The majority of the people in this workplace had experience of unequal

opportunity, imposed power structures, differing expectations and little, if any

formal education. Blacks and Whites worked together and yet, on the basis of

entrenched racism, they worked apart. How was I as a practitioner-participant

going to plan and direct ways to involve this whole community in the action of

change from within, so that they might become empowered? (Phase 1:39)

2.2 THE CHANGING POLITICAL SITUATION AND HOW
IT RELATES TO EDUCATION

A wave of change transformed Eastern European countries in the latter half of

1989 and saw crowds marching in the streets and governments having to give

way. Warsaw, Budapest, East Berlin and Prague rejected leaders of the former

Soviet Satellites. The Berlin wall came down and the cold war ended. Initially

people were elated, however, one must not romanticize about this new freedom

as this transformation does not necessarily mean that the countries involved will

become more democratic or more liberal (Time Magazine, 1992:13).

Michael Gorbachev, with his policy of openness and communication with the

world, was seen as a patron of change. The sense of freedom he created,
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however, brought about a potential for violence and even the disintegration of

the Soviet order which manifested itself during the course of 1990/1991. Many

South Africans saw de Klerk in this same role and then felt uneasy as changes

appeared to be unleashing unchecked violence all over the country (Kane-

Berman, 1993:16). Could these changes open existing ideology to scrutiny?

Apartheid in South Africa represented institutionalized racism whereby people

of different colour were to develop separately. This concept was made law

after the National Party's 1948 election victory (Ormond, 1985:14). For the

oppressed in South Africa, capitalism evident in class structure and apartheid

go hand in hand (Williams, 1984:127; Samuel, 1992:195). A capitalist system

was one of the tools used by the oppressor to uphold apartheid. Seeking an

alternative to this capitalist oppression, the oppressed turned to the Communist

Bloc. Could the wave of change in Europe have a bifold effect on South

Africa? A large majority of people could feel that an ideology that they have

believed in, collapsed in Eastern Europe and this could create confusion.

People could be challenged by the fact that mass marching and protestation

have toppled governments and rid countries of tyrants leading to the

empowerment of the once faceless masses (Time Magazine, 1992:14).

... forget that the socio-economic circumstances which motivated
South African people in the first place to the exploration of
socialist possibilities still appear in amplified form. The con-

According to Professor Jakes Gerwel (1991), Rector of the University of the

Western Cape, the fall of socialist Eastern Europe and the breakdown of order

in the Soviet Union has particular relevance to a South Africa moving away

from totalitarian and inhuman apartheid because communism was a vision of

developing human potential and human possibility. Gerwel considers this a

possible alternative. However, according to him, the application of it in Eastern

Europe and the Soviet Union distorted this vision. Gerwel fears people in

South Africa may let events in Eastern Europe cloud their vision for the need

for "human social equality and worldwide humanity" as they,

https://etd.uwc.ac.za/



64

centration of wealth in the hands of monopolies is greater in
South Africa than in any other place and the division coincides
with race and colour (Gerwel, 1991).

Change in South Africa was initially sporadic after the inauguration of President

FW de Klerk in September 1989. His ascension to the political 'throne' brought

an immediate outreach to the international community, talks with communities

within South Africa and a promise of change. Proposals to open public

amenities, freeing of political prisoners and unbanning of political organizations,

were among the changes realized by 10 February 1990 (See Appendix L: 487).

When, on 2 February 1990, de Klerk made his historic announcement that he

was to release Nelson Mandela and unban the ANC, the Berlin wall had been

down for three months and the anti-communist revolutions in Czechoslovakia

and Rumania were weeks old. A wave of democracy was sweeping the

communist world and the political landscape of South Africa was changing,

leaving no political organization untouched. Apartheid and the traditional

monopoly Whites had on political power started changing and the inevitability
of a majority government became an accepted fact. What remained uncertain

was the nature and transfer of power. What was definite was that, in the

process of negotiating a possible new constitution, there would be a need to

manage change, and more particularly, resistance to change that was agreed

to democratically. Because of the diversity of the South African population, the

most important task within this framework was the process of nation-building.

Language and culture are not the cornerstones of nationhood in South Africa,

therefore all South Africans will have to rely on common values and ideals. It

was accepted that common values of justice, peace, prosperity, progress and

participation could provide the basis of nationhood in a new South Africa

(Address by the State President, FW de Klerk. Opening of Parliament. Cape

Town, 1 February 1991).

The release of Nelson Mandela on Sunday, February 11 1990, captured the

hopes and expectations of a nation. The race for political leadership in black

https://etd.uwc.ac.za/



65
communities became evident as the reality of a post-apartheid black-dominated

government unfolded.

The change process which started unfolding in South Africa involved getting to

the negotiating table and negotiating a new constitution.

A president.

An all-party conference, with the initial exclusion of the Conservative Party

(CP), the Pan Africanist Congress (PAC) and the Azanian Peoples Organization

(AZAPO), was convened and named the Convention for a Democratic South

Africa (CODESA). These talks moved into deadlock and a National Peace

Forum was established to assist in negotiating with all parties, to encourage

them to re-instate the talks at the World Trade Centre in the latter half of 1992.

On Thursday, 18 November 1993, the headlines in The Star newspaper read

"Dawn of the new SA" to herald the momentous agreements finally reached in

the negotiating process at the World Trade Centre in the early hours of that

morning:

Just before 4am today the new South Africa was ushered into
being signalling an irrevocable loosening of the centuries long
white grip on power (The Star, 18 November 1993).

An interim constitution was tabled for South Africa, allowing for the following

political structures:

Deputy presidents from parties with more than 20 percent
support.

A multiparty Cabinet comprising parties with at least 5
percent support.

A 400-member National Assembly comprising 200 repre-
sentatives from a national list and 200 from provincial lists.
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A Senate comprising 10 representatives from each
province.

A constitution-making body comprising the Assembly and
Senate to draft the final constitution.

Eleven official languages.

Nine regions.

Universal franchise for all South Africans.

A Bill of Rights.

A Constitutional Court.

An independent judiciary.

A three-tier system of representation for traditional leaders.

A single police force and a single defence force.

Education forms an integral part of any society and thereby needs to form a

fundamental part of a social system. According to McGurk (1988:3), a nation

is a social system that can be inspired to change or transform. For this

function to succeed, it must be grounded in the problems of the present

situation and create an opportunity for all people to participate in the change

process (Phase 1:42). Development within a nation or society must in-

corporate all parts of a social system. Therefore, if political functions are part

of societal structure, then education, as an integral part of society, cannot be

separated from political functions (Meerkotter & van den Berg, 1994:10).

With all these momentous political changes, the social structure of society must

inevitably change. If education forms an integral part of society, then the

process of education must be involved in the change process.

South Africa is a nation with great diversity of language, culture and tradition,

and therefore there is a need to take advantage of this diversity in the process

of change. Recognition must be given to the fact that black South Africans

https://etd.uwc.ac.za/



67

have been excluded from participating in electoral politics (outside the

homelands) and have, therefore, been unable to participate in the formulation

of policies that affect them (Nkomo, 1981:27). In addition to this, there has

been a deliberate restriction of educational and vocational training of Blacks for

political reasons (Phase 1:17), resulting in inequalities contributing to the

education crisis and subsequent unemployment. If education cannot be

separated from political functions, a fundamental change in education strategy

cannot take place until a new constitution has been finalized (The Citizen, 8

March 1991). However, I understand that it is possible that schools can

manoeuvre within political structures and become democratized even in the
absence of a democratized State.

Change in constitutional structures affecting education will be slow as the

management of the education system is in the hands of bureaucrats. This is

coupled with the vastness of the problem brought into sharp focus in 1976 and

the disruptions and upheavals in black schools in 1983/84 (Phase 1:27).

Besides an investigation into the backlog of discriminatory factors that needed

transforming, and the necessity for equal education for all, the most relevant

need for "... planning, leading, implementing and evaluating in a real-life political

situation should not be underestimated" (Meerkotter, 1993a:21).

For resistance to be manifested so that it can result in change, a community

must act in a united way against whatever forces threaten it (Meerkotter,

1993a:21). The education crisis separated generations. The education crisis

separated teachers and students. If the notion of education in this research is

participatory and collaborative, involving all participants and therefore expecting

them to carry the same responsibility (Phase 1:1); and if participants are

separated from one another within the cause, then the process of change will

either not take place at all, or consensus may not be reached to effect the

change. All people must accept the responsibility of participating and being
involved.
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Civil disobedience on a mass basis has been carried out by ordinary people

wanting to seek better economic opportunities in towns. The need for jobs,

accommodation and schooling has motivated this move to urban areas by

people, and contributed to the breakdown of discriminatory laws in South Africa.

The Population Registration Act was the core of apartheid as it enabled the

classification of people on racial identity (Ormond, 1985:21-22). It has been

repealed and did not go in conjunction with a writing of a new constitution as

suggested by FW de Klerk in September 1989. The Mixed Marriages Act, the

Consider changes that have already taken place by people acting in a united

way within the prevailing political situation i.e. urbanization, education,

composition of people potential, changes in income distribution, bench

consumer spending, African home ownership, the rise of the informal sector

(particularly the advent of black taxis and shebeens) and black unionization.

(Kane-Berman, 1990:17)

Consider the effects of these changes on the erosion of apartheid. Prior to

1970, African Trade Unions barely existed and now they have emerged as

important stakeholders on the South African industrial and political scene. By

the end of the 1970's certain black students were being admitted to universities,

some without permission, and today all universities are free to admit students

of any race classification (Kane-Berman, 1990:17). Private schools opened to

all races (however fees were still discriminatory), and certain models of state

schools opened to all races (Phase 2:57).

In 1950 the National Party introduced the Group Areas Act to enforce the

segregation of races on trading and residential property rights throughout the

country. People of all races have slowly been moving into suburbs reserved

for Whites over the last decade and although prosecutions took place for this

offence, it has become increasingly evident that "... people in the corridors of

power have begun to have moral reservations about enforcing a law so

profoundly hated in the black community" (Kane-Berman, 1990:24).
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years of tension and turmoil, has remained central to the issue of change. If
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Group Areas Act, th~ Pass Laws Act and the Land Act have all been addressed

and repealed. (Friedman, 1990:46; SAIRR Countdown, 1991 :3; Hofmeyer &

Buckland, 1992:31)

Apartheid provided an opportunity for most Whites to establish an independent

economic base. The growth of this economy required a pool of black labour

who, in effect, have provided the leverage to end white supremacy. Blacks are

interwoven into the economy, which is dependent on them. Education, skills

and expectations of Blacks have risen with the acquisition of better earning

capacity; and in order to bring about substantial redistribution of wealth,

political power becomes the central issue (Kane-Berman, 1990:26).

Whites will no longer be able to contain a gap between themselves and rising

Blacks, emphasising the intense squeeze on resources as the contest between

haves and have-nots emerges (Attwell, 1986:192). Education will remain at the

centre of this tension because, I believe, it is fundamental to the issue of giving

the have-nots the opportunity to participate in a learning process that can close

the gap.

Changes have taken place in South Africa because the people have acted

(Phase 2:68). I believe that the centre of control of human development lies

in the ability of human beings to act and the action of creating a just society is

a human responsibility (Phase 1:4).

In the process of negotiating, we are experiencing changes in power structures.

South African society is opening up as apartheid structures are broken down.

There is a need to accept that language and cultural differences are a reality

and in an effort to develop a nation, we need to rely participatively on common

values based on democratic ideals (Friedman 1990:47).
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education, with all its myths and realities, provides a basis for making

knowledge meaningful, and if this critical 'giving meaning' provides a basis for

learning to bring about change through participation, involvement and accepting

responsibility, then education must be fundamental to' all political, social and

economic change in this country. If this notion is not one of over-romanticizing

the issue, then I needed to find ways through educational practice in the

workplace to negotiate, act on and manage change. In acting on and

managing change I needed to be particularly mindful of the fact that there

would be people who would resist these attempts at change.

Co-operatives in Denmark;

Scandinavian Study Circles relating to social democracy;

American Land Grant Colleges concerned with rural development in the

USA;

The Societá Umanitaria of Milan which was founded in 1893 and

convened the first conference on adult education. It established the

Italian Peoples Universities and the first adult education unions before

1910 (Lovett, 1988:xvii).

2.3 HISTORICAL BACKGROUND TO THE ADULT
EDUCATION MOVEMENT

The Adult Education Movement has traditionally been involvedwith movements
of social change such as:

In North America the education tradition of active involvement in social,

economic and political issues was found in the European Folk High School

movement. In Denmark, adult education was associated with the Co-operative

Movement, Danishnationalism and culture. In other Scandinavian countries the

link with the labour movement was strong. The USA responded to influences
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in adult workers education which can be seen in the Labour College movement

during the 1920's.

It provided workers with hard intellectual education, within a
Marxist perspective, and training practical skills. The knowledge
and experience gained in strikes and other industrial activity were
not regarded as interruptions of school work but as genuine
education as a result of which students and teachers alike bring
wiser judgement and a keener sense of reality to their classes.

In some schools students and staff had to work, as well as study
together, often reversing the usual roles (Lovett, 1988:xvii).

Both the American Labour College movement and the Work Peoples College

played an important role in the American Labour movement in the 1920's, later

stemmed by conservative trade unions and government.

In the 1930's the Highlander Folk School, which still survives, emerged in

Tennessee (USA) and played a role in the development of the trade union

movement and the Civil Rights movement in Tennessee. According to Lovett
(1988:xviii):

It was deliberately vague about the exact meaning placed on its
governing concepts - brotherhood, democracy, mutuality,
concerted community action - letting the time and the people
define them more precisely. It quickly learnt that ideology, no
matter how firmly rooted in objective reality, was of no value if it
was separated from a social movement of struggling people.

Its axiom was 'learn from the people and start education where
they are'. It sought to educate people away from the dead end
of individualism into the freedom that grows from cooperation and
collective solutions to problems. Its goals were the release of the
potential and energies of the people not the relief of those
problems. Like the Labour Colleges it placed great stress on
culture and art, particularly local working-class culture. However,
there was less stress on hard intellectual effort and more on
education for the will and imagination and creative human
relationships. Highlander suffered from attacks by the Ku Klux
Klan and other reactionary elements in the South. In 1961 the
State of Tennessee seized the school's property and revoked its
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charter. However it was quickly reorganised and rechartered
under its present name, the Highlander Research and Education
Centre, and continues its work on a new site in New Market,
Tennessee.

The idea of building "People's Education for People's Power" was
born out of the 1985 education crisis. People's Education
embodies a fundamental critique of Apartheid Education. It aims
to take the initiative in developing an education system for the

Coady, a Danish priest, who was part of St Francis Xavier University in

Denmark, believed that adult education was an aggressive change agent and,

in its mass movement of reform, social change could be brought about

peacefully. He was part of the Antigonist movement which originated in

Canada, and he believed that reform came through education, public

participation and alternative institutions. Although linked to social action, it did

not embrace the Marxist analysis of the American Labour College movement.

In Great Britain, active involvement with social movements is associated with

the National Council of Labour Colleges. Workers' Educational Association

(WEA) was a more traditional liberal approach, more democratic and more

flexible in its teaching, developing a more critical approach. It remained the

main provider of working-class education, seeking state support for its work.

In countries working towards fundamental social change, there was a focus on

popular education and alternative educational movements. People's Education

was a relatively new concept in South Africa, although a number of other

countries with comparable social and historical conditions - e.g. Brazil,

Salvador, Nicaragua, Chile, Zimbabwe and Angola - already had "popular adult

education movements" (CACE, 1988a:1).

According to Bundy (1986:26) as reported by CACE (1988b:6), in South Africa

the beginnings of alternative institutions based on direct democracy ("People's

Power") developed in the broad community:
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majority of South Africans, involving parents, teachers, students
and workers.

The major sources for understanding People's Education are the
resolutions taken at the Soweto Parents Crisis Committee
conference in December 1985, and the subsequent National
Education Crisis Committee conference in March 1986. The
NECC has played a leading role in the process of formulating a
content and practice of People's Education, which is being taken
up by student, teacher, parent and educational organisations
nationally.

People's Education is very fluid, shaped by ongoing political and
educational developments. Since the State of Emergency in
1986, the state has tried to limit the development of People's
Education. Students, teachers and NECC leadership have been
detained and the implementation and discussion of People's
Education in schools has been banned and in February 1988, the
NECC has been restricted along with 16 other organisations.

It is in this repressive context that a range of organisations have
been working to populartse and implement People's Education.
There are many creative attempts to apply and elaborate
People's Education principles in schools, universities, community
and adult education programmes and organisational campaigns
(CACE, 1988b:6).

Although much has changed in the history of adult education as reported here,

it is important to view the brief history of adult education in the context of the

influence of some important theorists (Phase 5:92) against the implications of

the historical background in a social context, and to consider how this was able

to enlighten the research project (Phase 2:66). What emerges is a need for

human control where education takes its inspiration from social action acting

as a change agent, taking into account,

voice and the need for the people to be heard;

the experience of practical issues;

the teacher as learner and teacher;

the active involvement of people within a democratic value system.

All of these aspects played an important role in the research project.
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2.4 EDUCATION AND THE CHANGING SITUATION

IN THE WORKPLACE

2.4.1 BACKGROUND

Changes in the political arena have certainly challenged management of

organizations in South Africa. The business environment historically reflects an

established, functional, industrially-driven economy, intertwined with an

urbanising, poorly trained, majority sector of our society which has been subject

to massive unemployment; insufficient and inadequate housing; poor primary

health care facilities and limited education opportunities with low education

standards. Disenfranchised people under these circumstances have rising

expectations and increased dissatisfaction develops due to the inability to meet

these expectations (van Breda, 1991:13). How are organizations going to

manage these expectations and dissatisfaction?

The business sector showed a rising interest in public policy, proved by

longterm planning in businesses supporting independent policy research

programmes. In spite of deliberate low profile tactics, there was continued

evidence of committed involvement by business people to influence and

challenge the status quo in Government during the 1980's (Centre for Policy

Studies, Policy Perspectives, 1989:115) as well as involvement in social

responsibility programmes (See Appendix A:396). Was this involvement self-

serving and did the people in the workplace participate in this involvement?

Business organizations develop and implement policies on a number of issues

and obviously have a high measure of control on in-house policy and procedure

factors. Outside organizations, such as trade unions, have made inroads into

organizations: turning previously self-determined policies into negotiated issues

e.g. wages. With this development must be the growing recognition that

political change will influence organizational change (van Breda, 1991:13).
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Merely removing apartheid will not relieve these problems in the immediate

future. Could active participation in in-house educational strategies on a micro-

level contribute to changes in the socio-economic future of South Africa? Could

business participation in alternative education interventions playa role in the

crisis situation? Could changes within organizations that allow all people the

right and opportunity to participate and take responsibility for their own lives and

development, contribute to a transformative process in this country based on

an emancipatory education approach?

Within the South African context, business is a profit-making enterprise and its

productivity depends on people. The majority of these people are part of, and

have passed through an education situation which has contributed to their

disadvantage. These inequalities and legislated separate education dispensa-

tions based on skin colour, have deprived people of the opportunity to develop,

as is the case in the workplace in which I was situated (Phase 1:6). In this

circumstance, education could play a role in contributing to eliminating

inequalities and separation, increasing opportunity and providing processes for

developing people (Crawford, 1989:2).

Education forms an integral part of any society and therefore will be an integral

part of change in a social system or business culture (Phase 2:66). The

effects of the education crisis obviously will involve business because if they do

not address the education problem, their businesses will be directly affected.

Critical shortages of skilled labour, low productivity levels, increasing demands

by unions for education assistance and the general destabilising effect on

society and workers is already being experienced.

For transformation to take place there needed to be an investment in people

development through education and training (COSATU Human Resources

Committee, 1992:82). Could there be a growing need for a change in approach

to education and training strategies within the business environment?
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Business involvement in education has reached a critical stage. Financial

support for education through social responsibility programmes has been

forthcoming for years and has met with some cynicism (Phase 2:90). There is

now a greater need for constructive engagement in the education process; and

an even greater need to understand that no process is worthwhile unless the

people for whom the process is being initiated, are themselves involved and

participate in the decision-making and action.

Business is undoubtedly a major user of the educational delivery system and

therefore has a need for educated people. In addition to providing job

opportunities for developing people, business has resources that can be utilized

for developing adult learners. A key strategy for the growth and, indeed,

survival of business in the 1990's, will be the development of adult learners.

Therefore, business could playa role in the education process.

2.4.2 EDUCATION RELATED PROBLEMS FACING THE
SPECIFIC WORKPLACE IN THE RESEARCH PROJECT

While the problems constituting the education crisis are many, some of the

people-problems that manifested themselves for me at the start of the research

project were:

Little, if any, formal schooling among employees seemed evident when

I interacted with them.

There appeared to be an inability to plan, lead, organize and take

responsibility for change because the opportunity to take such initiative

was never available.

Generally there was a lack of practical experience in participating and
voicing opinion.

There certainly was discrimination and an insensitivity to human dignity.

I came across many people who could not read or write.
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There seemed to be a legacy of racist thinking and job specific training

that was too narrow and sometimes inappropriate.

For education to be addressed in a workplace, an understanding of the

historical background and political, social and economic situation is vital so that

participants (employees) can reflect on this and be involved in a process which

assists them in recognizing the need for change, with them being part of the

change process. If the concern is how a business faces the challenge of

emancipatory education within a workplace, perhaps notions such as

participation, empowerment, transformation and democratic values need to be

considered. Key stakeholders in the education process such as employees,

employers, education bodies, trade unionsand community organizations should

be involved because, unless education becomes relevant to all people, the

change will be of little consequence (Phase 7:354).

Within the education crisis situation, two of the factors which aggravated the

situation, were grinding poverty and massive unemployment. These place

education beyond the reach of the majority of South Africans, confirming the

statement made by NEGG spokesman, Ihron Rensburg (1990), that 90% of

children who dropped out of school allegedly did so due to poverty rather than

for political reasons. One of the ways of addressing the issue was the

formation of a single non-racial education system, providing free compulsory

non-interrupted schooling. At the same time, there needed to be business

intervention as the State can not provide for the R21 billion backlog needed to

equalize education. While this may provide a future solution, what then of

those people already in the workplace with little or no formal schooling; and

what of those already marginalized by having dropped out of school, or being

unemployed?

A new business culture, developing a culture of learning to empower the

individual, would need to develop to reconcile social and business practice in

order to stress job creation and equal opportunity. Would employers be able
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to face the challenge of developing the educationally disempowered people

already employed in the workplace?

Business leaders are being thrust into new roles as they are being placed

under pressure worldwide to 'humanize' these institutions. According to

Koopman (1990:4), one only has to study the most recent events in Eastern

Europe (Phase 2:62) to see the proliferation of management buy-outs; part

ownership of business by employees; and participation and empowerment of

the individual to appreciate the pressure of these changes. In South Africa, the

business arena is a volatile and highly politicized arena. Our society is stra-

tified and divided and most of our people are poor (Phase 2:77): a situation

compounded by the mismatch between the education system and the work-
place. The expression of grievance cannot take place through normal political

channels because the people most affected are unemployed or underemployed

and oppressed. Trade unions have grown as the only tool employees have to

provide a modicum of empowerment. This has posed difficulties for the

autocratic business concerns; and the challenge is to reposition development

activities from unilateral decision-making to participative operation involving all

people inclusively.

I argue that education is a life-long process. In the process one learns skills,

attitudes and values which are relevant to the total situation one is in, including

what is relevant to the work situation. Education can prepare people for the job

they do and is, therefore, linked with the workplace (Christie, 1986:184-188).

Obviously politics cannot be removed from education or business (Phase

4:117). How can education and development of people continue as the

negotiation 'battlefield' of the South African society transforms? Without

educational development, people could be denied the opportunity of learning

to participate, which is at the core of negotiation.
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Historically it has been seen that business got rich from apartheid policies,

mainly through the constant supply of abundant cheap labour. Pass laws and

education structures, that did not create opportunity for the majority of South

Africans to develop their skills and talents, ensured an ongoing supply of people

prepared to take on any job. Today the South African economy is faced with

the reality that the majority of the people in our work-force are unskilled. This

is coupled with the trend of higher skill requirements, and very few jobs are

available for those who cannot read, follow directions or use mathematics

(Workforce 2000, 1987). As the process of change unfolds in this country,

people need to be empowered through the process of education; and a correc-

tion of the situation in business is going to hinge on well planned education

strategies and the collective efforts of private industry, political parties and other

stakeholders. The challenge is to break from apartheid and find new solutions

with the people (Sisulu, 1986).

Democratization of the workplace must become a feature and education

strategies must be addressed that will in effect bring about organizational

culture change. Is it not possible that most of the low productivity suffered in

this country may be due to socio-political alienation of our work-force? South

Africa's new prosperity will need the building of a non-racial democracy with

equal human dignity and opportunity (de Seer, 1990; Samuel, 1992:114).

Education initiatives in a number of companies have been, and in many

instances still are, grouped together under categories such as social

investment, social responsibility, black advancement and affirmative action.

These have been introduced in response to the situation that South Africa has

an abundant supply of black labour most of which is relatively unskilled

(Crawford, April 1991).

Basically, business is required to make money for the owners or stockholders

and these initiatives or programmes are run as voluntary expansions of the

company's resources: to do something not required by law and without
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immediate economic benefit. These programmes therefore are not integrated

into the organizational structure of the business, but are added on and are

essentially separate from the mainstreamof conducting business. For example,

black advancement programmes have been developed specifically to advance

Blacks within an organization, and affirmative action has been a process

adopted by management to ensure that action to drive programmes that create

equal opportunity is taken by all in the company (Cooper, February 1991).

Social responsibility, black advancement and affirmative action may all have

their place. However, they form only one component of conducting business

in a manner which is responsible to society. It is not enough to improve efforts

at appearing more humane. Something more fundamental needs to change

(Block, 1992:9).

Political change will, in effect, bring about organizational change and people in

organizations need to be conditioning their employees to accept the reality of

change within South Africa, and the inevitability of change within the company

itself. The values of an organization need to be reviewed as well as the

process of power structuring and the right to 'voice' within the Company. As

political change in South Africa is managed, so must the management of

organizational change occur. The problem business people face, and more

particularly conservative business people, is how to deal with black aspirations

and racial polarization.

2.4.3 FACING THE PROBLEM

For business people to face the problem there is a need for the people involved

within the business to discover what the issues are relating to schooling,

education and the need to continue education, for people already in the

workplace. In a country where legislated inequality was the reality in the

process of education and schooling (Phase 2:46), access to schooling became
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a critical issue and was related by those discriminated against, as crucial to job

access.

Business will increasingly depend on skilled Black labour and Africans, mostly

unskilled in terms of business requirements, constitute approximately seventy

percent of the total South African workforce. As of 1980, forty percent of

economically active Africans in urban areas were said to have had no formal

schooling and an additional forty two percent, less than five years of formal

schooling. The projection by the 1990's is that Africans will need to provide at

least eighty eight percent of the country's skilled manpower (Rensburg, 1990).

At the time of writing this research the manpower need and the lack of formal

skills as required by business were still considered a critical issue.

Clearly, schooling was not compulsory for Blacks which it was for Whites at this

time (Phase 2:47). In addition, many black parents had little schooling

themselves and were unable to support their children at school. Bantu

Education, job reservation, overcrowded and. ill-equipped classrooms,

widespread poverty and poorly qualified teachers also contributed greatly to

school drop-out (Cosser, 1991:83).

Lack of schooling, lack of skills as required by the business sector, expectations

regarding access to schools or better schooling have contributed to limiting the

access one has to a job. Consider how high levels of illiteracy among black

people in South Africa, grounded in the ineffective education system these

people have been forced into, can contribute to unfair workplace proportions.

A history and background of Black education versus White education clearly

shows that access to education for Blacks was purposefully limited by law in

South Africa and has major implications for the development of a liberated

democratic South Africa. The need to upgrade literacy skills, and therefore

communication skills, needs attention because it has become apparent in the

workplace that employees with poor reading and writing skills enjoy limited
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growth (Gwala, 1991:38). Reading and writing skills can be taught in schools,

but not necessarily true literacy (Phase 6:265).

Consider the number of employees in the South African workplace situation

who have had a disrupted school life. Could this not accentuate educational

needs of employees already in the workplace? For an organization to address

education strategies, or ways of exercising responsibility to society, surely the

employees of the company must be involved in a process of consultation and

participate, and be involved, in decisions to be made for and about them.

In the world of unstructured education the real focus is on how
much information can be communicated to how many people
which has little value for any organization or employee (Bowsher,
1989:37).

A new approach to human resource development in business was put forward

by the COSATU Human Resources Committee (1992:79) whereby it formed a

central part of a larger programme for economic growth and political

development. According to their proposals, education and training should be

linked to political and economic reconstruction and should include education

needs, essential ingredients of formative basic education, the re-organisation

of work and the necessary technical skills and development needs of
employees.

Would an education strategy be a possibility within a workplace?

One of the downfalls of education in a workplace is people's understanding of

how they are involved and for what purpose. The unstructured nature of

courses where measurement is based on how many employees complete a

course rather than whether or not the employees learn and use what they

learn, is a common occurrence in workplaces.
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If an education strategy were to be planned in conjunction with employees, their

education needs could be highlighted in relation to company needs and the

interventions could be meaningful to the person involved in the situation.

Are people treated with the dignity that would make this assumption
evident?

Are people allowed to participate in decision-making?

Are people involved in the process of how the company operates?

Are people expected to take responsibility for their actions and, more

importantly, what barriers prevent them from acting in the first place?

An education strategy could be introduced to facilitate the historical backlog of

poor education and the education crisis which has affected, and still affects,

employees and their children and communities. There is a need for people to

learn how to participate and be involved. In effect, none of the best intentions

will be relevant unless the people in the situation are empowered in the

process, and given the freedom to accept the responsibility of bringing about

the needed change by participating fully in the process (Phase 4:152).

Many companies in South Africa have introduced development and training

within the company, specifically concentrating on executive development,

management development and skills training. Isthisdevelopmentformingpart

of an education process and, furthermore, is the process of education

emancipatory, empowering the people to take responsibility for their own lives?

Are companies ensuring that the process is non-discriminatory, fair and

providing opportunities for all? If people are the core of the company (Phase

1:5):

There is a need to refocus education in a workplace and seriously consider all

the barriers that prevent learning and development in this environment.
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How could research in a single company respond to a notion of emancipatory

education and empowerment of people in the workplace? Working in a specific

company could assist me in becoming part of a participative process where the

notion of emancipatory education and empowerment could be actualized. In

Phase 6, the experience of being involved in a specific company is recorded in

the hopes that the situation will develop meaning and increase our

understanding of emancipatory education in a workplace.

Education does not occur in a social or political vacuum. In this phase the

extreme authoritarianism and anti-democratic practice, traditionally part of South

Africa's social, political, economic and educational environment has been

reflected on. The country, the business environment and schools are almost

always structured in a top-down hierarchical manner, marginalizing people in

formalized power relations and legislation that is not inclusive of all races,

cultures, genders and classes.

There is a need to challenge a situation one is faced with and seek

improvement which is not imposed but is "controlled" and "owned" by the

participants themselves (Hopkins, 1985:25). There is a whole body of critical

pedagogic theory which could inform this need. Most of the critical theory is

directed at schools, adult education, or more specifically, literacy or basic and

life skills education. As my involvement in a specific workplace continued, I

needed to consider being a practitioner of transformatory education and accept

This research is about an emancipatory educational process and one becomes

aware, in this phase, how most of our legislation and educational structures as

a result, mitigated against the development of emancipatory action research in

South Africa. At this point it is important for the reader to understand that I am

aware that much has changed since 1993. However, for the purpose of this

study the situation that was recorded is relevant and the findings that follow are

equally relevant even within the situation of change that has taken place since

1993.
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the responsibility of creating opportunities for participants and educating myself

in the process. I sought direction from McNiff (1988:43) who stated that action

research has the potential to generate theory by" ... communicating the

potential of one theory to create new theories" in the process of reflection-in-

action. As part of this reflection-in-action, it was necessary for me to review the

process of critical theory and the work of critical theorists, to face the challenge

of transforming practice in a workplace situation as an informed practitioner.

Practices experienced in my personal education process have led me to

consider the work of critical theorists to inform my own practice, because

situations I encountered can be identified in some of their writings. I did this

in the hope that my practice can be informed by this theory in a reflective,

transforming way. The following phase, therefore, enabled me to reflect

critically on past action and critical theory so that, in the research project, it

could be possible to shape by planning, acting, observing, reflecting and
reshaping, followed again by action, reflection and reshaping in a constant

movement, from practice to theory and back to practice. (Kemmis & Mc
Taggart, 1982:10).
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PHASE 3

TOWARDS A CRITICAL PEDAGOGY

3.1 INTRODUCTION

In the preceding phase the socio-historical context of this research was traced

"... situated against a background of structured educational underdevelopment

and repression" (Adendorff, 1993:45). All participants in this research project

were part of this socio-political situation and the occurrences, therefore, formed

part of the participants' experiences.

As is evident in the autobiographical reflection (Phase 1:8), like most South

African teachers, I was taught to transfer knowledge aimed to reproduce a set

of imposed values that concurred with this socio-political situation (Phase 1:16).

Having moved from a traditional school site to that of a workplace, I realized

that this type of teaching was perpetuated in the workplace, contributing to the

disempowering of employees. How was I going to develop a new discourse of

education to reveal new possibilities for thinking about and organizing

workplace experiences, involving the needs, interest, history and culture of the

employees or participants involved in the process of education?

Traditional education theory, in my experience, had not gone beyond the given,

which means I needed to understand and critically examine the dominant views

of educational theory and research, and their relationship to educational

practice, to seek an alternative approach. In so doing, I would attempt to

develop a philosophical position within which an account of theory, research

and practice could emerge.
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Almost a decade ago, critical education theory started developing as a critical

response to the "ideology of traditional educational practice" (McLaren,

1988:xxix). To be part of this critical response I needed to review my position

as a professional practitioner in a workplace and reconsider, and contribute

towards, possibly transferring the fundamental nature of the conditions under

which I worked. Critical pedagogy, based on critical education theory needed

to be considered and located historically and developmentally. As I attempted

to do this, therefore, my approach to critical pedagogy would be related to how

I viewed myself as a professional and how I viewed pedagogy and curriculum

discourse.

Critical Pedagogy is committed to the transformation of structured
inequality and disempowerment in society. It is a form of
educational practice that seeks to integrate curriculum content
and design teaching strategies and self-evaluation, in the interests
of developing a critical and actively participatory citizenry.
Rejecting the conventional notion of schooling as a neutral and
transparent institution detached from the process of history and
power, Critical Pedagogy views teaching as an essentially political
activity (Adendorff, 1993:71).

Did I understand curriculum as a form of social theory and how did it relate to

my professional role as a teacher both in and out of a traditional school site?

How did I view pedagogy? How did I view critical pedagogy? How did I view

adult education in relation to critical pedagogy?

3.2 THE NATURE AND HISTORICAL
CONTEXT OF CRITICAL PEDAGOGY

Critical pedagogy enables learners to reflect on their own development and

formation and, because of its participatory nature, individual differences can be

as important as group consensus. Social and self-empowerment are "ethically

prior" to the mastering of skills; race, class, power, gender and culture can be

scrutinized, and the relationship between school and society can be challenged
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As people we have a responsibility to act individually in society, but we also

have a responsibility for the system in which we operate (McLaren, 1989:160-

163). In other words, a responsibility to act individually and think globally.

According to Lovett, Clarke and Kilmurray (1983:129-130):

Massive social and political changes, innumerable generalised
threats and unresolved economic insecurity have combined to
unnerve many previous certainties.

From the mid-1960's onwards, as the post-War boom ended,
widespread uneasiness, both about accepted aspirations of
society and the means used to pursue them, has repeatedly
taken hold of sections of the population. What had been, for at
least 20 years, reasonable confidence in the bounty of western
scientific and social progress slipped steadily into anxiety about
numerous aspects of the enterprise. Capitalist economics came
under scrutiny from renewed interest in both marxism and
environmentalism (both straightforwardly religious or naturalistic
and as a secular concern about ecological damage). The
dominance of European and American global interests was
increasingly seen as imperialism and was met by a surge of
nationalist politics, both in the poorest countries and in the
heartlands of prosperity. The western scientific tradition, in terms
of both empirical inquiry and technological application, was
subject to widespread commercial and political exploitation and
confronted by a revival of religion and mysticism. The associated
liberal tradition of education came under attack from
progressivism, relativism and varieties of anarchism, as well as
attempts to reimpose reactionary dogma.

In all these and other aspects, publicly active people were
seeking new methods of resolving social problems. There was a
great deal of debunking old traditions, from the Marxist to the
conservative, and a search for new beginnings which would avoid
the blemishes of the past.

Concurrent with this situation was a society faced with social, economic and

political problems; technological change; unemployment; racial tension;

crime; poverty and major changes in social attitudes and values. This

research took place in this context. How could people be challenged to change

this existing order of things? How could people participate in this change

process in such a way that it could be considered emancipatory?
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Against this background of discontent, critical pedagogy emerged as a

commitment to the oppressed in an attempt to empower the powerless and

respond to social injustice and inequality. It was founded on the belief that

social and self-empowerment is an ethical priority. This priority, therefore,

involved a moral dimension to undertake a socially critical reconstruction of

pedagogical practice (McLaren, 1989:162). This notion of critical pedagogy

developed as a result of disillusionment with traditional education research.

In the second half of the 19th Century a powerful intellectual movement, called

positivism, arose. This movement embraced a traditional approach to

education theory which required teachers to develop summarized results of the

thinking of others. Traditional education research was constructed on the basis

that theory (research) and practice (application of research) are independent

of one another (Morrow, 1993:1). In this approach, knowledge claims must

stand or fall by the result of observation and experiment. Validity and

objectivity were all important and there was no place for opinions, experiences

or values. (All these features of positivism were evident in experiences

recorded in this research thus far.) (Phase 1:22-26).

... deconstructing the values, assumptions and interests
underlying social practice to uncover different understandings of
reality and existing power relations. The process is not 'ob-
jective', 'value-free' or 'neutral' as the traditional approach inferred
and the aim is not for an 'expert' to construct theories which
others implement (Kriel, 1993:33).

Critical theory began to provide an analysis of schooling and education and

illuminated a process of,

Positivism is seen as a value-laden philosophy of education because it is part

of a paradigm of an inherited mode of thinking which, in itself, is not impersonal

or objective as claimed. Rather it incorporates ideological preferences and a

particular conception of reality because "... [it] claims to rescue educational

theory from ideological bias and value conflicts but could only achieve this by
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indoctrinating educational researchers into the values and ideology that the

dominant scientific paradigm prescribes (Carr & Kemmis, 1986:75).

Within this view there is a failure to recognize intrinsic relationships between

means and ends; and to try and separate and relate these to facts and values,

is inconsistent. Educational means are always value-laden because they

involve attitudes of, and about, other people. Educational theory traditionally

was a "... socially supported unexamined way of seeing the world which shapes

and guides social action" (Carr & Kemmis, 1986:132). Critical theory on the

other hand, recognised a connection between knowledge and interests, of

theory and practice (Mouton, 1993:86) and through critical theory the world

would not be viewed as an unexamined entity, but rather an entity to be

challenged both intellectually and practically (Horkheimer 1976:270).

A form of education research developed, therefore, which could challenge the

positivistic role that science, as an ideology, played in schools and schools, in

turn, played in political and cultural life; and in so doing, new advances of

social theory and new methodologies could be annexed. New relationships

between reflection and action, made possible by interaction, emerged, informed

and uncovered the power relations and the historic, social and material

conditions underlying the background of discontent highlighted at the start.

For the purpose of this study, a theoretical framework for understanding critical

pedagogy was developed by reviewing the work of a group of critical education

theorists and some of their contributions to critical theory.

At this point it is important for the readers to understand that it is not my

intention to give a critical review of the entire life-work of the theorists that I

discuss. Instead, I will select from, and review, their work in the context of the

traditional educational setting which I experienced and the subsequent

problems I was challenged to address. For some, it may seem that the texts

that I use have been conveniently selected. I am aware of this possibility, but
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am more concerned with how these specific theorists would consider an

emancipatory education process supported by notions of participation,

empowerment, transformation and democratic values, against a background of

formal traditional education.

The development of critical educational theory involves the insights and theories

of a diversity of theorists and practitioners who have contributed to a variety of

ideas and perspectives that form the framework of this research.

Most of the literature on critical pedagogy is concerned with schools. As an

extension of this I argue that pedagogy embraces education not constricted to

a specific site or to children or adults. Interestingly enough, the historical roots

of many adult education movements were situated in a concern for social

justice and radical change as educators grappled with social, economic, political

and moral issues facing people in a complex, violent, unequal and rapidly

changing society (Phase 2:70). Many of the concerns that emerged in the

post-war period regarding social engineering in schools, also concerned adult

education. Education as a life-long process, and education for change were

notions introduced to challenge tradition and an attempt to link education to

social movements (Lovett, 1983:xvi; COSATU Human Resources Committee,

1992:96).

In the context of this critical pedagogic development and this research, I have

drawn on elements of the theoretical contributions of Gramsci, Dewey,

Habermas, Freire and Giroux after considering contributions by a group of

South African critical theorists that initially influenced my way of approaching

this study. Work they have done has been produced under a variety of

conditions and situations, particularly social situations and formations

(Adendorff, 1993:51). This enables me to support a notion of emancipatory

education as a possibility in a site outside the school situation. This research

was located in a workplace which I considered a site 'outside' the school

situation.
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3.3 CRITICAL EDUCATION THEORISTS AND THEIR
CONTRIBUTIONS TO THE DEVELOPMENT OF
CRITICAL THEORY IN THE CONTEXT OF THIS
RESEARCH

3.3.1 INTRODUCTION

Critical pedagogy owes a great deal to the Marxist Social Theory which

advanced the understanding that the central feature of social life was conflict

and contradiction rather than harmonious consensus, and that the process of

history was characterized by class domination and class struggle. The

problems that have emerged as challenges in the research process are deeply

rooted in the South African society and are historically grounded (Samuel,

1992:113). "A decade-old legacy of systematic financial starvation of African

schools, of deliberately stifling the intellectual development of a generation of

young people, of brutal State repression and widespread resistance" (Walker,

1983:96) emphasises the class domination and class struggle in South Africa.

Educational change must be based on democratic values whereby active and

informed participation by a community as a whole are essential if this is to be

challenged (Samuel, 1993:113).

The challenge in this research was to explore the possibility of change and I

looked to the work of some critical theorists to enable me to develop a

theoretical position which could inform my practice. In the light of this

understanding I have chosen to select certain contributions of Gramsci, Dewey,

Habermas, Freire and Giroux whose work showed me a way forward when I

began to challenge the education process I was involved in (Phase 1:30).

My initial awareness of a different way to approach my education practice

however, was also informed and influenced by local (South African) critical

theorists based at the University of the Western Cape and for this reason I

consider their inclusion at this point as an important contribution to this research.
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3.3.2 CONTRIBUTIONS OF SOUTH AFRICAN
CRITICAL EDUCATION THEORISTS

The work of the group of critical theorists linked with the education faculty at the

University of the Western Cape, is located within the context of the education

crisis and has developed in South Africa. The contributions they make are

essentially based on the values of a radical emancipatory pedagogy. The

group of theorists (Adendorff; Davidoff; da Costa; Julie; Olson; Meerkotter;

Robinson; van den Berg and Walker) are committed to political and educational

change and saw action research as oneway forward (van den Berg, 1993:128).

Their involvement with various emancipatory education projects and the

opportunity to discuss work vigorously and reflectively forms part of the strategy

of change action that they follow. They view the assumptions ("theories") of

innovation that underpin their endeavours as problematic. Their intentions are

to improve practice rather than produce knowledge, arriving at theory via the

problems of practice by including a variety of viewpoints that could contribute

to change action (van den Berg, 1993:128-144). In addition they associate with

organizations and people involved in the education struggle in South Africa.

3.3.3 GRAMSCI

Gramsci, asserts the essential veracity of Marx's teachings, including the

priority of fundamental economic relations in society, and is responsible for

revitalizing humanistic, voluntary praxis (Adendorff, 1993:54). He seeks to

restore subjectivity in the sense of human agency and sees praxis as nudging

history forward towards transformation. Gramsci worked and wrote for the

Italian Communist movement during and after World War II. To Gramsci,

... his solution to the domination of subordinate social classes was
a political revolution that, not only unseated the bourgeoisie, but
also installed a democratic working class fully capable of
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orgamsmg social activities to the satisfaction and elevation of
everyone's needs. ... Gramsci wanted to extend the traditions of
cumulative knowledge based on secular rationalism, by expanding
established educational institutions to incorporate the whole
population (Lovett, Clarke & Kilmurray, 1983:140).

For Gramsci, obstacles to democracy were matters of class conflict. To him,

preconditions for freedom were the universal interdependence implied by

modern production, the expansion of applied science and the elaboration of

human needs. To develop such productive forces, and to bring the subordinate

social classes into a position of control over the whole enterprise, education

would be crucial.

Gramsci believed that discipline, order, structure and stable institutions were

necessary for any liberating social development. He adhered to the notion of,

... education as initiation into bodies of knowledge, consisting of
developed thought of the past and the transformation of
spontaneous or popular philosophy into ordered critical or
scientific philosophy (Lovett, 1983:139).

According to Lovett (1983:139), Gramsci made a distinction between

"childhood" and "adult" education, believing that schooling of the young should

be politically neutral and the main aim should be to instil the cognitive repertoire

"necessary for critical independent thought". In adulthood, education should be

informed by political purpose, inclining towards singular ideological coherence.

How could Gramsci consider childhood education neutral when he proposes a

"cognitive repertoire", and in adulthood "singular ideological coherence"? Both

these are value-laden in so much as they reflect human agency and, therefore,

subjective ideology. According to Giroux (1988b:199), this dualistic function of

education, relating to childhood and adulthood, is disturbing. On the one hand,

schooling for children involves discipline and objective facts, whereas adults

enjoy notions of self-reflection, critical thinking and a teacher-student

https://etd.uwc.ac.za/



95

relationship where both, as learners, pursue social change. The necessary

drudgery is not the principle he finds in work, so much as its transferring power.

The interconnections of discipline and self-control contribute to Gramsci's theory

that,

... students must be able to speak with their own voices before
they learn how to move outside of their own frames of reference,
before the break from the common sense that prevents them from
understanding the socially constructed sources underlying their
own self-formative processes and what it means to challenge the
latter and to break with them (Giroux, 1988b:203).

Critical educators, therefore, need to counter hegemony by using popular

consciousness as a starting point in a pedagogical relationship. The notion

Gramsci has that a teacher is always a learner, places them in a position to

help students appropriate their own histories, and also to look critically at the

nature of their relationship with students of oppressed or marginalized groups.

Gramsci's strategic thinking showed his clear understanding of the need for a

democratic relationship between revolutionary intellectuals and the working

class, in forming a political practice that would counter hegemony (Gramsci,

1971 :10). This practice exposed the contradictions between ruling class ideas

and the everyday experience of the oppressed, and thus equipped them to

intervene in their own history.

Gramsci considered that all people were intellectuals regardless of social or

economic function. They all could be intellectuals because they had the ability

to interpret and give meaning to the world by merely participating in the world

(Giroux, 1988b:118). Gramsci, therefore, highlights the importance of

consciousness which acts as an arena of contestation and is thus the key to

social transformation. Therefore, through Gramsci, we have come to under-

stand social transformation as a process rather than a series of events (Boggs,

1976:53).
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3.3.4 DEWEY

John Dewey (1859-1952), was often referred to as the father of progressive

education and was largely responsible for the progressive pedagogic tradition

that developed in America. On close examination, his efforts to unite theory

and practice - as well as his belief that a more just society is brought about

through transformation of social institutions and social action, informed by

correct understanding - are decidedly Marxist in nature.

In the face of criticism levied at his Marxist similarities and unrealistic optimism
by some critical theorists:

Dewey's vision still in many ways approximates the critical
theorists' approach to pedagogy and social change. His
commitment to the norms of mutuality and reciprocity and his call
for a renewal of democracy, a reconstitution of public life, and a
revitalization of the concept of community, offers much to the
critical educator today.

We need to re-examine Dewey's important distinction between
'education as a function of society' and 'society as a function of
education' in our attempt to create a citizenry concerned with
struggling for equality and social justice (McLaren, 1989:199).

Two major elements in Dewey's conception of education illuminate a

democratic ideal. Firstly, he believed that the more numerous and varied points

of view shared, the more one would recognize that mutual interest is a factor

in social control. Secondly, freer interaction between social groups allows for

continuous change through meeting new situations, which result from varied

intercourse. This allows for a widening of the area of shared concerns and

experiences and the "liberation of a greater diversity of personal capacities

which characterize a democracy" (Dewey, 1916:87). Dividing a society into

separate classes, according to Dewey, would be fatal, as we would lose this

intellectual opportunity (Dewey, 1916:81-88).
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... philosophical anthropology that singles out the distinctive
characteristics of human social life that are the grounds of these
basic knowledge-constitutive interests.

These views of democracy as an historical construction and as a notion that

provides a language of possibility, could be incorporated in this work as I

challenge the hegemonic practice evident in the workplace I am situated in

(Phase 6:233).

3.3.5 HABERMAS

Critical education theorists draw constant inspiration from the work of the

Frankfurt School of Critical Theory. Jurgen Habermas, a German theorist, who

was one of the second generation theorists out of this school (re-established

in Frankfurt after World War II), concerned himself with a critique of positivism,

which he considered to be a dominant ideology. He was concerned with what

made scientific knowledge possible and what the cognitive or knowledge-

constitutive interests which make knowledge possible, are.

According to Bernstein (1976:192), Habermas' project is not purely epistemo-

logic because thinking through the types of human knowledge requires

reflecting on what people can be. He develops a

Habermas was concerned with revealing how different kinds of knowledge

become meaningful on the basis of the particular human interest they serve

(Carr & Kemmis, 1986:134). According to Held (1980:255), Habermas believed

firstly, that humans produced from nature what they needed, through the

manipulation and control of objects and institutions (technical cognitive interest).

Secondly, humans would have an interest in creating knowledge which would

enable them to control "objectified processes and to maintain communication"

(practical cognitive interest). Thirdly, there would be an interest in reason by

being self-reflective and to act rationally. Knowledge generated in this way
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would "enhance autonomy and responsibility and hence emancipatory interest"
(Held, 1980:255).

... does not determine the practice of scientific research but only
its self-understanding unswerving application of method without

To a large extent, this action research project was informed by Habermas'

theory of knowledge-constitutive interests which inform our search for

knowledge as I attempted to 'problematize' discriminatory practices in the
workplace situation.

How could knowledge become meaningful in relation to empowerment and

emancipation?

Habermas (1971:3-4) argued that theories of knowledge could not limit

themselves to the "explication of scientific method". He saw science as one

category of possible knowledge and questioned its positivistic claims of

exclusive validity after the fact. Habermaswas interested in reflecting on facts

rather than validity of facts in his quest to show other possibilities of knowledge-

gaining.

The human interest in autonomy and responsibility is real, and together these

form one area in which we function a priori. In self-reflection, knowledge for the

sake of knowledge ties up with the interest a human being would have in

autonomy and responsibility. If, as Habermas believes, self-reflection is

determined by emancipatory cognitive interest, then it could aim at the percept

of reflection as such (1971:314) and in this process the power of self-reflection,

knowledge and interest become one.

This connection of knowledge and human interest on the level of self-reflection

was a risk the sciences would not deal with, argued Habermas (1971:318).

According to him, the illusion of pure theory as proclaimed by the sciences
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reflecting on knowledge-constitutive interests (Habermas,
1971 :315).

If one expands on Held's explanation of Habermas' theories of cognitive

interest, the approach of the empirical analytical sciences emerged as

incorporating a technical cognitive interest characterized by focused

observation, controlling results,deductively constructed theories andexperience

objectified and organized with regard to success of operations.

... is concerned with going beyond this goal to determine when
theoretical statements grasp invariant regularities of social action
as such and when they express ideologically frozen relations of
dependence that can in principle be transformed (Habermas,
1971 :310).

The historical - hermeneutic sciences incorporated a practice approach

whereby access to facts is provided by understanding and meaning and not

controlled observation. The approach of critically orientated sciences, on the

other hand, incorporated the emancipatory cognitive interest as argued by

Habermas which he believes was at the root of traditional theories (Habermas,

1971 :209).

A critical social science will not be satisfied with producing nomological

knowledge. A critical social science

The methodological framework that determines the meaning of validity of critical

propositions of this category is established by the concept of self-reflection.

Here, again, Habermas makes the connection between self-reflection and

emancipatory cognitive interest. This emancipatory form of knowledge does not

deny the existence of technical or practical knowledge but goes beyond them

in an effort to create an understanding of how social relations are constructed,

distorted and manipulated by notions such as power and privilege (McLaren,

1989:170).
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Positivist theory vigorously introduced objective knowledge into human and

social situations. This pre-set knowledge removes the subjective dimension of

dialogue which gives knowledge a democratic notion through dialogue which

demands a dynamic "approximation towards the object" (Freire, 1987:101).

Habermas tried to find a way of discovering what is practically necessary as

well as what is objectively possible. In these efforts he argued that science

cannot measure what knowledge is because there are different kinds of

knowledge. Habermas believes that knowledge is involved with experience and

is shaped by historical and social conditions and the people it serves (Phase

4:127). He believes that critical theory allows for voicing disapproval of social

situations, but it also exposes subjectivity in the historical situation or processes

which have led to distortion of knowledge (Carr & Kemmis, 1986:137).

concerns." This assists one in becoming aware of distortions in

The challenge of action came from the emancipatory interest proposed by

Habermas which he believed empowered people through critical analysis and

transformation of asymmetrical power relations. Habermas (1971 :2) suggests

"... that social action must be grasped reflectively from the perspective of the

acting subject." Because this perspective is not observable, it has to be

understood. For him, understanding can only be achieved through meaningful

communication. The pre-suppositions and conditions of communication have

to be examined rationally if one is to gain a better understanding of social

interaction (Habermas, 1971 :,2).

Social interaction requires a power of reflection (Habermas, 1972:197) which

Winter (1989:41) suggests is a process of "reflexive and dialectical critique" in

which judgements in communication are related back to a speakers subjective

understanding of meanings to discover "interpretations, assumptions and

communication, enabling participants to develop a clearer understanding ofwho

they are, where they are, and where they are going.
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3.3.6 FREIRE

Paulo Freire's pedagogy started out with the intention of finding ways of

empowering Brazilian peasants. His teaching began in the late 1940's until he

was arrested in 1964 and exiled for his work as director of the National Literacy

Campaign. He worked at UNESCO, Harvard, World Council of Churches,

Institute of Cultural Action in Geneva and then went back to Brazil in 1981 to

teach in Sao Paulo.

Freire's success at putting theory into practice and letting his practice challenge

his theory has meant that his theory has continued to evolve. This supports the

argument (McLaren, 1989:197) that Freire's pedagogy has no final answers

because change emerges from continuous struggle and is a human event of

'reflection' and 'becoming'.

Freire attempts to get people to re-orient themselves in relation to their world

and encourages them to recognize that they exist in a "state of acceptance"

which he calls the "culture of silence" (Lovett, Clarke & Kilmurray, 1983:142).

This state of acceptance, according to Adendorff (1993:92), has far-reaching

effects because people start seeing themselves as ignorant, unproductive and

inferior: they become passive objects as they internalize the image of the

oppressor and a struggle to be like the oppressor.

For Freire, language and culture were made up of differing values, voices and

intentions and these differences generate dialogue. Freire believed in a type

of literacy that would create a critical citizenry able to analyze and challenge

oppressive realities:

Freire believes that poverty and illiteracy are directly related to
oppressive social structures and the unequal exercise of power
in society. His adult literacy campaigns were designed to
transform these oppressive social structures by empowering
individuals to engage in social analysis, in political activism, and
in reading the world in order to reshape it. By linking history,
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politics, economics, and class to the concepts of culture and
power, Freire has developed both a language of critique and a
language of hope that together have proven successful in
liberating the lives of generations of disenfranchised peoples
(McLaren, 1989:194).

Connolly (1980:74) cites Freire as referring to teacher centred talking, thinking

and disciplining as the "banking concept of education" which needs to be

challenged by involving the student experience, and connecting what is to be

learnt to that experience. This type of consciousness (which Freire terms

"conscientization") is,

... the process in which the oppressed, not as recipients but as
knowing subjects, achieve a deepening awareness both of the
socio-cultural reality which shapes their lives, and their capacity
to transform it (Connolly, 1980:71).

The aim of conscientization is to bring the oppressed learner to "critical

consciousness" (Freire, 1974:18). Conscientization unveils disguised

oppression, and the act of knowing occurs within the critical problems and

needs of the learner (Freire calls this "situated pedagogy") (Freire & Shor,

1987:106,172). Conscientization reveals the inter-relatedness of facts and

people and requires collaboration to enable people to think collectively

(Connolly, 1980:71).

To be committed to promoting conscientization could eventually lead people to

cultural action, and this does not only involve ideological critique but an

involvement of "action based on reflection" (praxis) (McLaren, 1989:195).

The important relationship that emerges in Freire's conscientization process is

that between teacher and students. In this relationship students remain

subjects in their learning process because there is much they need to come to

know through opportunities to question, reflect and challenge, provided by the

teacher. The teacher, however, learns from the students' experiences as well:
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Teachers and students both have to be learners and both have
to be cognitive subjects, in spite of being different. This for me
is the first test of liberating education, for teachers and students
both to be critical agents in the act of knowing (Freire & Shor,
1987:33).

... another place for the existence and the development of
liberating education which is precisely in the intimacy of social
movements. For example, the women's liberation movement, the
environmental movement, the housewives' movement against the
cost of living, all these grassroots movements will have emerged
into a very strong political task by the end of this century. In the
intimacy of these movements we have aspects of liberating
education sometimes we don't perceive (Freire & Shor, 1987:38).

This liberating education, as a democratic education, is challenging, unveiling

education which is a critical act of knowing, of reading reality and of

understanding how society works. There is, according to Freire,

Conscientization is a process devoted to unlocking an ideology which exists for.

the very purpose of preventing people from questioning or reflecting critically

and rationally on an oppressive reality, and from acting as human subjects

within that reality. This unlocking presupposes a theory of human emancipation

and a critique capable of challenging such an ideology, and it cannot be

accomplished without making it clear that emancipation is what conscientization

is about (Adendorff, 1993:99).

A further element of conscientization as dialogue and emancipation must

include the principle of reflexivity. It must explicitly extend its questioning to its

own principles, its own mode of operation, otherwise it becomes a one way

communication which could be repressive (Adendorff, 1993:100).

To Freire, the act of acquiring knowledge is derived from the humanist tradition

of Marxism and it involves "an ongoing dialectic of abstraction and reflection,

action and further reflection" (1970:119).
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Most of the critical theorists challenged education in school sites. Freire

developed his discourse in a working and community environment, and then

introduced this discourse to a school environment (Freire, 1987:34). From this

development I derived the confidence to move education from a school to a

work site, and to research the notion of emancipatory education in a workplace

based on the discourse of education developing within Freire's understandings.

At this point, it should be noted that I am aware of apparent inadequacies in the

Freirian discourse as cited by Youngman (1986), Lovett (1988) and others.

This is included, in this research, in the reflective stage where applicable
(Phase 7).

Henry Giroux is a critical theorist whose work has been largely informed by the

ideas of Freire, Gramsci and the Frankfurt School.

3.3.7 GIROUX

Giroux's work, to a large extent, has been concerned with the school

environment, and for him schools were not just instructional sites, but

complexes of dominant and subordinate cultures. He believes schools are sites

of domination and liberation. He believes, therefore, that schools are

contradictory because, although they may reproduce the "larger" society they

contain "spaces to resist this dominating logic" (1988b:xxxiii). This possibility

of liberation within a site of domination could mean that a teacher, as a change

agent, should work and transform within and not necessarily leave the situation.

Giroux, in developing a discourse of lived cultures, states that one must

understand how teachers and students give meaning to their lives through the

complex historical, cultural and political forms that they both embody and
produce.
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As a mode of critique, a discourse of lived cultures should interrogate the ways

in which people create stories, memories and narratives that posit a sense of

determination and agency. This is the cultural basis of mediation - conscious

and unconscious means through which dominant and subordinate groups offer

accounts of who they are. It is part of those practices that allows us to

understand the particular social locations, instances and subjective interests

and private worlds that come to play in any situational pedagogy. These

subjective forms allow critical educators to develop a language and set of

practices that confirm and engage the contradictory nature of the cultural

capital, producing meaning to legitimate particular forms of life (Giroux,

1988a:141-143).

Central to the category of transformative intellectual is the
necessity of making the pedagogical more political and the
political more pedagogical. Making the pedagogical more political
means inserting schooling directly into the political sphere by
arguing that schooling represents both a struggle to define
meaning and a struggle over power relations ... critical reflection
and action become part of a fundamental social project to help
students develop a deep and abiding faith in the struggle to
overcome economic, political and social injustices and to further
humanize themselves as part of this struggle.

The role of teachers as transformative intellectuals draws together Gramsci's

notion of cultural politics as deliberated byGiroux (1988a:141-143) and counter-

hegemonic struggle (with intellectuals playing a key role); Foucault's

(1980:131) concept of "regimes of truth"; and Freire's notions of dialogic

teaching and of education as intrinsically political. (Foucault's notion of

knowledge as never "objective" but always located within particular power

relations and struggles for power, provides a key instrument with which

teachers as transformative intellectuals can challenge "regimes of truth" in

educational media and commercialized popular culture alike.)

Giroux's central theoretical quest, which recalls some of Freire's key principles,

is closely related to the concept of the teacher as a transformative intellectual:
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Making the political more pedagogical means utilizing forms of
pedagogy that embody political interests that are emancipatory in
nature; that is, using forms of pedagogy that treat students as
critical agents; make knowledge problematic; utilize critical and
affirming dialogue; and make the case for struggling for a
qualitatively better world for all people. In part, this suggests that
transformative intellectuals take seriously the need to give
students an active voice in their learning experiences (Giroux,
1988b:127).

His total understanding of the world and its process of
transformation is his view of history as a possibility. For Giroux
there is no hope without a future to be made, to be built, to be
shaped. For Giroux, history as possibility means that tomorrow
is not something that necessarily will happen, nor is it a pure
repetition of today with its face superficially touched up so it can
continue to be the same. Giroux's comprehension of history as
possibility recognizes the unquestionable role of subjectivity in the
process of knowing. This mode of comprehension, in turn,

Schools need to be viewed as democratic public spheres and, according to

Giroux, this means "... regarding them as sites dedicated to forms of self and

social empowerment." Inherent in this democratic discourse is the

understanding that schools are contradictory sites and the interrogation of

domination manifests itself.

Giroux (1988b:xxxiii) takes the position that teachers as transformative

intellectuals, develop "counter-hegemonic pedagogics", empowering students

and enabling them to act as critical agents. Students also need to be educated

for transformative action. They need to take risks and struggle for institutional

change. They need to fight for democracy inside and outside schools.

Unlike Dewey, Giroux (1988b:xxxii-xxxiv) sees democracy as involving more

than a "pedagogical struggle". He believes a critical pedagogy also involves a

political and social struggle. Giroux was curious, open to questions and had

the courage to take risks and this is outlined in the introduction by Paulo Freire

as follows:
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characterizes his critical and optimistic way of understanding
education (Giroux, 1988b:xxxiii).

Giroux believes in the necessity of hope through a language of critique and

possibility.

According to Giroux (1988b:xxx), traditionalists suppressed questions regarding

knowledge, power and domination. A way had to be found to challenge this

traditional ideology and reconstruct a discourse involving democracy,

empowerment and possibility.

3.4 THEORY, PRACTICE AND CRITICAL PEDAGOGY

Deliberating on my understanding of theory, practice and praxis (Phase 1:37),

reflection and action should be directed at structures which need to be

reformed, arising out of a process of critical thinking. This process, as

previously stated (Phase 1:30), needs to be based on human thought, knowing

and action that could encourage different possibilities of making knowledge, and

therefore life, meaningful.

Critical theory is a product of a critique process whereby contradictions of

society are revealed. In this way the process transforms consciousness (ways

of viewing the world) without necessarily bringing about change. Critical social

science on the other hand goes beyond critique to critical praxis. Critical social

science is a form of practice in which consciousness brings about transformed

action. This requires the interaction of theory and practice as reflective and

practical moments in a dialectical process of reflection carried out by groups for

the purpose of their own emancipation. (Carr & Kemmis, 1986:144; Fay,

1987:30; Winter, 1989:46)
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It is evident, therefore, that within a critical social science the relationship

between theory and practice is not merely developing practice on the basis of

theory or informing one's practical judgement.

Critical social science is human, social and political. This involves active

knowing by those involved in the practice of social life. It influences practice

through the dynamic social processes of communication and interaction; and

it controls the social process of knowing and doing in particular situations in a

certain way which requires a political theory of social life. The democratic

nature of the political theory is essential and emerged in the reflections on the

critical theorists (Phase 3:92), more particularly in the work of Giroux and then

Habermas' theory of communicative competence (Carr & Kemmis, 1986:146).

At this point, it is necessary to highlight the democratic nature as an essential,

in order that one is consciously aware that, in so much as a dominant culture

can be repressive, a liberatory movement could become equally oppressive and

undemocratic. (Consider the regimes of Mao and Castro in the name of

liberation.) Therefore, as this research.developed I needed to ensure that it

could stand up to a scientific discourse (of critical social science) based on

active participation of a learner, and a curriculum expressed through continued

negotiation to ensure freedom of discourse: A process of reflection had to be

carried on by those involved in the action and reflection on it. Finally, those

involved in the action had to be involved in the practical discourse and then be

part of the decisions that brought about the action.

I have avoided the descriptive history tracing the development of critical

theorists and action research in every detail. I believed that if this research

project was to be a cyclical process whereby theory emerged within the context

of experience, which would enable me to examine the workplace critically and

intervene on the basis of informed praxis, then what is possible can change

because it will always be problematic. As Walker deliberates (1993b:99), "...

that is why we must always keep reflecting on the problem". Referring to key
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sources selectively, because they influenced my own thinking, they were

partially responsible for triggering the process. As the research develops, the

theory that emerges as a result of practice, becomes problematic, and involves

me in further theoretical investigation.

My experiences, and the insights gained from the critical theorists as described

in this phase, were used to inform my understanding of practice in the

workplace. On the basis of this theory and situations I had experienced (Phase

1:1-45), I took the following 'theoretical' position:

Schools, where education could take place, are not neutral sites and

could be areas of contestation and domination (Phase 3:104). One

needs to be challenged by the dilemma of whether education is a

function of society or society a function of education (Phase 3:96).

Education is a democratic notion. Free interaction, varied intercourse

and shared experiences and concerns are essential elements (Phase

3:96).

Teachers and students give meaning to their lives through the complex

historical, cultural and political forms that they both embody or produce.

These subjective forms allow critical educators to develop a language

and set of practices that confirm and engage the contradictory nature of

the cultural capital, producing meanings to legitimate particular forms of

life (Phase 3:105).

Knowledge only becomes meaningful on the basis of the particular

human interest they serve. All people have an ability to give meaning

to the world and interpret the world by participating in the world (Phase

3:93). Understanding of this knowledge can only be achieved through

social action grasped reflectively by means of communication (Phase

3:99). What critical theory has allowed, is the voicing of disapproval of
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social situations and the exposing of subjectivity in the historical situation

which has led to distortions of knowledge (Phase 3:97).

Pedagogy has no final answers because change emerges from a

continuous struggle as a human event of reflection and becoming

(Phase 3:101).

Meaningful knowledge involves reflecting on facts rather than validating

facts. Human interest in autonomy and responsibility are real and, for

this, self-reflection is essential because it emancipates one by unlocking

ideology through critical awareness and collaboration, followed by action

(Phase 3:102).

Teachers must act as transformative intellectuals: developing counter-

hegemonic pedagogics, empowering students, and enabling them to act

as critical agents for change (Phase 3:105). In this process, the teacher

is a learner as well as a teacher (Phase 3:95; Phase 3:102-103).

Social transformation is a process and not merely a series of events.

The key to this social transformation is consciousness which acts as an

area of contestation (Phase 3:95).

Praxis can nudge history forward to transformation (Phase 3:104).

Conscientization unveils disguised oppression and reveals the inter-

relatedness of facts and people through collaboration. This could involve

action based on reflection (praxis) (Phase 3:102).

People live in a state of acceptance (culture of silence). Dialogue must

be generated to create a culture of citizenry to analyze and challenge

oppressive realities (Phase 3:101).
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There is no hope without a future to be made, built and shaped (Phase

3:107); and this social development needs discipline, order and a social

institution which can act as a site for possible education. There is a

need to learn 'how' before one can move outside one's own frame of

reference (Phase 3:95).

Innovation to be viewed as problematic.

At this point I did not challenge the rigor of the theories of Gramsci, Dewey,

Habermas, Freire and Giroux. Their insights were merely used to inform the

experience I had had in learning and teaching and my practice in the workplace

of which Iwas part. As the aim of this research was to identify the implications

of an emancipatory education process in a specific workplace and the

implementation of an emancipatory process in this workplace, these theories

were reflected on in the context of the practice that took place in the workplace

(Phase 7:291).

The work of the South African critical theorists contributed to my taking the

following position:

A commitment to political and educational change.

Work to be discussed vigorously and reflectively.

A variety of viewpoints to be considered participatively.

The intention of improving practice rather than producing a body of

knowledge.

In the following phase I discuss the research methodology followed in this

study, which will then complete my account of the theoretical background to the

workplace experience.
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PHASE 4

RESEARCH METHODOLOGY

4.1 ACTION RESEARCH METHODOLOGY IN THE
CONTEXT OF CRITICAL PEDAGOGY

4.1.1 INTRODUCTION

Arising out of the need to direct a process of active knowing and enlightenment

to reveal and overcome contradictions for the purpose of emancipation, this

phase will include,

a review of my role as a professional in the leading of this process as

part of the research methodology;

a review of knowledge, reflecting on past experience, in relation to

curriculum, schools, power and learning, towards a methodology to direct

a process of active knowing and enlightenment;

deliberation on emancipation and critical reflection in the context of this

research methodology;

consideration of the overall ethically justifiable reasons I have as part of

a research group on conducting this action research programme as

described;

the nature and character of the action research programme;

the resources used in the process.

https://etd.uwc.ac.za/



113

4.1.2 A TEACHER AS A PROFESSIONAL IN
RELATION TO ACTION RESEARCH AND
EDUCATIONAL PRACTICE

The improvement of teaching is a process of development. I
mean by the first, that it is not to be achieved by a change of
heart but the thoughtful refinement of professional skill; and
second, that the refinement of professional skill is generally
achieved by the gradual elimination of failings through the
systematic study of one's own teaching (Stenhouse, 1975:39).

In 1975 Stenhouse specifically referred to teaching as a process of

enlightenment, pointing out that to change one's practice one would need to

reflect on one's own teaching. This I needed at a time (1976-1985) when

reflections on my own development process and teaching practice indicated a

change of heart, that led to a refinement of my professional skill as I moved

away from a situation of gaining knowledge objectively through production and

control, preventing the occurrence of "undesirable events" (Grundy, 1987:1;

Phase 1:25). I needed to improve my practice as well as the situation my

practice was in (Phase 1:25-26).

Improving my practice and bringing about a change in my practice were

therefore intentional and the work of Action Researchers was showing me the

way (Phase 3:92). I was aware of questioning my own practice and as a

teacher I needed to qualify as a researcher, as Iwas committed to the following

apparent essentials as outlined by Stenhouse:

The commitment to systematic questioning of one's own teaching
as a basis for development. The commitment and the skills to
study one's own teaching. The concern to question and test
theory in practice by the use of those skills. To these may be
added as highly desirable, though perhaps not essential, a
readiness to allow other teachers to observe one's work - directly
or through recordings - and discuss it with them on an open and
honest basis (Stenhouse, 1975:89).
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Arising out of this was a need for me to develop a rigorous self-discipline, a

capacity to rethink and develop a new consciousness of teaching and learning,

a need to be critical and a need to change. In fact, for me, at this point, a

much more active process than 'thoughtful refinement' suggests.

On exposure to action research methodologies, I realized that my actions and

initial research validated the theory of action research (Phase 1:32). The

research I was involved in, therefore, reflected an approach where the theory

of action research and my practice were, for me, becoming inter-related (one

informing the other).

As a teacher-researcher, did I understand enough about educational theory and

educational practice in relation to curriculum and my professional role as a

teacher?

Schën (1983:11) argues that professionals contribute to social well-being, put

clients' needs ahead of their own and hold themselves accountable for

standards of morality and competence. Carr and Kemmis (1986:8) as well as

Hammersley (1983:428) add that professionals base their methods on

theoretical knowledge and research which gives them the right to make

judgements free from external constraints and controls. While I accept the

position of Schën and Carr and Kemmis, I will argue that a teacher, as a pro-

fessional, is constantly involved in a human experience full of unpredictable

moments and has the added professional responsibility of leading a process

whereby critical thought is merged with experiences of daily life.· Freire and

Shor (1987:3,123,134) take the position that leading the process of merging

critical thought with daily experience enables the occurrence of creative and

recreative dialogue, which can be reflective and bring about an opportunity for

change. This dialogue could invite action which enables us to go beyond the

limits and challenge situations, making change a transforming educational

event. Freire and Shor argue that as professionals it is our responsibility to

lead this act of knowing in a process of education whereby we learn to know
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reality. As professionals, therefore, teachers have a responsibility to lead a pro-

cess whereby as the agents of change they are the illuminators of reality (Freire

& Shor, 1987:3,123,134). As an educator I intended taking the responsibility

of leading such a process in this research project, with the hope of illuminating

reality and the need for change.

Carr and Kemmis emphasize the need for professionals to base their actions

on theoretical knowledge. My experience of this theoretical knowledge in

education is that it was something researched and produced by academic

experts which was far removed from my everyday practice (Phase 1:22). Why

did I feel this distance between theoretical knowledge and my practice of

teaching?

As a teacher at schools I had never felt that I was treated like a professional.

The lack of autonomy, the lack of expression of voice, and little value for my

own opinions and values, were constraining factors in my school teaching years

(Phase 1:28). In my experiences in the specific work site situation (i.e. the site

of the research project), theory and research of education were not even

considered when endeavours to create opportunities in which people could

develop were discussed. I had the freedom to participate in decision-making

and when I spoke, people considered my input professionally sound due to my

teaching experience.

Something needed to happen. In my experiences, neither the school, nor the

workplace situation, regarding theory and practice of education was acceptable

to me. As a professional, I believed there should be more unity between theory

and practice (Hammersley, 1983:438). If, as Schon suggests (1983:11), a

professional needs to be "accountable", I understood that reality of experience

needed to be merged with critical reflective thought and viewed in relation to

theoretical knowledge as proposed by Freire and Shor (1987:123). A way had

to be found to ensure that the actual issues to be researched, providing

theoretical information, were identified by participants themselves, not by
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"experts" removed from the actual situation (Noffke & Zeichner, 1987:1). The

notion put forward by Noffke and Zeichner suggested the possibility that actual

daily experiences, or issues, provide theoretical information; which made me

question the Carr and Kemmis notion that theoretical knowledge comes first

(Phase 4:115).

To make judgements free of constraints as put forward by Carr and Kemmis,

teachers, as professionals, need to understand the constraints on this freedom

and, as I have already claimed, I lacked the freedom to do much about it

(Phase 1:28). Elliott's notion of professional practice further supports the value

of being professional based on a need to possess expert knowledge. He stated

that,

... the idea of a professional practice can be analyzed into two
components. First it involves a commitment to ethical values;
hence the term "profession". Second, it involves the possession
of expert knowledge. The crucial question is how the relationship
between these two components of professional practice is
conceived (Elliott, 1980:236).

Based on this notion, in my attempts to make knowledge meaningful, I needed

to have a commitment to ethical values for my practice to be professionally

sound (Phase 4:129).

To improve my practice, and the understanding of my practice (Noffke &

Zeichner, 1987:1), I then needed to be more aware of educational research and

theory so that I could transfer professionally sound initiatives to my practice

based on what Elliott (1980:236) considers "expert" knowledge. I needed to

participate in broader educational issues and allow others to do the same (Carr

& Kemmis, 1986:9). I needed to contribute to a pedagogy of possibility and

argue that education is a notion of knowledge as a result of a process in which

meaning is made.
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McLaren (1989:169) argues that knowledge is socially constructed and not

something that exists 'out there'. If so, a theoretical basis was needed to link

a pedagogy of possibility to a pedagogy of practice. I agreed that Winter's

description (1989:4) of a practitioner as a professional worker placed me in a

situation where I could be a collaborative research worker ideally placed to

initiate and carry out the investigations and development of the practice and

understandings in which I am involved. If I was able to do this, educational

research would be an extension of my professional work, creating a form of

learning which could be an intrinsic outcome of professional experience and a

form of involvement with practical experience which could be intrinsically

educational. I argued that, within this, the theory and practice of dialogic

pedagogy, as proposed by Freire and Shor (1987:123), would assist me in my

efforts to gain knowledge and lead others in making knowledge meaningful.

From this, possibilities could arise which could inter-relate theory and practice.

How was I going to review knowledge as part of this research methodology?

4.1.3 KNOWLEDGE, CURRICULUM AND SCHOOLS
IN RELATION TO ACTION RESEARCH

If knowledge is socially constructed (Phase 2:66), as argued by McGurk

(1988:2), then it could develop throughout one's life and this development will

not be restricted to certain sites, at certain stages of one's life, e.g. schools.

If I meant to contribute to a critical theory of knowing, following a process of

dialogical pedagogy, then as a teacher-practitioner I needed to consider the

term pedagogy rather than teaching. As Simon suggests (1987:370), pedagogy

is much more than merely a teaching intervention as it refers to,

... how a teacher's work within an institutional context specifies a
particular version of what knowledge is of most worth, what it
means to know something, and how we might construct
representations of ourselves, others, and our physical and social
environment. In other words, talk about pedagogy is
simultaneously talk about the details of what students and others
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might do together and the cultural politics such practices support.
In this perspective, we cannot talk about teaching practices
without talking about politics.

Giroux and Simon (1989:222), in the context of schools in the formal sense,

argue that pedagogy is an attempt to influence what knowledge is produced in

a set of social relations. It is both practical and political as it influences the

occurrence and quality of experiences. If one practices pedagogy with the

intention of creating experiences to develop understanding, then pedagogy is

central to curriculum development. My considerations of pedagogy and

curriculum development needed to explore possibilities beyond the formal

school site, and the notion of education taking place via a workplace site as an

ongoing wholelistic process. If one follows a standard curriculum, education is

controllable and teachers and students can have the power to make knowledge

meaningful and then the power to make society meaningful. If, within this

situation, one was told the answer, or given something to memorize, there

would not necessarily be understanding. Participative action is an active

process of knowing reality (understanding) where one learns as much as the

other (Phase 3:95) in a process of learning that is educative.

Freire and Shor (1987:102) argue that this does not mean that this form of

'knowledge-gaining' is uncontrollable. For them this process of dialogue takes

place in a programme, and context, involving directness, determination,

discipline and objectives. A teacher has a directive responsibility in this

process and starts with knowledge, and an anticipated horizon, which moves

the project forward. Dialogue and communicative participation requires an

understanding of language, particularly the language of the dominant class.

Language has to do with dimensions of education, because identity and power

are expressed through language; and therefore to survive a struggle, one

needs to learn the dominant language (Freire & Shor, 1987:71).

In my research project I felt that the technical aspects of the language used

tended to dominate the moral dimension which could suppress education if it
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became a technical matter of only training and indoctrination (Phase 6:260).

Indoctrination in this form, coupled with a strategic view on curriculum

development, could be highly manipulative in a society, whereas training could

form part of a democratic process of development (Phase 6:245).

... no educator has the right to interfere with a student's goals for
technical training or for job credentials. Technical training is a
realistic need and expertise is a realistic demand to qualify for
jobs (Freire & Shor, 1987:61).

Although neither technical nor practical education must be supported as though

either is the whole process, it is extremely important that,

The importance is to understand the meaning and reason for this training and

make this connection (Phase 6:260). Obviously a constant debate is necessary

in education to continue the process of examining its frameworks of tradition,

expectation and action. Only through open debate about these matters can

education improve the chances of achieving a just and rational society (Elliott,

1989b:83).

Education in South Africa is State controlled and education practice, with few

exceptions, reflects State policy. As a teacher in the South African education

system, I was expected to uphold the aims, norms and values of the dominant

culture in control of our society (Phase 1:30). A power structure was at play

within the school environment and, like workplaces, schools located in the

broader social economic and political context of society could not be considered

neutral sites in the process of this research (Crawford, 1989:147).

Because all schools can serve to maintain the ideology of those in power, the

whole schooling system needs to be transformed or changed so that learning

regains meaning and frees itself of manipulation and indoctrination (Robinson,

Morrow & Meerkotter, 1988:1). This means that one needs to develop an

awareness that technical views of education may be dominant and used

https://etd.uwc.ac.za/



120

manipulatively to create a dominant social order. School sites in South Africa

became areas of ideological struggle because they needed to be challenged,

and needed to reflect a sense of new relevance, in order to work towards con-

structive action that could benefit the future of our society (McGurk, 1988:40).

This need for change and relevance brings one back to the question posed by

Dewey as to whether education is a function of society or society is a function

of education (Phase 3:96).

The disenfranchisement of citizens and government control of the press,

publications, telecommunications, education, where you work, where you live

and, at one time, even where you sat (e.g. park benches), prevented people

from operating freely within this society. All of these factors prevented people

from having the right to choose. Therefore, if a process of change or

transformation is necessary, people must be involved on a basis of consensus

and not imposition (Crawford, 1989:153).

My classroom practice and experience taught me that within the classroom

situation at a school one could not be an outsider; observing, sharing the ex-

periences of students; listening to what they have to say and being concerned

with how they can best learn, has no substitute. The curriculum in most South

African schools had little opportunity for extended discussion, exercise of

choice, responsibility and initiative (Phase 1:19). In my situation, the purpose

of schooling could have developed if we, as teachers, could have responded

(by change action) to the questioning, reflecting, interpretations and actions of

the students and observed how they, in turn, responded to us (Phase 1:24).

Listening to, and involving, students more actively in my classroom practice

seemed to change the learning situation; students became ready to respond,

share their ideas and reflect on the ideas of others - which they did not do

easily before. We were all involved as active learners, and I was highly

motivated to modify my teaching practice to include the personal learning

experiences of my students. I argue that this made an important contribution
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to change in my teacher-action. This experience can be supported by the

opinions of Freire (1987:102) where he states:

I am convinced that epistemologically it is possible, by listening
to students speak about their understanding of their world, to go
with them towards the direction of a critical scientific understand-
ing of the world.

Since these students and I had been involved in identifying a need for change,

the frustration at meeting resistance from other educators and some students

in the school environment placed them in a different situation (Phase 1:24).

Here was a 'real-world' situation which should be considered in my theoretical

understanding of education to enable me to inter-relate theory and practice and

advance my understanding of theory (Phase 1:24).

Unfortunately, schools can be sites where school life is organized around

curricular, instructional and evaluation "experts", who do the thinking while

teachers merely implement, and students are expected to passively receive

knowledge. Alternatively, as argued by Giroux (1988b:110) in the work of

Freire, if education is participatory - involving self-reflection and critical thought

about an individual and society - then one can conclude that schools could be

sites for learning, action and education, but that it did not necessarily follow that

they would be.

Teachers should be responsible for making schools sites of education and

learning. Teachers are not merely trainers of practice skills but are responsible

for the education practice. Teachers, as transformative intellectuals, have a

special function to view schools as economic, cultural and social sites that

cannot be removed from issues of power and control. Schools are not places

where values and knowledge are passed on "objectively". They should be

places that reflect forms of knowledge, language practices, social relations and

values of students who are part of the particular situation (Giroux, 1988b:126;

Delpit, 1988:49). Could I carry these practices into the workplace?
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School knowledge should help students participate in issues that affect their

daily lives. Schools should not be sites for churning out workers for corporate

ideology but rather sites that productively create conditions for workers self-

determination and empowerment. Creative critical thinkers, with the ability to

reflect, learn to "critically appropriate knowledge" and define and transform

rather than perpetuate something that needs to be changed (Giroux,

1988b:185). Students in schools need to deal with the task of building a new

society (The Star, 22 June 1988:18) and would they, in this process, be able

to become creative, critical thinkers?

Most of the education research involves school sites (Phase 3:90) as is evident

in the work of Giroux, Elliott, McLaren, Winter, Schon and Simon, whose work

I involved myself with. Freire, however, developed his discourse in a working

and community environment and introduced his experiences to possibilities in

a school environment (Freire, 1987:34). This inspired me to research the

notion of education and the pedagogy of possibility in a workplace.

4.1.4 KNOWLEDGE, POWER AND LEARNING IN
RELATION TO ACTION RESEARCH

My starting point within this specific business site, which became my research

project, was my knowledge as a teacher which I had and needed to reflect on

critically (Phase 1:29). As previously stated knowledge is socially constructed

and can be learnt throughout one's life (Phase 1:40). If this is so, then all of

this knowledge could be considered "problematic" to enable me to reflect

critically (Giroux, 1988b:11).

According to McLaren (Phase 1:23) and Delpit (1988:282), the social

construction of knowledge is deeply rooted in power relations. This means that

knowledge is a product of individuals living out social relations such as class,

race, gender and ethnicity. This alludes to the fact that knowledge must be
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dependent on culture, context and historical background, which is discussed

contextually in the next phase.

The 'problematic' situation in schools, or in institutions related to education and

making knowledge meaningful, is many-sided and can be limited to many

factors. It is too simplistic to say a school is a site of instruction; or a school

is a site for indoctrination; or a school is a cultural terrain for student

empowerment; or a place to "reproduce dominant class interests". Schools

can be places of domination AND liberation, and a dialectical relationship

between theory, practice and experience could enable me to understand the

fundamental reality of my teaching practice in this regard (McLaren, 1989:167;

Fay 1989:30). As Freire stated (1987:33): "... teachers and students need to

be critical 'agents' in the act of knowing." Teachers and students both have to

be learners and to bring about changes (Phase 1:34). I had to understand the

"... social context of teaching and then see how this would differentiate

liberating education from traditional methods" (Freire, 1987:33).

What role was I going to play in this process of making knowledge meaningful?

Already I have stated that I had a facilitator responsibility to direct educational

practice (Phase 1:34). In this directive process I intended to be a collaborative

researcher in a teacher-learner situation whereby we (both teacher and learner)

produced knowledge together. I needed to be a critical agent in a mutually

interactive meaningful process. According to Carr and Kernrnis (1986:42),

teachers have professional common-sense knowledge. In addition, they have

ideas about educational theory, a philosophical outlook, and social and moral

theories. Knowledge has the capacity to change as knowledge and thinking

changes, therefore, on the basis of this reflexivity or capacity to change, new

forms of social life can be created or reconstructed (Phase 2:66). To prevent

knowledge from being bound to any contexts of action, all of this knowledge

should be regarded as problematic. If we regard knowledge as problematic, it

enables us to think critically and reflect on what we know (Carr & Kernrnis,

1986:45; Giroux, 1988b:11).
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This notion of knowledge has its roots in the life of practice and, as Habermas

believes (Phase 3:97), knowledge is involved with, and shaped by, historical

and social conditions. This knowledge must change on the basis of the fact

that educational acts are social acts which are "reflexive, historically created

and embedded in particular intellectual and social contexts" (Carr & Kemmis,

1986:44).

Empowerment is gained from knowledge and social relations, and does not

merely serve a wider social order; but rather people learn to question and

selectively appropriate those aspects of the dominant culture that will provide

the basis for defining and transforming (Phase 1:35). In a process of self-

empowerment there needs to be a transference of power, as one must free

What about the positivist approach to knowledge whereby it is seen in terms

of something to be mastered? This technical approach is not taking into

consideration the relationship between power and knowledge - the ideological

construction associated with particular interests and social relations (Delpit,

1986:384; McLaren, 1989:180). Power can be used to socially construct

relations among individuals (Kriel, 1993:36); it can be coercive or productive

(Phase 1:4); and it can be exercised by dominant or subordinate groups.

Within a power structure, the dominant or oppressive group will have far more

influence than the subordinate, usually marginalized, or oppressed group.

In my position I considered the operation of a power-knowledge relationship

within a microcosm of South African society by involving myself in the everyday

encounters of people in a workplace; those people having differential access

to resources and opportunities (Phase 2:75). It was my hope that theories and

issues could be raised to provide knowledge to empower people, through a

learning process, in the workplace situation. The term 'empowerment' is used

to refer to the process through which people critically appropriate knowledge,

existing outside their immediate experience, to broaden their understanding of

themselves and their world (Phase 5:187).
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oneself from the power of voice of an autocratic oppressor and be heard. Each

voice produces specific pedagogical experiences within different configurations

of power, and this voice can only be emancipatory when it is used particip-

atively rather than autocratically. Voice is what people use to articulate

experience and resulting discourse and as McLaren (1989:230) says, voice is

"... situated historically, mediated culturally and derives part of its meaning in

interaction with others."

I argue that knowledge gained from dialogue and shared meanings is

educational. I argue that individuals must have the power to act in the process

of making knowledge meaningful and of making meaningful knowledge.

Education involving teaching and learning is an ongoing process of inquiry and

constructing. One cannot separate what is being taught from what one learns;

and teaching as pedagogy draws attention to the process through which this

knowledge develops (Phase 6:195). As a language of possibility, a greater

potential exists for making learning relevant, critical and transformative. Know-

ledge is only relevant when it begins with the people's experiences brought with

them from the surrounding culture. It is critical only when these experiences

are sometimes shown to be problematic, i.e. racist, sexist, classist, elitist and

it is transformative only when it is used to help empower others. Knowledge,

therefore, becomes linked to transformation (Grundy, 1987:159; Giroux,

1988b:191).

If knowledge is linked to transformation, how can a culture of learning be

developed on the basis of knowledge that can enable people to become

empowered? How could I ensure that knowledge was not to be controlled and

manipulative in relation to people that were participating in the research

process?

If the opportunity to 'voice' what is learnt is a process which involves the whole

person, then the process could be a continuous cycle of experiencing an active
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In the process of reflecting on traditional teacher practice that I had

experienced in Phase 1, I became aware of the need to challenge familiar

assumptions and explore new ways of acting (Phase 4:115). To move out of

the traditional teacher environment, I developed a theoretical position in which

I considered both what people intended and what actually happened. Here

specifically, I needed to find a way to involve myself in a process of how to lead

people in a workplace in a participatory learning process and understand what

happens in this situation. I needed to learn what people (including myself)

intended in this learning process, and how theory could be developed in real

situations, rather than practices that were merely advances on theory. How

could I find a way for participants in this learning situation to become critical

agents in the art of knowing, so that as active learners changes could be

brought about in the specific workplace (Phase 1:18)?

event or situation; observing and reflecting upon the outcome and its issues;

analyzing; generalizing and drawing conclusions in order to bring about action

or change in the situation. The process of self-development, therefore, is

closely linked with learning and implies a continual unfolding of latent talent or

ability, leading to an increased ability to act in a situation (Gwala, 1991:13).

To be active learners in a dialectical relationship one must find a way to

analyze critically and be aware of how this could improve practice and affect

one's learning. One needs to find a way of reflecting on ones knowledge and,

in so doing, learn more about self-knowledge. To some it may seem obvious,

to others it may seem to be merely re-inventing the wheel based on what

appears to be such common sense philosophies and experiences. In my

experience, teachers were not approaching learning in a critical way and, in

fact, were never trained to reflect on their own practice (Phase 1:18). Those

who did approach their teaching practice critically, never had the power to act

upon, or be part of, change action. In the workplace environment I was

situated in, people were simply not included in hypothesizing, collecting data,
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analyzing, evaluating and participating. It was also unusual for them to have

an experience of even presenting their thoughts to an audience.

I needed to find a language of possibility whereby we could express ourselves

in such a way that we could learn from each other. I needed to find a

framework within which we could work.

4.1.5 EMANCIPATION AND CRITICAL REFLECTION

There were different ways of seeing the world and of organizing knowledge

about the world. I rejected the principle that knowledge is gained objectively

by observing the world as an outsider (Phase 1:35) and I came to understand

that people are not passive recipients of knowledge about the world, but should

be actively involved in an ongoing process of interpreting and making meaning

of the world (Fay, 1975:72-74). There was, however, more to understanding

and making knowledge meaningful, than this.

People are essentially 'situated' and, according to Grundy (1987:17), it is not

possible to achieve true understanding unless the social context in which

understanding is reached, is questioned and analyzed. Grundy (1987:19)

believed that knowledge and understanding should be understood differently in

terms of an emancipatory interest. She argued for,

... fundamental interest in emancipation and empowerment to
engage in autonomous action arising out of authentic critical
insights into the social construction of human society (Grundy,
1987:19).

Habermas (1972:205), in his explanation of an emancipatory interest as a

knowledge-constitutive interest in his theories of knowledge (Phase 3:97),

believed that people internalized values, beliefs and attitudes which served

dominant oppressive classes in society. This false consciousness which
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embodies the values and beliefs of the dominant society that is outside the

individual, must be identified and cast aside in the process of emancipation.

Emancipating oneself, therefore, involves ridding the mind of these ideas

through a process of self-reflection, enhancing the individuals' understanding

of the world free from deception. An understanding, which Winter (1984:89)

refers to, as reason.

Emancipation occurs through a process of reflection which constitutes a

possibility of individuals taking action to regain control of their lives

(empowerment). The relationship between self-reflection and action is captured

by Winter (1984:90) in his notion of freedom when he states that "... being free

is an ability to understand conflicting influences and thereby to devise informed

strategies in response to them."

Through reflection, I hoped that a methodologywould develop that criticized the

understandings that grow up around experiences of a specialized practice of

education in a workplace. I hoped to make new sense of the situation by what

Schën (1983:61) refers to as 'knowing-in-action'.

Action research implies adopting a deliberate openness to new
experiences and processes, and, research, in itself, is
educational. By consciously engaging in their own educational
development, teachers gain both professionally and personally
and it is this personal commitment that counts in the process of
human inquiry. Without personal commitment teaching is no
more than what appears on the curriculum and learning is the

As Grundy outlined, people involved are 'situated' (Phase 4:127) and this

understanding and involvement needs to be understood in a social context and

challenged to transform practice, as well as society. To be a practitioner of

transformatory education, there is a responsibility to educate oneself; and this

educative nature of action research as indicated by Adendorff (1993:10), is well

commented on by McNiff (1988:9) who says:
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product of a schooled society. For if we as teachers are truly to
fulfil our obligations as educators then we must accept the
responsibility of first educating ourselves.

The issue of emancipatory action research is, however, not as straightforward

as it sounds. It should be collaborative, democratic and participatory; which

implies that participants who acted collaboratively would have greater voice and

actually engage themselves and one another in planning, observing and

reflecting on the situation that is to be problematized (Davidoff, 1993:75). This

kind of reflective practice was not easy according to Davidoff, and an interesting

point made by Walker (1992:7), was that reflection itself was not enough to shift

existing practice. What Walker proposed was that teachers needed to acquire

technical and practical, as well as emancipatory, knowledge to contribute

towards shifting existing practice. This was in keeping with Habermas' theories

of knowledge-constitutive interests (Phase 3:97). The challenge would be to

start where one is, which is not necessarily within a reflective and innovative

practice. As Davidoff (1993:81) suggests, we need to "start small and think big"

which could constantly remind one of the larger social context of the specific

small situation.

As the idea of critically reflecting on one's own practice to uncover values,

assumptions and interests that underlie interactions develops, so the need to

transform in an emancipatory and empowering way emerges. The nature and

character of action research and its role as a critical education science needs

to be considered in more detail. In conjunction with understanding more about

action research, there is a need to "... create discourse about what is good and

right in qualitative research if as [a researcher I] hope to contribute to

understanding and improve the social world that [I] inhabit (Mathison, Ross &

Cornett, 1993:1). Qualitative research in natural settings (involving people) can

screen a fundamental issue which is not good or right and for this reason

ethical concerns in these settings must be considered. Because this research

is essentially participatory in nature there is a complexity of ethical dilemmas.
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4.2 ETHICAL CONSIDERATIONS

The cornerstone of the action research programmewas to involve and improve.

To improve means change, and change is not always comfortable for

participants. I ensured that all participants were involved in the phases of

planning, acting, observing and reflecting, in order to uncover values and

practices that needed to be changed. In some instances, people had to

consider changing their own styles and mindsets, and I needed to expect

reaction when other people's perceptions did not match my own - especially of

myself.

The workplace I was situated in was value-laden leading to the necessity of

ethical considerations (Ely, 1991:228).

I worked on a facilitation-consultancy basis as a human resource practitioner,

which included the planning, leading and developing of an education strategy

within a company. The people I worked with either own the Company or are

employees of the Company. Whatever I did in the Company was done openly,

and any reporting I did was available to anyone in the Company, unless

confidential by request. Much of what I did was people centred and involved

learning. The collaborative nature of mywork resulted in varied friendships and

relationships developing.

Ethics is concerned with how one treats individuals with whom one interacts

and is involved (Smith, 1990:260; Mathison, Ross & Cornett, 1993:1). In an

activity of inquiry, caring and openness, fairness and truth seem to be important

values regarding these relationship. More technically, inquiry should make

knowledge more meaningful and was always taken not to harm the subjects of

the inquiry. Informed consent, the true form of dialogue, and anonymity were

respected wherever necessary and the rights of people were a priority.
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A major ethical issue that could arise in relation to my position in the Company,

was the role I should play in a dispute between workers and managers, should

one occur. I was employed by management and the nature of the Company

structure placed me in a dual role - accountable to management and involved

with all employees in a participatory way that led to the development of a

personable relationship between us.

In all the initial interviews, discussions and workshops, many employees

(particularly workers) exposed their feelings on a number of issues that they felt

would jeopardize their jobs if exposed. At all times, employees' involvement

was on a voluntary basis with a full understanding of their role in reviewing

situations, the confidentiality of their involvement and mutual respect.

Throughout the project I tried to communicate as openly as possible to try and

bring all individuals up to date and get them involved. Because those who

oppress others are unlikely to react positively to studies of their conduct, not all

information that was given by some employees was disclosed. Throughout the

research process the right to privacy by anonymity was agreed to unless

participants wanted to be identified (Mathison, Ross & Cornett, 1993:4). I

committed myself to non-discrimination, and to the ideal that everybody has

the right to act, the right to be heard and the right to choose.

All employees were aware from the beginning that I linked myself to the

struggle of the oppressed majority in South Africa. It was with intention that I

involved myself in a struggle for just, democratic and non-discriminatory

education and I made this intention known at all times.

Hopefully this enlightenment and commitment of participants would contribute

to emancipatory education practice because,

... it is important for the participants in action research to develop
equal power relations and interpersonal trust in order to risk
rendering themselves vulnerable while eroding securities by
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penetrating the surface of educational interaction. Enlightenment
comes through problematizing and developing profound under-
standings of existing relations and conditions, and emancipation
comes through the commitment to the struggle to transform unjust
relations and conditions (Fay, 1987:27).

improve their own practices;

improve their understanding of these practices;

improve the situations in which their practices were carried out.

4.3 ACTION RESEARCH

4.3.1 NATURE AND CHARACTER OF ACTION RESEARCH

By definition and character, Carr and Kemmis (1986:162) view action research

as a form of social enquiry that participants in social situations undertook in

order to,

In order to do this they believe that the two essential aims of action research

are to improve and to involve. Those involved in the practice must be part of

all the phases of planning, acting, observing and reflecting. An action research

project should develop so that the circle of people that are affected and

involved becomes wider in a spiral of cycles that, in turn, become increasingly

wider.

For many years study of traditional educational research practice frustrated me

as it was often shrouded in contrived academic jargon which bore little

relevance to the teaching situation I was in at the time (Phase 1:30). During

this time I started to become aware of the meaning I placed on knowledge

which developed from immediate experience, and the reviewing of these

experiences (Phase 1:31). I needed to find a way to continue this research as
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a form of social enquiry inter-relating educational theory and practice and found

the following reflections by Elliott informative.

Elliott (1985:1-6) reflected on an argument by Hirst proposing that,

... educational theory was a domain of practical theory which
could be sharply distinguished from domains that were concerned
with purely theoretical knowledge and divorced from any direct
practical concerns.

What became problematic, according to Elliott, was how to justify these

principles in terms of theory. According to Elliott, Hirst later proposed the

argument that practical principles rest on an adequate account of the nature of

rational action. He then concluded, after years of study, that developing

rational education practices requires one to start from a consideration of current

practice. In this way one could offer critique of theory that could be put into

practice. This process was referred to as operational theory and in relation to

experience it needed to be tested against a wider framework of knowledge. In

so doing, these practices could be scrutinized against the values they pre-

suppose.

On the basis of this argument, to make this experience valid, practice had to

be grounded in fundamental disciplines (Elliott, 1985:6). I viewed the question

of validity as problematic, and needed to seek alternative possibilities for the

development of practice which led me to review Elliott's opinion on Gadamer's

"theory of understanding". According to Elliott, Gadamer claims that "... forms

of understanding which have persons as their objects yield moral knowledge

which guides choices and judgement in particular practical situations" (Elliott,

1985:7).

This means a person, confronted with a particular situation, makes practical

choices based on his/her experiences, values and beliefs. Because these

values and beliefs are not static, and are constantly in the process of becoming,
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they enable human beings to modify change and enrich their traditions. If I

believe that the centre of control lies in the ability of human beings to act and

make choices, then Gadamer's theory of understanding yielded moral

knowledge that could result in action that brings about change. In Gadamer's

critique there can be no such thing as a common understanding. The same

object can be different for different people, and therefore, although one might

increase one's level of understanding by interacting with that of someone else's,

the historical and cultural circumstances of the individual can affect the aspect

of understanding (Elliott, 1985:9). For me, this point of view was important to

my research process because one of my concerns was that I had to be

constantly aware of recognizing difference (Phase 6:195). In addition, I argue

that the act of learning is an opportunity that a learner must want to take; and

the situation of each individual, and their response to their situation, makes the

situation dynamic, ongoing and different (Phase 2:61).

Action research is a form of learning which is an intrinsic outcome of

experience and a form of involvement with practical experience (Winter,

1989:4). This brought me to consider again the notion that education involved

a 'wholelistic' learning process.

Action research develops in a social situation with a view to improving the

quality of action within the situation. The total process - review, diagnosis,

planning, implementation and monitoring effects - provides the necessary link

between self-evaluation and professional development (Winter, 1989:3).

According to Carr and Kemmis (1986:186), action research is like a "self-

reflective spiral", and the problem that constantly presents itself is that of

relating retrospective understanding to prospective action. Positivist research

relies on prediction. Interpretative research relies on understanding and

practical judgement. In action research, however, the understanding of the his-

torical and social context is important, as is the practical judgement of

individuals; but these are not sufficient in themselves. Within a self-reflective

https://etd.uwc.ac.za/



135

spiral, both these notions will form part of an inter-related programme, or

process, of controlled intervention and practical judgement conducted by

groups, and individuals, committed to changing the world based on

understanding. This self-reflective spiral is evident in the research project, as

the plan was to develop a programme in a company which could provide an

opportunity for individuals to participate, become involved in and access

knowledge which could lead to their empowerment through the critical

appropriation of this knowledge.

The plan therefore was prospective in action, but was retrospectively

constructed on the basis of reflection (Kemmis & McTaggart, 1982:10). Any

action is risky and the results of this action cannot be predetermined. All that

could be guaranteed is people were to be given an opportunity to participate

and become involved. Their reluctance to do so based on the possibility that

power structures in the organization or their communities may prevent their

involvement, was a constraint I needed to be aware of right at the start.

According to Winter, action research does not occur in isolation but rather in

stages or cycles involving many interactions. The first stage or step, according

to Winter (1989:43) is one of reflexive critique. Facts about a situation are col-

lected and these facts need to be questioned, because one cannot assume or

generalize that someone in the same circumstance would have come up with

the same facts. Reflexivity then is a process of questioning facts so that new

possibilities can emerge.

This involves collection of information, and questioning of what is taken for

granted by recollecting neglected possibilities. This allows for a range of

possible alternatives where, previously, only certain interpretations were taken

for granted. This enables recollection of information, thereby recollecting

excluded possibilities, because new questions and possibilities come to mind.
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Within the action research project I could have started off by deciding that all

workers were disadvantaged, under-schooled and in need of literacy as an

intervention, because the descriptions of the historical background of the people

involved indicated that these factors disempowered people. The process of

reflexive critique among the employees, however, indicated that some of the

possibilities existed, but that these were not the only ones. Also where they

were possibilities, the varied school experiences; the different language

abilities; the personal reasons why opportunities were taken or not taken;

included other possibilities which emerged such as: parental circumstances;

attitude of employer; gender and culture and many more; which needed to be

questioned.

Winter's proposed second stage which he calls 'dialectical critique', requires

one to look at facts and understand the reality of consciousness and the

possibility of contradiction. How can these facts be understood within their

social context and how can the response to these facts bring about the action

of change in a situation?

The human involvement and understanding here allows for individual percep-

tion, interpretation and decision-making. Thus, when individuals act, they do

not merely reproduce their environment, they have the power to act and change

it. This was important in the context of this research. At no time can one be

an independent observer collecting examples of other people's behaviour as

patterns of cause and effect. No knowledge can be defined precisely to identify

specific causes and effects as often some positivists might want to believe

(Phase 1:40). If this is done, other possibilities and questions would be

excluded and people's experience and understanding of the situation ignored.

Dialectical critique allows one to look for contradictions within a provisional

description of the situation. This enables one to focus on opposed forces which

make up the history of the situation which may contribute to the need for
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change. Hopefully, the interventions that can be introduced as a result of this

are effective action based on overall vision and understanding.

Arising out of the first stage of fact-gathering and analysis was the question of

language ability in relation to schooling levels and functional ability in the

workplace. When employees were involved in discussions (See Appendix

8:417), the solution did not unanimously emerge as literacy classes, to solve

the problem. Some employees were convinced that learning to read and write

in English would be an advantage to them; some employees questioned why

their supervisors could not learn the language they (the employees) spoke

fluently; some employees argued that it was not the actual language that

people were communicating in that was the problem, but rather the lack of

communication; some employees hinted that when they spoke, nobody

listened, so what did it matter anyway! (Phase 6:212-216).

Emerging from one assumption were numerous possibilities that needed to be

considered and which would lead to a collaborative resource step as the data

collated become a resource for creating other interpretations which had not

been anticipated when we started. This led me to examine relationships

between various situations and raised the situation of the my role as a reflective

practitioner in action research (Phase 1:35; Phase 7:329).

As a practitioner-action-researcher I needed to be part of the situation in

question. There had to be collaboration between myself and the employees of

the research project Company, as well as other stakeholders who may have

influenced the situation. Everyone's viewpoint was important, and

understanding was not based on any single individual perspective, especially

not that of the teacher-practitioner (Phase 3:93).

Collaboration offered impartiality and coherence. In the process however, I

would try to get consensus bearing in mind that this involves a variety of

different viewpoints which supports Gadamer's theory of there being no such
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thing as common understanding. The action research process brought to mind

a variety of viewpoints which contributed towards deconstructing contributions

and restructuring new categories and interpretations towards a strategy of

action.

According to Habermas (Phase 3:97), reason that emerges from such critical

reflection requires will and consciousness which humanizes this experience.

From collaboration, a practical proposal can be made based on a variety of

considerations; and the risk here is that newly emerged situations may not be

comfortable for all participants. All the differences, contradictions, possibilities

and questions could open up new possibilities and the theory-practice-

transformation process could become interactive and necessary for change to

take place.

Reflexivity and dialectical critique, which is the next stage of Winter's action

research process, involved risk.

The action research process was not always comfortable because it involved

change based on coherent understanding which, in turn, was based on

individual experience. Reflexivity and dialectical critique can upset a company

apple-cart. Individuals would be concerned by the time it would take to be

involved in the process. They would be anxious about the threat to their

current practices and they may fear that the facilitator may misuse information

that could be interpreted by their contribution.

All these factors placed constraint on an action research process and the only

way to allay these fears is for the researcher to be part of the process and be

seen to be as vulnerable as other participants. Such involvement by myself

would prevent me from upsetting the project apple-cart and then walking away

to present the findings elsewhere.
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The fifth step of Winter's research process is referred to as 'plural structure'.

At this point he looked for differences, contradictions, possibilities and questions

as ways of opening up new avenues for action. The initiator/facilitator of the

research process is not an uninvolved observer but an implicated participant.

Situations are not reduced to consensus but are presented in terms of many

viewpoints which make up the situation.

How did Winter view the crucial relationship between theory and practice and

between research and action?

Theory and practice are seen as independent, and complementary, phases of

the change process. The theorizer-researcher is engaged in practical activities

involving contacts, arranging meetings, collecting and classifying materials,

always interacting with other people.

According to Winter (1989:66), action can be reflective. Its reflective basis is

always open to question. The purpose of reflection is to question the reflective

basis on which practical actions have been carried out. It offers a reflexive and

dialectical critique the effect of which will be to recall to mind those possibilities

which practice has chosen, on this occasion, to ignore.

Since the principle outcome of theoretical questioning is the transformation of

practice, whatever may seem impractical now, may well seem feasible later

when circumstances will have changed. Carr and Kemmis (1986:134) propose

four stages in a process of spiral unfolding, whereas Winter (1989:43) has six,

more involved and detailed phases.

Both ways of conducting action research could have been considered in an

implementation process in the context of this research as they are similar. By

planning and action, practice is constructed. By observation and reflection,

theory is reconstructed on the basis of the practice which, in turn, is
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constructed. Both form part of an ongoing process of action and interaction.

The importance of the process is that action research,

sets out to improve and involve;

attempts to combine theory and practice in a reflective interactive way;

is a self-reflective enquiry;

is change directed and grounded in past action.

This action research in actions therefore will follow a spiral process of planning,

taking action, observing action by recording questions and making notes on my

impressions, reflecting on the situation and revising the plan on this informed

basis leading to yet another form of action, observation, reflection and ultimately

change action (Kemmis & McTaggart, 1982:10).

4.3.2 ACTIONRESEARCHAS A CRITICALEDUCATIONALSCIENCE

Action researchers hope to improve their own educational practices, their

understandings of the practices and the situations in which they practice.

Action research takes place in and through history. It begins with the

understanding of practices in one situation. As new situations present

themselves old ones can be dropped, monitored or transformed. In the

process, practices, situations and understanding must be inter-related. Action

research is a social process, and not only will it involve one in the process of

recognizing social practices in educational practices, leading· one to the

possibility of different understandings and different situations; but it will also

lead one to a collaborative process of involving others at every other phase

(Phase 4:137).

In this process of collaboration, individual thought and action have their

meaning and, in turn, contribute to the social or historical context of the

situation. As much as thought and action are dialectically inter-related, so are
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theory and practice. The term 'dialectical' is a view of rationality adopted by

critical education researchers who argue that there are objective aspects of

social situations which individuals may not have the power to change at a

particular time. Also, there are subjective understandings of a situation which

can act as restraints. The dialectical approach enables action researchers to

explore how both kinds of conditions can be changed (Phase 4:136).

For action research to be regarded as a critical educational science, positivistic

notions of rationality, objectivity and truth must be rejected in favour of a

dialectical view of rationality. Teachers must explore and develop their own

theorizing, and by analyzing their own practices, they can overcome distorted

self-understanding. Action research must link reflection to action and involve

returning to theory and practice (Schon, 1983:62; Carr & Kemmis, 1986:137).

For theory to have any power it must be consciously held by the person whose

theory it is, as a product of reflection. Action research, as a critical education

science, is concerned with this kind of theory. It is also concerned with how

interpretive categories of understanding relate to practice and to the

development of critical educational theories (Robinson, 1983:78; Walker,

1983b:101-112, Carr & Kemmis, 1986:211).

As referred to at the beginning of the phase, the 'objects' of action research

which action researchers hope to improve are their educational practices, their

understanding of these practices and the situations in which they practice

(Phase 4:113). These situations are their own creations and are personally

educational.

To act educationally in a social situation involving different (sometimes

competing) values and interactions, and based on different people acting on

different understandings of the common situation, is problematic.
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If knowledge is an outcome of human activity (Phase 3:97) then this human

activity can only have meaning if it is understood. According to Carr and

Kemmis (1986:181), this can only be "... interpreted in terms of language

categories whose meaning is established through the social process of learning

to mean in social interaction."

Coming to mean does not occur in a social vacuum. It is a process which

takes place through history. The very nature of the self-reflective spiral

proposed by Carr and Kemmis, and the process proposed by Winter (Phase

4:135), link the past and the future through action, as well as linking the

understandings of those involved in the change process with their practice in

the social context (Carr & Kemmis, 1986:187; Coenen, 1989:47).

This view of the self-reflective spiral locates teachers as historical agents

because, from the start, their consciousness arises from, and develops by,

historical practice. In turn, their consciousness will be judged by historical prac-

tice which,

... dialectically interrelates theory and practice, individual and
society and retrospective understanding and prospective action.
In this sense, the self-reflective spiral of action research does not
merely reject the positivist view; it also enacts a view of
rationality as dialectical, as constructed in social practices, and as
embedded in history (Carr & Kemmis, 1986:187).

An action researcher viewing action research as a critical education science

would attempt to theorize practice by setting practice in a critical framework of

understanding by informed committed action. This consciously theorized action,

which can reflexively inform and transform the theory it informed, is what was

previously understood as the committed action of praxis.

According to Giroux (Phase 3:104), praxis can nudge history towards

transformation, which was an essential expectation of action research as a

critical education science. In the context of this research as an emancipatory
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building and understanding is practised dialectically (Phase 3:108) as an

ongoing, unfinished process, as outlined by Freire who referred to this form of

action research as a "continuous struggle of reflection and becoming"

(McLaren, 1989:197). Action research, as a critical education science, is

essentially emancipatory in nature, and accepts the necessity of interpretive

categories in social theory creating a need for dialogic educative relationships

with participants. Action research should allow a practitioner to act over a

greater range of circumstances and to go beyond present constraints allowing

the researcher to act more "... appropriately in the situation and more effectively

as an educator. It should help the practitioner to realise a new potential for

education action." (Stuart, 1993:8)
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education project, Gramsci, Freire and Habermas (Phase 3:86) provided a

concept of praxis that was essential for a theoretical basis for this emancipatory

process in education.

Youngman (1986:58) supports a notion of practice "... coming alive when new

activity becomes the way in which the truth and meaningfulness of judgements

and theories can be discovered." Theory, divorced from practice, often remains

at the level of rhetoric. As McNiff (1988:8) says: "A theory has no real value

unless it can be demonstrated to have practical implications.... It is in the living

reality of people that thought is turned to action."

It has been noted (Phase 4:114) howCarr and Kernrnis (1986:108-9) argue that

educational problems are never purely theoretical and, therefore, knowledge

discovery, in itself, is not sufficient - forming and acting on practical judgement

needs to actively take place. Thus, as cited by Adendorff (1993:146),

Youngman regards praxis as: the source of knowledge; the criterion of the

correctness of knowledge; and the objective of knowledge whereby learning

provides the basis for new activity.
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4.4 THE RESEARCH PROCESS IN THE
CONTEXT OF ACTION RESEARCH

The main thrust of this thesis was to develop, in a specific workplace, an

emancipatory educational process which would involve a collaborative action

research study of curriculum development within the workplace.

The dilemma I faced if I wanted to act as a reflective practitioner was that I

stood the risk of reflecting in isolation. I could not collaboratively underpin a

possible emergent culture of reflective practice on shared professional values

with other practitioners. There were no other teachers that I knew working in

the same situation at the same time. The conflict I was anticipating was the

value of critical openness to the employees while, at the same time, outlining

the basic rights and the respect for the business people Iwas working with and

their right to exercise authority within their own business. My purpose was to

develop an educational process capable of fostering educational outcomes in

terms of learning within this workplace, and not "veiling this intention with

oppressive enactments of power" (Elliott, 1989a:4). This process required joint

reflection and critiquing so that all levels of employees would be involved in,

and be part of, a possible change process. All employees had to be able to

recognize the right of each individual and the possible misuse or abuse of

power. All employees needed to understand that people have differences and

contradictory opinions. All employees had to be involved in understanding a

democratic situation and understand their being part of the decision to make

changes they may choose to make.

At the start of the research process the key role of notions such as

participation, empowerment, transformation and democratic values, was

recognized. In my research, I was becoming familiar with a process of thinking

which was changing how I viewed a situation. Added to this, my experiences

in schools and working with people, led me towards a process of critically

reviewing and appropriating this knowledge on the basis of newmeanings Iwas
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placing on this knowledge. Notions of democracy, emancipation, transformation

and education were emerging in relation to my work and had become the

clarion call of individuals and groups attempting to change the South African

political situation outside of my workplace.

As the research process proceeded, I moved into the workplace situation

guided by the two essential aims of action research, namely to involve and to

improve. The situation must be improved, the understanding of the situation

must be improved and the situation in which the action takes place must be

improved. Those involved in the situation must be involved in the research

process of planning, acting, reflecting and implementing.

Howwas I going to understand these notionswithin the workplace situation and

within my own understanding? On this basis, I considered it necessary for me

to understand how people responded to these notions within and outside of my

workplace situation so as to prevent myself from putting my own views on

notions that may influence or over romanticize my research material.

I had contact with students in schools through previous research projects,

principals of schools who had been either fellow students or colleagues of mine,

and twenty business leaders whom I got to know through a working commit-

ment at a high school in Soweto. Conversations I had with these people, and

people in my workplace, made me aware of many shared values, as well as

differing values and perceptions involving notions of education, training,

transformation, emancipatory education and democracy. If these notions were

to be part of this research, then to prevent the risk of reflecting in isolation, I

decided to involve these people in the initial stages of the research process by

means of questionnaires, interviews and discussions. Could the outcome of

this research inquiry render some of these problematic notions more

understandable so as to improve the quality of life in the workplace setting?
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The procedures that I followed meant that I needed to find ways of being a

participant-observer so that I could come to see facts and feelings through the

eyes of the subjects of the research without any preconceived theories or

imposed structures as I looked for meaning. This qualitative approach,

however, does not mean there is no method. Carr and Kemmis (1986:186)

proposed a structure that resembled a self-reflective spiral within which action

is prospective, retrospectively constructed on the basis of reflection. This

structure depends on attempts to inquire, probe, discuss and reflect on a

situation. This can also be found in the works of Gramsci, who clearly located

his arguments in organized, planned structures (Phase 3:94).

In the process of action research, the problem must be identified, and

diagnosed. The remedial action must be planned and implemented and the

effects must be monitored. This process provides another link between self-

evaluation and professional development.

A problem, and diagnosis of a problem, recur in spirals (Stuart, 1993:64).

However, the implementation and evaluation of such a process is not easy

because one can never evaluate the effects of action until one has monitored

the extent to which it has been implemented. The action research cycle in this

research followed ongoing process involving: action process; implementation;

monitoring; reconnaissance re fact finding and analysis; revision of the idea;

amendments; and finally, developing action stages again in an ongoing spiral

(Winter, 1989:11-15). These were considered in the progress of this research

in the project Company (Phase 6:192) as the action research principles

proposed by Winter (Phase 4:135) were used as methodological guidelines to

develop 'retrospective' understanding in relation to 'prospective' action.

In keeping with Winter's proposed cycles of action research, the first stage was

to collect information in the workplace by discussion, workshops, questioning,

recollecting neglected possibilities, interviewing and re-interviewing. As

indicated previously, the intention was to allow for a range of possible
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alternatives where, previously, only certain interpretations were taken for

granted. This enabled me to recollect information, recollecting excluded

possibilities, because new questions and possibilities came to mind.

Clearly the degree of my participation or intervention was determined by how

I viewed action research as a critical education science, whereby I argued that

I would be required to become a researcher into my own practices,

understandings and situations.

Such reflexivity encouraged participants to communicate with one another and

for this to be possible they needed to speak to one another and be heard.

On the basis of this involvement, decisions could be made on interpretation and

interaction to expose other possibilities and questions. Interventions were

discussed and considered with the employees and, at all times, a reflective

process of intentional reviewing of a situation was led.

Education strategies in relation to interventions and need for change was

discussed. As a critical educationalist, I had to consider, in relation to this

possible change process, to what extent I should be involved in the process

and to what extent the power to change, in a situation, should be left to the

participants. In this process of action research the aim is an intervention

expecting advances in theory to be consequences of real-world interventions.

To what extent was I a participant, an observer or a participant-observer? I

had to consider whether I should participate as an observer and exercise

caution about the degree to which my presence must influence action, or

should I have a responsibility to influence and direct change?

Acting, observing and reflecting are key processes in the research investigation

and would become problematic if my role was not clear. Because I was using

Winter's six principles for conducting action research (Phase 4:135), each

principle brought forward methodological problems which needed to be
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addressed. In the first two principles (reflexive and dialectical critique), ways

of redefining observation and reflection were considered as outlined. Many

possibilities needed to be highlighted and, at no time, was a pre-determined

result allowed to emerge. By redefining how observations and reflections are

acted on, the relationship between the initiator, the situation and people in the

situation were, therefore, considered. This was then looked at in relation to

Winter's next three principles: collaboration, risk and plurality. In order to

follow this process, people needed to question and selectively appropriate

knowledge as a result of experience. I needed to ensure that they had the

opportunity to do this, therefore it was necessary for me to be part of the
situation in question. Collaboration between me and the employees in the

research project, as well as other stakeholders who might have influenced the

situation, was intended in the research process at this point. Everyone's

viewpoint was important and critical to the understanding of the situation by all

involved.

Collaboration, as outlined by Winter, offers impartiality and coherence. In the

process I attempted to avoid trying to synthesize viewpoints into a consensus.

The richness of collaboration is the variety of different viewpoints and visions.

As I proceeded with the research process it was necessary to recognize

diversity. The value of the approach was that a variety of viewpoints could

contribute towards deconstructing contributions and restructuring new

categories and interpretations towards a strategy of action based on a common

understanding of different viewpoints and visions.

According to McKernan (1991:39), as a reflective practitioner I would be

required to understand, and be in possession of, skills to generate and find

shared information to bring about myaction. In the context of this research, the

action needed to result in an attempt to develop an emancipatory educational

practice in a workplace situation.
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Allowances needed to be made for the fact that the action research process is

not always comfortable because it involves change based on coherent

understanding, based on individual experience, some individuals may need to

make changes that are difficult and different, which is fearful. Some might be

concerned by the time it will take to be involved in the process. Some might

be anxious about the threat to their current practices and they may fear that the

facilitator may misuse information that may be interpreted by their contribution.

... theory, being based on practice, is itself transformed by the
transformations of practice. Together theory and practice
comprise a unified change process in a rigorous form of social
inquiry (Winter, 1989:67).

All these factors contributed towards constraint on this research process and

one of the ways to allay these fears was for me, as I said, to be part of the

process and to be seen as being as vulnerable as the other participants. As

Winter confirms, the research process seeks differences, contradictions,

possibilities and questions as ways of opening up new avenues for action. The

initiator-facilitator of the research process is not an uninvolved observer but an

implicated participant. Situations are not reduced to consensus, but are

presented in terms of many viewpoints which make up the situation (Maguire,

1987:16).

I know that there are a large number of potentially relevant considerations

within the situation and no action will take the whole situation into account.

Some possibilities will be left out, however, I argue that the purpose of

reflection is to question the reflective basis on which practical actions are

carried out, and all people within the situation need to express their

considerations and describe situations they think can be possible (Kemmis &

McTaggart, 1982:12). If this can take place, theory questions practice, and in

so doing, exposes other possibilities enabling practice to question theory.

Theory and practice, therefore, do not oppose or precede one another. The

mutual questioning between theory and practice is unending, therefore,
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If action research is involved with the development of theory of this kind, then

engaging in understandings and interpretations of individuals should be seen

as vital and in need of investigation. Practical experience can be gained from

unsystematic reflection on action. However, a rational understanding of

practice needs systematic reflection on action; which again needs the

intervention of someone who understands and is involved in the situation. This

was my role.

As an action researcher, therefore, I intervened to theorize practice to allow for

critical appropriation of knowledge (Phase 1:29). At no time did I act on behalf

of other people in this process as this denies people the right and ability to take

action which, in itself, is a process of learning. Through assisting with the

directing of the process of learning, people are taught to ask questions, to

reflect, to critique and to verbalize experience. To be taught, therefore, it was

necessary to have a teacher as an intervenor.

In the process of learning, people need to consider many aspects of their

situations and understand the ideologies which exist within them.

Like schools, a workplace is an institution structured in terms of power, status

and ideology. To view situations in terms of theories, which claim to be valid,

generalizations based on accurate descriptions of how things are would be

ideological. However, through critical analysis, the authority of such theories

can be questioned because they are not valid in themselves. Theories can only

be considered as possible strategies which will be tested through practice, and

both theories and practices are constantly in the process of transforming each

other.

If education is to be considered in a workplace situation, the contradictions of

education and workplace values need to be identified by practitioners and

participants. Education concerns the lives of people and could not be used

merely to categorize people according to pre-determined levels, on the basis
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of which further learning or educational opportunities would be given to benefit

the institution or workplace in this research. Emancipatory action research

extends and transforms the self-understandings of practitioners and

participants, by collaboratively involving them in the research process. The

collaborative involvement strengthens and sustains a sense of community and

allows for democratic decision-making and common action (Elliott, 1991:74).

Hopefully, democratic decision-making can remove distorted ideology and be

emancipatory in action:

In emancipatory action research, the practitioner group takes joint
responsibility for the development of practice, understandings and
situations, and sees these socially constructed in the interactive
processes of educational life (Elliott, 1991:174).

Emancipatory action research can be an empowering process for participants

(Phase 5:189) and practitioners. As this research developed it was important

to constantly consider that educational practices are social practices and

educational reform, therefore, is social reform. In an article by Noffke and

Zeichner (1987:1), they refer to action research as research conducted in a

"field" setting, involving those "native" to the field, usually along with an "out-

sider", in the solution of problems of practice. In this research the field setting

was the situation at the workplace in which I was involved. The people native

to the field were the employees, including myself. The outsider was also me

as we involved ourselves in the solution of problems of practice. The point to

be made here, however, is that, as this research unfolded, my role was

constantly changing: from observing to being observed; participating;

teaching; intervening; and withdrawing for a time. This created an insider-

outsider problem. However, my responsibility in this situation was to lead the

act of knowing in a process of education (Phase 1:25). There were times when

it was necessary for me to be an insider and times when it was necessary to

be an outsider.
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This dialectical-reflective-collaborative form of inquiry created various accounts

and critiques ending, not with conclusions, but with questions and possibilities,

as we considered the crucial relationship between theory and practice and

between research and action. The outcome of our phase of practical

development was a need for further theoretical work. In other words, theory,

being based on practice, was itself transformed by the transformation of

practice (Winter, 1989:66).

According to Winter, theory and practice are independent and complementary

phases of the change process. The theoriser-researcher is engaged in

practical activities involving contacts, arranging meetings, collecting and

classifying materials - a person always interacting with other people.

He emphasizes that action can be reflective. Its reflective basis is always open

to question. The purpose of reflection is to question the reflective basis on

which practical actions have been carried out. It offers a reflexive and

dialectical critique, the effect of which is to recall to mind those possibilities

which practice has chosen, on this occasion, to ignore. Since the principle

outcome of theoretical questioning is the transformation of practice, whatever

may seem impractical now, may well seem feasible later when circumstances

will have changed.

Giroux argued that human interest in autonomy and responsibility are real

through the power of self-reflection. Only if autonomy and responsibility are

realized would communication develop into a non-authoritarian and universally

practised dialogue (Phase 3:105). Then one can start considering the word

empowerment as being self-powered through will and consciousness to take

autonomy and responsibility within a situation.

If empowerment meansengaging in understanding of situations around one and

exercising the need to change, and if knowledge actually reflects the daily

struggle of people's lives - and therefore allows for the freedom and opportunity
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to take responsibility for their lives - then power and knowledge could be

emancipatory because we are essentially part of the social world we live in

(McLaren, 1989:157-169).

Further constraints converge on the ability to communicate in this process of

gathering information. For some people, expressing their views is a new

experience and they may have difficulty verbalizing what they have to say; for

some it could be a matter of semantics; and for some the terms they are

asked to define may not be familiar to them. Through expressing views, a

feeling of personal power could be experienced by some, which could result in

frustration if change is not immediately noticed; and for some, the process of

defining something may be treated as an experience outside of themselves and

their situation. These constraints could enhance the process because it could

dispel the myth that the process of change will automatically result in an

As I was to consider a workplace situation I had to understand how the people

involved viewed the situation and how they could become part of the process

of change. It was necessary to ensure that people's awareness of their

situation was experienced; and in so doing, to increase people's ability to face

their own problems and teach them to work within areas that affect their own

lives (Lazarus, 1985:1).

People who participated in the education process in this research were

employees from the research project and I needed to understand constraints

on my actions at the start in order to anticipate possible barriers that would

need to be lifted. Participants' experiences and perspective will always be

governed by emotions and events that have influenced their lives and, at no

time, must one assume findings to be the general opinion of a wider society.

For the purpose of this study opinions and experiences were necessary, and

this participative approach was considered important and useful so that this

information could be relevant to the situation within which this research was

taking place.
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emancipatory process. One constantly needs to be mindful of the growth of

self-esteem and the taking of responsibility for one's actions. One needs to be

open to the fact that human beings are not predictable and, when considering

their perceptions, one must take care also to consider the things they don't

perceive.

Actions of people are limited by the constraints imposed by the situation in

which they find themselves. It is sometimes necessary to recognize that people

can also make these constraints, or free themselves from them, by challenging

them and taking responsibility for bringing about a change process (Giroux,

1988b:109). According to Habermas (1972:205) emancipation is seen as the

discarding by people of beliefs and attitudes that serve the interests of the

dominant and oppressive classes in society and not those of themselves and

their own social freedom.

If people are involved and participating in a situation they may be more inclined

to question the situation and selectively choose aspects they wish to change.

Empowerment is gained from knowledge of a situation and social relations that

"involves understanding, participating in and exercising of change" (McLaren,

1989:187). However, Gramsci (1971:57) argued that an awareness must be

created of the power held by a dominant group, within a social situation, which

could be a barrier to empowerment:

The control of the knowledge preserving and producing sectors
of a society is a critical factor in enhancing the ideological
dominance of one group of people or one class over less
powerful groups in classes (Gramsci, 1971:57).

All of this knowledge we should regard as problematic to enable us to think

critically and reflect on what we know. Knowledge and critical reflection, with

knowledge as a starting point, is essential to justify a critical approach to

educational theory and action research as its concrete methodological

expression (Carr & Kemmis, 1986:45). As Apple (1979:45) deliberated about
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knowledge in school settings, he argued that educational institutions were

selective in what was construed as knowledge. These value-governed

selections should be viewed as problematic and clearly need to be scrutinized

to uncover hidden meaning and relations (particular their association with
dominant power relations).

It was my hope that this social situation would be studied with a view to

improving the quality of action within it. Transformation that might have

occurred in the situation, though not quantitatively measurable, should be

evident in the role of the people themselves; and learning to participate,

discuss and stand up for their rights, hopefully emerged. The learning that may

come out of experience and involvement are, according to Winter (1989:4),

intrinsically educational. With the guidance of a practitioner-action-researcher

grounded in education, it can be seen from this study that the development of

understanding, and the initiation of innovative practice, is not the prerogative

of "managers" but a possibility, and even a responsibility, for "workers" as well

(Winter, 1989:5). The aim should be for an intervention in order to change the

situation and expectations of theory, advances or understanding to follow.

4.5 RESOURCES USED IN THIS RESEARCH

4.5.1 LITERATURE REVIEWS

When selecting reading material I was conscious of reading about and around

the topic of the research, reading literature in contrast to the values on which

the research was based, and reading to generate theoretical information. To

guide my decisions and activities in practice I reviewed and reflected on the

work of some education theorists (Phase 3:92) and reviewed historical

educational experiences (Phase 2:46) so that my practice was an informed

practice that in turn informed theory interactively. The bibliography indicates

the range of literature that was reviewed in this research process. Merely
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reading was not enough on its own and a permanent record of what has been

read was considered necessary (Delamont, 1992:18).

4.5.2 PARTICIPANT OBSERVATION

Searching for literature is part of the research process and what people in a

particular social situation have experienced may be as important as what

researchers have written about. For this reason I was a participant observer

involved in the activities, events, workshops, behaviours and culture of the

group of employees. By participating in this way I began to understand what

it was like to be an actor in the particular social situation, and began to try and

understand the behaviour through empirical observation.

Data collected in this way was systematically recorded as was done through

such means as workshop reports, interviews and noted discussions. As a

participant observer, I needed to define the ethnographic problem to the reader

to explain the purpose of the project and the research population was

described. I was able to proceed within the workplace because I was already

involved in the process of people development and employee relations in the

workplace. What needed to be negotiated with participants was how I would

be placed in this specific research project (McKernan, 1991:63). At no time did

the employees feel that they were being 'spied' on or compromised in any way,

as the communication and recordings were focused and open to any

participation and follow up. The cycle of action research as described by

Winter was used as a framework for the research process, and the experiences

resulting from this were reported on and reflected on, as the results were fed

back to the employees involved in the process, for both scrutiny and criticism.

A database of information was built up and reflected on and this was cited to

inform the practice and used to generate new concepts and situations, nudging

the situation towards transformation.
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4.5.3 QUESTIONNAIRES

According to Walker (1985:91), questionnaires can be considered as formalized

interviews or interviews by proxy. In the absence of an interviewer, questions

are presented as a structured transcript, inviting a response in writing.

In this research, questionnaires were used to collect responses from large-scale

samples (Phase 5:172) through personal contact with principals of schools and

business people. The questions invited opinions and understandings for

analysis and reflection to inform existing practices and understandings. The

intention of the questionnaire was to initiate understanding and meaning of how

other people, outside the specific research project understood notions of

emancipation, education, training, participation and democratic values. It was

intended to go beyond what I thought I knew, and designed to allow for

interpretations based on personal experience.

Questionnaires were also used within the workplace situation to collect facts,

and understand what values and attitudes existed. These questionnaires were

used with smaller groups, and included more probing person-type open-ended

questions.

4.5.4 THE INTERVIEW

The interview, unlike a questionnaire, is a personal face to face contact

situation and has the advantage of allowing the interviewer the opportunity of

probing areas of interest as they arise during the interview (Ely, 1991 :52).

Interviews seek the words of people participating, enabling the interviewer to

understand more about their situations (Ely, 1991 :58).

The interview allows for a focus to settle upon certain issues and, although

began with a framework of questions to facilitate conversation, I considered the
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interview situation in this research project to be semi-structured because the

respondent was allowed to raise issues and questions as the interview

progressed. According to Coenen (1989:328) an interview allowed for

participative observation and investigation.

In essence the interview relies on the fact that people are able to
offer accounts of their behaviour, practice and actions to those
who ask them questions. The interview is, in this sense, a
method or a group of techniques specific to the social and human
sciences. It includes a wide range of techniques, from the
structured questionnaire through to the 'unstructured'
conversation, but all hinge on the assumption that people are, to
some degree, reflective about their own actions, or can be put in
a position where they become so. Implied in the notion of inter-
viewing is a notion of the subject as a researcher, that is as
someone able to offer reflective accounts and to test these
against experience (Walker, 1985:90-91).

The interviews with the employees intentionally involved leading questions in

order to explore and open up new lines of inquiry and to inform me of the

historical background of the participants involved. Later interviews were for the

purpose of assessing values, beliefs, dispositions, feelings and emotions (Ely,

1991:58).

The final interviews took the form of a constraints analysis to try and determine

the barriers and constraints that affected this attempt at an emancipatory

research process developing in the specific workplace. This, McKernan

(1991:146), considers an important strategy for this research, as action

research required me to "... understand pressing practical problems in order to

improve the curriculum and the rationality and justice of their curriculum working

conditions".

In the action research process, interviewing, according to Measor (1985:46),

involves "listening beyond"; entering another person's world. Interviewers need

to remain critically aware for pointers which lead into the meaning of what is

being said.
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4.5.5 TRIANGULATION

The intention was not to achieve consensus but to consider other viewpoints,

conflicting opinions, contradictions and inconsistencies fromwhich I could learn

more (Phase 4:137) and attempt to make sense of what I was finding.

Explanations and information were what I needed and not a technical solution

ensuring validity.

A research method to provide information to understand the social situation

which is to be studied led me to the process of triangulation in the hopes that

I could have better evidence on which to "... construct meaningful propositions

about the social world" (Mathison, 1988:15), I was in.

Triangulation may occur in many ways as data can be collected by observing

a project from different perspectives: using various settings; using different

enquiries; using multiple research methods. However, the data collected in a

triangulation process must be directly fed back to the participants who offer

critical comment on the data (McKernan, 1991:192).

The process of triangulation became an essential part of the methodology of

this research. At first I experienced situations. On reflecting on these

situations, I collected data and reported on these situations. Then I started to

become involved with the day-to-day reality and situations of the participants.

As a researcher, I was becoming involved in a process of triangulation as I

started to see cause and effect; action; response and new action; and

understand relationships and practices. The process of triangulation was

between myself, the participants and the situation that we were reflecting on

with the intention of changing the workplace situation. This process was

enriched by discussions about this situation with my research supervisors, who

challenged the research and methodological sequence of action within the

situation. Within these levels, or cycles, of triangulation in the process of this

research, it became difficult to distinguish between the changer and the
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changed as the teacher-learner and facilitator-participant produced knowledge

together. In this research the process of triangulation was extended as

methodological triangulation data was collected by multiple research methods:

participant observation;
questionnaires;
interviews;
engaging in critical dialogue and reflection.

The process of triangulation led me to understand more fully the action

research cycle: following ongoing stages in an ever increasing spiral which

becomes increasingly wider as the practice involves more people, and which

could improve the practice each time reflection on the process brought about

new meaning and new action.

The nature of this research was to be empirically based with the need to work

towards a more just social order. People must be involved in the change

process, both in the workplace and outside. No one could conscientize anyone

else. However, by arguing collectively in a dialectical situation, one could make

others aware. Constant critical reflection on past action and relating this to

continued struggle for change action enabled the people to plan and shape,

observe and reflect and reshape in constant movement from practice to theory

and back to a new practice (Phase 2:85).

4.5.6 NEGOTIATING ABOUT CONFLICTING
NEEDS AND PRIORITIES

The process of triangulation needed to be extended within the workplace

situation I was involved in to develop a group process in which participants

could learn to express their views, discuss their views, influence and allow

themselves to be influenced and reach a negotiated consensus democratically.

Historically, people in the Company did not know how to participate inclusively
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(Phase 2:46) and I hoped to develop a structure that would allow people to

experience participatory decision making in which their viewpoints would be

considered.

After much discussion participants viewpoints were recorded.

Each participant was asked to choose their most important viewpoint

which was recorded.

All the participants then discussed and reflected on the prioritized

viewpoints in order to understand and make the ideas of others more

meaningful.

The viewpoints were then counted and for every ten points of view,

participants were asked to choose six in the order of their choice.

All participants choices were then recorded and once again they were

asked to choose six in order of their choice. After much discussion the

A version of brain-storming within a group whereby participants would hold

discussions to generate creative alternatives came to my attention (Hunt &

Roberts, 1991:360). Studies Hunt and Roberts made on organizational

behaviour included a Nominal Group Technique. The process followed in this

situation was adapted to give participants the opportunity to make the familiar

unfamiliar and the unfamiliar familiar. Decisions participants were asked to

make had to be postponed until they got more information through discussions

which could transform the process of gathering information by making the

situation more meaningful. Ultimately, the participants had to make decisions

and through the process, developing a capacity to respond was learned. The

complexity of decision making was reduced as the person assumed the

responsibility to make a contribution.

In the research process, I introduced this situation to encourage participatory

inclusive behaviour whenever participants in a group needed to make a

contribution to decisions about a variety of viewpoints, in the following way:
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participants gave a value of six to their most important viewpoint and in

descending order, one to their least important.

When the values chosen by the participants were added up they gave

some indication of the consensus of choice participants as a group had

made.

develop a plan of action to improve what is already happening;

act to implement the plan;

observe the effects of action in the context of what occurs;

reflect collaboratively on these effects, as a basis for further planning

and subsequent action through a succession of cycles (Kemmis &

McTaggart, 1982:7; Winter, 1989:11-15);

develop a critical perspective on practice which could inform theory and

in turn critical theory could inform practice.

I am well aware that this may appear to be an extremely technical exercise in

the light of this research process, however, some way had to be found to lead

participants into speaking about their viewpoints, challenging other viewpoints

and having theirs challenged openly and learning to accept a democratic

decision about the value of a negotiated viewpoint. Emancipatory research is

essentially democratic in nature (Phase 1:32) and for transformation and

empowerment to take place participants needed to find a way to learn to act

democratically.

Before proceeding to examine the practical situation of action research in this

project (Phase 6:192), I needed to review the basic stages of action research

as outlined in this phase, and reconsider my theoretical understanding as a

practitioner of terms such as democracy, transformation, emancipation and

empowerment (Phase 1:1), in the following phase.

My understanding of the moments in an action research cycle for me to do

action research are that I would undertake to,
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The basic process of action research in action is shown in the diagram below.

DIAGNOSIS II<
PLANNING

ACTION

(
CYCLE 1

ON
OBSERVATION

~ FURTHER
EVALUATION DIAGNOSIS II<

/ PLANNING

ACTION

(
CYCLE 2

TION St:EFLECTION
OBSERVA-,

EVALUATION
CYCLE J

Figure 1: Basic action research cycles
Source: Stuart (1993:64)

This understanding of action research in action, I believe was necessary as I

reconsidered notions of democracy, transformation, emancipation and

empowerment which underpin the basic stages outlined above.

In Phase 5, I attempted to develop the meaning of these notions within the

context of this research by involving students and business people outside the

specific workplace. My purpose was to get the opinions of people outside my

specific workplace so as to possibly create other interpretive notions. As

stated, democracy, -emanclpatlon and transformation were key notions in this

research, and I needed to consider the interpretations of other people in the

situation, or similar situations, in order to consider other possibilities within the

context of similarities and differences that could emerge on enquiry.
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PHASE 5

QUESTIONNAIRES, DISCUSSIONS AND INTERVIEWS
(DEVELOPING THE MEANING OF CONCEPTS WITHIN

THE CONTEXT OF THIS RESEARCH)

5.1 BACKGROUND

One of the conflicts I faced at the start of the research project (which I referred

to in Phase 6:215), was the dividing line between managers - involved in a

traditional technocratic managerial style - and the need to value critical

openness with all employees in terms of basic rights; and respecting the

professional expertise of business managers and their right to exercise authority

within their own business. How did I develop an inclusive participatory situation

in order to proceed with this research?

As was said at the outset, the focus of this collaborative emancipatory action

research study involving curriculum development needed to be supported by

notions of participation, empowerment, transformation and democratic values

(Phase 1:1). This highlights why I considered the described contradiction to be

problematic.

Much time has been spent discussing issues and ideas critically and

collaboratively, with the hope of understanding a multitude of meanings being

constructed. The art of rational discourse and relations were not going to be

equal as we proceeded, because power struggles among levels of employees
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were already evident, as well as the reality of language barriers imposing power

struggles.

The vision of this workplace as a participatory democracy in the early stages

seemed unrealistic as we grappled with our understanding of what education,

training, emancipation, democratic values and liberation and transformation

actually meant, and for what reason our understanding of them served a

purpose.

In this action research project, the change ethic was coming to the fore. Action

research had to do with change (Phase 4:130) and much of the change points

towards the teacher changing practice. What I needed to become was a critical

agent in the art of knowing (Phase 4:123) and, in the workplace situation, as

I approached the group of people who had simply never been previously

included in collecting data, evaluating, participating or reflecting, I felt I needed

to reflect on my understanding of democracy, emancipation, participation,

empowerment and education, before leading this process of informing others
on these notions.

Arising out of my commitment to action research as a reflective practitioner I

needed to "rigorously develop a new consciousness of teaching and learning

and involve other people actively in interpreting and making meaning of the

world" (Fay, 1975:72).

I did not want to over romanticize the notion of emancipatory action research

nor did I want to risk reflecting in isolation. I did not feel that employees within

the workplace were empowered enough, at this stage, to articulate notions of

this nature freely. I believed that people outside of my workplace situation

could possibly lead me to other interpretations or understandings which were

not considered at the start.
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Therefore, considering the fact that the nature of this research was to be

empirically based using qualitative research methods, and the fact that the need

was to work towards a more just social order by involving and implementing

change, I considered it necessary to work with groups of people who were, by

being situated (Phase 4:127), involved in the struggle situation indirectly

(outsiders - involved in other workplaces or schools and part of the problem in

the greater South Africa), or directly (insiders - involved in the struggle or
problem in the specific workplace).

Action research is not inherently emancipatory and can at times be used to

merely improve techniques without actually challenging oppressive structures

(Walker, 1993:112). Workplace practices need to be placed in a socio-political

context which I report on in the next phase (Phase 6:220), for the possibility of

emancipation to emerge. As a facilitator I had an ethical responsibility to

ensure that all participants were enlightened (Phase 4:112). Enlightenment

comes through problematizing and developing profound understanding as

emancipatory situations develop (Phase 4:131). Before discussing the notions

in question inside the workplace, I chose to refer to several groups outside the

specific workplace to deepen and enlighten my understanding. Outsiders could

be critical without risk because they were not going to be actively involved in

the research process or the dynamics of practice, but were merely to be

involved in more systematic thinking about some key assumptions and notions.

I was aware that some outsiders may have had the same views and

commitments to those that I was involved in, and could be viewed as insiders
as well, because of this.

I believed, at this point, that students in their final years at school preparing to

enter a workplace, and business people in positions of power in other

workplaces, could challenge the inside understanding of the notions in question.

I needed to "reduce the puzzlement" of what is meant by certain terms in the

context of this research and agreed with van den Berg (1993:132), when he
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cites Geertz' quotation that follows, as challenging for those of us seeking to

make sense of the world and the problems of practice:

The claim to attention of an ethnographic account does not rest
on its author's ability to capture primitive facts in far-away places
and carry them home like a mask or a carving, but on the degree
to which he (she) is able to clarify what goes on in such places
to reduce the puzzlement (Geertz, 1973:16).

There was a need to know how people in such places (schools, other

companies) perceived notions of education, democracy, emancipation and

transformation. There was a need to consider their understandings as

"dialectically informing" (Phase 4:131).

5.2 PLANNING AND PROCESS

Through previous research projects and teaching experiences, I had contact

with students in schools; with school principals who had been either fellow

students or colleagues of mine; and twenty business leaders whom I got to

know through a working commitment at a high school in Soweto. Discussions

I had with these people made me aware of many shared values, and also

differing values and perceptions, involving notions of education, training,

transformation, emancipatory education and democracy. If these notions were

to support the key concept of emancipatory and critical pedagogy in the

research, I thought the insights of these people could inform the understanding

of participants in the action research project.

Measor (1985:55) argues that one of the most important strategies when

interviewing and questioning people is building up relationships with the people

in question and for this you need access. My point of entry, or access, with

this group of people had already been established where I had studied, taught

or worked with these people in an education-related environment. These
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relationships allowed me access to certain areas because no discomfort was

evident. Another advantage of being involved with this group of people was

that no barrier or space needed to be negotiated prior to starting as we were

already familiar with one another. No access point had to be gained because

these were people I already knew and with whom I had already established a

trust relationship. The amount of time one has available for research can be

a constraint in relationship building, which is another reason why I chose to

work with people with whom I had already been involved. Hence my

structured choice of participants in this inquiry process.

I selected certain schools because I hoped for a range of views from students

with different backgrounds and at different types of schools. On these grounds,

I reached out to principals with whom I had studied, taught or worked with in

the past (Phase 4:142) and hoped that the relationships already established

would communicate a sense of trust. I hoped that students who were asked

to complete the questionnaires in these schools were aware that they had the

choice whether to be involved or not. At each of the schools I requested that

the right to choose was essential. I was also aware that students may be

fearful of the consequences for themselves if they chose not to be involved,

The reason I wanted to involve employees, business leaders in a position of

power in a workplace, and school students who would soon be entering a

workplace environment, was because this study was essentially being

developed within a workplace situation. Because the purpose of the research

was to develop an educational process not exclusive to a specific workplace,

I also needed opinions outside my specific workplace. I considered the

opinions of students between the ages of seventeen and nineteen in a school

situation because, from my experiences, students of this age were maturing in

their own thinking and reasoning abilities and were usually readily available to

discuss, and they reflect willingly on their opinions. Their experiences to date

would contribute to their own opinions and this was of value because, as I have

already said, they would soon be entering a workplace situation.
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and emphasized the anonymous participation process whereby neither

themselves nor their school would be reflected on in any way in my research.

The principals accepted that I would retain and respect the anonymous state

of their school and students, and agreed to participate. (See Appendix A:395)

A questionnaire removes the face-to-face contact and is easy to administer,

and if anonymous, gives direct responses for which an individual will not be

held responsible. The questionnaires were handed out to a group of

respondents and can be considered administered questionnaires according to

McKernan (1991:127). I was not present at this point.

The business leaders I selected were initially asked to reflect on the student

opinions I would receive and they agreed to review them, discuss them with

me, and respond. In addition, I asked them to explain and discuss what they

understood by education, training and emancipatory education in their

workplaces. I was aware from the start that all twenty willing participants were

businessmen by virtue of their gender, and wish to draw the reader's attention

to the reality that there were nowomen in these specific positions of leadership

in the companies these business people represented.

The opinions of these businessmen were important to me because they were

directing operations in a workplace situation similar to the one I needed to

challenge. These people are in a position of power in their organizations: a

power which they can either use constructively or abuse. Itwould be them who

could lead a process of change within their own or other companies if they

chose to do so.

I wanted to explore attitudes and values, and the emotions revealing these.

How was I going to make inquiries and gather data in order to do this? It was

not my intention to construct a questionnaire on the basis of set, fixed or open

questions. I wanted to gather data by presenting a word which I wanted the

participant to respond to spontaneously, and then explain and expand on in
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... riJtbecame intelligible to analyze the interview transcripts not
in terms of particular opinions, but in terms of the issues about
which various opinions were held. This method is called
'Dilemma Analysis' precisely to emphasise the systematic
complexity of the situations within which those concerned have to
adopt (provisionally at least) a strategy (Winter, 1985:60).

their own way. There was to be no question technique to collect specific tabled

data. In short, the subject is presented with a word as a probe or stimulus

which calls for a response.

Because attitudes, values and beliefs expressed descriptively cannot be

analyzed in table form, it was necessary for me to survey and analyze the

content of the responses in the questionnaires. What I was doing, in effect,

was considering content analysis as a device for "observing a communication"

(McKernan, 1991:148).

My problem was, How could I carry out interpretive analysis of the data

collected through the questionnaire? As a teacher-researcher I needed this

information to inform my theory and practice, and to inform other participants

by being faithful to the views of the students and businessmen.

I then considered Winter's theoretical basis of dilemma analysis (1985:60) as

cited by McKernan (1991:143), to prevent myself creating an interpretation

which I would impose - something which Winter argues is a problem when

basing an interpretation directly on social theory. The procedure Winter

proposed was one of guiding dilemma analysis through a process of

considering contradiction. Accepting that people have conflicts of interest,

Once the questionnaires were completed, I organized the responses in terms

of similarities, differences, dilemmas, tensions or contradictions (which Winter

refers to as ambiguities, judgements and problems). In this way, I tried to

become aware of the complexities of the situation. These perspectives were

then organized for discussion in a brainstorming session with the group of
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twenty businessmen, to try and formulate an overall perspective which could

transcend individual beliefs and inform practice in a workplace situation.

(Phase 5:174; Phase 5:181; Phase 5:184; Phase 5:187-188)

The opinion investigation was taken to the schools, and each principal agreed

to discuss my need for their opinions with the students themselves.

Interestingly enough, a number of principals chose to ask the history students

to complete the questionnaire. This was not my request, however, it was an

interesting association principals had the freedom to make.

This process combined the perspectives of various actions within this research

setting: myself as the teacher-researcher, the students, and the businessmen

selected. Hopefully, through this process we were able to brainstorm multiple

perspectives of the same problem, promoting open-minded inquiry as well as

making knowledge meaningful in a democratic group structure.

All definitions were exposed to subjective three-sided accounts which was a

form of triangulation (Phase 4:158) which enabled me to become familiar with

how the students and businessmen understood these concepts in their day-to-

day realities. In this way, I hoped to rigorously inform the practice in which I

was involved with participants in the action research project, calling on a

number of methods to develop understanding.

Through reflective practice I hoped that different participants would question

facts, allowing possibilities to emerge in this way (Winter's Reflexive Critique

process, 1989:43). Asking the same people to use this resource collaboratively

(Winter, 1989:55) to examine relations between the notions as proposed, will

hopefully, enable us to put forward acceptable understandings of the notions

by all concerned in the sequence of action. These experiences would also be

considered in relation to literature sources (and the action research project in

Phase 6:192).
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was as follows:

OPINION INVESTIGATION
DEMOCRACY, TRANSFORMATION, EMANCIPATORY, ARE WORDS YOU MAY HAVE

COME INTO CONTACT WITH IN YOUR DAILY LIVES. IN YOUR OWN WORDS

DESCRIBE WHAT THESE WORDS MEAN TO YOU IN TERMS OF YOUR

EXPERIENCES.

PLEASE REMEMBER THAT THERE ARE NO RIGHT ANSWERS. IT IS YOUR OPINION

THAT IS IMPORTANT.

All investigations were returned to me, and as already explained, an attempt

was made to record an overview of the definitions I received. (The actual

interview records and questionnaires will be found in Appendix A:395). Extracts

from questionnaires used in this text are copied verbatim and transcribed in

italics and inverted commas. The overview was made available for

businessmen involved in this triangulation process, to review and give their

opinions on the meaning of the words in a brainstorm session. Finally, the

employees in the research project reflected on the meanings so that an under-

standing of these notions could emerge.

At all times in the reading of these surveys, it was considered necessary to

concentrate on knowledge becoming meaningful and how the opinions of others

might enrich understanding of a word in order to improve or enhance possible

action. In the context of this research, these words were relevant in relation to

a change process that involved action and I had to ensure that this change or

innovation subscribed to the reality of change, and not just to the rhetoric of

innovation and the use of word definitions (Hopkins & Wideen, 1984:212).

172
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5.3 THE NOTION OF DEMOCRACY

From the questionnaires it was evident that most of the students believed that

democracy meant a government controlled by the people giving the people the

right to decide. All people would have the right to vote, eliminating all

discrimination in the process, and people would work together through elected

representation. By "majority rule" they believed that there should be a sense

of fairness, justice and opportunity equal for all. (See Appendix A:395)

Some of the students were racist, some sexist and some expressed bitterness

from years of suffering under an oppressive non-democratic government. The

cry from the oppressed was that democracy would enable them to be equal

before the law, and give them the right to be taught.

The opinions which will be recorded according to transcription conventions, led

me to understand that the students believed democracy had been misused in

South Africa and that the system must change. Two of the students defined

democracy as follows: (See appendix A:395)

"Democracy simply means one man (sic), one vote. In a democratic society,
every person should have a right to vote and the majority must rule. In a
democratic society, every person must have equal rights."

"Democracy is synonymous with freedom of choice, choice of leaders, choice
of life style, choice of working conditions. A problem does, however, exist.
Where democracy is in practice, the minority is inevitably dictated to by the
majority. This situation is equally as dangerous as the present situation."

The concern of the students in the defining of democracy revolved around the

need to involve people and allow them the right to participate rather than be

dictated to. According to the majority of definitions, participation could bring

about political reform, and a change process was necessary in government in

order to bring this about.
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The awareness that democracy may not always address the needs of the

minorities needed to be pursued in a country whose history is characterized by

marginalizing people. In my opinion, South African political history has been

highlighted by decades of polarization in which the majority has been excluded

from formal politics (Phase 2:64). To offer democracy, stability and prosperity

as an alternative, would depend on more than merely a new constitution.

Compromise between major political forces and minority groups is essential and

no new government will be able to ignore the economic realities of the majority

and the level of conflict that could grow out of this (Phase 1:10).

I

"Freedom of choice."

The businessmen, on reviewing student opinion, prompted me to involve them

in brainstorm discussions. Discussions of student definitions led to reflection

on various perceptions of democracy. The businessmen agreed with the basic

human rights which the students emphasized: the right to choice and the right

to vote. However, the businessmen felt strongly that the freedom to choose

increases their expectation that responsibility goes with freedom. They

emphasized participation, involvement, taking responsibility and the protection

of individual rights. I argued that participation must involve people in such a

way that their freedom to be involved and be heard comes with taking

responsibility for action (Phase 2:83). Out of this, the question of democracy,

participation, responsibility and the right to be heard became central to the

discussion; with the right to be heard emerging as a contentious factor,

(particularly where business leaders had experienced strikes in their

workplaces).

The following quotations from the businessmen showed how they viewed

democracy and extended our understanding of these notions: (See Appendix

A:414)

'~ process in which people have responsibility for their own lives with a
minimum of interference from Government, but ensuring the right tomovement,
free speech and justice. "
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"Democracy is the participation of people in their own governance."

':.4 system of governance whereby, through the electoral process, the governed
consent to be governed and hand over the office of authority to those elected."

'The right of the individual to express his/her views as well as the responsibility
to accept the majority view."

'The ability of each person irrespective of race, creed or colour to make
choices that would best suit that individual's needs within the framework of a
free and law-abiding society."

':.4 political system in which the rights of all individuals are protected and in
which no individual is deprived of any opportunity which that individual has
earned."

"Involvement by all people in the decision-making process in all matters that
affect them."

':.4 process by which individuals may have a say in, and be able to influence,
decisions affecting their lives with the concomitant responsibility for those decis-
ions."

':.4 situation or circumstance in which people as individuals or in groups have
the right to be free and that right is protected. Freedom of expression, religion,
etc. and free vote."

':.4 system where all people are free to think and choose without interference
or intimidation. Where everyone has equal rights, a system that is free from
discrimination."

"Environment which allows individual as much freedom as possible to choose
for himself (sic), the functioning of a free market, minimal government
interference, respect for intellectual property."

All of these values associated with democracy reflected how these business-

men viewed democracy. In the light of the discussions already had and the

lack of inclusiveness, individual rights and the freedom to take the

responsibility, to act individually or participatively (Phase 1:7), led me to

consider more particularly the following three quotations:

"Involvement by all people in the decision-making process in all matters that
affect them."
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"The right of the individual to express his/her views as well as the responsibility
to accept the majority view"

and

':4 system where all people are free to think and choose without interference
or intimidation. Where everyone has equal rights, a system that is free from
discrimination. "

The businessmen in their discussions understood what changes were needed

to ensure democracy in their workplaces, however, they had the following

reservations:

A fear of changing something that seems to work.

The knowledge that an exclusive systemwas inhumane and that change

and power-sharing were inevitable. However, they were concerned as

to whether participants would be ready to exercise responsibility and

accountability if the power and control was shared?

The uncomfortableness of losing control and then not meeting budgets

(which is what business is about), was a concern, because business is

about profit, and with profit comes employment, education, welfare,
shelter, food.

The disruption of the workplace when expressing views takes

precedence over meeting work deadlines.

Their concerns after much discussion shifted to considering ways in which

corporate structure could be addressed to allow for people to have the

opportunity to participate, take responsibility for their own lives and, in this

participative role, elect to accept responsibility and accountability. This was

considered to be democratic.

How can one ensure that all people participate in working towards a democratic

situation? As is evident in South Africa, political exclusion and economic

deprivation can marginalize people. This marginalization process can lead to
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violence rather than act as an influence in a quest to be heard (Friedman,

1991:5-6). This marginalization can also be true of groups of people

disempowered in our society on the basis of class, race and sex. Hopefully,

in a democratic situation, values and a form of action develop that ensures that

all individuals have voice (Phase 4:125), and that this voice is constructively

used for the good of all concerned.

The notion of democracy as a set of values, is argued by van Zyl Slabbert

(1992:2) when he says that democracy is a value concept or notion of what is

thought to make up a desirable form of government:

It does not follow that there are conclusive and objective criteria
which once and for all will settle the meaning of democracy or its
desirability as a system of governance in the world; nor that
societies which reach agreement on these matters will inevitably
become democratic. Some of them maywell revert to new forms
of tyranny and authoritarian rule (van Zyl Slabbert, 1992:2).

According to van Zyl Slabbert, democracy therefore, cannot be guaranteed, or

presumed, to be more than a notion or value. Within the context of this

research, democracy as a value, needed to offer an equal right to be heard for

all people. In the need for voice people participated and were involved so that

their voice was heard. But democracy itself does not guarantee anything. It

must involve social contracts with all people, parties and groups, otherwise

democracy will not offer equal access to the political system to all interests.

Why will participation of all people be necessary? If, as I argued (Phase 5:155)

in agreement with Winter (1989:4), that learning, which may come out of

experience and involvement, is intrinsically educational, then sharing ideas and

experiences could be eduoational. Participation gives individuals the

opportunity to be involved with one another and can assist in knowledge

becoming more meaningful for each other and even changing one another in

the process. If democracy is a shared value system then, by its very nature,

people have to participate otherwise there will be no shared values and no

dialectical learning process (Phase 4:141).
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Variables such as growth, empowerment, development, inequality, literacy,

political tolerance and market values need not have a definite relationship with

successful democratization. This relationship must be understood in the

context of transition "... away from authoritarian rule towards some preferred

democratic outcome" (van Zyl Slabbert, 1992:5). The hope for a democratic

outcome in South Africa aswe have moved from authoritarian rule is uppermost

in people's minds; however, the democratic outcome is uncertain. In the

process of wanting to be part of this transition and people empowerment, we

must bear in mind that "... there are often unrealistic expectations as to what

democracy can deliver" (van Zyl Slabbert, 1992:5).

I needed to consider these notions relating to the system of levels and authority

in the workplace. How is it that we consider embracing liberating and

democratic values when we talk about state/government, and yet we rarely

apply these same principles of democracy and liberation in our day-to-day

experiences in the workplace? Many businesses cling to an autocratic style of

management (CBM, 1993:57) which needs to be challenged if a workplace is

serious about involvement, participation and people empowerment, which are

cornerstone values of being democratic in action. Democracy allows people the

right to be governed by themselves, through people they elect to represent

them (Phase 5:175). It involves participation and this participation can give

people the freedom to take responsibility for their own lives and actions and in

Besides considering democracy as a value system in the context of a country's

governance, political transition changes the governance system in a workplace

where it was hoped in this research to bring about a response to the need for

emancipatory education and empowerment. A top-down hierarchical structure

has existed fundamentally uninterrupted in South African business. Many

attempts have been made to transform the autocratic nature of business, but

something more fundamental needs to change (Bexle, 1992:9) so that

democracy becomes a value system inside and outside the workplace (Phase

2:64).
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so doing create change. This form of change can liberate people, and can

transform a workplace, because it addresses the question of where control and

power resides (Block, 1992:8). According to Freire and Shor (1987:33), it is

important to have a "... political practice that would be a permanent process for

freedom which would include an education that liberates." Could democracy

be such a political practice.

If democracy allows people the right to be governed by themselves, and

involves participation which can give people the freedom to express themselves

(voice their opinions) and to take responsibility for their own lives - and in so

doing the ability to liberate themselves and bring about change - then what do

we understand by change? I argue that change is an action process resulting

from the interaction of people. These people are involved on the basis of

consensus and consider actions which are to be regarded as transforming in

nature (Phase 4:114).

5.4 THE NOTION OF TRANSFORMATION

Change, by definition, is: variation, alteration, substitution of one for another

(Oxford Dictionary). To reform is to improve or change; or to make, and

become, better (Oxford Dictionary). To transform is also to change, but to do

this the structural basis which perpetuates the need for change must first be

removed (Meerkatter & van den Berg, 1988). I anticipated that transformation

would not be a term that many of the students were familiar with and yet it is

a term that is frequently used in the change attempts and literature relating to

the change process in the present South African context. Irrespective of this

perception, I believed student views were equally relevant to ensure that it was

not merely an imposed view to manipulate and indoctrinate.

Surprisingly to me, the overview of the students' definitions showed that they

had an understanding of the meaning of transformation, and the need for
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transformation. They recognized transformation as a change process which

involved education and people participation. According to them,within the need

for change in South Africa people had to be liberated and given opportunities

to develop and be part of the change process. One of the students recognized

the fact that transformation would involve "scrapping the old and replacing with

the new." This could mean one cannot reform or change something that is

already basically bad. The structural basis of what needs to be changed must

first be removed before a change process can begin to take place.

To the students, transformation is for all people and results in a whole new

situation. The political attention that the term was given showed a connection

between transformation and politics and further discussions with some students

showed that they believed this was because the imposed political system of

South Africa was at the core of what needed to be changed or transformed.

Some found the concept too "radical" and said it would result in no liberation

or democracy at all, merely a replacement of one powerful group by another.

The following quotations from the student definitions are highlighted here for

consideration: (See Appendix A:403)

"Transformation is the changing of one thing to another, and the process of
transformation is almost always positive. Because South Africa is entering a
new era, the system of education too will have to undergo a transformation so
that all people can be accommodated with one education system, irrespect-
ively."

"This is an essential key in our lives. Transforming what we need into
something better and more useful."

'Transformation is needed in South Africa, especially in the world of education
so that blacks and whites can get the same opportunities to develop. In so
doing the economy of South Africa would also eventually transform to the better
as there would be equality between all employees."

'~ form of change where the starting and finishing products are substantially
different."

"Change by slow process, with radical final outcome."
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"Change is important in every society, nothing can ever stay the same.
Although too much change in one go can be very dangerous and cause great
problems. Change must take place gradually, to suit all the people of the coun-
try, not just one particular sector."

"If we transform to a liberal democratic country, we should expect changes
such as the scrapping of Bantu education. We should also expect an
improvement in black education. All schools should be opened for all. "

"Communism (in my opinion). Remove liberation or democratic rights."

"When something changes from what it was to something completely different,
taking on a whole new outlook or meaning. The change can however be
drastic or slight."

'Transformation is the changing of a society. South Africa is changing radically
- for ultimate better or worse remains to be seen."

In reviewing the way inwhich students defined transformation, the businessmen

as a group, found their insights "remarkable". It was by consensus that the

businessmen decided that transformation was more than reform as one could

not merely change something that was fundamentally wrong. They believed

that the change in transformation involved participative involvement of all

people concerned. The situation had to change to allow for democratic

principles which led the discussion back to the democratic values considered

in the previous discussion (Phase 5:173).

Collaborative discussion worked towards improving the theoretical

understanding we had of transformation in the context of this research. It

would be viewed as a change process characterized by freedom and

opportunity creation. Transformation is a slow process resulting in radical

alteration: the old order is completely abolished and the change process

involves the creation of a new order with participation of all people involved in

the situation. According to Freire and Shor (1987:33) all people are capable

of transforming a situation because they can constantly interpret and give

meaning to the world by participating. How could this improve one's

understanding and one's actions in the workplace?
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This theory emerged within a specific context and within specific forms of

experience. Can one, on the basis of this, critically examine the workplace and

choose to "intervene on the basis of informed praxis?" (Giroux, 1988:119).

Emerging from the discussions was an acceptance that, in a workplace,

changes at the core would need to be considered because,

ownership was tightly held;

responsibility was not delegated;

the corporate structure was hierarchical;

goals were often internal and, although efficient, the hierarchical decision

making process often made the nature of the organization secretive;

paternalistic values were in operation and, after much discussion, a

recognition emerged that in most of the companies, a well hidden

policing mechanism did exist, which meant responsibility was guided by

rules rather than commitment;
businesses were characterized by long lists of meetings, report-back

sessions, memos and generalized abstract values;

businesses did, however, meet their goals of profitability which was

necessary for the economy generally, as well as meeting the needs of

employees in relation to remuneration.

The uncomfortable factor, therefore, seemed to be that with these factors in

place, the business actually ran well. Nevertheless, the moral value at stake

was that the power was vested in the owners, leaving the majority of the

employees disempowered and potentially dissatisfied. If people are the centre

of any situation (Phase 1:5), then this possibility alone would need one to

concentrate on transformation in a workplace and to consider it more

specifically in terms of empowerment. Why would empowerment be necessary

in this research process? What would happen if people were treated as

faceless numbers contributing to profitability that they perceived as going into

the pocket of the owners?
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5.5 THE NOTION OF EMANCIPATION

By Oxford Dictionary definition emancipation means "freedom from legal, social

or other restraint, ... liberation from slavery". Like liberation, it has the

connotation of being free from imposed bondage. However, in the South

African context, my understanding of the term was related to political

oppression and human rights.

Students had a clear view of what emancipatory means to them. Their

definitions were associated with being free, and the negative implication was

of restriction by an "authority" in the form of social, legal or political restraint on

an individual. In the process of this freedom, people's rights to be free would,

or should, emerge. (See Appendix A:399).

"Freedom of restrictions after being placed under by another authority."

'To set free from social, legal or political restraints especially. This is mainly
brought about by a new and leading power which supports the views of minority
and majority. This power is also aware of the people's rights for freedom."

Students views of the role of the individual in the process, made the term a

process, and not an event, involving choice, harmony, participation and

intellectual and social development.

"Freeing from externally/self-imposed restrictions. Emancipated people have
chosen "freer" lifestyles from their own viewpoint and decisions, and don't need
to follow external advice or opinions."

"Emancipation from intellectual restraint, as well as from social restraint, is a
vel)' important step to get South Africa to develop further. It is also necessery
as it would help to get blacks and whites to work together in harmony."

Students believed emancipation involves the right to be free. It involves

participation and choice. Surely people had to be conscious of their situation

and think about choices they could make that could influence how they may

https://etd.uwc.ac.za/



184

act. If the process of education involves a learning process then the

recognition by students that education is necessary in the emancipatory

process is an important one, because I have argued that for people to be free

- to be able to make choices and action change - education or learning must

be emancipatory (Phase 4:119).

"Providing individuals with the necessary skills in order to fulfil a task or tasks
by engaging them in activities that simulate those tasks to be fultil/ed in the
future."

In addition to the association of emancipation involving the right to be free,

"setting free from slavery" and "setting free of women" are associations that

students recognized. Some also chose to relate emancipation to political

manipulation and an excuse for acts of violence.

In discussions relating to student understandings of the meaning of the term
emancipatory, the businessmen responded to this in relation to emancipatory

education and training. In the process of change, or much needed

transformation of business values to democratic values (which they had

expressed previously), they believed emancipation was important in the

process. To them, emancipation and empowerment (which they understood to

be an emancipatory process) involved education and training.

As the discussions progressed it became evident that training was considered

to be a workplace response to education. Within the context of democracy,

transformation and emancipatory education, I asked them to consider whether

education practice in the workplace took on more meaning than mere training.

Amongst other definitions, training was viewed by businessmen as: (See

Appendix A:411)

"The imparting of skills by means of practical demonstration and participative
practice with clearly defined performance targets and quantitative and qualita-
tive measurement."
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There seemed to be an understanding by this group of businessmen that the

purpose of training was to assist people to develop skills that would enable

them to manage their specific job better by upgrading the level of skills.

Education on the other hand was defined by this group as a process whereby

skill provision was directed towards imparting specific and general knowledge

which would develop life-skills. The implication was that education was a

formal study involving the imparting of knowledge by teaching people. If

education in this research was to be considered in an emancipatory context,

then the definitions they considered were a concern and I needed to
understand that, in the research project Company, owners or managers may

also define education as a finite, focused notion that takes place in school sites.

When they were asked to define their understanding of emancipatory education,

the following responses were recorded: (See Appendix A:413)

''Allowing individuals to develop their talents and strengths so that they can
creatively use their thought processes in order to make the most of
opportunities or create their own opportunities."

''A combination of education and training."

'Teaching techniques and programmes to educate uneducated individuals in
order to bring them to a point where skills and professional training can begin. "

''Aspect of the educational process which is aimed at trying to overcome
(centuries) of sexist and racist thinking in society."

"I have not come across this in our business environment. By interpretation it
could be an education free from any political constraint."

"Special bridging/accelerated programmes to hasten education process due to
previous deprivation or unsatisfactory education."

''Assisting people to effect a paradigm shift in their thinking so that new
perspectives on themselves and their world are gained."

'Teaching geared to helping people to rise above their present levels and
surroundings."
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an enriching, empowering, ongoing process;

"Education designed to free individuals from being stereotyped."

"Emancipatory education is education which teaches individuals to think, to
question and to fully utilize their intellectual capabilities."

"Education enabling people to 'unshackle' and advance to whatever level they
are capable ot."

"Given the discrimination that has existed in South Africa towards the majority
of the population, emancipatory education presumably refers to an educational
process that will assist in 'liberating' the learner."

In people's understanding, emancipation seemed to be strongly linked to

education; and my concern became to define what people considered to be

education. Using the Nominal Group Technique (Phase 4:161), a group of

school parents (many of whom were business people) and teachers, were

asked to discuss and consider what they thought education to be. The

following responses were made by this group in relation to the meaning of
education,

a knowledge-gaining process;

a process that must be seen in a social context and that
can take place in many different sites (one of which being
a school);

a total school-centred process, involving a teacher, parent
and child, where a child can reach its potential level;

a process to equip one for life - a preparation for life,
projecting future integration into society;

a relationship-building process;

protecting values through discipline;

holistic; ongoing;

skills acquisition process:
- lateral thinking
- problem solving
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- self-discipline
- problem-solving;

enables one to face challenges, providing environment for
motivation and learning;

physical, spiritual and emotional well-being;

involves people. Not prescriptive.

These responses came after much deliberation and discussion. As one of my

dilemmas was how to challenge business people to transform their

understanding of education, these understandings were discussed in the

context of how I viewed education, and how I would consider these

explanations in the light of my practice.

Was education emerging as the key to democratic values, transformation and

emancipation? Was emancipatory education knowing the cornerstone to action

and empowerment? How did people understand empowerment?

Businessmen in the research group understand that: (See Appendix A:417)

"Empowerment takes place when people have the opportunity to take
responsibility for their own lives, and they elect to accept that responsibility.

Although circumstances outside a person's control may impede empowerment,
true empowerment is never a privilege that is given by anyone person to
another, and which is therefore an act of patronage that causes one person to
be in another's debt. It is a trading transaction which benefits both the ''giver''
and the "receiver" - a win-win transaction."

"Empowerment is a state-of-being that is actively and voluntarily entered into
by a person desiring the burden of accountability that is the characteristic of
adult life. In return for this accountability, this person gains freedom, and the
opportunity for fultilment and for reward. In empowering another, the empow-
erer sacrifices a portion of his or her own power, in order to benefit from the
force he has facilitated in the receiver. Both parties achieve a net gain."

"Empowerment is not an act of charity or philanthropy, and it is not an
enlightened employee policy, it is a philosophy."
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"Empowerment means taking responsibility for your own life. People, in effect,
report to themselves and are accountable to themselves for their actions. They
do not conform to artificially contrived disciplines for fear of censure or the hope
of advancement; instead they conform to their own standards of performance
as the means within their own power to take the reward that is theirs by right
of achievement."

A dilemma was emerging here in relation to theory and practice, as I started to

feel the conflict of a real-world philosophy of business as opposed to the public

relations philosophy of business that was being outlined.

Lists of corporate values, ethics pledges and mission statements decorate the

walls of most companies that these businessmen were involved in, showing

their commitment to democracy and to social upliftment. These claims, like the

empowerment discussion, are rarely testable and yet when the businessmen

were asked to reconsider to what extent democracy, transformation and

empowerment were part of business practice in their companies, they said that

many efforts were being made. A statement which they considered to be

genuine. However, they admitted that as they endeavoured to open up

opportunities in their workplaces for all people, and more specifically for people

marginalized on the basis of race, colour, gender or creed, one of the

managers stated in discussion that business had moved into an arena of,

"... fire fighting, crisis management, hostility and resentment manifesting in
exacting vengeance on the organization in conjunction with unions using covert
methods of sabotage".

He believed an education process needed to be considered to address these

issues.

If I hoped to contribute towards confronting the notion of education in relation

to learning and empowerment in a workplace situation, then democracy,

transformation and emancipatory education would contribute to the theory and

practice of the dialogic pedagogy Iwas supporting (Phase 4:117). I argued that
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education is a practice constantly in formation a wholelistic practice which can

be sustained in society by institutions (Phase 7:356).

Emancipatory action research can be an empowering process for participants:

it engages them in the struggle for more rational, just, democratic and fulfilling

forms of education (Carr & Kemmis, 1986:207). In this context, democratic

decision-making can be emancipatory in action, and can transform the

understanding of both practitioners, like myself, and participants, by

collaboratively involving them. Methodologically, it was necessary for me to

involve the students, businessmen and myself in this triangulation process of

collaboration, as we operationalized the very notions that would affect our

actions. Democracy by consensus needed to represent a system of values

commonly agreed to by involving people in all decision-making processes. This

engages people in dialogue which can be creative or recreative in an inclusive

active search involving others (Phase 4:114).

democracy, empowerment and emancipation. According to McLaren

Transformation is a process of change, as democratic ideals are realized based

on the right of an individual to act. Democratic dialogue invites action which

can go beyond the limits and challenge situations, making change a

transforming educational event (Phase 4:114). Students and businessmen alike

argued that, for the process to be emancipatory, people must be free to make

choices. What they needed was to develop a consciousness of their situation

and be allowed to experience consciousness as a reflexive and reflective reality

(Phase 4:136). In this situation, participants can integrate and critically re-invent

knowledge from their specific place in society (Phase 4:122).

All of us in the project needed to consider ourselves as learners, and through

our discussion liberate ourselves from certain confined definitions of education

and learning. The concern that I experienced as an educator was the

emphasis that seemed to emerge on technical and practical forms of knowledge

as opposed to transformative knowledge if education was to be the key to
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(1989:109), our classrooms are filled with life-obstructing theories that are

embedded in a technocratic world view, under the guise of efficiency and

procedural smoothness. We need theories that question and challenge value

assumptions and scrutinize practices and social relations in the course of

education (Delpit, 1988:202). To what extent had all of the participants in these

brainstorm sessions developed a technocratic mentality which was thought to

be objective and value-neutral? Was this myth not one of the serious problems

facing workplaces which could be controlled and embedded in this technocratic

mentality?

5.6 CONCLUSION

In the process of gathering information by meansof questionnaires, brainstorms

and discussions, we were concerned with developing new meanings by

exploring possibilities and interpretations related to practice. Participants

reflected on this practice or action to try and develop what could be considered

"personal and collective knowledge" (Carr & Kemmis, 1986:190).

According to Carr and Kemmis (1986:190) this personal knowledge can develop

through discourse between action researchers and other people with whom

they interact. It can also arise through the informed action of practice (praxis)

(Phase 4:143). This essentially participatory nature of gaining knowledge

assisted me in locating the meanings of concepts democratically, and exposing

aspects which might affect change, by offering a theoretical basis for

overcoming the situation. It was hoped that these theories would express the

understandings of those involved in making these concepts meaningful, by

critical reflection to further develop understanding particularly in relation to

education:

Powerful criticism depends upon the capacity of practitioners to
participate in a concretely-relevant theoretical discourse, to
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arrange the conditions for the organization of their own
enlightenment, and to organize themselves for the practical
struggle to change education. Thus the participation of
practitioners in the project of critical educational science is not
merely a theoretical necessity, it is also a practical necessity
(Carr & Kemmis, 1986:208).

By participating in the understanding of the meanings of democracy,

transformation and emancipation we set up a discourse collaboranvely, so that

our discussions would become part of practice that could inform theory; which

in turn could help to confront practical problems. As a practitioner, I was

required by this curriculum to have control over the process taking place, as

well as to participate. To solve problems, I needed to start with problems

grounded in reality; and the only way to do this was to engage in dialogue with

participants in the workplace itself. I needed to merge critical thought with daily

life. I needed to look at both sides of a social contradiction within the

workplace. There are many sides to a problem and these are often limited to

certain race, class and gender interests. How was I going to face the

challenges of the education research project in relation to democracy,

transformation and emancipation? Howwas I going to introduce emancipatory

educational practice into the research project workplace?

For me to be a teacher-researcher, I had to become competent at observing.

I could not observe without participating. Therefore, as a participant-observer,

I needed to become part of a situation where I could inquire and discover and,

in the process, intervene by teaching participants to learn to inquire and think

critically and reflectively (Eisner, 1979:49; McKernan, 1991:38). At this point

I felt ready to involve myself in the daily experiences of the employees in the

research project, which follows in Phase 6.
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PHASE 6

THE WORKPLACE

AND THE ACTION RESEARCH PROJECT

6.1 INTRODUCTION

The unequal system of schooling in South Africa (Phase 2:46) has resulted in

unequal opportunities for different race groups with the intention of enforcing

a specific type of social order. This produced a class structure supported by

apartheid (Phase 4:63) and as stated by Meerkotter and van den Berg

(1994:9):

Nowhere in the world has capitalism had it so easy as in the
South African context, where the state has actually aided the
economic sector to effectively tap a ready-made working class
category of persons.

Coupled to this, the positivistic-technicist approach to education deprived the

majority of the freedom to decide "... about their own social, economic and

political future and to take responsibility for their own actions" (Meerkotter & van

den Berg, 1994:9).

This research sets out to identify practical implications of an emancipatory

educational process in a specific workplace. In the previous phase, the

concepts of democracy, empowerment and transformation emerged as

essential in an emancipatory process. People need to be involved and

participate (Phase 5:181): people need the right of choice and the right to be

heard so that they can elect to accept responsibility (Phase 5:177). This
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responsibility, as understood, allows people the freedom to take action and

bring about change which could be considered transforming in nature (Phase

5:177). In this action research process, reflecting on transformation as a

process of change - based on democratic ideas realized on the right of an

individual to act - could result in democratic dialogue which challenges and

problematizes situations, making transformation an educational event (Phase

5:184,189). This could engage people in a struggle which is an empowering

process and emancipatory in nature (Phase 5:189). How, therefore, could an

emancipatory process be introduced into the research project?

---------- -~ - ------

It was necessary for participants to collaborate in the workplace enlightened by

the theoretical position that has already been established in Phases 2, 3, 4 and

5. Decisions made, serve to problematize and transform the situation one is

in, and continual critical analysis of these transformations can sustain scientific

discourse, the process of enlightenment and practical action which, in turn,

informs theory (Carr & Kemmis, 1986:187). This spiral interaction (Phase

5:163) was ongoing guided by an educator-change-agent: the role I played.

According to Meerkotter and van den Berg (1994:9), education is a process

which enables people to participate in life meaningfully and empowers people,

and is therefore emancipatory. Habermas (1971:2) stated that an emancipatory

interest empowers people through critical analysis and transformation of

asymmetrical power relations. How did I proceed with this research to uncover

different understandings of reality and existing power relations referred to in

Phase 5 (182), using these two positions taken to enlighten this research?

Kriel (1993:33) refers to action research,

... as a form of educational research in which participants engage
in a critical process of deconstructing values, assumptions and
interest underlying social practice to uncover different
understandings of reality and existing power relations.
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If, through action research, participants can be critically engaged in

deconstructing social practice to uncover different understandings of reality

(Phase 4:142), then I needed to engage such a process in the research project.

If such critical analysis is emancipatory and empowers people, then I needed

to consider this process as educational and part of an education strategy in the

project. The cyclical way of working in an action research project had already

been followed in this research and needed to continue.

The process of reflexive and dialectic critique proposed by Winter (1989:41)

and explained in Phase 4 (135) was extensively used in Phase 5 to discover

more about the meaning of certain key concepts on an interactive collaborative

basis. The reflections on these concepts were used collaboratively to

reconstruct and enlighten our original understandings of these concepts, which

was a spiral of action research methodology, forming the start of the next spiral

in the workplace in a cyclical way of working. As this work proceeded these

action spirals continued. This dynamic was essentially what action research

methodology is about (Phase 4:135). This same process of inquiry introduced

into the research project enabled participants to experience and discover

meaning, and the understanding of where they came from; where they were;

and where they were going to. They needed to proceed towards a process of

emancipating themselves from dehumanizing social structures and overcoming

the barriers which support them in the process.

Democratic values embracing people's lives cannot be suspended at the

workplace door (Phase 1:4; Phase 5:173). Education, likewise, cannot be

suspended at the workplace door if I argue that it is a life-long process of

formation, involving the very people it is about. As I approached these issues,

I need to make clear the fact that, I fully understand that the workplace is not

considered as a site for the purpose of education. It is traditionally a place

where business is conducted. However, I argue that, in the process, education

can take place and playa vital role in the conducting of this business (Phase

1 :7).
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How could I find ways of developing a possibility of educational opportunity and

consider ways of enhancing teaching and learning in this workplace? Teaching

and learning need to involve a critical approach to knowledge that exists both

outside and within immediate experience. Teaching and learning need an

understanding of immediate and past situations, and involve taking risks and

struggling with ongoing relations of power that impose voice aggressively and

resist change (Giroux & Simon, 1989:223).

How, then, does one investigate the possibility of education in a workplace?

Do people need to be taught; and do people need to learn? What kind of

situation is necessary for this learning to take place? How could a pedagogy

of possibility be developed, in which a transference of power (autocratic power

structure to self-empowerment) and the diversity of difference become a source

of strength and a resource for learning in this workplace situation?

If, as Giroux and Simon argue (1989:223), pedagogy is,

an attempt to influence knowledge producing identities within and among

particular sets of social relations;

a practice through which people are incited to acquire a specific moral

character;
a practical and political activity that attempts to influence the occurrence

and quality of experiences;

then I needed to consider a pedagogy that enhances human capacities and

social possibilities, democratically, in a process of teaching and learning. This

had to be linked in the process with critically appropriating knowledge in an

interactive emancipatory way (Phase 5:189). Democracy, according to the

views that emerged from Phase 5 (177), allows people to be involved and

participate, and, in so doing, to liberate themselves to bring about change.

Then, in this essentially emancipatory process, I needed to consider barriers

to empowerment that existed in this workplace, because democracy involves

https://etd.uwc.ac.za/



196

taking responsibility for your own life which, in turn, leads to empowerment

(Phase 5:187).

If I was to consider myself as a practitioner-action-researcher, I could not act

as an unbiased outside observer. If this action research was to be a study of

changing a situation from inside, then using an unbiased "objective" outside

observer would be too positivist in method (Phase 4:120). At all times during

my research within the specific workplace, I argued that the "available body of

knowledge within the situation was not authoritatively established" but was

continually open to question, so that getting it right was never the outcome I

must expect (Winter, 1989:27).

Education is about people. The object of research here is other human beings.

The authority of expertise is always open to question. Therefore, a continuous

process of reflection, evaluation and innovation took place as I interacted with

other people, and they with me (Phase 4:120). This "interaction of mutually

observing human beings" (Winter, 1989:27) was not cumulative, but rather a

shifting process based on responses to one another.

From this point onwards the cyclical way of proceeding with this shifting

process continued as before and the concepts developed in Phase 5 are

considered throughout as key structures in the process.

In January 1987 my involvement with the action research project started in

response to the Managing Director's need to reposition his company in relation

to a changing South Africa (Phase 1:3). I was asked to facilitate a people

development process within the Company. Initially I needed information about

the Company and I hoped that I could encourage a situation where free open

communication could be held with and between all managers and employees.

It was necessary to find out how all people understood the situation they were

in and how they responded to the situation (Phase 6:194). Developing
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relationships with employees was essential and open reciprocal dialogue

between us was paramount in the process.

At all times, as I proceeded, I was aware that transformation is not easily

achieved. I settled on the idea that I would concentrate my efforts on an area

that I could do something about as I moved into a process of dialectic reflexive

collaboration in the research project.

The hope was to study the social situation with a view to improving the quality

of action within it by identifying practical implications of an emancipatory

educational process in this workplace. As an action research process, the aim

was to feed practical judgement into concrete situations; and the theories the

research would generate would not depend on scientific tests of truth, but

rather on leading people in a process of becoming involved and accepting

responsibility for their involvement and actions. I was in a situation where I
wanted to do something that would bring about change and the articulation of

my field of action in the project that follows prompts me to consider what has

already happened (Phase 6:198-218), what is happening (Phase 6:203,208),

what are the opportunities to implement action that reflects what is happening

(Phase 6:226,233,245), what are the possibilities and what are the constraints

(Phase 6:250,253)?

Winter's six principles for the conduct of action research outlined in detail in

Phase 4 (135) continued to act as a framework moving from, dialectical

reflexivity: (to question, analyze, reflect on and understand reality), to
collaboration: (to examine relationships between the accounts of various

participants and come up with a practical proposal and a theoretically possible

strategy), to participants putting themselves at risk by acting to transform on the

basis of ... seeking differences, contradictions, possibilities and questions to

open up new ways for action, to developing a relationship between theory and

practice and seeking a way to implement findings.
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6.2 A DIALECTIC REFLEXIVE COLLABORATIVE
PROCESS IN THE RESEARCH MODULE

6.2.1 EMPLOYEE INTERVIEWS

One of the most effective ways for me to open this research process in the

workplace was to ask questions and analyze the answers, without making

judgements and imposing a further set of judgements. Through a process of

dialectical reflexivity, I could consider possible alternatives instead of taking

particular interpretations for granted (See Appendix B:418-430). I needed to

understand facts about participants and consider their need for their own

"creative space" for interpretation and decision-making (Winter, 1989:51). In

this process we are required to subject our observed facts to a critique, which

was done.

As a first step I chose to consider employee interviews as a way of collecting

information and to have feedback sessions with the same group of participants

as a time to critique information and the responses to contributions made to this

information.

The people involved in the interviews and discussions were the employees of

the local contracts division of the Company I described in Phase 1(4). The

Company is an eco-Iandscape company that is made up of fourteen divisions

countrywide, employing eight hundred and fifty people. Two hundred and fifty

of these people lived on the farm at the head office in Germiston and worked

in the Johannesburg, Pretoria and Vereeniging areas. The people chosen

reflect a variety of job levels, education levels, cultures and backgrounds: and

by virtue of the fact that most of them lived on the farm, I was able to have

easy access to them, their. families, and the community.
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Based on experiences in Phase 5 (126), at the start of this process I was

acutely aware that trust, unaffectedness and curiosity were important. People

do not just talk to anyone. I needed to be sure that the people involved

respected and understood what I was trying to do, and that I developed an

ability to listen to, and appreciate, other people's views in a non-judgmental

way. I needed to transcend my research and develop a personal relationship

to gain trust and rapport. I needed to be unobtrusive in my curiosity because

many of the people involved had never been in an interview situation before,

and were not sure that they were free to speak without suffering possible

recrimination (Phase 4:157).

Unionization of the Company work-force; fear of management reprisal; and

political restraints placed on the employees; must always be seen to have an

effect on contemporary research, particularly in South Africa. Education and

employee empowerment are highly politicized in this country, and this could

affect most black employees influenced by fear of reprisal from management,

unions or fellow workers who continually view a work site as apolitical.

Research as praxis needed participative involvement (Phase 3:102), and I had

to find a way to make this possible.

For this research it was necessary to explore ways of bringing about change

in an unjust society. Most of the participating group had lived in a society

where they have been legislated against and therefore had little political, social,

economic or educational rights (Phase 2:48). For these people to become

involved in the process of the transformation of societal structures that involve

them, it is necessary for them to understand the realities of their own

oppression. To empower these oppressed people so that they could

understand and change their own oppressive realities, it was necessary to

review the experiences of this group of people in their daily lives. In my first

four years of working among this group of people, I hoped to facilitate an open-

ended dynamic conscientization process where we could develop structures

that could enhance change and encourage interaction (Phase 3:102).
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Interviews were conducted personally by me. Response effects, and possible

bias, can exist in these situations, however, this can be reduced by constant

discussions with the employees as a group and individually, as well as through

the use of a re-interview situation. Repetition of this nature is necessary to

expose "deeper levels of data content" (Lather, 1986:264) and to give back to

the people in the situation an opportunity to reflect and interpret. It was

necessary to develop the participants' background and views through a process

of involvement between myself and the person in the situation (Winter,

1989:46).

The form of a conversation or discussion was included because I believed this

would be a more open-ended and informal approach, which would promote a

free-flowing process. Although I did not want to structure the situation in such

a way that people felt inhibited, I needed to have a framework of questions that

would facilitate discussion. These discussions were necessary so that I could

learn, and experience by hearsay, what was happening in the lives of those

being interviewed against the historical background of participants. As an

active learner in this process, I then needed to seek ways to encourage these

same people to critically analyze their own situation. Did they want to improve

the situation? How were they going to do this? The following questions were

used to facilitate discussion. These questions were chosen merely to act as

The interview method was therefore chosen for its personal contact situation.

Interviews were semi-structured, in that certain questions were asked, but

certain questions as issues could be raised as the interview progressed (Ely,

1991:57; McKernan, 1991:134). I needed to understand the personal histories

and situations of the participant employees and, therefore, structured

introductory questions that would assist the interviewee in talking about these

situations. As the interview proceeded I would consider it unstructured in that

the situation became one of a discussion as I asked leading questions to

promote conversation.
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stimuli to get them to talk about their situations and to talk freely about

themselves:

1. Give me your name.

2. What is your age?

3. Where do you consider home to be?

4. What is your marital status?

5. Do you have children?

6. Tell me about your schooling and education.

7. Where have you worked?

8. How do you feel about education and training?

9. Is there an opportunity in the Company for your growth and
development?

10. Do you think things could change? What do you want changed and how
could you bring about change?

The South African workplace, in my experience, has many employers who do

not even know the surname, and sometimes the name, of a black employee.

My first question was about names because I believed that the interviewees

needed to know that their full names were extremely important to me as they

were people who needed to be identified as such, with all the dignity and self-

esteem that goes with the recognition of personalization. Age was selected as

a question because it situated a person historically, particularly in relation to the

process of the historical background outlined in Phase 2(46). Home, marital

status and children once again personalized the situation, but also assisted me

in understanding the circumstances of the person outside the workplace. Was

the person's family situated in a homeland (Phase 2:48) six hours drive away,

or did they enjoy family life after work hours? Family responsibility would

affect the workplace particularly if certain traditions, e.g. mourning the death of

a family member, required the person to be home. The questions about job

history, education opportunity and schoolingwould enable meto understand the
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situation of the person within the Company and contribute towards the

employees beginning to consider their own situations within the Company.

Personal questions provided a way to establish contact as people discussed

themselves when someone showed an interest. For this reason, I included

those questions in an attempt to humanize the situation. After a short time in

the Company I realized that black employees were generally known only by

their first name and little, if anything, was known of their personal history and

background. Questions 6, 7 and 8 gave me a better understanding of

opportunities the individual mayor may not have had. Questions 9 and 10

needed time and critical reflection, and were certainly not dealt with sufficiently

in the first interview.

At this point, I was developing an insider-outsider relationship in this workplace

which, I argue, was a necessary position for me as a reflective practitioner;

although eventually I was marginalized in the crucial period of change that

emerged at a later stage as the workers took strike action (Phase 6:276). At

times I was a participant-observer, and at times I was the teacher directly

participating in, and directing, the process of learning within the Company. As

a teacher-researcher, I was required to become familiar with day-ta-day reality

For the purpose of recording interviews, I chose not to use a tape-recorder

which might have created an unfamiliar environment for people not used to

talking into a machine. Instead, while we were speaking, I wrote down cryptic

sentences and words that could stir my memory after the interview. I also

thought there might be fear of recrimination if a people felt their voice was

being directly recorded. If I transcribed the information, the person, if

necessary, could say I had transcribed incorrectly. The notes I made aided

recall when I transcribed the information immediately after the interview. I was

able to confirm the information transcribed by reflecting on this information

when I had the second discussion with the people involved. All recordings of

these personal histories can be followed up. (See Appendix 8:418).
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and respond to these realities. As a participant-observer I only involved myself

in data collection and, at times, I believed it was necessary to stand back and

ensure that the process was not reliant on my presence. As a teacher-

facilitator I had a role to lead a process of learning. I needed to be sure that

I constantly considered the notion of self-empowering so that I was able to

recognize when to intervene and when to withdraw.

6.2.2 REFLECTIONON INTERVIEWS

Twenty employees at the head office site of the research Company were

involved in the process of reflection in the reviewing of the overview of the initial

employee interviews.

The group of twenty, though a seemingly small group against a background of

nine hundred and fifty other employees, was acceptably representative of all

situations on the other sites. Of the twenty employees, only four were in

managerial positions and four at supervisory level (which was considered to be

the first level management). The balance were unskilled labourers or semi-

skilled machine operators.

The overwhelming disadvantage to employees in the above mentioned group,

was in their view, the lack of reading and writing skills and early school drop-

out, prevalent amongst the majority of employees. A closer analysis of the

school leaving age compared to the level of job the person held in the

organization, clearly showed a relationship between education level and job

level. Although going to school does not automatically mean a person is

educated (Phase 4:118), most of these people believed that schooling was

important and the lack of it, a disadvantage. (See Appendix 8:403-409).

If one looked closely at the relationship between education and job level

amongst the employees interviewed, then the perception is understandable.
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The overall manager, a white male, was the only one who had a tertiary

education (See Appendix B:425). Two Blacks with Std 9 certificates were in

support management roles: namely store control and personnel officer (See

Appendix B:418). A black female with no formal education was an operator

and general maintenance labourer (See Appendix B:426). Her inability to read

or write excluded her from training involving learning based on these skills. Two

black males were contract's managers and their job-skill base surpassed their

Std 3 level of education, which rendered them exceptions in this case (See

Appendix B:422). Both these contract's managers actually needed to read and

write for planning, organizing and controlling their jobs and both of them,

therefore, employed and relied on literate subordinates who acted as their

administrative clerks.

Using the participatory process outlined in Phase 4 (161), I discovered that the

central concern of individuals in the interviews was a need to overcome

disadvantage; and the immediate reaction to this by the people was their need

for skills training (See Appendix B:418-430). The need for interventions such

as schooling and skills training not relying on functional literacy (reading and

It has been estimated that by the year 2000, at least 77% of the economically

active population in South Africa will be black. In the action research Company

there are 45 white employees out of 950. Projections on people development

show that, as businesses grow, the nucleus of highly trained white managers

will shrink and potential managers will increasingly have to be drawn from other

race groups (Phase 2:81). At present, in the Company, nearly 60% of the

labour force is unskilled; about 25% have no schooling at all, 63% have

primary schooling, 10% have high school education and 2% have tertiary

education. The perception is that no more than 15%are educationally qualified

for managerial posts, i.e. supervisor upwards. If one considers the lack of so

called educated, qualified people and the skills these people need to develop

in order to do their jobs, there can be no doubt that the whole process of

learning needs to be addressed within this Company.
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writing), was emerging because a large percentage of the employees were

unable to read and write in English (See Appendix B:420-428). How were

these employees going to overcome this disadvantage and face the challenge

of meeting skill requirements in the workplace over at least the next decade?

What were they going to do about making these opportunities and taking

advantage of these opportunities? What of their experiences? Questions 9

and 10 needed redressing and revisiting in future interviews because I, and

they, could only gain knowledge in this instance from their experiences. It

would also be necessary to reflect on where these experiences were

problematical. Changes in their situation could only start occurring when they

challenged the problems and used this knowledge to empower themselves and

others. I needed to teach participants how to become involved in critically

reflecting on this knowledge, and participating in the process of change of a

problematic situation (Phase 4:147).

Some strong feelings emerged during discussions with employees that some

white managers resisted black development and training, because they (white

managers) perceived that this form of development caused Blacks to strike and

resist subservience (See Appendix C:433). Some employees believed that the

introduction of union activities into the Company had hardened some white

attitudes. As an observer of the situation, I found this evident in the behaviour

of certain white managers who verbalized the fact that "some Blacks do not

know their place" and "[the] Union makes them think they can tell us what to

do." (See Appendix C:433). On the other hand black employees believed that

fellow Blacks tried to hold back those Blacks who developed to management

levels! (See Appendix B:428; Appendix C:436).

Generally the attitude to learning was positive and there was an agreement that

black labour mobility is a reality in South Africa. Business must be ready to

meet the challenge of black mobility within the organization (Phase 2:81). In

the development of learning possibilities within the Company, were existing

management aware of the fact that black mobility in the organization was to be
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a reality? Could this mobility be a reality within the existing organizational

structure, or was there a need for change in this situation? Did white

management have to consider barriers they may be creating, preventing this

development?

Education on a formal level was generally inadequate throughout the

Company.
Only a small percentage of employees could read and write.

Learning skills generally were undeveloped and the opportunity to learn

was not available or encouraged.
There was a need to establish problem solving and creative skills.

There was a need to get people involved and participating in change.

People needed to take responsibility for their own lives and recognize

opportunity.
Relevant training material and situations needed to be considered.

The organizational structure and hierarchy of authority needed to be

discussed.

When employees were challenged in discussions, using these question as the

basis for those discussions, the problems that presented themselves during

these discussions and which needed critical analysis were:

Education interventions were to be considered to address these problems, and

active participation was encouraged through including and involving people in

working towards change action. People needed to understand the power and

responsibility of change. Most of them had been deprived of so much in the

workplace and the country, that "survival", according to an older employee, was

a priority. Are levels necessary within the Company? Are levels merely power

structures that undermine the democratic rights of the employee? Through

what channels could employers express opinions? How could the employers

speak without someone putting them down or accusing them of being

troublemakers?
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How can one empower people within the organization to take responsibility

(including the responsibility to participate and speak)? How can these notions

be addressed and/or taught in a workplace situation?

There is no doubt that a response to the education crisis was necessary,

especially as a high rate of functional, social, economic and political illiteracy

was apparent in the lives of the majority of the people interviewed (See

Appendix B:418-430). Coupled with this reality was the question of whether a

culture change in the organization would be necessary with a specific need to

develop a culture of learning? I considered the collaborative reflection, which

resulted from interviews, re-interviews, discussions and accounts from a variety

of employees, enough to consider practical proposals for the proceeding of the

process, and a basis for possible theoretical strategy.

I recognized that the evolving of values, the transformation of situations, the

empowerment of people through a process of emancipatory education, and the

altering of social and political structures was a long process when attempting

to develop people (Elliott, 1985:8; Coenen, 1989:57). Regular reflection would

be for all people involved because they had to be active in the change process

for change to take place at all. How would this process be introduced and

supported within the Company?

Howwould I, in the pursuit of transformation, participation and democracy teach

participants to understand that change starts with the individual (Phase 1:36).

The centre of control with respect to individual and social, political and

educational development, was within human kind. Human beings created

systems and were similarly responsible for the creation of processes whereby

they could develop into capable, responsible people (Phase 1:33). By

participation, individuals could change human action and this could occur in

everyday life. Social institutions e.g. workplaces and schools, should be

simultaneously developed with individuals themselves. The acceptance of

participation in, and responsibility for, the initiation of change was fundamental

https://etd.uwc.ac.za/



208

to the participants' understanding of their role in the process and the need for

them to put themselves at risk by acting. This action was a challenge to find

ways to implement prioritized findings.

6.2.3 REFLECTIONS, COLLABORATION AND
EXPLORATORY PRAXIS

Guided by work done by Stuart (1983:146) and Rudduck (1991:45) I followed

the interviews by speaking to the various people in groups and individually, in

order to review facts I had collected. They then were asked to give their

opinions, again exposing similarities, differences, contradictions and various

possibilities (Phase 6:203). Having learnt about their situation and historical

background, it was necessary that I teach them how to consider their past

situation in relation to their present situation and, in so doing, they would learn

to critically appropriate what they may learn (Phase 4:126). Guided by the work

of Rudduck (1991:45) concerning co-operative group work and democracy,

groups of us discussed what questions we could ask in the second round of

opinion seeking, using questionnaires to enable us to get more information and

facts about life in the workplace. In cases where people were unable to read

and write a scribe/interpreter was used. Some people may feel this could

introduce bias, but this method was chosen by the group so that no names

were associated with opinions, and neither I, nor other members of the group,

would know whose opinions were being expressed. In addition, the group

which originally included only one manager and nineteen production staff

employees or workers, requested that all the managers at head office be asked

to answer the questionnaire. This was done. After much discussion it was

decided that I should ask four direct questions. The participant group would

then reflect on these and, in the same group session, read, discuss and

respond verbally to an article entitled "A View from the Other Side" (Alfred

1990, See Appendix D:439).
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The response to these interviews, questions and articles were then to be

presented at a management discussion and thereafter, hopefully, at a

managemenVworker discussion.

Six out of seven managers returned their surveys as did seven out of twenty

workers. The reasons for the poor response amongst the workers needed to

be reviewed. The questionnaire and responses to the questionnaire can be

found in Appendix C (431). The reviews of the questionnaire are recorded in

the text at this point.

REVIEWS OF QUESTIONNAIRE

Review of Question 1 : What is good about your work life? (See Appendix

C:431)

Managers, who at this stage had already been involved in discussions (Phase

6:208), were starting to respond to the need for change and recognised the

leadership responsibility the Company had in the industry. The sense of team

spirit came through strongly as well as recognition of the importance of learning

opportunities.

Workers generally said they liked their jobs and respected the Company. One

accurately stated that, the respect revolved around the reality of actually having

a job. Responses did not come from all of the group and this in itself

concerned me. This could have been due to apathy and lack of commitment

for, or understanding of, the situation. On the other hand, it could be that there

was suspicion that this was a tool to manipulate and whatever they said would

either be ignored or held against them.

Were these answers too good to be true? Were they to please the recipient

or were they genuine? Did those who decided not to participate fear some

reprisal?
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Review of Question 2 : What Is bad about your work life? (See Appendix

C:433)

A pattern of some of the issues started to emerge in these answers and, on

reading and discussing these answers with the people concerned, it would

seem that although they felt sincere about answers to Question 1, the emerging

underlying tensions of discontent were deep. The need for partnership,

inclusion, communication and integration was problematic.

Managers highlighted; Poor communication and the growing tension between

union members and management; labourers with little understanding of wages

versus productivity; hours of work; and experiences of double standards within

the Company.

Workers complained about; Poor communication; poor wage levels; overtime

not correctly calculated and paid; and the fact that they felt managers did not

take their complaints seriously. Managers did not listen when workers tried to

speak.

Review of Question 3 : What would you do to make your work life better?

(See Appendix C:434)

The tendency of individuals to answer the question in relation to themselves

was somewhat self-centred and made me aware that people may need to

consider participation, involvement and working together as an alternative.

When outlining their needs for development was there enough allowance made

for voice collaboration and expression of opinions?

Some managers concentrated on people development, time management and

communication. However, the feeling was that their answers were recorded too

soon atter the first management discussion on people needs and there was
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suspicion from the group, that they were saying what they thought should be

heard.

Workers stated that they needed to learn job skills, become literate and prevent

themselves from being misused by people within the Company. Here I

personally felt that they, too, were possibly saying things that they thought I

wanted to hear. We needed to explore what learning and literacy actually

mean, and how these could contribute to people development in the Company.

Review of Question 4 : What would be your strongest message to people
who manage you? (See Appendix C:435)

Managers stated that they believed communication and support went two ways

and that they needed these areas to improve.

Workers needed better communication and the need to be seen, heard and

encouraged as individuals: care about me and help me protect my job.

Communication, voice, tension and fear of losing a job, and problems related

to earnings come through as the strongest concerns of the people who

answered the questionnaire.

Discussions were held with the whole group after reviewing the questionnaires,

and at no time was I aware of who had or had not submitted answers to the

questionnaires. A reflection on the discussions can be recorded as follows:

The growing tension among the labourers, caused by canvasing for

union membership among the workers, made many people feel insecure

about where the power-base was and who was going to know what they

had said on this paper.
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Some of the workers who were meeting with the Union were told that

communication with management must only take place through the

unions.

Some workers, who were not joining the Union, encouraged people to

act as individuals and a tension was developing between them and the

Union members.

A fear of the Company management objecting to their comments, and

the consequent possibility of their losing their jobs, was becoming an

obstacle.

Some people who could not read or write, were not happy about using

a scribe as they could not read what the scribe was submitting on their

behalf.

The fears about losing their jobs, and the fear of being manipulated when one

cannot read and write what someone is saying on one's behalf were concerns

I had anticipated and expected. The dimension I had not allowed for, was the
emergence of outward signals of tension due to union-presence within the

Company. With this tension would come the testing of power bases as Union

officials and management either wrestled for worker support or acted together

in the interests of the workers. I believe that the Company started to feel the

pressure of union affiliation for the first time (1989) (Phase 6:276).

1. Don't leapfrog me.

2. Give us competent supervision.

REFLECTIONS ON EMPLOYEE RESPONSES TO THE ARTICLE

After discussing and reviewing the response to the four questions, black

employees in the group met to discuss the already mentioned article by Alfred

(See Appendix 0:439). Worker responses in this article were represented

under the following headings:
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3. Give us a career.

4. Treat us equally.

5. Use us well, inform us, include us.

6. Understand our township problems.

Supervisors are seldom well educated, many (Whites included) being

semi-literate.

Their leadership skills are poor. Almost invariably they treat workers in

a dictatorial manner, seldom acknowledging their human dignity.

Very few have received any form of supervisory training.

Many black supervisors are promoted for their compliance rather than

their leadership ability; they spend more time pleasing the boss than

dealing fairly with workers.

Supervisors are primarily production chasers and enjoy limited

autonomy. They in turn are driven from above.

They carry little real responsibility and are seldom able to respond

meaningfully to worker requests.

White supervisors are accused of treating people of other races either

as invalids or idiots.

Groups of employees were asked to discuss and consider these points.

Numbers two, four and five were highlighted by them as concerns. One and

six were relevant but not as important to them.

Observations Relating to Response No.2:
Give us Competent Supervision

In the article (See Appendix D:439) Alfred stated that workers are critical of the

quality of supervision they receive, particularly from their white supervisors, but

also from the black ones. Supervisors are obviously subjected to extremely

perceptive assessment by workers. Some significant observations are as

follows:
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Employees, on reviewing these statements, related to them recognizing that

some managers exhibited participative qualities. They too felt that, generally,

they were treated as products of hard labour, with little consideration for how

they felt, or what their opinions were.

Ironically, black employees found black supervisors even more entrenched in

autocratic behaviour, exercising power over their subordinates because of the

level they were at. The research Company supervisors were promoted on the

basis of their job skills and ability to organize jobs, and not for their compliance

to management. However, their dictatorial manner still emerged. Further

discussion led participants to believe that two reasons for this behaviour could

be considered:

The need to please and be recognized for higher promotion and salary

status.

The need to feel a sense of power after a history of being marginalized

and powerless.

Observations Relating to Response No.4:
Treat us equally:

The workers said that,

many facilities are still informally segregated;

Whites' complaints about Blacks are treated seriously, whereas the

opposite is not the case, with such complaints often being squashed and

quietly forgotten;

disciplinary penalties are invariably harsher for Blacks than for Whites;

white peers are asked to report on black colleagues at performance

appraisal time, but not the other way around;
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Blacks doing the same job as Whites are more likely to be on a lower
pay scale;

Blacks promoted to fill jobs previously done by Whites find themselves

operating in a lower job grade and earning less money;

the wrong political affiliations are likely to hamper career advancement;

Blacks must behave in an acceptable western fashion to make progress.

On reviewing these statements, the overwhelming response by black

employees to each of these points was staggering, but not unexpected. All the

employees felt strongly about the fact that each one of these points was

relevant to their work situation. I explained that the same survey was to be

presented at a management forum where they needed to consider how they

could approach their manager about these issues; and how these issues

could be addressed.

We're always told what to do; our ideas are not sought.

We only meet our superior if there's a problem that stops production.

We're not told about targets and problems.

We're segregated, not part and parcel of the Company.

We want to know what's happening in the Company.

Our experience is not being used.

We can never communicate with senior management.

The people at the top think all is well.

The people who are more productive are the so called illiterates; they

know more; they have experience.

We work better when there's more participation.

Observations Relating to Response NO.5:
Use us well, include us, inform us:

Let the actual statements speak for themselves:
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Let us come together to solve problems.

If you want a man to enjoy his job, show him respect.

We must work together as a team, then they'll get productivity.

It would have been better if they hadn't published the mission statement

at all because they're not living up to it.

We've been to courses, we understand what the Company's trying to do,

but white supervision doesn't allow us to use the knowledge.

They also complain that:

You can't work if you don't understand why you are doing a job. Give

us a fair chance and assess us fairly.

If you come out strongly, then you're a troublemaker, or a negative

influence. You get victimised softly: they exclude you, ignore you, give

you the menial jobs. You get marginalized.

In the early stages of this research I expressed that, within the workplace,

theory and research of education were not considered in endeavours to create

opportunities in which people could develop. When I spoke on these issues

people in the workplace did consider my input professionally sound (Phase

4:121). The time had come for me as a professional practitioner to intervene

and make people aware that experiences were being created within the

Company which could develop understanding and knowledge. People in the

Company needed to start making choices and commitments in the context of

shared values, aspirations and intentions and therefore understanding, which

I argue will become paramount in the process. Both sides (managers and

workers) needed to listen and allow others to be heard (Delpit, 1988:297). In

this process management, because they were in a position of power, needed

to initiate the process and I as a teacher was ideally situated to facilitate the

dialogue (Mouton, 1989:401).
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Up to this point information gathered through inquiry by means of dialectical

reflexivity and collaboration taken together was collated on the basis for the

need to consider action. A change agent and fellow collaborator was

necessary for this work to proceed. I needed to be seen to be at risk myself

by placing myself in a situation for change to find ways of opening up new

avenues for action.

The Managing Director of the Company was receptive to the article by Alfred

(See Appendix D:439) and the employee responses. Although he did not

extend this understanding to a need to challenge these responses, by providing

a basis for reconstructing practice within the Company collaboratively, he did

organize a management forum. Thus, in response to these interviews,

discussions and reflections, a management workshop was held. Taking into

account the current political situation and the opinions of the workers as

expressed, the managers were showing signs of the effects of rapid change

which they were not able to harness, or be part of. Managers were asked to

comment on; the current political and economic climate; the development of the

work-force; and the introduction of an education strategy based on principles

of emancipatory empowerment.

What was emerging as issues were: lack of communication; a wide gap

between management and workers; differing perceptions of unfair labour

practices; a lack of inclusiveness; a lack of understanding one another; few

opportunities to express expectations and a lack of consideration of human

dignity. The educational and moral deprivation due to apartheid and the

historical events before apartheid (Phase 1:7), contributed to many of these

factors, however, other workplace barriers to development were now being

exposed. The first management discussion workshop resulted in an awakening

for most of the managers present. The reality to be faced was that, within the

group, there was certainly not consensus, nor shared values relating to the

issues addressed. Instead, the situation was characterized by a multiplicity of

viewpoints defined by Winter as a "plural structure" (Phase 4:13). This

I
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I
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I

I

I

I

I
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multiplicity prevented us being locked into the subjectivity of a single perception

(Rudduck, 1991:49) and had the potential of critical examination that could

respond to a much needed process of transformation. The variety of

viewpoints could be considered and interpreted to give meaning that could

challenge the situation, resulting in action to change the situation. How could

this happen? These differences and contradictions could have been used to

seek new possibilities to open up new ways for action and develop a

relationship between theory and practice, illuminating ways to implement

findings (Winter, 1989:62). Was there a deep-seated culture of power that

needed to be addressed?

6.3 UNDERSTANDING THE COMPANY SITUATION
AND THE RELATED INDUSTRIAL SECTOR IN
WHICH THE COMPANY IS SITUATED

Every organization has its own identity (Davidoff, Kaplan & Lazarus, 1994:9).

The Company is directed by an entrepreneurial leader who provides leadership

and technical expertise to drive the Company. The co-owner, has an

accounting background with marketing/people skills which complement those

of the Managing Director. The Company was characterized by the fact that it

was managed by the partners who had started the business. Traditionally, the

success of the enterprise was based on the entrepreneurial skills of the owners.

As the business grew and the situation in the country started changing, the

challenge of change within the Company became apparent and needed to be
addressed.

The management style within the Company was largely authoritarian, partly

because apartheid placed white people in a position of authority and black

people in a submissive role (Phase 2:48), and partly because there was a

power structure in place which was authoritarian in nature whereby Company

leaders made the decisions. The over-structured management and the
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unilateral decision-making process was not inclusive and employees in the

Company did not have the freedom to participate or take action. The focus

was on work and not people commitment to the work. Too much attention was

given to results instead of how these results are meaningful to the Company.

This autocratic management style needed to be challenged, however, as will

be seen at a later stage (Phase 7:313), an assertiveness was necessary in

leading people to face the challenge of change through the act of knowing. As

people learn to become self-sufficient and participate enough to make

decisions, the shift to a democratic style (Phase 5:179) can take place.

Managers need to understand the situation they are in, and recognize the need

to change if their authoritarian style is totally autocratic as it inhibits other

people from participating in discussion and decision-making (Davidoff, Kaplan

& Lazarus, 1994:10).

Consider then the power structure situation within the Company. A power

structure existed based on the level of authority and responsibility which

separated employers from employees, managers from subordinates. If I argued

that, as part of developing educational practice within the Company, active

participation, involvement, critical appropriation of situations and acceptance of

responsibility were necessary, how then could people free themselves to be

participative, involved, critical and responsible if the management voice is

autocratic, authoritarian and subsequently oppressive? People needed to be

made aware of the need for internal change. Legislated race classification

separated employees into two classes - managers and workers - and again the

authoritarian style of managers in this situation was marked. A change in this

situation was needed both outside and within the organization, and the first

move towards action was made when the Managing Director, in spite of his

innate natural leadership style, recognized the need for the Company culture

to change. (See Appendix E:422).
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As the business had grown, so the number of people employed in the Company

had grown. This, coupled with the changing situation in South Africa, provided

a need for change and a need for change action and, therefore, a response to

the need to introduce a more democratic approach within the Company so that

people could be free to be involved and participate. (See Appendix A:414,439)
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Delpit and the work she has done (1986:280), states that a culture of power

exists in all society and concludes that teachers must teach people to recognize

the existence of power and how it works as a first stage towards a more just

society. A company is a social system in which a power culture exists. It is an

organization made up of many inter-related subsystems, each of which will

affect changes within the others - (for example the human/social system;

the administration /structural system; the informational/decision-making system)

(Davidoff, Kaplan & Lazarus, 1994:12-15). At the same time, the internal

management of a company cannot ignore the needs and pressures from the

external environment (Hersey, 1977:9).

If I argued that education is a human encounter and that each individual has

the potential to act and develop their self-esteem and personal structuring of

knowledge, then the situation existing in the Company is problematic. People

needed to be able to identify and give voice to alternate world views (Delpit,

1986:282). People needed to be free to question, to reflect on, to evaluate and

to interpret all situations both within and outside of the workplace. People

needed to be free to respond through action. If people could not be involved

and participate in this way then education practice within the Company would

be hampered by a set ideology that would legitimate a ruling-class mentality

and the protecting of ruling-class interests within the Company. As I have said

before, companies in South Africa were affected by the socia-political situation

outside the Company and the ruling-class mentality was very much in evidence

in all the social structures in South Africa based on legislative power structures

(Phase 1:48).
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Within the context of the South African situation, and the Company situation,

this would be a long process of change - as factors that were restraining

change were the power structures outlined and the lack of literacy that most of

the employees suffered. Literacy, in the context of this research, includes

functional literacy, i.e. reading, writing, analyzing, planning, organizing and

critical, numerical and strategic thinking skills (Phase 6:264). Political literacy

is taken to mean understanding the political situation; social literacy, the

understanding of social situations and economic literacy, the understanding of

the economic situation, etc (Phase 6:265). How can one develop a strategy

that can promote the inclusion of all these aspects based on employee-

expressed need?

To understand the nature of the Company it was necessary to understand the

traditional socio-economic order of the landscaping industry of which this

Company is a member. In an address given by the Managing Director of the

Company at a Parks and Grounds Conference, Durban, September 1991, Iwas

able to understand more about the situation in which the Company was

positioned. Extracts from the address went as follows:

In order to understand the enormity of the challenge, we need to
look at the traditional order which has existed in the landscaping
industry.

Apartheid

There are few industries which have been more solidly built on
the legacy of apartheid than the horticultural industry.

We only have to look at our own organizations. Whites have
traditionally occupied all the senior positions, they have enjoyed
the best opportunities, they have been paid proportionately much
higher salaries, they have enjoyed better/ separate facilities.

Blacks typically have been poorly paid, used as labourers, are
poorly educated, have had inadequate training, are illiterate.
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Hygiene Factors

White management has traditionally not paid much attention to
things like accommodation, ablutions, transport and other
personal factors affecting their black staff. How many white
managers have ever visited their staff in their own homes or
thought what it must be like to live there? Long drop toilets, no
water, male only compounds.

I do not point fingers at anyone. In my company we did it
ourselves and we still have a longway to go. When my company
started, we paid staff RS,DD/day,half a loaf of bread and half a
pint of milk for lunch. Our staff lived in old pig sties and cow
sheds. We were too frightened to go in there on the weekends
because of the shebeens, drunkenness and fighting.

Upgrading has started. Salaries are more acceptable, homes
have been upgraded and renovated, running water has been
introduced, however, electricity and waterborne sewage are still
on the drawing board.

Job Reservation

Although this may have not been promulgated, certain categories
of work have been reserved for whites and others for blacks. If
you were white you were automatically management and if you
were black you were automatically subservient and rode on the
back of a van.

White students with no practical experience and less manage-
ment experience are immediately put in charge of blacks with ten
years and more practical experience.

Skills Training

In the past, skills training was restricted to white employees with
little attention being paid to developing skills of black people.
Because of the poor educational levels of blacks, advanced skills
training programmes cannot be used to train blacks. A whole
new field of skills training needs to be developed so that we can
tap the potential out there.

Management training of blacks is even more problematic.
Management involves planning, organizing, leading and
controlling. Basic to all these is literacy and, if individuals are
illiterate, their potential in management is severely restricted.
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Blacks are crying out for literacy training and are prepared to do
this after hours in their own time.

There are many other issues which can be addressed but the
above are an indication of the traditional order.

Without looking at what demands the black unions are making, let
us just look at what we should be doing on humanitarian and
rational grounds to meet the challenge (Kirkby, 1991).

This industry outline was used at a second management forum. Managers

were asked to reflect on the previous forum and this outline, and in this enquiry

reflect on some possible conclusions.

Using the Participatory process to bring people to prioritize viewpoints and

make decisions (Phase 4:161), issues arising from the second management

forum were as follows:

Black employees were confined to unskilled labourer or semi-skilled

operator jobs.

Blacks were disadvantaged by a lack of reading/writing skills and early

school drop-out and black employees considered this to be important.

Opportunities for Blacks in the Company were limited and Whites

generally resisted development of black employees in practice, in spite

of the reality that black mobility will challenge all workplace situations.

There was a need to address the Company structure and organization

coupled with styles of management.

There was a need to address discrimination in the workplace on the

basis of race, culture, class and gender.

All these factors now had to be considered in relation to discussions with

workers and then treated as a matter for deliberation and curriculum research

in this workplace. They must form the basis of the reflection process in a

rigorous inquiry to bring about action in this workplace, and in so doing,
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encourage action to transform this workplace based on these experiences of

the participants themselves.

6.4 THEORY/PRACTICE AND
THE RESEARCH PROCESS

The important aspect of action research in this process is the identification of

actual issues by the people in the setting and not by so-called experts (Phase

4:115). This way, participants could be involved in action to improve the

rationality and justice of their own situation, and the understanding thereof. In

addition, they could actually improve the situation in which these practices were

carried out, which would be emancipatory in action, fulfilling democratic forms

of education in an empowering process for participants.

As personally experienced, educational research had always been plagued by

positivist distinctions between research and action, knowing and doing, theory

and practice (Phase 1:22). These distinctions supported an institutionalized

division of labour which portrayed teachers as theoretically impoverished and

made educational research the area of the academic elite. This same

traditional positivist approach seemed to dominate in this workplace.

Von Hirschfeld (1990), in a paper she presented on her working with adults in

learning situations, supported the view that adult learners,

are self-directed;

accumulate experience on which further learning is based;

respond to a need to learn something in order to cope with real-life tasks

and problems;

shift time perspective from postponed application (as in childhood) to

more immediate application (as in adulthood).
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In order to do these things, the learners had to feel the need to learn, accept

the responsibility for learning and participate actively in the learning process.

How was I going to open-up this workplace to allow for such opportunities?

Our working lives are an ongoing sequence of judgements. What is expected?

What is appropriate? What is worthwhile? Whose work is better? And on and

on we go, making judgements, and yet all these judgements are open to

question and analysis. When people analyze these judgements, they make a

further set of judgements (Winter, 1989:46). For this reason, I argued that

Winter's principle of reflexivity was an important step to this research. I could

not authoritatively claim and state facts based on my judgements because then

Iwas assuming that other people would come up with the same account if they

had observed the same circumstance. By involving the experiences of other

people in an interactive way, I was questioning any statement and hopefully

avoiding generalities by questioning interpretations (Phase 3:109). A process

of reflexive, dialectic, collaborative critique was working through interviews,

Learning needed to be humanised and viewed in relation to teaching people the

processes of observation, reflection and implementation. I needed to view the

workplace as a small-scale inquiry with minimal resources where people could

be actively engaged in situations we investigated together.

Through teaching and learning, new and challenging ways of confronting

everyday work and life situations, had to be found. Around the concept of

voice, people needed to learn how to act and overcome barriers to this action

in the process. Learning needed to involve a process of making knowledge
meaningful which had to be linked with critically appropriating this knowledge

in an interactive emancipatory way so that people could be free to participate

and take responsibility for the quality of their participation (Phase 3:108). For

me it was unimportant what level a person was at either because of

organization structure, schooling level, gender, race or whatever. What was

important was how each individual was going to participate in the process?
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discussions, observations, workshops and the analysis of articles. Facts were

observed about situations and possible alternatives were considered, as well

as existing barriers and a framework to transform facts into questions. Through

a process of collaborative interaction, I needed to proceed by considering the

relationship between research and action, based on the Company needs. It

was my intention to introduce this in a structured manner, based on the

enlightened theories of both Gramsci (Phase 3:93) and Freire (Phase 3:100).

In this way, new avenues, in the form of agreed-on interventions, would be

introduced.

6.5 THE COMPANY AND THE EDUCATION NEED

Participants in this research project needed to understand that they were not

merely "passive recipients of knowledge" (Fay, 1975:72), and needed to be

involved in the ongoing process of interpreting and making meaning of their

world. According to Grundy (1987:17), they were situated in their social context

(their workplace forms part of this) and this should challenge a rigorous self-

discipline to rethink, question and constantly analyze their situation.

How could one relate this self-reflection and action? Winter (1984:90) proposed

devising informed strategies in response to them.

Discussions were again held with all participants to consider the issues that had

arisen from the initial interviews, discussions and workshops, to act on shifting

existing practice and constantly challenge barriers that prevented this change

action. All the participants felt that they and the Company were at risk as the

need for change and change action was being considered and put into action.

They felt that, in the process, there was a need for a strategy or framework:

something to hold onto that would serve to remind the members of the

Company (all employers and employees)that the capacity for "change and fresh

insights" (Winter, 1989:61) was ongoing and in place.
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In the light of this consensus, it was decided to discuss and consider the

Company and the education needs that could facilitate the transformation

process and people development. In addition, an education strategy that could

act as a framework to facilitate the process would be discussed.

Because most participants spend a large portion of their adult life in a

workplace, it is a placewhere a person can undergo a long-term developmental

process. For any structured educational programme to work in a company, it

must be offered as a long-term process of development (Phase 1:7). The

methods and process must be well planned, involving all people in the

organization (Phase 4:118).

Consideration of an education process and the introduction of education

interventions in a company must be a participative process whereby the

relationship between the facilitator and learner reflects identification with the

objectives and equality in status. The learning process must be characterized

by critical analysis and a high level of consultation and discussion (Phase

4:121). Constant evaluation and monitoring must be inextricably bound to the

process of planning; the understanding of objectives; the selection of strategy;

the implementation of structures and the process of learning.

In the process of developing people, organizations must understand the time

it takes to form structures necessary for the development of skills, values and

participative behaviour in people. Once off activities are pointless and the

structuring must allow for follow-up reinforcement and feedback (Phase 4:135).

Programmes designed in organizations therefore need to take methods and

process into consideration and accept that without the commitment from those

in power in the organization, no educational strategies will succeed. If

participative management is being encouraged, then such programmes will

need employees to have the opportunity to be involved in the process (Phase

4:132).
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Traditionally within this Company, employer interest in basic skills had been

driven by economic concerns and when deficiencies affected the bottom line,

the response was quick training or replacement which are both short-term

solutions.

Employees and employers have often viewed basic workplace skills differently

in the past. For individuals, learning basic skills has always been important

because they leverage earning capacity and opportunity. For employers,

workplace basics influenced the process of hiring, and skill accumulation was

seen as the responsibility of the individual. Times are changing and a sense

of shared responsibility grounded in economic reality is compelling employers

to invest in workplace educational intervention programmes (Florez, February

1991 ).

Development through emancipatory education means change brought about by

people involved in the process of their own situations. Removing the distance

between managers and employees is essential in this process of

empowerment. The process I was considering introducing at the Company

needed to provide a basis for the following: developing relationships;

discussion of development; discussion of job expectation and agreed

standards. In the South African situation, developing the supervisors becomes

imperative as they become influential in bringing about company culture

change. They relate to all groups of people by virtue of their bridging position

in the Company - between manager and worker - and can be considered as a
transformation agent.

I took on the role of facilitator-educator teaching people, where possible, to

participate in decision-making and discussions that affected them, as well as

creating opportunities for people to take responsibility. Line managers needed

to take back the day-to-day human resource function within the Company

because it was they who should be meaningfully involved with the people who
I

work with them. As an educator I therefore needed to drive the life-long
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learning process as the concept of educator-as-Iearner was kept uppermost in

mind. If I were part of the situation (Phase 4:137), then collaboration would

allow us to collect resources for "creating other interpretative categories"

(Winter, 1989:57), rather than merely collecting data. In this process we

needed to reflect on resources and analyze similarities, differences and

contradictions. This would prevent us from becoming subjective and could

assist with the development of a theoretically possible strategy.

As an educator-as-Iearner in the situation I had to allow for a combination of

technical, reflective inquiry and collaborative skills, and act as a reflective

practitioner within the framework of Winter's principles. This then was not just

participating in an action research investigation, but conducting constant inquiry.

It was not only being part of a peer coaching project, but also being

collaborative in a way that self-knowledge would have to change and that the

key to development would be self-generating (Joyce, 1990:27-29):

This is more than restructuring. It involves transformation of roles
and norms of the workplace. This is integration, collaboration,
inquiry and inclusiveness. No longer vertical and horizontal
isolation and separation of roles and no longer protectionism
(Joyce, 1990:244).

How could opportunities of learning be created by integration, inquiry and

inclusiveness that would transform roles and norms of the workplace? Ways

had to be found to mediate and shape reality within historically constructed

practices and relationships of power (Phase 4:124). Ways had to be found to

enhance human capacities and social possibilities linking teaching and learning

to knowledge that had been critically understood (Phase 3:110).

A prerequisite for workplace skills acquisition, therefore, must be knowing how

to participate and how to learn. In theory it has always been known that these

skills are essential but, in practice, workers have often succeeded because of

a strong back and willing hands.
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Allowing all people the opportunity to realize their potential through a process

of education is the kernel of this research. The de Lange Report defined three

kinds of education: Formal Education which occurs in a structured way in

schools, colleges, technikons and universities. Such education is usually based

on sets of rules, examinations, certificates, entrance and exit requirements,

textbooks, classrooms, and is usually controlled by the State. Informal

Education which occurs in a home, a community, a church, a social group.

Non-formal Education which is planned and structured, however, does not

occur in a formalized institution but rather, for example, in a workplace situation
i.e. on-the-job-training, or in-service training (Cosser, 1991:69).

I argue that education is a process incorporating all these forms because it is

essentially infinitive as it can have no end. It is an ongoing process involving

participative, collaborative interventions at any phase in one's life. Education

can occur in a formal school site. Education can occur in a house or

community. Education can occur in a workplace. Education, therefore, occurs
in everyday life but, in fact, need not necessarily occur in any of these sites.

Education is a long-term wholelistic process of formation affected by, and
involving, all aspects of social interaction.

In the Company where I was situated, therefore, owners, managers and

production employees (workers) and myself needed to understand the situation

and the need for change.

How were the managers going to address the lack of people skills in their

divisions and how were they going to relate this to problems and changes in

South Africa (Phase 2:40)? Were they going to perpetuate levels of employees

in their divisions as they considered change situations? How were they going

to embrace values of democracy in the workplace? How were they going to

allow their employees to become involved in decisions about themselves?
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Does change mean employing more people? Does it mean employing

additional people to do the same work? Does it mean developing the people

who are already employed? Does it mean the empowerment of people through

an education strategy?

Initially the Company change initiatives were owner-driven with attempts at

including employees in the process as the changes took place. At all times the

owners attempted to anticipate what things would be important to employees.

Not enough of the changes, however, involved employee participation, and in

the change process one of the lessons that had to be taught was that no one

person can anticipate what is important for another person (Phase 3:189). At

this stage, the lack of employee involvement in the decision-making was

problematic because development does not occur in isolation. It involved the

people concerned in phases, involving many interactions (Phase 4:137).

At a management workshop in January 1990, managers wrestled with the

economic, socio-political and education crises both in and outside the

Company. The education and economic crises underpin the political upheavals

of apartheid (Phase 2:46) and to bring about positive growth and development

in the country, industry will have to be restructured to meet the demands of

new markets and new conditions. "[S]killed workers will be needed to plan,

implement and maintain these new investment projects. However, South Africa

faces a crisis in the availability of skilled workers. We don't have time to wait

for a revamped schooling system to play its role. We must train and empower

the present generation of workers." (COSATU Human Resources Committee,
1992:82).

Reflecting on the possibilities of participation rather than autocratic decision-

making; the value of synergy and joint decision-making; the need to transfer

power by one group not exploiting another; and the need for each individual

to develop a meaningful career through recognition, training and development

were emerging in workshop discussions.
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The challenging question recognized by the Company owners was, How were

people in the workplace to be given an opportunity to develop. The break-

through point was the following statement made by the Managing Director:

The Company has the potential to develop into a professionally
managed organization rather than an entrepreneurial autocratic
business. Within this framework there is always the danger of
individuals seeing potential in anyone area and then heading off
on their own. Our challenge is to make it meaningful and
rewarding enough for those individuals to stay with the Company
and help it grow. There have got to be advantages in synergy
rather than in division. This Company can utilise and develop the
potential of unskilled and poorly educated people coming into the
world of work. Exploitation must be removed and reasons for
developing people are to restore pride, self-esteem, recognition
and, ultimately, self-sufficiency and participation in decision-
making (Kirkby, 1990).

The culture of entitlement meant that Whites enjoyed social, political and

education rights that Blacks were deprived of, and as a result, Whites

were made to feel superior. The reverse situation was whe're some of

the people who were being discriminated against, believed it was their

right to have free access to all things they had previously been deprived

of.

The Company was set on a path of action and the time had come for thinking,

and re-thinking, about how this action could be implemented. The implications

of this course of action was the change of behaviour that would have to occur

in all people, including myself, involved in this workplace situation. The

challenge was to draw attention to the fact that this education process was not

for them, the workers only. The paradigm of the managers had to shift as their

very actions were disempowering and, what I considered, barriers to the

process of empowerment.

Some of the major constraints on the progression of this developmental process

were some of the theoretical issues or cultures created by apartheid:
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The culture of undemocratic practices placed major constraints on the

rights of people to participate in policy making and Whites, particularly

white males, enjoyed autocratic decision-making.

The culture of unequal opportunities and unequal standards preserved

jobs and areas for Whites (particularly white men).

The culture of fragmentation meant that people were fragmented and

marginalized (McKinstry, 1992:37).

All of these features were alive and well in this workplace and were also

barriers in the process of empowerment.

6.6 WORKING TOWARDS ORGANIZATIONAL
CHANGE WITHIN THE COMPANY
(TRANSFORMATION)

People in the transition process in the country had to start dealing with the

values of democracy, non-racialism, non-sexism, open societies, unity and a Bill

of Rights which could ensure equal political, social and economic rights for all

(McKinstry, 1992:38). Guided by the work of Coenen (1989:68) I opened up

the research processwith interrogation to expose existing values of democracy,

transformation and emancipation critiqued in Phase 5 (164). How would the

research process proceed? How could these exposed values be embraced by

the employees when these same people did not experience these values

outside the workplace and therefore could not be expected to be comfortable
with them inside the workplace?

Managers were autocratically controlling the Company and, in so doing, were

removed from the day-to-day lives of the people who worked for them. The

greatest need was to lead the managers into a discussion process where they

critiqued and reviewed the situation they were in, and reviewed the

understanding they developed at the management forums.
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From a business point of view the strategic issues of business and driving

people performance, are important. Considering this apparent priority, how

could corporate structural arrangements be made inclusive? The business

point of view had to be kept in mind, and the efforts to change must not be

paternalistic; depriving the very people the process is about, of the opportunity

of empowerment, self-esteem and dignity. In the research Company, certain

managers reacted to the inclusive notion by immediately responding

paternalistically. "I care about my employees and what happens to them. They

are like my children", said one manager. He was talking about adult men and

women in the workplace, who certainly did not want to be anybody's child and

merely wanted to be treated with the dignity of a self-respecting adult.

As Joyce stated (1990:244), managers needed to be made aware that what

was needed here was more than merely restructuring the Company. There

was a need to transform roles and norms by integration, collaboration, inquiry

and inclusiveness. Howwere we going to overcome separation of roles? What

of vertical and horizontal isolation? What of protectionism?

I argued that emancipatory education was to be the key to the process of

change in the Company (Phase 1:1) which meant it would be necessary for

people to understand what education means. The understanding that it is a

process and not an event must be addressed on an ongoing basis.

Education of people in the Company cannot merely assume comprehension.

Meetings in the Company cannot assume transference of information or

understanding. Howwas I going to ensure that each person understood what

was communicated to them in such a way that each would recognize the

possibility of participation and involvement?

How was I going to bring the senior people in the Company to the

understanding that they needed to review their situation in relation to that of the

employees?
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a need to understand what everyone, including themselves, was going
to be taught;

a need to understand how to encourage the development process in

others and allow them to take responsibility for their own development;

a need to plan, lead, organize and control participatively when operating

their divisions and making major Company decisions.

The senior people in the Company needed to understand how they could cause
problems and then cause improvement. For them there was,

Everything management did was watched, discussed and dissected. They

needed to ensure that their critics were well informed and involved.

The manager needed a deeper understanding of the executive and employee

situations. Every action that came from the top (executive) or the bottom

(employee) needed to be met with another action and therefore these people

needed to display a great deal of initiative in the understanding and

implementation of Company culture, policy and procedures. The need to learn

how to communicate and how to allow other people to participate were

problems that came out in discussions and group sessions by managers who
highlighted these questions.

The employees needed to understand the policies and procedures in the

Company, and must know exactly what is expected of them in their jobs. The

responsibility of the employees is to do their jobs well and take responsibility

for their lives and development within the Company. How was the manager

going to develop a relationship with the employee that was inclusive and

integrated within this?

Training is related to the acquisition of skills and is explicit about task and task

completion (Phase 5:184). Development, however, can never be completed

because it is an ongoing process (Phase 4:125). While training answers the
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question of what it is that needs to be acquired by people in organizations;

development addresses itself to the question of how people may become

empowered through a process of emancipatory education. How could the

management development in the Company proceed to ensure that separation

between managers and workers was addressed? How could training be

understood in terms of educational development?

The purpose of developing managers through a process of education, is to

identify, and provide an understanding of the need to engage the area of

responsibility and participation to bring about change action that enhances the

workplace and the lives of the people within it. Knowing how to do a job is one

thing. "Assisting people to effect a paradigm shift in their thinking so that new

perspectives on themselves and their world are [understood]" (See Appendix

A:413). Consider the education definitions given by businessmen (See

Appendix A:412), to understand that they saw knowledge in relation to a body

of knowledge that had to be acquired. This was confirmed by the Company

managers in discussions about education. I realized because of this that

change action relating to the processwould be necessary to lead understanding

of knowledge as something that needed to be meaningful and not merely

something acquired.

If people are at the core of the business (Phase1:5), one of the important

workplace functions was to provide a working environment which creates

optimal opportunity for people to develop within the organization and to develop

themselves (Phase 4:128). How could they do this unless they knew and

understood why they were doing what they were doing?

Did managers "... [allow] individuals to develop their talents and strengths so

they can creatively use their thought processes in order to make the most of

opportunities or create their own opportunities" (See Appendix A:413).
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There is no quick-fix to the development process. Developing people is not a

matter of making them become something: it is a matter of creating an

environment in which they can observe, reflect, collaborate and bring about

openings for new possibilities (Phase 4:139). If you want people to develop in

this way there must be a sincere interest in their potential and development.

They must have the right to participate in this process of development and

change. They must have the right to be heard, i.e. voice (Phase 4:125).

Ordinary people kept pushing so that their voice could be heard (Kane-Berman,

1990:7). Change action was taking place as people slowly exercised their right

to be included. There was a need for "[i]nvolvement by all people in the

decision-making process in all matters that affect them" (See Appendix A:414)

Let us again consider the following questions; if people are the core of the

Company, Were they treated with the dignity that would make this assumption

evident? Were they allowed to participate in decision-making? Were they

involved in the process of how the Company operates? Were they expected
to take responsibility for their actions and, if so, what barriers prevent them

from acting in the first place?

As a policy statement, the Company states it is an equal opportunity company.

What of the barriers of development faced by the large majority of the

workforce? How much attention was being given to considered barriers? Did

managers understand all the social complexities outside the workplace?

Did managers understand that political changes had led to heightened and

often unrealistic worker expectations? Workers perceived an unwillingness to

change on management's behalf, and many looked for support from a union.

Did the workers believe that the Union had more to offer them? Management

had to examine their approach to the process of developing people by

considering these aspects. A strategic plan must address both the short-term

and longer term needs specifically to restructure power in an organization.
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These aspects must also be integrated into the overall business plan so that

proper priorities are made in advance and adequate resources allocated. As

part of a strategic plan, it was necessary therefore to develop a process of

participative involvement where everyone's viewpoints were considered and

common goals and values were accepted by all (HRM, 1991:20).

Within this process other stakeholders had to be considered, particularly unions.

Workers could easily become pawns in a power struggle especially when

management and the Unionadopt confrontational strategies (Phase 6:276-288).

To prevent this, all people concerned must be involved in determining needs,

wants and expectations (Phase 4:151). When recognized, a union could

becomes a collective bargaining representative of employees and its power-

base would directly relate to its ability to influence employees, as is the power-

base of management. Where internal relationships are poor, workers would

possibly turn to unions and the relationship could be disruptive (HRM, 1991:18).

For an education strategy to survive in a company, the support of both these

powerbases is essential (i.e. management and union). Because education is

a long-term process, should it then become part of the wage dispute negotiation

agenda? Because disruption and discontinuation of such programmes could

have a negative affect on people and the business, this involvement of

education in managementIunion, needed to be negotiated.

Shop stewards are elected by employees to represent union interests in a

company and they are a key group who need to be carefully managed.

Supervisors are a key group on the management side. However, they often

feel powerless and alienated. Often supervisors have poorly defined jobs and

are not properly trained, nor do they get the necessary support from

management. Good supervision leads to good employee relations and stability

in an enterprise and any subsequent programme or process introduced will

therefore invariably be as good as the supervisor. In the South African context

the supervisor level is the level of management that black people have
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successfully reached which makes their position vital as they form the link

between top management and the other employees.

There was also a need to develop an awareness that the question of economic

power sharing always enters the arena when the role of business in any socio-

political structure is considered. It was a fact that black South Africans have

been excluded for centuries from political and economic power and have

struggled through an inferior education system that has not adequately

prepared them for the demands of the world of work (Phase 1:47). Until black

South Africans have equal opportunity, access to political rights, and therefore

access to economic power, they will remain removed from economic structures

and antagonistic towards them (Phase 2:77).

These situations were discussed in depth at management workshops. The

workshop discussions were lengthy and participative with the additional tension

of people being challenged in areas and on issues that had never been openly

discussed in the Company before. After discussions and observations were

reflected on and re-examined, the group of managers agreed to consciously try

to address the following:

Each one in the Company has to earn a livable wage therefore each one

needed to contribute towards a work effort that would yield sufficient

profit to make this a possibility. If one's work effort was needed to yield

profit then one's need to be included in decisions about making this

profit, was required.

Managers needed to plan, lead and organize participatively. Managers

needed to create opportunities to develop people. Managers needed to

allow people the freedom to become responsible and accountable for

their jobs.

Managers could promote participation and involvement of all people if

they reviewed their management style.
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In the process of developing people, managers agreed that they needed

a structure to avoid non-structured paternalistic situations from arising.

They needed to find a way for people to participate so that they would

assume a place in the decision-making process. They needed to

develop relationshipswith subordinates that allowed for discussion, shar-
ing of ideas and reflection on situations.

Managers started openly discussing the political situation and how it was going

to affect the workplace. The realization that a process of change was inevitable

in the country, was understood. What emerged was the understanding that

some managers did not personally find the political and social change

acceptable, and although they participated in these discussions, they may not

be committed to the need for change or change action. The fear the managers

expressed (at this stage, March 1990, the management complement was 33

Whites and 1 Black), was the politicization of all issues and the feeling that this

could result in destructive practices in the workplace (See Appendix C:433).

At that stage, I believed that the real fear was that as managers, they actually

had no idea what their workers really felt, hoped for or wanted.

Managers needed to re-examine the commitment they had to themselves, the

people they work with, as well as the families and communities of these

workers. They needed to look beyond the job situation and find ways to

develop relationships that could transform the roles and norms within the

Company (Phase 5:181). A history of separateness (Phase 2:48) needed to

be overcome and mindsets needed to be challenged. Consider the

businessmen's definitions of a community (See Appendix A:416), to see that

some of them have the understanding of the group dynamic whereas others

immediately separate black people within a community. "A particular

constituency of people, normally black, that have real needs" (See Appendix
A:4178).

https://etd.uwc.ac.za/



241

There was no doubt in the minds of the Company management that businesses

can and must remain the stable force for economic stability. However,

managers needed to be taught how to be inclusive and involve all people

encouraging participation every step of the way.

Interaction was necessary on a participatory basis (Maguire, 1987:16) to

develop structures for a possible new order, and the manager needed to

understand that both the manager and the employee had to become the

changer and the changed (Phase 1:34). The research had to involve the

people in a democratized process of enquiry, characterized by reciprocity and

empowerment (Phase 5:185). As a practitioner-researcher I was within the

situation, and could constantly look for ways to teach people how to become

aware of their situation and how to address new possibilities if barriers that

were in existence could be addressed and removed.

The progress from this point onwards would hopefully be determined by

consensus agreement and full participation of people at all levels and at all

times (See Appendix A:414). Although managers stated that they understood

these criteria, as the process evolved it became apparent that not all the

employees were communicated with. Nor, in fact, were they involved and

considered at all times, as they should have been, to meet these criteria, which

meant the basic democratic principles of implementation were not being met

(Phase 5:173).

The Company managers had committed themselves to a process of people

empowerment. The process would need to be reviewed step by step because,

right at the beginning, barriers were in evidence.

The starting point was the people. Did every manager (and they were all

males) know what job he was expected to do? Did every person know what

was expected of him? Did managers know what workers expected of them?

Were the expectations relevant and attainable? How could personal and
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Company needs emerge? How could relationships be developed that could

make people aware of the need to participate, integrate and be inclusive?
(Maguire, 1987:26)

Behaviour modelling became a factor which needed commitment and

motivation. Behaviours of how to communicate, how to participate, how to

develop relationships, needed to be discussed, observed and practised. At this

point a number of available training programmes were reviewed and the Vital

Learning Series was considered to face the challenges of management

development (See Appendix F:446). The selections were made on the basis

that the programmes offered constantly challenged people relationships and the

need to develop democratic partnerships within the Company. The approach

was essentially developmental over a period of time. These courses were

attended more frequently by middle management and this created problems

when they returned to the workplace and their supervisors and line managers

had not participated in the same attempts at changing the process of
management.

The Company culture had to be challenged. The culture of the Company was

defined as the personality of the Company. Because of the owners'

authoritarian management style that had originally characterized the Company,

management often did not think about the basic principles of participation and

involvement within the Company, but rather did things which they felt were right

or which they knewworked for them. As attempts were made to rationalize the

personality of the Company, it was necessary, therefore, to reach out to

employees for their opinions and to recognize the racially segregated country

the Company operated in, which influenced the situation within the Company.

In a changing South Africa (Phase 2:62), the Company had to face the

challenge of change: which they did by deciding that the Company culture had

to be non-racist, non-sexist and reflect a fair and just situation where equal

opportunity prevailed. The culture (See Appendix E:444) was developed to

serve as the principles on which the Company would operate and reflected
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change action, however, these were set by the Company Board and not

collaboratively within the Company.

The spirit of the business alone was not enough as the Company increased in

size. Policies and procedures needed to be developed that would serve as

guidelines on how things should get done on a day to day basis. Originally

these were compiled by the directors exclusively, and gradually the

responsibility of deciding on what these procedures involved was shared with

larger and larger groups of people, in keeping with the ever widening spiral in
an action research process (Phase 4:135).

A comprehensive policy was formed to ensure continuity and commitment and

equal opportunity practices throughout the Company, without being so

restrictive as to dampen initiative and entrepreneurial flair.

It was only at this stage that the Company introduced the practice that all new
employees needed to be familiarized with the policy and procedure and

established that employees needed to have these practices continually

reinforced (1990). For this reason, a slide show with voice-over material was

developed, so that understanding could be gained without being restricted by

the inability to read or write. The information, therefore, was accessible and the

significance of this innovation had far-reaching possibilities in the Company.

The voice-over tapes could be reproduced in a diversity of languages,

therefore, no employee needed to feel threatened by not understanding.

Even though literacy classes were introduced to teach the language of the

dominant culture (Phase 5:101), this would take years to develop, leaving

employees disempowered in the interim.

Prior to this (1987), work towards formalizing people development strategies in

the Company had started. Job outlines were compiled for each employee

following an initiative implemented by the Managing Director. At a later stage

(1993), the way in which this was done was reviewed because events between
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1987 and 1993 clearly indicated that there was a more participative way to

approach this situation.

Why was the introduction of job statements and job expectations in the

Company significant? Prior to 1987 no employee had a planned frame of

reference outlining what was expected of him/her as agreed by themselves.

Post 1987 job statements and standards (expectations) were developed for

salaried staff (white staff); but in 1991 it was stipulated as a pre-requisite for

every Company employee. Was this because the Company had grown and

needed more management control? Was this because autocratic management

was changing to participative management and every person had the right to

know what they were and where they stood? Was this because the political

climate in South Africa was changing and organizations needed to recognize

that all people must be given an equal opportunity to understand, participate

and develop in the workplace?

Coupled with the formulation of job statements and job expectations, was the

need to develop understanding between employers and employees and to

welcome and induct all new members. This again was a point of change,

because in keeping with the newly created culture - encouraging first names

with equal opportunity for all - an attempt was made to make people feel part

of the Company. Gonewere the humiliating greetings of baas and missus, and

gone were the days of inductions and welcomes being carried out at different

levels depending on race. This intervention needed constant reinforcement

and, in time, became accepted practice.

Changes were occurring within me in the process. At the start I set out with a

mission to change things and realized more and more that I could not change

anything or anyone. Alii could do was create an environment in which people

could recognize their ability to act. As I became aware that this process of

change was not about what I was doing, I started realizing the significance of

my role as a teacher or intervener within a situation (Phase 4:123). All the
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people in the Company needed to be involved in the reason for change and the

process of change. As part of the Company I therefore was involved, too.

However, the professional responsibility I had was: to ensure that the

Company as a whole adapted to change; that we could create conditions

which would enable the community of the Company to support action directed

at educational values: to review and improve the process in such a way that

all of them could actively be involved in the development of education.

6.7 MOVING TOWARDS AN EDUCATION
PROCESS WITHIN THE COMPANY

The people development factor in the Company needed to be considered in

terms of an education strategy which was identified as a need by the

employees (Phase 6:247). There was a desire to be involved in an education

process on behalf of employers and an intervention was needed to initiate and

sustain this development as requested by employees (Phase 6:247). The lack

of literacy skills (Phase 6:246); the need for continuing education programmes

to assist people who had to deviate from completing their formal education

(Phase 6:252); the need for job skill training (Phase 6:252); the need to learn

how to participate, discuss, reflect, become involved, take responsibility; the

problems that needed to be addressed through change action (Phase 6:237),

were all tangible expressed factors that needed addressing. Coupled with

these, was the need to find ways of changing attitudes, questioning morality

and developing an understanding of workplace and countrywide political, social
and educational situations (Phase 6:246-285).

How could these factors be addressed within a Company? Managers and

workers had to consider facing the challenge through the development of a

planned education strategy. This would be based on the needs of all

employees as well as those of the Company, and would be an ongoing process

that was closely monitored. Needs could be prioritized (Phase 4:161) and the
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process could proceed, using a strategy framework to monitor and review
progress.

The commitment to the education strategy had been discussed and made by

the management group and the head office discussion group (Phase 6:241).

The employees in the rest of the Company needed to participate and be

involved, as their participation and commitment was needed for the process to

progress. There needed to be an understanding of why people development

was relevant. There were few training opportunities in companies and

informally acquired skills received no recognition and the need for broad based

educational and communication skills were not recognized (COSATU Human

Resources Committee, 1992:87).

At the start of the education process there was little knowledge of individuals'

history of development, or their actual level of schooling or lack of it. Little was

known in regard to how literate the individuals were either functionally, socially

or politically. Little was known of what the employees thought or felt (Phase
2:62).

One cannot separate the political from the personal situational context in which

it was hoped that this process would progress and succeed (Phase 3:104).

Were the people fully aware of the process that the Company considered

implementing? Did everyone understand what it was about? Did the people

for whom it was being implemented even think it was necessary? Had all

people involved been given the opportunity to reflect on their past and present

situations, and offer critique on how and where all this talk of development
should be going?

As a facilitator-teacher-Iearner I had to constantly be aware that,

... education cannot be neutral. It should be participatory and
must involve self-reflection and critical thought about the
individual and society. Personal development depends on the
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individual's mutually influencing relationships with other beings
and objects. Learning cannot occur unless it is accompanied by
praxis or testing out of the new knowledge and the world that
people live in is for the most part created by themselves (Freire,
1970:205-225).

A restructuring process over a longterm period, that could be the basis of an

alternative education approach in the Company,was necessary. There needed

to be a way for workers to find meaning in what they do and to learn skills that

would offer the opportunity of becoming more creative and independent in their

jobs. Such an approach of ongoing development would need support in the

South African context because it would not be possible to upgrade the skills of

workers without addressing the inadequate platform of basic education
(Hartshorne, 1990:96).

Discussions and negotiation between groups of people within the Company

needed to be led in order to discuss an education strategy which would act as

a framework in support of an alternative education approach. Such a

framework was suggested by participants in discussions outlined in Phase 6

(240).

A framework could be introduced to support an ongoing transformative process

reflecting the needs of the people, who this was about, at all times. A

development process should not be offered as a quick-fix situation to

empowerment and participative management, but as a situational structure that

could merely provide a framework to initiate and sustain the people

involvement. Initially the proposal was to consider introducing a programme

which would incorporate the following, (See Appendix G:453):

A personalized file for each individual which would be their own working

manual of their development process. The most important basis for this

would be that they could understand and have the right to discuss their

own programme and their need to improve.
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Personal particulars in the file would be written up in a discussion

session with the line manager and each individual on a one-on-one basis

to discuss their present situation, their past situation and their schooling

level to date, in an effort to humanize the workplace.

A needs analysis that would reflect personal needs, Company needs and

again allow the individual the opportunity to reflect on the past, discuss

the present situation and look ahead at possible future development.

A record of the consensus on a process of development that could be

motivated by a leader (line manager or facilitator).

Why did the workshop forum of managers feel that such a structure would be

necessary in the Company. Both managers and workers expressed a need for

an ongoing process of education in the Company and a way to sustain such a

process. The considered opinion was that a framework was needed to

implement, facilitate and support an education strategy and subsequent

interventions. They believed that a change agent or teacher would be

necessary to ensure that,

change was being manipulated;

people were being considered in a social context;

peoples' needs and opinions were heard and recorded;

jobs, work and expectations were participatively designed;

assistance, back-up and follow-up in the workplace, regarding education,

training and development, could be provided.

To facilitate these indicated needs, a file was considered for each person, in

which a developmental process could be followed contributing to an individuals

self-esteem.

The managers had discussed the programme following the original workshop

that was held and they had agreed to lead such a programme within their

divisions. Would the workers participate in the process if they were not
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consulted, involved in and committed to the process? If the Company was

sincerely involving itself in an empowerment process, then it meant that, at all

times, people's consciousness level about the process and the situation must

be raised (Phase 4:142). Employees should be taught to constantly reflect

critically on past action and encouraged to relate this to possible change action.

The Company was embarking on a new order and everyone had to be involved

in the process and informed.

A two-prong approach was decided upon. Firstly, I would intervene and

present the proposed framework to all managers in the Company on a formal

basis, following the workshop participation. This would be followed by

discussion on whether managers would agree to lead the process in their

divisions should it be accepted by the people; and how they proposed to lead

the programme on an ongoing basis. Secondly, I was to visit every site within

the Company and speak to employees with their line managers, in groups of

ten. This was the first time all the people had genuinely been involved in

making decisions about something that affected them. There was a need for

them to understand that the reaching out was not merely a token gesture, but

a determined effort to make them part of a process that was for, and about,

them. Site visits were time-consuming because although the majority of the

employees were already familiar with my role in the Company, the course of

action we were following required changes in the participants' behaviour. At no

time did I assume that this process would be quickly implemented nor that it

would proceed smoothly. Mistrust, language barriers, recent and current

political change, the recent appearance of trade union officials on Company

sites, lack of learning skills, the disbelief that they were actually being asked to

talk about themselves and their needs and projections, all contributed to the

initial uncomfortableness in our group sessions. The talks proceeded, and by

the second round of talks employees were introduced to the framework

proposed in the form of a file. This personalized file was to be developed

through one-on-one discussions between the employee and the line manager.
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One could not assume that all the managers were either committed to this

process or in agreement with it. As we considered power transfer in the

Company, managers now had to be involved in a change process. The

emergence of problematic managers was expected and the more voice

employees were allowed, the more likely that problematic managers could

emerge. On a two-monthly cycle, I was employed to visit every site so that I

could review the progress relating to the education strategy on the sites, and

develop an awareness for manager/employee needs on the specific site, by

holding discussions and reinforcing the development of relationships.

By means of the education programme, individual needs and Company needs

started surfacing; and it now became necessary to consider addressing some

of these needs through budgeted education interventions within the Company.

6.8 DEVELOPING AN EDUCATION STRATEGY
WITHIN THE COMPANY

Central to my intention within the Company was for me to become engaged in

the process of people development. I believed that participation and

involvement of individuals and the acceptance of responsibility by individuals

were fundamental principles to this research (Phase 1:2). If people are involved

and participating in a situation they are more inclined to question the situation

and selectively choose aspects they wish to change or improve on (Phase 1:7).

To change, and possibly improve, one needs to understand a situation.

Therefore, to facilitate understanding, a different approach or language would

be necessary. Within the workplace one needed a different language of

analysis to understand the structure and meaning of the workplace. People's

opinions and understandings can easily be ignored in a workplace, and it can

retreat into the discourse of management and administration with its focus on

issues of efficiency, control and results. As stated before a workplace could do

https://etd.uwc.ac.za/



251

not do without these issues, however, one must be careful not to overshadow

the issue of understanding (Giroux, 1988b:14).

After many months of discussion and participation, managers and workers

agreed to introduce the education strategy supported by a framework in the

form of a file. They agreed to name the process "Educate and Develop for
Life" (EDL).

Why was a file necessary? At no time did anyone believe that the file would

bring about emancipation and empowerment. It was my understanding,

however, that within a company, the matters of business quickly overrode

people's good intentions and a structure was necessary to encourage a

manager to sit and discuss, plan and reflect with subordinates. This provided

an opportunity for managers to understand each person's historical, educational

and social situation in the context of individual needs. A relationship could

develop between the two people as the full educational background and

personal details and needs were discussed one-on-one and recorded for each

employee. (At this point it is necessary to note that the needs analysis did not

follow a standardized questionnaire that could be distributed in the Company.

The needs were established through joint discussion between managers and

workers because the greatest need was personal relationship development.)

I continued to move from site to site as files were being completed and the

need to constantly discuss and reinforce people's understanding of learning

was requested. In the process of reviewing EDL files, knowledge about people

was emerging that the Company was neither aware of, nor had previously

responded to. One person could not have the time to develop a relationship

with 950 people, but the line managers now had smaller groups and the means

to involve their people and allow them to become involved. The advantage was

that information could be readily collated with, and about, all employees so that

education intervention decisions could be made participatively.

https://etd.uwc.ac.za/



252

Reviews of all the completed EDL files showed that 21% of the Company

workforce had never been to school at all. Out of the 79% that had started

school, only 13% had gone to secondary school (High School) and, in fact, only

5% of the total Company work-force had completed secondary school.

Certificated training was considered important by the individuals and only 20%

of the work-force had a certificate that represented some form of training, albeit
a one-day course. Functional literacy was an expressed need of 87% of the

work-force. The majority of the employees requested assistance with their

children's education on the basis of the disadvantage they felt they had
experienced, by having little formal education.

At this point, it is important to note that the managers of three divisions in the

Company merely paid lip-service to the intention of involving themselves and

their employees in the programme.

Once some of the needs of the employees had been discussed, it was

necessary to consider them with Company needs, identified by the business

leaders. Participative decisions had to be made on how I could proceed with

the Company education strategy, considering set budget parameters. After

much deliberation and discussion, the employees grouped their average needs

into three categories:

Literacy (which I later understood meant functional literacy)

(Phase 6:264).

Job skill training.

Continuing education programmes (including education programmes of

employees as well as their children).

Initially, education interventions were introduced at the Company in the light of

these three aspects. I realized that none of these interventions precluded

participation, integration and inclusiveness, and this needed to be addressed

on an ongoing basis. All employees (managers and workers) were now being
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exposed to a challenge which they might find risky. Other people's viewpoints

would now have to be considered and in the accommodation of other

possibilities, people would have to risk change. The process had been set in

motion and hopefully the need to change develops because people want to

learn as much as possible. At this point I believed that we were experiencing

Winter's fourth principle: Risk (Phase 4:138). The realization of the risk

involved in the need to act for change did seem like a threat to all the familiar

"taken-far-granted situations" (Winter, 1989:60). The comfortable power

structures of hierarchy were being questioned and people needed to re-define

who they were and what they were, in relation to other people in the Company.

Democratizing the workplace was a pre-requisite for inclusiveness, and this

required change initiatives. The gap between managers and workers needed

to close and discriminatory practices needed to be eliminated. The next step

was to consider interventions that would facilitate people's development on an

organized basis by consensus.

6.9 EDUCATION INTERVENTIONS

6.9.1 GENERAL OVERVIEW

Before considering introducing interventions within the Company, I chose to

consider experiences I had gained in the USA and other interventions already

operational in South Africa (See Appendix H:473).

I had become intensely involved in the specific workplace situation and the

status quo in the South African socio-political situation. I was aware of my

heightened emotions and the need to remove myself from the situation for a

while so that, in so doing, I could critically review, in the Company,

developments relating to people. How was the process going to develop from

here and what role should I be playing? What risks should I be taking. In July
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1991 an opportunity for an education-oriented visit to the USA presented itself

and I decided to take it. During my visit I concentrated on education

interventions in education processes particularly related to people already in a

workplace, or hoping to enter a workplace if a job opportunity presented itself.

The Department of Labour, The Philadelphia School District and the Minority

Group Organizations - namely the National Council of La Raza and the

Opportunities Industrial Centres - with their specific community projects gave

me interesting insights into a number of possibilities for discussion and

deliberation.

The people I visited considered the American system of education to be in a

state of crisis and it became apparent that the real need was to develop a new

system of life-long learning in which business plays a role (Scott-Fosler, 1990).

In July 1990 the US Department of Education, Washington DC, published their

National Goals for Education. Iwas particularly interested in Goal5 concerning

adult literacy and life-long learning.

Objectives arising from Goal 5 were focused on after school years, which was

the area that I wanted to consider. The statistics showed that there were far

higher rates of adult functional illiteracy than in other advanced countries, which

I found hard to believe in a country that apparently enjoyed compulsory

education for alii What was interesting was the assumption that the crisis in

USA education manifested itself in,

poor self image;

poor school performance;

being poorly prepared for adult employment and/or tertiary education;

drop-outs;

drugging and alcoholism;

envy, hatred and fear (US Department of Education, 1990).
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I considered the connection of education crisis, functional illiteracy, poor self-

image, drop-outs, drugging, alcohol, envy, hatred and fear and the Goal5 need

to develop a new system of life-long learning. All of these factors I could

identify in the workplace situation Iwas involved in, and needed to discuss how

this goal was to be addressed. In my discussions I constantly reflected on the

argument put forward by Giroux (1988b:53) that the important aspect would be

to establish if the goals provide a situation beyond notions of traditionally limited

learning, allowing those people involved the opportunity of exploring different

forms of learning that interact with different socio-political interactions and

different norms and values. Closer inquiry found that these opportunities in

places I visited were extremely limited.

Interviews informed me that joint decisions were being made in the USA by

government, business and education institutions (See Appendix H:473); which

could at the same time not occur in South Africa which was still engaged in

political and educational uncertainty (Phase 2:64). Major American Companies

were encouraged to be involved in strengthening the connection between

education and work, opening a way for private enterprise to playa role in the

process of education (See Appendix H:473). The fact that the recommendation

was made that all workers must have the opportunity to develop through set

programmes of education intervention, strengthens for me the proposal that

development is ongoing and must be part of a structured programme of

education intervention (Phase 3:94). What I questioned at this point, however,

was how involved the people were in this process and whether or not they were

able to participate and make decisions about themselves. How much of this

so-called intervention was being dictated from the top? What role were

American companies going to play in the education process; and, would this

participation mean merely an extension of existing ideological notions of the

dominant culture?

In interviews with Federal State Departments I was informed that the proposal

put forward to business suggested that private sector organizations could
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facilitate the development of people within their organizations and could

improve education along the following routes:

Collaboratives which serve as a vehicle for such organizations as state

and local governments, the education community, non-profit entities, and

businesses, to work together to address. school improvement and
education reform.

Partnerships which are mutually supportive arrangements between a

business and a school or school district in which the partners commit

themselves to specific, mutual goals and activities intended to benefit the
students.

Mentoring Programs which offer the critical element of personal one-

on-one attention given by an adult who agrees to become a student's

mentor. Employee mentors devote time to individual students and

provide advice, motivation, career awareness and friendship.

Administrative Partnerships which benefit the school and the business

partner at the administrative level. The business partner may offer

expertise through curriculum enhancement and thus have an impact on

student preparation for the world of work. In turn, the school partner

provides educational expertise to the business.

Teacher-Employee Exchanges which, between businesses and

schools, offer opportunities for both teachers and employees to be

exposed to each other's environment (USA Department of Education,
May, 1990).

It was recommended that all of these routes involved educators, to lead the

processes inclusively and democratically.

How were people going to be involved in these mentoring programmes,

partnerships and collaboratives? In order for any of this to take place the

dynamics and ideological assumptions underlying the social situations where

this learning is to take place needs to be identified (Giroux, 1988b:41). More

https://etd.uwc.ac.za/



257

often than not, such situations can be steeped in a hidden curriculum which

develops a specific way of viewing the world (McLaren, 1989:153). In other

words, knowledge and behaviour are constructed to suit the values of a

dominant culture which may perpetuate an unacceptable value system (Phase

4:117). Was a hidden curriculum construction to be perpetuated?

Many of these concepts experienced in the USA could become problematic in

relation to emancipatory education because, before changes in social situations

in schools and workplaces could take place, interventions would be needed to

develop specific processes to promote values and beliefs that would allow for

democratic, critical modes of participation and interaction (Phase 5:181). To

what extent were people, not part of the dominant culture, marginalized? (See

Appendix H:480). Discussions with representatives from the Opportunities

Industrial Centres (OIC) and National Council of La Raza led me to understand

that Black and Hispanic groups were marginalized in the curriculum

development process dominated by white-western-ideology.

For emancipatory education to take place in a South African workplace

marginalization from the dominant culture should be reviewed.

Selected projects were visited and reviewed in the USA. At Literacy Training

Centres, Family Learning Centres, Opportunities Industrialization Centres (See

Report on visit, Appendix H:438), people were allowed to interact, pace

themselves, and most of all, feel good about themselves (Jolly, Interview,

February 1991).

Programmes at these centres addressed the intrinsic issues of language usage

and culture, and the extrinsic issues of lack of facilities, attitude and lack of

opportunity to participate. The interventions introduced were largely by

computer assisted instruction and the counselling and follow-up services

seemed largely geared towards improving technical ability and opening the way

to productive occupations.
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The learning process was people centred and allowed for a marginalized adult

(marginalized, due to a lack of schooling, lack of opportunity, an inability to

speak English, and not being part of the dominant culture), to be involved in

learning without losing dignity. Students on their own were given the

responsibility to correct and evaluate their own mistakes. The responsibility to

learn from one's own mistakes, to me, was essential and could be considered

in the research programme. Giroux (1988b:72) outlined that this responsibility

was necessary in pedagogy and could further critical thinking. The

unsatisfactory performance promotes yet another learning experience as the

student attempts to correct any mistakes made.

In reflecting critically on these programmes, I realized that they were essentially

providing a way of gaining technical knowledge and, by using computers the

students were learning an additional skill linked to knowledge and power

(Olson, 1994:46). However, there was a need for the student to link the

fundamental relationship between writing and thinking. Why was this

relationship important? It was important because it could enable students to

reshape and restructure their views on their situation (Giroux, 1988b:73). By

definition, technical knowledge (Giroux, 1988b:45) promotes certainty and

control and in its how-ta-do techniques ignores the questions of ends. Why are

you doing something? Why are we learning? One needs to give meaning to

these aspects as a matter for inquiry.

I argue that, in the development of this practical learning, there needs to be an

emancipatory intent (Phase 1:32). To make this learning meaningful, there

How was the information these adults were being taught, selected? Was there

a relationship between the facts and the beliefs and values that guided these

people's lives? Students need to learn how to move outside their own situation

so that they can question. They need to critically examine knowledge within a

system of relationship that gives it meaning - they need to be taught to think

dialectically rather than in isolation (Giroux, 1988b:64).
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needs to be a construction of identity, a development of democratic social

relations and a challenge of social transformation (Phase 4:122).

6.9.2 EDUCATION INTERVENTIONS INTRODUCED
IN THE COMPANY

Initially, the people in the Company decided to concentrate on job skill training,

functional literacy, developing a pre-school for employees' children and

encouraging continuing education programmes at an adult education centre

near the Company. Discussion sessions and learning to participate, reviewing

situations and being involved were also considered necessary by them, on an

ongoing basis (Phase 6:252). Merely introducing interventions would not

address or challenge the problem (Phase 6:247). Coupled with this there

needed to be a commitment that the education and training should continue

throughout a worker's life to keep pace with change and challenges in the

workplace. In addition these interventions needed to be ultimately integrated

to national reconstruction efforts (Phase 6:261).

JOB SKILL INTERVENTIONS

The intention of job skill interventions was to provide in-company training that

could contribute to the development of the employee and the Company. In-

house training programmes were designed using slides, tapes and video

material. The initial aim of these interventions was to improve specific skills of

employees for specific jobs and to couple this with on-the-job training by the

supervisor or manager. In the development of the skills training programmes,

the scripts for the programmes were developed with the people who actually

did the work involving the specific skills on site. Many days were spent asking

the employees to demonstrate how the job in question should be approached

and what they considered to be the best way. Wherever possible, this
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teaching and measurement of competency was not based on language skill.

Video material was visual, and tests required no writing or reading. Later,

material was developed with tape voice access so that managers could easily

lead the training themselves. Why did I consider this important?

In the USA I had experienced situations where people with a language

disadvantage felt humiliated in a training session where they were required to

gain knowledge through a language they did not understand. In South Africa

I had watched people sitting in rooms blankly trying to absorb information from

a trainer they did not understand. They were then being faced with a test that

required reading and writing skills that they did not have.

I needed to find a way whereby a person could learn without breaking down

their self-esteem. The Faculty of Education Technology at Pretoria University

provided an ideal opportunity for us to develop training material that did not rely

on skills of reading and writing in a language not sufficiently understood.

Training scripts were transcribed onto voice-over tapes that worked in

conjunction with a training slide show. Employees could work individually or in

groups, using a voice-over of a language they understood. Job skill training as

the mastering of technical skills related to the job within the Company, which

in turn, was tied to the situation in the marketplace in which the Company

needed to compete. Once having gained this technical control over knowledge,

it is necessary for the individual to understand that only this knowledge is being

taught in the first place. Connections needed to be made with the technical

mastery and the significance in the larger situational reality. (McLaren,

1989:168). In the Company training was seen as the teaching of a specific task

for a specific function. Therefore it was necessary to assist people in making

the connection between training and the wider social implications of training, as

training becomes an essential part of an educating process.

How could this intervention link with action research methodology and the

emancipatory intent of this research? Making the connection between technical
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knowledge and the wider social, political and educational situation was an

important step because such skills underpin critical emancipatory knowledge

(Walker, 1993b:109).

A crucial point was reached at this stage as pre-structured and ready-made

materials were not used. In developing the in-house material in conjunction

with Pretoria University, planning, scripting and decisions about the material to

be presented were taken in conjunction with the employees for whom the

programmes were to be developed. This democratization of learning material

has to do with subjective relevance as a framework for democracy in a learning

process based on Freire's theory of dialogic education, and Giroux's theory of

student voice, where learners are essentially the subjects of learning and not

the objects (Adendorff, 1993:312). As outlined in Phase 5, (173) democracy

was to be participatory, and in the developing of material this element was

essential if the project was to have an emancipatory intent. Part of the

educating process was to teach learners to behave democratically, therefore,

this intervention had a two-fold implication in the project: that of skills and

democratic competency (Phase 7:313).

CONTINUING FORMAL EDUCATION

The restructuring of educational training systems should be guided by

commitment that education and training continue through a workers life by

integrating education, training, adult basic education and the formal schooling

system in order to attempt to transcend apparent levels of disadvantage

(COSATU HumanResources Committee, 1992:9). Manyemployees expressed

the need to complete their formal schooling that they had dropped-out of for

whatever reason (Phase 6:252). Initially employeeswho had already completed

Std 6 were supported in their need to continue because, on a part-time basis,

it would take two years to complete a standard. Continuing education classes

were available locally and twenty employees registered initially.
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PRE-SCHOOL INTERVENTION

One of the fundamental principles in the whole process was to encourage

people to consider education as a life-long process. If education is considered

a life-long process within the community, then, in 1988, employees' children

within the community became an important part of the Company education

strategy. Two hundred and fifty of the employees lived on the farm, and there

was a need to provide a facility for the development of the pre-school children

in the community. A meeting was held with the newly formed Employees'

Representative Committee to discuss the possibility of a pre-school facility on
the property.

Contact was made with the project director of Ntataise which is a pre-school

training centre in Viljoenskroon. The aims and objectives of Ntataise are, To

provide low cost early learning opportunities for farm children; to train women

as para-professional nursery school teachers on farms and in small urban

areas; to make parents aware of the needs of their pre-school children, and

to help them in fulfilling these needs with a focus on health, balanced diet and

stimulative play. Ntataise is a South Sotho word with a very special meaning:

"To lead a young child by the hand". Ntataise helps with the establishment and

operation of farm nursery schools, and runs training programmes for nursery
school teachers in rural areas (Evans, Interview, 1989).

As previously stated, the head office employees of the Company were living in

a community on the farm. In consultation with the community, the need for pre-

school education was discussed and agreed on and three community mothers

were identified and sent for training at the Ntataise project in Viljoenskroon (See

Appendix I:482). The pre-school was set up at the Company on the return of

the teachers to provide for the early development of the children of the

Company. A nominal fee was paid by the parents to attach a sense of

belonging to the programme. (This was suggested and agreed to by parents.)
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A building at the main office was offered by management as a school room but

after much discussion with the newly trained teachers it was decided that it was

necessary to have the school as part of the living community. We, therefore,

moved in to what started out as a dilapidated building among equally poorly

appointed homes in the living area.

Caring about employees' lives outside of work now became relevant to

Company management. The school started with 48 children. As a result of the

upgraded school building, garden and facilities, the upgrading of the employee

houses, wash areas, ablution facilities and surrounding areas, began. The high

standards set by the three para-professional teachers was spilling over into the

community as the children were developing new skills and codes of behaviour,

diet and health.

Parent meetings were encouraged in order to involve them in the development

of their children and to encourage participation in decision-making about the

school. Initially the mothers were encouraged to bring and fetch their children

in order for them to feel part of this new world their children were entering.

Bridging between pre-school and regular Grade I became a problem as the

children were more advanced than the Grade I intake in the nearby Katlehong

Primary Schools. As previously stated, we were involved in a process of

change and the next consideration was a bridging course to facilitate the

change over, or to find schools that could accommodate the children more

adequately.

By choice, many of the pre-schooiers were sent back to family in the homeland

(Transkei, Bophutatswana, Venda, Ciskei) of origin when school-going age was

reached. This had largely been due to the violence in the local townships

where these children would have to go to school. The challenge would be to

keep the family unit together and find schools that the parents were satisfied

with locally. The opening of white schools (Phase 2:57) might have provided
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the ideal place for the children in terms of accessibility. However, Alberton,

where the Company is situated, was still dominated by conservative white polit-

ical attitudes and none of the white schools had shown signs of asking parents

to vote on the issue of opening schools at that stage.

... instead of formulating literacy in terms of the mastery of
techniques, we must broaden its meaning to include the ability to
read critically, bothwithin and outside one's experiences, andwith
conceptual power. This means that literacy would enable people
to decode critically their personal and social worlds and thereby
further their ability to challenge the myths and beliefs that
structure their perceptions and experiences. Literacy, as Freire
never tires of telling us, must be linked to a theory of knowledge,
one that is consistent with an emancipatory political perspective
and one that gives the fullest expression to illuminating the power
of social relationships in the act of knowing. This is crucial
because it suggests not only that one should learn how to read
messages critically but also that critical analysis can only take
place when knowledge serves as a subject of investigation, as a
mediating force between people.

LITERACY INTERVENTION

In a post-apartheid South Africa, people will need to have the chance to

develop political, general and technical skills necessary to organise production

and society in a democratic way. People need to access information on which

to base their choices and develop the confidence to participate in decision-

making structures. In the South African society the written word has power

leading to a relationship need between democracy and functional literacy
(COSATU Human Resources Committee, 1992:883).

In this context, consider Giroux's interrogation and review of literacy as one

approaches the declared need for functional literacy in the workplace.

According to Giroux (1988b:84),

True literacy involves dialogue and social relationships free from
top-to-bottom authoritarian structures. At the present historical
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juncture, reading provides the opportunity for the development of
progressive approaches to literacy as both a mode of critical
consciousness and a fundamental springboard for social action.

Literacy therefore is not just the process of learning the skills of reading and

writing. It is a contribution to a persons full development. Through literacy, a

critical consciousness of society develops enabling a person to act upon the

world by his/her critical participation. It is a form of learning necessary for a

process that enables learners to involve the world and others critically (Bataille,

1976:274; McLaren, 1989:196).

Traditionally, workplaces like schools, did not provide opportunities for self and

social empowerment. If interventions were to be viewed as actions that

facilitated change then a need for a different language of analysis was

necessary to understand the meaning and structure of the workplace.

Developing a discourse which can reveal possibilities for thinking and

organizing experiences, and exposing possibilities for reorganizing, can be

considered literacy (Giroux, 1988b:1; Bataille, 1976:274) and if literacy becomes

empowerment then I argue that literacy becomes the most vital intervention in

the workplace education strategy. According to McLaren (1989:196), functional
literacy involves technical skills of decoding, reading and following instructions

and being able to read at a certain level. Cultural literacy accompanies

functional literacy and involves historical and literary means of informing people

of a cultural life of a nation. Critical literacy enables people to reflect, analyze

and challenge; which are all necessary in a change process if the change is
about attaining a democratic value system.

Designing literacy programmes in a workplace should be based on sound

understanding of what literacy means. Besides the impact on employees, if the

majority of the employees are illiterate and have a disadvantaged education the

reality that literacy links with poverty, is also irrefutable. According to Freire

(Phase 1:10), poverty and illiteracy are directly related to oppressive social

structure. He found literacy necessary to empower individuals so that they
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could participate in social analysis and read the world. If the problem in the

USA was considered fundamental, requiring urgent attention, then it needed to

be an intervention I reviewed seriously for the workplace situation I was

involved in.

Children who are disadvantaged need special attention as early as possible and

if they don't get it, the more extensive and expensive the educational attention

they will need in later years. The children of the employees in the South

African workplace situation needed to be considered in this context. Workplace

problems of an educational nature start in the pre-school years, continue

through school, if the school system is not adequate, and will continue if there

is no education-work connection, on-the-job-training and life-long learning

(Scott-Fosler, 1990).

It is clearly beyond the capability of the formal educational sector to singly

address the backlog problem of illiteracy. If commerce and industry wish to

grow, and in the process empower their employees, then a language and

literacy programme is essential and no sector in South Africa, be it public or

private, can afford not to have such a programme. In the Company, the need

for functional literacy was expressed by employees and it was discussed and

agreed that Englishwas to be the language that would be addressed in literacy

interventions. Where people were unable to read and write, it was

recommended by companies involved in literacy training that mother-tongue

language was to be taught first.

Literacy and learning are necessary for the process of conscientization. This

is a process that enables learners to involve the world and others critically and

I must remember that people are experts on their own lives (Delpit, 1988:297).

The world must then be seen as a dynamic situation in the making and learners

must participate and exercise the right to participate. To be involved in such

a process of action, it is necessary to offer critique on the basis of reflection,

therefore becoming literate is not just a cognitive process it becomes a process
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of empowerment. The different forms of literacy needed to be considered. One

of the most frustrating aspects of the Company education process was the

expectation that critical literacy would develop quickly in people who suddenly

had the right to be.

The first stages of functional literacy started to emerge and with this the

realization that there was a need to teach people how to reflect, analyze,

communicate and challenge. Consider the possibility of oral literacy. Surely

in a country where the majority of people were not allowed to participate in

such systems of democratic value this would be essential?

All employees who expressed a need for learning English, met, discussed the

programme, and agreed to participate. Teachers were trained at Instructional

Design and classes were run in Mother-tongue breakthrough, Survival English

and Conversational English (See Appendix J:483). The nature of the courses

may seem to be concentrating on functional literacy but the teachers chosen

by the employees were constantly addressing the need for critique, analysis

and reflection in all participative lessons by involving the learner and

encouraging the learner to speak and discuss (Freire & Shor, 1984:48). The

interesting factor that emerged at this point from a literacy audit, however, was

that most of the employees were not able to write in their own language and

this seemed to be linked to the amount of schooling they had experienced.

More interesting was the fact that, in spite of school attendance for twelve

years, some of the Whites were considered functionally illiterate. This leads me

to question what is taught and learnt in schools. The learning that takes place

may not necessarily be considered educational (Phase 4:118).

In addition to functional literacy, I needed to consider that nothing can be

understood without shared meanings (symbols, narratives and social practices)

of the community or culture in which dialogue takes place. Shared meanings

often involve functional literacy and communication to confront new possibilities,

new forms of social relations and ways of facing everyday life and interactions.
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After sixteen months, the commitment to literacy classes was not consistent

and it was necessary to discuss why this had occurred. In attempting to

change people's behaviour in the organization it could be that I neglected the

value of social and cultural literacy and concentrated too much on functional
literacy.

In an historical context (Phase 2:46) most people in South Africa never had an

opportunity to develop fully the variety of skills they needed in a democratic

way. In this project attention was paid to levels of literacy, however, not

enough of a link was made in the teaching with the years of job experience and
the practising of these new skills in a participatory process on the work site.

Coupled with this observation was the resistance at management level in the

Company to grant any paid work time for literacy training. It certainly has been

proven that studying after a long work day involving physical labour is not

conducive to sustained commitment to studying at all. (International Labour

Organisation, 1974).

Illiteracy at the functional, cultural and critical levels needed more attention in
the Company.

AN EMPOWERMENT INTERVENTION

An empowerment workshop for managers, led by the Managing Director, was

held in the Company. I was invited to attend, however, I was unavailable. I

gleaned information on this meeting by talking to the Managing Director, the

workshop speaker and the participants, after the event. Retrospectively,

discussions with participants led to insights that had not been considered before

and which will emerge in Phase 7.

Within the Company much effort had gone into changing the corporate structure

based on discussions, interviews and workshops held with employees,

particularly at management level. Much time had been spent involving all
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employees in discussions about the social context of the workplace:

considering where one had come from, where one was at and where one was
going to.

It Empowerment is not an act of charity or philanthropy, and it is not an
enlightened employee policy, it is a philosophy.

The Managing Director recognized the need for change and firmly believed that

"empowerment was essential and only takes place when real power is shared"

(a concept that will be critically interrogated in Phase 7 (291) when this

empowerment process is evaluated in the light of what occurred within the
Company).

At the empowerment workshop, the participants listened to a speaker on what

he considered to be issues of empowerment, and were then presented with

steps to empowerment that the Managing Director wanted participants to

consider because it was his intention to act on them with immediate effect.

(Some of the steps he considered to be in place already.)

In summary, the empowerment talks revolved around the following

understanding: All workshop extracts, minutes and reports will be typed in

italics for the reader to identify.

Empowerment takes place when people have the opportunity to take
responsibility for their own lives, and they elect to accept that responsibility.

Although circumstances outside of a person's control may impede
empowerment, true empowerment is never a privilege that is given by anyone
person to another, and which is therefore an act of patronage that causes one
person to be in another's debt. It is a trading transaction which benefits both
the ''giver'' and the "receiver" - a win-win transaction.

Empowerment is a state-of-being that is actively and voluntarily entered into by
a person desiring the burden of accountability that is the characteristic of adult
life. In return for this accountability, this person gains freedom, and the
opportunity for fulfilment and for reward. In empowering another, the
empowerer sacrifices a portion of his or her own power, in order to benefit from
the force he has facilitated in the receiver. Both parties achieve ~ net gain.
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,..

Empowerment does not make life easier for people; for many, it makes
life more difficult.

Empowerment cannot occur under bogus circumstances or when power
is shared only symbolically, but only when real power is conferred.

,..
Empowerment only takes place when power is both given and taken.

By taking responsibility for their own lives, people in effect report to themselves,
and are accountable to themselves for their actions. They do not conform to
artificially contrived disciplines for fear of censure or the hope of advancement;
instead they conform to their own standards of performance as the means
within their own power to take the reward that is their's by right of achievement.

Following this, participants were then presented with outlines detailing

empowered and disempowered organizations (See Appendix K:485). It can be

noted from the tables in Appendix K that not all of the characteristics of the

unempowered organisation would typically be described as bad. This is

because unempowered organisations are not necessarily inefficient and

unhappy. However, the conflict usually emerges in unpredictable forms

sparked by unpredictable circumstances (Phase 6:285).

Change the corporate structure.

Establish profit centres.

Utilise the law of contract.

Implement the value system.

Abolish managers.

Revise the terminology.

Reflect the true mission.

Allow the market to judge performance.

Invoke the world of the imagination.

Considering the workplace in relation to whether it was empowered or

disempowered, with reference to Appendix K (485) the following steps were
introduced as being the transitional steps from a disempowered to an
empowered organization:
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The Company as awhole was already expressing recognition that the corporate

structure was designed to control and subsequently was disempowering

because all employees were subject to the authority of others higher up in the

Company hierarchy. In fact, in most instances, objects to others' authority (as

the subjects) were treated with little concern for human dignity and basic

human rights. Higher levels of employees were being treated as more

important participants, and there was little communication between levels of

employees, from top to bottom and vice versa in the organisation. Involvement

of people at lower levels in decision-making was non-existent.

Traditional corporate structure inhibited the individual from responding freely to

challenges. A number of managers in the traditional mould, however,

questioned whether a group of people can be controlled, and whether adequate

monitoring of performance levels can take place, if the normal hierarchies of

management were abandoned. What did they fear?

Within the profit centres, the Managing Director wanted managers to consider

introducing a Law of Contract which, in essence, would be agreed expectations

between people to highlight the fact that individuals have expectations of one

another and as a group collectively. The opportunity here to include people,

hear people and bring people together to challenge situations and one another

in possible agreed action, was powerful. It must be noted that the

communication of this insight, however, was also powerful in its use of

autocratic exclusive language and "made me feel marginalized and uninvolved

before I even started", reported one manager.

In response to this the majority of managers chose to change the Company

culture to one that was more inclusive and participatory. The Managing

Director rewrote the Company culture and established profit centres in which

the managers could take responsibility for running businesses within a

business. This was done in terms of a contribution to be made towards people-

power, allowing managers to take responsibility and be accountable.
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Communication of Law-af-Contract

The law of contract will emphasise the fact that members have serious

expectations of each other, and moreover it will ensure that failure is not

diagnosed in terms of a value judgement made on a subjective or arbitrary

basis by senior people within the Company. Failure is rightly diagnosed as

failure to satisfy the provisions of a contract freely entered into.

Use of the law-af-contract will have the further benefit of forcing members to

commit to writing the expectations they have of each other in key areas of their

interaction. It will also kill off the proliferation of unformulated, vague and

generalised expectations and of unwritten codes that are so debilitating a factor

in the lives of badly organised companies. Forward-looking contracts will

replace backward-looking memos as the key written communication within

companies, and they will have the effect of forcing people not only to plan

ahead, but also to give meaningful attention to problems before they occur.

Questions and comments that arose from managers:

How could one ensure that failure would not occur? Did this sound too

simplistic and quick-fix?

Freely was considered easy in theory. However, experience showed

that in practice free often changed to imposed in the Company.

How could one talk of inclusiveness and then use words like force and

kill-off? The connotations of these are ones of oppression by an

oppressor.

Why does the last sentence sound as prescriptive as everything else in

the Company culture?

Within the Company there were genuine efforts to implement a value system

recognizing democratic needs, the need for communication and information and

an expressed need for risk and reward which, as will be discussed in the next
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phase, ran concurrently with conflicting situations and practice. The decision
\

to consciously involve people in discussions about these values and how to

implement them and act on them was positive, however. On reflection, some

attempts at these new realities were being recognized in the Company. There

was use of more appropriate terminology such as: job standards became

agreed expectations; job descriptions became agreed job statements, and one

of the managers even suggested that employees should be called members to

indicate a genuine effort to be inclusive. Why was the conflict of values

apparent? The insights and theoretical understanding of what was needed and

should be done were clear and well thought out and planned. The intentions

were both progressive and sensitive. Why did employees not respond in the

way that was expected?

Did employees really feel part of this empowerment process and was the
need for change their need?

Was the empowerment process seen as an event rather than a process
and how prepared were all the employees to participate?

Was a workshop with managers, and a talk on site - where the

Managing Director explained the concepts to employees using a soccer

game analogy - enough preparation?

Was the empowerment opportunity yet another "centrally imposed

reform" (Giroux & Simon, 1989:121), or was it an inclusive trans-

formatory process?

Reflections on schools, and how knowledge could become meaningful (Phase

4:122), illustrated how ideas and the appropriation of these ideas work within

a social and political context embodying all the relations of social power. Such

a curriculum viewed as an "ongoing social organization and distribution of

knowledge helps to constitute social interests and arbitrates the relations

among them" (Giroux & Simon, 1989:121).
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According to Giroux and Simon (1989:128), democratic programmes need the

protection of democratic support and are essentially about majorities who have

to be constructed in an immensely complex process of negotiation and alliance.

Democracy is mainstream and not marginal, and is a process that is long-term,

needing a change agent/teacher constantly engaged in the complex form of

learning in the ongoing social transformation.

Did the Company fully understand how complex the process of negotiation and

alliance was? Were the majorities given the opportunity to be part of the

negotiating and decision making at all? Was a change agent within the

Company empowered to act as a teacher in the learning process?

The issue of voice became apparent at this point. In creating empowering

opportunities in this intervention were the powers-that-be doing all the talking

and was there a sensitivity to the possible "culture of silence" (Phase 3:101)

regarding howthe managers andworkers produced and reconstructed meaning
in everyday life?

Were the people, who this was all about, at the centre of the action?

According to McLaren (1989:229), a theory of teaching and learning takes place

around a concept of voice, and points to new ways of challenging social

relations, reforms and everyday life. He affirms Giroux's views on pedagogy
construction around voice:

Giroux's concept of voice refers to the multifaceted and
interlocking set of meanings through which student and teachers
actively engage in dialogue with one another. Voice is an
important pedagogical concept because it alerts teachers to the
fact that all discourse is situated historically and mediated
culturally and derives part of its meaning in interaction with
others. While the term voice may refer to an internalized, private
discourse, such a discourse cannot be understood without
situating it in a universe of shared meanings, that is in the
symbols, narratives, and social practices of the community or
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culture in which the dialogue is taking place. The term voice
refers to the cultural grammar and background knowledge that
individuals use to interpret and articulate experience.

Individual voice must be understood within its cultural and
historical specificity. How students, teachers and others define
themselves and name experience is a central pedagogical
concern because it helps educators understand how classroom
meaning is produced, legitimated, or delegitimated. This is not
merely a technical concern but more important a moral and
political consideration that must provide the basis for any critical
pedagogy, especially a pedagogy which is attentive to the
dialectic of power and meaning. In many cases, schools do not
allow students from disadvantaged or subordinate groups to
affirm their own individual and collective voices, yet teachers
rarely understand how this happens.

A students voice is not a reflection of the world as much as it is
a constitutive force that both mediates and shapes reality within
historically constructed practices and relationships of power.
Each individual voice is shaped by its owner's particular cultural
history and prior experience. Voice, then, suggests the means
that students have at their disposal to make themselves "heard"
and to define themselves as active participants in the world.

What was being considered in the Company was a process of empowering

people in an effort to emancipate them in such a way that they could participate

more meaningfully in the Company process; and yet how much of the social

context and culture of the employees was understood and to what extent did

people listen and allow the majority to be heard? With a group of managers,

a report was written on how they reflected on the empowerment process in the

Company. I was part of this group effort and led the discussion and reflection
process (See Appendix G:462).

Perhaps in the enthusiasm to do this, one starts in the wrong place? Listen to

the voice of the people. One must consider that traditional positivistic

approaches (Phase 1:20)can dehumanize practice and perpetuate exactly what

one is working against. Change in practice needs education. There will be

people who want to continue with the status quo. There will be people who

want to destroy the status quo. There will be people who want to discuss and
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negotiate. Ohe must remember that in a dynamic society, change is inevitable;

however, it does involve conflict, contradiction, uncertainty, anxiety and struggle

(Fullan, 1991:30). Fullan continues to cite Marris extensively to support his

argument that change involves insecurity because it is not simply an industrial,

but a social phenomena (Fullan, 1991:32).

6.10 THE POWER-PLAY INTERVENTION -
MANAGEMENT, WORKERS AND TRADE UNIONS

In attempts to create genuine opportunity for empowerment, what needed to be

reflected on was the possibility that the process was going too quickly and that

people were not yet skilled enough to use their voices, let alone be involved in

rational discourse. People had to learn to trust the efforts at change and

experience them in the culture throughout the organization as they dealt with

their struggles, fears and anxieties, step by step. It was possible that the

speed with which their social structures were changing, both inside and outside

the organization, coupled with the freedom and anticipation of political

participation (Phase 2:64), after many years of experiencing legislated

discrimination, were all factors that played a role in the power-play intervention

that followed. It is also possible that people's commitment to change in

discussions was really lip-service to a procedure to please, when in fact, in

practice, the resistance to accept the change was obstructively manifested in

efforts to change nothing at all.

At this point a power-play intervention that developed will be included, because

although not a structured learning intervention, it became the unwanted

intervention that possibly provided the most challenging learning process,

understanding and negotiating skill requirements that changed the entire

Company.
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There can be no doubt that in the rapidity of developments in South Africa

change became a certain constant factor (See Appendix M:493). It was

necessary to understand that the developments in our country, and the

changed political climate are the result of the efforts and struggles of people

(Kane-Berman, 1990:1-8).

They are the result of the combined struggles and campaigns on a number of

terrains. These included the mass activity over the last decade, together with

sustained economic and diplomatic pressure, which made it increasingly difficult

for the ruling regime to continue in its old way.

Looking at the trade union movement, as a social actor, raised another dilemma

(Phase 2:68). Talking about dismantling institutions of inequality and

oppression is one thing; establishing the mechanisms for reconstituting relat-

ionships on an equitable and fair basis, which address the structural imbalances

in the power relationships, is totally another thing.

The statutory recognition of trade unions in the 1980's was an important

impetus to the organization of workers throughout South Africa.

Trade unions had as their primary objective the organization and representation

of their members. Through the collective bargaining process, unions had, as

their focus, the establishment of economic justice, fairness and equity in the

unequal relationship between the employer and workers. This presupposes the

right to organize and the right to exercise unfettered economic sanctions. To

the extent that any employer restricts workers' rights to organize, and to enjoy

the ancillaries of free speech, movement and assembly - to that extent workers'

organizations and power is restricted (Deale, March 1991).

The Food and Allied Workers Union (FAWU), a branch of the Congress of

South African Trade Unions (COSATU) was represented by Andries Maphala

in all the Union/Company negotiations.
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According to Maphala (March 1991), the fundamental rights that union

representatives battle to secure for union members include:

the right to bargain;

the right to be recognized and participate in the trade union activity;
the right to strike;

the right to fair employment standards;

the right to safe and healthy working conditions;

the right to job security, training and education.

Political citizenship without economic rights will mean very little in the end. This

requires radical restructuring of the economic order in our country. The critical

questions remain: How, and over what time frame? . COSATU and the trade

union movement as a whole, as one of the actors, were developing their

perspective of how this change should be effected in ways and means which

guaranteed the democratic participation ofworkers, and the attainment of social

and material benefits that meet the needs of the overwhelming majority of
people.

Union membership within the country reached saturation point in 1989 and it

would seem that the remaining potential for membership growth lay within the

public sector and agricultural workers who did not fall under the ambit of the

Labour Relations Act. Cosatu and its affiliates (e.g. Food and Allied Workers

Union [FAWU]) made great efforts to swell their power-base among rural Blacks

for future political head-count gain (Deale, March 1991). The Company where

I was involved, employed agricultural workers and felt the pressure of union
affiliation for the first time.

In the second quarter of 1990, nominated union members started making

themselves known among employees, and the drive by FAWU to gain majority

union support among Company workers had started.. The Company had to

face the challenge of allowing people to develop through the process of
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consultation and mandating, by moving forward towards a recognition agree-

ment with a union that was claiming it had a 51% membership within the

Company. For the first time, the Company could be exposed to, and exper-

ience, strike actions, union wage militancy, attitudinal change, shop steward

representation controlled by a body outside the Company and predictable white

backlash. There was a possibility that conflict could arise: relationships could

be tenuous between employees and management and the education strategy

in the Company stood at risk. It became necessary, within the Company, to

treat these events as a process of learning. At this point, employees requested

the removal of the education strategy from awage negotiation struggle that had

started. When employees indicated that their education programme attendance

would continue even if they went on strike as a group, I started to feel some

hope. At a much later stage I realized that separating these two processes

was a mistake because the process of empowerment that was embodied in our

education strategy was inseparable from the negotiation, consultation and

decision-making with the unions.

The first show of strength from employees within the Company was a stay-

away in June 1990 in response to the termination of employment of a worker

in the Contracts Division. The worker concerned was one of the employees

involved in the initial interview group (See Appendix B:418).

The problems arising were centred on the apparent inability of managers to

communicate, according to the employees. The important aspect for me as

an intervenor, now, was to create an awareness of what was emerging as a

very real problem. This was to be about power transference and change,

based on inclusiveness considering cultural discrimination and about problems

of race. The problems here were certainly not exclusive to Blacks in the
workplace.

Emerging from a feedback survey of employee opinions after the stay away in

June 1990 were the following;
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Whites do not encourage Blacks to use initiative;

Whites do not involve Blacks in plans;

Whites make changes without consulting Blacks;

Whites have power which they are not interested in sharing.

Whites need to understand workers personal problems;

Whites need to show an interest in the work of black employees and

help with personal problems;

Needs, particularly small needs, are important and should be addressed;

Whites need to understand that black employees do not separate work
place, social and political issues - they are all one.

Monday morning management meetings with minutes which were to be

taken back to the workplace so that all employees would be made aware
of what was discussed.

All divisions should hold meetings with their workers on Monday

afternoons, giving workers an opportunity to communicate and be

involved.

Open type meetings should be held regularly to include people in

decision-making.

Expressing these views was important. However, responding to them

interactively was vital. Why did these problems seem so familiar? At the start

of our research process these factors were identified and discussed. Did

management not listen? Did the process not move quickly enough or did

political activity outside the Company overtake us?

Company management met to discuss the feedback survey and responded by
introducing the following;

At this point the response was too formal and autocratic and the much needed

relationship-building opportunity was missed. Meaningful participative

intervention ensuring that all people understood the need to listen, the need to
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be included and the right to be involved and to be heard (give voice) was

missing. The EDL framework was structured to bring people together and
assist in relationship building. Had we missed an opportunity?

After the initial show of Union presence, a group of shop stewards came

forward on the basis that they were elected by employee union members. They

requested that management meet with them and their representative from

FAWU. The meeting was held and management needed to recognize that

unions were now to be stakeholders in our community. Strategies to cope with
this reality would have to be devised. Basic principles needed to be

established so that a basis for negotiation was ensured. Participation and
involvement needed encouragement.

Participation and involvement in a change process is one of the ways

employees could develop (Mouton, 1989:401-402). People must not only be

given the opportunity but be taught to participate fully within the context of

meaningful communicative endeavours (Delpit, 1988:296).

Emancipatory education, I argue, is a process assisting people to effect a

paradigm shift in their thinking so that new perspectives on themselves, and

their world, were gained (Phase 4:151). In further discussions with some of

these employees there was an expressed need to be heard, and an expressed

feeling that Union officials were more sympathetic to some of their needs. Why

did employees need to turn to a union? Was union support necessary to give

individuals the opportunity to speak? Was the only way people's grievances

were heard if they spoke collectively? Had the managers taken the opportunity

to use their EDL strategy to get to know their employees, their needs, their

grievances, their history, their total situation?

In exploring the dilemma of business people, Gillomee predicted that black

workers would actively seek full participative involvement in decision-making.

This participation would need to improve communication between managers

https://etd.uwc.ac.za/



282

and their work-force. A new approach would be to focus on individual

employees as a supplement to communicating through trade unions (Indicator

SA, 1989:64). Would the work-force be considered stakeholders in an

education process, particularly if a planned Company education strategy

required their participation and involvement? Hadwe, in the Company, missed

the opportunity the EDL framework gave us to develop relationships through a

jointly discussed education strategy?

Evidence of decisions being unilaterally, and not participatively, made, again

emerged when a unilateral statement on how the Company should deal with

unions was issued by top management (See Appendix M:493). By the second

workers strike on 8 July 1991, an Industrial Relations Committee had been

formed to represent management and they met with elected Company shop

stewards and Union officials. Minutes of this meeting showed considerable

change in attitude from the first unilateral statement (See Appendix N:495).

In comparing the minutes, one will notice on referral how it was no longer "what

management says", but rather a process of drawn out consultation and

negotiation. An observation I want noted is that negotiations seemed to be

highlighting areas of difference at this stage and these differences were being

treated as areas of conflict. Was it possible that these differences could

develop an understanding of the situations of others which could be a source

of learning instead of one of confrontation?

Having made this observation it will be necessary to note that, at a later stage,

I believed that one of the reasons for the breakdown in employer-employee

relations could have been because we did not sufficiently recognize differences

of opinions, understanding, needs and situations of all the people within the

Company. At times I realized,that I was too involved in the notion of equal

opportunity and trying to make people the same. Surely the reality is that

people should act as individuals from their own individual situation (Phase

4:127)?
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The relevance of the education strategy to the Union seemed to be recognition

that well-trained, well-motivated employees should bewell paid for the jobs they

do. I acknowledged that technical skills and pay were one aspect but what of

the development of participation, getting involved, taking responsibility and
reaching consensus?

There were times that I felt that the unions were replacing the managers as the

autocratic unilateral decision-makers because union leaders were not

communicating with and involving employees in their actions. The question of

why education and training may be considered necessary in a company, I

realized, depended on the perspective of value or purpose attached to it. It

became increasingly clear that managers, trade unions and employees in the

Company all had their own agenda in this regard. If employee empowerment

was to follow its course, functional and critical literacy would be necessary to

enable people to negotiate about, and participate in, situations concerning their

own lives. People need to have an educated understanding of the effects of

the demands being made, and even met, that will affect their lives. People

need to make the connection between training and the wider social implications

of training so that training becomes an essential part of an educating process.

Recessionary economic conditions were rendering wage level demands to be

ahead of inflation. No business could sustain that kind of economic pressure

and unfortunately, unreasonable demands could result in retrenchment or the

collapse of a company. The Union leaders understood the consequences of

an illegal strike and failed, in my opinion, at this point to use this opportunity to

teach people how to act on their right to protest in such a way that their

situation could be negotiated democratically. Instead the power-play between

union members and management increased and the employees on whose

behalf they were supposed to be acting, stood to loose the little they had.

As long as people are denied political rights in South Africa, unions will provide

a political home where individuals can fight for their rights. As change brings
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the reality of universal franchise, unions need to readdress their position. This

situation came too late for some of the workers at the Company Iwas involved
with.

As of October 1991 the Company was moving towards a recognition agreement

with FAWU. In this process the Company needed to work at interpersonal

relationships (particularly between managers and shop-stewards), training to

facilitate the process of change, and communication and negotiating within the

Company (Smith, 1990).

As of August 1992 a recognition agreement had not yet been signed. Unions,

however, had been included in meetings involving workers with grievances

during the year, and in wage negotiations in January 1992, invited by

management. Employees started showing concern that unions did not report

back to them and some felt that the unionswere only interested in their monthly

subscription. It was reported, however, that they did nothing about voicing their

objection to this at Union meetings. On 3 August 1992, at a management

meeting, management discussed the countrywide stay-away being organized

mainly by the ANC, COSATU and SACP (South African Communist Party).

Unexpectedly the employees in the Company arrived for work following a

decision they had apparently made the afternoon before. Could this mean that

employees were starting to take decisions for themselves within the Company
or did they fear management reaction to a stayaway?

Discussions with employees in the last three months of 1992 enabled me to

hope that people were starting to make decisions about themselves.

Employees certainly were showing more confidence about themselves and

comfortably voicing what they believed to be unfair practice in the workplace.

Managers, proud of their unilateral decision-making abilities and actions, soon

started to feel that the respect and co-operation they imagined they had, was

not always granted, particularly from fellow managers who had responded to
change action.
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In a process of change and empowerment, one can expect insecurity, conflict

and even confusion as people realize what their situation is and begin to accept

the responsibility of bringing about the change they hope for. This change

process was taking place among employees at production and management

level and there were even times when I found the subsequent insecurity, con-

fusion and conflict more profound among top management.

February 1993 brought with it the start of wage increase negotiations in

anticipation of 1 March. The maximum the Company could afford was 10%

across the board. Union officials advised shop stewards to demand a 50%

increase. After three weeks of negotiations between management and Union,

this demand was reduced to a 30% increase accompanied with threats of a
strike. Bear in mind that, at this stage, no recognition agreement to date,

existed between the Company and the Union and the involvement of the Union

in the wage negotiation process was on management's invitation.

A Union meeting was held with 250 employees, who lived on the premises, at

16h30 on Sunday, 6 March 1993. This excluded seven employees who chose

not to join the Union and did not participate in either union activities or the

strike. On Monday, 7 March 1993, the employees from the local divisions

based at head office went on strike with the notion that they were entitled to a

30% pay increase. The strike went on for four days. Discussions were held

with representatives during this time and the demands changed little. As the

days passed, the demands increased and general grievances were added to

the demands.

Individual grievances again emerged such as;

Managers don't listen or give us a chance to speak.

Managers don't show an interest in what we think.
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Coupled with these were the reasons why they felt entitled to a 30% increase.
Based on their understanding, the Company owned a helicopter, motor vehicles

(mostly trucks and light delivery vehicles due to the nature of the Company

work), a great deal of plant and machinery and the owners lived in fancy

houses. Within this also arose an interesting conflict. The Union

representatives were all younger than 23, unmarried and with no families.

Three of the five were functionally literate. When I spoke to the employees on

their own out of the collective situation I was not convinced that they were in
agreement with the demands being made on their behalf by the Union

representatives. I also learnt that the shop stewards had begun taking the

power of leadership after they had attended a Union meeting in a local

township. They were apparently not democratically elected by the employees.

In fact, employees I spoke to showed little understanding of how leaders could

be elected democratically. This was not surprising as they had been

marginalized from such participation all their lives.

As the strike continued, so the hardening of attitudes increased as white

employees felt threatened and, in fact, were threatened on three occasions

during the strike. Because employees had agreed from the start that my role

at the Company was about education, which they did not want disrupted, I was

to an extent marginalized. I held a Board role in the Company and, as the

strike progressed, I was viewed publicly by the strikers as one of 'them'.

Privately I was being contacted at home by employees and on the way to work

in the morning. At this point, I found myself in totally conflicting roles and
chose not to take sides which was a mistake.

Intimidation on the farm reached life-threatening proportions and a group of five

employees at the workshop who did not want to participate in the strike, were

fetched at knife-point. The power of this threatening behaviour spread and the

mass action outside the main office windows became threatening and taunting.

As was expected, this conjured up latent racism in the white management and

administrative staff, and the situation was extremely tense for a few days. No
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white staff now felt comfortable about going to the living area of the black

employees and I found myself in a conflicting situation once again because I

still believed that, together with the women of the community, the teachers at

the pre-school, and the wives and mothers of the strikers, we may have made

a contribution towards trying to break the strike. We may have found a way to

get people to talk to one another again, and, more important than talking, to

listen. I believed the untapped power in the community at the time, was the

voice of the women, who were concerned about their families.

In keeping with the decision to keep education out of wage negotiations, the

teachers at the school were told they may continue teaching and not be

involved in the strike. Within all the strike tension which prevailed at the living

quarters where the pre-school was housed, the children continued to go to

school and the three teachers continued to work. On Friday, 11 March 1993,

the strikers were offered an ultimatum to return to work by Monday, 14 March

1993, or they would be dismissed. On Monday, the 250 workers did not return

to work. Dismissal procedure started and by Wednesday, 16 March 1993, 250

employees had lost their jobs, their homes and the school was to be closed

because there were no longer going to be families with children at the head
office site.

All in all, over 600 people (including the families of the dismissed employees)

were affected. People had lost their jobs and their homes. The Company had

lost a total of over 600 years of work experience and, of one thing I was

certain, nobody had won this apparent show of strength.

In the light of 250 people losing their jobs, consider again the seven people at

the head office site who did not join the strike and provided an important

dynamic to the tension. During the strike, the seven men sent their families

back to the homelands and continued to work on sites away from the head

office. However, they came back to their homes at the head office at night, and

defiantly stood their ground when they left for work in the morning. When five
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union members who did not want to participate in the strike were fetched from

the workshop with pangas (traditional weapon) on the second day of the strike,

I became concerned about the seven non-union members and the right of an

individual to choose. The seven non-union members were constantly

threatened verbally but were left untouched. At the height of the strike tension,

managers told the seven members to seek alternative accommodation as it was

believed that their lives might have been in danger.

The majority of the ex-employees moved into tin shanties 4km away from the

Company, jobless and with few, if any, prospects of finding jobs in the

prevailing economic climate. Company management tried to keep the business

going and after many months new people were employed. Away from the head

office site were 620 employees and I waited for the strike action to spread, but

it did not.

Why did this happen at head office site? Why could a settlement not be

reached? Why had the dismissed employees not seen, or heard from, the

Union or their representatives since the day they were dismissed? Why did

they feel they had to strike or their lives would be in danger? Why did they

come back to the Company six months later, hoping to get their jobs back?

Why were management advised legally not to selectively re-employ when there

was, in fact, no recognition agreement? Why did seven employees, within all

the prevailing tension and intimidation (from unions and management), remain

non-union members, and continued to work throughout the strike?

6.11 CONCLUSION

In the development of the Company education process, was I constantly

reviewing my position regularly enough? Was I facilitating a change in learning

situations so that barriers could be challenged? Were managers actually

committed to a transformation process? Were workers actually included in the
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Company processes and discussions or were there barriers to their

involvement? Were workers empowered enough to articulate, reflect and

analyze their situations to act in a transforming way? Were we merely, as

questioned earlier, overtaken by political events?

As an educator-practitioner, in the light of these questions, I considered the

learning culture of adults in the workplace in the light of Von Hirschfeld's

recommendations (Phase 7:344), because she considered an environment that

would challenge an individual in an active learning process. I started to

question the commitment of the individual learner to our education strategy and

process as well. There was once again a need to rechallenge the commitment

to considering existing experience of the participants and the

acknowledgements of the social interaction that would be part of making

knowledge meaningful.

Self-direction, readiness to learn, a need to perform, a need to learn,

experiences, trust, sharing, participation, and understanding and involvement

are all aspects of adult learning that I recognized in this research project as

essential elements of a learning process. Was there something that I had

overlooked? If in learning knowledge needs to be meaningful, then what of the

relationship between power and this process of making knowledge meaningful?

What of the power of voice? What of cultural difference? Could these have

informed me more on why employees reacted as they did or were these factors

naively overlooked?

I argued that the empowerment process I hoped to develop in the Company

was based on meaningful knowledge and social relations. It was hoped that

people would learn to question and selectively appropriate those aspects of the

dominant culture that would provide a basis for bringing about transformation.

In the process of self-empowerment, it was necessary to fundamentally

experience a transference of power for one to have the freedom to act

responsibly. It seemed so simple to implement and yet, to bring about changes
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in an organization whereby individuals could have the power to act in a process

of making knowledge meaningful in a transformative way, was not easy. Did

the employees ever free themselves from the voice of management or the

voice of union officials? (Phase 6:268). Did their educational interventions give

them the power to critically appropriate knowledge outside their immediate

experience to broaden their understanding of themselves and their world? Did

employees willingly take the opportunity to empower themselves? Was there,

in fact, any power transference at all?

Did I understand the importance of communication as an essential element of

this process? Creating awareness or the need for change, establishing unifying

values, restructuring the decision-making process and aligning Company

strategy with this process all relied on communication. The questions that now

needed to be raised were, What had changed? Why did I think that things had

changed? Was there a value system aligning Company strategy with this

change process?

Confrontation needed to be addressed in such a way that differences,

contradictions, possibilities and questions could open up new avenues for

action through democratic negotiation. All participants were implicated in the

final action and the situation must be presented in terms of many viewpoints

(Winter, 1989:62), which could become problematic in this research.

In the next Phase, it was my intention to review the action research project and

hopefully to create various possibilities and "end not with conclusions, but

questions and possibilities" (Winter, 1989:62), continuing the action research

methodology of a self-reflective spiral, problematizing the need to relate

retrospective understanding to prospective action. The action research process

will be critically interrogated in relation to theory and practice, and the concepts

that were given meaning in the previous phase (democratic values,

transformation and emancipation) will constantly be used to evaluate the

process.
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PHASE 7

CRITICAL INTERROGATION OF THE
RESEARCH PROJECT LEADING TO THE

POSSIBILITY OF IMPLEMENTATION IN
OTHER SITUATIONS

7.1 INITIAL REFLECTION AND CRITIQUE

Something had happened!

During both my initial school and workplace experiences, I found that on neither

site was the process of theory and practice inter-related in such a way that one

informed the other in a relationship of knowing and doing (Phase 6:224). This

set my research process in motion and, at that point I stated that "something

needed to happen" (Phase 4:115). The research process proceeded and then

something did happen. To understand the break in the process which

manifested itself in the strike and dismissal of the workers, I needed to analyze

and reflect on the situation. Interrogation of the situation could inform and

enlighten future practice on the basis of changes that need to be addressed to

prevent similar dismissals in the process re-occurring. This phase could be

considered as a crystallization phase (Coenen, 1989:339) in which discussion,

reflection, concientization and action enlightenment become possibilities.

The "Educate and Develop for Life" Process had been introduced in the

Company based on the premise that all people cared about education, wanted

to participate and be involved in whatever affected them and were motivated
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by an interest in their own development (Phase 6:203). I believe that at all

times I was aware that the possibility of change was challenging, however, had

I realized the extent of the challenge and the possible effects of change? As

a reflective educator-practitioner I was constantly aware of the need to plan,

conduct and follow through on professional development activities as I tried to

develop a discourse which could reveal possibilities of thinking about, and

organizing experiences as the participants (including myself) explored
possibilities.

I intended to encourage people to question, analyze and reflect on their

situations and, in so doing, lead them to understand the need to get personally

involved in participatory action. I intended to lead a process whereby people

could feel good about themselves and restore their self-esteem, and yet, as the

strikers were dismissed from their jobs, I experienced an immediate and

extreme sense of failure relating to the education process developing in the
Company.

Educational opportunity, empowerment, participatory involvement, training

interventions and the fact that political transition would need to be closely

followed by an economic transition to allow all employees to share in the

economy, had been discussed in groups within the Company (Phase 6:217).

The need to change the organisational structures from a hierarchical

autocratic arrangement - which stifled participation in its unilateral

decision-making process - to a democratic inclusive situation.

There was acceptance that changes were required to address these issues and

that these changes could not take place unless the following barriers were
considered:

The need to change management styles which were largely autocratic

to democratic.
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The need to address values and attitudes.

The lack of communication which excluded the majority of employees in

participating in the process of operating the Company.

The lack of education and training which would need structured

intervention (Phase 6:223).

I had been employed as a facilitator to lead the process of development, and

it was necessary that I was both "equipped and empowered" (CBM Report,

1993:53) to direct the process of change. Employee interviews (Phase 6:198);

overviews of interviews (Phase 6:203); questionnaires and discussions (Phase

6:203); understanding the historical situation (Phase 2:46); understanding the

Company situation (Phase 6:218); developing organizational change (Phase

6:233); and addressing the educational needs and interventions to meet these

needs (Phase 6:226) were all part of the research process to involve

employees in the collecting of information, observing, questioning and

understanding the situation. To what extent, in this process, had I allowed for

a range of possible alternatives and interpretations? To what extent had the

solutions become prescriptive?

In the attempts to make knowledge meaningful had I regarded this knowledge

as problematic? Giroux (1988b:11) argues that in order to think critically and

reflect on what we know, all knowledge must be regarded as problematic. As

a change agent, it was my responsibility therefore to direct the process, in this

way involving people in constantly shaping and reshaping the meaning of

knowledge in order to reflect reality. Reflecting on this assumption, I realised

that although people in the Company considered that I was equipped to direct

the process of change, I was not, in fact, fully empowered to do so. I was not

given the authority or total responsibility for leading the function as a whole

(Phase 6:274).
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Facilitators and all participants needed to be learners and together bring about

change (Phase 2:77). Middle management was largely involved in change

management educational interventions (Phase6:242) and expressed frustration

that the implementation of what they had learnt was difficult as their superiors

had not been involved in the same process (Phase 6:242). In reality, to what

extent had the management style in the Company changed if all managers

were not involved in the democratic management change process?

If, according to McLaren (Phase 4:154), constant questioning and posing new

questions could allow for the challenge of change to emerge, one also needed

to understand that it was not necessarily everyone involved in the process that

would change. If, as I argued, change involved the need of a human being to

act (Phase 5:173), then those who did not act could make the introduction of

change problematic; and those who did act could make changes that, in

themselves, would be challenging and therefore become problematic. The

challenge was, Were all these people constantly involved in dialogue with the

hope that alternative meanings would emerge and problematic situations

become challenging for all concerned? As stated by Maguire (1987:19),

alternatives require human subjectivity and consciousness in a process of

collaboration.

According to Winter (Phase 4:135), action research is a method of planned

intervention, identification, diagnosis and remediation and the effects need to

be monitored through reflection. Change does not necessarily mean

emancipation, and emancipation does not necessarily mean that people take

the freedom and responsibility of challenging change. Were participants

constantly challenged to accept responsibility and given the freedom to plan,

analyze, diagnose and remediate? In this process, did they go beyond

technical and practical knowledge to challenge social situations and how they

could be manipulated? (Habermas, 1986:120).
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It was hoped that making knowledge meaningful could be empowering.

argued that in this process of transference of power one freed oneself from the

oppressive power of someone else's voice and then took on the challenge of

acting responsively, responsibly and collaboratively oneself (Phase 4:125). At

the point of the strike action, had participants understood that power
transference was coupled with collaborative responsibility?

As the strikers left the premises after dismissal, the whole situation had become

problematic and the challenge was to reflect on the situation in such a way that

fundamental issues of a democratic emancipatory process were not now

rejected. What was apparent was that managers no longer had the power to

control unilaterally what people said and did, and in reality, expectations and

perceptions made the situation seem both fragile and uncontrollable.

Did the notion of emancipatory educational practice in the Company need to be

reconsidered, taking into account that I had argued in the research process that

theory would arise out of practice to form new theories to change practice on

an ongoing basis? (Phase 6:107). Throughout the changes that were

introduced in the Company the majority of the people were willing to participate,

and yet perhaps they were not ready to negotiate inevitable confrontation and

difference democratically. Were the serious implications of change considered?

Was enough attention given to attitudinal change and the time factor when

embarking on a process of change?

At no time had I expected the EDL process to be the answer to all the existing

evils in the workplace. I saw the process as educational with its origin in the

experience of practice (Phase 1:37). I saw theory emerging in this workplace

context within specific forms of experience, enabling us to examine the

workplace context critically and intervene on the basis of informed praxis

(Freire, 1970:119). At the centre of this development process was a need to

develop a language of possibility: a discourse of voice that could be linked to

forms of self- empowerment and social empowerment (Phase 4:125).
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Change in business "... requires patience, endurance, wisdom and a medium-

term dedication to a driven process" (CBM Report 1993:65). This insight gives

rise to the following questions:

Did we in the Company enthusiastically initiate a process that did not

have the back-up of medium-term - and for that matter long-term -

dedication?

Was there confusion between our intentions and the actual commitment

to fundamental chánge?

Did we see self empowerment as a "you do it your way" process

overlooking the medium-term dedication to the process which needed

planning, leading and on-going-monitoring?

I realised that more than ever the importance of a teacher as a facilitator was

necessary to lead the process ensuring that interventions were introduced in

an integrated way conducive to participation and interdependence (Mouton,

1989:400). I did not feel however, that I always had the freedom to act

(disempowered) because to a point, my opinions were considered important by

management but in times of crisis male management took over. Was the EDL

process producing the framework to monitor these developments? Did I, as

the educator/facilitator, intervene assertively enough, particularly with managers

who were merely paying lip-service to the process? Would the response to the

process have been different if I was a male?

Having recognised the need for people to express their opinions, I had removed

myself from the situation immediately prior to the strike so as not to be seen to

be manipulating the employees' thinking, or taking sides with either employees

or managers. I was confronted with a political choice and adopted a neutral

stance in my dilemma as a professional educator which I now believe to have

been a mistake because this was one time, as a change agent, I needed to
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intervene and facilitate negotiation. In addition, as a woman, I was

marginalized by male management and confronted with the dilemma of whether

they thought I needed protection or whether they assumed only men had the

skills to address the crisis.

Was this the weak link? Was the development of a discourse of voice really

in place? Were there barriers that existed in practice even though in theory

people understood that they should be removed? In this process we needed

to develop a workplace situation based on principles of equality and democracy

(Phase 6:192). I believed that fundamental to this was the ability of individuals

to act (Phase 6:193). Now they had acted, as a group, in a way that seemed

to be against their own interests? The following questions become crucial in

an attempt to understand this action;

Why had the workers been prepared to sacrifice their homes, their jobs

and their education process?

Why had the workers, who were starting to express voice, suddenly

allowed themselves to be silenced while others spoke for them?

Had the union leaders and shop stewards replaced management as the

autocratic leaders?

Were there barriers in the workplace that we had overlooked?

Were we still not understanding one another's language and

expectations and, in so doing, missing valuable idiom?

Had we really restructured our decision-making process to allow

employees to participate in making decisions that affect their working

lives, or had this been started and not consciously continued?
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Did the changes that took place result in a common value system?

Was our training and development seen as a priority by all as a means

to overcome inequalities created by apartheid, to meet the acute skills

shortage, to meet company productivity needs related to employee

needs and planned with participative input from those to be trained?

It was imperative that the process that had been started should continue as

there were still approximately 620 workers employed on other sites. Why did

the people on the other sites not go on strike? Why did the strike only involve

workers at the head office site?

Within the Company attempts were made to change the culture by the continual

development of initial ideas and allowing individuals to work out their own

meaning of how things should be (Phase 6:242). Had all employees ever

succeeded in changing the culture on the basis of critically re-inventing the

meaning of knowledge together from a perspective of understanding other

To identify a single answer to these questions would be too simplistic. However,

the possibility does exist that there were innumerable interacting causes which,

according to Fullan (1991:98), is something that can be expected in a complex,

diverse society. What certainly emerged was the fact that, in attempting to

solve this education situation, there are not only a number of factors that need

understanding, but also the reality that these factors sometimes changed in the

process, e.g. people's attitudes change (Fullan, 1991:98), needs to be

accepted. Maybe decisions we had taken together were not the right ones;

maybe they had changed and therefore we needed to revise the situation and

review where we were going from there. By emerging in a theory of probing,

it could be possible to understand the meaning of multiple dimensions as we

try to decide together where to go from this situation. "We work towards

interpretive communities in which many different points of view are accepted

(Ely, 1991:230).
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situations and other expectations? What is culture? Does culture make people

different? Does culture make people the same?

Had we struggled enough to understand what we were trying to do?

Had I, as a facilitator, been too occupied with developing and advocating the

goals of change, instead of entering deeper into the world of what others really

thought of the ideas? Had I been I too involved in the process of providing

equal opportunity and in so doing trying to make everyone the same? Surely

the richness of this social situation lay in realising the value of difference and

benefitting from what different people had to say? All that I could be sure of

was that tensions (questions arising as outlined in 7.1) had developed which

needed to be analyzed and reflected on, to act. A closer look at the whole

situation, guided by a process of reflection and critical interrogation with action,

was necessary to address all the tensions that emerged through the questions

that arose.

,

the meaning of this knowledge;

7.2 PLAN OF PHASE

This was an action research study of curriculum development with an

emancipatory intent. The research was concerned with how a learning process

could be developed in a workplace whereby people would be empowered to

take responsibility for their own development. The research process has given

meaning to knowledge which was constantly open to question, vigorous

challenge and reflexivity in order to challenge,

the opening up of previously neglected possibilities;

the development of new situations and the bringing about of change;
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apparent improvement and understanding of practice and consideration

of implementation in other situations (Phase 1:42).

To establish, in fact, whether these challenges were met, would involve

scrutinizing the system in the context of the tensions (questions arising, outlined

in 7.1). It would require continued critique of the workplace and the social

environment of the workplace. Critique could illuminate features that

disempowered and manipulated the social interaction and acted as barriers in

the self-reflective enquiry intent on social transformation and empowerment.

It would need a democratic value system as a political necessity to evaluate the

process in order to establish whether the majority were, in fact, included and

how participatory the process was. In the light of these reflections I have

chosen to focus this phase on three inter-related aspects in order to critically

interrogate the attempts at emancipatory action research in this thesis because,

at the outset, these aspects which follow, were cited as reasons for choosing

action research methodology (Phase 1:32-42):

The Reflective Practitioner

The Emancipatory Intent/Interest

Theory IPractice/Praxis

This is followed by an interrogation of the possible barriers to empowerment

and the implementation possibilities of the process in other situations.

At all times, meaningful knowledge, the involvement and participation of the

people in the research process, the work of critical theorists and the notion of

a democratic value system will be challenged and problematized in an effort to

present readers with possibilities that they can interpret for themselves. What

is read here must be considered as but a moment in a greater process of

human activity.
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7.3 THE EMANCIPATORY INTEREST AND INTENT

7.3.1 FRAMEWORK OF WHAT IS MEANT BV
EMANCIPATION IN THE RESEARCH CONTEXT

In the context of this research the emancipatory intent was intended to

contribute to my own emancipation, as well as the emancipation of all

employees and employers in the workplace through a process of education.

According to Morrow (1993:6) "there is indeed a conceptual connection

between education and emancipation", however, he suggests that one needs

to discover what one means by these concepts in order to shape understanding
and practices.

When a group of students and business people were asked to operationalize

the concepts of emancipation and emancipation in relation to education in

Phase 5 (183), students believed emancipation to be about the right to be free
through involvement and choice.

The association was directly related to education as being necessary to the

understanding of what it means to be free; and the implication was of restriction

by an authority in the form of social, legal or political restraint on an individual.

In the process of this education, people's rights to be free would or should

emerge.

In discussions relating to student understandings of the term emancipatory, the

business people responded to this in terms of emancipatory education and

training. In the process of change, or much needed transformation of business

values to democratic values, they believed emancipation was important. To

them, emancipation and empowerment (which they understood to be an

emancipatory process), involved education and training.
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According to three business people in the group (See Appendix A:413)

"Emancipatory education is education which teaches individuals to think, to
question and to fully utilize their intellectual capabilities".

"Emancipatory education is education enabling people to 'unshackle' and
advance to whatever level they are capable of'.

"Given the discrimination that has existed in South Africa towards the majority
of the population, emancipatory education presumably refers to an educational
process that will assist in 'liberating' the learner".

How could education be emancipatory? Would an emancipatory approach to

education make education something different? Liberating the learner and

unshackle infer action in this process, as understood by business people. On

what basis does one act in order for action to be emancipatory?

People in South Africa do not always have the freedom to act and a positivist

neutral education (Phase 4:124) contributed to an unequal divisive system

denying the majority of them the right to make decisions about economic,

political and social activities (Meerkatter & van den Berg, 1994:8). This

dehumanizing process inwhich peoplewere denied essential rightswas evident

in business arenas as well (Phase 6:224-226) and had to be challenged.

According to Meerkatter and van den Berg (1994:9), "[e]ducation has to be

viewed as a process which endeavours to emancipate or liberate people in

such a way that they are able to take part meaningfully in all which enables

them to live a full life."

If education is viewed as a process which endeavours to emancipate and this

arises out of making life meaningful, then one needs to investigate what

meaningful means if it is the core of the process of emancipatory education.

Giroux (1988b:123-124) concerns himself with the "technocratic and

instrumental rationalities" at work within the field of education and concentrates

on the classroom in a school where both students and teachers are denied the
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right to think critically or reflect on principles of practice. Instead of learning to

raise questions they learn from a given a body of knowledge to teach and learn

from. Both teachers and learners are controlled or managed, and through this

process they are literally standardized as pre-determined packages; as was

evident in Phase 1 (7).

Winter, in Phase 4 (128), argues that ridding the mind of imposed ideas is

emancipation and this could become a reality through a process of self-

reflection which he understands to be, what he calls, reason. He believes that

through self-reflection and reflection on situations, a possibility for taking action

and regaining control of one's own life emerges which in essence is

emancipatory and empowering.

Consider Grundy's argument (Phase 4:127) that making knowledge meaningful

implies true understanding. This can only be achieved when the whole social

context in which understanding is reached, is questioned and analyzed and

Grundy proceeds to argue that there is, in this process, a need to consider a

fundamental emancipatory intent which encourages autonomous action based

on "critical insights into the social construction of society" (Grundy, 1987:9).

Habermas (Phase 4:127) deliberated what he called a false consciousness

whereby people embodied values and beliefs of the dominant society outside

of the individual; and these, through a process of technocratic education (as

cited by Giroux), would be internalized and serve to perpetuate the dominant

oppressive classes in society. For this oppressive, imposed, education process

to change, Habermas proposed that this false consciousness be cast aside in

a process of emancipation.

How can one cast aside false consciousness, make knowledge meaningful and

free oneself of dominant, imposed beliefs and values in a process of

questioning and analyzing within a social context?
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This then would trigger off the need to change the practice of education for the

practice to be emancipatory. Education emerges as a practice whereby

knowledge can become meaningful through a process of critical analysis and

reflection within a social context. Education cannot be neutral in this context -

as self-reflection is a subjective process and people are essentially individual.

"Knowledge is created by subjects active in the world not by objects" (Freire,

1974:98).

It was hoped to make sense of a situation by what Freire (1987:61) refers to

as knowing-in-action. Knowledge should be presented problematically to

students and should demand the action of searching, inventing and reinventing.

In this way knowledge can be considered problematic and an object of inquiry

(Giroux, 1988b:63) and it can also then become unproblematic for the learner.

(Making the familiar unfamiliar and the unfamiliar familiar) (Phase 4:161).

Traditionally, knowledge has been treated as given, based on value-neutrality

and detachment.

A learner needs firstly to be involved in a lived experience and continue to

relate and inter-relate whatever is learnt with that experience in order to unveil

the disguised structures of dominance at work in everyday life (Freire & Shor,

1987:172). This should be in the context of the historical, social and political

situation of the learner to give this knowledge meaning.

Freire, according to Adendorff (1993:90) argues that knowledge is inter-related

to the social, political, historical situation of people and is essentially generated

in historical action. A learner needs to understand the historical context by

questioning it and analyzing it to situate in a learning experience. In this

research project all research would be grounded in past action and related to

everyday struggles in order to understand to what extent this workplace could

contribute to an alternative practice, or possibly even a form of emancipatory
education (Phase 1:34).
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Freire (1970:58) believes that knowledge emerges through invention and re-

invention with a need to "unveil reality" to make it unproblematic, hence he

considers education to be a problem-posing notion as an alternative to

traditional positivistic education. This view of knowledge as a problem posing

notion means then, as stated by Gouldner (Giroux, 1988b:63), that facts, issues

and events should be presented problematically to students and not as given

facts. Giroux (1988b:63) extends this thinking further and sees making

knowledge meaningful as a "mediatory link between students and teachers"

which suggests that teachers need to spend a great deal of time explaining to

students how to use these notions as "theoretical/conceptual tools". Knowledge

then could become problematic and an "object" of inquiry.

In this process of problematizing and inquiry, students/participants have to

move outside their own frame of reference to question, analyze and inquire.

"They have to learn how to perceive the very essence of what they are

examining by placing it critically within a system of relationships that gives it

meaning. In other words, students must be taught to think dialectically rather

than in any isolated and compartmentalized fashion" (Giroux, 1988b:63).

In a problem-posing situation, who decides what problem should be posed?

Would this be the responsibility of the teacher who is to be seen as the

authority? The danger would then be that the teacher could become the expert

removed from the practice of education. How could the teacher lead the

process and yet be a teacher and learner?

Grundy (1987:186) infers that emancipatory practice requires transformation.

To enhance emancipation in the workplace, structures would need to be

developed which would bring about change and encourage interaction with the

intention of enabling people to understand the realities of their situation and so

change what needs to be changed. The change therefore must be meaningful,

and it can be considered meaningful if it is based on a critical inquiry into the
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situation. In this process of interaction the teacher can act as a changer and

the changed, or the learner and the teacher (Phase 1:34).

An interactive involvement must be collaborative to encourage democratic

decision-making and common actions. According to Elliott, democratic

decision-making can hopefully remove distorted ideology and be emancipatory

in action:

In emancipatory action research, the practitioner group takes joint
responsibility for the development of practice, understandings and
situations, and sees these socially constructed in the interactive
processes of educational life (Elliott, 1991:74).

Involving people in the struggle for a more democratic and meaningful form of

education is an emancipatory process and emancipatory in notion (Phase

5:189).

In the research project there was a shift in practice, but I did not assume that

emancipation took place just because participants in the research were taught

to question, analyze and inquire. It was considered necessary therefore to

review the attempts at leading a process of emancipatory research in the

context of this thesis because questions that arose, lead to possible barriers in

the process.

... unitary that demands conformity and consensus rather than
dissent, contradiction and ambiguity which may prevent it being
critical of its own authorities. One's interpretations need to be
constantly checked and re-checked as the very nature of
knowledge is variable and uncertain.

Within the interrogation of emancipatory initiatives that were attempted one

must constantly be reminded that no claims need to be made about the

essential nature of emancipatory action research because, as Walker

(1993b:100) outlines, one runs the risk of reducing the notion to something,
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The major concern I had at this point was the emphasis on reflective practice

as necessary for emancipatory action. The essence of critical analysis is aimed

at deconstructing presuppositions, and the norms and values underlying the

practice, by being reflectively involved. Habermas (Phase 3:100), in his

explanation that understanding is achieved through meaningful communication

suggests that social action must be grasped reflectively from the perspective

of the acting subject.

... [this) concerns itself with more than knowing concepts, facts
and having the skills and competencies to operate in the world of
work. An aim of reflective knowledge is the identification of
specific interests incorporated in the knowledge base installed to
regulate the affairs of society. It is more than mere armchair
thought. It includes the taking of action to change surrounding
conditions, especially where such conditions reduce human
possibilities (Julie, 1993:28).

In wrestling with these concepts I turned to the work of Julie to deepen my

understanding of what I was experiencing. Julie (1993:28) draws on the work

of Skovsmose, where Skovsmose delineates three types of knowledge in

relation to "democratic competence". These are;

Domain-specific knowledge: the concepts, facts, ideas and knowledge-

generation mechanisms of the domain.

Pragmatic knowledge: knowing how and when to apply and use the

artifacts of the domain.

Reflective knowledge: the interrogation of the assumptions underlying

how knowledge is used, applied and legitimised in its particular way and

the consideration of what the implications are if different assumptions

are injected.

Julie reflects specifically on reflective knowledge and informs one that,
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Julie (1993:28) relates Habermas' Emancipatory Interest (Phase 3:97), to this

reflective knowledge, as he believes that both aim at empowering through

critical analysis and reflection. Skovsmose (1989), in a paper presented at a

Mathematics Education Conference develops this argument further by

suggesting that the concept of "democratic competence" needs to be

considered in relation to "reflective knowledge" characterized by a specific

object of knowledge and a specific way of knowledge production.

basing skills training on the teacher-learning situation involving dialogue;

the curriculum and development of the skills-based programme to be

determined by those involved in the actual work which the programme

is about.

Is it possible to develop workplace skill training in such a way that the context

and form may serve as a tool for democratization of the workplace and

contribute to emancipation in the workplace?

Skovsmose (1989) in his considerations of mathematical education and

democracy leads one to deliberate the possibility of,

According to Skovsmose (1989) the implication here would be to provide

material that would encourage reflective knowledge. That is, how to evaluate

and criticize the model and open material leaving space for those individuals

in the training session to take decisions and to discuss. Skovsmose introduced

a dimension of democracy that, to date, I had not previously considered in

detail and, on reflection, needed to understand this notion in relation to

competency training in the workplace and emancipatory education.

"Democracy has also to do with the existence of a competence in society"

(Skovsmose, 1989) a concept which needs to be interrogated.

Skovsmose (1989) states that democratic competence has to be developed.

Knowledge content and information is constantly changing in accordance with
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the development of society, therefore it is society developed. The inference

here is that, in the context of this research, employees must develop

democratic competence in order to consider the acts of the teacher, manager

or learner and vice versa in a learning situation. What emerges from this is

that skill-based training cannot be carried out in an organization in isolation. I

had to consider to what extent the education process of the Company was

integrated with democratic competence and empowering teaching-learning

materials; and to what extent the learning situations in the Company could be
considered empowering-teaching-Iearning situations.

Reflective knowledge is necessary for democratic competence (Julie, 1993:24)

and it is through this knowledge type that "critical citizenship can be fostered."

Empowering convergent material - with content determined by teachers with

limited input from learners - produces a structure that directs issues for

reflection and is empowering. According to Habermas "empowerment secures

freedom from self-imposed and structural constraints through the critical

analysis and transformation of asymmetrical power relations" (Kriel, 1993:36).

My main question was, Is a process of emancipation then empowering?

Emancipation makes it possible for individuals to regain control of their lives

(empowerment) (Phase 1:35). This empowerment involves a transference of

power where the individual becomes self-powered.

7.3.2 RESEARCH ATTEMPTS TOWARDS EMANCIPATORY
INTEREST AND INTENT

The six principles of Winter (Phase 4:135) for the conducting of action research

were considered as a framework to guide the process of this research.

Critique, conscientization and problematizing became key concepts as this

emancipatory process developed (Phase 4:135; Phase 3:102; Phase 4:123).
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The first two steps in Winter's cyclical way of proceeding with action research

involved reflexive and dialectical critique. This involved questioning, analyzing,

. reflecting on and understanding reality in order for participants to make

knowledge meaningful, and then to collaborate interactively to examine

relationships between the experiences of various participants to seek

differences, contradictions and possibilities.

Although the process of enlightenment was in action, the extent to which beliefs

and values of the dominant society had been entrenched and internalized was

underestimated, and people needed time to critique their own situation and take

Interviews, questionnaires and discussions (informal and formal management

forums) were used to collaborate with all employees to uncover values and

beliefs underlying the workplace situation, and these were considered in the

historical context of the people involved (Phase 4:156; Phase 6:233).

The historical background of all employees was described (Phase 2:46) and

reflected on by the employees themselves (Phase 6:208). Individual employees

in the project group had the opportunity of considering their own historical

situation specifically; and this was discussed in the context of the overall

historical situation (Phase 2:46) of which they were also part. Participants were

involved in that they responded to the sessions of questioning, analyzing,

interacting and planning. The process of reflection and critical insight started

to emerge, however, this process of learning to critique by reflection in order

to problematize, had not matured to the point where people were using this

opportunity to regain control of their lives and liberate their learning process.

Habermas (Phase 3:97) believed that if people developed an emancipatory

intent they could become empowered, freeing themselves from structural

constraints. He argued that people needed to be enlightened: led to look at

aspects in society which frustrated and constrained them and committed them

to the action of finding solutions to such problems in order to take control and

" ... start knocking at the wall of confinement" (Kriel, 1993:36).
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power over their own lives. Certainly the process of deconstruction of values,

beliefs and traditional autocratic structures had begun in this research project -
as was reflected on in Phase 6.

Freire's "culture of silence" (Phase 3:101) needed interrogation as this state of

acceptance was seemingly entrenched in people's behaviour in that they

appeared to passively accept that they were "ignorant, unproductive and

inferior" (Phase 3:101). What was underestimated was the potential boiling-

point building up in each person who behaved passively because it was

expected and historically entrenched (Phase 6:285). Perhaps the possibility of

their being dominated by union representations was not considered because it

gave people a platform to release this passive resistance? The problems that

arose and which will be discussed later in this phase, emerged as barriers in

this process (dominant ideology, power, culture, communication and voice).

There was a need to develop life skills in order for participants to be

empowered to penetrate the surface and engage in the act of rational discourse

to understand dominant ideology and the culture of power operating in the

situation (Delpit, 1988:296-297). The communication attempts in the Company

were still in their embryonic stage when the union pressure captivated a group

of people ready to find a way to be released from oppressive structures that

had pinned them down and controlled their lives. Freedom is a human right;

however, skills that enable a person to inquire "why a particular form of social

collectivity exists, how it is maintained and who benefits from it" (Apple, 1979:7)

need to be taught and extended to how one is going to take control, by

considering the resulting enlightenment as problematic and learning to solve

problems through action that could bring change.

The acting subject has to understand the situation based on reflective action

and communication that becomes meaningful (understood). Discourse has to

become rational, "free from both domination and linguistic pedagogy and

oriented towards inter-subjective understanding and consensus" (Habermas,
1971:2).
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As I stated in Phase 4 (124-125):

Empowerment is gained from knowledge and social relations and does not

merely serve a wider social order, but rather people learn to question and

selectively appropriate those aspects of the dominant culture that will provide

the basis for defining and transforming. In the process of self-empowerment

there needs to be a transference of power, as one must free oneself from the

power of the voice of an autocratic oppressor and be heard. Each voice

produces specific pedagogical experiences within different configurations of

power and this voice can only be emancipatory when it is used participatively

rather than autocratically.

Students questionnaire answers indicated that democracy involved people, and

allowed them the right to participate rather than be dictated to (Phase 5:173).

In their view, participation could bring about change to which business people

added the dimension of choice, voice and the responsibility that goes with

freedom.

Voice is what people use to articulate experience and resulting discourse, and

as McLaren (1989:230) says, voice is "... situated historically, mediated

culturally and derives part of its meaning in interaction with others."

In relation to emancipatory intent - and attempts made in this research project

to be emancipatory in action - the notion of democratic competence needs

evaluating.

Allow for people to have the opportunity to participate, take responsibility for

their own lives and, in this participative role, elect and accept responsibility and

accountability. This would be considered democratic (Phase 5:175).

Interestingly enough, on reflection, although the business people at this stage

expressed a fear of losing control, the question that concerned them most was,
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Were the participants ready to experience responsibility and accountability if

power and control were shared democratically?

In this context democratic competence (Phase 7:309) needed to be

reconsidered, as he argued that there was a need to verify the implications of

a social argument, aimed at empowering material, which constructed a basis

for reflective knowledge and the pedagogical argument which left space for

involvement and decisions to be taken by participants. One of the

understandings in the research process was that politics cannot be removed

from education (Phase 2:66) and the hope was that the political voice would be

democratic (Phase 5:179). Democratic competence involves control of the

education process and empowerment, and therefore involves each participant

taking control of their education process. To satisfy this argument in the

process, the way in which the education process develops should involve

empowering, teaching and learning situations which are considered open

because the participants would constantly be involved in the planning,

organizing and control. The contradictlon that emerged was that although

employees in the workplace were involved in the process of building skill-based

material and discussions and planning, this did not guarantee empowerment.

The material used was created to develop critical understanding in that

language barriers, contextual barriers and literacy difficulties were addressed;

and yet this did not guarantee openness in a democratic process. As cited by

van Zyl Slabbert (Phase 5:177), in the hope of a democratic outcome there are

often "... unrealistic expectations as to what democracy can deliver."

Reviewing these arguments it could not be assumed that democracy would

presuppose emancipation and empowerment. People must have the right to

choose and the power to act on this choice, and people in control of their own

lives must possess a competence including information and knowledge.

A democratic situation would still require people to lead and these people to

assert their authority on the basis of specific knowledge. They have to take
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charge of the situation. People in charge (managing directors, teachers) need

to act on this specific knowledge appropriately, and take well founded decisions

because the people they lead must have the competence to judge their

behaviour. Here emerged the need to lead with the dynamic of teacher-as-

learner, learner-as-teacher (Phase 3:110).

Experience showed that when participants were involved in identifying their

needs (grounded in an historical context) (Phase 6:252), the emphasis was

firstly on the learning of technical skills (literacy and specific job skill training),

followed by their need to learn how to participate, communicate, and voice their

In the project, the democratic process of openness was developing and the

skill-based training was in action and involved the participants in the planning

and development phases. What did become apparent was the need to make

the connection between these two aspects. As outlined in Phase 6 (260) the

importance of training in an education process was making this connection. If

participants did not yet have enough skill to articulate reflections and analyses,

and were not skilled enough to judge those leading the process and make

connections between what they were doing and why they were doing it, then

as Kriel (1993:37) argues, relations were not equal and power struggles could

continue to act as barriers in the process of emancipation. Were people free

to take responsibility and make decisions? The challenge should be the notion

of emancipation and constantly addressing barriers to democratic action in this

discourse.

Was there an underestimation of the difficulties of being involved in

emancipatory action research? Was there an assumption that critical

knowledge in an emancipatory process involved bringing about expected

paradigm shifts for those involved in the research? Was it possible that

emancipatory rhetoric emerged because the necessary connections in this

research between emancipatory, technical and practical knowledge were not

being made?
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opinions and problems. According to Walker (1993b:109) "critical knowledge

demands an underpinning of socially useful and relevant skills and more than

emancipatory rhetoric is needed to translate political commitment into

transformed education relations."

At this point Mazirow's theory as cited by Walker (1993b:109) needs attention.

He maintains that perspective transformation engages all three learning

domains (technical, practical and emancipatory) where, The technical involves

learning for task-related competence; the practical for interpersonal

understanding; and the emancipatory for perspective transformation.

This intertwining of all three situations manifested itself in the needs of the

employees in their effort to challenge their personal disadvantage and

situational powerlessness. Would the development of technical skills based on

a set of rules give employees a sense of achievement that they had

accomplished something that they could measure for themselves and which

would enable them to participate more effectively in the day-to-day practice in

the workplace? This form of technical rationality, I concede, is concerned with

effective application of educational knowledge to achieve specific means and

ends. However, to challenge the original concern with traditional positivistic

education in this research (Phase 6:224), instead of this technical knowledge

being introduced as an imposed pre-packaged curriculum designed by outside

experts, the participants themselves were involved in the planning, design and

practice of the skill-based training (Phase 6:259). In fact there is a case for

suggesting that in this, as Robinson (1993:133) infers, the distinction between

emancipatory, technical and practical knowledge is blurred in the sense that

what appears to be technical intervention for one may be emancipatory from

another perspective. The skill-based training can be argued as being technical.

However, was the issue to produce knowledge or to improve practice?

Improving practice is essentially emancipatory in nature.
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What emerges as an essential element in the emancipatory intent in this

research is the issue of politics and the need for the pedagogical nature of this

project to be democratic (Phase 5:191). In fact the underpinning value system

needs to be accentuated as participatory democracy for people to be constantly

reminded that democracy is inclusive and all viewpoints of participants need to

be considered.

Jtis crucial to remind ourselves that while, say, Marx felt that the
ultimate task of philosophy and theory was not merely to

7.4 THEORY/PRACTICE/PRAXIS

7.4.1 FRAMEWORK

One of the aims of this research (Phase 1:42) was to seek solutions to

problems of theory and practice so that one may inform the other in an on-

going process of interactive meaning-making experiences (learning). The

process was grounded historically and emerged as a reaction to the positivistic

approaches to education in South Africa in which people were governed by

given, imposed knowledge based on theories that supported the ideology of

dominant culture (Phase 1:21). People were dehumanized "in the sense of

taking away certain essential rights such as freedom to decide about their own

social, economic and political future and to take responsibility for their actions"

(Meerkotter & van den Berg, 1994:9). Their experiences in practice were far

removed from the programme of content set by a group of theorists not

necessarily involved with the curriculum intention and actual process (van den

Berg, 1994:31).

According to Giroux (1988b:103) one of the difficulties of developing new

perspectives is the distinction between theory and practice (put differently the

distinction between merely understanding the world and changing it);
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'comprehend reality' but to change it, it is also true according to
Marx revolutionizing the world has as its very foundation an
adequate understanding of it. (After all, Marx spent a good deal
of his lifetime writing Das Kapital while he also engaged in
political and economic action which served to help clarify the
correctness of that understanding). Action and reflection merged
into praxis. It would seem important to note that not only is an
understanding of existing reality a necessary condition for
changing it, but it is a major step in actually affecting an ethically,
aesthetically and economically adequate reconstruction (Giroux,
1988b:103).

What was at work in this research process was that practice continually

informed theory, which informed and changed practice in a continuous process

of theorizing about one's own practice (Stuart, 1993:147). The initial

experiences of educational practice (Phase 1:8) were grounded historically

(Phase 2:46) and led to a theoretical investigation of action research and critical

pedagogy (Phase 3:86). This investigation was inter-related with practical

investigation throughout; which led to the possibility of a research process

. (Phase 4:112). Key concepts in the research process were then interrogated

theoretically and in practice, and considered as essential features in the

workplace practice (Phase 5:164). Here again, the practice of empowering

people to operationalize key concepts was analyzed and investigated

theoretically, and then informed the practice in the workplace (Phase 6:192)

which, in turn, led to inform the theoretical investigation in this phase (Phase

7:291).

Reconsider McNiff's (1988:8) reference to the statement she makes, where she

states that rhetoric thrives on theory divorced from practice. To her the only

valuable theory is that which has "practical implications". Thought must be

action. This leads one to reflect again on Winter's view (1989:67) that theory

and practice are each necessary to the other for the development of both. Both

are open to critique which means either authoritatively informs the other - the

outcome of investigating one informs the other and in turn opens it up to

critique and possibilities.
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Concern about theory and practice emerged early on in the research process

as is evident in the following extracts from the thesis:

As the empowerment process develops there would be changes in the specific

workplace due to interaction between theory and practice as one informs and

changes the other in a process of knowing and action (Phase 1:10).

I began to understand our situation through reflecting on those experiences and

used them to assist me in understanding the nature of change action. For me,

a connection was being made between a person's self-understanding and self-

reflection and how theory becomes an elaboration of these experiences. (Phase

1:12)

What approach would allow theory to become an expression and elaboration

of the people's experiences rather than an abstract framework imposed by intel-

lectuals on the complexity of the lived experience? Could action research and

the methodology associated with it satisfy this need? (Phase 1:37).

My concern was how to bridge the gaps I felt existed between theory and

practice in my own experiences. My experience of theory was something 'out

there' removed from my day-to-day practice binding me to principles that, in a
sense, were alien to what I was busy with. Theory was treated as something

distinct from educational practice and practice meant a delivery vehicle for

someone else's theories (Phase 1:38).

I needed to find a way to organize my experience more adequately. A way to

research, interpretatively, in the sense that theories can be grasped in terms

of my concepts and theories, and scientifically, in the sense that these theories

provide a challenge to the theories of educational practice that I actually employ

(Phase 1:38).
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Here was a 'real-world' situation which should be considered in my theoretical

understanding of education to enable me to inter-relate theory and practice and

advance my understanding of theory (Phase 4:121).

Theory and practice are seen as independent and complementary phases of

the change process. The theorizer-researcher is engaged in practical activities

involving contacts, arranging meetings, collecting and classifying materials,

always interacting with other people (Phase 4:139).

According to Winter (1987:66), action can be reflective. Its reflective basis is

always open to question. The purpose of the reflection is to question the

reflective basis on which practical actions have been carried out. It offers a
reflexive and dialectical critique the effect of which will be to recall to the mind

those possibilities which practice has chosen, on this occasion, to ignore.

Since the principle outcome of theoretical questioning is the transformation of

practice, whatever may seem impractical now, may well seem feasible later

when circumstances will have changed (Phase 4:139).

Hopefully, it would be necessary in this form of inquiry to create questions and

possibilities, not conclusions, arising out of various critiques with the intention

of bringing about change.

Consider the multitude of questions that arose at the start of this phase based

on the practice experienced in Phase 6. Would these questions provide a need

for further theoretical work? If these questions formed the basis of further

theoretical work, being based on practice, surely the emerging theory would

itself be transformed by the transformation of practice.

The primary task in this research was to present problems and investigate

alternatives by means of a practical and theoretical investigation. A process of

critique and conscientization was developed whereby hidden barriers to the
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process would be exposed. Questions arose out of the practical investigation

which would serve to promote further theoretical investigation.

To investigate theory and practice in this way, action research methodology

was introduced and the following excerpts from the thesis outline how this

research methodology was intended to address the relationship between theory

and practice in the process.

Action research takes place in and through history. It begins with the

understanding of practice in one situation. As new situations present

themselves old ones can be dropped, monitored or transformed. In the

process, practices, situations and understanding must be inter-related. Action

research is a social process and not only will it involve one in the process of

recognizing social practices in educational practices, leading one to the

possibility of different understandings and different situations, but it will also

lead one to a collaborative process of involving others at every phase (Phase

4:140).

In this process of collaboration, individual thought and action have their

meaning and, in turn, contribute to the social or historical context of the

situation. As much as thought and action are dialectically inter-related, so are

theory and practice (Phase 4:140).

For action research to be regarded as a critical educational science, positivistic

notions of rationality, objectivity and truth must be rejected in favour of a
dialectical view of rationality. Teachers must explore and develop their own

theorizing, and by analyzing their own practices, they can overcome distorted

self-understanding. Action research must link reflection to action and involve

returning to theory and practice (Phase 4:141).

An Action Researcher viewing action research as a critical education science

would attempt to theorize practice by setting practice in a critical framework of
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understanding by informed committed action. This consciously theorized action

which can reflectively inform and transform the theory it informed, is what was

previously understood as the committed action of praxis (Phase 4:142).

"The change in transformation involved participative involvement of all people

concerned. The old order is completely abolished and the change process

involves the creation of a new order with participation of all people involved in

the situation" (Phase 5:181).

Practice orientated research, according to Lather (1986:71), involves

conscientization, working towards "... combating dominance, moving towards

self-organization and changing societal praxis."

Theoretical praxis is what occurs when one steps back from accomplished

praxis (or from praxis that is being accomplished) in order to see it more

clearly. This theoretical praxis can only work if it maintains dialectical

movement between itself and that praxis which will be carried out in a particular

context. One cannot change consciousness outside of praxis, but the praxis

by which consciousness is changed involves action and reflection (Freire,

1987:124-125). Conscientization therefore is a critical attempt to reveal reality

through problematizing a situation.

Praxis involves a process of change which was transformatory. According to

students' questionnaires (Phase 5:179), transformation resulted in a whole new

situation and the political attention they gave the term suggested that politics

cannot be removed from a transformatory process.

The business people involved in Phase 5 (181) stated that transformation was

more than reform and one could not merely change something that was

fundamentally wrong. These business people believed that,
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One cannot transform unless that which is perpetuating the need for change is

removed (Phase 5:181). This is important in our understanding of change, as

this process of change is the practice that will inform the theory which in turn

will change to inform new practice.

7.4.2 RESEARCH ATTEMPTS TOWARDS
THEORY/PRACTICE/PRAXIS

The action research project was the basis for interrogation in this thesis and

was grounded in the historical, educational and cultural politics of South Africa.

The understanding of theory and practice emerged from "... shifting back and

forth between the literature and working in the field" (Walker, 1993b:102) and

therefore the theory and practice in this research cannot be separated; which

emphasizes Winter's (1989:67) dialectical relationship between theory and

practice which is the cornerstone of this process.

At this point, the experiences of the workplace in this research project in

relation to theory, practice and praxis need to be considered. To do this, a

critical review of the process of reflexive critique, dialectical critique and

collaboration in this research will be reflected on to understand attempts made

in this project to develop a dialectic view of rationality.

In addition, it was necessary to review to what extent praxis measured up to

the hope, in this research, of achieving a process of emancipatory practice and

a democratic value system. How did this contribute to the notions of theory,
practice and praxis?

The notion that all people could be transformative intellectuals in a theory-

practice relationship was considered as a democratic necessity in this

relationship as outlined by Giroux (1988b:118):
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Under the call for the unity of theory and practice, the possibility
for emancipatory practice has often been negated through forms
of vanguardism inwhich intellectuals effectively removed from the
popular forces the ability to define for themselves the limits of
their aims and practice. By assuming a virtual monopoly in the
exercise of theoretical leadership, intellectuals unknowingly
reproduced the division of mental and manual labour that was at
the core of most forms of domination ... Freire refutes this
approach to the theory-practice relationship and redefines the
very idea of the intellectual. Like the Italian social theorist,
Antonio Gramsci, Freire redefines the category of intellectual and
argues that all men and women are intellectuals. That is,
regardless of social and economic function all human beings
perform as intellectuals by constantly interpreting and giving
meaning to the world and by participating in a particular
conception of the world. Moreover, the oppressed need to
develop their own organic and transformative intellectuals who
can learn with such groups while simultaneously helping to foster
modes of self-education and struggle against various forms of
oppression. In this case, intellectuals are organic in that they are
not outsiders bringing theory to the masses. On the contrary,
they are theorists fused organically with the culture and practical
activities of the oppressed.

The research process was guided by the principle of dialogic teaching which is

part of Freire (1978:11) and Coenen's (1989:40) vision of all people having the

ability to be critical subjects in their world. In the research, people were

subjects that were encouraged to discover the meaning of knowledge for

themselves. Within this process of research, was their argument that the act

of knowing occurred within the critical problems and needs of the learner

(Phase 3:101), and that this type of consciousness was conscientization, was

accepted. Conscientization was to bring the oppressed learner to critical

consciousness (Freire, 1974:18; Coenen 1989:43). Adendorff (Phase 3:101)

saw conscientization as a process of unlocking barriers that prevent people

from reflecting critically and as a process with emancipatory intent. At all times

in the research process the intention was to unlock barriers by constantly

involving employees in a process of inquiry.
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Berger (1974:142) argues that no one else in the process of conscientization

can raise anyone else's consciousness. Efforts were constantly made in the

research process to lead participants to understand their own critical problems

and needs (Phase 6:208) on the basis that they (the participants) had chosen

to be involved in the process. Though Berger's argument is relevant, it seems

somewhat narrow, in that experience in this research showed a need for

conscientization to take place through opportunities provided by a teacher who

would lead questions and reflection, and encourage investigation. (Phase 1:2;

Phase 5:164; Phase 6:198). This was not elitist, showing blends of missionary

"benevolence" and "arrogance", as suggested by Berger (1974:142), because

the teacher in this project learnt from the student. Both were learners and both

acted as critical agents in the act of knowing. Consider also that, within the

situation, the teacher was learning about the situation from the learners and

using the information to shape future practice (Phase 4:117).

Education on a formal level was considered generally inadequate

throughout the Company.

Guided by the work of Coenen (1989:68) and Elliott (1993:179-183) I opened

up the research process to interrogation through the asking of questions,

analyzing and reflecting on experience so that possible alternatives could

emerge. Interviews and discussions with employees (Phase 6:298-208) were

introduced to humanize the situation; to consider the historical situation of each

employee; and to expose possibilities by reflecting on these situations.

Problems that emerged were hinged on what participants in the research

project believed to be their overwhelming disadvantage, which they highlighted

as their inability to read, write and communicate fully in the workplace (Phase

6:203). When these problems were reviewed, the reaction was a need

expressed by employees for interventions such as skills training and functional

literacy (Phase 6:245). What of the problem of critical literacy? How did the

participants challenge this situation? After reflection, possibilities/problems

which arose and which were recorded (Phase 6:206) were as follows:
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A small percentage of employees could read and write.

Learning skills generally were underdeveloped' and the opportunity to

learn was not available or encouraged.

There was a need to find ways to address problems and develop

creative skills.

There was a need to get people involved and participating in change.

People needed to take responsibility for their own lives and recognize

opportunity.
Relevant training material and situations needed to be considered.

The organizational structure and hierarchy of authority needed to be

discussed.

Black employees are confined to unskilled labourer or semi-skilled

operator jobs.

The above were considered problematic and these, together with the historical
situation of the employees, were then introduced to the managers of the

employees to make them aware of the situation. They were led into a process

of conscientization, collating facts, observation and reflection to analyze

questions and redefine observations and reflections in a process of reflexive

and dialectical critique. This data was then collated to become a resource for

other interpretations as similarities, differences and contradictions were

exposed. The following tensions arose from this process:

The fears and anxieties of involvement, change and power structures

(Phase 6:211-217).

The conscious and strong alignment with items as expressed in the

article by Alfred in Phase 6 (212).

What also emergedwas an acknowledgement and understanding by managers

that:
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Blacks were disadvantaged by a lack of reading/writing skills and early

school drop-out, and that black employees considered this to be
important.

Opportunities for Blacks in the Company were limited and Whites

generally resisted development of black employees in practice; in spite

of the reality that black mobility will challenge all workplace situations.

There was a need to address the Company structure and organization,

coupled with styles of management.

There was a need to address discrimination in the workplace on the

basis of race, culture, class and gender (Phase 6:223).

Collaboration of the data resulted in people putting themselves at risk. Some

participants accepted that there was a need to support newly emerged

situations and a need to open new possibilities in a well planned process

involving all people in the workplace. However, some argued that,

this would take time;

methods and process needed consideration;

those in power in the organization needed to be committed;

all employees needed to participate;

constant evaluation and monitoring must be inextricably bound to the

process of planning, the understanding of objectives, the selection of

strategy, the implementation of structures and the process of learning;

distance between managers and employees must be removed;

a framework should be introduced to support the education strategy that

they believed to be necessary for planned structural educational
intervention. (Phase 6:240-247).

realized more and more that I was a teacher-researcher in a process of

continually informing theories, reviewing and learning as Iwent through the day

to day existence in the workplace (Avery, 1990:13). This theory would inform

my practice and once again could lead the possibility of organizational change
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which was intended (Phase 6:242). An education process was introduced into

the Company (Phase 6:248), backed by a framework and a teacher-facilitator

(in myself) who the employees hoped would ensure that change was being

manipulated; people were being considered in a social context; people's

needs and opinions were heard and recorded; jobs, work and expectations

were participatively designed and assistance, back-up and follow-up in the
workplace regarding education, training and development would be provided

(Phase 6:248).

An education strategy developed, and interventions - including employees in the

planning, developing and exercising of those interventions - were introduced

(Phase 6:249). This process was leading people towards cultural action

involving ideological critique but also action based on reflection (reflexive and

dialectical critique as proposed by Winter), as praxis. The newly emerged

situations required people to be at risk, as the situation that was "becoming"

would also be problematic. The power-play situation between management

and unions resulted in a number of questions arising from the situation that
needed theoretical investigation. From this process of practical investigation,

which was in turn informed by theoretical investigation and reflections evident

in Phases 1 to 4, came the questions that then provided the theoretical

framework for ongoing investigation. These were as follows;

Were possible alternatives allowed for in the workplace, and were

genuine attempts made to consider alternatives suggested as

possibilities?

Was there a change in management style in practice; or was it merely

a theoretical consideration (autocratic to democratic)?

Were all people involved in the challenging of problematic situations that

emerged in the theoretical investigations based on practical experience?

Were participants challenged enough to be accountable for change and

to sustain the process?
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Did the participants understand that empowerment meant taking greater

responsibility, and that power transference was coupled with

collaborative responsibility?

Did participants allow themselves to be manipulated by managers and

then by unions, or were other powers or barriers at play that needed to

emerge? What of the seven employees who dissociated themselves

from the Union and the structure?

Did participants understand the implications of change?

Did the educational practice in action need to be reconsidered and

informed by arising theoretical considerations?

McLaren (1989:194) argues in support of Freire's views that struggling over

meaning, and possible answers to these questions, should be many sided as

different people who would interrogate these questions, would reflect on a

plurality of values, voices and intentions which generate dialogue.

To enter into dialogue and be involved in the practice of Winter's process of

reflexive and dialectic critique and collaboration, would require a language

structure. Seemingly what is at the core, and therefore central to this entire

process of pedagogy, was whether one had access to a language of critique.

To question, analyze, observe and reflect critically one needs to shape and

reshape responses to the world and others. In a process of conscientization,

the language of a dominant ideology should be unmasked and exposed,

allowing for the possibility of the emergence of a language of critique (Freire,
1970:75)

According to Freire, separation of thought and action does not result in change

that is transformative, only praxis, which involves reflection and action directed

at structures to be transformed can bring about a change process. Adendorff

(1993:110) argues that one of Giroux's strengths is his crucial understanding

"... that language does not simply reflect reality but also partly constitutes what

is real in society, ... and socially constructed reality is seen as capable of
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change at the hands of critically conscious members of society." Essentially

Giroux argues that voice begins with the

... learners limited experience and cultural capital which can be
critically enjoyed to support the learners own process of reflection
by a critical teacher/facilitator who could attempt to render the
knowledge mademeaningful as problematic (Giroux, 1988b:144).

Could the questions that arose from this research be considered in this light?

It would be naive to assume that answers to these questions would

automatically lead to enlightenment, empowerment and change. Change is

complex. Questions problematize the situation; and the dynamic of difference,

contradiction and ambiguity being allowed to emerge as attempts are made to

investigate these questions is part of the cyclical spiral of the action research

process not the dialectical relationship between theory, practice and praxis.

7.5.1 FRAMEWORK

These tensions are important as theory informs practice or practice informs

theory.

7.5 THE REFLECTIVE PRACTITIONER

The framework of this thesis is essentially hinged on notions of education and

democracy in relation to a teacher-educator, and the role this person would play

in the process.

Based on Freire's theory of dialogic education and Giroux's theory of student

voice as outlined by Adendorff (1993:312), a democratic teacher directs the

process of education; provides opportunities; provides structure when
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necessary; and poses problems in a critical perspective as both a learner and

co-investigator.

The democratic teacher works from the basis of students' cultural capital and

is responsive to student experience (Avery, 1990:12). The democratic teacher

practices constant self-reflection and critical examination of praxis and leads a

process of experiencing democracy whereby the exercising of responsibility is

encouraged in the learning situation. There is no place for the autocratic

doctrinaire teacher who likes students to be dependent, yet although a teacher

should not be authoritarian in the autocratic sense, a democratic teacher should

have authority (Adendorff, 1993:312).

The democratic teacher ... can never stop being an authority or
having authority ... The question nevertheless is for authority to
know that it has its foundations in the freedom of others, and if
the authority ... cuts off this relationship ... with freedom, I think
that it is no longer authority but has become authoritarianism
(Freire & Shor, 1987:91).

The motives of the reflective practitioner should be both democratic and

emancipatory (Mouton, 1989:402). I became an active member of the work-

place community in the design and execution of the project and as an equal

partner in the process I was essentially a participant. Action research, by

placing the teacher centre-stage in the educational process, (Walker, 1988:150)

enables the teacher to meet the three significant roles of the teacher outlined

initially (Phase 1:35):

To understand the situation.

To understand the significance of changing the situation.

To be involved in reflecting on and revising one's own practice by critical

investigation.

The attempt was "to facilitate informed, reflexive action by practitioners as a

means to improve the educational context within which they work" (Walker,
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1988:147). Walker goes on to say, "South African teachers find it difficult to be

reflective practitioners as their experience of schools was dominated by

authoritarianism and transmission teaching" (Walker, 1988:150). It is necessary

for teachers to act as critical agents and realise empowering education in their

practice. The question is, How?

As a professional, a teacher has the responsibility of leading critical thought in

relation to experience (Phase 4:114). There is a need for the teacher to

develop an educational process capable of fostering educational outcomes by

initiating interventions to do this. As agents of change, they therefore become

the illuminators of reality (Phase 4:114).

The essence of acting in a professional, dialogic and dialectic way is to lead a

process of analyzing critically, and in so doing improving practice through

understanding of the mutual situation. The purpose is to involve and empower

(Phase 1:34).

Reflexive critique;

Dialectical critique;

Collaboration and risk;

Theory/practice transformations. (Phase 4:135).

According to Winter (1989:43) and also Avery (1990:13), professional workers

that engage in action research projects need to understand that they are not

dealing with accumulated certainties but rather with interpretation. Competing

dialogues have different interpretations. Ironically one chooses an interpretation

that interests one instead of going beyond competing dialogues to offer the

possibility of change. One cannot stand outside all ideologies. Involving

oneself in a process of challenging situations, use can be made of what Winter

refers to as ideological critique;
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Reflective practice does not necessarily change existing practice; however,

reflecting critically (based on technical, practical and emancipatory knowledge)

on ones own practicewould "contribute to uncovering values, assumptions and

interests that underlie interactions" (Phase 4:135).

7.5.2 RESEARCH A1TEMPTS TOWARDS BEING
A REFLECTIVE PRACTITIONER

During the years that I was actively'engaged as a teacher in various schools,

particularly my final situation at an Afrikaans primary school (Phase 1:24),

social practices started to emerge that needed to be assessed reflectively in

terms of their potential for bringing about change in my classroom practice.

What emerged in this school situation was an awareness of the need for

students to be involved in a participatory process of learning where they could

be part of a process of inquiry so that they could recognize hidden imposed

values and express their opinion through the power of their voice (Phase 1:25).

As a teacher, I felt a professional responsibility to create possibilities for

change, and I needed to argue that understanding, and being involved, in a

situation was part of improving the practice. Ways had to be found to change

the situation in ways "... consistent with a shared conception of human values"
(Elliott, 1991:74).

How could I improve my practice as a teacher and become an active learner

involved in the facilitation of more active and meaningful learning in the

process? (Phase 1:31). The intention was to develop an ability to inquire how

knowledge can make experience and experience knowledge, in an ongoing

interaction of theory and practice (Phase 1:32).

Throughout the research process I attempted to lead a process of merging

critical thought with daily experience enabling creative and recreative dialogue

which can be reflexive and bring about an opportunity for change. In other
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words inviting action on the basis of my informed experiences (Phase 1:38),

challenging employees to go beyond the limits of their experiences thus making

transformation an educational event. (Mouton, 1989:402).

As a teacher I would start with existing knowledge and a horizon which moves

the project forward by means of dialogue. According to Habermas (Phase

3:97) this dialogue implies responsibility, directiveness, determination and

discipline. It implies a responsibility of democratic competence to lead and

involve people in reflection through dialogue (Phase 3:99). Carr & Kemmis

(1986:199) maintain that "... all those in the research process should come to

participate equally in all phases of planning, acting, observing and reflecting.

In this action research is democratic." Teachers, however, as reflective

practitioners, reflect on the realities of a situation within a broader social context
(Davidoff, 1993:78).

Firstly, the questions arising from the action research project (Phase

7:293-299) which needed to be challenged in relation to possibility.

Secondly, the personal struggle I had as a reflective-practitioner and that

emerged in the writing up of the project.

There was a continuous struggle between reflection and becoming, and the

tensions (struggles) as a result of reflection were two-fold:

The questions arising out of the action research project are to be confronted

(Phase 7:334). The personal struggle relating to writing this thesis, on

reflection, was the most challenging of the entire action research project. Each

time parts of this research - having emerged from a triangulation process

involving the recorded work, myself and my supervisors - were written up, they

were challenged, interrogated and rechallenged. This continued through a

process of five cycles over four years during which time the thesis was drafted,

redrafted, written and rewritten. As I reflected on this process, I realized that

this part of the project challenged me beyond what I thought were my limits,
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exposed my mindsets and contributed to my development as a reflective-

practitioner. Struggling to write, and sharing the rigorous methods and critique

which became part of the practice, was in itself part of the collaborative process

expected of me as an action researcher. This formed part of the working of

action research and the reflection on my experience showed that in fact "...

reflective curriculum practitioners are centrally involved in the production of

valuable educational knowledge" (Walker, 1993b:116) and in this process I

became the changer and the changed and as much the learner as all the other

participants included in the process.

In the process of introducing education to a workplace situation, the need to

contribute to a pedagogy of possibility, and to argue that education is a notion

of knowledge as a result of a process inwhich meaning is made (Phase 4:123),

was paramount from the start. In the understanding of the development

process taking place within the workplace, people needed to learn through

7.6 IMPLEMENTATION POSSIBILITIES OF AN
EDUCATION STRATEGY IN OTHER WORKPLACE
SITUATIONS

7.6.1 CONSIDERATIONSPRIORTO IMPLEMENTATION

Experiences of the education process in the research project needed to be

reflected on in relation to questions, possibilities, contradictions and differences

that arose which could inform a theoretical investigation of an educational

process in a workplace with an emancipatory intent, and which could open up

possible avenues for Examplary Action Research (implementation) in other

workplaces (Coenen, 1989:369). These possibilities were considered in relation

to barriers that could inhibit the implementation of educational strategies that

have an emancipatory intent.
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participation and involvement and understand relations of power as a resource

for learning (Phase 4:125). People, however, needed to participate in this

power relationship of making knowledge meaningful, and Iwould argue that the

process in action in the research project (Phase 6:289) had not developed

enough for both employees and employers to fully understand the power

struggle between management and union, or management and employees, in

the research project.

In the process of attempting to develop a workplace education strategy an

understanding of empowerment would need to be developed in a company.

People need the power to influence when they can speak and what they can

Theoretically, one could say that employee involvement is required to

understand the situation in which practices are taking place, so that they could

be part of the change and improving of practice. In an historical situation where

the majority of the employees were not part of planning, discussing and

analyzing any situation, how could they be expected to take responsibility for

something that did not include them? Participation, involvement and

empowerment were words liberally used in the research project workplace and

yet, fundamentally, the majority of employees were merely conduits for

instructions and orders, or receivers of orders and instructions. By not giving

employees the authority to be responsible and accountable, they were

disempowered because they were not, in reality, involved in planning or

involved in the reasons for why things were done. Learning to participate, to

be involved, to plan, to discuss, to reflect and critically analyze are part of an

educating process and develop through direction and experience. Exposure to

these possibilities was in action within the workplace project; however, values

needed to be addressed. Without over-romanticizing the realities of difference

and disagreement, they can be a resource for learning; and the people who

differed or disagreed should have been listened to as they could have been

change agents in the act of knowing.
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speak about (Phase 1:26). People need to have the freedom to act and above

all act democratically through negotiation (Phase 6:283).

The intention of the action research project was to problematize a situation by

actively involving participants in the situation " ... which means taking

ownership of the change process and becoming critically engaged" in the

development of the new situation (Davidoff, 1993:78). Although at the outset

emancipatory education was intended, as the research process was

problematized the question became not so much, "... [W]hat is emancipatory

action research, but who and what purpose does our work serve? Whose

problem do we try to understand through our research?" (Walker, 1993b:120).

Both the employers and the employees involved had problems that needed

investigation, and both employees and employers needed to understand

empowerment and address the base of power relations that exist in the

Company before any participants could be liberated or empowered. The

An emancipation process towards self-empowerment which is people centred

is obviously at the core of any workplace education strategy. Where people are

involved, there are no fixed and clear ends presenting an hypothesis that can

be acted on as an instrumental problem resulting in agreement on ends. The

ends are confusing and conflicting, and will not be resolved by technically

rational techniques of the applied sciences; but rather by forming problematic

situations that can enlighten those involved in the investigation to "... organize

and clarify both the ends to be achieved and the possible means of achieving

them." (Schon, 1983:41). Schon draws on Dewey to emphasise that problems

of practice cannot be rationally solved. Instead they involve practitioners in

conflicts of values, goals and purposes (Schon, 1983:17).

Human beings are situated (Phase 4:127) and they respond to, and experience,

situations in their own way which leads me to believe that research projects

involving people cannot have fixed and clear ends because people can act

unpredictably and so change a situation (Phase 6:276).
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possibility of people being able to shift power bases involves a "... critical

understanding of institutional and social constraints" (Walker, 1993b:112).

Therefore I understood from this that no clear education strategy can be

conveniently mapped out for workplaces to use as a pre-packaged example of

how to proceed with an emancipatory education process in a company.

Different people are involved in different workplaces therefore one cannot

predict the outcome of an educational process in companies. In each

workplace there would be a need to reflect on both the education process as

a possibility, and the situation in which the process is intended (Walker,

1993b:106). The EDL process for this reason is considered merely as a

framework of intent, and not as a prescribed package-deal for quick-fix

company use.

7.6.2 BARRIERS TO THE IMPLEMENTATION PROCESS

Teaching and learning should be an inter-related process of inquiry and

constructing (Phase 1:7):

Knowledge is relevant when it begins with the experience of people from

the surrounding culture.

Knowledge is critical when experiences are considered problematic.

Knowledge is transformatory when it enables empowerment.

(Phase 4:123-124)

The implications of all three of these knowledge referents involve the power of

a person to act. Power works on and through people. Domination is about

power, and yet power is at the basis of all forms of behaviour in which people

resist struggle and fight for a better world (Freire, 1987:114). Ironically power

can block the development of certain ways of experiencing the world and can

actually be a barrier or active refusal to listen, to hear, to affirm one's
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possibilities. "What accounts for the conditions that sustain an active refusal

to know or to learn in the face of knowledge that may challenge domination
itself"? (Freire, 1987:114).

Prior to considering the implementation of an education strategy in another

workplace, the barriers rooted in domination and power need to be faced in

location and the problems they posed to those experiencing them need to be

faced. Mistakes that were made need to be reflected on in an effort to answer

some of the questions raised on investigating the action research project

outcome. Consider,

the historical power of legislation;

the power of dominant discourse;

the power of voice;

the power of culture.

7.6.2.1 The Power of Historical Legislation
in the Action Research Project

In Phase 2, the historical background to people's situations was considered to

be of major importance to this study. For this project to proceed, all people

involved needed to revisit the historical situation and the forms of social life of

the superior and subordinate groups within the Company. These situations

were discussed (Phase 2:46-85), but were they revisited and related constantly

to our present problematic situations? Were these situations considered as

problematic in themselves and therefore was it understood that they form an

essential part of the process of education?

To make knowledge meaningful, so as to make it critical and emancipatory is

not easy in the South African context. According to Kallaway as cited by

Walker (1988:147):
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Emancipatory educational practice for social transformation must
eventually address fundamental redistribution of power, wealth
and privilege in South Africa ... and the exploitive system of
power relations that lie at the heart of racist practices. Such
power relations constitute serious obstacles to attempts by
educators to build a more just and compassionate social order
which challenges not only entrenched racism but also the
inequalities of wealth in South African society.

7.6.2.2 The Power of Dominant Discourse
In the Action Research Project

In deliberating on the power of dominant discourse, firstly one must reflect on

the strike situation (Phase 6:276). Did the people have the power to express

their views, and if they did who was listening? To what extent did managers

hear the needs or share the needs of workers and vice versa? Did the strike

provide a springboard for workers to believe that they could finally express their-

needs? Did managers find difficulty with the conflict and disagreement, instead

of seeing it as a possible part of a process of change? Did managers feel

disempowered and disillusioned by the strike in the light of the fact that they

were trying to address the process of empowerment in the Company? The ray

of hope at this particular stage of the research was the reality that,

... conflict and disagreement are not only inevitable but
fundamental to successful change. Since any group of people
possess multiple realities, any collective change attempt will
necessarily include conflict (Fullan, 1991:98).

The following were recognizable realities in the strike situation:

There was a need for the trade unions to expand into the agricultural

sector (Phase 6:278) which they did relentlessly.

There were raised expectations by the employees resulting from parti-

cipatory discussions, analysis and reflections within the Company.

(Phase 6:284).
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The reality that certain head office divisions were agreeing to implement

the EDL process and then not developing the process in practice,

caused tension and lack of trust (Phase 6:252).

Historical oppression, discrimination and intimidation caused poor self-

image, anger, fear and lack of trust (Phase 6:254).

The responsibility and authority levels which separated managers from

workers (Phase 6:273) never changed in practice and, in fact, perhaps

the expectation that they would, or should, change was naive.

In all of these instances one can realize that dominance was in action.

According to Freire (1987:109) there is no universalized oppression because

it is located within a multiplicity of contradictory social relations over which

social groups can struggle and organize themselves. The expression of

domination we were experiencing was proving to be constraining and then

destructive as people lost their jobs (Phase 6:287). How could this be turned,

to make way for the possibility of challenge and critique?

If all that one hears is the dominant discourse of the power that rules in the

Company, then it is naive to think that people can be empowered to participate

and take responsibility. In the Company, how freely empowered were the

managers by the employees to act in their name or vice versa? (Simkins,

I argued that the workplace could be a place for dialogue and shared meaning,

transcending the theoretical or existing boundaries of any specific doctrine in

operation. According to Carr and Kemmis (1986:21), for it to be educational

people must have the power to act in a learning process. Did the employees

at all levels have the power to act, or were they still merely conduits for

instructions or receivers of instructions? Learning is a continuous cycle of

experiencing a situation and involves an increased ability to act on the situation

(Phase 4:125). Is the crux of the matter, therefore, finding the "language" of

possibility whereby people can express themselves (Phase 4:125) and have the

power to influence what they say? (Delpit, 1988:282).
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1988:6). Did managers encourage questions or participation or, as was often

evident, did the manager not have the time to listen and act on what they were

hearing?

7.6.2.3 The Power of Voice

Voice is an important pedagogical concept because, as Giroux argues

(1988b:229), a critical pedagogy is constructed around the stories people tell

and gives meaning, creates possibilities and shapes experiences. Giroux's

concept of voice, around which the theory of both teaching and learning takes

place, challenges any positivistic claims to the nature of learning as an ordered,

factual and questionable process (Phase 4:125).

The authoritative voice - that which reflects values, ideologies,

structuring principles and management authority and which can be used

to disconfirm the experiences of subordinate groups.

Were the voices of the dominant culture, and the inability to hear different

voices becoming a source of fear or conflict? What was overlooked was the

fact that each of the voices (Delpit, 1988:280) could have produced specific

pedagogic learning experiences within different interplays of power structuring.

At times the question of voice has been mentioned within the research project

however, I had never considered voice in terms of:

The emancipatory voice - that which is used to allow all individuals the

voice to express themselves in relation to their values, ideologies and

culture.
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The teacher voice - that which is used to provide a critical context within

which everyone can understand the various power configurations of

voice and understand the challenging process of knowledge-gaining.

At no time did we analyze the discourse of workplace voice; and instead of

allowing dominant and subordinate practices to interplay so that differences

could be a source of learning, as Simon argued (Phase 1:9), we allowed these

voices, as was evident in the strike, to counter and disable one another (Delpit,

1988:281; McLaren, 1989:231). As a change-agent I believe, on reflection, that

the teacher voice was critical and did not come through at the time it was

needed most (Phase 6:286).

To broaden understanding of themselves and their world, people need to

critically appropriate knowledge existing immediately outside themselves (Phase

4:122). Knowledge is relevant when it begins with the experiences of people

brought with them from the surrounding culture; however, it is only critical

when these experiences are shown sometimes to be problematic (Phase

4:114). Did we, in the specific workplace, in our teaching and learning process

of inquiry and constructing knowledge, get to a point where we considered our

experiences to be problematic? Did we fully understand that the opportunity

to voice what is learnt involves the whole person in a continuous cycle of

experiencing, observing, reflecting, analyzing and developing new possibilities

as a result? In fact, in this process of self-development, had the people

practised enough to empower them to act in a situation? Did the employees

have enough experience at learning how to pose questions, reflect on situations

and analyze situations?

7.6.2.4 The Power of Culture

Reference was made earlier that South Africa is a complex and diverse society

(Phase 2:60-62). If, as previously suggested, the workplace is a microcosm of
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the South African society (Phase 1:6), then it is possible that one of the

weaknesses in the process within this workplace was that we were aware of

discrimination and oppression without considering culture as an important area

of struggle and contradiction. According to Freire (1987:116):

Culture is the representation of lived experiences, material
artifacts and practices forged within the unequal and dialectical
process that different groups establish in a given society at a
particular historical point. Culture is a form of prediction where
processes are intimately connected with the structure of different
social formations, particularly those that are gender, age, racial
and class related. It is also the form of production that helps
human agents through their use of language and other material
resources to transform society.

How cultural questions help one establish who has the power.

How the ability of individuals to express their culture is related to the

power certain groups wield in the social order.

How the expression of values and beliefs by individuals who share

certain historical experiences is determined by their collective power in

solidarity.

How culture is intimately connected with the structure of social relations

within class, gender, race formations that produce forms of oppression

and dependency.

How culture is viewed as an area of conflict.

How culture is a form of production through which certain groups define

and realize their aspirations through unequal power relations.

McLaren (1989:171) signifies culture as "the particular ways in which a source

group lives out and makes sense of its given circumstances and conditions of

life." In addition to defining culture as a set of practices, ideologies and values

from which different groups draw to make sense of the world, McLaren

(1989:171) states that we need to consider the following:
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People have a value system; people need an affiliation to people; people need

to gain social recognition and people need a sense of purpose. Von Hirschfeld

(1990) in her Paper argues that a learning culture is part of a value system

within an organization and needs to be established so that:

change is seen not as a threat, but rather as an
opportunity for learning and development;
people at all levels understand the need for, and develop
the capability to become, life-long learners;
people develop the skills and confidence to learn new
knowledge and skills without necessarily having to attend
a formal training course, for example, by learning from
peers;
any person well-placed to give training does so, for
example, the researcher who developed the new process
or machine, or the operator who learned how to fix
something because he [sic] needed to;
blockages to learning in the organization are systematically
identified and removed;
trainers change their roles from course-runners to
facilitators of learning; and
managers play an active and direct role in on-the-job
coaching of their staff, and also become facilitators of
learning and change agents in creating a productive
learning culture.

Human beings who control the power base in their own lives usually rely on,

and need, other people to help them make a decision. Do other people

become barriers in an individual's power to act, or does interaction with other

people enable one to reflect on many possibilities that could raise questions

about other possibilities?

Consider the various cultural groupings that existed within the action research

project. Consider the richness of diversity if these cultural differences could

have been part of a process of making the situation more meaningful. Consider

the possibilities if the different experiences and world views were the object of

debate, investigation and confirmation. This way all employees could have felt
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a sense of "... affirmation as their experiences were legitimated and made

meaningful" (Freire, 1987:117).

Instead, employers and employees were suspicious of each other's intentions

and employees developed a subculture of acting as the oppressed and

expecting to be oppressed. To employees the EDL could be used as a tool of

negation because managers were not showing consistency in their intentions

to use it as a developmental tool. To managers, differences and contradictions

posed a threat, and some managers believed that the EDL emphasis on
participation, involvement and voice had changed people and caused the strike.

Some managers felt that they had bent over blackwards (sic) and they got a

strike in return. Some managers believed that changes had occurred, and that

they had not paid enough attention to historical background, socio-economic

conditions, present political situations and developing relationships within the

Company.

To consider an EDL strategy, one needed to interact with all people and open

up an awareness for action as a group. In this process of participation one

must realise however that one cannot expect the emancipatory potential of

action research to be fully realised in anyone situation (Grundy, 1987:159).

People need to participate in the power relationship of making knowledge

meaningful interactively although it became evident that the process in action

in the research project (Phase 5:165) had not developed enough for the

participants to understand the power discourse. This, coupled with the

disempowering historical situation meant that the expectation of understanding

the situation by the employees was too high. Participation, involvement and

empowerment were words often used in the workplace (Phase 6:192), and yet

managers were far more comfortable with controlling the employees. By not

giving the employees the authority to be responsible and accountable, they

were fundamentally disempowered because they were not, in reality, involved

in planning nor were they given the reasons for why things were done (Phase

6:231). Learning to participate, be involved, plan, discuss, reflect and critically
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analyze are part of an educating process (Phase 3:110-111) and develop

through direction and experience. Exposure to these possibilities was in action

within the workplace; however, values of power, control and voice and dialogue

needed to be addressed (Phase 3:101).

Education is an integral part of change in a business culture (Phase 6:220).

I argue on the basis of this research, that through an education process,

employers could face the challenge of empowering people in the workplace.

Through an education process, a workplace could be democratized, allowing

for equal human dignity and opportunity (Phase 3:96). Within the research

project, employees were being conditioned to accept the reality of change in

South Africa and the inevitability of change in the Company (Phase 6:219).

What was not reviewed enough was different values, the right to voice and the

power structuring within the research project Company.

7.6.3 THE IMPLEMENTATION PROCESS

How can an education strategy be approached in a company?

South African workplaces are faced with a need to develop active, responsible

and skilled learners, and at the same time the economic environment is forcing

organizations to manage costs tightly. Against this background there is a need

to move away from "... training as a separate activity in companies and towards

learning as an integral process permeating all aspects of company culture" (von

Hirschfeld, 1990).

A learning culture, as part of the value system of an organization, needs to be

discussed and deliberated on by all members of an organization before

considering implementing an education strategy in a company. It would be

necessary to find out how employees and employers perceive the value system

in the Company and relate this to the value system of individuals to be involved
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(Phase 6:207). To involve employers and employees in the process of

consultation, negotiation and participation so that change comes from actions

they choose to take, a facilitator would need to lead a process whereby people

were taught to ask questions, investigate, consider alternatives, observe,

reflect, interact and would need to recognize possible barriers that may inhibit

such processes.

The group needed to consider what the nature of the business or Company in

relation to this background information was. Could one distinguish between

the public relations philosophy of the business and the real-world philosophy of

the business? Often in my experiences in the research project, people

Consultation is a critical part of the planning stages of a strategy within a

company because of the need for participation, relevance and legitimacy

(Phase 6:208). A facilitator-intervener in an education strategy needs to create

opportunities for people to exercise a right to voice in a consultative way

(Phase 6:226). The notion of an education strategy that creates opportunities

for the empowerment of people within a company depends on consultation and

approval from all employees.

A facilitator must establish opportunities for consultation between the major

stakeholders involved. This should initially include senior management,

employee representatives - including unions - community organizations and any

other representatives with a vested interest in the education process that ought

to be part of this process of learning.

It is essential that this group of people has an opportunity to consider the

historical, political, socio-economic, businessand education situationwithin, and

outside, the Company. Even though time was spent on this aspect in the

action research project, the mistake made was that this situation was not

revisited several times to constantly remind people of the legacy of

dehumanizing laws and dominance that needed to be exposed and addressed.
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committed themselves to values that, in practice, they did not adhere to. In

fact, in some cases, the real-life situation was opposite to that which was being

discussed (Phase 6:241). Discussion should be encouraged to consider

commitment to action, instead of talk that merely shapes perceptions and

creates fake impressions and expectations.

One needs to find out how serious the Company executives are about

embarking on a process of people development and discuss the power

structures within the Company. Is power vested in the owners or managers?

If the Company wants people to develop into a situation where they take full

responsibility for their life, are accountable for their work, and achieve fulfilment

through their work, then the subject of power transference needs much

deliberation. In the action research project, the power transference did not

occur in practice because employees were seldom, if ever, consistently involved

in decision-making and planning.

Find out through discussion what the employees and employers in the

organization understand by notions of democracy, empowerment, training,

education, transformation and change. Are these people in the organization

going to be able to develop new and challenging ways of confronting their

everyday work and life situations? Are they willing to interact and be inclusive?

Are they free to act if they chose to do so? Are people in the organization

prepared to face the risk of change (Phase 6:208)?

Empowerment takes place when people have the opportunity to take

responsibility for their own lives and they elect to accept that responsibility

(Phase 5:187). People in the organization must be given an opportunity to act.

An opportunity to take responsibility for their own lives.

My research shows that business people (Phase 5:186) recognise that an

education process needs to be considered in their companies to address

empowerment in the workplace. They should also understand that education
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is a holistic process that concerns the lives of people and cannot change

overnight. People in the process learn to participate reflectively and

collaboratively (Phase 5:189). Self-understanding needs to transform before

these same people will act to address the need for change in a situation they

are confronted with. The mistake in the action research project (Phase 6:272)

was that the empowerment intervention was treated at times like a one-day

recipe for success. Initially much time was spent on the process of creating

opportunities of empowerment, and then a 'guru' was brought in (Phase 6:268)

to provide all the answers in one afternoon. There was a need to be consistent

in what was being done. Empowerment is not running around telling people

what to do and how to do it. Empowerment is allowing the people to do (to

act). Empowerment is not a soft option. Empowerment means increased

responsibility and accountability and if this dimension is not learned by a

particular person involved, then an employer needs to face the reality that the

person employed is not suited for the position (opportunity to work) in the

Company. To monitor developments of this nature, a structure, as argued by

Gramsci (Phase 3:94), is necessary to ensure that whatever action may be

followed by an employer, is fair and just, especially when an employee is not

given the freedom to act responsibly.

After many months of participative discussion with the selected group and all

employees and employers, an EDL strategy could be introduced and explained.

Was the process going too quickly? People needed to be involved to

understand the nature of an emancipatory education process and the need for

reflection, critique, collaboration and the possibility of theory that enlightens

practice and practice that changes theory in an ongoing ever-changing situation

as new possibilities emerge (Phase 6:276).

Education includes all activities of learning from pre-school through to post-

entry from the workplace. Traditionally companies concerned about education

involved themselves in job-skill training and social responsibility programmes
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within communities. The Educate and Develop for Life (EDL) programme

requires a re-examination of Company commitment to people development,

focusing on a company education plan whereby the emphasis of the Company

is on the development and empowerment of employees and employers,

involving all stakeholders, eg unions and employee communities.

The action research project can never be applied in another company. The

process involves people and groups of people who could act differently in

different situations. The EDL programme merely assists with a needs analysis

which finds out more about the situation. Discussions with the employees

establish where they came from, where they are and where they are going to

(Phase 6:230). Once the educational needs of the employees have been

established possible opportunities for development can be considered within,

or outside, the Company.

If education is seen as the tool for life (Phase 5:186) then a programme

designed to allow for the opportunities for education of the greatest number of

people should be considered by all companies. Working towards such an

objective can be achieved by caring for each individual's development, through

education and training interventions, within the existing Company structure and

by offering each individual the opportunity to participate and take responsibility

for their process of development (Phase 6:249).

The EDL programme acts as a framework to facilitate educational opportunity

and change throughout an organization so that employees can be involved in

interventions that could develop their skills and determine their future. Through

the EDL process, the participation could be led by a facilitator to encourage this

process of self-development and self-empowerment.

The EDL file (Phase 6:248) would be introduced as a framework to facilitate

communication and a way to ensure that the process will continue throughout

the Company.
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The introduction of an Educate and Develop for Life (EDL) programme, in a

specific company, could provide an opportunity for the upgrading of the

education process and training within a company. This could contribute

towards the improvement of relationships; and a possibility of shared meaning

and inclusiveness could develop.

Acceptance and involvement in the EDL programme is dependent on each

individual's choice. As the process develops in the Company, individuals must

be encouraged to interact and involve themselves in planning, decision-making,

reflecting and participating generally. Individuals must be encouraged to speak

up and be heard.

If it became everyone's responsibility to become involved, and to take

responsibility for their own lives, then the need for autocratic management could

become irrelevant. People could choose to show a commitment to their

development and the development of the Company, making way for democratic

practice.

It would be naive to assume that managers would be irrelevant. Within a

democratic situation some people have the authority and the democratic

competence to lead (Phase 6:249) and are empowered by people to act on

decisions they make participatively. The style of management, however, would

change to one of being inclusive and participatory.

Every person in the Company needs to discuss the proposals concerning the

Educate and Develop for Life (EDL) programme and to discuss whether they

accept, and commit themselves to, the process. All employees who have not

yet been involved in discussions should be divided into groups of up to ten for

this purpose. The facilitator must ensure that the EDL programme has been

discussed with all groups of people in the Company, including stakeholders

such as trade unions.
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On acceptance, each individual employee will be issued with a personal EDL
file that is made up of three sections (Phase 6:247):

Personal history and situation.

Personal and Company education needs.

Education/development programme and progress.

The Educate and Develop for Life programme in the Company would assist in

identifying Company needs and individual's needs in a participatory process.

The life-long process of education must be clearly understood (Phase 6:247).

In addition to structured learning interventions - e.g. job skill training - contin-

ual interventions to encourage participation and understanding of critique and
reflection on situations, would be ongoing.

As the problems in the research project emerged it became evident that

participants were not empowered enough to comfortably articulate their views

and participate (Phase 6:289). Reflecting on the situation, I realized that the

more skilled communicators dominated the discussions held, which could have

led to power struggles or uncompromising authoritarian attitudes within the

group (Davidoff, 1993:37). What would be needed is a process of learning

involving interventions that could encourage active participation and the need

to accept and share responsibility whereby challenging, constructing identity,

building self-esteem and bringing about a power transference. This would be

necessary so that interventions introduced could contribute to social
transformation in a workplace.

Interventions could form part of a long-term intervention plan as presented by

Nupen (1990) at a South African Community of Business (SACOB) education

forum and could be introduced at various stages in one's life as indicated in the

table on the following page:
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STAGES OF INTERVENTION IN AN EDUCATION PROCESS

Group Interventions - include: Lobbying; Industry forums; Inter-Company forums

Community Primary Secondary Bridging Tertiary The world of work Post

Support and schooling process education work

Pre-

Primary

schooling

Though the stages may be the same in all companies, the intervention

possibilities would only be introduced through consultation, expressed individual

need, identification and support at all levels and therefore would differ from

company to company (Coenen, 1989:304).

EXECUTIVE APPROVAL

To proceed with an education strategy in a company, creating an awareness

for change; establishing unifying values of democracy, participation and

empowerment, and aligning company strategy with the proposed process were

essential (Phase 6:290). Consultation, executive approval and operating

company approval were necessary at the start.

CONSULTATION AND APPROVAL

The implementation of a company education plan depends mainly on executive

approval and operating company approval for a plan that will form a part of the

human resource development initiative in a company.

The approval of the executive, their commitment to the model and their

continuous involvement in such education plans is necessary. Education must

be seen as a strategic issue in human resource development and executive

approval ensures funding and reassessment of the traditional social

responsibility and training programmes.
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OPERATING COMPANY APPROVAL

In tandem with executive approval the operating company (companies) should

set up and facilitate a process of consultation with employees and major

stakeholders in education in the community in which they operate. These will

include:

The board

Senior management representatives

Employee representatives

Community organization representatives

Representatives from schools attended by employees children

Union representatives

Companies viewing an intervention plan must accept that time and available

resources do not allow for the introduction of all interventions in all employees'

lives with immediate effect (Phase 6:252). In the research project, time and

available resources allowed for the introduction of the following interventions,

including,

pre-school facility;

literacy classes on site;

supervisory development;

management development;

specific job-skill training;

employee development in a process of participative involvement.

In an education process within a company, a facilitator can direct a learner by

relating to an individual's learning path and experiences and encouraging action

through reflection that can, it needed, result in change. Appropriately

monitored, the opportunity of participating in learning interventions could stimu-

late individuals to realize their potential and, in this way, realize their need to
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take responsibility for their development. Employers and employees, it is

hoped, will be involved in educational interventions that will enlighten and

illuminate their daily experiences. The knowledge will only be critical when

these experiences are sometimes problematical, and it will be transformative

when employees begin to use this knowledge to empower themselves and

others, in the process, bringing about changes in the workplace that enable

them to understand better that they can alter the very ground on which they live

and work (McLaren, 1989:188).

On-going skills formation was necessary for the basis of the flexibility

employees would need in the future, and some businesses, in anticipation of

skill demands of the nineties, choose to replace illiterate employees with

employees who have had the benefit of several years of schooling. More

commonly, business has accepted the challenge of developing disadvantaged

members of their work-force and the more enlightened businesses are linking

adult basic education to skills training that can become skills-based career

paths (Wood, 1990). The important consideration, at this point, is whether the

person concerned has understood the need for skill acquisition training and

understood the context of it (Phase 6:230).

Some employers and employees will be unwilling to participate, and will show

resistance for a number of varied reasons. It is vital that facilitators do not

discriminate against participators as no emancipatory pedagogy will ever

emerge out of a behavioural practice which views workers as defiant, lacking

in ambition, or holds notions of genetic inferiority (McLaren, 1989:190). The

challenging situation is to understand differences (particularly cultural and

social), and structures of mediation and to encourage participation as a long-

term goal. In the research project, cultural and racial differences were not seen

as learning opportunities and it was felt that no plans were made for long-term
mediation of the process (Phase 6:219).
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The majority of adults requiring basic education interventions are already in the

workplace. If education is the tool for life, then a programme designed to

achieve the education of the greatest number of people should be considered

by all companies.

The Educate and Develop for Life (EDL) programme requires a re-examination

of company commitment to people development, focusing on a company

education plan. This emphasizes the development of education opportunities

as an wholelistic process of ongoing formation. The act of learning must be an

opportunity that the learner wants to make use of by questioning and

understanding the reality of a situation. This information can be used to create

other points of view, considering other possibilities, differences and

contradictions, and then opening up new pathways for action. The need for

dialogue and reciprocity is vital in this learning process because, as I argued,

participation, inclusiveness and taking responsibility are fundamental to this

study (Phase 6:228).

Voice alerts one to the fact that discourse is situated historically,
mediated culturally and derives part of its meaning in interaction
with others (McLaren, 1989:229).

One of the most important issues is that of voice. In the research project I do

not believe that this was recognized sufficiently as critical to the learning

process (Phase 4:125). Dialogue requires voice. Communication requires

voice. Taking responsibility means being given the authority to voice. Through

voice, employees and facilitators (teachers) engage dialectically indialogue with

one another.

If people are not being given the opportunity to be heard, and therefore not

included in a process of action, they will be disempowered and learning will be

inhibited. As the EDL process develops; consultation, discussion and

participation must be part of the continuing process in a never-ending spiral of

development (Phase 4:163). Monitoring of the EDL process is essential, as
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both the people involved and the Company involved, need feedback. In

keeping with this research process, the feedback needs to be reviewed, and

questions about the process may arise which may lead to questions on how to

continue the process. Constant reassessment of the situation ensures that

courses followed are worthwhile and contribute to the wholelistic development

of both the individual and the Company.

In conclusion, the EDL framework is used in the hope that it will challenge

organizations (companies) to undergo a change or renewal process which
would involve,

creating an awareness of change followed by change action;

job and work re-design; restructuring the decision-making process;

the process of participation and empowerment;

providing opportunities and taking opportunities;

education, training and development as a wholelistic process.

To implement change there needs to be a facilitator working with all people in

the organization and other stakeholders e.g. the employee community and

unions, in order to,

identify organizational and personal needs;

develop education, training and development strategy participatively;

constantly raise awareness;

constantly act as an informed change agent and drive the process;

enable learners (all employees and employers) to discover their full

potential and act as involved participants taking full responsibility and

accountability for their jobs based on agreed expectations.

To ensure an ongoing EDL strategy/process in a company, an EDL programme
will provide the framework to,
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identify the present range of individual skills and abilities;

get to know and humanize the relationships with an employee on an
interactive basis;

identify and record needs in an individual development plan;

consider job, work and expectation design and redesign participatively;

monitor each leaner's progress on an ongoing basis constantly
identifying the next goal;

provide assistance, back-up and follow-up in a workplace regarding

education training and development on an ongoing basis.

The majority of people in the South African workplace have little or no

schooling. In the research project this led to a workplace with people who

considered themselves functional illiterates (because they could not read or

write) and unskilled (because for them their illiteracy acted as a barrier to their

attempts to learn skills) resulting in frustration and sometimes anger (Phase

2:75). On the other hand, employers were becoming increasingly frustrated

because skill level requirements within the Company were not being met to

raise the level of Company productivity and profitability they required.

The education crisis is known to be a multifaceted problem. The workplace

education crisis is a reality (Phase 2:67-74). How can business face the

challenge of contributing towards the alleviation of the problem?

Lack of education, and an autocratic company culture, can be at the core of

poor internal relations in a workplace; and ways have to be found to develop

people within a company to overcome frustrations and to change the situation

internally from one of reaction and demand to one of proactivity, creativity and

inclusiveness, encouraging participation and accountability. Apartheid has left

a legacy of hatred, fear and bitterness and, as it falls, the country inherits the

results of unequal education designed ostensibly for oppression.
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In addition to education disadvantage, the socio-political history of South Africa

has created a social context within which it is extremely difficult to develop

employees at workplaces. People have been labelled according to race and

role and gender and this has resulted in deep divisions between the mostly

white, male, managerial class and the black, working class and female

employees. Similarly, the hierarchical organization culture which dommates

most South African workplaces, whilst satisfying objectives of control, does not

always facilitate teamwork or good relationships between people because

control in this form is a barrier to the process of empowerment.

What is needed is a practical, structured teacher/student learning process

where the point of departure is the employer and the employee: a legitimate,

relevant and acceptable programme that strengthens relationships between

management and workers where each individual is shown concern and respect.

As a teacher-researcher I experienced many ways of knowing and learning.

As outlined by Avery (1990:12) listening, reflecting, reading, observing, writing,

dialogue, the need to be collaborative, intervene oneself, be distanced, to talk,

and to be silent are necessary for all who participate.

The development of people (as individuals, and collectively in a company) is as

much a function of an individual's ability to act as it is the extent to which they

are allowed to act and realize their potential in a work situation.

Education can contribute to a democratisation process by eliminating

inequalities, therefore increasing and redistributing opportunity and providing a

process for developing people. It can be considered the key to change in a

business culture, playing a large role in the strengthening of relationships and

the process of empowerment in a business.
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PHASE 8

CONCLUSIVE PHASE

South Africa is a country of extraordinary potential, and part of its richness is

to be found in its diversity and difference in culture, creed and gender. This

diversity and difference can be challenged in an emancipatory education

process and become a resource for learning.

Companies are profit-generating enterprises which are part of a growth potential

in a country and their much needed productivity is essentially people-centred.

The majority of the people in companies in South Africa were, by law, denied

equal access to institutions where they could have benefited from an

educational learning process which would have prepared them for their working

and social life (assuming that institutions could provide an educational

environment). Education could playa role in equalising opportunity, by

providing processes for the development of all people as the challenge of

attempting to empower people through an educative process is faced,

addressed and implemented in the workplace.

Business contributes to the tax base that supports the education system and

relies on the education system to provide a basis for a strong economy (Phase

2:67). It is undoubtedly a major user of the educational system, and in addition

to providing job opportunities for developing people, business has resources
that can be utilized.

The crisis in education in South Africa has reached critical levels (Phase 2:57)

and the manifestation of this in commerce and industry is all too evident in the
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failure of the education system to meet their requirements of active, responsible

and skilled learners. The emphasis in companies, as a result of this, needs to

be on a learning process as an integral part of all aspects of company culture.

There must no longer be training for specific means and ends as a separate

activity (Phase 7:344), but an integrated process whereby all people, employers

and employees, understand the purpose of the process and are involved in the

process (Phase 6:260).

The education crisis certainly has its roots in the socio-political history of South

Africa (Phase 2:55). Discriminatory disadvantage, resulting from this reality,

has to be addressed and bridged. The danger, however, is that people within

companies tend to concentrate on this as the sole contributor to the workplace

problem, allowing other problems to become hidden and so become part of a

company culture.

Power, control and a lack of communication and participation are barriers that

were evident in this research as problems inhibiting the learning process.

Attitudes of entitlement, arrogance, superiority, inferiority and blaming someone

else for one's plight, could also contribute to perpetuating the effects of the

education crisis.

In the process of change in South Africa, participation has moved us towards

political reform (Phase 2:56). As the apartheid structures were removed and

negotiations for a new political dispensation started unfolding, so the workplace

needed to review its situation (Phase 2:80). Democratic values can be part of

a workplace if the rights of individuals are not suspended at the workplace door.

How often are decisions made about a person's job, or their performance

monitoring and training, without that person being part of the discussion, let

alone the decision? Every person in an organization has a level of

responsibility (which may be greater or lesser). People, therefore, need to

participate in decisions about themselves and people need to take responsibility

for themselves in the job they are doing. People need to be responsible for
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their own development. Each person, therefore, needs the power to act
participatively and responsibly.

Removing the distance between managers and employees is essential, and the

EDL framework is one way for developing a relationship: by encouraging

participation; discussion of the job expectations; discussion of personal

development; and allowing the person the opportunity to make decisions about

what rightfully involves them.

If the EDL process is participatively managed and monitored, a culture of

participation can be developed which should eliminate the need to constantly

check and enforce company requirements and procedures. Employees have

the right to define their ground rules of operation consultatively and take the

responsibility of self-control (Block, 1992:12). Bringing about change in a

transformative way must therefore ensure that all the people involved in the

Company are participating. Change which requires participation and

democracy involves all people concerned. The EDL framework provides a

simple process to trigger and sustain participation and through it one can

involve people, allowing them the right to change that which they have created.

According to Sachs (1992), four structures in South Africa needed attention in

our transforming society. People needed to learn to accept responsibility; all

situations needed to reflect the diversity of culture, character and background

in this country; we needed to ensure that in all that we do, we develop equality

of opportunity; and, finally, we needed to develop participation.

Our social environments certainly influence our behaviour, and the political

changes in South Africa and the world have brought behaviour and attitudinal

changes into the workplace (Phase 2:60). It is, however, not enough to

develop managers into participative leaders if the more fundamental need to

change the autocratic nature of the Company is not addressed. In the research

project the desire to change was experienced by some. Others resisted
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change; resisted using the EDL process and allowed the autocratic manager
syndrome to continue (Phase 6:219).

Reflecting critically on the research process, it can be seen that the effects of

the political situation and the need for trade unions to increase their support

and power base, were considered as factors contributing to the strike (Phase

6:278). The position I take on the notion of democratic inclusiveness needs to

be considered in relation to this strike action. People will participate when

encouraged to make decisions about themselves, and can be expected

subsequently to be responsible for action that may follow (Phase 5:177).

During the strike it became evident that the sites having problems were areas

managed by people who were considered by workers as not having inclusive

management styles. The workers involved in these areas were neither part of

the decision-making process nor part of the learning process which was

encouraged in the Company to develop people within their divisions. Was it

merely coincidental that it was only the sites that were not committed to the

EDL process, that had the strikes? Post discussions with strikers confirmed

that managers in these divisions who said they were having participatory

meetings, communicating and involved in the EDL training and development

programme, were in reality, not doing any of this at all.

Considering worker performance I realized that measuring this on standards set

by management can get a manager committed to improving productivity in the

short-term. On the other hand, a jointly constructed set of expectations and

values developed between a manager and a worker, can get long-term

commitment, involvement and participation from both (Phase 6:246). Further

interrogation about the strike illuminated that unionization was related to political

pressure outside the Company, however, management power and lack of

communication between workers and managers inside the Company was as

much of a problem (Phase 7:293). The union involvement could have been an

intervention that progressively encouraged participation instead of merely

exacerbating the situation, placing firm lines between management and
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workers. Another example of deflected political reform was the need to make

managers better listeners and more caring towards their subordinates. This,

however, manifested itself in paternalistic behaviour by some managers, merely

perpetuating autocratic management. People need a good listener and

communicator, however, they also need to take responsibility for their own

problems with counselling and leadership. The EDL framework, therefore, must

be a functional process encouraging participation and voice. If it merely serves

as yet another file for recording data, it will be yet another barrier in the process

of development.

Since management and workers are firstly engaged in the process of producing

work in a company, it is at this point that one needs to reconsider the role of

an educational facilitator in a company and that of a Human Resource (HR)

Director. The Human Resource Directors, by virtue of their level in the

organization, can remove themselves from the core where the people are, and,

in addition, can tend to remove the responsibility of people development from

the Line Manager. An educational facilitator can introduce "... collaborative

action research projects in the face of constraints such as lack of time, lack of

research methodology, skills, etc." (McKernan, 1991 :241).

The role of the educational facilitator will, therefore, be: to move between

managers and workers; to move around the Company studying problems,

organizing new approaches and forums for communication and development;

to organize training and development; and to involve all social situations inside

and outside the Company. People need to be led through a process of self-

reflection and situational reflection in an empowering change process (Maguire,

1987:27), whereby the educator-facilitator is qualified to provide this leadership

(Phase 4:114).

People internalize values, beliefs and attitudes and very often these serve the

interests of the dominant oppressive classes (Phase 4:128). In a process of

emancipation, people need to be educated through a process of self-reflection
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which can develop an individual's understanding which, in turn, allows for

reason (Phase 4:128). This form of reflection can empower individuals,

allowing them to regain control of their own lives because they can understand

their situation and respond to it. Because transformation can result in changes

that are uncomfortable for some people in this process, it is necessary to

understand situations and responses outside your own situation as well. If, as

argued in this research, making knowledge meaningful and generating

understanding of a situation is based on dialectical relationships, then this

participatory process would be vital in our attempts not to marginalize people

from new situations or possibilities. In the developing of workplace rela-

tionships by participatory practice, it therefore becomes necessary to

understand the situations in which the employees are, both inside and outside

the Company, and also the situations of other people. Reflection on these

situations could result in people acting on the situation and taking responsibility

for changing the situation if that was considered necessary (Phase 7:328).

Development requires change (Phase 4:113). The process of development is

concerned with life-long learning in the Company. A person who can act as a

change agent in the learning process will be needed, guided by motives of

democratization and emancipation (Mouton, 1989:401-402). The concept of

educator-teacher as learner, must be kept uppermost in mind, and the change

agent needs to be an educator who sees learning skills such as technical,

reflective, inquiring and collaborative skills, in combination. Each of these skills

has a separate tradition of research and practice but needs to interact as part

of the whole process.

The teacher, as a change agent, is not just expected to be good at co-operative

learning but should be informed about an array of instructional models as well.

It is not just being involved in a reflective practice project but it is also being a

reflective practitioner (Phase 7:307). It is not just participating in an action

research investigation but also conducting constant inquiry. It is not just being
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part of a peer working group project, but also being collaborative in such a way

of bringing about change (Phase 7:306).

This is more than restructuring. It involves transformation of the workplace.

This is integration, collaboration, inquiry and inclusiveness and is no longer

vertical and horizontal isolation and separation of roles characterized by
protectionism.

Obviously, a project of this nature requires time and resources. The Company

policies and procedures will be involved because they set the agenda of what
is, or is not, possible under the existing rules of engagement. Authority is

involved because curriculum derives its claim to expertise and legitimacy from

authorities. Power is involved because it is linked to authority and allocation of

resources. A situation developed whereby the individual hoped to experience

a self-powering process with the authority and freedom to be responsible.

Although business has the resources (both human and financial) for the

process of developing educational interventions and education strategies, the

planning and facilitation should be done in conjunction with educators and

educational expertise, as well as with the people whom the strategies involve.

In this way, the teaching materials and the learning situations will also be part
of an empowering process.

Business is involved in the development of training related to skills acquisition

and explicit about specific tasks. Developing people, however, can never be

completed (Phase 4:127). Education is ongoing and addresses the question

of how people may perform in accordance with fulfilment of organizational and

personal goals and objectives. Education can develop and motivate people.

Without the involvement of reflecting educators one cannot be sure that lessons

are being learned reflectively and collaboratively, and complemented by new

course development methods based on emancipatory education values.

Teachers will also ensure that the approach to course development is
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effective practice and scientific truths); a practical form (fostering

systematic and structured, involving the development of the total person within

the context of the person's situation (Phase 7:356). Training, as part of an

education process, therefore, cannot take place in isolation. It needs to be

contextualized and the person needs to make the connection between the

training and the reasons and situations for doing the training (Phase 6:260).

Learning, as a process of knowledge becoming meaningful, manifests itself in

three forms: a technical form (involving control, production, efficient and

understanding of practice and allowing for judgement, based on what is

intelligent and not necessarily what is considered acceptable); and an

emancipatory form (which involves critical consciousness, participation and

transformation) (Phase 7:314). In real life situations, the technical form, the

analytical form, and the emancipatory form, are inter-related and essential in

a process of learning. The challenge is to confront the so called expert who

continues to believe that technical rationality on its own is knowledge (Phase

3:98).

Education is a process, and the individual's position in the process needs to be

considered (Phase 6:258). Work-force problems of an educational nature start

in the pre-school years, continue through school if the school system is not

adequate, and will continue if there is no school-to-work connection, on-the-job-

training and life-long learning (Phase 6:245). Education is therefore a continual

life-long process of learning and personal development.

In developing structures and strategies participatively, it is necessary to give

people the right to have an inner control that can make things happen in their

own lives rather than waiting passively for someone else's actions to precipitate

what one wants done. This process of people empowerment needs a

simultaneous development of self-confidence, self-esteem and self-motivation.

To do this one needs a programme taking all these factors into account.

Legislated separation of people in South Africa has created a social context
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within which it was extremely difficult to develop employees at workplaces.

People were labelled according to race and role, and this resulted in deep

divisions between the mostly white managerial class and the black working

class. Similarly, the hierarchical organizational culture which dominates some

South African workplaces, whilst satisfying objectives of control, does not

contribute to participatory development of people. People development based

on a process of empowerment seldom takes place in such an environment.

What is needed is a process of learning that is self-directed, but monitored by

an educator-facilitator (Eisner, 1979:49). The facilitator, using the EDL

framework, could encourage: active participation; the need to accept and

share responsibility; freedom of expression; the acceptance of differences;

and the need to be committed (Phase 7:352). The process of learning in this

research has an emancipatory intent, therefore, challenging; constructing

identity; bringing about a power transference; being involved in the

development of democratic social relations and social transformation are all

essential (Hopkins, 1985:40).

One cannot ignore the reality that workplaces represent areas of

accommodation and contestation among differentially empowered cultural and

economic groups. From this, one cannot suppress important questions

regarding the relations among knowledge, power and domination (Delpit,

1988:282). A new language of discourse, therefore, is required so that

knowledge, touched by beliefs and values, should not be objective and external

to the individual (Giroux, 1988b:223).

No one person can change anything for another. A person can create an

environment of reflexive, dialectic and collaborative interaction through which

other people can recognize their ability to act on the basis of making knowledge

meaningful (Phase 1:30). -
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Self-direction; a readiness to learn; a need to learn; experiences; trust;

acceptance of differences; goals; sharing and participation; understanding

and involvement; asking questions; are all aspects of adult learning that have

been recognized in this research as essential elements of a learning process.

Why is it that one can be aware of all these essentials in a learning process,

and yet there are no predictable outcomes? Is the fundamental issue not about

people? Is it not possible that in all our theories on adult learning, we become

so bound up in stipulated facts on learning that our approach to learning

becomes prescriptive, conditioned and rigid and does not allow for timely

change and adaptability?

Von Hirschfeld (Phase 7:344) argues that a learning culture is part of a value

system within an organization and is demonstrated by attitudes. The theories

she has established are on the basis of her practice and can provide useful

guidelines for practitioners/facilitators in any other workplaces. I argue,

Human beings have the ability to act; and human action is not predictable

(Phase 7:348). In order to act, human beings need to be the power base in
their own lives and one needs, therefore, to seriously consider those structures

and situations that inhibit an individual's power to act in a learning situation. To

understand this notion of learning in a workplace, I needed to go beyond the

theories and practices of prescribed learning (Phase 3:108) because it was

necessary in my research to develop an understanding of the relations of power

as a resource for learning (Phase 5:105). Empowerment involves a power

transference. If power is vested in the owners or managers only, the potential

for a human being to have the power to act is blocked. Without this power how

can individuals learn by merging critical thought with daily life situations (Phase

7:332)? How can they learn through participation with one another in a process

of reflexivity with a view to bringing about a change situation based on what

they have learned? (Phase 1:9). Only with this involvement can people

understand their own situations and be part of a learning culture.
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however, that no two situations are necessarily the same because individuals

within these situations may choose to act differently. In addition, personal

situations of people in the organizational situation differ culturally and socio-

economically, by gender and by values.

... of both teaching and learning can take place because
voice is the power to alert one to the fact that: discourse
is situated historically, economically, socially and
educationally; shared meanings of the community or

To be involved with learning as the development of human possibility within the

notion of education, the process whereby knowledge becomes meaningful,

involves the whole person, recognizing that to create a learning environment,

the situational context of the learner is vital. Traditional learning methods need

to be humanized. In approaching a learning process, consider the following

possibilities:

Do the learners want to learn what we teach?

Do the learners understand their situational context?

Do the learners make the connection between themselves and the

situational context?

Are there barriers to the learning process?

What information is involved in the learning process? Question the

information.

Does one allow for the creative space for individual interpretation in

understanding the reality of information for individual interpretation and

decision-maki ng?

Are the facts and interpretations used as resources for creating other

points of view and understanding?

Are new situations considered and is a need for change considered?

Does one seek differences, contradictions, possibilities and questions

opening up new measures for action (Phase 6:197)?

Does one understand that it is around the concept of voice that a theory
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culture exist in which a dialogue takes place; a set of
meanings can develop dialectically in dialogue with one
another (McLaren, 1989:229).

It became apparent in the research project that a two-fold problem existed:

There are disempowered people.

There are unskilled and unproductive people.

Both of these problems involve employers and employees, as well as learning

(amongst other things). The process of knowledge becoming meaningful

requires people to make the connection between what they are doing and why

they are doing it. When this connection is made they then need the power to

act, knowing that this power carries responsibility and accountability.

As the process of empowerment develops, perhaps one of the changes in the

organization will be the flattening of the structured organizational levels within

the Company, because more people will be accountable and responsible for

work being done, and teams working with a leader, can participate more fully

in the total work situation. If work is constantly monitored participatively on the

basis of agreed expectations, the level of responsibility and accountability will
be consistently maintained.

Business, through their employees and a process of consultation, can develop

education strategies that address the education crisis e.g. literacy, continuing

education programmes, on-the-job training, apprenticeship, specialist and

management training. In addition, business must recognize that serious

economic problems underscore the education crisis, and in addressing the

crisis, any private capital intervention must truly be accountable and community-

based. Meaningful consultation with communities is needed to promote black

participation and involvement in the issues at stake; while at the same time

ensuring that these same people take responsibility for the process of education

which affects them (Phase 4:121).
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Employers and employees, alike, do not always possess the level of skill

required within a company, and there is a need to assist both present and

future workers to achieve workplace competency. Programmes presented or

developed need to take account of the background and skills of the learners so

that learners are not confronted with barriers which will inhibit the learning
process (Phase 6:200).

Employees sometimes develop skills which make employers uncomfortable (for

example political literacy) and vice versa. These need to be considered as part

of the total workplace situation. Labour demand creates opportunity for the less

skilled and disadvantaged to move further up the labour queue and be

employed in spite of skill deficiencies. Job skill programmes are necessary with

any education strategy within a company. These teaching programmes need

to be in progress to ensure operational ability, however, the greatest education

need would seem to be developing people in such a way that they would learn

to participate in, and understand, their situation. Reflection on this situation

could enable them to take responsibility for their own lives. It could allow for
understanding that which needs to be changed and the choice of an

intervention that could bring about the change.

Research as praxis involves the research in a democratized process of enquiry

characterized by reciprocity and empowerment to find a balance between

personal problems and social structure (Coenen, 1989:50). It is necessary

therefore to base the development of any programme (including job skill

competency), on the full participation of people at all levels and at all times
(Phase 6:260).

A social situation has been studied in this research with a view to improving the

quality of education and action within it. Transformation that has occurred in

the situation has changed the roles of some of the people and there is some

evidence in the Company of behaviour change, organizational change, and a

change in people who have started to learn how to participate, discuss and
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stand up for their rights. The learning came out of experience and this form of

involvement is considered to be intrinsically educational (Phase 4:117). With

the guidance of a practitioner-action-researcher grounded in education, the

development of understanding and the initiation of innovative practice did not

need to be the prerogative of managers but a possibility, and even a
responsibility, of employees as well (Winter, 1984:5).

Despite these problems and limitations there is value for both social science

and society to continue investigating this issue. It is my view that this study

constitutes an appropriate way of investigating social processes and issues in

a workplace situation; and its attempts to feed something back to society are

important. Giving the participants an opportunity to use their experiences to

improve their own situation, and to learn useful skills for further autonomous

action, shows the way to increasing their ability in solving their own problems
(Coenen, 1989:70).

Limitations or barriers were evident in this research and it was obvious that

some people were fearful of change, power-sharing and losing control. For

some people it was much easier to continue to control other people, using them

as conduits for their instructions, or as objects to carry out their instructions.

Firstly, this gives one a sense of power as one manager said "Being the only

one who knows how to do things properly." Secondly, it displays a paranoia -

a fear, that given the power, someone might just do the job better than you or

better without you. Power in this context excludes some people from

participating and excludes the person in power from interacting meaningfully

with these people who are not given the freedom to participate or the freedom

to bring about possible change.

Some people in the situation were embroiled in a disabling mass culture which

also acted as a barrier and, subsequently, prevented them from acting as

individuals. Union affiliation should not be threatening to a workplace as it

could ensure the implementation and maintenance of fair labour practice. The
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problem arises when the union acts manipulatively and autocratically,

disempowering its members, instead of encouraging democratic competence

and negotiation on the workers' behalf. What managers and union officials both

need to learn is that democracy should be understood as a set of values

involving social contracts with all people, parties or groups. The result of the

strike showed that both managers and union officials had failed. The challenge

was, How were they going to address this failure and move ahead to change

the situation?

Democracy infers that everybody actually participates in the act of decision-

making, either directly, or indirectly, because people have participatively

chosen people to lead on their behalf (Phase 5:179). Union shop stewards

were supposedly elected by the employees in the research project, but it was

later established that they were appointed from outside, and imposed on a

fertile bed of grievance-ridden employees. Employers and managers are not

usually appointed by employees; however, the way in which they manage

should be democratic. If the Company had a fertile bed of grievance-ridden

employees, the communication and participative involvement process within the
Company was questionable.

Reflection on the research situation will always open the situation to question

(Winter, 1989:66). The outcome of our phase of practical development will be

a need to inform theory. Therefore, the theory, according to Winter, being

based on practice is itself transformed by the transformation of practice. In this

relationship between theory/practice and transformation, the process of

education is ongoing and ever-changing. In this transforming process,

traditional curriculum and teacher centredness are unacceptable just as notions

of being a liberating educator can reflect naive ideas of ignorance and
arrogance.

Teachers, as facilitators, need to learn how to critically reinvent knowledge with

learners from their place in society. In the process of making knowledge
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meaningful by triangulation (Phase 4:159) there is a need for a teacher acting

as a facilitator, to keep the process in motion by constantly posing critical

problems encouraging reflection to enable other possibilities, and to develop a

philosophical framework. In this research, employees and teachers have to be

learners, and both have to act as critical agents in the act of knowing. They

need the power of voice to unveil challenges and to understand the realities of

the situations they are in and those situations outside of them. They need to

be part of change. They need to be committed to self-critical reflection and free

and open dialogue for a true understanding of action research in action,

allowing education to be emancipatory and empowering in the ongoing process.

This dialectical collaborative form of inquiry and action will hopefully not be

conclusive, but will create various critiques, questions and possibilities in a

never-ending interaction between theory and practice as one constantly

considers the notion of learning in a process of education. The process, in this

research, developed as a notion of educational practice with its origin in the

experience of practice. Theory emerged in a workplace context within specific
forms of experience and, on this basis, we were able to intervene on the basis

of informed praxis as proposed by Freire (Phase 3:102). The important

realization is that there is no beginning and no end. The problems that arise

in this research must be challenged and acted on. The questions that arise are

part of the problem and provide the necessary tension to encourage future

action. The action which occurs may change the situation and unveil a further

set of problems. Change is dynamic. Development is dynamic. If there were

no problems, then there would be a real problem.

People need to be taught to participate through communicative endeavours that

are meaningful (Delpit, 1988:296). "As a teacher, I am a practitioner. As a

researcher, I am a theorist. Human beings are continually forming theories,

testing revising and learning, as they go through their day to day existence -

this theory based on observing and reflecting on one's own experiences is a

powerful tool to inform practice alongside the educational research theory of

noted educators in the field" (Avery, 1990:42).
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Ricardo Semler

" ... there is no contest between the company that

buys the grudging compliance of its workforce and

the company that enjoys the enterprising

participation of its employees. "
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APPENDIX A

SURVEYS OF THE QUESTIONNAIRES OF
STUDENTS AND BUSINESSMEN

Definitions in this Group are arranged in the following order:

GROUP I : STUDENTS

(a) Black Schools In the Soweto Township. All pupils were black. One
of the schools was funded by Commerce and Industry and the others
were government funded state schools.

(b) Private Schools which are open to all races. However, they are
discriminatory on the basis of class and cost.

(c) White State Schools. The state schools participating are all white
government schools supported by government funding. Until 1990 no
government school allowed children of different race groups to be in the
same school. These questionnaires were sent out in March 1991. At
this time, two of the three schools involved had met with their parents to
discuss the possibility of opening the school. At the time of writing, none
of these three schools had black students.

"Every person, no matter what colour she is, has got a right to vote."

Students' Democracy Definitions

(a) Black Schools in the Soweto Township

"Freedom of thought, speech, each man equal".

"All people all races must be free. Blacks to have shares in the government."

"Every person human being has the right to vote under any circumstances."
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"Where people govern themselves, people of different racesworking together."

"Every man and woman no matter what creed or colour, over the age of 18 has
the right to vote."

"Working together with different races."

(b) PrivateSchools

"Democracy is the system for example in the government. People have a right
to vote in those they want to represent them in a government. The individual
has rights to express himself and has right of press. In democracy everybody
is equal in the eyes of the law. Individual before the state."

"Means to me that the government is being controlled by the people and the
people choose who the government should. People consider one man one
vote as a solution and I definitely think that this would be unfair for the white
population as the government would then be black. An alternative system
should be thought of e.g. 3 black man's votes equal one white man's vote. I
am black and feel that blacks are not good enough to control the country yet."

"Democracy, to me, is the system of government which allows all citizens the
right to air their views and gives them freedom, as in regard to religion, the
media and the basic human rights. However, in regard to education,
democracy would mean that all citizens receive the same education. This, I
believe, is the only way which will lead to democracy."

"The right/freedom to decide how and by whom we should be ruled. Also the
right to say what I believe. The right to worship as I want to and what I want
to. The right to read what I want to and to write what I want. The equality of
all under a government, equal education, and job opportunities."

"Democracy is basically to choose who is going to rule our country in the near
future. Education is therefore very important in our country, especially among
the black population, who have been over the years very backward in
education. The black education has to change for the good of our country or
else our country will be governed by 'illiterate' people who are taught what to
think, not how to think."

"In theory it would be the perfect way of government but due to corruption it
falls short. The government in South Africa is working towards a democratic
constitution. If change occurs slowly and everybody, whites, black and
coloureds, work together for a better South Africa, then democracy has a
chance and only then will civil war be avoided." .
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"I think that for South Africa democracy is the best form of governing our
politicians can use as it tolerates the minaritys' views and ignores class
distinctions. Nationalisation would not be a good form of government as the
more competent of companies would end up being in the same class of
business as the less competent ones. There would also be no competition and
the products will therefore not be as good, qualitywise."

"To me democracy means that its a government whose members are elected
by the people. But throughout the years it has connotated to oppression of
non-whites in South Africa because not everybody was given the right to vote.
This side of it makes me think that it has failed to work for the people in South
Africa."

"It is a form of society which ignores a person's colour, sex, creed or hereditary
class distinction and tolerating minority views without any prejudice or
discrimination. It is the form of government by all the people of a particular
governing system not just one particular race."

''To give the unprivileged an opportunity to decide on what they want to do and
the way they want to be governed. To be precise, to give the unprivileged their
right. In DET schools, most people are not satisfied with the education they are
receiving. If they had a say in the department, the would have got the
education system to be changed."

"Control of an organisation by its members. A social condition of
classlessness. To get an education is the right of every individual."

"Democracy to me can be summed up by the words 'majority rule'. True
democracy, in the sense of all people having a say, seems to be an impossible
ideal - in the African context at any rate. American or British style democracy
will not succeed in South Africa."

(c) White State Schools

''This to me suggests a situation of 'each man to his own', with different
opinions and this is the sort of government that works well like in Britain and
USA. It involves a group of people who lead and guide a group of people.
Democracy conjures up a sense of fairness in government."

"Democracy is a system that should be governed by fair play and justice, but
can become a malignant growth hampering that of the nations. It is a system
whereby a person at the top is only a representative of the people he stems
from and not the demigod some people think themselves to be. Democracy
works in 1st world nations, but not with the blacks. I don't mean to sound
racist, but it is the truth, take Zimbabwe for example."
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"A democratic South Africa is obviously the dream of many non-whites in our
country. A democracy promotes freedom, opportunities and hopefully
eventually success."

"A free form of government where the state truly represents the aspirations and
convictions of the people through freedom of choice and a say in the running
of the state."

"We are supposed to be a "democratic" country where everybody is allowed a
say in the running of the country and a vote and yet everywhere I go I see
people not being allowed this chance. This disenfranchised nation is our black
population who I think, if given the opportunity of a decent school education and
being allowed the same opportunity, will make a more than valuable
contribution to our country."

"A state of ruling where the administration of the country is metered out fairly,
and by one ruling body, brought into power by a majority vote."

"Democracy simply means one man, one vote. That in a democratical society,
every person should have a right to vote, and it must be the majority rule. In
a democratical society, every person must have equal rights."

"One man, one vote no matter what his colour or creed is."

"Equal rights for all, regardless of race, creed or colour."

"When people of all races are able to vote and determine their own future."

"The term "democracy" refers not so much, as people believe, to the majority
ruling, but to the people ruling, and the respect for individuals' rights, so long
as they do not interfere with other individuals' rights. Democracy is an
unattainable ideal, and not necessarily wholly desirable.

"Is the freedom to choose what religion you serve and what political party you
support."

""Freedom of choice". This is all very well, but this policy doesn't seem to have
worked all that incredibly (well) in America. The "one man, one vote" is
understandable, I feel that everyone should have his own say in how his
country is run, although this policy could also be used and abused as many
others have."

"Democracy is synonymous with freedom of choice, choice of leaders, choice
of life style, choice of working conditions. A problem does, however, exist.
Where democracy is in practice, the minority is inevitably dictated to by the
majority. This situation is equally as dangerous as the present, unfortunate
situation in South Africa."
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"South Africa in my own opinion needs a democratic government which is not
oppression of any race. Democracy to m means the parliament must consist
of all races including those who are the minors of this country. Democracy for
South Africa must also include the ending of segregation, oppression and
discrimination of other races' culture."

''The freedom to choose, vote without having to consider people's skin colour.
Democracy is having the equal rights for everyone in the country. People must
be able to be managers of big businesses and also vote for the president."

"Is freedom to our country, schools, work place etc."

Students' Liberation Definitions

(a) Black Schools in the Soweto Township

"Where there is freedom, it is where people are satisfied and free from
oppression."

"All people must have freedom in this country, like living together sharing ideas
whites and blacks."

"Everyone needs freedom. All people must not be oppressed. And love must
be promoted as we know where there is love there is prosperous."

"Freedom."

"Freedom from suppression that is enforced upon you."

"Freedom from a conservative authority."

(b) Private Schools

"The rights of the individual before the state's interest. Freedom of religion,
freedom of speech, freedom of voting. The state has to see to the individual's
rights. Freedom of receiving a good education to the fulL"
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"Liberation simply means that the laws which the white population (apartheid
laws) have formulated for the black man get abolished, i.e. the black man be
free of these laws and participate in votes to form better "laws" (in the strict
sense of the word). I feel that the primary liberalisation should begin through
education. Black man should not be thought what to do but how to do (I have
experienced being thought what to do in my primary education, and having
come into a multi-racial was a complete change.)"

"A movement to free oppressed people. This should start with the young in
school, they should be properly educated as they progress in school. Thus
once they leave school they will be able to break the common beliefs - whites
are more intelligent than blacks, blacks are savage, all whites are anti-black.
Properly educated people will be able to see the manipulation in politics, and
resist it. Properly educated people will have learned tolerance thus violence
should decrease dramatically. Education is the key to the treasure in South
Africa."

"Liberation means freedom, i.e. to set free. Liberation would mean that people
are given the freedom to enjoy their rights, but these rights have to be
appreciated by everybody and noticed too by all authorities. People's education
is in itself a means of liberating people who have for long been oppressed and
given an inferior education."

"For the past 5 years, freedom of speech, of vote was taken away from the
black people with the state of emergency. Black people could not gather in
groups and discuss things happening in their beloved country or else they
would get arrested. People learn from each other and they need experiences
of other people to learn from. Education is therefore also important, as
understanding and negotiations are important in government, which is in the
hands of youth."

"Sure South Africa has to be liberated from apartheid but the ANC, IFP, and the
3rd factor have to have a policy and a plan of development because at the
moment they don't, they act on impulse and as a political party they cannot
contradict themselves (which they just have 20.9.90). They act on impulse not
with thought which is fatal - for South Africa."

"South Africa, at this point, definitely needs to be liberated from all the conflict
and violence, or it might end up that progress will be halted. Liberation from
oppressiveness and superiority of whites also has to occur so that both black
and white can work together to further progress."

"Everyone should be free to say whatever they want. Everyone is entitled to
their own opinion. No one should enforce another to do something they don't
like. One should be free to do what he or she thinks is good for them, for
example: the education in DET schools, some don't think is good but they
have to do it which is not good enough."

https://etd.uwc.ac.za/



401

''The white government of South Africa has been very afraid to liberate non-
whites because they were afraid of their domination. Now it can be seen that
they have nothing to fear. It is very possible for whites and non-whites to live
in peace."

"Freeing of suppressed subjects which were regarded as part of a particular
governing system. This is an open-minded, unprejudiced form of freeing a
subject (especially political) as a result of successful negotiations by opposing
parties."

"At the moment our country is very conservative, and as everyone knows
"freedom" is a longed for luxury. By liberating a country more, i.e. by treating
children as adults a very positive effect can be achieved."

"If the DET was to come to an end, the pupils under DET would feel free after
being oppressed by Bantu Education. In DET schools, pupils are taught what
to learn while in TED schools, pupils are taught how to learn."

"To make free. To give people a choice in educating themselves. To force
people to be educated in a specific field gives them no liberty to choose."

"Liberation means to me the freeing of people from certain constraints - all too
often economic, not necessarily political. These include illiteracy and poverty.
'Political liberation' as viewed by many people is useless without food, shelter
and education."

''The first step towards new South Africa is to liberate the oppressed. We need
an education to liberate ourselves, and we also need liberation to educate
ourselves."

(c) White State Schools

"Ah - the freedom for which every man longs, the liberation of acting on what
you will. This is overrated and for a sense of real life there has to be a lack of
it. It works in life that some ideas and people can't have that liberation."

"A means by which a suppressed people gain personal rights and freedom. In
theory this should work, but 9 times out of 10 it doesn't, especially in Africa as
the poor stay suppressed always."

"Freedom physically, socially and psychologically, and the ability to choose
ones own ideals and marais."
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"Often the word liberation is used to describe organisations like the ANC who
are the "liberators" of the black nation, but I think of this in a different sight as
liberty should be allowed to develop in the hearts and minds of people and not
by the barrel of an AK 47 rifle. The Americans even have a Statue of Liberty
to show that they are a liberated people. This could happen here in South
Africa as well and should be allowed to happen."

"The release from bondage/restriction of ideas, views and ways of life. In so
doing, being released into a normal human life."

"Liberation Day in Europe was when the Allies freed Europe from Hitler. To
liberate something is to take away something negative. A person could also
be liberated from hunger or worry."

"Liberation means to free or to be freed. In modern times, the word 'liberation'
is used in a sense of oppression - people who have suffered for a long time,
finally took a stand and are moving towards their liberation."

"Liberation means freedom. It can be freedom in terms of releasing political
leaders, freedom of having the right to choose your residential area, and
freedom of choosing any school for your child."

"Freedom of those who are oppressed."

"Being a liberal in the political word. To promote freedom."

"The freeing of something which has been restrained or restricted."

"A system where every person is free from suppression."

"Freeing of a suppressed party e.g. group of people. Breaking down of
barriers/laws which inhibit the activities of a group."

"Freeing a group of people from a system, government or set of rules
previously (externally imposed) restricting them, i.e. "liberated" women have
discarded the old views and now follow 'freer' lifestyles, liberated people are
supposed to be unrestricted in all ways."

"When people who have been suppressed in one or another way, are set free
to determine their own lives."

"A broad general term referring to the freeing of peoples' rights, and recognition
of these rights. "Liberation" is often misused in the context of terrorism. When
I hear the word "liberation", I am instantly suspicious."

"Is the party which is all talk but never does."
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"Liberation before education". Freedom is important and so is freedom of
speak. But it all depends on the circumstances and what the possible result
could be. People are very good at stirring."

"Freedom change" is where black and white must get together."

''The unbanning of the ANC, its armed wing Umkonto we Sizwe, its ally the
SACP, and its rival, the Pan Africanist Congress - this, to me, is liberation."

"Liberation is the setting free of those races which are said to have no freedom
of speech in this country. Liberation must not only mean they can do what
whites in this country do, but it must mean total freedom. Access for those
oppressed races to everything, including parliament, the military, air force and
navy."

"If only people can be set free from the stereotype education, housing and jobs.
Without them being liberated from the stereotype thinking, they cannot improve
their ways of living. Liberation is setting the people free from the usual way of
doing things that are unbeneficial to them."

Students' Transformation Definitions

(a) Black Schools in the Soweto Township

"Changing from the existing status quo to either a new or worse situation."

"Every man has a right to do what she or he wants or feel like getting in white
place those things must happen in order to be a new South Africa."

"Change to transform i.e. become another newer self."

"Means change in the new South Africa. People should share everything.
Apartheid must go away from the new South Africa."
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(b) Private Schools

''The changing of the way we live in South Africa. Rights of all races to be
recognised, to be equal in eyes of law. Change in constitution - equality.
Change in injustice towards all suppressed races."

"Transformation is just the change of everyone. This will only be possible if the
black man forgets about his previous prosecutions and accepts the "new" white
man who would also have to forget his previous "scars" caused by the black
man. The only solution is collaboration. The whites should give blacks
education and the blacks should forgive."

"The political parties, on the extreme left have gone about the freeing of South
Africa in the most pathetic way possible. Had the youth, in 1965, been given
good education instead of guns, fear of blacks would have decreased, blacks
would now have the positions they will have in 10/20 years, people would see
blacks are not stupid. ANC, PAC, Inkatha, REALISE - EDUCATION IS THE
KEY, A GUN DOES NOT FIT."

''Transformation is the changing of one thing to another, and the process of
transformation is almost always positive. Because South Africa is entering a
new era, the system of education too will have to undergo a transformation so
that all people can be accommodated with one education system,
irrespectively."

"Change of education (black) education is necessary. In universities, many
black students do not go through the first year. This is because of the lack of
training they did not get in black schools, problems arise as they do not
understand each other. Therefore, we should all do the same education and
get to know each other (black and white) to make communication better."

"Once South Africa has a new constitution and a mixed government which has
the same high education we will do a lot better. I don't want to say that without
equal education we won't grow as a country, but the education departments
have to join to have one standard of education. With everybody having a 1st
world education, then maybe the blacks will be more accommodating towards
each other and listen to one another and then we will grow more quickly."

"Transformation is needed in South Africa, especially in the world of education
so that blacks and whites can get the same opportunities to develop. In so
doing the economy of South Africa would also eventually transform to the better
as there would be equality between all employees."

"South Africa is going through one. It is the change from one stage to another.
The abolition of apartheid is one big phase. It gives a whole new meaning to
life to the blacks. One now feels better. This country is being transformed to
a normal country, like USA."
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"South Africa's transformation is for the good of all citizens. Education, which
is very important for a country's development, should also undergo a
transformation. We should all be taught at high standards, in so doing building
up a new and better South Africa."

"If we transform to a liberal democratic country, we should expect changes
such as the scrapping of Bantu education. We should also expect an
improvement in black education. All schools should be opened for all."

"It is a change of shape of an old system or way of life into something bright
and new, and more importantly, it is beneficial for the future of a new life. It is
a change whereby everybody is equally treated (in terms of South Africa)."

''To change from DET to TED or such education boards. Transformation will
not be sudden but there will be transitional zone. Both teachers and pupils,
possibly the education board as well, will have to be transformed. Therefore
transformation will take some time, in the meantime the rest of the world would
be advancing their education. It would therefore be wiser to start now and
change and improve our education system since we do not know what the
future holds for South Africa."

"A change or alteration - a radical one. A radical change in the old education
system is necessary."

"Transformation is the changing of a society. South Africa is changing radically
- for ultimate better or worse remains to be seen."

(c) White State Schools

"This makes me think of change, change which is (or so we're told) about to
really happen. It will convert some lives to better ones, others to worse - no
one says change/transformation will make us all live in a perfect country."

"A process whereby a definite change occurs between what was and what is-
to become. In South Africa this means the maturing of the black population
politically, for generally they are quite infantile about things."

"The change should be formulated around a democratic system and should be
fed through slowly, allowing people to get used to the idea as people don't
particularly like change to a "democratic" society. There should be a change
over to another system but it should be investigated and not just suddenly
implemented."
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"This means to change. Change is what we all need to do right now. Together
with transformation there must also be a lot of forgiveness and forgetting of the
past."

''Transformation means undergoing a change. South Africa is undergoing a
change at this moment, i.e. in its political structure, economic and mostly, it
must have a change in its educational structure."

"When something changes from what it was to something completely different,
taking on a whole new outlook or meaning. The change can however be
drastic or slight."

"A change from one political idea or system to another."

"Change in form/content, e.g. transformation of a constitution from one
type/point of view to another."

"Changing of something (especially externally), e.g. transforming the
appearance of a city, transforming a country's economy or lifestyle. A total
makeover, presumably for the better?"

"Is a change, which can be for the good or for the worse. It is quite a radical
change and affects everyone."

"This is when something undergoes a change for example the transformation
of an ordinary school girl to a beauty with the help of make-up."

''The changing of something from one form to another. Usually a major
(profound) change in state of being. In a scientific context, the changing of the
voltage in an alternate current; also some other technical meanings."

"Is vital in a transforming South Africa, it brings violence, destruction and feat,
but its final result is beneficiaL"

"The transformation of South Africa from a police state to a place where, today,
black protest marches are allowed to take place."

''Transformation must be the reforming of the laws that only affect one race.
The changes brought about must include every race in the country and no
exceptions that some laws do not affect certain races. Transformation must
include every race included in the matters affecting the development and the
future of South Africa."

''Transformation is very important in any country but especially in South Africa
everyone is demanding for transformation. Changing from the old laws to the
new ones. The country has to keep up with the changing of times, as
technology is getting advanced, so should the change from apartheid to
democracy."
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Students' Emancipatory Definitions

(a) Black Schools In the Soweto Township

"All people are free in their country."

"Freedom from slavery."

"Freedom from oppression that you have opposed among yourselves."

"Freedom from restrictions placed upon you by yourself or from the cultural or
ethnic group you belong to."

"The "bantu" education is enslaving the black man and the most important way
of getting a black man is by giving him the 'how-to' education."

"Freedom from slavery to the blacks, whites, etc. Education needs to play role.
So all people must be educated. As people, we need equal rights. Violence
should stop."

"Freedom of restrictions after being placed under by another authority."

(b) Private Schools

"The setting free of political prisoners. The setting free of those that are
oppressed by injustice. The setting free of people to express themselves, i.e.
talent cannot blossom if there is oppression of races."

"Removal of the 'chains' that bind people into certain categories. Not only
political chains but social chains. Chains that bind blacks into a PATHETIC
education system, making near impossible for a 'poor' black to make it in the
world. Making GOOD black politicians few and far between, making blacks be
in subservient roles, where they might make excellent leaders. Emancipation
of education has to be the first step in uniting South Africa. The forward motion
has to stop until education catches up."

"Bantu education has, and is still, a suppressive education system. It has
achieved what it was engineered to do, and that was to suppress the black
nation, and to give the oppressor power over the black people. and it has
succeeded. But with what has happened in the last 6 years, this system has
shown instability, and it is fair to say that soon it will fall down and crumble
under a new South Africa. Education is the only and efficient way of setting
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those that have been oppressed free. It has been proven that education,
education that allows one to grow and develop to maturity, is the only way of
emancipating people that have for long been oppressed."

"Equal education will set all of us free. Free in our jobs and careers, free in our
sports, and socially. Our country will not be successful without the freedom of
its people. Freedom of speech, vote, etc. will bring freedom to us all. Peace
and proper protection from the low will bring freedom to us all. Emancipation
will be very important in the new South Africa which is for both whites and
blacks, who will live and work and be always together."

"To set free from social, legal or political restraints especially. This is mainly
brought about by a new and leading powerwhich supports the views of minority
and majority. This power is also aware of the people's rights for freedom."

"With the black man having been set free from their lower education we will be
able to understand each other and work as individuals with separate (even if
they are the same) ideas and not as it is at the moment a mob violence. This
means that South Africa will listen to each other without weapons which don't
settle anything. The average black man doesn't know what is going on at the
moment, so with an "education" (compulsory) South Africa will develop from a
split 1st world! 3rd world country into a rich 1st world with a strong future.
Where the finances will come for this is the problem and will they sit down to
hard work is the other."

"Emancipation from intellectual restraint, as well as from social restraint, is a
very important step to get South Africa to develop further. It is also necessary
as it would help to get blacks and whites to work together in harmony."

"Setting free from slavery. Education should be set free for everyone to learn
and be as good as the other. The DET schools could have good leaders,
directors, lawyers, etc. but because they are bound by poor education, it is not
easy to show it. They should be set free from poor standards of education to
better ones."

"Education of non-whites should be upgraded so that it is at the same level as
the whites education. This in turn could make more people interested in
learning because they know that with it, they could get somewhere in life."

"Since long ago, pupils from DET have known that their board is not
satisfactory, even if they do not know the reasons. From young ages DET
pupils are told that their education is not satisfactory. If the DET is changed to
another education board, the pupils will not only be liberated from their
unsatisfactory education, but also from their beliefs or knowledge of the
unfairness of DET."
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"To free from restriction or restraint. There is no real reason for division of
schools. The individual should have a choice as to whether he seeks a good
or poor education."

"There are many factors which serve to emancipate people from their political
and socio-economic bonds. These include increased awareness and
discussion, education and self-help."

"If every emancipation can be achieved, it would serve as a tool against
oppression and would help the black population to have an opportunity in
getting a better education."

(c) White State Schools

"I'm not sure what this means - maybe it's something like overruling old laws
and old ideas and converting them to the new revised standards."

"In sense almost the same as liberation, but this view is seen most likely from
the "ringleaders" side of things, thinking that they can change a country on its
way to peace; by violence. Emancipatory really is just an excuse for an
unwarranted act of violence."

"Many people in our country are "locked up" because of various problems.
Problems such as the government in past years. I also feel however that too
much blame is piled on the government. Setting people free from themselves
i.e. giving more opportunities will be a great idea."

"Something having liberal connotations."

"Freedom is hard to define but it should include freedom of living where one
wants to, freedom to a decent and up to standard education, freedom to attend
any church and freedom of movement to sports events, and to join sports
clubs. This would mean integration on a large scale, but if studied and
investigated correctly, it would work welL"

"Freeing/releasing/liberating with a nature of improving conditions."

''This word is used more often nowadays as non-whites are being "released"
from their "oppressors" in the education, political and social spheres."

"Emancipation simply means the setting free of the people. The black people
in this country, and the black political parties have been fighting for their
emancipation against apartheid. Emancipation also means the right of one to
practice his/her rights, regardless of race i.e. every person must have equal
rights."
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"Breaking out of a mould."

"Long before black people and women were never given a chance to prove
themselves in high positions - e.g. managers, etc. But now, there is opportunity
to everyone to prove themselves."

"The freeing of something from the restraints society places on it."

"A system where every person is free from superiority and therefore each
person has equal rights."

"When a group of people/person is given some form of relief/payment after they
have been wronged, e.g. slaves are liberated and then given jobs as a form of
payment for their years of enslavement. Emancipation - relief from inside;
liberation - relief from outside."

"Freeing from externally/self-imposed restrictions. Emancipated people have
chosen "freer" lifestyles from their own viewpoint and decisions, and don't need
to follow external advice or opinions."

"Is when people who were previously restricted from doing something, e.g.
some kind of work, are now allowed to carry out that action."

''To emancipate somebody is to free them. Therefore if something is
emancipatory then it is "freeing" i.e. it is in some way able to free something."

"To do with the freeing or liberation of something an individual or group of
individuals. Often used in the context of 'the emancipated woman'."

"Is wrong."

"Freedom for people who deserve is good. But political prisoners and others
who have committed crimes and killed people, seem to be able to get off scot
free without even serving half their sentence."

"An emancipatory process must take place in black education in South Africa -
an emancipation from ignorance to knowledge."

''This really concerns people in rural areas who are still held by their so called
masters, who think they own their labourers. Every person must be allowed to
make up his mind and to have his own opinion."

"Setting free of personal or individuals from being slaves of other people. No
one has a right to possess another human being. Only the creator, God, can
possess His own creation. Not creation possess creation."
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GROUP II : BUSINESSMEN

Businessmens' Training Definitions

"A course of teaching in specialised skills either practical, theoretical or both."

"Providing individuals with the necessary skills in order to fulfil a task or tasks
by engaging them in activities that simulate those tasks to be fulfilled in the
future."

''The imparting of skills by means of practical demonstration and participative
practice with clearly defined performance targets and quantitative and
qualitative measurement."

"Any definition which provides an individual with a skill or skills Gobrelated) not
formerly possessed by that individual."

''The provision of practical skills for a given job situation."

"Activities of an instructional nature, on and off the job, aimed at helping people
subjected to it to better understand and execute the job they are expected to
do."

"Formal, structured development of employees and non-employees in skills
improvement and technical study. Could be offered in-company or through
external technical training institutions. Would include business related training
on functions such as accounting, finance, production, etc."

"Within the company - improving ability in current job function, or providing new
expertise which would allow employee to participate in another job function.
External to the company - providing individual with skills to permit gainful
employment or upgrade potential for higher level employment. Either intensive,
short term programmes or on-the-job programmes, e.g. apprenticeships."

"Equipping people with skills/competencies that have been appropriately
identified and agreed upon.""

''The imparting of special skills on an individual so that he/she can perform a
task at optimal level."

"A process whereby skills are provided to employees enabling them to better
perform their work responsibilities. This can be either 'on-the-job' or 'Iecture-
room training."
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"Training is the provision by management of activities aimed at ensuring the
acquisition of specific skills by employees under the guidance of a skilled
trainer."

"The acquisition of skills to perform specific tasks as required in commerce and
industry. Competency is of critical importance."

"Imparting of knowledge and skills to enable employees to do their jobs more
effectively."

Businessmens' Education Definitions

"The imparting of knowledge and the development of the thinking process."

"Any activity which provides an individual with a largely theoretical body or
knowledge which is of a general nature and not specific to one task."

"Broad teaching in the basic skills (3 R's) plus the study of many other
subjects."

'The imparting of a specific or general knowledge on an individual in order for
them to gain a better understanding of the world around them."

'This is the basic foundation upon which all life skills should be based as well
as the ability of the individual to build a meaningful working career."

"Education is the provision of broadly based skills which will permit the
individual to acquire knowledge of the world in its broader sense in order to
equip him for life."

'The acquisition and understanding of bodies of knowledge - increasing in
quantity and complexity - through recognised processes and institutions."

"A much broader concept incorporating training but focusing on more than
specific skills, e.g. behavioural skills, conduct, life-style, etc."

"Providing individuals with information that will enable them to take their place
as a productive unit in society."

"The teaching of a broad spectrum of subjects to equip the individual with a
base on which to choose a direction of skills or a profession."

"Formal training aimed at giving people subjected to it a broad knowledge base
which may be going in a special direction later on in the educational process."
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"Formal study by employees or non-employees in an academic field towards
a recognised certificate, diploma or degree."

"More formal education as opposed to training, i.e. primary, secondary and
university/technicon education."

"Assisting people in their own growth and development so that some sort of
self-actualisation is achieved."

Businessmens' Emancipatory Education Definitions

"Allowing individuals to develop their talents and strengths so they can
creatively use their thought processes in order to make the most of
opportunities or create their own opportunities."

"A combination of education and training."

"Teaching techniques and programmes to educate uneducated individuals in
order to bring them to a point where skills and professional training can begin."

"Aspect of the educational process which is aimed at trying to overcome
(centuries) of sexist and racist thinking in one society and individuals in our
society."

"I have not come across this in our business environment. By interpretation it
could be an education free from any political constraint."

"Special bridging/accelerated programmes to hasten education process due to
previous deprivation or unsatisfactory education."

"Assisting people to effect a paradigm shift in their thinking so that new
perspectives on themselves and their world are gained."

"Teaching geared to helping people to rise above their present levels and
surroundings."

"Education designed to free individuals from being stereotyped."

"Given the discrimination that has existed in South Africa towards the majority
of the population, emancipatory education presumably refers to an educational
process that will assist in 'liberating' the learner from an environment of
exploitation and inappropriate education."

"Emancipatory education is education which teaches individuals to think, to
question and to fully utilise their intellectual capabilities."
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"Education enabling people to 'unshackle' and advance to whatever level they
are capable of." '

"Involvement by all people in the decision-making process in all matters that
affect them."

Businessmens' Democracy Definitions

"Government or management by majority vote."

"Freedom of choice."

"A process in which people have responsibility for their own lives with a
minimum of interference from Government, but ensuring the right to movement,
free speech and justice."

"Democracy is the participation of people in their own governance."

"A system of governance whereby, through the electoral process, the governed
consent to be governed and hand over the office of authority to those elected."

''The right of the individual to express his/her views as well as the responsibility
to accept the majority view."

"The ability of each person irrespective of race, creed or colour to make
choices that would best suit that individual's needs within the framework of a
free and law abiding society."

"A political system in which the rights of all individuals are protected and in
which no individual is deprived of any opportunity which that individual has
earned."

"A process by which individuals may have a say in, and be able to influence,
decisions affecting their lives with the concomitant responsibility for those
decisions."

"A situation or circumstance in which people as individuals or in groups have
the right to be free and that right is protected. Freedom of expression, religion,
etc. and free vote."

"A system where all people are free to think and choose without interference
or intimidation. Where everyone has equal rights, a system that is free from
discrimination."
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"Environment which allows individual as much freedom to choose for himself,
the functioning of a free market, minimal government interference, respect for
intellectual property."

"An ideology that espouses a political vote, the freedom to express themselves
and participation in the production of income without state interference."

Businessmens' Social Responsibility Definitions

"Investment by a corporation in terms of money and time in private communal
needs such as primary health care, housing, education, etc."

"The free choice of a company to contribute towards social upliftment according
to its financial means, and its value systems."

"Involvement by the company in helping to solve or rectify shortcomings in the
social and political environment."

"The responsibility of individuals and groups, organisations, companies, etc. to
be involved in the upliftment of our fellowman especially in situations where the
state is not willing or able to fulfil this task."

"This is the action an individual should be taking to improve the quality of life
of the people with whom they interact. Every person from the lowest rung in
society has a social responsibility."

"Guilt money of "other" companies. To us there is no responsibility - it is an
investment with self-interest."

"The responsibility which each individual has for every other member of the
society in which they co-exist."

"To provide help to the immediate community of employees through facilities
or finance."

"Describes a company's responsibilities outside the narrow confines of its
commercial activities, e.g. nature conservation, health care, housing, etc."

"A process through which business entities attempt to become better citizens
or members of the wider communities in which they find themselves."

"Is the behaviour of an organisation in a manner which contributes to the well
being and positive growth of the community in which it exists."
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"Business has a responsibility to be sensitive to the needs of the community in
which it finds itself. However, such an involvement should be viewed as social
investment suggesting that as a result of such activities, business should expect
a 'return' in, for example, more appropriately housed people and a better health
delivery system, etc."

Businessmens' Community Definitions

"Caring for the needs of a society who do not have the resources to either care
for or develop themselves."

'The need to help others and to improve society."

"All the people."

"Groups of individuals who have a common interest, heritage, location, etc."

"Business needs to take a narrow view of 'community' to include those
segments of a broader community which have or could have a relationship with
the company. For example communities including company employees, or
specific facilities at universities/technicons associated with the company's
mission."

"Community is the total environment surrounding any organisation or individual.
Such organisation or individual will have a symbiotic relationship with the
community in that they both contribute to and feed on each other."

"At the core; the community of employees of an enterprise. This expands in
radiating concentric circles to include the family members and residential
environs of all the employees collectively."

"A collection of people sharing a geographical/residential area, language,
culture or other interest (art)."

"Those people at large where the business is being conducted but who might
or might not have any relationship with the company."

"A section of society at large which has one or more aspects/characteristics in
common."

"Mass of people disadvantaged by apartheid."

"Is a geographic grouping of people with a common agenda."
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"The collection of people living and working in a certain area usually
geographically defined, from which we as a company draw our labour force."

"One immediately thinks of "black community". I regard the community as all
the people who constitute both the urban and rural residential settlements. This
would include children and adults, employed and unemployed, church groups,
educational groups, etc. within a given community."

"All the peoples of the country, but more often in the geographic area where the
company is located."

"A particular constituency of people, normally black, that have real needs."

Businessmens' Empowerment Definitions

"Empowerment takes place when people have the opportunity to take
responsibility for their own lives, and they elect to accept that responsibility.

Although circumstances outside a person's control may impede empowerment,
true empowerment is never a privilege that is given by anyone person to
another, and which is therefore an act of patronage that causes one person to
be in another's debt. It is a trading transaction which benefits both the "giver"
and the "receiver" - a win-win transaction."

"Empowerment is a state-of-being that is actively and voluntarily entered into
by a person desiring the burden of accountability that is the characteristic of
adult life. In return for this accountability, this person gains freedom, and the
opportunity for fulfilment and for reward. In empowering another, the
empowerer sacrifices a portion of his or her own power, in order to benefit from
the force he has facilitated in the receiver. Both parties achieve a net gain."

"Empowerment is not an act of charity or philanthropy, and it is not an
enlightened employee policy, it is a philosophy."

"Empowerment only takes place when power is both given and taken."

"Empowerment means taking responsibility for your own life. People, in effect,
report to themselves and are accountable to themselves for their actions. They
do not conform to artificially contrived disciplines for fear of censure or the hope
of advancement; instead they conform to their own standards of performance
as the means within their own power to take the reward that is theirs by right
of achievement."
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APPENDIX B

INTERVIEW REPORTS

(First names and surnames were used on request of participants.)

1. KAYBET THAN DO KLAUS

Born and schooled in King Williamstown. Three sisters and a mother who

worked as a housemaid. His father died when he was a young boy and in Std

9 he left high school in King Williamstown to help support his mother and three

sisters. Job opportunities were limited and discrimination on racial lines did not

allow Kaybet the right to 'use' the schooling he had. Through his mother's

employers he was brought to the company he now works for. Today at 27 he

works as a personnel officer and teaches literacy classes held by the company

in the evenings. He hopes to eventually become a director of human resources

and believes firmly that education is the key to all development. He has been

involved in change processes in the company and continually works at involving

people in company activities.

2. AARON ZIQU

A bright young man who left school in Std 9. He grew up in Soweto where he

attended primary school and secondary school. At his secondary school, he

was a school leader and belonged to active school student organizations.

Money and personal problems prevented Aaron from matriculating. He is

actively involved in the trade union movement and has been identified to take

on the responsibility of representing the union within the company. He

presently works as a storeman and is studying office administration through
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Damelin College. His personal skills need to develop for advancement. He
wants to be a teacher.

The responsibility he carries in the process of people empowerment is heavy

and yet he continues the struggle as he stands up for the rights of the people.

Aaron is a firm believer of the power of education coupled with the need to

empower people. He once wrote the following:

A new programme for developing the company community is on
its way to success, because everyone is glad to be offered this
opportunity. This is the key to open the door of the new South
Africa. If we go into the new South Africa, leaving education
behind, how are we going to open the doors of our new born-
again country? Are we still going to be the leftovers? If "no",
then why not sign your name on the new education programme.
Let us all pull up our socks and playa role in development now.
Because if we wait we'll end up sleeping next to the road,
wandering about the streets, knocking on all the doors without a
reply. Stop blaming our parents for not sending us to school,
because parents are people too, they gave us life but they will not
live it for us.

Your future depends on you, it's up to you what you want to do
with it, because you are not going to depend on your parents for
the rest of your life. Even God helps those who help themselves.
The English say "procrastination is the thief of time" and
"education is the bread of life".

Aaron was urged by union officials to ensure that policies and procedures were

carried out fairly for all races in the company. To test this it would seem that

he put himself into various situations where he could challenge company

dismissal policies. He was dismissed after being party to fraudulent practice

relating to a time card. Was this a genuine attempt at dishonesty or union

'power play'? To my dismay, and to Aaron's, no union official came to his

'defence' or encouraged any of the employees to come to his 'defence'. He

lost the respect he had gained from people in the company (both management

and employees) and his own attempts to get out of the situation compounded
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this feeling. The company was certainly justified, on the basis of policy, for its

actions.

3. VICTOR SITHOLE

Born in Standerton in 1963. He attended school until he was 15 years old

(passed Std. 6) and had to go to work because his father died. Victor ran 15

km to school each day as he attended a farm school on another farm. When

his father died his family was told to leave the farm where he had worked and

they had lived. He came to the present company in 1985 as a lawns labourer

and is now a team leader/supervisor. Victor is keen to improve his education

level but finds it difficult to discipline himself after a day's work. He enjoys his

social time after work and believes he has got out of the habit of learning

formally. Job-skill training interests him but the culture of learning is something

that needs his attention as he progresses. He is sceptical of training benefits

and how sincere management is about developing people.

Jerome was born in 1965 in Newcastle. He left school in Std 8 at the age of

15 because there was no money to keep him in school. Black children

received no free schooling. Uniforms and books had to be paid for and his

father was a farm labourer earning barely enough money to feed his family.

Jerome is an 'elected' representative for the union, within the company, and as

a specialist labourer in a maintenance division, he has performed consistently

well in all in-house training programmes. In fact, he is one of the top

performers. He admits to passing through a phase of alcohol abuse, used to

avoid the reality. With pride he has moved through this 'phase' and is looking

for the opportunity to grow and be promoted.

4. JEROME HLUBI
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He has potential and, in the process of his development, he needs to find a

way to take the responsibility to determine his own development.

5. STEPHEN MALOKA

A delivery/messenger driver with a proud record of 14 years service with the

company. Born in Mafekeng, he fathered a son in Std 8 and one in Std 7.

Stephen has a Std 3 certificate and is presently enrolled at St Anthony's Adult

Education Centre, attending school four nights a week. Part-time study will

mean 14 years before he matriculates, and yet the determination he puts into

his marathon running, is being applied to his rationale for doing this. He told

me that he must strive to break barriers and he is determined to match his

children's success. Stephen had none of the opportunities he afforded his

children, and taught himself English and Afrikaans. His English is barely at the

operational level. However, he has learnt to read basic instructions and maps.

He steadfastly believes that education will increase his opportunities. When it

was suggested that he concentrate on his level of English literacy and job skills,

rather than his ambitious efforts at matriculation, he was not pleased. He is

certain that matriculation is the key to success. Stephen has always stood up

for his rights and makes decisions that he has thought through. In a company

where employees are faced with the dilemma of whether to join the union or

not, Stephen stands firm by the fact that he has no need for someone to make

decisions for him.

6. MAUREEN BANGO

Maureen was brought up in the Sabaiele area and went to school until Std 5

at a school in Vendaland (a homeland within South Africa). She is married,

however, she is now separated from her husband. She has three children to

support on her own and two are at school (Vusi in Std 4 and Sonnabo in Std
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2). Her three-year-old is to attend the pre-primary school at the company in the

new year.

Maureen is a brushcutter/mower operator. Although she has a Std 5 Maureen

has found dealing with educational interventions difficult. She has no

knowledge of learning and struggles with how to learn. Her practical operation

of the machines she uses is good. However, the implications and

understanding of what she is doing, and how the machine works, are limited.

Her purpose for working is one of mere survival in order to support herself and

her children. Her inability to pass a course on basic plant knowledge made her

insecure about whether this would threaten her job. She does not show an

interest in issues in the company that are 'political' and seems only concerned

with her immediate needs. She thought that learning to read and write in

English would help her.

7. ROOI KUTOANE

Rooi is a labourer in the local maintenance team and his home is the

Bekkersdal 'location' near the company. Although he works locally for the

company, he lives on the company farm. Rooi completed Std 4 at a higher

primary school in Soweto and can write his own language (Sotho) but wants to

improve his English reading and writing skills (survival English level only). In

a basic plant knowledge course, he achieved 91% when the majority of his co-

workers had to repeat the training course. A bright young man who displays

potential skill levels way beyond his school-going level. He is eager to learn,

wants to be involved in an education programme and, without family obligation,

actively involves himself in community meetings and issues on the site. He

believes that the only way to change things is to get involved. However, he is

mindful of the respect his 'elders' in the community would expect from him.
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8. DANIEL MOLEFE

Daniel Molefe hails from the Cornelia area and is a driver cum supervisor in

one of the maintenance teams. He has passed Std 1, which he achieved at

Cornelia, and his wife has completed Std 4. They have three children, one of

which attends the pre-school at the company.

Daniel speaks limited English and feels the need to improve this level. He was

not able to read or write in English and felt this was a disadvantage. He joined
the on-site evening literacy classes.

Supervisors are expected to organize and control work. Without the necessary

skills of literacy how can Daniel be expected to read a weekly work plan in

English. Write out and read a daily work schedule? Measure and monitor

people working for him? Know what his job statement outlines? In addition,

how did he get a code 10 driver's licence if he cannot read?

Daniel understands the disadvantage he has and his need for English literacy.

He is making himself available for training to improve his job skills. Twice in

the new education intervention training programme he has had to repeat the

lesson to gain the minimum pass mark. This is not due to lack of diligence, but
rather a lack of semantics.

He has agreed to lead the community committee to bring forward, and alert

management, to the community needs and, therefore, he is involved in day to
day issues which affect the employees.

9. JERRY NTSHINGIKI

Jerry is a trainee team leader who comes from Cornelia. He is married and

has 6 children. He has a Std 3 certificate and his wife passed Std 5. In the
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education system he was part of in this country a second language (usually
English) is only introduced at Std 3 level, therefore, Jerry's English literacy skills

is weak and this concerned him. Again, limited language literacy prevents this

man from progressing as he needs to learn how to learn, listen and

communicate effectively and think creatively.

Jerry needs to learn how to become involved in his situation and how to

participate and control how it affects him.

10. PETRUS NTOMBELA

Petrus is single, however he has two children (7 and 5 years old) to whom he

sends money on a monthly basis. He completed Std 2 at primary school and,

on this basis, his level of literacy in English should be non-existent. He has

taught himself to read and write in English on a limited scale and is able to

converse comfortably in English. Petrus wants to attend the literacy class

because he wants to read and write in English, however, must do so by his

own choice. He is an active participator in community affairs and union

meetings.

11. CHRISTOPHER XABA

Christopher is a single manwith three children that livewith their mother(s) and

he supports them to an extent. He comes from Wasbank and attended school

until Std 6. He is an operator and he understands the mechanics of the

machines he works with and participates effectively in training courses. He

wants to learn more about machinery and would like to qualify as a mechanic

one day. He enjoys his work, soccer and his friends. He belongs to the Union

because the employees were told they should.
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12. DAVID WHALLEY

David Whalley is the local maintenance manager and the Top-Turf Training

Officer. David is married with a daughter and, in addition to fluency in his own

language (English), he is fluent in Zulu. David attended primary and high

school (Std 10), followed by a tertiary qualification in horticulture at the Natal

Technikon.

In addition to developing his management skills and the responsibility he carries

for training in the company, David wants to learn to write in Zulu. He wants to

attend training courses that cover the operations of all the people who work for

him.

One of David's main concerns is the lack of understanding white management

have for African tradition and of African culture. He believes we should spend

more time reflecting on different philosophies of life and the adjustment of

traditional cultures to modern life. He believes blacks have a very strong

'dependence' world view and whites have a very strong 'individual' world view.

He is concerned by the insensitivity most white people in the company have to

this aspect, and how often decisions are made that suit the world view of the

decision-maker without really involving the people about whom the decision is

being made for.

13. KOOS MASHILOANE

Koos gives his home address as that of the local general dealer in the country

district where he grew up. This means his parents' home is near the general

dealer store where they would shop for their daily needs and therefore would

act as message bearers or contact points between son working near

Johannesburg and his parents, supported by him, in the "homeland". Koos is

a supervisor and shows a refreshing aptitude for problem-solving and creative
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thinking. He can read and write Southern Sotho, however, he is unable to read

and write in English. He is attending the Survival English courses in the

evening at the company and attended a supervisor phase 1 course that is

geared for the non-literate supervisor because of his expressed need to read

and write in English. Koos only has a Std 2 certificate and was sceptical at first

about the benefits of learning to an "old man of 40"1 He is starting to see the

benefits of learning which he is finding a strong motivator. Of Koos it has often

been said that his job skills are such that he could manage the maintenance

division - however, literacy would be the major prerequisite in the managing of

his jobs, his customers and clients.

14. AGNES MOKEMANE

Koos has 8 children who are all at school and his wife has a Std 4 certificate.

He hopes to run his own garden service business one day.

Koos still enjoys the cultural and traditional ways of his family and ancestors

and says that the ways of the white man are not good for his daily living. He
is sceptical of the merits of change.

Agnes' parents live in Arlington but she was schooled to Std 5 in Lesotho. She

is married to a man with a Std 6 and they have four children. Agnes is the

career woman! working mum of Top-Turf. She tends to her home and family,

works all day and attends literacy classes three evenings a week to improve

her level of literacy. She is determined to progress in a world that "men rule"

because she knows she is "better than most of them". She is always asking

when she can participate in another education programme and is determined

to improve her skills.
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15. JOE TSHABALALA

Joe was born on a farm in the Orange Free State and went to school there up

to the level of Std 3 (five years at school). He left school at the age of fifteen

because he needed money to assist with the supporting of his family. He

started working as a labourer and worked on a farm where he learnt to drive.

He got his driver's licence and later started driving trucks and got a Code 10

licence. He joined Top-Turf when the company first started and delivered lawn.

His ability to show initiative and his determination to succeed was a driving

force in his development process. With his limited literacy skills he learnt every

aspect of the Top-Turf job range from labourer to skilled specialist to operation

of machines to contract landscaping.

He has taught himself to read and write enough English to operate as a

manager (B level) in the company and has had to overcome his inability to read

and write well enough by identifying a fellow worker with Std 10, who has been

trained as an administrative clerk and works side by side with Joe. His job

expertise has himworking at sites with his teams all over the country, therefore,

he has not made himself available for regular literacy classes. For long-term

survival and progression the debilitating effect of depending on a fully

operational literate scribe will have to be overcome as he takes responsibility
for his own level of literacy.

Joe recognizes the role that unions can play in their lives and yet thinks that

they apply manipulative tactics to gain support. He objects to the intolerance

of different points of view at meetings for employees.

16. JOHN TUMELA

John's parents' home is now in Thokosa. He is married with three children.

He was born and lived in Vrede in the Orange Free State. He started school
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in Vrede and was living with his grandfather while his parents worked and lived

in Standerton on a farm. His grandfather moved to a farm in Heidelberg and

John went with him. He joined his parents who were then at Natalspruit near

Alberton. He went back to school to complete Std 1/213/(1969) - twelve years
of age.

His parents did not have an education and thought John would be more useful

if he went to work. At the age of thirteen he started working on the farm with

his father. John, at the age of 22, decided to mould his own working life and

entered the landscape industry. Today he has taught himself to speak English

and can write enough English to make himself understood. He has taken on

managerial status with ease because he knows his job and has a natural bent

to lead people and get people to work together as a team. He has become

involved in community and union affairs, however, his role is distinctly marginal.

He expresses the difficulty some of his fellow employees have when blacks

become managers and one of "them"

18. EUNICE MTHEMBU

17. JOHANNES TSHABALALA

Johannes comes from Vrede in the Orange Free State and is an operator in the

local maintenance division. He is single with four children and three of his

children are at primary school and one is at a pre-school/creche facility. He left

school in Std 5 and wants to enrol at St Anthony's Adult Education to complete

his schooling. He is attending English literacy classes to improve his literacy
skills.

Eunice comes from Thokosa Township and is an operator of a brushcutter

machine in the local maintenance team. She has no schooling whatsoever.
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Her parents had no formal education and did not think that she needed to go
to school, particularly as she was a girl.

19. ALINAH TONDO

She has two children, one of twelve, who is in Std 3 and one of three who is

cared for by her mother while Eunice works. Although Eunice has displayed

innate ability to master her specific job, she needs to be trained to learn before

she can successfully be part of a job skill training group. She believes learning

ability can be developed because children learn to become adults and she

wants to overcome her disadvantage through available traininng.

Alinah is a divorced woman with one child and no formal schooling. She is a

mower and brushcutter operator and applies her skill base well on her jobs but

has no mechanical understanding of what she is doing or the machine she is

using. Alinah can only write her name and does not write or read in her own

language or English. She has joined the Breakthrough Literacy classes so that

she can learn to read and write in her own language. Her main concern is

keeping her job as she has no one else to provide for her.

20. JOEL MKINANAZI

Joel is 20 years of age, single with no children. His parents' home is in

Cornelia and he went to school until Std 4. He does not write well in his own

language and wants to be involved in the literacy courses. He is a large-mower

operator.

He wants to be further educated and copes well in training courses that have

been geared for the English illiterate. Competency based training, using videos
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or picture stories, are what he says he learns from best and enjoys. He is not
actively involved in community committees or community affairs.

EDUCATION LEVELS:1980-1991
Prq::ortion Prq::ortion
90 90
80 80
70 70
60

African 60
50 50 Vvhi t e
40 40
30 30
20 20
10 10
0 0

flAasters
elor or doet elO" or doc!

~ 1980 • 1991 ~ 1980 • 1991
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APPENDIX C

MANAGER/WORKER
WORK-LIFE QUESTIONNAIRE

We hear a great deal about participative management; productivity
improvements; quality programmes; customer service; people development
and people empowerment. How can any of these be considered unless we
have views of people from all sides.

We need to develop our people. We need to develop ourselves. Your opinions
are part of the development programme as we educate people to express their
view in a way that they can contribute to change.

Please answer the questions that follow.

1. What is good about your work life?
2. What is bad about your work life?
3. What would you do to make your worklife better?
4. What would be your strongest message to people who manage you?

QUESTION 1 : WHAT IS GOOD ABOUT YOUR WORK LIFE?

MANAGERS

1. The sense of community and personal responsibility fostered here, the
variety and interest of my tasks, satisfactory wage.

2. Work is enjoyable due to working environment. Always learning by
experience.

3. Working for a leading company in the field, that is committed to training
and educating its employees. The team spirit of philosophy and the fact
that responsibility and accountability are given to respective persons.

4. I do work which I really enjoy and live for. It is very creative. I have a
lot of responsibility and can make a lot of decisions freely. I really like
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and respect (name) i.e. my boss. I am encouraged and allowed to use
initiative.

5. Working for Top-Turf with its reputation and standing in the industry.
Working for MD with his enthusiasm, drive and openness. Exposure to
people, places, companies and projects that are interesting and
stimulating.

6. Sense of responsibility and it is good to have a feeling of belonging to
an organization. Ability to support my family. Meeting people and
making friends.

WORKERS

1. I like my job.

2. I'm a member of a company with good people. I like my job. I know that
the job I do does mean something to the company.

3. I like my job which is contract job.

4. I'm working for the respected and good company in landscape and lawn
supplying.

5. I've got an accommodation to make me near the job. And transport
facilities.

6. I've got job.

7. Opportunities for me to learn for our poor standard. We have literacy
programmes.
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QUESTION 2 : WHAT IS BAD ABOUT YOUR WORK LIFE?

MANAGERS

1. "Surprises" in day to day communication - not being told of changes or
problems in the schedule. Poor communication.

2. The negative points exist but can be turned around to my advantage.

3. The perception that Top-Turf is a bottomless financial source from
workers. The lack of urgency on the job - "manyana" attitude coming
from workers. The lack of understanding as far as business financing
works. Some blacks do not know their place and the Union makes them
think that they can tell us what to do.

1. Money too little.

4. My wife is not always happy with the hours I work.

5. At the moment the worst point is the tension between union members
the minority "management" - we didn't have this before; trying to work
through the feelings associated with the current deadlock and tensions
that exist. Training is teaching blacks to strike and they don't listen to
management like they used to.

6. Living in places that you don't like; working with people that don't want
to do their job; double standards - what is good for one person may not
be good for another; favouring of certain sector of the organization by
directors.

WORKERS

2. No talking to one another.

3. The management do not take my complaints serious. The rate which I
earn is not enough.

4. Rate of pay is too low.
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5. Wage is not enough; people at work do not love one another; there is
too much noise over the weekends; small Sun City is the rough place
every weekend ambulances are coming in and out.

6. When I try and improve, my own people hold me back.

1. Work halfdays! Find a way to ensure against the "surprises".

7. I amworking long hours without overtime and I'mworking many different
jobs and the salary is not good. The negotiations which are currently in
operation really retard or disturb my mind. I'm afraid that I'll have a
heart attack. I need to relax mind.

QUESTION 3 : WHAT WOULD YOU DO TO
MAKE YOUR WORK-LIFE BETTER?

MANAGERS

2. By gaining technical experience and training. This I am attempting
through studies and in-house training. Don't concentrate on wage/staff
only.

3. Be open - totally about matters financial with the workforce and educate
all employees as to how their contributions affect the company success
and therefore their success. I would like to see a greater utilization of
our human resources in planning of jobs. Education of our people as to
how their and our actions affect the final success of the company.

4. Manage my time better, which isn't easy due to job pressure; delegate
more which I sometimes don't do as I fear subordinates will not cope.

5. Somehowmotivate, encourage and become close again to the labourers
and workforce. At the same time provide means of advancing people
who are serious about it and get to the root of our present problems with
our own, normal labourer. By this I mean direct contact with our people
without the presence of a union representative (if it were possible).

6. Go to a more suitable place; reward only for productivity; ensure by
policy that no double standards can exist.
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WORKERS

1. Work harder.

2. Work harder, learn and communicate.

3. I must learn more work that can make me better.

4. I will attend the literacy classes in breakthrough so I can read and write
Zulu and English.

5. I'll apply for a driver's licence.
I'll attend literacy classes.

6. I'll rather take a drivers licence.

7. I'll stick to what concerns me and never mind the other people's
businesses which keep me thinking all the time, and also avoid to be
used by someone to solve his her problems. I believe that I've been
misused by the same people which I'm representing and I'm now tired
I need a break.

QUESTION 4 : WHAT WOULD BE YOUR STRONGEST
MESSAGE TO PEOPLE WHO MANAGE YOU?

MANAGERS

1. Tell me everything, everyday, that affects my daily tasks or routine in
any way.

2. At my level of experience and knowledge, I would like to gain full support
and assistance from back-up divisions (already achieved). Support!

3. Emphasize my strong points. Help me to improve on my weaknesses.
Get to know my dreams, goals and ambitions. Draw us in, even further,
to the company. Get to know us as individuals and give us opportunity
to know you as individuals.

4. N/a
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5. Keep up the good work.

6. Ensure there are no double standards; make sure people have the
ability to be rewarded for productivity at the same level as their peers.
Not only on a profit share basis after all Top-Turf is trying to achieve a
"family" type organization.

WORKERS

1. Communication.

2. Communication.

3. They must look after my job to check if I am doing something right.

4. My message would be that they must give us opportunities fairly to
develop.

5. They must look after my job;
They must pay us for the overtime we worked.

6. They must not only think for theirselves;
They must take like a person not just an animal.

7. Is that they must consider the importance of my position in a company
and also see as to how am I getting better.
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APPENDIX D

A VIEW FROM THE OTHER SIDE

A VIEW
from the

Ill' ,WI\I:':IUN/:/)

OTHER SIDE
We hear a qreat deal about participative

management techniques, about
productivity improvements, quality
programs, customer orientation.
In the light of these, and against"

the backpround of a so-called
'New South Africa' we wondered

HOW BLACK WORKERS
EXPERIENCE

WORK
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O
I'lT the past fel\' ye;lrs the world or work h;IS heen marked hl' major
changL:s in managerial intentions: lIT think parlicuLirly of thllsL'
value systems which promise e<ju;d 0pPOrlunitiL"s,llpen

communicnions, recognising peopk's dignity, But :11\' hlack workers'
perceptions or these ch:lnges wh.u 11J;\I1:lgl'ml,'nt klit'll' tlum to hL'i

Choosing twelve industrial rompanies in greatL'r JohannL'shurg,
Alrode, the East Hand and the Eastl'J'nllighl'L'ld, II'e interviewed 12H
workers in 20 small groups, Two groups comprised gr:ldu:lles or
skilled "kno\\'ledge workers" :lIld twu groups L'llilIail1L'l1illitl'l':lte
black l:ihourc:rs, All the others I1Hlstl)' comprised semi-skilled shop-
floor workers, Shop stl'll':1rC1s II'el\' present in nl:ln)' groups and a
sprinkling (Jf first-lim: supervisors and dl'rks panicip:i1ed, ,\Iost
respondents II'ere men, hut SOIllL'II'OmL'n rcspondrd too.

An interpretL'\" assisted us with tlm'l' gl'llUpS, hut :"1 our otlll'r
respondents spoke to us in II'h:lt Il'as olicn elireu. cbniptil'L' :lIltl
Iorreful English, In ra('(, ilL' were imprL'ssL'd hl' (lUI' rl'spondent's
gr:lsp or issues, their xophistir.uion :lIld the .utirul.uc I'it:"it)' with
II'hich thl')' expressed their l'iCII s, III br the gre:lter pel\'L'nt:lgl' Ill'
our respondents were urban residen!.s (II' I(lng st:lIlding,

The Companies IHTe n(lt dIlISen randomlv, hut I'm their recognisl'd
progrl'ss in produl'til'itl' :1I~d Ijll:rlit\' prl>):I:III1\ .uul tluir l'nligllll'lll'"
IIH initi:ltill'S,
\X'e a.\ked l':lch .uul ell'l\ grl>lll' tlll'I"'lllllin,~ lill' qlll',\til>ns:
n \\'h:lt's gOlld :lIld 1I'I1:lt'S I>:ld :1I>lIlIt\'11111'work liki
o 1111\1' could you :Ind vour colk:lgill's IIe IN'd kttni
o \\'h:i1 «urkl you do to nuk« \'(lUI' dl'jl:lrtllll'I1III1(lll' elll'cli\'(,i
o 11011' docs the tOll'nship situnion :ilkct \'0111'work lifei
o \Vh:lt's your strongesl Illess:lge til Ill:IIl:lgellll'nti
The m.rin d:lt:1 presented herr II ill comprix« thl' ()\'l'I'II'hellllillg
gener:d thl'llll'S th.u eillcrged [rom our rl'Sp(llHklllS,

Sl'ler:d UllllP:lIlies lIere j1\'1turhl'l1 hy our requesl, 1IIIIIl'l'('r, wc I(lid
nl:ln:lgenll'1lI tluu IH' would not replIIt our illtnl'il'll' l'xperience,,- :IS
II'e promised our black rL'spondL'nts L'llIllpktl' Ulnlidenti:"it)' 11'1H'n
Ill' asked them to talk IIpL'nl)' lo us. ~1:i1l:lgl'I'S :Ind II'Irkl'l's .ilikr in
our respondent Clllllp:lIliL's, know tl1:lt :1 COpl' 1110111'findings will l«:
mack al ail:ihlc ti) them.

\bn\' worker groups were extrenll'ly slispicillllS (II' 0111' intentions,
\\ïthollt fail. someone in evcrv grollp :Isked 'II hat arl' you going t(l
do with this inform.uion?" It sonll'tillll'S took :1 gre:i1 de:" III
persuasion to nuke respondents :Iccept th.u individual contrihutions
would he hidden anonymousl; in gl'nL'l':d Ihl'llles, \Ve had to 1c:1\'l'
OIlL:grollp while memhers caucllsedthl' :Ilil i":lhility or t:dking to us :11
all, ()nce thrv had ronrluclrd 'vrx', tlir)' sp"kl' \'L'IYopenly inlh'd, lt
often took a while belore groups heg:1I1 talking, Sililletillles it took :1
hr:ll'e individu.rl to get the hall rolling, I\LIIlI' interviews l:isted all
hour and a lul! ;lIld mille,

'1\1'0 gl<luJls sJlecilically rl'questl'll \1.-; til slW:lk til nl:lll:lgelllL'nl lin
their hl'h:"r, II ilidl wc did.

THE DATA:

\Ve pre'l'nted l':IL'h rcspondcm II'ith thl' q\ll'slionlisl. Wl' didn't :llgUl'
with Ihl' respollses gil'l'll, \\'e :lsl\L'l1 questions or c!:lrilll':i1i()n 11'I1l'11:1
respollse \\'as ()bscurl' or ponrlv expressed. or Il'hl'n I\'L' 1\'('1\' ,scding
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more data, Sometimes hut not often, \\'l' axkcd additional questions
like "do you enjoy your work)"

\Ve know we were presented with biased and sometimes
exaggerated dat;l; bl disinlornuuion. naturally offered politiclily-
influenced viewpoints and certainly, some used the sessions to gripe
about what might he perceived as trivia. However, the main themes
presented hereafter were repeated hy most groups, none or which
knew where We had heen or where \\'C wen: going, For this reason.
\\'L' sincerely believe wc represent the significlIlt views of hurk
workers,

WORKER'S VIEWS

Worker responses to our questions can he represented in the
rollowing wa)':

il /JO/l 'I /('(Il!Iill,~ 11/('
n Gin! us cOIII/J('/elll slI!lerl'isirJII
il Gire us il career
il Treat us elJlliI/~I'
il Use us lI'el/, iujcnm us. illc/llde us
il I hulcisuuu! (IIII' IOll'lIsbip prob/ellls
n IF('lIre gl'llltjllljill', hllf/leer! II/on' /I('/!I uith.:

\Vorkers complain hilled)' that outsiders, ;dwa)'s white, join the
t'lllllp:lIly, kamthe joh lrom long-scrving and experienced black
workers and then within a short period are promoted over thun.
~bnagement often docs not justify its action or explains that the
\\'hite lw greater 'qualifications' or greater 'expcricn«:': rl':lsons
\\'hich blacks \'ie\\' with great suspicion or downright disbeliel.

Workers muint.tin tlut ncw supervisors rdy upon them to sort out
problems long after they arc appointed, Worker's major question
is.why was not one or us chosen"

One group, heartily sick and tired of a ~eries or such white
supervisors, admilll'li to 'sabotaging' such people, ensuring their
'failure', They arc not virthuising the individual so much as sending
a 'message' to management.

·~'./(.~ '11~'" (.;(:~·jl~' '.~.~:II " •.. I\!:';II.lj,.
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Workers ure critical of the quality or supervision they receive,
panicul.uly the white, hut also the black. Supervisors ure obviousl;
xuhicrtcd to extremely perceptive assessment. Some signilk:lIl1
(1IISl'rvations:
il they arc seldom well educated, many (\\'hites included) arc

semi-literate
il their leadership skills arc poor. Almost invariably the)' treat

workers in a peremptory, dictatorial manner, seldom
acknowlcdgiru; their human dignity

o \'l'I)' fe\\' have received any form of supl'r\'isory training
Oman)' blark supervisors arc promoted ror their rompliancc

ruther thantheir leadership ahilit)': the)' spend more time
pkasing the boss than dealing fairl)' with workers

o supervisors arc primarii)' production chasers and enjoy limited
autonomy, They in turn are driven trom aho\'\:

o they carry little rl':1i rl'sponsihility and arc seldom able to
respond Illt'aningruily to worker requests

il white supcrvisor« arc accused of treating people or other races
either :IS 'invalids or idiots'

One worker recommended that his company "lire cn'ry supl'rl'i~(ll
and then use an outside objective bod)' to select and probsion:dh
train new ones", Recommcndutions to usc independent selecti(!11
tcrhniqurs for promoting supervisors from the shop floor come rn)lll
scvcr.tl gn IU ps,

In contrast, blacks are l'xtfl:lllcly conscious of, :lild grateful for tho,,,
few 1ll:1I1:lgcrswho exhibit participative qualities,
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Olbt'/' wIII/II('IIIS [nnn /'esjJulldellls:

o No one gets promoted from the shop floor, they always go
outside and they never bring blacks in, it's always a white,

o Blacks don't get promoted because management won't take a
stand with whites who refuse to work under blacks.

o Shop stewards get promoted, Management explains that they
have obvious leadership potential, hut there must he other
potential leaders among the workers, how come they're never
identified?

\Ve asked about the universal, white managerial perception that
hlacks were not strong supervisors, The ,~pecific reply said that black
supervisors were selected hy whites because they could he
dominated, so black subordinates had little respect for them, \Ve
were also told that good black leaders used a naturally more
participative and flexible managerial 'style' which was often seen as
weak hy those who couldn't understand it.

TI'eil!. 1111: C!(ll.I.llly:

Workers told us:
o many facilities arc still informally segregated
o white complaints about blacks are treated seriously, whereas the

opposite is not the case, with such complaints often being
squashed and quietly forgotten

o disciplin:I'1' penalties arc invari:lhly harsher for hlarkx than I'm
whites

o white peers are asked to report on black colleagues at
performance appraisal time, but not the other way around

o blacks doing the same job as whites are more likdy to Ill' on a
lower pay scale

o blacks promoted to fill iohs prl.:\'iously done hI' \\·hitl.:s find
themselves 0pl.:rating in a lower joh grade and I.:arning less
money

o the 'wrong' political affiliations ure likely to hamper career
advancement

o blacks must behave in an acceptable 'western' fashion to make
progress

Workers were appreciative of elfons to break down apartheid in
companies, Two companies stand out in this regard, hut even there,
employees emphasize that more is needed'

Let the actual statements speak for themselves.
o we're al\\'ays told what to do, our ideas are not sought
o we only meet our superior if there's a problem that stops

production
o we're not told about targets and problems
o we're scgrcgatl.:d, not part and parcel of the company
o we want to know what's happening in the compan)'
o our experience is not being used
o wc can never communicate with senior management.
o the people at the top are hoodwinked, they think it's all rosy
o the people who are more productive are the illiterates, the)'

know more, they have experience, they have zing and zest hut
they're not given a chance to prove how skilled they arc

440
o supervisor, in response to

suggestions: "don't tell me
what to dol"

n the illiter:ltes give us such
good ideas, they know what
to do

o we're so production-
conscious, so busy, we don't
ever have meetings with
management anymore

o blacks teach whites and then
they put him on top, it's
unfair

o productivity nmvs from :1
good human atmosphere

o it's painful \\'orking for one
who doesn't greet you

o management concludes
decisions alone and you're
just informed

o I'd he used better with
proper training, proper
attitudes, hetter
explanations, good
communications

o department Illanagl'l's should no! trcat people as though the)'
were not Lljuhle or thinkillg and acting like adults

n the person doing the joh is lIsu:lIl)' Illore experienced than the
person gi\'ing the instruction

o foremen rule hy br and thrC:lls "I'll fire YOIII"

o manngcmcnt should he more open, \\ hy :111the confidelltialit)'i
-wcd like to feel we klollg to this rompany

https://etd.uwc.ac.za/



o you must feel at home, then it's easy to produce
o if I was the foreman I'd lise the team
o we work better when there's more participation
o let us come together to solve problems
o if you want a man to enjoy his job, show him respect
o we must work together as a team, then they'll get productivity
o it would have been better if they hadn't published the mission

statement at all because they're not living up to it
o we've been to courses, ..ve understand what the company's

trying to do, but white supervision see that you don't usc the
knowledge

One group was scathing about the quality training they'd received,
saying that on the shop floor they were prevented from correcting
mistakes that were causing quality problems, They expressed the
view that despite the quality progam the company was only
interested in volume, and that only those supervisors producing the
greatest quantity were rewarded,

Skilled knowledge workers complain that they are seldom consulted
at the start of new projects and then only to give a 'black'
perspective, They're often consulted later however, when an action
has misfired because black reactions were not anticipated or catered
for. Even when consulted they find it difficult to represent blacks as
an homogenous group, they see themselves and their colleagues
very much as highly differentiated individuals, They complain about
being used for their professional skill.

They also complain that:
o you can't work if you're not given a real job and then of course

you can't prove yourself so they can then say you're no good.
give us a fair chance and assess us on merit

o if you come out strongly, then you're pushy, or a troublemaker,
or negative and then you get victimised softly: thev exclude
you, ignore you, give you the menial jobs,

UllIlerst<lllcl OlIr' to\lvnship
,!I'ol:dc rns:

'Stayaways' were strongly emphasised, The associated messages
were deal':
o If you value your safety and that of your family, you don't come.

to work during a stayaway
o public transport is negligible on stayaway occasions
o the jobless and political activists really have something to do on

st:lyaway days-innocent people can find themselves in trouble
in a flash

omanagement obviously equates staying away with malingering
rather than respecting a genuine political motivation

o blacks are frustrated in not being able to convince management
of the seriousness of the problem, in that it affects the
politicalI)' motivated and non-motivated alike,

o blacks sec m;uugcrial resiSlaocc .15 subtle political
conl rontution

o workers deeply resent any form of disciplinary action being
applied to those who stay away

o they resent being told, when they offer to 'work in', that 'others'
are not prepared to give up their free time-some blacks seek the
opportunity to consult move openly with their white colleagues on
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stayaway matters

V\fr'! éWC EJl-;:~t.r.ful f or-:

Our respondents were not without appreciation for what some \\
companies were doing, being particularly thankful for:
, 0 working for organisations providing important products
o employee discounts on company manufactured products
o good benefit progams
o literacy education
o pleasant relationships with colleagues
o on-the-job training
o educational facilities in areas where amenities arc not readil;

available
o educational assistance for further study
o company involvement in community affairs

But; clnphnsisc( I t;hat they nc~!C.1
1T10r'O help with:

o obtaining a home
o getting to and from work, particularly but not only, after shif

OBSERVATIONS

TIle collection of worker responses to our questions leads us to 0
the following views:
o High levels of productivity arc achieved without correspond:

levels (Jfworker commitment.
o Production is achieved without a high level of worker

involvement and commitment.
o Productivity and production are achieved without any notice

worker participation and often in an atmosphere of alicnaiio
poor human relations and simmering centliet.

o Company money spent on sophisticated worker training is n'
always productive,

o It is clear that the system of worker control is mainly
authoritarian with supervisory levels playing a strong role in
implementation and maintenance of that system,

o Herzbergian conditions for motivation are largely noncxisten
recognition, personal growth and development, stimulation
from the work itself, striving for shared goals etc ....

o Many workers work because they have no other choice-they
don't find their work intrinsically satisfying

o There is no noticeable work ethic operating in SA: ie a work
ethic in the sense of 'we're building an economy together'

o Apartheid is alive and not only well, but thriving, in industria
South Africa, Michael Burawoy, sociology professor at the
University of California, suggests that South Africa exhibits a
characteristic way of exerting control 0\'1."1' workers.He terms
colonial despotism: colonial in that one race dominates anot
and despotism in that force overrides consent, He contrasts (
'style' with that of the more advanced industrial countries, w
consultation and con census hetween management and work
operate to a greater extent.

o The climate for participative management in SA is not propiti
Authoritarianism runs very deep, and any attempt to change
will, we believe, be resisted with great force, particularly by
'conservative' middle and junior white rnanagers.
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QUALITY OF WORK LIFE

LJ Supervisors are chosen because they offer the auitudes and
behaviour necessary (0 maintain our dominant worker control
system, White supervisors arc "to the manner hom" so (0

speak, while hlark supervisors it appears, are chosen for their
compliance with the pmwr system (the workers who come
during stayaway are promoted":if you're impimpi (informer)
vou get promotion, if you're a 'man' they ignore you)

[1 In some companies there is a contradiction between stated
values such as equal opportunities or the dignity of the
individual, and auual behaviour,

LJ Black advancement from the shop floor is negligihle
J WorkL'rs have faith in top management hut are seldom able to

communicate meaningfully to that group, The levels of junior
and mid-management act as an effective harrier/filter. actively
interposing ibcmsclvcs hetween top and hottorn. Top
managers, heing good organisational men, un\\'illingly
compound till' situation hy seldom jumping the line, Some
black workers see top management hiding behind the middle
levels. '

o It appears that unions are playing a nl'gligihle rolt: in quality of
work life issues, One possible explanation of reponed
managerial secrecy, is that unions, themselves somewhat
unsophisticated in mailers other than distributive hargaining,
:Irl' perceived as providing a substantial harrier to such
managerial initiatives.

r:J "'orkers arl' not heing used as human resources with
considcruhk', untapped motivational potential. (perceived hy
the writer] hut :IS old-fashioned factors of production, or, in
other terlllinology, mechanical extensions.

;:J Bl:tck workers are 'lnvisiblc'
r:J IIl:tck workers are palpahly insecure: their social and work life

hoth contrihutc (0 this, Possiblv for this reason, thevare
n-l.uionship-dcpcndcnt-morr than anything else, tlic)' ",'ish to
hl' treated with huntin consideration.

11 Top management prohahly finds itself in a cleft stick, sincerely
promoting a more modern and humane outlook. hut being
tIL-pendent on an historically entrenched worker comrol system
for production, The question heromes : how do we obtain
fUlld:lml'nt:l1 ch:lngl,i

RECOMMENDATIONS

BLick worker Illl'ssages to nunagcmcru. These main themes stem
from our fil1:11quest ion:
J use me as a professional employee, not :1 "black" representative
Cl p:ly me better ("they gil'e us nothing to prosper. money goes

straight to our mouths" )
J kt me share the financial hellefits of above-target production
CJ ollcr me some recognition for what I do even if it's an

occasional pan)'
CJ remove apartheid from our company
o listen to me, I knoll' a grcnt deal about my joh and the work of

mv nnit
D teach us more about business economics
D select and train our supervisors to he professionals
D treat me with dignity and respect
CJ give me a chance
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RECOMMENDATIONS

o lire up to your (management's) expressed ideals

If management groups genuinely desire movement towards a more
participative style, or seek to close the gap between their value
statements and active behaviour. then these following
recommendations might prove valuable:
I Top management groups (executive committees) to spend a

morning debating the existential question posed above.
I Companies to commission an independent survey to revcal any

gap between their stated ideals and m:lnageri:d behaviours
(particularly at middle and junior managerial levels)

• Senior managers to conduct a series of open forums, directly
with black workers, on an ongoing rather than one-off, basis,

• Companies to investigate and challenge the numher of
organisational levels needed, based on the premise that each
group can be self-directing, The removal or levels in the
hierachy might be a method of making progress

• Promote from within, which means promoting blacks. rather
than introducing white conservative elements from without.

• Companies to stop hiding behind the 'qualifications barrier'
which effectively blocks black career advancement. Enlist the
already existing and sophisticated learning technologies to
devise performance, experience and trainabilit)' selection
techniques; also rely on more extensive in-company training
and development. In other words, become serious about
applying !-IRprofessionalism.

• Companies to select and train 'professional' supervisors and
give them sufficient authority to be more than 'production
chasers'. The training to include assertiveness techniques,

• Companies to introduce the simple hut effective.'green area'
concept, onto their production floors. also use other ways of
tapping and encouraging worker contributions lik!.:quality
circles,

• If unions pose a genuine barrier to the introduction of worker
participation measures, companies should determine a strategy
to deal with this issue, It strikes us that Relationship by
Objectives type approaches might he helpful.

• Start challenging the attitude 'only whites offer competence'
("\Ve get the message that blacks cannot produce without a
white man driving them")

• Introduce workshops to promote interracial understanding and
communication,

\Ve ask: Are blacks being unreasonable? Are they asking for
anything which is not in management's power to grant?

These are our recommendations:
It appears to us that many management groups face what wc would
call an "existential choice", posed by the question: do we really
want, or even need, to change?

In this context we must emphasise that some companies an:
extremely productive, using authoritarian control systems; and many
companies in this survey do not profess any participative ambitions,
Mos! however, profess to off<:ring equal opportunities and dignified
treatment which naturally coincide with a current national socio-
political theme of greater 'democracy',
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THE COMPANY CULTURE
We believe that an informal friendly Group is the best way to produce
quality products and services. One way to maintain informality and
friendliness is by using FIRST NAMES. Using first names contributes
to the personal touch and assists the flow of ideas through Top-Turf.

We're all part of the Top-Turf team -
everyone working for a common goal.

We do not pass the buck. 'Its not my job' and 'its not my responsibili-
ty' is not part of our language.

We encourage employees to think for themselves by requiring that they
present a solution with every problem. Top-Turf encourages partici-
pation from ALL our people.

We communicate openly at every level. There are no artificial barriers
td communication at Top-Turf. The open door policy really works and
we believe that open communication works both ways.

We make mistakes because we're human - everybody does. But we
admit to them and don't spend time trying to cover them up.

We take our work seriously but we find it fun. We try to keep our sense
of humour at all times - even when the going gets tough.

Pioneering and innovating are a way of life for us. We are constantly
trying to accomplish something unique, something that has never been
done before.

We are constantly looking for ways to fine tune and improve our
Top-Turf product. We concentrate on attention to detail and refine-
ment.

Our working time must be productively employed in 'doing' things. We
don't sit around waiting for things to happen - we make them happen.

We are in business to make a profit and each employee contributes
in some way to this aspect.
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CORE STRATEGY

TOP ..TURF
GETS THINGS DONE
PROPERLY WITH
GOOD PEOPLE
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APPENDIX F

VITAL LEARNING COURSE OUTLINES
THE FUNDAMENTAL SKILLS OF MANAGING PEOPLE

Managers will learn how to give orders, evaluate
performance, correct negative work habits, deal with
employee complaints and resolve conflict while supporting an
employee's sense of self-respect and dignity. Participants
will be taught to focus on behaviour rather than attitudes
or personal characteristics. They will learn to involve
employees in decision - making and problem solving by using
listening skills to inspire employee confidence.

By learning how to deal with day-to-day problems in a
sensitive manner, managers will develop the confidence of
their subordinates. While this programme teaches managers
to be involved in all aspects of work and take
responsibility for these, the transfer of the skills learnt
here will encourage the participition of subordinates in
various aspects of decision-making thus ensuring the
permeation of this culture of participation to all levels of
the organisation.

Listening Skills are emphasised in this programme with a
specific focus i.e using listening as a motivational tool.
Actively listening to subordinates enables managers to
engineer motivation for more effective and productive
performance.

This programme also develops certain leadership qualities in
managers, which can be developed and reinforced.

DEFINING GOALS AND OBJECTIVES
While the SWOT analysis gave managers the opportunity of
identifying certain needs they did not have the opportunity
of translating these into measurable goals. During the
Defining Goals and Objectives Workshop managers will learn
how to define and apply the basic concepts of goals and
objectives. They will learn to recognise and then confront
attitudes which adversely affect the goal-setting process.

Managers will be taught to write effective measurable goals
and objectives, (both organisational and personal); define
these within specific time frames; specify the quality and
quantity of desired results; and the actual goal-setting
process will be initiated in each work group.

Important skills learnt are the skills of prioritising and
making decisions. Essential communication skills are also
reinforced in this programme.
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Involvement in this wo~kshop encou~ages active pa~ticipation
in decision-making and inspi~es manage~s to take
~esponsibility fo~ the futu~e di~ection of the company.

By setting goals and objectives manage~s will be able to set
standa~ds (with ~ega~d to se~vice, pe~fo~mance etc.) and be
able to measu~e the deg~ee to which these a~e achieved
within a ce~tain time f~ame. Goal setting also se~ves to
motivate people towa~ds a common pu~pose so when done in the
va~ious wo~k g~oups, this p~og~amme will also be pa~t of the
p~ocess of developing st~ong, committed teams.

THE FUNDAMENTAL SKILLS OF COMMUNICATING WITH PEOPLE

Manage~s will lea~n to st~uctu~e clea~ and concise
communication. They will lea~n to unde~stand non-ve~bal
means by which people often communicate, such as voice tone,
facial exp~essions, gestu~es and postu~e. They will lea~n
the skills fo~ ~eflecting, p~obing, suppo~ting and advising
that comp~ise the a~t of active listening and they will be
taught to use the feedback p~ocess to ove~come
psychological, cultu~al and situational ba~~ie~s to
unde~standing.

With ~ega~d to communication and the exte~nal envi~onment,
again, if TOP-TURF employees a~e able to listen for
unde~standing they will be able to asce~tain and unde~stand
the custome~'s needs. One of the most fundamental and
c~ucial aspects of se~vice excellence howeve~ goes beyond
this - it means showing the client that you a~e listening
and unde~standing. With these skills, manage~s will be able
to do both.

These skills will p~omote bette~, clea~e~ communication both
inte~nally and exte~nally. Inte~nally it will impact on
management/labou~ relations by encouraging bidirectional
communication and pa~ticipation. Cleare~ communication
ensures a wider understanding of issues within the
organisation that are of importance and this means that
fewer errors will result due to lack/misunderstanding. This
will also help you to "get things right the first time" thus
work towards helping the company overall achieve efficiency
and se~vice excellence and develop the confidence of
managers and ongoing commitment of them to these goals.
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WINNING THROUGH CUSTOMER SERVICE

Telephone Version

This programme is designed to help all your people to
win more business through excellent customer service
over the phone. Participants are trained to present a
professional image over the phone, and how to
communicate effectively in everyday customer service
transactions as well as in difficult situations.

Field Version

Trains service personnel to present a professional
image and to communicate effectively in everyday
service transactions as well as in difficult
situations.

Winning Through Customer Service enables you to
entrench the "customer oriented" focus in all members
of your organisation.

Your people will become more confident; they will use
their initiative and become more motivated to make-
thingS-happen. This is an important aspect of your
focus on 'participation' because it will help to ensure
that this is actively achieved at all levels of TOP-
TURF.

Your staff will be able to cope more readily with
changes in customers' demands, and in turn, customers
will recognise the 'professionalism' of your people.

Winning Through Customer Service also reinforces
communication skills learned in other programmes; and
facilitates team building.

It teaches participants to work to ensure customer
service and satisfaction at all times.

GIVING ORDERS AND INSTRUCTIONS

This programme provides trainees with a step-by-step
procedure for giving orders and instructions. Participants
learn how to form clear explanations, gain agreement and
confirm future plans and commitments with the employee.
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The most important aspect of this programme is "gaining
commitment" to the plan. It means that giving orders
becomes a bidirectional communication where the person
receiving the order is given the opportunity to voice
concerns or reservations etc. This kind of interaction will
lead to better (more positive) management/labour relations.
It also provides managers with the opportunity to involve
subordinates in making certain decisions. This process can
be used as a motivational tool by the manager, who is also
more assured of workers carrying the order through as he has
engineered agreement with that worker and confirmed his
commitment to performing the task.

MOTIVATING THE PRODUCTIVE EMPLOYEE
Productive employees are an organisation's best resource for
building future success. Yet, because they are already
doing a good or even exemplary job, they are often ignored
by their supervisors and managers. This lack of attention
can be demotivating and can ultimately cost the organisation
these workers. Managers will learn how to avoid such
problems by recognising the needs of the productive
employee.

NUMBER SKILLS

Number Skills training uses visual exercises to improve
skills in the areas of perceiving, hearing, grouping,
remembering, transferring and proofing numbers.
Participants will be able to transfer data more accurately
and quickly. They also learn ergonomic exercises to reduce
stress and eye fatigue and to increase their overall
productivity. This programme will enable managers to handle
financial data accurately and efficiently. Number Skills
will give managers confidence to work with numerical data
and will thus serve as a foundation for any financial
training.

ACHIEVING COMMUNICATION EFFECTIVENESS
ACE paves the way to trust, self-respect and respect for
others; the effect of which is positive and professional
interpersonal communications. Participation in the
programme fosters co-operation and teaches participants
skills that enable people to deal with conflict situations
proactively - elements essential in developing strong
effective teams. ACE also facilitates stress-free conflict
resolution between different divisions of your company, by
developing listening skills, identifying communication
behaviour styles and teaching participants a step~by-step
method of constructively handling conflict with confidence,
composure the flexibility. The skills learnt here are
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obviously transferable to every situation: i.e. they are
used when communicating with clients, superiors and
subordinates as well as support workers.

ACE enhances communication and conflict resolution at all
levels and between all divisions of your company.

The skills learnt will enable individuals to sort out (on
their own) many problems that would otherwise require
management involvement or outside help. Thus people will be
more confident and more independent.

Lastly, ACE forms the basis for building strong teams that
trust each other and work productively together.

DELEGATING EFFECTIVELY

This programme gives managers insights into the practise of
delegation. They focus on understanding when to delegate;
to whom they should delegate and what explanation they
should give to employees. This module also shows trainees
how to use delegation as a motivational tool.

A crucial element of partici~ation is the managers'
responsibility. This is allowing and encouraging workers to
participate in different aspects of work. Once managers
know how to delegate effectively they become an important
catalyst for effective, willing participation. Delegating
will also enable managers to redirect some of their energies
to creating and taking advantage of new opportunities etc.

IMPLEMENTING CHANGE

In the development of strong, effective teams, knowing how
to cope with change is essential. Implementing Change is a
programme that teaches managers to involve employees in
detailed discussions and thereby to facilitate their
acceptance of change without inducing defensive reactions.

Top Turf will be able to make. effective changes faster and
with less pain. In the constantly changing environment in
which we now find ourselves, it is important to ensure
people are not 'left behind'. Implementing change teaches
managers to engineer staff acceptance of future changes
readily and to ensure their commitment to the action plan
for change. When bringing about change managers will be
sensitive to staff needs and involve them in finding and
structuring solutions.
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POSITIVE REINFORCEMENT FOR IMPROVED EMPLOYEE PERFORMANCE

Managers learn to set high, yet attainable goals that they
then expect to be met. By doing this managers can inspire
workers to improve their performance and productivity. As
workers attain the goals, the manager uses his reinforcement
skills to immediately provide positive feedback o~ that
performance.

This method of positive reinforcement ensures an ongoing
process of setting goals, achieving those goals and then
striving to achieve more and more.

The skills lear~t here, when used in the workplace will
result in more positive management/labour relations, higher
levels of productivity and efficiency, and stronger teams
operating within an environment in wh~ch they are
continually motivated to do better.

Tóp Turf's pursuit of "service excellence" depends on many
factors, one of which is a workforce dedicated to achieving
this goal. Positive reinforcement of positive behaviours of
workers, by managers, will help to ensure workers'
commitment to your objectives.

bISTEN TO COMMUNICATE

This programme teaches managers, supervisors. staff and
support staff to listen. Everyone hears, but listening is a
skill that, when learnt, can be used as a tool to ensure
more efficient communication. Customer Service depends
heavily on focussing on the customer and this process is
best served by actively listening to his/her needs.

The active listening techniques learned will ensure that
delegates clearly understand what has been said, thus
reducing errors.

The Listen to Communicate programme also ensures that
people respond accurately and more positively towards each
other.

ASSESSING EMPLOYEE PERFORMANCE

This module shows managers how employee evaluation is
handled. First, managers must establish relevant
performance standards. Following this, the employee's own
performance evaluation is solicited. Following the
accomplishment of these, a summary evaluation can be done
that is clear and credible to the employee.
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This programme will serve to reinforce skills learnt over
the preceding months. It will also teach managers how to
coach supervisors to encourage communication and the
participation of workers in decision-making and problem-
solving.

MANAGEMENT ORIENTATION. REINFORCEMENT AND SUPPORT

https://etd.uwc.ac.za/



453

'APPENDIX G

EDL FILE AND PROCESS OUTLINE
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~ml1J
DD~~~~D~~~~ooOOrnOOQDD
Name: I-IomE~Address:

Home Telephone:Division:

Job Title: .Marital Status:

Number: Number of Dependent Children:

Q Highest level of certificated formal Education?

--_._------_.

Spouse:

[i] What job-related certificated courses have you atten_ded? . _

._-------------_._._-_--_ .._-------

--------------_._----_.

[i] Did you attend Pnmary School - Where?

Q Did you attend High School _Where?

~ Did you attend a Tertiary Institution,..:._-_Wc..:....:.:h:..::::e..:..re=..?.:_. _
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Q What would you like to do in order continue _yourEducational Development?

~ CHILDREN INFORMATION:
Number of children:

Do you pay for your Chlldrens' Education?

School Going What
Name Age Yes No Standard

------ -- --
.~.------- - ---

--f----

-------- ------ ---- -,------
I

-
I__t=J~_-lL-. ________________________________

-

Name of child Institution Cost Who pays

-----------------

---_._------- 1---

--f--

---- --- --_-

Would you be interested in your child participaiinc in an EDL Prooramme where fhey coul.
be assisted with t]1piT ::;rh(lC'! prooross?
---------_._._-_._--- -- -------_ .._----------- _._- "_-- -_._- -.-------- ---------------------------https://etd.uwc.ac.za/
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I

~
,

I][!]I]
- ~~~~OO~DDM~~~~~M~~~
~

Educational Intervention Date of ResultParticipation

W

~

Ir,

Jl
Ir

-

------- >-------- - -
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Courses completed Proposed Educational Interventions
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EDUCATE AND DEVELOP FOR LIFE

EDL STRATEGY. PROCESS AND IMPLEMENTATION

THE CHALLENGE IN ORGANISATIONS IS AN INDUSTRIAL RENEWAL PROCESS
WHICH INVOLVES:

1) Change Management

2) Job and Work re-design

3) Participation and empowerment

4) Providing opportunities and taking opportunities

5) Education, training and development as a "wholelistic" process

6) Instilling a learning culture

7) Linking a multi-skilling process to a National Qualifications framework

TO IMPLEMENT CHANGE THERE NEEDS TO BE A FACILITATOR / CO-
ORDINA TOR WORKING WITH ALL PEOPLE IN THE ORGANISATION AND STAKE-
HOLDERS EG. COMMUNITY; UNIONS ETC. IN ORDER TO:

1) Identify organisation needs

2) Develop education, training and development strategy participatively

3) Constantly raise awareness

4) Constantly act as an informed change agent and drive the process

5) Enable learners (all 'levels' of employees) to discover their full potential and
participate as involved active employees taking full responsibility and accountability
for their jobs based on agreed expectations.

TO ENSURE AN ONGOING EDL STRATEGY / PROCESS IN A COMPANY, AN EDL
PROGRAMME WILL PROVIDE THE FRAMEWORK TO:

1) Get to know and 'humanize' the relationships with an employee on an interactive basis

2) Identify present range of individuals skills and abilities

3) Identify and record needs in an individual development plan

459
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4) Consider job, work and expectation design/redesign participatively

5) . Monitor each learners progress on an ongoing basis constantly identifying the next
goal

SUPPORTS

6) Provide assistance, back-up and follow-up in workplace regarding education training
and development

7) Develop a career path in association with National General Education Certification
with an accompanying personal file that stores all the individuals information.

THE EDL PROGRAMME

IMPLEMENTS

FACILIT ATES

YOUR ONGOING EDUCATION, TRAINING AND DEVELOPMENT

INTERVENTIONS
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EDUCATE AND DEVELOP
FOR LIFE

A

TOP TURF APPROACH

TO

PEOPLE DEVELOPMENT
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2.2.1 Managerial Skills
2.2.2 Competency Skills

INDEX

1. BACKGROUND

2. WORKPLACE LEARNING

2.1 WORKER EMPOWERMENT

2.1.1 Review Business Authority
2.1.2 Two types of "Bosses"
2.1.3 A Development Process Includes

2.2 JOB-SKILL TRAINING

3. TRAINING PROGRAMMES DEVELOPED

4. THE EDUCATION AND DEVELOP FOR LIFE PROGRAMME
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1. BACKGROUND

The majority of people in the South African workplace have come to the workplace

with little or no effective education. This has led to a workplace with semiliterate,

unskilled people who are frustrated and, at times, angry. On the other hand,

employers too are becoming increasingly frustrated because skill level requirements

within the company are not being met to raise the level of company productivity and

profitability required.

The education crisis is known to be a multifaceted problem involving state, church,

community, business, parents, students, employees, trade unions, etc. The education

workplace crisis is a reality. How can business face the challenge of contributing

towards the alleviation of the problem?

Lack of education and an autocratic company culture can be at the core of poor

internal relations in a workplace and ways have to be found to develop people within

a company to overcome frustrations and to change the situation internally from one

of reaction and demand to one of being proactive, creative and inclusive encouraging

participation and accountability.

How could the development of an education strate~ in a workplace strengthen

relationships and work ethic?

Correct attitudes need to be developed in people so that education can be seen as

something worthwhile and about which each person must grow to take responsibility

for themselves and their own development. Education must be seen as a long-term

structured process involving structured, measured learning. A process where people's

potential in unlocked.

Apartheid has left a legacy of hate, fear and bitterness and as it falls, the country

inherits the results of unequal education designed ostensibly for oppression. These

standards need to be normalised in the workplace through a process of education and

empowerment.
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Education can contribute to eliminating inequalities, therefore increasing and

redistributing opportunity and providing a process for developing people. It can be

considered the key to chan~e in a business culture. playin~ a large role in the

strengthening of relationships and process of empowerment in a business.

For an organisation to address education strategies, the employees must be involved

in a process of consultation and participation. For an organisation to benefit from an

education strategy, the process must be structured, measured and monitored and an

"Educate and Develop for Life" programme could be one way of ensuring that these

structures work.

An "Educate and Develop for Life" programme enables people to take responsible for

themselves and develop into full participants in the workplace. The process helps

people to make things happen in their own lives, allowing for concurrent development

of skills and self-confidence, self-esteem, self-motivation.

In addition to education disadvantage, the socio-political history of South Africa has

created a social context within which it is extremely difficult to develop staff at

workplaces. People have been labelled according to race and role and this has resulted

in deep divisions between the mostly white managerial class and the black working

class. Similarly, the hierarchal organisation culture - which dominates most South

African workplaces - whilst satisfying objectives of control, does not facilitate

teamwork or good relationships between people as very little people development ever

takes place.

What is needed is a practical structured people-centred process where the point of

departure is the employee. A legitimate, relevant and acceptable pro~amme that

stren~ens relationships between management and workers where each individual is

shown concern and respect.
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For an education strategy to be developed, managers are going to need to be involved

with employees because they determine what knowledge and skills are required for

a job. An. "Educate and Develop for Life" programme needs personal discussions

between managers and employees and a manager needs to measure and monitor the

employees progress.

If people are the core of a company:

A further challenge is the reality of two power bases presently operating within

business, viz management and unions. Education strategies must be evolved in

conjunction with both for a company to survive. It is a proven fact that where

internal relationship in companies are poor, workers will turn to unions for more than

collective bargaining for wage increases and this interference can be disruptive.

• Are they treated with the dignity this deserves?

• Are they included in the planning of company strategy?

• Do they know why they have to do things?

• Are they part of the communication cycle?

• There are dis-empowered people

• There are unskilled unproductive people

A workplace problem is two-fold:

Both of these involve learning. This process of knowledge \gaining' requires people

to make the connection between what they are doing and why they are doing it.
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2. WORKPLACE LEARNING

2.1 WORKER EMPOWERMENT

Why do you run a business -

How do you get PROFIT

PROFIT

PRODUCTIVE PEOPLE

How do you MOTIV ATE people to be PRODUCTIVE. People have the

ability to A.CI and the power to act.

*

Have they CHOSEN not to act and if so why?

Are there BARRIERS in your organization that prevent them from

acting:

If people are not taking that action you need to find out just two things:

*

• Power structures

• Authoritarian culture

• Lack of agreed understood expectations

• Class, race, gender

Empowerment takes place when people have the OPPORTUNITY to take

RESPONSIBILITY for their own actions if and when they are given the

opportunity to act.

People need to develop new and challenging ways of confronting their

everyday work situations.

REMEMBER:

An empowered person is SELF-DRIVEN and cannot TAKE THIS

POWER if it is VESTED in OWNERS and managers.
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2.1.1 REVIEW BUSINESS AUTHORITY

Be careful of your Business Philosophy. The can of worms gets

opened when you are behaving like a "schizophrenic"

How often don't companies project a Public Relations philosophy by

'advertising' a set of values. Dig a little below the surface and the

'REAL WORLD' philosophy in the company does not practice these

values.

2.1.2 TWO TYPES OF "BOSSES"

How often can a visionary entrepreneurial M. D. have a value system

that caters for participation, motivation, involvement when back at the

ranch his subordinate managers make all the right noises to please the

M.D. - in fact back on the shop floor - does nothing about it or worst

still - does the opposite!

learning through:

In any endeavour one needs to establish REAL VALUES that everyone

understands and commits to from the start.

Empowerment does not just happen over night. Empowerment is a

process - a DEVELOPMENT PROCESS.

2.1.3 A DEVELOPMENT PROCESS INCLUDES:

... Collecting data

... Reflection

... Understanding and individual interpretation
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... Use interpretations to consider other points of view i.e.

consider other possibilities

... Are new situations emerging?

... seek differences; contradictions; possibilities; questions

b. Chan~e

Open up new measures for action.

... Review your own experience of learning as an adult.

... Involve and include all people in the workplace in

planning, organizing, discussing and solving things

considered problematic.

2.2 JOB-SKILL TRAINING

2.2.1 Mana~erial Skills

Vital Learning Programmes were introduced offered by "Vital People

Power" to introduce and practise:

C Goal Setting

C Management Skills

C Communication Skills

C Organisational Skills

C Leading Skills

C Controlling, Skills

These however all required literate people.
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Supervisory Programmes were introduced for literate and semi-literate

people to provide the above and concentrating on including these

people as a vital link in the empowerment process and not merely using

them as conduits for orders and instructions.

People with a language disadvantage felt humiliated in a training

session where they were required to \ gain' knowledge through a

language they did not understand. We had watched people sitting in

rooms blankly trying to 'absorb' information from a trainer they did

not understand. They were then being faced with a test that required

reading and writing skills that they did not have.

2.2.1 Competency Skills

The majority of employees however, were illiterate due to historical

legislation could not depend on reading and writing to'gairï'knowledge.

Ways had to be found to offer these people an opportunity to train so

that they could develop their job potential.

Inhouse training programmes were designed using slides, tapes and

video material. Tbe aim of these interventions was to improve specific

skills of employees for specific jobs and to couple this with on-the-job

training by the supervisor or manager. Wherever possible, this

teaching and measurement of competency was not based on language

skill. Video material was developed with tape voice access so that

managers, who had already established a relationship with their people,

could easily lead the training themselves. Why did we consider this

important?
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We needed to find a way whereby a person could learn without

breaking down their self-esteem. The Faculty of Education Media at

Pretoria University provided an ideal opportunity for us to develop

training material that did not rely on skills of reading and writing in a

language not sufficiently understood. We were able to transcribe

training scripts onto voice-over tapes that worked in conjunction with

a training slide show. Employees could work individually or in groups

using a voice-over of a language they understood. Job skill training

was set out as the mastering of technical skills related to the job within

the company which was tied to the situation in the marketplace in

which the company needed to compete. Once having gained this

technical control over knowledge, it is necessary, however, for the

individual to understand that only this knowledge is being taught in the

first place. Connections need to be made with the technical mastery

and the significance in the larger situational reality. Once individuals

have established the relationship between means and ends, the

knowledge forms part of a function and Giroux calls this "directive

knowledge" (McLaren, 1989:168). Our understanding of knowledge

needs to be shared because, although training has always been seen as

the teaching of a specific task for a specific function, it is necessary to

assist people in making the connection between training and the wider

social implications of training, because then training becomes an

essential part of an educating process.

3. TRAINING PROGRAMMES DEVELOPED

a. Video based

Soil preparation

Lawn laying

Tree planting

Shrub planting

Ground cover planting
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b. Slide/Video based

Indoor plant maintenance

Outdoor plant maintenance

Engines (2 stroke / 4 stroke)

Brushcutter operation

Handmower operation

Tractor operation

Basic irrigation

4. THE EDUCATE AND DEVELOP FOR LIFE PROGRAMME

The strategy would be guided and monitored by an EDC file which each employee

was given. This file holds records of personnel historical and educational details;

personal evaluation development and the planned programme of anticipated

interventions that would form part of the individuals process of education and

development. This would be based on discussions and participatory development of

a needs analysis in which the individual would be involved in from the start. From

time to time the individuals development .would be planned, scheduled and discussed

and all training would be recorded in the file. The file serves to create necessary

discussion and communication between manager and worker as well as provide a

record of achievement and ongoing Curriculum Vitae for the employee.,
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APPENDIX H

REPORT ON USA RESEARCH VISIT

NATIONAL COUNCIL OF LA RAZA

The National Council of La Raza (NCLR), a non-profit, tax exempt organization

serves as an advocate for Hispanic Americans and as a national umbrella

organization for about 120 formal 'affiliates', community based groups which

serve 32 states and the District of Columbia. NCLR seeks to create

opportunities and address problems of discrimination and poverty through four

major types of initiatives, viz. community; lobbying; pro perspective public

information activities designed to provide accurate information and positive

images in the mainstream and special projects. Through the National Council

of La Raza I had the opportunity of meeting Mr John Florez, the then Assistant

Secretary in the Department of Labour, concerned with Hispanic Affairs.
,

Problems facing the Hispanic communitywhich, according to Mr Florez, needed

educational attention, were as follows:

Hispanics are the most under-developed major segment of the US

population.

Hispanics represent a growing segment of the school-age population.

While in school Hispanics face serious difficulties intrinsically due to

language usage and culture; extrinsic due to facilities; attitude of

teachers; lack of role models or mentors; low achievement scores;

lowered expectations.

Hispanics continue to have the highest drop-out level.

Higher Education enrolment is low and those who do enrol depend on

loans.
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Illiteracy rates are much higher for Hispanics than for Blacks or Whites

in USA.

Although one cannot compare different people from different countries, the

analogies that could be drawn with Hispanics and people in South Africa who

have a disadvantaged educational background, coupled with poverty and the

social ills that may accompany this, lead me to believe that projects and

programmes encouraged-by NCLR would be worthwhile reviewing in relation

to the South African situation.

Basic and Job Skills Training. Computer-assisted instruction covers

academic competencies ranging from elementary reading and math through

high school. GED preparation and introductory college-level courses are

included as well as the functional skills necessary for success in the family,

society and the work place.

The programme titled SER was the specific one I found to be a relevant

possibility to the South African situation.

In December 1986, SER placed literacy training at the top of its policy and

programme agenda. The decision to expand functional literacy services to

Hispanics through its network of affiliates came after careful consideration of

the main problems confronting Hispanic Americans. SER decided to launch its

literacy initiative by establishing a series of Family Learning Centers (Ft.C's).

FLCs offer a comprehensive programme consisting of three major, interrelated

components: Basic and Job Skills Training, FLC Literacy Council, and SER

Care. Literacy services are targeted to those most in need, specifically

economically disadvantaged at-risk youth 16 years and older, welfare mothers

and their children, and functionally illiterate adults who are either long-term

unemployed or discouraged workers.
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Family Literacy Councils. The Councils are composed of Hispanic parents,

educators, and employers whose primary objective is to improve the education

of school-age youth through on-going dialogue and activity between the three

groups.

SER Care. Ser Care is an intergenerational child care programme designed

to enhance children's educational development while their parents are receiving

basic skills and job skills instruction. SER Care also has an education

component which uses computer-assisted instruction in a multi-sensory, self-

paced, and interactive educational environment (Florez, 1991; Department of

Labour Literature, 1990; Ser-Jobs for Progress Inc Publication, 1990).

Also a non profit, non government organization based in the USA which

provided me with interesting practical education intervention experience. The

goal of this organization is to help improve the quality of life in the USA, and

that of developing countries, through the establishment of effective community

based skills training instructions. First hand experience was gained visiting a

human resources development centre inWashington where unemployment and

under-employed adults were being taught through well selected basic computer

programmes. Here people told me that they 'trust' the learning process and

The Family Learning Center incorporating Basic and Job Skills Training,

Literacy Training and Ser Care opportunities provide a meaningful South

African possibility. In responding to this challenge, Ser first had to assess the

status of a person's employment and training structure and a nature of the

employer training needs before it could involve training participants. It is vital

that, in the South African context, these three interventions are seriously

addressed, however, it is equally vital that any education intervention is not

undertaken in isolation but must form a part of a planned holistic strategy.

THE OPPORTUNITIES INDUSTRIALIZATION CENTRES (OIC)
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never felt intimidated. Adult trainees at OIC Centers experience the following

training model:

Feeder (pre-vocational) training to upgrade basic communication and

computation skills, and to develop adequate motivation and the required

attitudes for the "world' of work".

Counselling services for the development of character and proper career

expectations.
Hands-on practice that comprises 70% of the technical training

curriculum.
Job placement services and business development or agricultural

settlement assistance to help OIC graduates engage in productive

occupations and practice what they learn.
Follow-upservices including on-site guidance and/or technical assistance

to ensure high job retention and sustainable productivity.

PROJECT HEAD START

The overall goal of the Head Start programme in the USA was to bring about

a greater degree of 'social competence' in children of lower income families.

By social competence is meant the child's everyday 'effectiveness' in dealing

with both present environment and later responsibilities in school and life.

Social competence takes into account the interrelatedness of cognitive and

intellectual development, physical and mental health, nutritional needs, and

other factors that enable a developmental approach to helping children achieve

social competence. Why did people believe that there was a need for a Head

Start programme? Why did children need to be socially competent? Did this

mean that some children were marginalized? Did this mean that some children

were oppressed and therefore excluded from the same opportunities of

developing as other children? Head Start programmes were designed in the

USA to provide for:
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1. The improvement of the child's health and physical abilities, including

appropriate steps to correct present physical and mental problems and

to enhance every child's access to an adequate diet. The improvement

of the family's attitude towards future health care and physical abilities.

2. The encouragement of self-confidence, spontaneity, curiosity, and self-

discipline which will assist in the development of the child's social and

emotional health.

3. The enhancement of the child's mental processes and skills with

particular attention to conceptual and communications skills.

4. The establishment of patterns and expectations of success for the child,

which will create a climate of confidence for present and future learning

efforts and overall development.

5. An increase in the ability of the child and the family to relate to each

other and to others.

6. The enhancement of the sense of dignity and self-worth within the child

and his family.

Findings from studies on Head Start Programmes have shown that they can

contribute to the child's family's future life chances and it is necessary to

incorporate aspects consistent with exemplary practices in preschool education

and child development concentrating on the involvement of the parent and

quality teachers.

Another programme facilitated by the Department of Health and Human

Services was introduced called the "Easing the transition from pre school to

kindergarten" (Grade 1) (Interview ClemmieMurphy and Ric Johnson, February

1991; Headstart Publication, Washington, November 1990).

This programme has a place in South Africa when I consider the difficulties

children at the company pre-school have had when entering the Katlehong

Primary School or Vosloorus Primary School in the Germiston District. They
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were not prepared for the change and not enough attention was given to where

they were being sent.

Education is not just something that could happen in schools, but a continual,

life-long process of learning and personal development. Understanding this

notion is necessary for business leaders to understand that there is no

education problem that can be quickly or easily fixed - problems usually take

years to create and take as much time to solve and restructure.

The Urban Foundation in South Africa (1986) stressed that "any strategy

claiming to promote the development of people must take cognisance of the

early years of life for individual development". The overall goal of early child

care and development is to create an environment for a child which will

promote optimum development at a period when growth is rapid and the child

is vulnerable to deprivation of appropriate experience. The Head Start

Programme introduced into South Africa could concentrate on physical,

emotional, social and intellectual development backed up by the transition

programme to assist a child and the child's parents in anticipating and settling

into the next stage. Certainly there may be scepticism about what people

believe these children are being prepared for and what kind of society. In the

USA, the black and Hispanic communities, from my experience, were ensuring

that this was not a process to make them "white middle class Americans".

The bottom line of basic skill needs in the workplace was jointly identified by

the US Department of Labor and US Department of Education, as that of being

literate.

The concerns of the business community for a skilled work-force increased as

employers identified the need for workers with stronger basic skills to

accomplish tasks in the workplace. The definition of basic skills not only

includes the ability to read and write, but also the computation, communication

and problem-solving skills:
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In the late 1960's an Affirmative Action intervention was introduced in the USA
on the following premises:

1. Adult, white males make up something called the US business
mainstream.

2. The US economic edifice is a solid, unchanging institution with more

than enough space for everyone.

3. Women, Blacks, immigrants, and other minorities should be allowed in

as a matter of public policy and common decency.

4. Widespread racial, ethnic, and sexual prejudice keeps them out.

5. Legal and social coercion are necessary to bring about the change.

In attempting to break the cycle of failure that characterizes the 'underclass',

meaning people who are oppressed and marginalized as a result, of the USA,

These have to be reinstated because the US work-force now consists of

minorities, immigrants and women, and the reality of the present situation is

that the white males in the USA will make up only 15% of the increase in

workforce over the next ten years.

It is possible that affirmative action played a role in forcing the development of

minority groups in the job-arena, however, when seriously considering long term

educational interventions for a South African strategy, it must be taken into

consideration that affirmative action is an artificial intervention of transitory

nature. Though it may have its place in achieving quick results, the stigma it

carries for the very people it is attempting to assist, remains a perception that

people who benefited from the programme, were unnaturally 'elevated' into

positions they did not deserve.

Affirmative action, however, could ensure a diverse work-force at every level.

It does not, however, deal with the root causes of prejudice, inequality and
disadvantage.
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the root of the problem needs to be addressed. Legally and socially, the USA

has done all it can to be free of racism and yet it would appear that no country

is so obsessed by race. Is racism the cause of black and minority deprivation?

Are Whites not continuing to use race as a source of privilege and power? Are

Blacks using racism as a source of entitlement, continuing the idea of Blacks
as victims for convenience?

Is it not possible that the 'underclass' is disproportionately black by historical

accident? Blacks migrated to cities as manufacturing jobs were taking new

form in the suburbs. They remain in the cities, trapped by crime,

unemployment, drugs and poor education. Separatism and reparation could not

take away guilt or the problem. The inner-city areas have to be addressed by

business and solutions need to be found to break the cycle of poverty that

brings with it social ills and a web around people that only economic stability

can break. Business needs to address an education strategy that moves into

the communities of their employees (The Star, 10April 1991; Interview Aldrage

B Cooper, February 1991). Whether the topic is affirmative action policy, quality

manufacturing, or business interventions aimed at improving education, real

change was going to be needed in the USA.

At all places that I visited and at all levels, it was abundantly clear that for an

Education Crisis to be addressed change action had to take place and all

people affected must be involved. Business is affected and therefore must be

one of the involved participants in the partnership to face the challenge
overcoming the crisis.

Interventions involving adults in all the places I visited in the USA could form

part of the education process I was considering in research project. I also

learnt that in any educational intervention the participation of the individuals in

the process was paramount and that one must not become romantic about the
ease of change.
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Furthermore, interventions could only be meaningful if they were needed by the

person involved and considered relevant by that person for his/her development

process. The people in the workplace situation I was part of were involved in

deciding what interventions they thought they needed. How was I going to

intervene to ensure that what they were to involve themselves in would be

relevant and meaningful to them? Was the responsibility emerging here not

emphasizing the need for people to learn to reflect critically on a situation so

that decisions they made were based on understanding?
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APPENDIX I
I

r
PRE-SCHOOL REPORT-BACK

"The four mothers (Trifena, Selina, Celia, Rebecca) returned from Viljoenskroon

this morning. Their two weeks were well spent and I am amazed at the scope

of work covered while there. They are bubbling with enthusiasm and have

been taught that early learning involves reaching out to the community as well.

Let me not pre-empt anything - I know this venture is viewed sceptically by

some, so I would rather we worked with what we have and allow it the space

to grow and prove itself, free of the burden of expectation. I am optimistic and

hope that structured input and guidance will in time prove that it can work.

The school is to be called 'Lehlasedi' (rays of light). On August 1 the teachers

will move into the building and start making equipment from all the 'waste' we

have collected. You won't believe what they have been taught to make. They

understand that when we start enrolling pupils mid-August, only children that

have fathers or mothersworking for the company are eligible. We need to form

a parent committee and encourage their participation as much as possible in

their childrens' development. Maybe in time, white employers will find the

standards and opportunities at our school attractive enough to send their

children. Imagine the impact this could make on the sincere attempts to

desegregate this company.

https://etd.uwc.ac.za/



LITERACY TABLE

1. MOTHER-TONGUE LITERACY
(Breakthrough)

Read and Write in
Mother-Tongue

2. SURVIVAL ENGLISH
(Beginner)

Answer 'WH' questions
Provide personal information
Give directions, time, etc.
Understand signs, greet
appropriately
Complete forms

3. CONVERSATIONAL ENGLISH
(Pre-I ntermediate)

List object, colours, etc.
from instructions
Read basic materials
Pose questions, provide
written directions
Write simple reports
Sustain basic conversation

Social responsibility
of every employer

Production staff moving
into specialist training
and supervisory roles
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APPENDIX J

- ONLY AT THIS POINT IS AN EMPLOYEE 'TRAINABLE' -

4. OPERATIONAL ENGLISH
Extract information from
manuals
Write letters and reports
Write simple instructions
Give simple talk
Contribute to a meeting
discussion
Elicit key information

Necessary for all
supervisors and
trainee managers

[1 - 4 takes 2 years]
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5. ADVANCED ENGLISH
(Customised Modules)

Make formal presentation
Extract key information from
important texts
Participate in formal
discussions
Write formal reports,
essays, etc
Read appropriately in terms
of stated purpose
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Necessary for all
A + B level managers
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APPENDIX K

EMPOWERMENT INTERVENTION
GUIDELINES

CHARACTERISTICS OF EMPOWERED ORGANIZATIONS

* Ownerships by all members of the enterprise
Delegation of power
Democratic
High value placed on results
Risk and reward is shared
Goals always market-related
Information open to all
Individualistic
Members fully accountable
Minimal internal rules, if any - all rules provided by the market
Fulfilled/self-actualised personnel
Natural tendency towards action, rather than words
Members self-motivated
Law and order defined by work realities - apparent lack of order
In the event of failure, blame accepted by individuals
Forward looking plans

*
*
*
*
*
*
*
*
*
*
*
*
*
*
*

It should be noted that empowered organisations have all the logic of noisy,
fractious, busy and successful market-places.

CHARACTERISTICS OF UNEMPOWERED ORGANIZATIONS

* Ownership tightly held
Delegation of responsibility
Hierarchical
High value placed on process
Reward is shared
Goals often internal
Efficient
Reactive

*
*
*
*
*
*
*
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• Secretive
Bureaucratic - proliferation of managerial positions
No true accountability of employees
Strong "policing" mechanisms in place, even though sometimes well
hidden
Subject to corporate politics
No global vision by employees - responsibilities limited to own job only
Paternal/patriarchal
Superficial level of morale, informality, friendliness
Responsibilities perceived to be towards internal rules
High degree of alienation and management burnout
Proliferation of meetings, report-back sessions and memoranda
Long lists of generalised, abstract values
Motivation by inducement or reward
High apparent degree of order and discipline
In the event of failure, blame levelled at the company
Proliferation of historic report writing and "report backs"

•
•
•

•
•
•
•
•
•
•
•
•
•
•
•
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APPENDIX L

EXTRACT - SAIRR COUNTDOWN.
OUTLINE OF CHANGES IN SOUTH AFRICA.

Quarterly Countdown Nineteen
July 1991

by

Shaun Mackay
l?esearch ~cer

South African Institute of Race Relations

1. BACKGROUND 1 Workmen's Compensation 6
2. GOVERNMENT 2 Unemployment Insurance 6

Employment 6Central Government 2
Regional Government 2 7. HEALTH AND WELFARE 6
Local Government 2 Health 6

3. CITIZENSHIP AND RACE Welfare 7
CLASSIFICATION 3 8. SOCIAL SEGREGATION 7

4. LAND AND HOUSING 4 Separate Amenities 7
Group Areas and Land 4 Prisons 8

Transport 8Housing 5 Parks 8
5. EDUCATION 5 Cultural Institutions 8

Policy 5 CONCLUSION 8
6. MANPOWER 6 REFERENCES 9
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1.BACKGROUND
On 2 February 1990, the state president, Mr F W de
Klerk, committed the government to removing all
apartheid legislation from the statute book. He also
released several long-term political prisoners and
lifted the bans on various political organisations in an
attempt to get a constitutional negotiation process
going. In March 1991 Mr De Klerk committed his
government to getting rid of all apartheid legislation
before the end of July 199V

A number of major apartheid laws had of course
been repealed before 2 February 1990, among them
the pass laws, which were repealed in 1986 when Mr
P W Botha was state president. Quarterly Countdown
was indeed launched at the beginning of that year
when Mr Botha said in his opening address to
Parliament that South Africans had 'outgrown the

outdated concept of apartheid'. The purpose of the
publication was to monitor the government's
performance in repealing racially discriminatory laws.
At that time the conventional view was that reform had
ground to a halt. The South African Institute of Race
Relations thought otherwise. So convinced were we
that the disintegration of apartheid was both
unstoppable and irreversible that we launched this
'Countdown from Apartheid'. Nineteen issues and
five and a half years later we are happy to record the
repeal of all major remaining apartheid laws other
than the constitution itself, whose repeal will go hand
in hand with the enactment of its replacement.

From now on Quarterly Countdown will focus
mainly on constitutional matters, including the nego-
tiation process.
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2. GOVERNM]~NT

CENTRAL GOVERNMENT

Parliament
The Republic of South Africa Constitution Act of 1983,
which provides for three separate houses of Parliament
for coloured people, Indians and whites, is the main
piece of discriminatory legislation. Africans, who are ex-
cluded from the parliamentary process, were expected
to exercise their franchise rights in the homelands and
at local government level.

Clearly this act will not be repealed until there is a
new constitution to replace it as a result of negotiation
(see Quar1erly Countdown 15,17 and 18).

OWN AFFAIRS
In May 1991 the minister of constitutional development,
Dr Gerrit Viljoen, told Parliament that the rationalisa-
tion ofthe 'own affairs' departments could not take place
immediately as this could pre-empt the legitimate
process of constitutional negotiation. Instead he said
that in the interim 'suitable South Africans' could be ap-
pointed to cabinet posts.' This could mean the inclusion
of Africans in the cabinet for the first time.

The government's dilemma is that if all the own affairs
departments were to be rationalised, there will be no
need for the existence of the three different chambers of
Parliament since all matters would then become 'general
affairs'. Il is clear that this provision, which is an intrinsic
part of the tricameral constitution, will not be repealed
until a new constitution is in place.

REGIONAL GOVERNMENT

Homelands
In May 1990, Dr Stoffel van der Merwe, then minister of
education and of development aid, acknowledged that
the government no longer saw independence of the
homelands as a viable option and said that it was no
longer government policy."

The six non-independent and four 'independent'
homelands are a resu1t of the 'grand apartheid' ideal to
separate each black ethnic group into different
geographic units. Despite the fact that the six non-
independent homelands are no longer marked for
independence, they continue to operate as separate
political units (with their own legislative assemblies and
state departments). The goverrunent has indicated that
the fate of these homelands will be the subject of
forthcoming constitutional negotiations. Some of the
leaders of these homelands have indicated a preference
to become regional governments.

In March 1991 Dr Viljoen said that the four 'indepen-
dent' homelands would not be able to return unilaterally
to 'South Africa', but that they should come and nego-

tiate about this.3 The position of the four 'independent'
homelands is scmewhat different from that of the
non-independent homelands. Even if the forthcoming
constitutional negotiations resolve that they should be
reincorporated into 'South Africa', independence can-
not be unilaterally revoked and the governments of these
'independent' hemelands will first have to give their
consent. Thus th eir reincorporation will also probably
occur only after the negotiation process and provided
that they concur.

LOCAL GOVERNMENT

The Interim Measures for Local Government Bill was
tabled in May 1991 and the resulting act provides for
local communities lo negotiate their own models of joint
local governmcn., until such time as a new constitution
is in place. The ad empowers a provincial administrator
to appoint a med ator to identify community leaders and
consult with them as wen as local government bodies and
to promote negotiation aimed at empowering two or
more local autho .ities to create joint negotiating forums.
These forums wIl be empowered to. negotiate a wide
range of joint an angcments, including the rendering of
services by one local authority to another, joint decision
making by two or more local authorities, or their
merging into a single joint authority.

Proviincial administrators, in concurrence with central
government, are empowered to issue proclamations to
legalise any interim arrangements negotiated. The
administrator may also reject such arrangements or
request their modification. He therefore has substantial
powers to reject an agreement framed by a representative
negotiating forurn for the area which il represenls.

The act's provisions will also apply in non-inde-
pendent homelands, allowing their local authorities to
negotiate a new local government system with city coun-
cils in white-designated areas. The administrator is also
empowered lo repcal or amend any law of parliament or
the legislative assembly of a non-independent homeland
that clashes with any such negotiated arrangement.

While the proposed legislation allows civic organisa-
tions and community leaders to be a part of the joint
negotiating forums, it gives the local government bodies
the discretion to decide which civics and community
leaders shou1d be invited. The administrator does, how-
ever, have the power to compel the negotiating forum to
invite other people or badies whom he may designate. If
the negotiating forum and its resultant agreement for a
new local government system is to work it will have to en-
sure that the bocy is as widely representative as possible.

The act follows the publication in June 1990 of a report
by the Thornhill committee which investigated uniform
legislation for local government (see Quaneny
Countdown 17). This report outlined various options for
nonracial local government, as well as an option to retain
the status quo, and one in which the participants in
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3. CITIZENSHIP AND RAC]~CLA.SSIFICATION

negotiations for a new local government system could
decide on their own unique system. Although the act does
not outJine the choices recommended in the Thornhill
report, it is essentiaUy the same since any of those models
it recommended can be adopted. The choice is left to the
communities concerned to decide through negotiation.

The act is merely an enabling mechanism whereby city
councils, which wish to, may form single nonracial
authorities.

The Labour Party (LP), Democratic Party (OP) and
Solidarity criticised the failure of the bill to force local
government bodies controlled by the Conservative Party
(CP) to make a choice other than their present racially
exclusive structure. Even though black co~muni:ies and
councils in the proximity of these councils (which may
well be in the majority numerically) m~y want to form a
nonracial local government structure with a CP-co~trol-
led municipality, the latter can virtually veto this by
opting to retain its status quo. . .

Several municipalities have begun negotJatJons to
form nonracial local government structures: the Central

In February 1991, the state president, Mr FW de Klerk,
announced that the Population Registration Act of 1950
was to be repealed during the 1991 parliamentary
session, but that the population register would be
retained.' He also announced that parents would no
longer be Corced to classify their babies in terms of the
act as from February 1991. .

The Population Registration Act Repeal ~ct mcor-
porates the original Population Act Repeal Bill an~ the
Further Abolition of Racially Based Measures Bill. It
provides for the repeal of the entir~ Population
Registration A~t, which ~ompels th~ classification of all
South Africans into specific population group~. The act,
however in- eludes a transitional clause, allowing for the
retention of the population register until the Republic
of South Africa Constitution Act of 1983 is repealed.
This has been done in order to provide a basis on which
the tricameral Parlia- ment can function, particularly Cor
the purposes of elections.

The act affects the following acts dealing with
identification, marriage, and births and deaths as
follows:
• it amends the Identification Act of 1986 so as to end

the inclusion of race in the population register by
omitting the birth entry number, which has a racial
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Witwatersrand Metropolitan Chamber, representing 16
organisations including the Soweto and Johannesburg
city councils, va rious management committees, civic as-
sociations and the Transvaal Provincial Administration,
has already bef n established. The legislation will allow
for the chamber to operate with legal certainty and for
its decisions to be binding.

Although not altogether satisfactory, this legislation
will allow Cor r onracial local government Cor the first
time. The main; aws governing African local government
structures are the Community Councils Act of 1977 and
the Black Local Authorities Act of 1982. These acts will
have to be repealed and replaced by new uniform legisla-
tion if a truly nonracial local council system is to emer~e.
The fact that this legislation exists and that white
councils are not compelled to make a choice under t~e
new legislatlon means that local government can still
legally be racially exclusive; T~e ~overnm~nt ~as
indicated that lite proposed leglsla.h~n IS only an intcnm
measure until constitutional negotiations produce a new
constitutional dispensation.

code, and replacing it on the certificate of particulars
of birth with an identity number;

• it repeals provisions in the Marriage Act of ~961
providing for the appointment of separate marnage
officers for the different races;

• it removes the definition of 'Black' as well as all
references 10 the Population Registration Act and the
registratior of children according t? rac~ Cram the
Births, Marriages and Deaths Registration Act of
1963. Whereas a police-station commander was an
ex-officio registrar of deaths a?d still-births he ~as
not empow cred to register African deaths and still-
births. The act removes this prohibition;

• it repeals the Electoral Amendment ~ct of 1984
which provided for the first general elections for the
House of Representatives and the House of
Delegatcs; and

• it repeals references to the Population Registration
Act from the Population Registration and Elections
Amendment Act of 1984.

Legislation scrapping the last three divorce courts for
Africans and replacing them with speci~lised ~urts
dealing with family matters on a nonracial baSIS was
gazetted in May 1991.
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4. LAND AND HOUSING

In February 1991, the state president told Parliament that
the Group Areas Act of 1966, the Black Land Act of1913,
the Development Trust and Land Act of 1936, the Black
Communities Development Act of 1984 and other legisla-
tion affecting land ownership would be repealed during
the 1991 parliamentary session (see Quanerly Countdown
18).

GROUP AREAS AND LAND
Group Areas
The Abolition of Racially Based Land Measures Act of
1991 (outlined below) repeals the Group Areas Act as
well as the Free Settlement Areas Act and the Local
Government Affairs in Free Settlement Areas Act, both
ofl988.

The repeal of the Group Areas Act means that group
areas for a specific race group no longer exist and any
person of any race will be able to live in any area in South
Africa. There is however, still much debate as to whether
the victims of removals under the Group Areas Act should
be compensated for this. According to Institute research,
about 630 ()()()people were moved in terms of the act.

The Abolition of Racially Based Land Measures Act
also repeals the Free Settlement Areas Act as well as the
Local Government Affairs in Free Settlement Areas
Act; clearly there will be no need for this legislation once
the Group Areas Act is repealed.

The Free Settlement Areas Act provides for certain
areas to be exempted from the provisions of the Group
Areas Act, so that people from all race groups can occupy
or own property in such areas. This act, which was passed
in 1988, was widely rejected and the repeal of the entire
Group Areas Act was called for instead (see Quaneriy
Countdown 12 and 13). The Local Government Affairs
in Free Settlement Areas Act provided for local
government in the form of management committees in
these areas (see Quarterly Countdown 12 and 13). This
act was never used,

Land
The Abolition of Racially Based Land Measures Act
further repeals the Black Land Act of 1913 and the
Development Trust and Land Act of 1936.

These acts, collectively known as the Land Acts, were
responsible for reserving a total of about 14% ofthe land
area of South Africa for the ten homelands, the remaining
86% constituting the white-designated area (which
included urban black townships). The 1936 act has been
the main instrument to effect removals of Africans to the
homelands. According to the Surplus Peoples Project
there were about 3,5m removals, including about 750000
Africans who were moved from townships to homelands.'
Under much pressure from organisations dealing with the
land issue as well as various political organisations, the

government has added a section to the Abolition of
Racially Based Land Measures Act to set up an advisory
commission, to whom the victims of removals can present
claims for compensation. After investigation the com-
mission will forward its recommendation to the state
president. (For more detail on the land issue from a social
and economic point of view, see Update 16.)

The abolition act which was passed in June 1991, also
removes references to race from numerous other acts
dealing with land, including laws on rural areas under
the administration of the House of Representatives and
the non-independent homelands. It empowers the state
president to amend racially restrictive proclamations in
an estimated 15 ()()()regulations relating to land owner-
ship and occupation,"

The Residential Environment Bill, initially to be
enacted separately, was also incorporated into the
Abolition of Racially Based Land Measures Act. This
bill was opposed by the LP on the grounds that it was
inherently racist and aimed to protect the status quo of
white suburbs. A chapter on 'norms and standards in
residential environments' allows a majority of the
owners of residential premises to draft bylaws regarding
the election of neighbourhood committees, the over-
crowding of premises, the use of buildings, maintenance
and repair of premises according to set norms and
standards, the repair or removal of nuisances, the repair
and maintenance of buildings, and the orderly use of
amenities established and maintained by them. Failure
to comply could result in a Rl 000 fine or one month's
imprisonment or both. In an apparent attempt to meet
the criticism that such wide powers in the hands of
established residents could be used to entrench racial
exclusivity, a clause was inserted to the effect that any
bylaw which discriminates on the grounds of race, colour
or religion or which is grossly unfair shall be of no force
or effect. Any resident who feels that a new bylaw is
racist can appeal to the courts and it will be up to the
neighbourhood committee to prove otherwise.

The 'norms and standards' chapter appears to be an
attempt to assure whites that standards in their
residential areas will not decline with the influx of blacks.

While making it clear that it supported the abolition of
the Group Areas Act and the Land Acts, the LP
contended that the provisions for norms and standards in
exclusive areas were a form of economic apartheid, how-
ever the LP feels there are adequate measures for the
upholding of norms and standards on an equitable basis
in such legislation as the Slums Act, the National Building
Regulations and Building Standards Act, the Health Act
and various provincial ordinances.ê Inwhat was seen as a
compromise position, the LP abstained from voting on the
Abolition of Racially Based Land Measures Bill to indi-
cate its disapproval of the norms and standards chapter.'

The legislation listed above effectively does away with
discrimination in land matters. While there might be
other, more obscure provisions in other acts, thereis pro-
vision for a committee to investigate and advise the state
president on the repeal or amendment of such legislation.
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HOUSING
While section 28 of the General Law Amendment Act
of 1969 cancelled any provision in a title deed prohibit-
ing or restricting ownership on the basis of race or class,
many title deeds contain other restrictions regarding, for
instance, the hypothecation of immovable property to
any person who is a member of a particular class or race.,

I

~
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The General Law Amendment Act of 1991 aims to re-
move such restrictions on the alienation, acquisition,
hypothecation, letting or hiring of immovable property
in a title deed.

This in effect means that while a person will be able to
let or hire his premises to whom he wishes, including to
people of a certain race only, he cannot burden the future
owners of such property with the same restrictions.

5. EDUCATION

POLICY

The minister of education and training, Dr Stoffel van
der Merwe, said that it was only a question of time before
a single non-discriminatory education system could be
put together.' He added, however, that one had to create
a new political system in order to be able to create a new
basic education system.

The minister of national education, Mr Louis
Pienaar, also indicated that education is to remain an
own affair until a new constitution is in place,"

EDUCATION RENEWAL STRATEGY

In June 1991 the government received the Education
Renewal Strategy report which it had commissioned.
The report recommends a nonracial future education
model and says that 'justice in educational opportunities
must be afforded'. It also recommends that the new
model must 'visibly promote and express national unity'.
It adds, however, that freedom of association must form
the cornerstone of a new education model and that
adequate allowance must be made for the accom-
modation of diversity such as language, religion or
culture," It also recommends that there be a central
education authority with regionally-based departments
of education, provided that the maximum devolution of
power to the community or individual institution is
upheld throughout. It says however, that these
recommendations should be part of the proposed
constitutional negotiations, echoing the government's
sentiments on education's remaining an own affair until
a new constitution is in place. It also made a number of
other recommendations regarding the structure, func-
tioning and financing of education (see Update 15 -
Special Issue on Education Renewal).

Addressing a press conference on the document,
the director-general of national education, Dr Johan
Garbers, said that if parents wanted autogenous educa-
tion that this would be possible and that whites-only
schools would therefore remain a possibility.'

However, Mr Pienaar later said that school manage-
ment committees would not have the power to bar pupils
on the basis of race because the recommendations did
not propose the racial division of pupils. He said that
while the possibility existed that there could be exclusive

white schools in the future, this would be by chance and
not by design," .

While welcoming the decision to abandon race as a
criterion in education, the African National Congress
said that many of the recommendations were vague,
ambiguous and tentative, and failed to indicate
decisively whether they would lead to genuine equal
opportunities for all or whether they wou1d be applied
selectively. It said that the 'modified education system
could be used to continue the perpetuation of privilege,
exclusivity, and separation under the guise of diversity
and freedom of association'."

The Pan-Africanist Congress rejected the recom-
mendation, saying that only a constituent assembly
would have the power to draw up a national education
strategy? The CP rejected the document, saying that it
would never give up its 'own education system'. The
party added that the recommendation that education
should further national unity was totally unacceptable
because the CP would never allow educators to
indoctrinate its children in a new dispensation.

The DP welcomed the document, particularly the
recommendation that education be nonracial."

The government has not yet formally indicated its
approval of the recommendations.

Schools

STATE SCHOOLS

In September 1990, the numster of education and
culture in the House of Assembly, Mr Piet Clase,
announced that the government had approved three new
education models for white state schools, enabling them
to admit pupils from other race groups provided that a
minimum of 72% of parents voted in favour of this in a
poll involving at least 80% of parents." Education is an
own affair, and the discretion to admit pupils of other
races has always been within the power of the minister
concerned, subject to certain constitutional limits. The
new models indicate a willingness to use these powers in
a more flexible manner in white state schools. Schools
run by the House of Representatives and the House of
Delegates have been allowed such discretion for several
years.
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The provision allowing blacks to attend white schools
is not a blanket one, as these schools will have to ensure
that at least 50% plus one of their pupils are white in
order for them to qualify for a subsidy from the white
education department. A similar rule applies to private
schools, but does not appear to be rigidly enforced.

SPECIALISED SCHOOLS

Authority to grant admission to students of other races
to white state schools for specialised education and
childcare and to reform schools was devolved to the
management bodies and councils of these institutions
from 1 May 1991.'0 The procedure for the adoption of
one of the new models is the same as that for ordinary
white state schools.

Colleges

TECHNICAL COLLEGES AND TEACHER
TRAINING COLLEGES

Mr Clase also announced that from 1 May 1991, the
power to decide on the admission of black pupils to
white technical and teacher training colleges would be
devolved to college councils. II
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SOUTH AFRICAN DEFENCE FORCE (SADF)
COLLEGES

Lieutenant George Meiring announced that tbe SADF
women's college in George would be open to all races as
from 1992, but that it would continue operating in its
present form for the rest of 1991.'2

Unlversltles
The Universities Amendment Act repeals the quota
system, which allowed the own affairs ministers of
education to determine the conditions under which
students of other race groups could be admitted to a
university as well as their number (but was never actual-
ly enforced). Universities now have full autonomy
rega~ding the a :lmission of students. The National
Education Crisis Committee and the National Union of
South African Students have called for the scrapping of
the entire Universities Act, which allows for the
establishment 0: separate universities along racial
lines."

According to Mr Tony Leon MP (DP), 26% of
students at the un versities of Cape Town, Rhodes, Natal
and the Witwatersrand were black, compared with less
than 3% at Afrikaans-language universities."
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APPENDIX M

MANAGING DIRECTOR'S RESPONSE
TO UNIONS

1. Although we would prefer to negotiate with representative committees
formed through our internal structures, we realise that our people may
lack the skills and credibility and therefore we are happy to negotiate
with any union or grouping on the behalf of those Top-Turfers who have
voluntarily joined the union or group.

2. We are happy to "recognise", without prejudice, any union which is
acting on behalf of a segment of our people, even if it does not have
50% membership.

3. In the case of the unions not representing all employees, other
employee groupings must be identifiable and structured.

4. There will be no groupings on racial lines. We regard the levels of
employment as the only logical groupings within the company.

5. We are prepared to recognise, without prejudice, any bona fide union or
grouping and negotiate with them on a years probation before
considering entering into any recognition agreement.

6. We will adopt the same principles whether we are negotiating with union
or non union members, i.e. the ground rules will remain the same.

Hygiene factors (basic human rights, not group rights).
Economic factors.

7. We totally reject intimidation in any form and, where intimidation is found
to be taking place, this constitutes a breach of confidence and will result
in the immediate cessation of negotiation with the intimidating party until
the intimidation has been removed.

8. We totally reject mass action as a tool to resolving any issues, because
we have set up communication and negotiating structures to deal with
all issues in the company.

9. We broadly characterise issues affecting people into two categories:
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10. We subscribe to the principle of freedom of association and insist that
this be fundamental to the membership of groups with which we are
negotiating.

11. We recognise the identity of the individual as a basis for differential in
skills potential. This individuality is fundamental to the career path
development of the individual.

12. We subscribe to the principle of "retaining skills" rather than L.I.F.O. in
any retrenchment situation.

13. We are prepared to negotiate remunerations of individuals within the
framework of the financial position of the company and the productivity
of the individual and not on a blanket basis.

14. Where basic wage level increases in excess of the annual inflation rate
are contemplated, a corresponding decrease in employee numbers will
be conditional (April 2, 1991).
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APPENDIX N

SET OF MINUTES
UNION/MANAGEMENT MEETING

MEETING WITH FAWU (ANDRIES MAPHALA) AND
TOP-TURF SELECTED REPRESENTATIVES AND

TOP-TURF I.R. MANAGEMENT TEAM
FOLLOWING WORKERS STRIKE ACTION TODAY 8.7.91

PRESENT: Jimmy Power
Patrick Deale
Aaron Ziqu
Esau Mashiloane

Brian Manson
Andries Maphala
Jerome Hlubi
Victor Sithole

David Griessel
John Mputhi
Elias Moloi
Joseph Mazibuko

Meeting commenced 13:30

1. JAP advised the meeting that he had asked the workers if they wished
to meet with management. They stated that they wanted AM to be
present.

Management contacted AM who arrived at 12:30. After a brief
discussion with management, AM left to meet with the workers.

2. JAP stated that management had received no response from the union
or the workers committee to the previous wage negotiations meeting at
which management had motivated their reply to the workers demands.

6. JAP pointed out that, as the strike was illegal, workers should fully
understand the risks and possible consequences of their actions.

3. AM stated that he had met with the workers representatives only and
they had stated that they felt management had refused to negotiate.
They now required a commitment from management. They felt that a
formal meeting, prior to the strike, would have achieved nothing.

4. AM stated that the union had not been advised of the strike action and,
prior to JAP's telephone call, AM had been unaware of the situation.

5. On being asked by JAP, AM agreed that the strike was illegal but stated
that the workers felt that, as no recognition agreement had been drawn
up, the strike was legal.
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7. PD asked if the workers committee would get the workers back to work
and give some commitment against further strike action.

8. AM stated that management had forced the workers into this action.

9. JAP commented that he felt there was a lot of intimidation in forcing
many workers to join the strike action and referred to the union's
previous confirmation that they did not support intimidation.

10. PD stated that the strike was unacceptable and that wage negotiations
were not closed. However, management could not negotiate with a
strike in progress. He also confirmed that a response to the previous
wage negotiations meeting was still awaited from the workers.

11. AM commented that the workers felt that the previous management
proposal was their final offer and expressed their disappointment at
management's unwillingness to negotiate.

12. BM stated that management had put a great deal of time and effort into
motivating its proposals, as could be seen from JAP's previous
presentation, while the union and workers committee had done no
groundwork or investigations into the situation but had merely "plucked"
a figure out of the sky (50%/35%). It was therefore totally unfair to say
that management was unwilling to negotiate.

The meeting adjourned to caucus..

13. JAP stated that management had two pertinent points:

13.1 The illegal strike was an unacceptable bargaining strategy and
management could not be expected to negotiate under such
conditions.

13.2 Management believed that wage negotiations could continue if the
unacceptable conditions were removed.

14. AM stated that the workers felt management was employing delaying
tactics in the negotiations and that they (the workers) wanted "one full
week" set aside to finalise wage negotiations without delay. Should the
week long meeting commitment be undertaken by management, AM and
the workers representatives were prepared to commit themselves to
getting the workers back to work and to endeavour to eliminate any
further strike action.

15. AM further stated that it was not the workers intentions to put
management under pressure.
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16. After some discussion, management proposed to meet at 10:00 on
Tuesday 9.7.91 if workers returned to work by 07:00.

17. AM and the workers committee felt that it would be better to set aside
the full following week, if necessary, and it was agreed to meet at 14:00
on Monday 15.7.91.

18. AM requested management not to discuss the union or its activities with
the workers.

The meeting closed 15:45
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Extract from the Freedom Charter, 1955

The people shall govern

All national groups shall have equal rights

The people shall share in the country's wealth

The land shall be shared among those who work it

All shall be equal before the law

All shall enjoy equal human rights

There shall be work and security

The doors of learning and culture shall be opened

There shall be houses, security, and comfort

There shall be peace and friendship
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