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"We need hardly be reminded that one of the central ways in which ideology .... and

mythology works is through reification; 'it transforms history into nature .... '"

(Forster, 1993)
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ABSTRACT

This study investigates how two groups of African pupils, namely the low and high

performers in standard 9 mathematics classes in some high schools in Mangaung, construct

meaning of their African cultural, individual African identity and performance in mathematics

respectively. The observation underpinning this investigation is that social structural factors

have not gained much attention in research as bases for explaining differentiated performance

in mathematics, hence this study.

vii

To arrive at the findings mentioned below, the study used three quantitative instruments

namely Mboya's Self-Description Inventory II (MSDI-II), Rotter's I-E scale and Tuekman's

Mathematics Attitude Scale (MAS). Four hundred pupils who constituted the sample that

responded to these questionnaires were controlled as to confounding variables like, gender,

social class, exposure to mathematics and future aspirations relating to this subject. MSDI-II

and Rotter's I-E Scale accessed data relating to signification of African individual identity

while MAS and one of MSDI-Il's subscale, Maths Ability were 'triangulated' to access data

relating to signification of performance in Mathematics. To triangulate findings on these two

variables as well as to allow the sampled pupils' voices to be heard, discourse analysis was

conducted on the open interviews with the two groups of low and high performing pupils in

their respective schools. This qualitative approach also enabled the study to access

information relating to signification of African Cultural Identity. No quantitative instrument

was found suitable for this purpose.

Although the study is careful not to make strong causal inferences between mearung

construction (signification) and performance, the results show that (i) low performers are not

sure about whether they are Africans or not since according to them African cultural identity

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



viii

implies an obsolete and primitive way of doing things. They are unable to identify with this.

High performers see African Cultural Identity as involving lived experiences which challenge

them to transform their despised status as Africans (ii) Low performers are not as positive as

high performers about Africanness (individual identity) and (iii) they are also not positively

inclined towards mathematics and their own ability to perform well therein, while high

performers are very positive as they see doing well in mathematics as an act of struggle that

would enable them to improve their social standing and that of other Africans.

On the basis of the above the study is able to conclude that low performers construct meaning

of the mentioned factors in agreement with the dominant discourses that see Africanness as

being primitive, incompetent and unable to adequately comprehend the intricacies of modem

day subjects like mathematics. High performers on the other hand tend to contest this

negative definitions about what it means to be an African (identity, culture and performance

in mathematics). They are thus positioned within counter-hegemonic ideology and discourses

in as far as their meaning construction is concerned.

Grounded on the above findings and conclusions, the study recommends that efforts should

not be spared to enable the low performers (and/or pupils at risk of failing) to adopt positive

meaning making strategies of high performers. These strategies may be accompanied by

enhanced positive feelings about self and what one is capable of, which may in tum also

impact positively on performance in mathematics, in particular. The research further argues

that this goal may be achieved through curriculum enrichment, guidance, counselling and

teaching, couched in the framework of African Renaissance. Therefore further research needs

to be conducted that will elaborate clearly (i) what the implications of African Renaissance

are on education, teaching, learning and mathematics curriculum in particular, (ii) what are

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



the most effective means of transferring high performers' strategies of meaning construction

to the low performers in the context of African Renaissance and (iii) how to strengthen and

further sustain the positive meaning making strategies among high performers.

Recommendations relating to curriculum enrichment in the context of Curriculum 2005 and

Outcomes Based Counselling are also made as well as suggestions for future relevant research

based on the concepts generated in this research.

ix
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CHAPTER O:\'E: Il\"TRODUCTIOl\'"

~RIEP 1996)

1.1. BACKGROUND TO THE PROBLE'I

This study, in keeping with findings reported in Chapter 8, argues that mathematics is an

essential subject that opens up many, ifnot all avenues for competent social functioning in South

Africa, but that most of the African pupils still continue to perform badly or are highly

underrepresented therein.

Table 1.1 shows the comparative performance in mathematics among standard 10 pupils in

South Africa from 1989 to 1993 according to race. (From 1995 to date, since the advent of a

democratic government in the country, the data according to race have become unavailable.

Reports on performance have become integrated.) This table does not distinguish between

higher or lower grades in mathematics or among commercial mathematics, additional

mathematics or pure mathematics.

Table 1.1

PERCE:\ lAGE PASS 1.'\ MATRlC MATHS - 1989 TO 1993
RACE · A.FRlCA.:' . WHITE I INDlAj'J" COLOURED
YEAR 1989 18 u2 I 47 55

1990 ·17 95 I 47 75
1991 18 98 j 39 Not available1992 ·28 5~ J75 65 :1993 24 :;.~ i 40 97 t
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The differences, especially between African and white pupils over the five year period are

glaring. It can therefore not be extrapolating too much beyond the data to assume that even if

the difference may have narrowed to date, the gap remains. This is in keeping with the ideology

of apartheid/neo-apartheid/colonialism/neo-colonialism that tends to exclude the majority,

especially of the African/Black people in South Africa on the basis of pretexts such as that they

have a less sophisticated 'culture' which is incompatible with comprehension of subjects like

mathematics. Not only is their culture argued to be inferior, but that their whole individual

identity, hence their cognitive abilities, make them unable to perform to the required level.

Against this background it will be shown that there are some African pupils who still perform

well even in 'denied subjects' like mathematics. The major thrust of this thesis therefore is to

find out how different those African pupils who do well in mathematics are from those who do

not do well, in terms of how they construct meaning of their cultural identity, individual identity

and performance in mathematics. Perhaps from an investigation of this nature could come

'transferable strategies' at a later stage that low performers could adopt or be skilled in order to

perform well in mathematics and to redress this problem of exclusion of the majority in spite of

the advent of the new democratic South Africa.

Many studies (Feuerstein 1981 and Feuerstein & Jensen 1984) in addressing this issue have

focused on differences in terms of culture. But this research will be different from those studies

in that the culture of students that perform well and those that do not perform well will be

'similar' - that is, African. This study also differs from the above mentioned category of research

in that it sees culture as something non-essentialist. It sees culture as all inclusive. It seeS

culture(s) as concerned with knowledge and the differences that might be there as being more
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about how practitioners or custodians of that culture are positioned, for example in neo-colonial

ideology or by dominant neo-colonial discourse as is the case in South Africa today.

Another category of research focuses on the individual's identity as anticipator of perf onnance,

for example, in mathematics. This thesis, while not entirely disagreeing with this view, has

however a different view from this one mainly because it looks at the individual's identity as

mobile, dynamic, fluid and changing and not unitary or essentialist. What this means is that this

study sees cultural identity and individual identity in the case of African pupils, as the same

process, the boundary between the two being arbitrary and ever changing and being constantly

under construction. In short, the individual pupil's performance in mathematics is actually

viewed as the smallest of the concentric circles starting from the more all inclusive cultural

identity circle, through the medium circle, which is the individual identity.

1.2 STATEMENT OF THE PROBLE:\I

The major purpose of this thesis is to investigate how a !,TfOUpof high performing standard 9

African pupils in Mangaung make sense of their cultural identity, individual identity and

performance in mathematics in comparison with low performing standard 9 African pupils (in

mathematics) in the same area.

In order to be able to make a systematic and scientific comparison, this thesis aims at looking

at similarities that may exist among high performers as an identifiable group, on the basis of how

they make sense of their cultural identity, individual identity and performance in mathematics .

...,

.)

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



The same will be done with the low performers. Then the differences between the two groups

will be analysed. The research will also look at the similarities between the two groups, the aim

being to determine whether or not the differences are more significant than the similarities.

.,' ....

1.3 CONTEXT OF THE PROBLEM

Therefore, in order to talk about differences and similarities in performance for example,

between two pupils, this research unlike others, thinks that it is important to look into issues of.
cultural identity, individual identity and then ultimately performance in a particular task as well.

But because all these factors or areas are broad, multiple and ever changing it would be best to

look at signification thereof for purposes of being systematic and focused. Many studies that

have attempted to explain differences and similarities have focused exclusively either on the

social processes, like socio-economic status, ideology, power and oppression (Feuerstein 1981

and Kozulin 1994) while others have focused almost exclusively on the intrapsychic cognitive

processes only (piaget 1968 and Kegan, Naam & Rogers 1982). This thesis is thus important in

bringing cultural, individual and performance factors together in order to explain and describe

individual differences and similarities.

In fact the starting point in this study is that performance is not purely cognitive as some

researchers would want all to believe. Apart from being cognitive, it is also affective-emotional

as well. The latter involves how pupils have been made to understand themselves (cultural and

individual). their performance> 'potential' and identity. Thus a more accurate and more total

investigation into performances of pupils in mathem 1tcs, is the one that looks not at c -gnition

4
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and other intrapsychic processes only, but one that looks at cultural and individual identity

factors as well. The literature. abounds with studies into cognitive processes and related factors

by way of explaining differences in performance at mathematics. This research moves beyond

this well trodden road and looks into a .relatively neglected area; namely how African pupils

construct meaning (signification) of their cultural identity, individual identity and their

performance in mathematics. The point is, do those who have been identified as good performers

construct meaning differently from those who do not perform well?

.
More precisely the point is, construction of meaning of one's cultural identity, individual identity

and performance is about motivation (or lack of it) to move from a particular state of being to

another more desirable state of being. All these factors, that is; cultural identity, individual

identity and performance in mathematics, talk about the same process of transcendence and

transitioning or transformation. The distinctions among them as seen by this study are arbitrary,

honestly speaking they all refer 0 the same change in time and space (action). Therefore this

thesis is about the past, the present and the future of signification that the African pupil in

Mangaung brings with him or herself in the construction of one's cultural identity, individual

identity and performance in mathematics.

1.4 CONGRUENCE BETWEEN MEANING CONSTRUCTION AND SIGNIFICATION

Meaning construction and signification as shall be pointed out, refer to the same process and thus

will be ured interchangeably. Furthermore they both refer to the process of a person's being-in-

the-world which is nothingJ:::',c;or more than one's self-reflectivity and self-relatedness which

5
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in tum constructs and defines where that person comes from, where s/he is and wants to be (that

is the past as manifested presently and projected into the future). These time(s) and space(s) are

simultaneously co-authored by both the socio-historical-cultural context and one's emergent

individual consciousness, which also in turn answer to the questions as to who that person is

(individual identity) and what is it that that person can do (performance, for example in

mathematics ).

1.5 THE RELATIONSHIPS AMONG AFRICAN CULTURAL IDENTITY,

INDIVIDUAL AFRICAN IDENTITY AND

MATHEMATICS.

PERFORMANCE IN

This research therefore sees cultural identity, individual identity and performance in

mathematics (to be specific) as reflecting just the other aspects of being- in- the-world where all

of them interact with one another to construct one another. In fact performance in mathernaties

is a cultural activity aimed at creating and recreating it (culture) further, in as much as that

creation is also the creation of the individual's identity because it is not possible to conceptualise

culture or its identity outside the individual (hislber identity) and performance.

Meaning construction is thus a 'medium' through which this study will be able to talk about time

and space (that is where the African pupil comes from, where s/he is and where does s/he want

to be) as they manifest themselves through culture, individuality and performance in

mathematics among standard 9 African pupils in Mangaung. Meaning construction is important

for this study because it allows for and facilitates that necessary conceptualisation of the mobile

6
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and multiple cultural identity, individual identity and performance in mathematics. These three

are mobile and multiple because they do not mean the same thing to everybody (nor do they

mean the same thing to the same person all the time). They are also made sense of differently

by various groups, categories, or individual pupils under similar andJor different circumstances.

1.6 THE RELATIONSHIP BETWEEN SIGNIFICA TIONIMEANING

CO;\,STRUCTION AND DISCOURSE / IDEOLOGY

Basically as it is argued in this thesis, meaning construction is about how pupils are positioned

in terms of their material conditions (race and social class: poverty, oppression, exclusion ...to

mention but a few), in discourse and by ideology. What this means is that this research without

romanticising, tends to see meaning construction as a medium through which pupils make sense

of themselves (individual identity), their socio-historical-cultural context and their performance.

This making sense, signification or meaning construction, is generated by and destined to the

pupils' positioning in time and space. Concrete materially, one may be poor and deprived, but

the sense that one person may make of that state of affairs, may enable one to see that as a

challenge to be overcome while the other may see it as a natural category that cannot be

transcended.

1.7 SIG:\IFICATIO:sr AS EXPLAINIl\"G DIFFERENTIATED PERFORMANCE

This study is about finding out ifsuch mind sets have any bearing to differentiated performances

in mathematics between high and low performers, say for example whether high performers see

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



doing well as a stepping stone towards the transformation of their otherwise contingent situation

(cultural identity and individual identity), or not, and vice versa. Therefore while the writer

does not agree with many conventional cognitive enhancement theories, this study will not

specifically contest their validity, rather it will focus on meaning construction as an important

factor in performance and its enhancement. Very few studies have been conducted along the

lines mapped out above. Important areas that bear some relevance to the line of thinking outlined

above come from critical feminist studies (Alcoff 1988, Spivak 1988, Hooks 1990), post-

stucturalist and postmodernist thinkers (Lacan 1977 and Foucault 1980) and post-colonialists

(Fanon 1963 and Bhabha 1994). All the above though relevant in a way to this study, did not

focus on performance per se, nor on performance in mathematics in particular. Their respective

emphases are on exclusion of women, deconstruction of the self as a non-unitary and non-

essentialist entity, and issues of colonial oppression and the reconstruction of the PS) he of the

oppressed as acts of struggle.

1.8 REL\. TING THIS RESEARCH TO CURRENT RESEARCH THEORIES.

This study is therefore the operationalisation of all these orientations in an attempt to understand

signification of cultural identity, individual identity and performance in mathematics among the

mentioned African pupils. For example this thesis like the feminist theories, is concerned about

the exclusion, but in this case, of majority of African pupils irrespective of gender, from

participating in mathematics and succeeding therein; thereby gaining access to socially fulfilling

employment opportunities. Again this research like the post-structuralist and postmodernist

theories sees cultural identity, individu-I identity and performance as all non-essentialist, as

8
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'somethings' that are not finite but are always under construction, thus possibilities for new

identity and better performance, hence transcendence, is infinite. Lastly, just like the post-

colonialists, this study is interested in the empowerment of those African pupils who have been

'excluded' from doing (well in) mathematics by an unjust, oppressive and exploitative social

arrangement. However this study wishes to locate possibilities for positive change within the

pupils themselves.

9

1.9 THE PURPOSE OF THE STUDY

The study proposes to look at the two groups in terms of how they construct meaning of their

cultural identity on the basis of what they have to say about their particular culture, that is, what

do they see as the purpose of being, and recognising that they are, African pupils in South

Africa? What are the characteristics of being an African pupil according to them given this

context? Where do they think that they 'come from', (that is, their past and their context) as

African pupils? Can they justify their being who they are? The purpose of these questions is to

find out how strongly do they feel about their cultural identity and the implications that these

questions may have upon their perception of their own role(s) in the forming of this identity.

The next aspect of the research problem focusing on African individual identity is to find out

how the pupils understand themselves as African pupils (doing mathematics). How do they

cl scribe themselves, to what extent do they feel good (or bad) about being who they are. Do

they take responsibility for themselves and their actions or not? In fact the point is: do they take

charge of themselves and their destinies or are they authored by factors from outside? What

https://etd.uwc.ac.za/
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therefore, are the implications of all these factors on commitment to uplifting themselves, their

communities and so on?

The last aspect of the research problem based on the above is to find out about what these

identified pupils have to say about the importance or non-importance of doing mathematics. Do

they see the need for performing well therein? What is the 'nature' of that need, and what is its

genesis, author, seat, origin or site? How is that need operationalised?

1.10 THE FOCUS OF THE STUDY

To integrate the above, this research therefore aims at investigating how pupils feel about

themselves and their context, and how that 'feeling' may be related to their performance in

mathematics. This is basically a research on motivation and how pride in oneself, one's history

and one's future may insulate one against negative descriptions and may serve as basis for future

'positive' action. This 'feeling' is what this thesis defines as construction of meaning or

signification which is about self-reflectivity and self-relatedness.

1.11 JUSTIFYING THIS FOCUS

It is necessary for this study to focus on how the two mentioned groups of pupils construct

meaning of their cultural identity, individual identity and performance in mathematics because

of the following reasons:.

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



Firstly, good performance in any subject is desirable as it is the major objective of all teaching

and learning. Good performance is also the most single significant criterion used for selection

of pupils (and people generally) for more rewarding further education and employment

opportunities. Performance in mathematics has become even more so than the other subjects in

the industrialising South Africa. Thus to understand how high performing African pupils

construct meaning of their 0\\11 performance in mathematics and how this differs from the low

performing ones, may serve as a basis for assisting the latter to change their

approach/attitude/thinking about performance in mathematics and maybe to model it along the

lines of the high performers,

I 1

Secondly the majority of African pupils (and people in general) have been excluded from

participating meaningfully in the economy of the country largely because it has been argued

that their culture is such that it impedes successful performance in mathematics (the key subject

at matric for admission into more rewarding natural science and economic science oriented

further education and employment opportunities). Thus to understand how some African pupils

still manage to perform well in mathematics in spite of these negative descriptions of African

culture may assist to empower majority others who are still falling victim as predicted, that is,

the low performers.

Thirdly, it is important to understand how the two groups of pupils construct meaning of their

own individual identity because the collective cultural identity cannot be adequately

conceptualised and concretely operationalised if not through the individual pupil's identity. How

an individual African pupil makes sense ofhimselflherself as capable or not in mathematics may

https://etd.uwc.ac.za/
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be an equally determining factor (if not more so) as presence or absence of cognitive abilities in

performing in mathematics. Thus, it is important for this research to analyse this construction as

well, because it is in this construction that the possibilities for transcendence and empowerment

lie. What this means is that, it is equally important to know about pupils' motivation (as meaning

construction of individual and cultural identity are aspects thereof) as well as their cognitive

abilities if one wants to understand their performance in mathematics.

Fourthly, meaning construction is also about making sense of ones material conditions as well,

that is, either being oppressed by it or going beyond the limitations thereof Many arguments

have been postulated about how poverty, exclusion and general marginalisation of African pupils

have resulted in (or are as a result of) their cultural identity and individual identity being

disintegrated and impoverished, in tum giving rise to instances of poor performance at school

subjects, specifically in mathematics. This deterministic view makes it necessary to understand

whether this is really the case or not or whether possibilities of transcendence do exist. Therefore

it is important to find out whether high performers in terms of how they construct meaning are

not able to go beyond the ·limitations of their material conditions (cultural and individual) more

ably than poor performers or not, and this is one of the major reasons for this study.

The last reason why analysing meaning constructions of the two groups of pupils is important, is

that the 'voices' of the poor performers will be heard as well as those of the high performers. It

will no longer be a situation where their performance in mathematics, cultural identity and

individual identity are going to be analysed from outside without taking their specific 'feelings'
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and views into consideration. The two groups in the opinion of this thesis represent African

people that have succeeded in spite of apartheid (transcendent) and those that have not,

respectively. Hearing these voices is important if empowerment of the latter has to take place.

1.12 STATEMENT OF GOALS AND OBJECTIVES

In conclusion the major focus of this research is to analyse and begin to understand how a group

of high performing pupils on the one hand and of low performing ones on the other,

comparatively differ (and/or are similar) in their construction of meaning of their African

cultural identity, individual identity and performance in standard nine mathematics in

Mangaung.

1.13 HYPOTHESES

This study on the basis of the preceding discussion wants to hypothesise that:

a) In terms of African Cultural identity:

(i) high performing pupils unlike low performers tend to see the purpose of being and

recognising that they are African/Black pupils in South Africa,

(ii) high performers also know what it means to be African and what the challenges are

unlike the low performers,

(iii) in fact, high performers tend to know as to where they come from compared to the low

performers for whom that is not the issue.

b) In terms of individual African identity:

https://etd.uwc.ac.za/
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(iv) high performers see the need for them to Jo well in mathematics as an act of empowering

themselves and their people unlike low performers,

(v) they also have a relatively higher self-concept, they feel better about being themselves,

they are in charge of themselves and .their actions and are thus more committed to

improving their situation and that of their people compared to the low performers.

c) In terms of performance in Mathematics:

(vi) high performers do perform well because their motivation (the need to perform) is

intrinsic and self-regulatory for them, compared to low performers. They are no longer

(and have not really been) distracted by negative descriptions of their abilities and how

they can perform, as generated by neo-apartheid and neo-colonial discourse.

1.14 LITERATURE REVIEW

This section focuses on questions that the thesis as a whole is responding to. The literature is

hereby reviewed to find out what the various theories and previous findings 'say' with regard to

the above-mentioned questions. One of the subsections of the Literature Review which is on the

'theoretical framework', analyses the three major theories informing this research's framework

so as to respond to the questions the study has identified earlier in this text, while the 'Related

Literature' subsection will look at the most recent findings and what they have to 'say' to the

identified questions.
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1.14.1 The theoretical framework

This thesis as argued elsewhere in this text (see page 5), is convinced that performance, for

example in mathematics, is a cultural activity, but that performance is also a manifestation of

the performer's identity which in tum is about one's being-in-the-world (self-reflectivity and

self-relatedness). All these emphasise the point that the performer must 'understand' or make

(or have) a particular meaning/sense (signification) of all these for any action to be effected.

Because of all these, it is imperative to understand the self, its origin (cultural identity), how it

functions (performance) and what it is (identity). In short, to understand what this research is

about, it is important to interrogate the notions of cultural identity, individual identity and

performance in mathematics. But more importantly, the notion of signification is at the heart

of all analyses of the various factors mentioned above, as it has to do with meaning construction.

1.14.1.1 Formulating a theoretical framework integrating Lacan, Vygotsky, Gowin

and Novak,

The following four theorists namely: Lacan, Vygotsky, Gowin and Novak have been identified

as providing a coherent and an effective lens for looking at the various factors mentioned above.

They have been chosen for a number of reasons. Lacan deconstructs the self (Bowie 1988 and

Benvenuto & Kennedy 1988 l According to him the self is a climaxing of historical experiences.

The self does not have a unitary origin. This view is interesting for this research because then

it can be argued that nobody is born an underachiever or high achiever, that performance, or

identity for that matter, are constructed in interactions, among people and within culture. At the

15
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same time the being-constructed identity and/or performance constructs that culture and the

identity/identities of other people as well. But Lacan (1977) alone is unable to theorise 'agency'

as he locates authorship of all behaviour outside human volition. Vygotsky, Novak and Gowin

restore that ability to the human being . The point is, this research agrees with Lacan in as far as

the 'origin' of the human being is concerned (which is from in-between the spaces and practices

of power and knowledge relations) , but then it acknowledges the fact that the person who is

being constructed is at the same time created with his/her volition which enables him/her to

transcend her/his otherwise contingent situation. Thus the point of agency that Lacan neglects is

restored and recognised by the other three theorists.

Furthermore Vygotsky (Cole, John-Steiner, Scriber & Souberman 1978, Wertsch 1989, and Van

der Veer & Valsner 1993) also shows that through action or through performance we are

constructed (that is, our individual identity) and that we construct culture. Activity or

performance makes humans who they are. But action or performance is symbolised in culture

and both of them constitute knowledge. This is one important reason why Vygotsky is included

in the framework.

Lastly, Gowin and Novak (1985) through their ideas on meaningful learning and the 'vee'

heuristic have demonstrated how action is related to theory or meaning or purpose or

understanding. Their point is, once there is congruence between purpose (that is philosophy,

principles and theory) and action (facts and objects), the outcomes (knowledge claims) are likely

to be positive (valid and meaningful). Though there are some major points of difference among

the four theorists, on the whole they assist in explaining issues of signification as the vehicle for

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



conceptualising and operationalising transcendence, cultural identity and individual identity

which are about knowing and creation of them all.

1.14.1.2 The theoretical framework and the construction of individual identity,

cultural identity and performance

17

Because this research assumes that African pupils have been performing so poorly in school

subjects, especially mathematics, has very little to do with purely cognitive abilities, but more

with how these pupils feel about themselves, it has become necessary to adopt a theoretical

framework that sees the self as a continual construction in the coming together, the confluence

or the spaces and practices of knowledge and power relations between the emerging individuality

and the social context (culture). What this means is that the individual's identity is never finite.

It is always continually under construction. This view means that one's culture is also never

finite, it is non-essentialist, it is never unitary, it is always under construction. The same

therefore goes for one's performance as in fact all three are seen as mere facets or aspects of the

same process of 'being-in-the-world'. Each one of the factors mentioned constituted one another

as each is a version, an aspect of the others.

1.14.1.3 Justification of the theoretical framework used in this study

This perspective is important for this research as it posits the possibility of transcendence.

African pupils cannot be seen as 'inhabited' by an inferior static cognitive ability. They cannot

beseen as born in, and ingrained by, a static and 'primitive' culture. Their identities cannot be
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understood to be fixed, reflecting inability to perform in mathematics as required. On the

contrary this 'lens' allows this study to be emancipatory in the sense that it sees culture,

individuality, identity and performance as varied and multiple, and dependent on what sense the

above-mentioned pupils (people) make of them. That 'sense' it is argued in this research, charts

the direction of creation and actualisation of all the mentioned factors which are African cultural

identity, African individual identity and performance in for example, the standard nine

mathematics of African pupils in Mangaung.

1.14.1.4 The theoretical framework and positionality

The framework informing this thesis sees culture, individuality, identity and performance as the

manifestation/reflection of how a person is positioned: as Foucault (Rabinow 1984),coming from

almost the same theoretical perspective as Lacan (Bowie 1988), would say. Two positions are

therefore identified in this research: one reflects the 'dominant discourse' ofneo-apartheid, or

neo-colonialism while the other reflects counter-hegemonic discourse and emancipatory

ideology. The first position is made up of an ideology or discourse that believes in the inferiority

of Africans. This position has been overtly dominant in South Africa to date, though circa April

27, 1994 there are attempts to push it underground where the African 'inferiority' is camouflaged

behind paternalist concepts like 'the disadvantaged' or the 'formerly excluded' and so on.

Duncan (1993) calls this the 'dominant discourses'. In this study it is argued that some African

pupils (people) te- j to understand themselves in agreement with these discourses and this

constitutes a repertoire of their meaning making processes. Whether it is about their cultura'

identity, individual identity or performance in mathematics this would come to the fore and show
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their 'inferiority' as has been so long maintained by neo-apartheid or neo-colonialism.

The second position reflects an ideology or discourse that contests the 'inferiority' of Africans.

Duncan (1993) captures this neatly when he says that the dominant discourses "seldom reign

without some challenge from the dominated"(p.15). This position is assumed by some African

pupils (people) and the manner in which they construct meaning of their own cultural identity,

individual identity and performance in mathematics shows that they understand themselves as

fully-fledged humans, equal to any and capable of performance like any other person.

19

1.14.1.5 The implications of positionality in the theoretical framework.

The framework informing this research analyses these two positions and shows how meaning

construction is actually also a vehicle for enabling African pupils to either 'occur' within the first

or the second position. Meaning construction is also about mobility from one position to the

next, that is once one has come to see oneself as inferior in terms of one's cultural identity and

individual identity and for example, performance in mathematics, it does not imply that one

cannot change and transcend that. Possibilities for transcendence are there, the point is, just how

does one understand oneself (that is one's individual identity, cultural identity and

performance)? Meaning construction, as shall be elaborated, defies even the confines of such

categories as material conditions (social class, gender, disability, rurality and creed). The

framework discussed above is firmly grounded on meaning construction which reflects one's

positionality, creates and is created by it.
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What this framework brings to light therefore is how construction of meaning (making

sense/signification) of cultural identity, individual identity and performance in mathematics is

a reflection of where the individual African pupil is positioned, that is, does s/he see

herself/himself as a capable performer or not, whether as an African slhe sees himself/herself

as destined for inferior functioning or not and whether one sees one's Africanness (Blackness)

as an impediment to equal (if not better) actualisation, like everybody else or not.

1.14.1.6 Similarities between positioning of women on the one hand and Africans on

the other.

The framework outlined above is closely related to the framework informing some feminist

studies and other excluded underclasses striving towards understanding their true emancipation

from distorted conceptualisations, advancing and reproducing justifications of inequalities of

people though sometimes in a covert manner on the basis of sex, race, culture, creed, class,

rurality and 'disability'. Investigating gender issues, Aleoff (1988) argues very strongly along

the same lines as put forth above, that being 'woman' is about being positioned in discursive

spaces and practices of power/knowledge relations. Categories of 'man' and 'woman' are

arbitrary and there is nothing essentialist about being, say 'woman' that presupposes inferiority

and other such characteristics as femininity. In essence this is what this framework says; that,

it is how one unders .mds oneself that one may be empowered or disempowered.

»>:
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1.14.2 Related literature

1.14.2.1 Ideas from research on differentiated performance as a function of

inequalities in cognitive abilities

Specific research looking at meaning construction and performance in mathematics is limited.

Most studies have focused on cognitive abilities as predictor or explainer of differentiated

performance between poor and high performers in mathematics. Information processing models

have been produced to attempt to explain this phenomenon (see Louwand Edwards 1993). This

view is not particularly convincing for this thesis as it almost exclusively concentrates on

intrapsychic processes at the expense of the socio-historical-cultural context. This research wants

to focus on issues of motivation in explaining differentiated performance. But conventional

approaches like Maslow's (Louwand Edwards 1993),are inadequate because they are

mechanistic and purely deterministic.

1.14.2.2 Ideas from research on self-efficacy and differentiated performance

Some researchers that are close to the concepts being investigated in this study are: Snyder &

Michael (1983), Skaalvik & Rankind (1994) and Vrugt (1994), though their emphasis is on

issues of 'self-efficacy'. Their findings are informative on issues like self-regulated learning,

its determinants and outcomes. However this research is an improvement on all these because

it contextualises self-efficacy Li African culture as well as focusing it on performance in

mathematics. Furthermore, this research, unlike Bandura and co.npany (see Snyder & Michael

21
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1983, Skaalvik & Rankind 1994 and Vrugt 1994), goes beyond the individual to find a basis for

certain 'feelings' about the selfthat might influence performance in the socio-historical-cultural

context. This research unlike 8andura's, sees meaning construction as marking the position

where an individual is located. This research also problematizes identity which the above-

mentioned studies merely allude to or totally ignore.

1.14.2.3 Ideas from anthropological research

Lastly, most of the research on culture and its identity has been limited to anthropology and most

of them have focused on culture as static; on African culture as primitive and not as knowledge.

This thesis attempts to 'de-freeze that and recognize its fluidity and value in educational

psychology and in explaining differences in performance. Other related studies like that of

Jegede (1995a) have shown African culture as an impediment to comprehension and

functionalisation of so-called 'western' knowledge. This study attempts to show the

'universality' of human knowledge and wants to argue that 'westernisation' of some parts

thereof are mere sectional appropriation of an international human endeavour.

1.14.2.4 What this research hopes to contribute in respect of the above categories of

research.

In conclusion the following points are worth mentioning in as far as the above-mentioned

research is concerned: that little attention has been given to meaning construction as a means of

explaining differentiated performance in mathematics especially 2 nong African pupils, that an
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'feels' as one's identity have implications on how s/he performs, that, how 'good' a person feels

individual's identity has a lot to do with how s/he performs in mathematics, that one's cultural

identity and individual identity are mere different sides of the same 'coin', that what a person

about one's self also influences one's performance.

1.15 THE RESEARCH DESIGN AND METHODOLOGY OF THIS RESEARCH

1.15.1 Justifying the integration of quantitative and qualitative strategies in this research.

In order to practically operationalise the theoretical perspectives and issues discussed thus far,

the research is conducted in two stages. The first stage is quantitative in nature while the second

is qualitative. Both are however integrated into a critical approach that investigates the

positioning of the researched in relationships of power and knowledge that tend to inform their

respective meaning construction strategies. Though quantitative strategies are used at the first

stage, the aim is not to quantify for the sake of quantification, but it is by way of exploring on

the basis of two variables namely, signification of individual African identity and performance

in mathematics, how the researched construct meaning. The aim is to find out if even when

these two seemingly fluid and mobile variables are held constant, differences in terms of

meaning construction between the two groups of high and low performers can be discerned, as

hypothesised. The aim of the research is not to strongly argue for the generalisation of its

findings beyond the researched, but it is to establish pointers that could be used and elaborated

further beyond the researched. This quantitative stage thus is not geared towards external

validity rather it is aimed more at internal validity. The second stage then triangulates and cross-
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checks the findings made at the first stage, on meaning construction of individual African

identity and performance in mathematics. It also includes investigating into signification of

African cultural identity. The latter could not be subjected to quantitative analysis because of

its extremely fluid nature as well as the fact that no appropriately relevant or culture unbiased

instruments could be found. In the final analysis the findings from the two strategies are

integrated into a coherent unit that reflect extensive investigation (quantitative) as well as an

intensive one (qualitative).

1.15.2.1 Sampling

1.15.2 Quantitative strategies as stage one.

During stage one, six former Department of Education and Training High Schools are randomly

selected from a total of 12 in the Mangaung area because the population in those schools is

exclusively African / Black. No attempt is made to match the two groups ofperfonners (low and

high) because the thesis rather than being experimental, it is observational. It attempts to

describe how the two groups of performers respectively construct meaning in their natural

everyday setting; hence no artificial manipulation of variables. This means that all the pupils

doing mathematics at standard 9 level in the mentioned six schools had equal chances of being

included in the sample. On the appointed dates four paper and pencil instruments were

administered in the six schools respectively. All pupils who were present on those days were

included in the sample. In school 'I' they were 46, school 'M' 70, school 'K' 92, TIll, 'S' 17

and H 64. All in all there were 400 pupils in the sample.
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1.15.2.2 The instruments

The instruments administered consisted of (i) a questionnaire made up of 15 items asking about

their particulars, home background thus generally assisting to compile a profile of each pupil

(see appendix 2) (ii) Mboya's Self-Description Inventory - Ir made up of94 items testing as to

how each pupil felt about themselves, that is; the family, peers, their physical abilities and

appearance, music ability, emotional stability, mathematics ability, general school ability,

academic ability and health, (iii) Rotter's Internal - External Control Scale determining the

extent to which the pupils in the sample attributed outcomes of their actions and behaviours to

themselves or factors outside themselves, and (iv) Tuekman's Maths Attitude Scale made up of

20 items assessing whether one is positive about mathematics or not.

1.15.2.3 Criterion for selection

The sole criterion for inclusion into the group of low performers was that; on the basis of an

average of three tests given during the first six months of the academic year, the pupil must be

within the lowest 25% category. The high performers were selected on the same criterion but

that one's performance so determined must be in the highest 25% category.

1.15.2.4 Controlling for confounding variables

Then the two groups were compared as to the percentage of representation on the basis of the
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15 personal profile and background variables like gender, family income, highest qualifications

of parents and so on. Then it was found out that the two groups were more or less balanced or

similar in all these respects. This assisted to control for possible confounding effect of the

abovementioned factors on the variables to be studied namely; signification of individual African

identity and performance in Mathematics.

1.15.2.5 Analysis and interpretation of data

Then the questionnaires were scored (see appendix 2 for procedures followed) and data thus

collected were analysed, discussed and interpreted, looking at how performance in Mathematics

correlated with scores on the mentioned instruments. Performance and scores of high and low

performers were compared as to possible similarities and differences on meaning construction

on all the three variables of concern. The major focus was to find out how and whether that

meaning construction was a function of the two respective positions in discourse namely; in

agreement with the dominant ideology on the one hand and in contest thereto on the other.

1.15.3 Qualitative strategies as stage two

1.15.3.1 Sampling

During stage two of the research, 21 pupils were selected from the same two groups, IOfrom the

low performers and 11 from the high performers. The initial intention was to have 24 pupils.

Four pupils were to be selected from each of the six schools 1\\'0 from the low and two from the
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high performing groups respectively. Unfortunately three of those identified did not tum up.

But because discourse analytic approaches do not put much weight on numbers, 21 was still

found to be adequate. Thus pupils from two schools were grouped respectively. Finally six

groups were formed consisting of not more than four pupils each. All in all there were three

groups of high performers and three of low performers.

1.15.3.2 Interviews

Each of the groups were interviewed for approximately one and a half hours. The questions

were open ended and based on how they constructed meaning of their African cultural identity,

individual identity and performance in mathematics. The questions focused on the reasons they

advanced for giving particular meanings (see appendix 3). The interviews were tape recorded

as they went on and thereafter they were transcribed. Then they were analysed as to similarities

and differences between high and low performers respectively. The findings, discussions and

interpretations are reported in Chapter 8.

1.15.3.3 Analysis and interpretation

Fairclough's (1992) discourse analytic procedures were used to analyse all the transcripts. Focus

was on the text of what the respondents said as evidence of their discursive practice and these

were interpreted in the context of the social practices they seem to occur within. The findings

also confirmed the point that low performers constructed meaning of the mentioned three

variables in tandem with the dominant ideology while the high performers were located within
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the counter-hegemonic and emancipatory discourses.

In short, the hypothesis is that a group of pupils performing well in standard nine mathematics

construct meaning of their cultural identity, individual identity and performance from a position

that contests an ideology of exclusion, inferiority and marginalization by neo-apartheid or neo-

colonialism of African pupils (people), while those who do not perform well construct these

meanings in tandem with an ideology/discourse that sees Africans as inferior and their cultural

and individual identity as impeding appropriate performance, especially in mathematics.

1.16 THE RELATIVE IMPORTANCE OF THIS RESEARCH

Five major reasons may be advanced as to why this research can be considered to be important

and they are:

Firstly, the African pupils who have been 'objects' of study throughout time in memorial in the

history of South Africa will be allowed to speak, give their own interpretations and explanations

of why they, for example, perform as they do in Mathematics. This approach, unlike in the past

where their actions were described from outside, is empowering as they are given the opportunity

to intensively reflect on their own selves, performance, identity and culture.

Secondly, this research is important as a contribution to the study of meaning and its

construction in explaining differentiated performances at school subjects, especially mathematics

amo.rg African (Black) pupils. This thesis provides the 'other side of the story' to the
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conventional purely cognitivist approaches. The role of affect in explaining performance in

mathematics is herein acknowledged as well.

Thirdly, this research lays basis for further research that can be conducted towards the

formulation of intervention programmes to assist low performing African pupils to perform up

to expected levels. Those programmes could take the form of support services aimed at

counselling and guiding pupils especially on motivational issues. These programmes may also

not be 'foreign' but may be based on strategies and approaches of more successful African

individuals, sharing similar experiences and backgrounds as themselves.

Fourthly, this research demystifies African culture and the study of mathematics, and attempts

to enable everybody to see them for what they are respectively ...knowledge ... and not as some

exotic or some stagnant practices of some primitive people(s) on the one hand and an

impenetrable knowledge form meant for a few chosen ones on the other.

Lastly, this thesis puts together a more relevant framework and methodology for understanding

issues relating to African (Black) people in 'postcolonial' South Africa where oppression is not

as overt as it used to be and where empowerment means more than mere occupation of political

office but actually taking charge and responsibility of one's life and destiny in one's hands. This

may be further operationalised in relevant research geared towards the achievement of this above

mentioned objective.
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1.17 DEFINITION OF KEY CONCEPTS

To understand fully what this research is all about from the very outset, it is essential to give

succinct operational definitions of important concepts in this study which are; meaning

construe' . (signification), signification of African cultural identity, signification of individual

African identity and signification of performance in mathematics.

1.17.1 Signification or meaning construction

The two concepts are used interchangeably in this research to refer to how people (or pupils in

this case) make sense and understand themselves, their world and their actions. This 'making

sense' is "generated out of a confrontation between text and mind" (Shore 1991, p.l2); text

referring to anything that has to be understood, say, cultural identity, individual identity or

performance in mathematics. Meaning construction as shall be demonstrated is authored by and

destined; but not limited; to one's material conditions, ideology, discourse, power and/or

knowledge. Meaning construction or signification is therefore a two way process between the

emerging self and the context. It is about communication within the self as well as between the

self as creator of meaning and 'the other' (other human beings the individual interacts with ...

or the environment, generally) as creator and receiver of meaning. Meaning construction is

therefore multiple, dynamic and fluid. In this thesis only two poles of this multiplicity are

_;oing to be iden ified and focused on which are an African pupil's meaning construction as

either a victim of circumstances or an able creator who can transcend his.'her situation. The two

poles are important in locating the positions from which meaning is constructed, which thing has
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implications on the 'nature' of the meaning being constructed. The reason for choosing only

these two extreme poles (positions) is to enable this study to be focused and systematic as well

as clearly demonstrate the existence of different meaning construction strategies between low

and high performing pupils respectively. The two positions also tend to go in agreement with

the dominant discourse and counter-hegemonic one respectively.

1.17.2 Signification of African cultural identity

The concept of culture, let alone African culture is one of the most contested because of its

connection to issues of material conditions, ideology, discourse, power and/or knowledge. In

this study African culture (or identity thereof) will not be seen as an essentialist unitary entity

that all people of a particular continent (Africa) possess by virtue of their geographic location.

Rather it is seen as multiple, fluid, dynamic and lived experiences (including knowledge) of

people subjected to conditions of neo-colonisation, oppression and neo-apartheid (to mention
,

a few of these issues) in South Africa in particular. Therefore, signification of African cultural

identity refers to the sense that the above-mentioned pupils make of who they are, where they

come from, what role they have to play in the rehumanisation of the people that bore and bred

them. Signification of African cultural identity is therefore about how the mentioned pupils are

positioned either as inferior, oppressed beings at the mercy of their context on the one hand or

as able creators of their destiny on the other. Signification of African cultural identity is therefore

about whether pupils subjected to the above-mentioned conditions take charge of themselves,

their past, their destinies or not.
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1.17.3 Signification of individual African identity

Related to African cultural identity is the concept of individual African identity. The difference

between the two is simply that the former refers to the col1ectivised experiences and knowledge

of the mentioned pupils (people), while the latter refers to individualised experiences and

knowledge of a member of the mentioned collective (Africans/Blacks). This distinction was

necessary for this research so that African cultural identity which was more' ideational' could

be concretised through a specific individual pupils' actions. In fact as argued in this study, the

boundaries between the two are arbitrary.

Furthermore as is the case with African cultural identity concept, the word African will be used

interchangeably with Black. The point is that African (Black) individual identity has little to do

with one's pigmentation or geographic setting (although unfortunately for the researched, these

two 'markers' have been used as instruments and justification for their exclusion).

In this thesis African (Black) is understood to refer to that position to which these individuals

have been excluded, marginalised and relegated. That position, because of the history and the

experiences that this category of pupils (people) have had (and still have), cannot be denied,

because to some extent it has come to define who they are, and it is an important position from

which their rights, privileges and interests can (and should) be argued, advocated and struggled

for.

What is at issue in this study therefore is: do they see themselves as responsible (identity) for
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about seeing oneself as marked out from the rest in terms of what one can or cannot do.

themselves and the outcomes of their actions? Or do they see themselves as mere victims of the

above-mentioned circumstances. Identity is about who one is, and what one is capable of. It is

Therefore in this thesis signification of individual African identity means; whether the above-

mentioned pupils see themselves as capable of doing certain things (or not), which are based

upon whether or not they want to improve, and on what they want to become. Those

actions/behaviours will/can define them as competent or not.

1.17.4 Signification of African pupils' performance in mathematics

The last factor that the research analyses is how a group of African pupils in Mangaung construct

meaning of their own performance in standard 9 mathematics. This performance is reflected in

the relevant teachers' test and examination schedules. Though giving a particular mark to a

pupil's performance is problematic when taking the followin« issues into consideration:

subjectivity and bias of the teacher, over or underpreparedness, en.otional and affective states

of the pupil as well as how interesting, meaningful and necessary the selected subject matter is

to both the pupil and the teacher (just to mention a few of some of the confounding variables):

this thesis will however assume that the average mark that a particular pupil has been given is

what s/he actually deserves. Therefore, signi fication of that performance. given that mark, equals

a reflection or the sense that the individual pupil makes of it. Does the pupil see the need to

perform well or not? What value has that performance to that pupil and how does that relate to

his/her signification of cultural and individual identity? Does it make that pupil feel good or not
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about himselflherself? Does the pupil see that performance as part ofhislher effort to transform

hislher otherwise contingent situation and/or identity? Does the pupil see that performance as

a means towards empowerment ofhislher people or not? These questions serve to explain what

signification ofperfonnance in mathematics means to this study which is: how it is understood

by the identified pupils.

1.18 THE STRUCTl"RE OF THE THESIS

This research report is divided into four major parts. The first part is mainly theoretical

(Chapters 1 to 5). The second (Chapter 6) discusses methodologies employed to gather and

analyse data. The third (Chapters 7 and 8) analyses, discusses and interprets data and results in

the context of Chapters 1 to 5. The last part (Chapter 9) concludes the research by way of

restating the hypotheses, emphasising the major findings, clarifying some, making

recommendations and suggesting areas for possible future research in the context of African

renaissance as put forth by Mbeki (1996).

Chapter One

This chapter provides an overview of the whole study. Emphasis here is on (i) the background

and context of the problem. In discussing this aspect this chapter shows the relationships among

African cultural identity. individual African identity and performance in mathematics as well as,

between these three variables on the one hand and meanir g construction and discourse or

ideology on the other. The chapter also indicates how signification may help explain
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differentiated performance. Then the other relationships between this research and feminist

theory, post-structuralism, post-modernity and post-colonial discourse are pointed out by way

of situating this research appropriately in context. (ii) Then the statement of the problem is

discussed focusing on the purpose of the research, its focus,justification and definition of key

concepts, (iii) the review of the literature is conducted to show the disciplines from which this

study emerges. Among others the theoretical framework informing this thesis is discussed and

shown how it is based on the literature reviewed. Major points from the literature, that form the

pillars of the theoretical framework in this study, are discussed. These pillars are; how

construction of the three variables under investigation are conceptualised from the relevant

literature. Then justification for the use of the mentioned theoretical framework is made

referring to such issues as positionality, its implications in the framework and how it is theorised

using positioning of women as metaphor. Then very specific literature exposing differentiated

performance as a function of unequal cognitive functioning, self-efficacy as a determinant of

performance, anthropological formulations on African cultural and individual identity are

discussed. It is also shown how this study extends on these abovementioned categories of

research, (iv) the research design and methodologies employed to gather and analyse data at two

- .ages are discussed, (v) the hypotheses are stated and (vi) the relative importance of the

research highlighted.

Chapter Two

This chapter defines and discusses signification or m-aning construction as a central concept in

.nis researct. showing why it ;" important in this thesis. In doing so it is related to the theories
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informing the framework in this research as well as other closely related concepts like

consciousness or awareness, representation, practical consciousness and language. The

historical origin of the concept is also discussed and it is also shown how it ultimately came to

relate to concrete materiality, knowledge and power. Finally this concept is discussed and

defined in the context of the three major variables under investigation in this study.

Chapter Three

This chapter defines and discusses what signification of African cultural identity means. Origins

and developments in the definition of this concept are traced until where it came to be defined

from two contestational positions, namely one in agreement with dominant discourse and the

other, in contestation thereto. This chapter also looks at the various literature informing these

two perspectives. These are interrogated and compared. Finally what this concept means in the

research is elaborated.
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Chapter Four

This chapter provides the definition and discussion of signification of individual African identity.

The point made is that this concept is actually a crystallisation of African cultural identity. Thus

the same procedures as in chapter three are followed in discussing this concept highlighting how

it is theorised from both the dominant and counter-hegemonic discourses respectively.
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Chapter Five

This chapter defines and discusses signification of performance in mathematics among African

pupils. Factors confounding an objective conceptualisation of this variable are discussed. Then

performance is related to some categories of theories of learning by way of laying basis for

understanding what signification of performance is going to mean in this thesis. Then the

chapter elaborates what this concept means, for this study.

Chapter Six

The research design and methodologies used to gather and analyse data are discussed. This

consists in looking at the two stages through which the above are done. The first stage discusses

the operationalisation of quantitative strategies while the second discusses the qualitative

strategies. Reasons for using an integrated approach are also advanced highlighting strong points

and limitations of both. This discussion includes identification of the instruments and samples

used in both stages respectively as well as procedures for analyses. Reasons for choosing the

identified instruments as well as the nature thereof are discussed. Furthermore this chapter,

based on data reflecting the personal profiles and backgrounds of the pupil's under investigation,

shows how these two factors are more or less similar among the researched. The other purpose

of this exposition is to control for the possible confounding effects of these factors Thus when

signification of individual African identity and signification of performance are discussed and

analysed in Chapter 7 between low and high performers, what is shown are how these relate to

differentiated performance and not to differences in personal profiles or background. Procedures
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for identifying the low and high performers are also detailed in this chapter.
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Chapter Seven

This chapter, in the context of the theory discussed in Chapters 1 to 5, presents, analyses and

interprets quantitative data gathered through Mboya's Self-Description Inventory II, Rotter's I-E

Scale and Tuekman's Mathematics Attitude Scale. It also shows how the first two of these

instruments access data on signification of individual African identity while the latter together

with a subscale from Mboya's Self-Description Inventory - II (namely Maths Ability Subscale)

triangulate in accessing data on signification of performance in mathematics. Then the low and

high performers are compared as to their scores on all the three instruments. The conclusions

which are drawn based on statistical findings are that the two groups of performers construct

meaning of individual African identity and performance statistically different from each other.

This then is shown to be related to the dominant and counter-hegemonic discourses respectively.

Chapter Eight

This chapter presents, analyses, discusses and interprets qualitative data gathered through open

ended interviews based on the three variables respectively (see appendix 3). Appendix 4

constitutes the full transcripts of the six interviews with three groups of low pertonners from the

six schools sampled and the three groups of high performers from the same schools respectively.

The actual words and conversations (text) of the sampled pupils constitute evidence to the

conclusions drawn about the discursive practices and social structures that inform them. The
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findings on all the three variables confirm the findings reported in Chapter 7 that; 10\""

performers construct meaning in tandem with the dominant discourse while the high performers

are emancipatory and counter-hegemonic in approach. At every stage of analysis, conclusions

and interpretations are made which are related to the concepts developed in Chapters 1 to 5.

Chapter Nine

This chapter restates the hypotheses and shows how the findings in Chapters 7 and 8 confirm

these hypotheses. Conclusions covering the whole research are made and recommendations for

an Africanised pedagogy of mathematics are discussed. Finally suggestions for future research

are made. All these are couched within the African Renaissance philosophy as well as

Curriculum 2005 ideals.

1.19 CONCLUSION

In a concise and succinct manner this chapter has exposed the background and context that gave

rise to this research. The connections between the major operational concepts, namely

signification and meaning construction have been highlighted. The chapter has also indicated

what the relationships are, among the three major variables constituting the focus of this thesis,

namely signification or African cultural identity, individual African identity and performance

in mathematics.

It has also been shown how these three variables can be and are constructed in tar Jern with
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dominant discourses and ideologies on the one hand, and counter-hegemonic ones on the other.

The two positions are shown to be among many others from which meaning about the

mentioned variables may be constructed. But it is pointed out that these two have been chosen

and focused on in the study because they seem to relate to howlow and high performers

respectively construct meaning of the abovementioned variables. Ideas from post-structural,

post-modern and post-colonial theories have also been used to show the relevance and currency

of the thesis.
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Furthermore, this chapter has briefly outlined what the problem constituting the focus of this

research is all about as well as its purpose. Key concepts have also been defined by way of

elaborating further what the thesis is all about. The theoretical framework within which the

study is conducted has also been described and justified. The chapter has also refered to the

literature out of which the study is emerging, highlighting different ways in which the study

contributes to that body of knowledge. The research design mapping how this research was

conducted is also elaborated herein. The hypotheses are also stated including the relative

importance of this research as well as its structure. The next point to be addressed (in the next

chapter) is the elaboration of the theoretical basis of this research.

NOTE: In line with current, local and international usage, the following concepts used in this

thesis may also he understood to mean:-

(a) Pupils; Learners,

(h) Standard q; Grade 11,
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(c) Standard 10 ; Grade 12.

(d) Matric Maths ; mathematics as a subject studied at grade 12 level.

(e) Apartheidlneo-apartheid/colonialismlneo-colonialism ; the dominant ideology in South

Africa. Before the advent of democracy in this country in 1994, apartheid/colonialism was

official policy of the state that marginalised and dispossessed Africans. Since 1994 this social

stratification still continues hence neo-apartheidlneo-colonialism.
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CHAPTER TWO: SIGNIFICATION: DEFINITION AND DISCUSSION

This study is focused on the process of signification. As has been mentioned in the previous

chapter this concept is used interchangeably with the concept' meaning construction' because

they are und, rstood to mean and refer to the same process. Because they are so central, it is

essential to provide here a more indepth and clear definition and discussion thereof. In doing

so, this section will indicate why this concept is so important and central to this study. Then it

will be shO\\TIwhy and how signification and meaning construction are understood to refer to

the same process in this study. This section will also show how signification is related but

slightly different to consciousness/awareness as well as representation. Signification will also

be related to language. It will be shown how language assists in the construction of meaning

but then meaning being different to language itself. To clarify this point on language and

signification, it will be necessary to talk about the role of what Giddens (1984) calls 'practical

consciousness'. Then briefly the linguistics origins of the concept 'signification' will be

acknowledged with the significant transformations it went through for it to be so relevant and

important for this study.

The other important aspect of this definition and discussion of' signification' will be to relate

it to issues of power and knowledge with the aim of showing how meaning is constructed.

Here the point will be to show how multiple the meanings of signification can be, but most
. .

importantly to show that meaning is always constructed in the relations of power and

knowledge (and never outside it or neutral) and that it (meaning construction) too constructs

those relationships in the same manner. The two positions from which meaning can be

constructed by the African pupils constituting the researched in this study and which are in

tum constructed by meaning are hereby also pointed out, which are; (i) in tandem with the

dominant ideology or discourse and (ii) in contest thereto. Defining and discussing
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signification/meaning construction in relation to issues of power, knowledge and positionality

will be conducted by way of contextualising this definition in the research being conducted.

The point being made is that what the 'true/real meaning' of anything (say African cultural

identity, individual African identity and performance in mathematics) might be, depends on it

(meaning) being validated by what Foucault (Rabinow 1984) calls 'regimes of truth'. A

regime of truth being that category or position from which meaning is constructed.

2.1 SIGNIFICATION AS BASIS FOR PSYCHOLOGICAL FORMULATION

The argument being developed in this study is that irrespective of the material conditions,

what is important in as far as issues of cultural identity, individual identity and performance in

mathematics are concerned is, the meaning that people/pupils attach to these factors

(instances/events) (see subheadings 6.2.1.4 to 6.2.2.5 for empirical_.data in support of this

point). A particular meaning generated by an individual serves as basis for action. Thus in

order to understand how pupils are motivated (or not) to perform well, say in mathematics, or

how well (or not) they feel about their cultural identity or their individual identity it is

important to understand how they construct meaning of all these respectively. Understanding

the process of signification also helps clarify how two people subjected to the same conditions

of existence may ultimately manifest and assume different personality dispositions, identities,

performance and so on. (see Chapters 7 and 8 for operationalisation of this contention).

2.1.1 C ritiq ue : The sel f as •pregiven'.

The African youth in Mangaung constituting the focus of this study have been exposed to

extreme conditions of exclusion and marginalization due to colonization, crystallized in

aparthei. . From statistics presen :d in thi study (see Table 1.1.), the majority of them became
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'victims of circumstances' while on the other hand a significant number managed to overcome

the material (and otherwise) conditions of an oppressive, excluding and marginalizing

socio-historical-cultural context. The theorization that this study is contesting is that the self

is pregiven, predetermined or predestined to assume a particular personality disposition or to

exhibit a particular performance in any task. This perspective has been shown to be

problematic in that it tended to perpetuate oppression, exclusion and marginalization on the

basis that people are born slaves, underachievers, intellectually inferior and so on. If it is

assumed that the self is pregiven then transformation through education is close to impossible

as an individual will naturally grow into a pre-programmed destiny. Behaviours such as poor

performance will be seen as innate, as part of an individual's 'nature' and therefore

unchangeable.

2.1.2 The self as 'a prod uction with agency'.

The view that this study subscribes to is the one maintaining that the self is a production but

not a passive, roduction which is a 'mere victim of circumstances'. According to this view

the self is a production with agency. 'Production with agency' implies that, though produced

in discursive practices and spaces of power and knowledge relations, the self however still has

volition as it initiates action and transcends its otherwise contingent situation. What makes the

two seemingly contradictory and seemingly mutually exclusive processes to coexist, co-

constitute each other and possible, is the process of signification or meaning construction.

That is, an African youth who has been subjected to the extreme conditions of oppression,

exclusion, poverty, depri. arion and marginalization may' understand' one's lot as a challenge.

This 'understanding' may not necessarily involve articulation of this verbally, it may

sometimes only be operationalized in practical action (see Chapter 8 where empirical data

support this assertion). The given African youth may look at one's condition and engage in
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activities geared towards transforming his/her otherwise contingent situation. One's actions

may be planned and deliberate at 'attacking' one particular aspect (at a time) hindering one's

attainment of desired conditions of existence. This process of signification or meaning

construction, as conceptualized in this study may be a factor explaining differentiated

performance between two such individuals (African pupils in Mangaung in particular)

subjected to the same socio-historical-cultural conditions.

2.1.3 Signification creates possibilities for transformation

The other individual as mentioned earlier in this discussion (see subheading 2.1) may

understand one's condition as natural and thus meriting no transformation as for him/her, that

is how things should be like. Signification thus implies a choice for action, that is, to choose

either to succumb and accept on the one hand or transcend and transform on the other. A

theorization of signification is thus related to Lacan's theory (McCannell 1986, Bowie 1988,

Benvenuto and Kennedy 1988, Bannett 1991, Bowie 1993) as mentioned earlier in this study.

For an example the distinction that Lacan makes between the notion of corps morcelé and the

notion of the idealized self occuring to the child first at the mirror stage explains this process

adequately. Here the child retrospectively and retroactively sees itself as bits and pieces, as

lacking control, unity and coherence but then through interaction with the 'significant other'

(like the mother, the peers and so on) it imagines itself as having coherence, unity and control

depending on the image of the 'other' that it identifies with and aspires to become thus further

transforming itself into an able and empowered self.
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The idealized notion of the self which the self strives to become as reflected in the mirror (the

other) becomes a motivating factor. The self understands itself as the other which is more

capable of initiating action. Unfortunately for other individuals, the signals and messages

reflected from 'the other' then constituting the other' alternative' that one could aspire for,

may be such that they represent a self that is not able, that underachieves, that does not meet

the demands of particular tests. This same process may be reinforced at all the subsequent

stages of development.

Thus one of the factors that accounts for differentiated performance socially, academically

and otherwise is how the individual self understands oneself, how one makes meaning of one

self and the conditions under which one operates. Signification is thus the assigning of

meaning to oneself and to one's context. The point to be highlighted once again is that,

notwithstanding the material conditions, signification (together with the self) is a production

in relationship(s), between the individual and the socio-historical-cultural context within

which one occurs.

2.1.4 Signification and psychologlcal construction.

Looking at the construction of the self as discussed by Lacan (Benvenuto & Kennedy 1978

and Gallop 1986) one realizes that signification implies again giving meaning to what is one's

'objet petit a', which is, what one lacks and aspires to gain in order to be fulfilled and

complete, but does not actually attain. The individual out of this construction may privilege

one activity/thing (for example good performance in mathematics) as that which one lacks

which one must attain. But the' objet petit a' remains for ever illusive and changing as Zeno's

fable of Achilles. and the tortoise has pointed out (Zizek 1991). Sometimes the illusiveness of

the object of desire becomes so overwhelming to the extent that pursuing it is understood as
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meaningless and thus the quest stops or is directed at other seemingly 'mediocre' objectives.

In fact the whole of Lacan's theory is centred on the notion of signification as authoring the

self and serving as basis for its motivation, its desires and all its psychological processes.

2.1.5 Vygotsky's contribution towards the understanding of signification

Even Vygotsky (Vygotsky 1981, Ratner 1991, Newman and Holzman 1993, Van der Veer

and Valsiner 1993 & 1994) tends to posit the value of signification and meaning construction.

As discussed earlier, transformations that occur within the constitution of the self are

dependent on processes within the socio-historical-cultural context. Though Vygotsky

initiates his theory based on the individual embedded within biogenetic and instinctual

processes common to animals as well, he later realizes that to be human, the individual has to

be 'born again' in the materiality of culture and activities in one's socio-historical context

(Ratner 1991 and Van der Veer & Val siner, 1993). The latter will enable the individual to see

and understand what does it mean to be human. This means assigning meaning to certain

processes and activities as well as participating in those activities geared towards enhancing

the individual and one's social functioning. In short, this is participating in human culture.

This also means that the individual taking up and improving the culturally designed tools

towards the transformation of one's material conditions (see conversations with high

performers in Chapter 8).

2.1.6 Confluence of Lacan and Vygotsky on how and where signification is constructed

Lacan and Vygotsky may be approaching the process of human subjectness differently but

what is common between them, among others is that the self is constructed together with

signification (c. ïstruction of meaning) in the spaces, gaps, and relationships between and
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among people, between the individual's emergent psychological functioning and one's

corporeality, between the self and the other and between the self and the

socio-historical-cultural context. Furthermore what the two posit is that, meaning construction

or signification is a two way process. That is, the meaning that individuals assign to

themselves - their identity, their ability, their culture, their socio-historical context, their

problems or the challenges facing them - is generated both from within their constructed or

being constructed self-syste.n and their constructed or continually changinglbeing constructed

social context. What this implies is that signification is not solely imposed from outside but

that it involves appropriate individual cognitive-affective disposition (intrapsychic

understanding and awareness) as well.

2.1.7 The nature of signification

Signification (meaning construction) just like the self, is mobile, dynamic, multiple, is not

'arrested' within anyone entity, it is changing, transforming and transcendent. Since

signification or meaning construction involves communication (i) within the self, that is

between (or among) the many aspects within the self (namely consciousness, affect, desire,

consciousness, ego, the id, the superego and so on) and (ii) between the self as the creator of

meaning (and receiver of meaning) and 'the other' as creator (and receiver of meaning as

well) it is thus "generated out of a confrontation between text and mind" (Shore, 1991 ,p.12).

2.1.8 The contributions of Gowin and Nova k towards the understanding of

sign ification

Gowin and Novak (1984 & 1985) who constitute part of the framework informing this study

have also underlined the importance of signification or meaning construction in their theory.
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Like Lacan and Vygotsky, they have coupled signification or mearnng construction with

'concept formation'. This means that, while Lacan has theorized signification as constructed

in the same processes as the construction of the whole notion of the self, Novak and Gowin

tend to focus more specifically on the construction of concepts as an aspect of the self. They

have shown how the acquisition of concepts (new concepts) depends on the schemata of

concepts (cognitive structures) that the individual already has. They have also demonstrated

how the acquired concepts go on to structure, transform, elaborate and build what they called

cognitive structure (Novak 1979). Their definition of cognitive structure, though grounded in

the biogenetic tradition, tends to supply overwhelming 'evidence' that it is authored in the

relationships within the self and between the self and the other. Furthermore their definition of

this' cognitive structure' shows it as consisting of acquired experiences and meanings. The

cognitive structures are shown as both cognitive and affective as they; "depend very much on

their emotional and conceptual framework" (Novak 1979, p.22).

2.1.9 Retheorising cognitive structures of Novak and Gowin as signification

The cognitive realm as shown earlier consists of personal idiosyncratic philosophies, theories,

biases and preconceived ideas. These cognitive structures constitute filters through which new

concepts are understood and made sense of. These cognitive structures assign meaning to new

stimuli or concepts just recently acquired. They change their structure over and above creating

a disposition to acquire, assimilate, take on or not take on a particular stimulus or concept. In

short Novak and Gowin have also developed a theory privileging the importance of

signification or meaning construction since they even claim that differentiated performance

measured in terms of concept mapping techniques will discriminate between those individuals

who have managed to acquire more concepts than others, which is a function of complex

processes :)1' meaning construction or signification discussed above. In other words. an
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individual will acquire a concept depending on whether one 'feels' that it makes sense or not

(has meaning for one or not). Even an acquired concept will not operate neutrally, instead it

will be integrated into this fluid, dynamic and multiple repertoire of meaning making and

"significating' pool they call cognitive structure.

2.1.10 Connection between the theoretical framework and signification

The three theories informing this research's theoretical framework thus emphasise the point

that there is nothing unitary, essentialist, fixed, predetermined or pregiven about, say the self,

the stimuli, the individual identity, cultural identity, action, status and so on. All these depend

on what they mean, what they are 'seen' as meaning, what signification they have, what

meaning(s) is assigned to them.

In short, whatever the nature of a stimulus might be, what is important about them are what

they are understood to mean or stand for. This understanding is what determines action and

performance; and differences in 'understandings' is also what accounts for differentiated

action, activity and performance.

2.2 SIGNIFICATION AND CONSCIOUSNESS/AWARENESS

2.2.1 Signification as object - relatedness (self-reflectivity and relations with others)

Apart from the above, signification is connected to consciousness or awareness. To assign

meaning to; the self, part of the self, performance or action of the self, or the other, part of the

other or the socio-historical-cultural context, its performance or action, requires being aware

of the mentioned 'things', (that is, the self, the other and so on). This means that signification
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or meaning construction implies both subject and object of meaning construction. It is always

meaning construction by or for something, the self, the other and so on. Again it is always

meaning construction of something, the self, the other and so on. But the subject and the

object can at times be collapsed into one where self-reflectivity occurs, as in the instance

where the self looks at itself to assign meaning to and!or understand itself or its meaning.

2.2.2 Signification as a construction between corps morcelé and the idealised notion of

the self

Awareness and consciousness (including unconsciousness, preconsciousness and practical

consciousness) are processes that make meanmg possible and necessary. Lacan's re-

theorization of Freudian psychoanalysis (Clement 1983, Henriques, Hallway, Uwin, Venn &

Walkerdine 1984, Benvenuto & Kennedy 1988, Bowie 1988, Bannet 1991, Bowie 1993) has

shown how consciousness and unconsciousness originate at the mirror stage. Lacan has also

shown how stimuli or 'messages from the other' (the socio-historical-cultural environment) as

in the mirror, reflect the self at the same time as the notion of corps morcelé and imaginary

idealized self. He has shown how the two notions assist in the construction of both the

unconciousness and the consciousness respectively. According to Lacan the individual will

want to strive towards that which is (in) the consciousness (idealized notion of imaginary

self) while repressing that which is (in) the unconsciousness (corps morcelé).

The latter though threatening with the disintegration of the self if assumed, keeps rearing its

head consistently for recognition. Language is shown as coming into the picture to 'arbitrate'

between these two warring 'positions' of the self. Language is also demonstrated as a vehicle

for containing this conflict or contradiction(s). Language comes in, in order to enable the two

contestational positions of the self to coexist without privileging one over the other. Language
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is important as it intensifies the mobility, multiplicity or portability of consciousness and

unconsciousness or that which is in the unconsciousness and consciousness.

Without repeating, suffice it to mention that being conscious of one's multiple positions,

implies signification in that the self can decide as to which position to privilege, identify with,

strive towards, assume and which one to repress and keep out, without destroying or totally

'flushing out'.

The two notions of the self though related to concrete materiality reflect one's' understanding'

of the self vis a vis the incoherent, fragmented (physiology) on the one hand, and as the

coherent, united idealized imaginary self on the other. The' understanding' of what one was,

though retroactively, and what one wants to become implies the origin of both awareness and

signification. Signification is thus born in the gap between the positions of the self and it in

turn assigns meaning and determines which between the two need to be privileged, identified

with and striven for. Signification is that which will be generated by, and at the same time

with, awareness of the self, that which will 'tell' the self which objective(s) are worth pursuing

and "..hich of the two positions needs to be actualized and why. Signification is that which

intensifies awareness and indicates to the self what its strengths are and what its weaknesses

are. In this way signification assigns meaning, it creates and recreates awareness, it forms the

basis for activity and action.

2.2.3 Signification as the arbitrator: \'ygotsky's perspective.

To put the same point across, Vygotsky (Ratner 1991, Newman & Holzman 1993, Van der

Veer S: Valsiner 1993 and 1994) talks about human activity as directed at solving material

problems that the individual fa" -s in one's everyday existence. He maintains that solving
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these problems threaten; ng the very being of the individual, implies construction of the self or

its higher psychological functioning which are predicated by consciousness. Vygotsky further

argues that one must be aware of oneself, one's milieu so that one can identify problems and

solve them. Experiencing problems, the need to solve them, and action, imply consciousness.

According to him interacting with the others (other consciousnesses) assist in the further

construction and elaboration of the individual's consciousness. Identifying as to which

problem warrants immediate attention, which problem warrants what kind of solution, what

tools need to be used in order to solve the identified problem and so on, imply signification or

meaning construction (see how this is put into practice in the discourses of high performers in

chapter 8).
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2.2.4 Unity between signification and consciousness as seen by Vygotsky

In fact, even just to know what the problem is, requires meaning construction. This process of

knowing or identifying involves symbols that are generated in culture which assign meaning

and signification in turn. Vygotsky (1962) has actually developed a very elaborate theory

detailing how concepts constitute consciousness, how concepts relate to material experiences

as discussed above, how individuals (children) group and classify experiences into categories,

how concepts are given to describe categories and contain meaning. He has also shown the

connection between words (language) and thought. In fact Vygotsky emphatically emphasises

that word meaning unites thought and speech. His theory is thus a systematic discourse

elahorating the origin of signification (meaning and its construction) and its connection to

consciousness or awareness.

To conclude this discussion, Vygotsky (Newman & Holzman 1993, Van der Veer & Valsiner

1993 and 1994,) has introduced the concept of conscious-awareness in his theory which he
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maintains enhances the individual's subjectness. What he means by this concept is that in a

spontaneous, non-deliberate situations individuals accordingly learn about some concepts but

the same concepts if learnt in a systematic, deliberate manner tend to enhance their power as

they are appropriately enriched in terms of detail of definition, relationship to other

categories, historical origin and development and so on. These systematically acquired

concepts according to Vygotsky also have greater transferability and also enhances scientific

and spontaneous thinking. This in short is a recipe for enhanced voluntary control over one's

understanding and construction of meaning.

2.2.5 Conclusion the connection between signification and consciousness as

conceptualised in this study

The conclusion made therefore is that, in this study, the word signification will refer to

awareness and consciousness as well, since they have the same origin, development and

'meaning' as discussed above. The slight difference between signification and the latter two

being that signification is more focused and more specific while the latter two are more

general and include signification.
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2.3 SIG::\IFICATION IN RELATION TO LANGUAGE, REPRESENTATION AND

PRACTICAL COl\SCIOUSNESS

2.3.1 Construction of signification through language and consciousness

The theories informing the theoretical framework of this study individually and collectively

have shown the importance of concrete materiality in the construction of signification (or

meaning). The continuum of perspectives represented in the mentioned theoretical

framework thus show concrete materiality as the origin and destiny of signification.

Signification is constructed at different stages and levels of this cyclic process. Vygotsky talks

about activity (Cole, John-Steiner, Scribner & Souberman 1978 and 1981, Wertsch 1989, and

Ratner 1991) or action on objects as the basis of consciousness and signification. That is, as a

human being shapes 'things' in 'nature' for one's convenience, signification is involved here

because one has to know what one is shaping those things for. One has to have identified a

need, a purpose and thus involve awareness, a consciousness, an understanding and a

construction of meaning. Novak and Gowin (Novak, 1985) say that, that purpose will be a

reflection of a philosophy, theory and/or principle. The latter are also firmly located within

si~'11ification.

\A,na' is being observed here is the construction of signification wherein it (signification) is

also involved in its O\\TI construction and the construction of other things like consciousness

and language (as examples) which in turn further construct signification which constructs

them in tum as well, and so on.

\'~g()tsky's notion of the material origin of consciousness/awareness (signification) involves

other human beings in their material existence where those other people also operate
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consciously, systematically and intentionally implying the presence of meaning construction

and signification. Then acting on materiality means observation or perception which are still

coloured by what Novak and Gowin (Novak 1979, 1984, and 1985) call cognitive structure or

philosophy or theory or principle. Then the observed materiality exists in one's mind as an

Image.

2.3.2 Relating signification to representation

It is the image of the' other' that one would want to identify with. Lacan (Bowie 1988) would

call that image the' idealized imaginary self. The point is that initial concrete materiality now

exists ideationally as a 'mental picture' like the information processing models (from whose

tradition Novak and Gowin emerge) would maintain (Shore 1991). Then a number of similar

and related mental pictures would be grouped together to constitute a schema which will be

given a name. Many word names/labels arranged according to certain laws constitute a

language. However what is important is that there is a more or less one to one (or one word to

one category) correspondence between concrete materiality and ideational representation.

Although this representation in the mind is removed from concrete materiality of objects, it is

still grounded on it and what the' representation' stands for theoretically, can be authenticated

by reference to concrete materiality of objects. (Giddens 1986, Putnam 1988, and Shore

1991). This is an instance of signification being the same as representation. Representation in

this instance means; that 'meaning' which inhabits consciousness, which is grounded and

limited to concrete material objects. Signification thus, as used in this study includes this

meaning as well, but goes beyond and refers to the meaning inherent in words/language and

beyond where there is no direct correspondence with objects.
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2.3.3. Relating signification to language

Language as the three theories informing the theoretical framework in this study have shown,

enhances the mobility of meaning and signification beyond the materiality of objects.

According to Lacan (Tavor 1989, Sarup 1992 and Bracher 1993) language represents the law

which goes beyond the self, as it pre-exists it. Language as Lacan has shown, prescribes to the

individual as to one's roles and behaviours. It is through language that the complexes at the

phallic stage of the development of the individual are resolved. Through language an

individual comes to know that one is a mother or a father or a son or a daughter and thus

knows what it is expected of one in that social role prescribed by language that describes one

and what one could do or not do. Language thus gives meaning to the life (and conduct) of the

individual. Through acquisition of, and participation in a language, an individual surrenders

some of one's autonomy and conducts oneself according to the law of the

socio-historical-cultural context. Furthermore language as Lacan (Gallop 1986, Benvenuto &

Kennedy 1988, Tavor 1989, Sarup 1992, Bowie ]993 and Bracher 1993) maintains, is

structured like the unconsciousness in that there are those laws generated in the

socio-historical-cultural context which are not readily available to one's consciousness but

which are deeply embedded in the unconsciousness, which cannot be verbalized but which

nevertheless govern human conduct and behaviour. For example when a person speaks, one

unconsciously uses those laws buried in the unconsciousness governing language (that is

speaking as action) without one directly referring to or speaking about them. These could be

laws such as the laws of correct grammar, respect and so on, which are indirectly implied in

the structure of one's speaking without being directly communicated.
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2.3.4 Practical consciousness and the relationship between signification and language

To clarify the point being made, Giddens (1986) introduces the concept of 'practical

consciousness'. He says that' practical consciousness' occurs between what Lacan and Freud

call unconsciousness and consciousness. Practical consciousness is

in a certain sense unconsciousness ... it consists of forms of language immediately
available to discourse. But it is not unconsciousness in the sense in which symbols and
modes of cognition which are subject to repression are unconscious. For these latter
forms of cognition cannot be translated into discourse without the influence of some
kind of distorting mechanism, which depends upon the bar of repression which is
placed upon them .... practical consciousness, the underlined centre of human practical
activity ... is a set of ties not just between discourse and the other side of language, but
between the individual as agent and the institutions which the individual constitutes
and reconstitutes in the course of the duration of day-to-day activity. A good deal of
what we do is organized knowledgeably in and through practical consciousness; it
follows that the way in which we make sense of our 0\VJ1 actions and the actions of
others, and the ways in which we generate meaning in the world, are in an elemental
sense rnethodological.. the sense of words and the sense of actions do not derive
solely from the differences created by sig. codes or, more generically by language.
They derive in a more basic way from the methods which speakers and agents use in
the course of practical action to reach interpretations of what they and others do"
(pp.537-538).

2.3.5 Acknowledging the multifaceted nature of signification

Meaning and its construction (signification) is thus multifaceted and rnultipositioned. It is

meaning from the concrete materiality, meaning as representation, as signs and symbols in

words and language. Meaning thus, is conscious and embedded in the laws that describe and

prescribe individual positions and roles without the individuals necessarily being able to

verbalize it. Meaning is also practical consciousness referring to knowledgeable action and

activity, and meaning is consciousness where individuals communicate and express their own

inner feel ings and experiences and are also able to understand what is being communicated to

them by others through the other's language and/or actions. In short meaning construction and

deciphering thereof also take place through these three lavers of consciousness (namely,
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consciousness, practical consciousness and unconsciousness). It also corresponds with

concrete materiality but goes beyond concrete materiality to abstraction, cognition and affect.

Meaning construction (signification), implies both the other (socio-historical-cultural context)
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and human agency acting together in its construction. But most importantly, meaning

construction (signification) implies knowledgeability accessed either through verbalization or

articulation, through action and behaviour, separately or collectively.

2.4 ORIGINS OF SIGNIFICATION

2.4.1 Splitting the sign: signification versus concrete materiality

To complement the exposition above it is also important to trace the origin of the concept

'signification' to Saussure's theorization wherein he

conceived of the linguistic sign as a relationship between a signifier - an objective
sound or visual stimulus - and a concept. This synthetic notion of sign as relationship
presumed an internal linkage between signifier and signified in the mind of interpreter.
Yet Saussure also characterized this inner linkage as arbitrary ...unrnotivated by any
objective feature of either the sound - shape or the phenomenon named. Meaning was
socially imposed upon otherwise empty forms (Shore 1991 .p,13).

The view above which separates the process of meanmg construction from concrete

materiality is the one to which Lacan himself subscribes when in the words of Bannet (1991)

it is maintained that

sounds or 'signifiers' do not stand for things even at a second remox c. Sigtufiers stand
for meanings or significations which grow out of their associations with and
oppositions to other signifiets in lant: 'ge .... The symbolic order substitutes itself and
its patterns of signification for things, so that things themselves, experience itself fades
from view. It consists of oppositions which do not emerge from the . cal world, but
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nevertheless give it its construction, its axes, its structure, which organize it, and in
effect make a reality for man in which he can find his way about.. .Far from reflecting
reality language creates it. It is the world of words which creates the world of things ,
which are first confused in the hic et nunc of everything in its becoming (p.19).

2.4.2 Connecting signification to concrete materiality in line with Giddens' idea of

'duality'.

However in this research as discussed elsewhere in this chapter, the view adopted is that

signification is 'mobile'. This means that, the meaning of signification will be understood as

embracing the separation of meaning construction (or signification) from concrete

materiality... as an abstraction, as put forth by Saussure and Lacan above. At the same time

this meaning is informed by the theoretical framework put together in this study, which says

that, signification also embraces concrete materiality. Once again this study is indebted to

Giddens (1986) who explains that the constitution of meaning should not be an either/or

dualism between theories of' objectivism' (such as Saussure and Lacan) that tend to privilege

the social object (society) over the individual agent and thus ascribe signification and meaning

construction to laws such as those of language that function totally independent of human

volition. Giddens feels that rather the mentioned dualism should be seen as a duality that

implies and privileges the complementarity between 'objectivism' and 'subjectivism'. The

latter group of theories according to Giddens (1986)

treat human agents as purposive, reasoning beings, the notion of action is often
understood as though it were composed of an aggregation of intentions. That is to say,
the agent is not placed in the unfolding of the routines which constitutes day-to-day
life. This unfolding is a duration, ... a continuity which persists throughout the waking
life of an individual (p.531).

What Giddens proposes is a merging of Lacan on the one hand and Vygotsky, Novak and

Gowin on the other in order to produce an understanding of signification and meaning

60

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



construction In the interstices within this continuum. The meaning of signification and

meaning construction thus put together in this study is the one "interpreting agency within

the context of its duration" wherein "action has an essential temporality which is part of its

constitution" (Giddens 1986, p.531).

2.4.3 Signification and concrete materiality: the construction of the self.

What this means is that signification is not purely abstract or purely concrete but to adapt

Gidden's structuration it is "both the medium and the outcome of the human activities which it

recursively organizes ... social activity in respect of' signification "exists in and through the

use of the resources which agents make in constituting their action, which at the same time

reconstitutes" signification" as qualities of the system in question".(p.533).

Sign.fication therefore is not purely unconscious or purely conscious it is both, and this

includes practical consciousness as well. It is relational in terms of objects, images, concepts,

word and so on. It is action bound but not action limited. It is transcendental.

2.5 SIGNIFICATION AS POSITIO~I1\"G IN THE RELATIONS OF PO\VER Al\'D

KNO\YLEDGE

2.5.1 . The location of signification

The definition of sig' ification being pursued is the one that places it in a dialectical

relationship with concrete materiality. While signification is authored by and also authors

concrete materiality it includes it, intluences it, creates further possibilities for its

tr sformation. Signification thus while permeating concrete materiality, suffuses it,
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constitutes and is constituted by it, it also stands outside and separate from it. What makes this

possible is because signification occurs as a production of both discursive spaces and

practices (Henriques, et al 1984). Signification thus conceptualized, defies the contradiction

and dichotomisation between concrete materiality and ideationalization. Signification seen in

this light is thus firmly located within and between the objects materiality, within and

between images thereof, within and between concepts, within and between words, within and

between ideas, within and between representations, within and between people. Signification

is thus theorized as relational. It is conceptualised as multiple, as related to concrete reality

but not confined to it.

2.5.2 Contextualising signification in this study

Signification is thus transcendental and adequately captures what this research is about which

is, to investigate the meaning making strategies of low and high performers among African

pupils doing mathematics in some schools in Mangaung, subjected to the same abject material

conditions of poverty, disillusionment, disadvantage and so on (see the statistical exposition

of the research subjects background in Chapter 6). In this way this research will attempt to

explain performance (actualization of signification) which is grounded on an understanding of

the self and its milieu, which is not necessarily prescribed to, or determined by the materiality

of the conditions mapped out above (see subheading 8.3.2.3 on how respondents in interview

HIL conceptualise their role in spite of their disadvantaged backgrounds).

2.:-.3 Signification in relation to knowledge and power

Foucault (whose theorization is hereby operationalized) and who through his genealogical

me.hod looks at the origm of a given practice, discourse and ë on, has form ate ....this
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conception of signification and shows how it is produced in what he calls discursive spaces

and practices (Henriques et al, 1984). Foucault (Deleuze 1986, Gane 1986, and Hoy 1986)

agrees with Lacan that the self and signification are produced in relationships. The process of

signification as discussed above also talks about awareness and consciousness and the two

refer to knowledge. To be conscious or aware of, for example the self and the context,

implies knowledge of the self and the socio-historical-cultural context. Knowledge therefore

implies self understanding and the understanding of the context. But Foucault (Isenberg

1991) maintains that knowledge of whatever kind has to do with power to the extent that

power and knowledge are seen as mere different sides of the same coin.
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2.5.4 Signification and the construction of the African in South Africa

The point that emerges from the reading of Foucault that has special implications for this

research is, how do majority of the African pupils in South Africa or Mangaung (to be

specific) come to perform as poorly as they do as reflected in the statistics discussed (see

Table 1.1). Foucault advises that in order to answer this question one has to go to the process

of knowledge and power that create(d) these individuals (Henriques et al 1984, Rabinow

1984, Williams and Chisman 1993). Without digressing too much it would seem that this poor

performance can be traced to the colonial (or apartheid) positioning that authors these

individuals' subjectnesses. There is an extensive literature (Kallaway 1984, Bulhan 1993,

Foster 1993, Nicholas 1993, Simone 1993) showing how colonialism and imperialism on the

global level and apartheid capitalism in the specific instance of the African people of South

Africa (and their youth) have functioned to effect what Foucault calls' objectification' of the

African individual's subject (Rabinow 1984). Rabinow analyzed Foucault's theory as

discussed in all his major works and discovered three modes of how human beings are
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objectified and these are: (i) objectification of the subject through dividing practices (ii)

scientific classification and (iii) subjectification.

2.5.4.1 Signification and the objectification of Africans

The first such mode he described as 'objectification of the subject' through 'dividing

practices.' Foucault's data leading up to this' discovery' are gleaned from the history of

Europe (in particular France) from the middle ages to the present, whereby the ruling class or

the dominant ideology isolated and confined first the lepers, later the insane, then the poor and

the vagabonds. What is interesting to this research is how the strategies employed in Europe

to create dominance over the subaltern classes, to use Spivak's (1988) words, are similar to

the famous South Africa's apartheid-capitalism's strategies of divide-and-rule.

ln South Africa various colonial rulers up to and including the coming into existence of

apartheid-capitalism as the official policy of the state in 1948, managed to create and maintain

dominance over the subaltern classes of the colonised African people through these very same

procedures discussed by Foucault. African people (this include their youth) were physically,

socially, economically, politically and otherwise separated, excluded or removed from the

centre of wealth, meaningful political participation, educational opportunity and so on, on the

basis of their skin colour (see Kallaway 1984 and Nkomo 1990 among others). These

processes took on initially very crude and overt approaches of dividing, operating somewhere

within a continuum of oppression mapped out by Amilear Cabral (1993) when he asserts that;

The ideal for L, eign domination, whether imperialist or not, would be to choose-
either to liquidate practically all the population of the dominated country, thereby
eliminating the possibilities for cultural existence; -or to succeed in imposing itself
without damage to the culture of the dominated people - that is, to harmonize
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econorruc and political domination of these people with their cultural personality.
(p.53)
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Sometimes the colonial rulers would' divide' by means of genocide (the frontier wars of the

18th and 19th century and instances like Sharpeville shooting of the 20th century are points of

reference (see Muller 1986), sometimes by means of legislation that physically pushed the

African people to the' periphery of existence' ( for example, Job Reservation Act, Pass Laws,

Native Land Act, Bantu Education Act, Extension of University Act). The history of

oppression of the African people in South Africa is common knowledge. However suffice to

mention that the dividing practices as meted out to the African people along this line mapped

out by Foucault, 'progressed' from being crude to being a "humanitarian rhetoric on reform

and progress" (Rabinow 1984).

Power over these underclasses was exercised overtly by means of physical exclusion,

reinforced by means of legislation but most importantly for this research, by what Althusser

tenned ideological state apparatus (Wuthrow, Hunter, Bergesen and Kurzweil, 1985) which

included manipulating the processes informing the construction of these individuals'

subjectness or the creation of false consciousness (Wuthrow et al 1985). As Sheriden is

quoted as saying;

Because power and politics, in a society where confinement is so dominant, impinges
upon the human body on which it is exercised, power is found to be the motive for
bodily activity, that is productivity. Such productivity in turn produces power. This
notion of the training of the body to productivity ends brings with it what Foucault
calls the' soul'. A political anatomy is also a genealogy of modern morality. The hold
exercised by the power over the body is also a hold over the' soul', for more power
renders the body more productive, the more forces there are to control and direct. To
the extent that man has soul, power does not need to be applied from the outside; it
penetrates his body, occupies it, animates it, gives it 'meaning' . The soul mobilizes
.the body, gives it consciousness and conscience (Wuthnow et al 1985, pp.176).
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The dividing practices of apartheid-capitalism through the total hold they attempted to have

on the formation of the African individual's subjectness were geared towards positioning

them (African) firmly within the underclass. Process of exclusion, oppression,

marginalization, poverty, unemployment, underachievement, dropping out of school and so

on were not accidental but were deliberate means (and sometimes by-products) of a discourse

of apartheid-capitalism engaged in dividing practices of classification, control, containment,

stigmatization, "normalization' and giving of a "social and personal identity" (Rabinow, 1984,

p. 10) to the African people as inferior and thus justifiably excluded from centres of wealth,

political participation and educational opportunity. This process was thus a strategy towards

positioning the African people. They were to understand themselves as such and thereby

minimize the costs of an expensive means of subjugating them overtly. An African person

understanding oneself to be inferior due to an exposure to a 'knowledge' that reflects one as

incompetent, a failure, a drop out, and not fit for employment is thus not necessarily "subject

to some one else by control and dependence" s/he is instead tied to "his/her own identity by

conscience or self-knowledge. Both meanings suggest a form of power which subjugates and

makes subject to." (Rabinow 1984, p.2] )

Foucault has identified the second mode of objectification which he calls "scientific

classification" (Rabinow l 984, p.22). This relates to the scientific knowledge produced about

the

speaking subject in grammairé generale philolophy and linguistics ...the objectivising
of the productive subject, the subject who labors, in the analysis of wealth and
economics ... or. ..the objectivising of the sheer fact of being alive in natural history or
biology (Rabinow 1986, p.10).
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2.5.4.2 Signification and scientific classification of Africans

This second mode occurred when scientific 'knowledge' was produced especially at

universities and in government departments under the banner of Christian National Education

in particular and disseminated (especially among the subaltern classes) in schools,

universities, and all institutions of learning as curricula and' Western Education' and generally

in public media as 'the truth' (see Kallaway 1984). The major objective with this 'knowledge'

as exemplified in texts to be learnt (Bulhan 1993a, Foster 1993, Kamin 1993, Nicholas 1993)

was to reinforce the dividing practices and enhance what may be described as false

consciousness about (and of) the African. African pupils in schools were taught about their

primitivity compared to the other races and history taught about the inherent inferiority of

African people. There was nothing of pragmatic value in the modern day experience that

owed its origin to the African context. Modem mathematics, technology and all natural

sciences were described as foreign to the African mind which is also described as innately

incapable of comprehending the intricacies of what is further alienated from the African by

the label of' Western Civilization' (Jegede, 1995a). The African is portrayed as incapable of

penetrating such because of his primitive' culture' that brought him very close to chimpanzees

as Vygotsky and Luria found out about the so-called 'primitive people' of Russia (Ratner

]99], Newman & Holzman 1993 and Van der Veer & Val siner 1993 & 1994). The African

was painted as always overawed by the inventions of the so-called' West' and so on. The

African psyche was emptied of any functional knowledge. Instead s/he was invested with

images of cannibalism, rapist and hordes of marauding plunderers (Bulhan, 1993a). Suffice it

to mention that the above are mere examples of a long list of a knowledge responsible for

reinforcing a particular meaning of what it is to be an African.

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



The point being made is that the positioning of Africans in Mangaung (as part of South

Africa) is achieved through such discourses of apartheid-capitalism. Using Foucault's

genealogical method it is thus possible to trace the processes of meaning construction

(signification) to a dominant discourse engaged in dividing practices and reinforcing that

positioning of people through 'scientific knowledge' which is a reflection of the power

relations that construct subjectness.

2.5.4.3 Signification and subjectification

The last mode of objectification Foucault calls' subjectification'. This concerns the

the way a human being turns him or herself into the subject. Subjectification looks at
those processes of self-formation in which the person is active ... this self -formation
takes place through a variety of operations on [people's] own bodies, on their 0\\11

souls, on their own thoughts, on their own conduct. These operations entail a process
of self-understanding but one which is mediated by an external authority figure as in
therapy (Rabinow 1985, pp.P- 11).

In the opinion of this study subjectification is thus the most advanced form of the exercise of

power. In this instance the subject has been constructed in a 'particular way' to the extent that

the intentions of the knowledge/power relations being exercised on it are now totally the

intentions of the subject. The subject thus wills what the source of power wills.

2.5.5 Signification as the outcome of positioning in dominant discourse

For this study it shall suffice 10 mention that the above discussion has assisted in describing

how power creates discourse and how discourse creates positionality as well as subjectness of

the individual through knowledge. An individual who has been' objectified' as explained

above has a particular sel f-knowledge ar ! a particular knowledge of "the other' (that is of the
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socio-historical-cultural context) which is a function of one's positioning through discursive

spaces and practices.

The above discussion has merely mapped out how compliant and/or co-operative subjectness

is positioned in discursive spaces and practices of power/ knowledge relations. What need to

be emphasised however is that the hold of a dominant discourse (of false consciousness) can

never be total in the construction of human subjectness (Ivey 1986). The ' same

knowledge/power relations have within themselves spaces and openings for 'subversive'

action. What this means is that power as force embodies elements for its 0\\11 opposition.

Haberrnas (Ivey 1986) talks about contradictions in the material conditions as one such source

of subversive action against the hold of power. Individuals subjugated by power to positions

of subaltern classes still experience discomfort within their positions when they become

aware that there is nothing sacrosanct or natural about their oppressed status. Because

materially they do not enjoy the same material privileges and rights as the dominant classes,

this in itself creates disequilibration (dissatisfaction) within their subjectness. A discourse

countering the dominant discourse is thus possible. Thus in as much as a dominant discourse

positions the individual's subjectness as the oppressed; the same process tends to position

them as opponents of the hegemonic interests.

A conclusion that one may draw therefore is that dominant discursive spaces and practices as

much as they produce compliant, docile and agreeable (bodies) subjectivities within

individuals, they at the same time create spaces and practices that are antagonistic (such as

deprivation of educational and employment opportunities, no access ) material resources and

wealth, an« so on) and as such counter-hegemonic, subversive and 'alternative' to themselves.
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Good and high performance among the subaltern groups ( such as among some of the pupils

doing mathematics in standard 9 in Mangaung high schools) may thus be understood in terms

of this counter-hegemonic (alternative) meaning construction. Fasheh (1989) in confirming

this point defines it as; 'education as praxis'. This means that performing well among some

of these individuals may be a reflection on their part of a meaning construction that authors

them as competent in spite of the negative signals, meanings and understandings that were

aimed at constructing and positioning them as poor performers.

2.5.6 The objectives of this research restated.

In fact, irrespective of where an African youth in Mangaung occurs in terms of either

compliance with or contestation against the dominant discourse, the fact of the matter is that

majority of these individuals are still on the periphery of educational and economic

opportunities (see Table 1.1). This study therefore wants to find out how those who escaped

the 'net' and are performing competently in mathematics are constructing meaning

(signification), which positions them differently irrespective of their being excluded. The

argument is that the power exercised over them may be 'excluding', 'repressive' , 'censoring',

'abstracting', 'masking' and 'concealing' but that same power produces the reality of their

resilience, their transcendence, their transformation, their counter-hegemonic positionality and

positive meaning construction irrespective of the overwhelming odds against them (see

empirical data in Chapters 7 and 8).

In this way signification is co-constitutive with positionality. The subject being authored in

discourse is positioned in the same processes that makes the subject understands onesel f and

one's context in particular ways. Signification is proved to be multiple, mohile, dynamic and

not constrained by material conditions (see Chapter 6).
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2.6 SIGNIFICATION AND REGIMES OF TRUTH

determining the self and its performance. It has been pointed out how knowledge and power

The argument being pursued in this study is the one that privileges knowledge and power as

are produced in discursive spaces and practices. Knowledge and power have been shown as

constituted in relationships. It has also been shown how knowledge and power produce and

otherwise is also understood in relations of power, that is either in embracing or contesting

are produced through signification and positionality. Performance academically and

dominant discourse. Signification and positionality thus author and are authored within and

outside dominant discourse(s). It should however be emphasised that the subject as positioned

and authored in contestation to dominant discourse is at the same time authored and

positioned in alternative, another and contradictory discourse(s). The point is that power and

knowledge are varied, multiple and contradictory hence related to multiple and fluid

positioning and signification.

2.6.1 Definition of the regime of truth in relation to power and knowledge

To round off the discussion, it is therefore important to refer to the concept of the truth and to
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show that as Lather (1986) argues, it is not one thing; it is multiple, it is an ever increasing

complexity. Foucault to amplify this point says that,

the truth isn't outside power, or lacking in power... truth isn't the reward of free spirits,
the child of protected solitude, nor the privilege of those who have succeeded in
liberating themselves. Truth is a thing of this world: it is produced only by virtue of
multiple forms of constrain, and it induces regular effects of power... Each society has
its regime of truth, its general practices of truth: that is, the .ypes of discourse which it
accepts and makes function as true; the mechanisms and instances which enable one to
distingul h true and false statements, the means by which each is sanctioned; the
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techniques and procedures accorded value in acquisition of truth; ... there is a battle
'for truth', or at least 'around truth' ... by truth I do not mean, 'the ensemble of truths
which are to be discovered and accepted', but rather 'the ensemble of rules according
to which the true and the false are separated and specific effects of power attached to
the true' ... Truth is to be understood as a system of ordered procedures, for the
production, regulation, distribution, circulation and operation of statements ... Truth is
linked in a circular relation with systems of power which produce and sustain it, and to
effects of power which it induces and which extends it. A 'regime' of truth .... The
problem is not changing people's consciousnesses - or what's in their heads- but the
political, economic, institutional regime of the production of truth ... It is not a matter
of emancipating truth from every system of power (which would mean a chimera, for
truth is already power), but of detailing the power of truth from the forms of
hegemony, social, economic, and cultural within which it operates at the present time
(Rabinow, 1984, pp.72-75).

2.6.2 Interpreting signification in the context of what the truth means

The formulation above thus locates the processes of signification and the truth in a dimension

where they suffuse, incorporate and stand outside the individual. They are formulated in

relational terms that do not negate concrete materiality but suffuse, incorporate and transcend

it. They are formulated in such a manner as to show that concrete materiality can be both the

origin and destiny of signification and the truth as the latter may also structure, and produce a

different concrete materiality. Meaning and the truth are thus productions and producers of

concrete materiality. True meaning about the performance (or cultural identity and individual

identity) of the African youth can only be accessed through empowering them. What is

reflected in the statistics discussed earlier (see Table 1.1) that show for example poor

performance in mathematics, is a particular truth (see Rhodes 1995 on paucity of the English

language with regard to the singular use of the word knowledge which may well extend to the

singular use of the word 'truth') produced within particular knowledge/power relations that

produce the mentioned youths' subjectness as incompetent, disempowered, marginalized and

drsadvantaged.

72

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



The abovementioned statistics has at the same time shown how other African pupils in the

same abovementioned context still perform well. The truth about this group as discussed

earlier (see subheading 2.5.4.2) may be located within the dominant regime of truth and/or

the counter-hegemonic 'regime' of truth. The first 'version' located within the dominant

regime of truth is unacceptable to this study as it is exclusionistic and leaves the majority of

the mentioned pupils on the margin and the periphery, while a few are co-opted on the pretext

that they are ' innately' capable. The motives are clearly economic and political (see Mathonsi

1988). The counter-hegemonic truth is ideal but can (only) be achieved at a very great cost as

it is radical and revolutionary.

2.6.3 The possibility for the establishment of the alternative regime of truth

The democratisation of South Africa on April 27, 1994 because it was a comprise between

hegemonic and counter-hegemonic interests has managed to establish conditions for the

achievement of counter hegemonic' regime' of truth. In the view of this study it also does not

seem very likely that' the alternative regime of truth' will ever be achieved because South

Africa cannot and does not operate outside the scope of global imperialism. Williams and

Chrisman (1993) note that,

if one of the most spectacular events or series of events of the twentieth century was
the dismantling of colonialism, in the shape of the European overseas empires, then
one of the less immediately perceptible but ultimately more far-reaching in its effects
and implications has been the continued globalising spread of imperialism ... which is
now best understood as the globalisation of the capitalist mode of production
...capitalism has spread outward ... by means of trade and conquest, economic forms of
power ... to the point where it now constitutes a truly global economy (pp.1-3).

South Africa is not an exception. Western imperialism will continue to author the regime of

truth in South Africa long after apartheid-capitalism has gone. Ability to attract foreign
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investment, supply and demand of labour (African), forces of the international markets,

exchange rate, the falling or rising value of the rand, international competitiveness of South

Africa and so on will continue to dictate to South Africa the nature/structure of its' regime of

truth', and about the good or poor performance of its people. Thus the construction of the

alternative regime of truth countering the hegemonic interests of global imperialism seem to

be close to impossible, unless if this could be modelled in a watered down and modified

version of the Association of South East Asian countries. These economic success stories are

only counter-hegemonic to Western imperialism in that they are in the East, and that they

have achieved some level of' massification' of their economic and educational opportunities.

In all the other respects they still mirror the West and its power.

This current study is born out of a yearning to contribute to the construction of the alternative

'regime of truth' about the performance of the African youth in S.A. after April 27,1994,

especially in Mangaung. But the odds against such a construction have been overwhelming

especially given the almost total hold of Western imperialism on all instruments of

transformation as evidenced by 'post-apartheid' South Africa to date.

Without belabouring the point, perhaps the solution could have been sought in Foucault's

observations when confronted by this "increasingly totalising web of control" when he

considers" what is to be done in the face of this spreading web of power," he says;

Maybe the target nowadays is not to discover what we are, but to refuse what we are.
We have to imagine and to build up what we could be to get rid of[a] political' double
bind' which is the simultaneous individualization and totalization of modern power
structures. We have to promote new forms of subjectivity through refusal of this kind
of individuality which has been imposed on us for several centuries" (Rabinow 1984,
p.22).
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Rabinow who quoted Foucault above, however sadly notes that Foucault never explored "the

general implications of this challenge in his writing." But Foucault like Habermas as noted by

Rabinow, "does not claim that this totalizing and individualizing power has empirically taken

hold of everything" (Rabinow 1984, p.22)

2.6.4 Locating the site for generating an alternative regime of truth

The truth about the performance of the African youth in Mangaung it would seem lies in them

and all instances and individuals sympathetic and sensitive to their plight, individually and

collectively assisting in the process of constructing an alternative regime of this truth. A

regime of truth involves; producing knowledge, scientific studies that allow these youth to

speak, act and to be assisted to construct meaning of themselves and their plight in an

empowering manner that firmly places them in the centre of educational and economic

opportunity as well.

A regime of truth informs signification. Thus deconstructing the truth as one, unitary and

universal 'story' that can only be told within hegemonic circles is one such way of

constructing alternative regime of truth about the performance of these puplis. This

deconstruction would enable these pupils to understand themselves differently 10 an

empowered manner. It would also enable them to see that they too have a story to tell. It will

make them aware that they too have a stake in the unfolding history of themselves and their

context and that they too have a 'positive' contribution to make in the construction of the

'other' regime of truth. What is being discussed here is the elaboration of the counter-

hegemonic discourse that has already been initiated in South Africa on April 27 1994 that

needs to be massified and broadened to include a .ignificant majority of the African people

(and their youth) ifnot .dl (who to date are still marginalized).
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2.6.5 The importance of signification

Signification thus authors a 'regime of truth' in as much as it is authored by it. Meaning

construction (signification) thus becomes more clear when discussed in relation to the regime

of truth. How individuals make sense and understand themselves and their world depend on

how they have been subjectified and constructed within regimes of truth which in tum author

and are authored inlby discursive spaces and practices of knowledge-power relations.

Signification thus becomes a vehicle for empowerment and transformation especially if it can

be shown that performance is not innate, is not biogenetic, that the self is not pregiven, not

predetermined, not unitary and that there is nothing essential about one's self or one's

performance. All these, that is the self, the socio-historical-cultural context, the sense and

meani ng one makes of one's self or one's context, knowledge of the self, one's performance or

one's socio-historical-cultural context, are but constructions in discursive spaces and practices

of knowledge and power relations. This discussion has brought home the point that, mindful

of international trends and requirements, possibilities for self construction as good

performers, lie within the local and the new alternative meaning construction within

appropriately constructed regimes of truth.

2.7 CONCLUSION: DEFINITION OF SIGNIFICATION

Signification therefore is about how people construct meaning, for example about their

African cultural identity, individual African identity and their performance in mathematics. It

thus refers to pé '1iculal understanding(s) that a person, or African pupil in the case of this

study, brings to bear on any particular issue. It involves being aware and taking cognisance of

that particular issue and making sense of it in some particular way.
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The act of being aware implies interpretation that is about subjective understanding or

recreation of the object of awareness. Signification includes representation but it is not limited

to it as the former is mobile and multiple. Signification does not necessarily re-present

anything as it is about relationships as well. That mobility and multiplicity which mark

signification are comparable to the portability of concrete materiality which is facilitated by

language, but while the two are similar in that respect, signification goes beyond language as

it does not have to be verbalised. A particular meaning can be acted out without it being

overtly or internally articulated (practical consciousness).

Theorization constituting the origins of the concept signification was first made by Strauss

and later de Sausser. It was first used to refer to the split in the' sign' which is the basic unit

containing meaning in a language. Lacan amplified and inverted this split by demonstrating

the' arbitrariness' of the relationship between the signified (the object/feeling and so on) and

the signifier (sound). In the context of this research therefore signification refers to that

process of signifying or of establishing connection between 'things', their propert(ies) and

how they are experienced and lived. This connection is as varied as there are people and/or

things. Thus signification is about mobility, multiplicity of understandings that are generated

subjectively by human beings in their everyday social interactions.

But those social interactions are about relationships of power and knowledge. Therefore

signification is about how the dominant groups) understand(s) and thereby create knowledge

and relationships that maintain their position(s) of power. For the dominated, signification

mplies either ta' 'ng on the 11'~~aningsand understandings of the dominant group(s) that are

geared towards their own perpetual subjugation (sometimes subtly other times overtly) or

contesting the validity and truthfulness ol such understandings which the latter may then
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describe as distorted hence discard and then create their own alternative understandings,

meanings. realities and/or truths about themselves and their context. Signification is not

neutral, it is about power over oneself and/or over others. It is about the power to construct

self, identity, culture, knowledge, performance, almost everything.

In the context of this research the point IS, from which position do African pupils who

pe 'ann well in standard 9 mathematics construct meamng of their cultural identity,

individual identity and performance? Do they do that in agreement with the dominant

ideology or in contest thereto? What about poor performers? Signification thus is about

choice, deciding which position to assume in understanding the mentioned issues.
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CHAPTER THREE: DEFINITION AND DISCUSSION OF SIGNIFICATION OF

AFRICAN CULTURAL IDENTITY

Now that signification/meaning construction has been discussed and defined, it is important to

understand what signification of African cultural identity is all about. The word African shall be

understood in this study to have the same meaning as Black. This chapter therefore explains what

the concept AfricanIBlack mean in the context of South Africa (Free State). Succintly this

definition will be traced from colonial or apartheid era to the present postcoloniallpostapartheid

era, that is from when it became necessary to define some people as African/Black especially on

the bases of the pigmentation of their skin and their geographic setting. Another area of

difference that the dominant ideology of colonialism and apartheid picked on was culture. This

section will also give a periodization in the definition of what African 'culture' came to mean

according to the dominant ideology that prescribe( d) and create( d) this 'reality' about the

dominated, that is; their exclusion, marginalisation, poverty, oppression and so on. Then what

some of the major characteristics of African cultural identity were/are will also be brought to

light from the perspective of the dominant ideology that created them. The emphasis will be on

how African cultural identity came to signify from this perspective.

The next issue tackled will be to show that there is another alternative definition of what African

cultural identity means. The point at this stage is that there are at least two positions from which

meaning of African cultural identity can be/is constructed.
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It has been necessary to ground the definition of African cultural identity (in this study) on these

two positions so as to be able to systematically test and measure the extent to which meaning

making strategies of both low and high performing pupils respectively, (constituting the focus of

this study) gravitate towards or away from one or other of these two extreme poles of the

continuum. However, the above does not negate the fact that there are a number of many other

positions between and beyond these two extremes from where meaning of African cultural

identity may be and is, constructed. In fact comparison between the two groups of performers

seems to be more possible when there is a relatively fixed benchmark against which to measure

them. The dominant ideologies of apartheid and colonialism have been very influential forces in

the lives of all South Africans, especially Africans, to the extent that they (dominant ideologies)

permeated almost all of their lives. This research would therefore want to find out as to how far

and how much some pupils (the researched) have emerged from the influences of this dominant

ideology, in terms of how they make sense and construct meaning of who they are (individual

African identity) and where they come from (African cultural identity). As discussed in chapters

7 and 8, it would seem that low performers, to some extent, are still fixated within the

abovementioned dominant ideologies while high performers seem to be showing signs of

emergence and transeendance therefrom. It is because of these reasons that this thesis focuses on

these two positions of meaning construction of African cultural identity (almost exclusively) as it

intends to be ernancipatory in its approach and thereby lay basis to facilitate and enhance

emergence from the dominant ideologies. The multiplicity of other definitions will be held

constant in the background and therefore not be operationalised in this thesis so that the two

~--entloned may become clearer.
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3.1 AFRICAN CULTURAL IDENTITY TO\VARDS A DEFINITION AND

DISCUSSION.

Given the above discussion, it would seem that the definition of what African cultural identity is,

is related to the perspective from which one generates it, that is, either from the oppressor or the

oppressed's perspective. African cultural identity is a contested concept and thus its definition

cannot be neutral. The definition of this concept has been subject of many disciplines, ranging

from anthropology, sociology cultural studies, history to psychology. Definitions and meanings

are as many as there are theorists and people using it. Silverstone (1994) even noted that "culture

is a difficult and elusive concept" (p.991) to define.

In the same article Williams is quoted as having said that" culture is one of the two or three most

complicated words in the English language" (Silverstone 1994, p.991).

Cabral also recalls that;

when Goebbels, the brain behind Nazi propaganda, heard culture being discussed, he
brought out his revolver. That shows that the Nazis - who were and are the most tragic
expression of imperialism and of its thirst for domination - even if they were all
degenerates like Hitler, had a clear idea of the value of culture as a factor of resistance to
foreign domination. (1994, p.53).

Without even attempting a genealogy or a review of this concept, it is worth noting however that

the concept; "culture was first used to talk about cultivating a field and only later transferred

to ...the cultivation of minds and souls. To accuse someone of lacking culture, being a bez-
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kultumy ..., a red-neck or hayseed ... is to declare that someone lacks cultural capital." (Wolf

1992, p.l).

Sometimes the concept culture is used interchangeably with other related and similar concepts

such as race and ethnicity. In South Africa people have been categorized into four main 'racial'

groups which were claimed to have four distinct cultures respectively. These were the white

racial-cultural group, coloured group, Asiatic group and the African group (da Costa 1994).

3.1.1 Essentialist definition of African cultural identity.

Africans have been described as the aboriginal people of South Africa, those with certain distinct

physiological features that set them separate from all the other groups, such as dark skin colour,

thick lips, broad noses, com hair and so on. It was argued by the colonialists and apartheid

practitioners that such physiological differences, among others, invested these people with

distinct cultural characteristics (Wolf 1994).

When one looks at some trends (Wuthnow et al 1985, Jordan and Swartz 1990, Mukherjee 1991,

Shore 1991, Bhabha 1994, Cabral 1994, Dane 1994, Fanon 1994, Henriques et al, 1994, Said

1994, Senghor 1994, Silverstone 1994, Williams and Chrisman 1994, Wolf 1994, Barth 1995,

and Jegede 1995a,) in the definition and usage of this concept of African cultural identity, the

following distinct features come to the fore. There are ~lose definitions and usages that

essentialize the concept of African cultural identity while others deconstruct the notion of

African cultural identity and attempt to see it as a construction depended on meaning attached to
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certain processes, positionings and so on. The definition that this study pursues is the one that

negates essentializing African cultural identity but that sees it as a production through

positioning. In order to clarify and contextualise this definition adopted in this study, it is

important to interrogate some of the following views.

The above definitions Cl 2 a few examples from the category that essentializes culture. These

,. .surne that culture is a 'thing', something that is shared and inherited by people, coming from a
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For example Tylor defines culture as "that complex whole which includes knowledge, belief, art,

morals, law, custom and any other capabilities and habits acquired by man as a member of

society." (Mukherjee, 1991, p.51).

In the same text Mukherjee explains that "culture is an aggregate of values and traditions, which

is deeply linked to the every day life of the people and in that sense, it is a matrix of perception

which allows one to apprehend the world" (1991, p.5l).

Again Tylor is quoted by D'Andrade as defining culture as c c ••• an objective entity which was

acquired by the members of a society ... a behavior of the people that acquired it...a statement of

the way they were supposed to behave" (D'Andrade 1990, p.146).

Spiro in explaining the above is quoted as having defined culture as " a superorganic entity, with

its own laws and processes not affected by human will or passion ... consists of ideas about how

one should behave held by the members of a society." (D'Andrade 1990, p.146).
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common ancestry. According to this view, African cultural identity, in the words of Stuart Hall

will be;

3.1.1.1. t African cultural identity and colonial discourses

a sort of collective' one true self, hiding inside the many other more superficial or
artificially imposed selves, which people with a shared history and ancestry hold in
common ... codes which provide us as one 'people' with stable, unchanging and
continuous frames of reference and meaning, beneath the shifting divisions and
vicissitudes of our actual history. (1994, p. 393)

3.1.1.1 Problems with an essentialist definition.

It is true that the definition of African cultural identity that essentalizes this notion did assist in

formulating bases for resisting oppression and domination of colonialism, imperialism and

apartheid as Fanon, Cabral, and many other African nationalists have argued (Williams &

Chrisman, 1994). But the same process of formulating an essentializing definition was used by

the oppressor, the colonialist to justify his/her oppression and apartheid or what Foucault

(Rabinow 1984) called dividing practices, discussed earlier (see Chapter 2). This essentializing

perspective as Fanon has argued, enables African people to engage in 'passionate research' in

search of " discovering beyond the misery of today, beyond self-contempt, resignation and

abjuration, some very beautiful and splendid era whose existence rehabilitates us" (Hall, 1994,

p.393).

If this passionate research that Fanon talks about means defining African cultural identity in

ter .s of some unitary ideal past then this study will have a problem of aligning its-If with it

because such a unitary past of the African cultural identity which is pristine, pure and
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During the middle ages the same trichotomy of peoples was still used but this time with Biblical

connotations. Wolf has produced evidence showing how the world map was claimed to have
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'uncontaminated' by influences and genes from other non-African people does not seem to exist

(or have existed) . The further into history that one goes in search of this African cultural identity

the more one discovers how further 'contaminated' this identity is (Wolf, 1994). What this study

argues here is that it would seem from the history of humankind that no nation, no race, or

people are pure, the African included. All are a product of miscegenation (Duncan, 1993). Thus,

for the definition of African cultural identity to make sense and have meaning it shall have to

look to the future to the new construction and creation that may even go beyond colour and focus

on certain experiences.

In looking to the past for the definition of African cultural identity one would be going 111

agreement with colonial-imperial-apartheid discourse that focuses on differences irrespective of

how subtle and senseless those might be. Wolf (1994) in his celebrated study, has shown how the

notions of 'the different race and culture' were created over history. From the archaic

'civilizations' of the 'Old and New World', people in the mother city or the metropolis,

considered themselves as the custodian of beauty and civilization as well as the prototype of

being human. Then other peoples further away were considered to be different in terms of

everything including culture. These' other' people were "barbaraphonoi, bar-bar speakers and ...

this made them natural slaves and outcasts". Beyond tl: 'se 'barbarians' "lay the country of

monstrous races ... whose heads grow beneath their shoulders ... people with one eye in the

middle of their foreheads ... mouthless apple smellers ... "(Wolf 1994, p. 2).
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been divided by Noah among his three sons, with Japheth getting Europe, Shem Asia and Ham

Africa. Ham and his descendants "had sinned against God and were thus supposedly fit for

enslavement. ..the white race, was primary among all other races ... descendent from a common

stock through Noah who landed on the Mt Ararat in the Caucasus" (Wolf 1994, p.2-4):

These were some of the justifications of cultural differentiation that saw the birth of such

concepts as African cultural identity. Wolf continues in the mentioned article to show how

raciology gained momentum and respectability to the extent that scholars started believing that

they could gauge people's temperamental and moral dispositions by looking at their physical

characteristics. After this sorting, then scholars believed that they could rank-order people in

terms of superior and inferior categories.

Thus, the different human races could be placed upon a ladder to perfection, with the
gentle whites, governed by law, clearly superior to the other anthropomorpha ... scholarly
literati began to interpret national histories as accounts of struggles among races, with the
victors showing racial superiority over the vanquished... At the same time colonial
expansion and imperialism carried the Europea -: flag to the four comers of the world and
fueled the ideologies that portrayed the European as victor as energetic, dynamic, active,
masculine, forward-looking, and goal-oriented and the vanquished as backward-looking,
low in energy, passive, feminine, sunk in sloth and living for the moment, retarded and
regressive and thus in need of being lifted up by the standard-bearers of progress (Wolf
1994, p. 4).

Colonial-imperialism and apartheid (as the policy of the South African State) 'celebrated' these

imagined differences, amplified them and translated them into a 'reality'. Performance of African

people at school, in mathematics, dropping out of school, unemployment, poverty and general

marginalization of the African people were/are created, analyzed and understood in the context

of cultural differences. Nicholas et al (1993) have demonstrated how discourses that theorized
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3.1.1.1.2 Negative and disempowering definitions of African cultural identity.

and essentialized the African and his/her cultural identity as separate and different have served to

oppress, domesticate, disempower and intellectually enslave him/her. Bantu Education was a

product of this discourse. The mind of an African was found to be inadequately equipped

because of its culture, to cope with the rigour of studying certain subjects like mathematics,

modem technology and sciences. Formal education, schooling and the contents of the mentioned

subjects were described as part of the 'western culture and civilization' thus foreign to the African

mind and culture which was accustomed to less intellectually and academically demanding

pursuits like basket weaving as opposed to manipulating the computer and so on. Many theories

and research were conducted and implement in psychology and other academic disciplines

premised on the above view. Vygotsky's socio-historism (which puts Africans on the same level

as chimpazees) which owe its origin to such esteemed scholars as Darwin (Van der Veer 1993

and Levy-Bruhl (Jegede 1995a) are examples of knowledge produced from this perspective that

essentializes African cultural identity and in turn perpetuates marginalization and exclusion of

the African people.

Bulhan (1993a) quotes a number of authorities to show their view of African cultural identity

which this study finds negative and disempowering the Africans. The first of these authorities

to be quoted by Bulhan is Ritchie who says that;

The world of the African is thus divided into two forces; a benevolent power which
would give him everything or nothing ... and a malevolent force which will de.rive him
even of his life itself ... This high contrast in feelings of acceptance makes him
dependent on a mother or mother-surrogate all his life. The individual personality is
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never liberated and brought under conscious rational control, and self-realization is thus
unknown. "(p.8).

Ritchie tends to define African cultural identity in essentialist terms that merely enhances the

view that an African is inferior and never capable of independent mature thought. He/she does

not see himself or herself as separate from the world ... his/her individual personality is never

liberated.

Quoting Carothers, Bulhan (1993a) goes to show the same negative definitions as above; "The

native African in his culture is remarkably like [a] lobotomized western European and in some

ways like the traditional psychopath in his inability to see individual acts as part of a whole

situation, in his frenzied anxiety and in the relative lack of mental skills." (p.8)

Other authorities quoted by Bulhan (1993a) Parim and Thaler who say; "with regard to their

working behaviour they did not seem to possess any super-ego; but seemed to operate solely on

the pleasure principles ... only such factors as a command from an external authority; imitation of,

and identification with, a prestige-bearer; reward and punishment ... were of some efficacy"

(p.9).

Howard and Roland on the other hand are also quoted as observing that; "His concreteness of

mentation does not admit of compromise, only limitation, for it has long been established that the

Negro races are natural mimics. When introducing him to western work routine, one finds it

convenient to adopt an approach suited to a European child of ten" (Bulhan 1993a, p.9).
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The above quotations reflect approaches that tend to define African cultural identity within the

essentialist mode which the present study does not align itself with. This essentialist mode tends

to produce disempowering definitions of African cultural identity mainly because it focuses on

differences.

3.1.1.2 Problems with deconstructing an essentialist definition

If an essentialist approach is faulted, it seems tempting to argue that African cultural identity was

non existent, in the same way as Lacan (See Chapter 2) did with the individual human subject

when he declared that it was dead. By arguing that the selfs individuality was authored in the

social context, that the self was made up of others, that the unconscious was structured like

language thus obeying external laws, Lacan had deconstructed the self However, through

declaring the subject dead and privileging the socio-historical-cultural context Lacan had also

destroyed human agency or subjectness.

From that kind of theorization it was extremely difficult to see a human being performing,

initiating and effecting change or transformation because s/he was the victim of circumstances, a

pawn in the hands of the environment or the 'other'. This study restored agency to the subject by

retheorizing the subject as 'positioning in discursive spaces and practices'. In the same manner,

African cultural identity cannot be wished away. Again, African cultural identity cannot be

theorized out of existence, but rather than be essentialized, it is important to see it as positioning

in discursive spaces and practices.

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



90

3.1.1.3Reasons for redefining African cultural identity away from an essentialising

perspective.

Essentializing African cultural identity is extremely problematic especially for the argument

being pursued in this study because within the definitions of African cultural identity grounded

on an essentializing approach

culture is used selectively for that which seems most salient to the outsider, namely
difference. This use gives a truncated account of what others (Africans)* are thinking and
doing. It does not represent their grounds for action, but only those grounds that are
contrastive, special for the 'other', and reasons that would hold for 'us'. It thus leads to
exoticizing, but more importantly to mutilating the other's point of view: representing it
only partially, and therefore inadequately rendering its rationality and reasonableness
(Barth 1995, p.65)... *asterisked concept included by the author of this thesis.

The above point is relevant when one looks at how apartheid policies were justified on the basis

of 'cultural differences' between whites and Africans and also among various African ethnic

groups themselves. This study wants to argue that all human beings are the same and that those

things which have been projected as 'differences' do not themselves have any content or

substance for differentiation, (see interviews with low and high performers in Chapter 8), rather

what accounts for those differences are significations or meanings attached to them. Almost all

the points raised in arguments essentializing African cultural identity can be equally applied to

all people irrespective of whether they are Africans or not. In fact the differences that are

assumed to exist among various races are actually differences among individuals within one and

the same race or cultural group. To clarify this point Matsumoto (1994) makes this observation:
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culture is not necessarily biology. That is, culture is not race ... just because one is born a
certain race does not necessarily mean that one adopts the culture that is stereotypic of
the race. Culture is not rationality. Culture is as much an individual, psychological
construct as it is a macro social construct. .. culture exists in each and every one of us
individually as much as it exists as a global, social construct (pA).
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Arguments essentializing African cultural identity have most importantly 'exoticised' the

behaviour of the African. These arguments have sought very hard for differences which might

not be significant. African culture has been frozen to the extent that African people could

conveniently be de' cribed as primitive (see conversations with low performers in Chapter 8).

Barth (1995) is very accurate when he notes that

in personal interaction whenever the thoughts and actions of another are interpreted as
cultural, they tend to be turned into exemplars of exotic behaviour. Thereby the item of
behaviour in question is not situated as a link in a chain of interaction between persons; ...
on the contrary, it is removed from interaction and situated as a collective, stereotyped
feature of groups and contrasting identities (p.65).

The conclusion that this study would want to draw is that African cultural identity should not be

defined in an essentialist manner because African culture like every other people's culture, is

dynamic, fluid, multiple, and it is lived. African culture refers to everything that the African

shares with other people, both within and outside his/her cultural milieu. An approach that

essentialzes African culture is ultimately bound to produce a frozen definition which would

degrade African culture to a status of "an assemblage of customs ... turning physical persons and

their behaviours into cultural specimens" (Barth 1995, p.66).
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3.1.2 African cultural identity as positioning.
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In order to unfreeze African cultural identity it shall have to be defined in a relevant and

empowering manner. Such a definition is the one that recognizes its dynamism, its multiplicity,

its transformatory nature which is also transcendental. African cultural identity in this study is

thus defined in terms of what it means to be an African, what are the issues, needs and problems

for the African that requires attention. In this study, African cultural identity is defined on the

basis of looking at both the dominant discourses and counter hegemonic discourses that tend to

position African people in particular ways thus generating certain meanings and understandings

of what it is (means) to be an African (see the operationisation of this in the conversations with

low and high performers in Chapter 8).

3.1.2.1 Lessons from Feminist theory

In adopting this stance, this study is deeply indebted to discourses in the feminist theory. Aleoff

(1988) faced with a similar problem as the one confronting this study, put together an

empowering approach towards the definition of the problematic concept of 'woman'. On the one

hand were arguments within the 'cultural-feminist' discourses that wanted to essentialize being a

woman. The major thrust of this approach as recounted by Aleoff was to focus on the "ideology

of a female nature or female essence reappropriated by feminists themselves in an effort to

revalidate undervalued female attributes." (1988, p.408).
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According to Alcoff, the cultural feminists wanted to rediscover themselves as women different

from men. They developed a discourse intensifying the differences between men and women and

Rich is quoted by Aleoff as saying that;

I have come to believe ... that female body - the diffuse, intense sensuality radiating out
from clitoris, breasts, vagina; the lunar circles of menstruation; the gestation and fruition
of life which can take place in the female body - has far more radical implications than
we have yet come to appreciate ... we must touch the unity and resonance of our
physicality, our bond with the natural order, the corporeal ground of our intelligence.
(1988, p.409).

Aleoff (1988) has strongly argued against this kind of essentialization of the concept of woman

on the grounds that even gender differences in personality and character have been shown to be

socially constructed and not necessarily innate, and thus to formulate a definition of woman that

privileges her biology as basis for empowerment, was indefensible. Furthermore this essentialist

argument was grossly counter-productive because it was doing exactly what men have been

doing to women all along, which was to emphasise gender differences, to see women meriting

certain status in society, precisely because they were the weaker sex, whose biology described

them differently and thus ascribed to them certain positions that emphasised tenderness, instead

of rigour and assertiveness of standing up for one's rights, lovingness and weakness, instead of

firmness and committedness, intuition instead of rational cognitive and intelligent thinking and

so on. Aleoff (1988) says that this essentialising cultural feminist approach was flawed because it

had the effect to "reflect and reproduce dominant cultural assumptions about women, which not

only fail to represent the variety in women's lives but promote unrealistic expectations about

'nom 11' female behaviour that most of us cannot satisfy"(p.413).
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The problems that Aleoff has about essentialist approach to concept of woman, are the same

problems that this study has about the essentialist approach to the concept of African cultural

identity.
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After mapping the above picture, Aleoff (1988) goes further to put forth what she describes as

post-structural feminism which totally deconstructs the notion of woman along the same lines

discussed earlier in this study by Lacan and Foucault who deconstructed the notion of the self

(see Chapter 2). The argument put forth in this post-structuralist feminism is that the concept

"woman is a fiction, and that feminist efforts must be directed towards dismantling this fiction .

woman is not a determinable entity ... woman [is] a non-identity, non-figure, a simulacrum "

(p.417)

Aleoff further explains that post-structural feminists were arguing that cultural feminism like it

has been shown above, through its essentialist approach, was falling into the trap of defining

'woman' along the same lines as 'misogyny and sexism' did; which was to emphasise the

"subjugated difference within a binary position; man/woman, culture/nature, positive/negative,

analytic/intuitive" (1988, p.4l7).

The solution out of this trap according to the post-structural feminists was to "assert total

difference" (Alcoff 1988, p. 417). This view implies that feminists should refuse to even think in

terms of category 'woman', that is 'woman' should be a non-category that cannot be defined,

that cannot be i'inned down. Feminists should avoid even using the concept woman. In practice

this meant that 'women' should compete even against men at those activities that have
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'traditionally' been assigned to men. Women should not see themselves as different but as the

same as all people.

What is interesting for this study therefore is how Aleoff retheorizes the concept of 'woman' in a

manner that does not essentialize but which does not at the same time theorize the concept of

woman out of existence. Accordingly, though post-structural feminists are correct in de-

essentializing and deconstructing woman as a natural and unitary concept (or state of being),

they however miss the point in refusing to acknowledge the existence of the category woman.

Aleoff says that for the feminists not to recognize the category 'woman' is dangerous because

they will not have a place, or a space from which to argue the case for women. She maintains

that the notion of woman may not be an essentialist, unitary and natural category but that it was

how a certain sector of the human population was positioned in discursive spaces and practices.

Aleoff says that to talk about 'woman' is to refer to a particular status in society. To talk about

'woman' is to talk about lack of certain rights and privileges. To refer to this category: s to talk

about people (a person) who are expected to shoulder certain responsibilities, sometimes

irrationally and unfairly so. Aleoff says that for feminists to refuse to define 'woman' would

prove in the end to be counter-proc.ictive because men will continue anyway to define

themselves as superior, ignore women's plights and elevate themselves and their interests at the

expense of 'woman' (1988).
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3.1.2.2 Implications for this research.

For purposes of this study therefore, the above means African cultural identity is defined in

terms of positioning in discursive spaces and practices. Defining African cultural identity in

this manner means; recognizing the lived experiences of the African people. This approach

implies that African cultural identity is de-essentialised as 'something' outside the African

people's existence. According to this approach African culture is defined as knowledge. This

knowledge is dynamic, it is multiple, it is related to the lived experiences and needs of the

people.

The idea of positionality though related to material conditions is also not limited to it, in the

sense that two people subjected to the same material conditions, say of poverty, may not

understand themselves and their context similarly (see Chapters 6, 7 and 8 about the similarity

in background between low and high performers, but whose meaning constructions differ).

Thus the knowledge they may have may be different, hence differentiated culture(s). This

approach means that there is nothing intrinsic (unitary/essentialist) about being Black or an

African beyond the meaning assigned to being Black or an African.

African cultural identity has very little to do with the continent, it has a lot to do with

dispossession, oppression, poverty, marginalization, exclusion, unemployment, dropping out

of school, and with poor performance. In fact, African cultural identity is dynamic, is mobile,

is mul': pIe, is transformational, is empowering, and is transcendental.
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Barth sums the above view very aptly in these words;

The image of culture as knowledge abstracts it less and points to people's :ngagement
with the world, through action. It acknowledges the fact of globally continuous
variation, not separable into homogenised and mutually alien cultures. It alerts us to
interchange and to flux. 'Knowledge' is not characterizable as difference: indeed, the
same or similar knowledge is obviously used and reproduced in different local
populations to provide grounds for their thoughts and actions. But there are also very
divergent bodies of knowledge and different ways of knowing within populations as
well as between them. Thus a focus on knowledge articulates culture in a form that
makes it transitive in the interaction between people, because of its potential use to
both parties. Thereby, other modes of representation and other and more dynamic
questions come to the fore when we model culture in such modalities, variation,
positioning, practice, exchange, reproduction, change, creativity ... The openness
allows us to engage more intimately in the field. Situating the ideas of other people,
not as exemplars of culture, but for their insights into life ... Indeed, one of the gains
we obtain by reflecting on culture as knowledge is a greater awareness of the range of
knowledge and insights we ourselves as persons have and use, which are not
encompassed by anthropology but are based on other knowledge and other ways of
knowing (1995, p. 66-67).

This notion of, 'culture as knowledge', is very important for this study as that de-freezes the

concept of African cultural identity and locates it firmly within a definition that talks about it

as positionality.

The African pupils who constitute the focus of this study have been exposed to colonial-

imperialism and/or capitalist-apartheid throughout their lives. This dominant discourse has

positioned them in a particular manner. Some operate in co-operation with this discourse and

others are counter-hegemonic and thus contest the power/knowledge relations produced by

this discourse and 'hus how they are positioned, influences their understanding of themselves

and their context. What this means is that in order for one to be able to define African cultural

identity one needs to look at how those youth are positioned in discursive spaces and practices

of power/knowledge relations. Chapter 6 of this stud) maps out how these youth are

l.,sitioned materially, economically and educationally.
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In line with the above, African cultural identity therefore is a dynamic, fluid and multiple

process that involves growth and development. It means African people (in this case pupils)

who have been positioned as underachievers, poor, disadvantaged, and so on, engaging in

activities that enable them to create and recreate themselves and transform their status and

lowly position in discourse. African cultural identity is not a finished product but it is a

continually being constructed and recreated process geared towards positioning African

people (pupils) differently in discourse. Hall, to emphasise the abovementioned points,

cautions that;

we must not collude with the west which precisely normalises and appropriates
African by freezing it into some timeless zone of the primitive, unchanging, past.
Africa must at last be reckoned with ... [this] helps the mind to intensify its own sense
of itself by dramatizing the difference ... *[apartheid] was a case that which is
endlessly speaking - and endlessly us. *[apartheid] belongs irrevocably to the 'play' of
power, to this lines of force and consent, to the role of dominant... in terms of
colonialism, underdevelopment, poverty and the racism of colour, the European
"[apartheid] presence is that which ... has positioned the black subject within its
dominant regimes of representation ... (Hall 1992, pp.399-400).

*(To intensify relevance the word European that Hall used, has been replaced in this study by

apartheid).

3.2 CONCLUSION

This chapter has summarized the meanings that are given to African cultural identity into two

positions, namely the dominant definitions on the nne hand and the counter-hegemonic on the

other. The chapter has also demonstrated how signification affects the notion of African

cultural identity. It has also highlighted issues of essentialising as opposed to non-

essential ising African cultural identity as another point of difference in terms of the two
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identified positions from which meaning of this factor can be (or is) constructed. African

culture, and identity may be seen as static and primitive on the one hand, while on the other

they are seen as including experiences and knowledge about one's collective past, present and

future aspirations (see Chapter 8). The point here has been to focus on dominant

ideology/discourse and show how it 'freezes' experiences of the African and thereby creating

an understanding of that culture as devoid of growth and development, while the

emancipatory ideology/discourse sees tt as dynamic and as part of the broader human

experiences and efforts. This point is about purposes that the various 'meaning(s)' of culture

can serve, that is; either to domesticate on the one hand and/or emancipate on the other.

'Characteristics' of African cultural identity have been looked at as seen from the two

abovementioned perspectives (see Chapter 8 where the researched operationalise these

concepts). This chapter has also reflected on the justifications and implications of the two

positions on signification of African cultural identity.

Signification of African cultural identity is therefore a mobile, multiple and dynamic process

of meaning construction of the African pupil's self-knowledge and knowledge of his/her

socio-historical-cultural context authored in discourse of power-knowledge relations. In the

context of this study, signification of African cultural identity has to do with what it means to

be an African pupil in Mangaung, Free State (South Africa). lt has to do with how the

mentioned African pupil is positioned. It refers to empowerment, transformation and

transcendence. It implies creating oneself and discovering what one is capable of.

Signification of African cultural identity has many possibilities for the African pupils who

have been excluded. It has to do with re-positioning and re-creation.
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CHAPTER FOUR: DEFINITION AND DISCUSSION OF SIGNIFICATION OF

INDIVIDUAL AFRICAN IDENTITY

This chapter argues that the distinction between signification of African cultural identity and

signification of individual African identity is almost arbitrary because the two refer to almost the

same phenomenon. The former is more collective and abstract in nature while the latter is more

personal and specific to the individual. However this study decided to split the discussion and

definition of the two so as to bring about a clear, systematic and more focused understanding

thereof. Furthermore, if the definition and discussion remained at the level of the collective and

the abstract only, it would not have been possible to understand how signification of being an

African, translated to the more concrete processes of the individual's action and performance.

This last mentioned point is thus made possible by the definition and discussion of signification

of individual African identity as well.

Developing on the above distinction, this chapter will also look at how 'signification of

individual African identity' can be defined and understood from both the dominant and

emancipatory positions respectively. The reasons for looking at these two positions only are

similar to the ones advanced in as far as definition of signification of African cultural identity is

concerned. These have been elaborated in Chapter 3. This approach the refore links well with

contrasting individual African identity as a biological category against it as positioning of certain

individuals in a particular manner in the relations of power and knowledge as discussed in both

chapters 2 and 3. Conceptualised in this manner, irrespective of how an individual's identity is

assumed to be from outside, it finally depends on the person defined to also define oneself in
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agreement or opposition to the imposed definition, for it to be valid. In other words,

signification of individual African identity refers to how an individual African pupil (person)

makes sense of oneself, what one understands oneself to be capable of, what motivates one to

engage or not engage in certain activities, how positive or not one feels about oneself, whether

one feels in charge of one's destiny or not (see Chapter 7) and what one sees as one's role in the

upliftment of one's community and oneself (see Chapter 8).
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In order to elaborate the above, this chapter will show (i) how the definition of the concept

'individual African identity' is (has become) a contested terrain (ii) how and why it is necessary

to allow for the 'alternative' voice of Africans to define own identity (iii) how and why

individual African identity is seen as a function of significations generated in the relations of

power/knowledge (iv) why it is necessary to understand individual African identity in the context

of relations of powerlknowledge (v) how Giddens' concept of practical consciousness is

constitutive of individual African identity, (vi) how the definition of this concept (signification of

individual African identity) is conceptualised within the framework informing this study (vii)

how negative dominant discourses sometimes define individual African identity and what the

implications thereof are in this research (viii) how counter-hegemonic discourses on the other

hand (can) define this factor and lastly (ix) how post-colonial theory informed the approach

adopted in this thesis in the definition of this concept.
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4.1 TOWARDS A DEFINTION OF INDIVIDUAL AFRICAN IDENTITY

This study is putting together an approach that deconstructs the dualism between the individual's

self and 'the other' (or the socio-historical cultural context). The theoretical framework

operationalized herein is the one that sees this dualism as a duality, (to use Giddens' words as

discussed earlier in the thesis). The blurring of the rigid boundaries between the two, that is,

between individual African identity and African cultural identity has been made possible by the

notion of signification which while recognizing both, is constructed in the relationships between

them and in tum constructs them, as argued earlier in this thesis. The duality that in the literature

(Giddens 1984, Henriques et al 1984, Bhabha 1994, Hall 1994, Williams and Chrisman 1994,

and Sangren 1995,... to mention a few) has been ascribed to western thought and Descartes in

particular, has proved to be problematic as it divides that which belong(s) together and thus

producing a distortion in analysis and understanding. This dichotomisation has proved to be

particularly disempowering to the African youth who are the focus of this study. This distortion

among others has been shown to inaccurately produce an understanding of the individual, the

self (of the African youth in this case) as essentialist, as pregiven and unitary. This study, in

pursuance of an empowering approach has instead retheorized the (African) individual identity

as positioning in discursive spaces and practices of power/knowledge relations. This approach is

thus developing an understanding and definition of the individual African identity as a social role

produced in an oppressive, dominant hegemonic discourse. The African individual is thus

defined as a production of signification or of the sense it is made, of being an African (youth), in

the dominant discourses of colonial, apartheid, capitalist social reality. A definition of individual

African identity in this way is seen not as a purely biological category but as a positioning of
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particular individuals, with a particular skin colour, of a particular geographic 'origin', in the

subaltern or underclass status.

4.1.1 Individual African identity as a contested terrain

Therefore individual African identity becomes a contested terrain where competing discourses

and regimes of truth 'play' against one another. Barth (1995) does not seem to agree with this

approach because according to him,
-.

... such discourses provide an extremely fertile field of political entrepreneurships, they
allow leaders and spokesmen to claim that they are speaking on behalf of others; they
allow manipulating of media access; and they encourage the strategic construction of
polarizing debates that translates into battles of influence. Such battles create hegemony
and reduce options; they disempower followers and the diversity of voices ... we achieve
nothing by denying the existence of power and hegemony in the world; and we tum
ourselves into hostage of the undesired discourses if we merely look for faultless victims
who deserve our advocacy. Our strategy must be to transcend and thus transform the
debate" (p. 66).

Barth's intentions might seem laudable but his view seems to assume that there is a possibility of

being objective and not partisan in defining such a controversial concept as individual African

identity. But this research does not share Barth's perspective, given the situation where

dominant discourses continuously, unashamedly and persistently continue to produce a onesided

and distorted definition of individual African identity that disernpowers and alienates the

Africans. Barth does not produce this neutral, 'true' definition himself.

The point is that there is no such a neutr: I and absolutely objective definition. Even his further

arguments are loaded against the 'natives African individuals) as he continues to maintain that
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4.1.1.1 Allowing the voices of Africans to define own identity

I am not saying that native informants should be enrolled into producing our
anthropology, quite the contrary. Many traditions of knowledge, anthropology among
them, have rather elaborate and particular structures of conventions, social organizations,
and criteria of validity. It is disingenuous to pretend that a non-professional can master
them and participate resourcefully in them" (1995; pp. 66-67).

Barth seems to be arguing for the exclusion of the alternative (African) or natives' (the subjects')

voices in the definition of individual African identity as they do not have the knowledge since

according to him knowledge production has a 'tradition' and professional practitioners. In fact

according to this study it is precisely because of this "tradition and professional practitioners"

that the African individual continue to' be defined in a distorted and disempowering manner

because 'tradition and professional practitioners', maybe like Barth argues, operate within a

particular truth regime (which at times parades itself as benevolent and all-knowing). This

unfortunately perpetuates the status quo and does not problematize power/knowledge of the

dominant discourse(s) that enhances marginalization, exclusion and oppression of the natives'

voices. Barth's pronouncements clearly underline Foucault's notion of power/knowledge that

produces particular meanings that reinforce inequalities and silences the alternative voices.

This study to the contrary wants to argue that the definition of what individual African identity is

cannot be adequately comprehended if not formulated by these same Africans (natives") whose

understanding may be different depending on the regime of truth they operate from within (or

v,~"ichoperates from within them). This research however, is mindful of Barth's caution about
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speaking 'on behalf of others ... faultless victims who deserve our advocacy' hence it (the study)

encourages these African youth to speak for themselves and construct their own meaning of

themselves and their identity (see Chapter 8). Without seeming to speak on behalf of faultless

victims who deserve its advocacy, this study wants to argue that being silent (or neutral) about

the exclusion of the African youth from defining their identity, is tantamount to agreeing to, and

justifying the distortions of the highly vocal definitions of the dominant and oppressive voices

and discourses as discussed earlier in this text (see Chapter 3 on objectification of the Africans).

The above notwithstanding, it would seem that individual African identity is controversial,

multiple, dynamic, fluid and a production of signification in discursive spaces and practices of

knowledge/power relations. Barth (1995) is right when he sees it as closely related to knowledge.

But as argued earlier to link identity (or culture) to knowledge does not solve the problem

because knowledge is power as Foucault (Sangren, 1995) maintains. Power "produces reality; it

produces domains of objects and rituals of truth" (Rabinow 1984, p. 205).

4.1.1.2 The role of power in producing a definition of this identity.

There are many different forms that power may assume. One of them is the power that the ruling

class have. In South Africa to date, even though transformation to democracy is in progress thus

somehow attempts being made to decentre power, it is still firmly in the hands of the non-

Africans who control the economy: "the wealth, the resources, means of subsistence, the territory

\, ith its specific qualities ...the production and management of knowledge, customs, habits, ways

of doing and thinking" (Rabinow 1984, p.16) and all other facets of life. The point being made is
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The panopticon consists of a large courtyard, with a tower in the centre, surrounded by a
series of huiIdings divided into levels and cells. In each cell there are two windows. One
brings in light and the other faces the tower, where large observatory windows allow for
the surveillance of the cells. The cells become the 'small theatres', in which each actor is
alone, perfectly individualized and constantly visible. The inmate is not simply visible to
the supervisor; he is visible to the supervisor alone - cut off from any contact. This new
power is continuous and anonymous. The articulation and perfection is such that even if
there is no guardian present, the power apparatus still operates effectively. The inmate
cannot see whether or not the guardian is in the tower, so he must behave as if
surveillance were perpetual and total. If the prisoner is never sure when he is being
observed, he becomes his own guardian. The panopticon includes a system for observing
and controlling the controllers. Those who occupy the central position in the panopticon
are themselves thoroughly enmeshed in a localization and ordering of their own
behaviour ...Power is not totally entrusted to someone who would exercise it alone over
others, in an absolute fashion; rather, this machine is the one in which everyone is caught,
those who exercise this power as well as those who are subjected to it. Thus, through
spatial ordering, the panopticon brings together power, control of the body, control of
groups and knowledge (the inmate is observed and examined systematically in his cell).
It locat..s individuals in space, in an hierachically efficient visible organisation.
Panopticon ... offered a logic not only of efficiency but also of normalization". Ly
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that real state power is still not in the hands of the majority but that state power is "both an

individualizing and totalizing form of power" (Rabin ow 1984, p.14).

It is in the context of the exercise of this power that the African individual identity has to be

defined and understood.

The ruling class as Foucault (Rabinow 1984, Gane 1986, Hand 1986, Hoy 1986) argues makes

use of disciplinary technologies in order to exercise and maintain their power. Disciplinary

technologies are aimed at producing a "docile body that may be subjected, used, transformed and

improved." (Rabinow, 1984). Disciplinary technologies are about organization of individuals

physically and psychologically. To clarify what he means, Foucault has introduced the metaphor

of the panopticon which is used to control, for example, prisoners. He says that
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'normalization' Foucault means 'a system of finely gradated and measurable intervals in
which individuals can be distributed around a norm ... ' such a power has to qualify,
appraise, and hierachize, rather than display itself in its murderous splendour ... There are
two meanings of the word subject... subject to someone else by control and dependence
and tied to his own identity by a conscience or self-knowledge. Both meanings suggest a
form of power which subj ugates and makes subject to" (Rabinow 1984, pp. 19-21).

Such is power of the dominant discourse over the lives of the African individuals, their identity,

their culture and its identity. This Foucauldian metaphor helps to clarify the context within

which self understanding, self knowledge and knowledge of the socio-historical-cultural milieu

take place especially for the African youth who are the focus of this study. Unfortunately this is

the context within which this study is conducted. Most importantly this is also the context within

which performance of the African youth in particular is authored and understood.

Knowledge about the mentioned youth, as well as definition of their individual identity seem to

be generated by and within the context of the 'panopticon' of oppression and exclusion.

Sometimes even their own definitions of themselves and their identity seem to be a function of

the panopticon.

The panopticon or the: dominant discourse produces signals, messages and information about

themselves which are the distortions which they have not overcome and transcended because this

knowledge about themselves which they have, they generate as 'captives' in the panopticon. The

panopticon is both inside their heads and outside. The oppression or the guardian no longer has

to be there physically, 'in the tower' to tell them about their culture and/or their identity. This

self-knowledge is automatic and outside themselves but produced via them as if it is their own. A
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definition of their identity although it may seem to be generated by them, in actual fact, it is a

definition generated and produced in this alien power and regime of truth.

According to the panopticon's regime of truth, the African youth are underachievers, they are the

dropouts, they are unemployed and the unemployable, they are the failures in life, they are

uneducable, they are unable to comprehend the intricacies of mathematics, natural sciences and

technology (see conversations with low achievers in Chapter 8). The panopticon produces them

as incompetent, as individuals handicapped by a primitive culture which is not compatible with

the demands of a technologically advanced western 'civilization'. Condescendingly and

paternalistically the panopticon authors them as the disadvantaged, the offspring of Ham who

sinned. They are the fallen ones who are incapable of standing on their own (see Chapters 7 and

8). The panopticon generates the feelings of self-pity. It makes them to understand themselves

as disabled. But the panopticon over and above being the 'material conditions' of their existence

it is also their psyche. The panopticon, thus creates a certain alien 'regime of truth' about

themselves, their identity, their culture, their knowledge and their performance. These are not

mere figments of their minds, they are 'real' as it is evidenced by the statistics showing their

incompetency and disability (see Chapter 1). The panopticon positions these youth firmly in the

subaltern category. Their social status and role are even confinned by their race, skin colour

and their 'primitiveness' (see low performers' views in Chapter 8).
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4.1.2 Defining individual African identity in the context of the framework
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4.1.2.1 Revisiting Lacan

Lacan (Henriques et al 1984, Gallop 1986, McCanneli 1986, Bowie 1988, Benvenuto &

Kennedy 1988, Harland 1988, Latimer 1989, Tavor 1989, Bannet 1991, Sarup 1992, and Bacher

1993) whose ideas were referred to in formulating the theoretical framework informing this

study, did confirm the point being made above when he shows how the self is constructed in

terms of its interactions with the other, that is, the social context. Lacan is even more emphatic

when he maintains that the identity of the self is nothing more than a collection of 'the other' in

the socio-historical-cultural context of the individual. The other(s) constitutes the imaginary

idealized notion of self that the individual (will) aspires to become and identify with. The corps

morcelé notion of the self (that is, the self as incoherent, helpless and in bits and pieces) only

becomes accessible to the individual retroactively as it recognizes itself as the 'other' in the

mirror. Corps morcelé notion, which is what the self is at some point, is pushed out of

consciousness into the unconsciousness to constitute the latter.

Consciousness then becomes 'the other' which is what one is not yet, that is, a fiction. But what

is important is that this 'other' that the self wants to identify with in the context of the

panopticon, and the present given regime of truth, is actually a 'distortion' of what the self 'really'

is. Consciousness becomes part of the self in its distorted form and the self thus models itself

along the basis of that which it is not, the other. The self because of being positioned thus in

discourse (ihe panopticon) come to take up an identity or a nature as authored in this alien

regime of truth.
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Furthermore, using Lacanian thoughts, the individual's desires are authored in this process of

positioning as well. The 'objet petit a' (that is, that which the self wants and needs for it to be

fulfilled) which becomes the focus of the selfs desires, hence construction and development, is

also a reflection of the mentioned regime of truth. Even the notion of language as constitutive of

the self, attests to this process as well. Language as pointed out by Lacan, tends to express the

law or the socio-historical-cultural context. Language speaks through the self though the self

unconsciously acts as though it speaks through language. Language expresses ideas of its own (

that of 'the other' - the socio-historical-cultural context) and the self does not seem to have an

alternative, as it shall have to use (buy into) language which belongs to 'the other' in order to

express its thoughts and thus be intelligible through meaning.

That positioning and those meanings inherent in a language, predate the self but author the

identity of the individual's self. If the individual self spoken about here is the African youth in

Mangaung, then the language s/he speaks is the language given to him/her by his/her positioning.

This is the language of oppression authoring this youth in negative terms of the disadvantaged,

dispossessed, incompetent, unable, disempowered and underachieving individual African.

4.1.2.2 Vygofsky's contribution to the understanding of individual African identity

Vygotsky's major contribution to the theoretical framework of this study are his ideas on how

consciousness, as the important aspect of the individual's identity is authored in concrete

materiality (Ratner 1991, Newman & Holzman 1993, and Van der Veer, Valsiner 1993). This
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4.1.2.3 The contribution of Novak and Gowin

theory implies (hat as the individual acts on the world, on nature or (or with) others, so is one's

consciousness and hence identity constructed. The concrete materiality of the African youth's

context where s/he is subjected to poverty, oppression, exclusion, underachievement and so on,

also constructs his/her language(s) of his /her consciousness. Thus consciousness and identity are

also structured, authored and constructed in this concrete materiality (see Chapter 2 for a more

detailed discussion of Vygotsky).

Novak and Gowin's (Novak 1979, 1984, 1985) theory also points out to the same process as

described above. Their notion of cognitive structures, how they are formulated, and how they

become filters through which subsequent stimuli are going to be analyzed, interpreted, shaped

and given meaning, amplifies the importance of the dominant discourse as author of the

individual's identity. African youth depending on signals, messages, and reflections generated

by a distorted philosophy or discourse (or theory or principles) of oppression come to have

cognitive structures mirroring the same distortions that define them negatively as shown above

(see chapter 2 for details on Novak and Gowin).

4.1.3 Practical consciousness as constitutive of individ ual African identity

But positioning is not only internal in terms of consciousness and language (unconsciousness) as

Lacan would assert, it is also 'practical conscious' as Giddens (1986) observes. According to

Giddens, being authored in the dominant discourse of oppression, the African youth does not
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how the fear of being accused of'acting white' causes a se cial and psychological situation
which diminishes black students' academic effort and thus leads to underachievement. ..
This problem arose partly because white Americans traditionally refused to acknowledge
that black Americans are capable of intellectual achievement, and partly because black
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only always 'verbalise' his/her positioning, s/he may also act this positioning out. Some African

youth may not be able to verbally explain how (or why) they are positioned as undercJasses by

the dominant discourse, but their overt behaviours and covert feelings about themselves and their

identity may be a reflection of the mentioned regime of truth. As explained earlier, Giddens

(1986) says that practical consciousness refers to situations where someone speaks a language

fluently and correctly according to the prescribed rules of grammar but may have problems

describing, defining and identifying those rules. One in such instances; is conscious of those

rules but cannot say what those rules are. In the same way positioning and having a particular

identity by an African youth may be practically and overtly acted out or covertly experienced

without being articulated. The dominant discursive spaces and practice of power/knowledge

relations in this way define the identity of the African youth.

4.1.4 Examples of how negative individual African identity is constructed

Two seminal studies conducted in the United States by Fordham and Ogbu (1986) and United

Kingdom by Willis (1980) respectively among the youth of African ancestry, have produced

interesting results for this thesis. Fordham and Ogbu found that the African-American students,

whose positioning by, and in the dominant discursive spaces and practices of power-knowledge

relations in that country, like the African youth in South Africa constituting the focus of this

study - tended to perform and behave negatively academically. Their study showed
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Americans subsequently began to doubt their own intellectual ability, began to define
academic success as white people's prerogative, and began to discourage their peers,
perhaps unconsciously, from emulating white people in academic striving, i.e. from
'acting white'. Because of this ambivalence, affective dissonance, and social pressures,
even among black students who were academically able, they did not put forth the
necessary effort and perseverance in their schoolwork and consequently, did poorly in
school. Even black students who do not fail generally, performed well below their
potential for the same reasons ... Black Americans are an example par excellence of
castelike minorities because they were brought to America as slaves and after
emancipation were relegated to menial status through legal and extralegal devices ... black
Americans traditionally have been provided with substandard schooling, based on white
Americans perceptions of the educational needs of black Americans; and white
Americans controlled black Americans' education ... black American have faced a job
ceiling, so that even when they achieved in school in the past, i.e. had good educational
credentials, they were not necessarily given access to jobs, wages, and other benefits
commensurate with their academic accomplishments... in response to substandard
schooling and barriers in the adult opportunity structure, black Americans developed
several 'survival strategies' and other coping mechanisms ... the attitudes and behaviours
which black children learn in this community as they grow up and which they bring to
school are those required and appropriate for the niche black Americans have
traditionally occupied in the American corporate economy and racial stratification system
(Fordham and Ogbu 1986, pp. 176-179).

The above quotation has attempted to map the discourse of identity among the African American

students who this research contends are positioned and located in the same manner and the same

subaltern category as the African youth in Mangaung, who are the focus of this study. The

meaning that emerge of identity is the same as that which is assigned to the identity of the

African youth.

From the above it would seem that identity refers to action, to activity and to performance as

being conceptualised in 1 is thesis. Identity is thus non-essentialist, it is lived and it is

experience(d). Identity is thus theorized as positioning in the panopticon v..'here African

individuals are subjected to a gaze and a surveillance which was formerly overt. It is the same

surveillance of the African-American slaves that positioned them and thus defined their identity
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in a particular manner. The panopticon or the discourse that was external to these students then

became covert and became part and parcel of their self-descriptions. They became that identity

and they constructed themselves as that which the dominant discourse saw them as. Even some

of these students who would otherwise be different were pushed into an identity as positioning

by this same discourse. The conclusion that can thus be made from the above is that African-

American identity signified poor performance, dropping cut of school, unemployment, poverty,

being on the periphery, marginalization and exclusion.
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Willis (1980) made similar findings in the United Kingdom. His study was concerned with why

did some (working class) British students evince the same characteristics as described above in

spite some of them attending the same schools as their white upper and middle class British

peers, taught by the same teachers, taught the same subjects and probably through the same

teaching (and learning) methods. His findings like Fordham and Ogbu, were that the working

class students (who most of them came from poor socio-economic backgrounds, were firmly

located within the underclass categories) understood schooling and all its activities as 'foreign'

to them. Willis found that these students understood education and schooling as authored and

representing a hostile white upper and middle class 'culture' which they had to resist at all costs

if they were to survive as (distinct) people. They saw the institutions of learning as advancing

their own oppression, domination, aculturation, misery and frustrations because no matter how

hard they studied and how academically qualified they became they remained excluded from job

opportunities commensurate with their efforts. Schooling in short 'screwed' as they revealed to

Willis (1980). Thus in order to 'protect' themselves and 'ieir identity from this 'disempowering

and dismembering processes and institutions, they created their own counter-culture and counter-
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identity that negated formal schooling. Willis claims that these students would even compete at

such activities as 'skipping' class, smoking and so on without being noticed (see chapter 8 where

high performers give reasons for poor performance). One who scored high in such activities was

valorized as the hero. These students were most of the time in search of this valorization that

assured them of acceptance and esteem. They thus developed an identity that defied (formal)

schooling (see chapter 8 on how low performers defined themselves and gave reasons for their

poor efforts at doing well).

4.1.5 Implications of the above discussions in mathematics

An argument could be raised that these students deliberately disadvantaged themselves and thus

had themselves only to blame for 'choosing' to assume this negative identity, but the point is that

in a number of instances this choosing was not done consciously rather it was unconscious and

reinforced by the pleasure of acceptance by the group or social context. The dominant discourse

worked on their unconsciousness and positioned them accordingly, sometimes to meet the need

for cheap and unskilled labour, necessary for the advancement of capitalist economy.

Brophy and Good (1974), researchers on the same subject came up with other findings

explaining the process of underachievement among some students. They discovered that even

tnough the students were in the same classrooms, same schools and so on, some performed

poorly comparatively speaking and this according to them was because of what they termed

'self-fulfilling prophesies' of their teachers. Because some students initially underachieved,
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teachers did not expect them to perform any better subsequently, and this in fact is how they

ultimately performed, that is; as expected.

Brophy and Good say that this was also because of the unconscious non-verbal cues and

responses of these teachers to the actions of some of those poor performing students. They

recount instances where a teacher would pose a question and the students who were expected

to underachieve would raise their hands but the teacher would sometimes 'unintentionally'

avoid calling upon the mentioned students, sometimes because s/he assumed that those

students would not get the answer correct anyway. Sometimes, even when the mentioned

students were called upon to respond and the answer would be correct, the teacher would not

show as much enthusiasm in praising as s/he would if the correct respond came from the

other studentes) s/he expected to get the answer correct. Repeated over a period of time and

on a number of occasions the students identified as poor performers tended to 'learn' not to

respond to questions. They closed themselves up to the whole process of learning and thus

ultimately underachieved and even dropped out of school (Brophy and Good 1974).

The above illustrations have underlined how a dominant discourse functions to position

individuals as it constructs their conscious and unconscious behaviour, hence their selves and

their identities. To define identity one has to look at such processes of positioning in

discursive spaces and practice of power-knowledge relations. These spaces and practices are

the signals, the images of the self that are reflected back onto the self and are buried deeply in

the unconsciousness of the individuals and structure their identities. What they consciously

strive for as their idealized self thus, is a distortion of what they 'really' are or are 'really'

c »able uf. The 'reality' of their identity, that is the truth about themselves, is that which is
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reflected back to them In the concrete material form of poor grades, failure and

incompetence.
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The illustrations cited above are taken from different countries but it will not be extrapolating

too much beyond the data to assume that the same applies to the African youth in Mangaung

where apartheid through Bantu Education was even official policy (see Chapter 8 for

substantiation). The definition of their African identity is grounded not only within how they

consciously construct meaning of themselves, their identity and their performance at anyone

given moment, but it is to a very large extent a function of how they are positioned in

discourse. It is also to a very large extent a function of how they, their unconsciousness, their

consciousness and their selves are authored in these same dominant discourses, Because of

these processes outlined above, it is important as Lacan (see Chapter 2) would argue, to look

for signification and meaning construction of identity - beyond the conscious, to the

unconscious and beyond, in the interstices, the gaps, the 'differences', the socio-historical-

cultural context - on how this signification, these self and identity are generated, created and

constructed.

Focussing in this penetrating manner on the definition of African identity is what Vygotsky

(see chapter 2) means by analyzing consciousness (or conscious awareness) as authored in

concrete materiality of experience where human beings act and generate meaning. Even

Novak and Gowin's Vee Heuristic (Novak 1985) is important in this instance as a means of

.larifying issues of identity by looking at the events themselves and how they interact to

oroduce knowledge claims, philosophies, theories and hence definition of what an African

(youth's) identity is (see Chapter 2).
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4.1.6 Alternative definition of signification of individual African identity

The discussion above has shown how the definition of the African identity is constructed by

and within the dominant discourse. But Ivey (1986) contends that a dominant ideology (or

discourse) does not have total hold on the lives of individuals. His argument informed by

Marxist materialist ideas maintain that contradictions in the material reality produce an

alternative discourse (Henriques et al 1984). Habermas and the Frankfurt school (Wuthnow

et al 1985) also have the same view that individuals noting differences and contradictions in

their concrete materiality, tend to formulate alternative definitions and understandings of their

identity.

Interpreting this view means that African youth in Mangaung becoming 'aware' of their own

poverty, their own exclusion, their own marginalization, their own neglect, their own poor

performance and so on in comparison with the wealth, privilege, good performance and so on

among their peers in the other (racial/cultural) social categories, begin to question the status

quo and how come that things are as they are (see high performers' conceptualisation in

chapter 8). This questioning is the birth and creation of a counter discourse that is related by

way of being contradictory to the dominant one. This then begins to position itself and the

African youth differently. Questioning gives power. This questioning is about resistance to

the exercise of dominant power and knowledge. It is what creates 'cracks', further cracks

and openings in the panopticon. It is the creating of the alternative regime of truth where the

identity of the African youth is defined differently. It is the process of empowering, giving

and/o wrestling power. This wrestling of power sometimes is v )Ient, sometimes not

because "in itsel f the exercise of power is not violence. It is a total structure of actions
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brought to bear upon possible actions, it incites, it induces, it seduces, it makes easier ...,.

(Henriques et a11984, p.116).
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This alternative form of power is what Foucault describes as 'power that produces' (Rabinow,

1984). Within and through this alternatively produced discourse of powerlknowledge the

definition of individual African identity emerges. African youth begin to be positioned

differently. Good performance at school is not understood as 'selling out' or as being

acculturated or as 'acting white', it is actually an act of struggle, of taking power and thereby

taking charge of one's life and one destiny (see Chapters 7 and 8).

4.1.7 Lessons from the post colonial discourse on individual African identity

Homi Bhabha (1994) when interrogating the notion of individual African identity as theorized

by Frantz Fanon has this to say;

Three conditions that underIy an understanding of the process of identification
emerge ... to existis to be called into being in relation to an otherness ... It is a demand
that reaches outward to an external object... It is always in relation to the place of the
other that the colonial desire is articulated ... the fantasy of the native is precisely to
occupy the master's place while keeping his place in the slaves avenging anger... the
question of identification is never the affirmation of a pregiven identity, never a self-
fulfilling prophecy - it is always the production of an image of identity and the
transformation of the subject in assuming that image (p.44).

The meaning of individual African identity adopted in this thesis becomes clearer and relevant

when understood in this alternative discourse that posits .his dialectical theori: .uion African

individuals are defined as incompetent by the dominant discourse as discussed earlier, but that

the alternative counter-hegemonic discourse also gives them power to negate and thus define

their identity differently in spite of the power of the hegernor..c interests. The two discourses

that co-exist in opposition and in contesta+onal relationship to each other create a split in the
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definition(s) of what it means to be (or have) an African identity. This theorization tends to

position the African individual in two different categories at the same time. On the one hand slhe

is a victim of the dominant discourse that attempts to continuously position himlher in the

subaltern category of underachievement, marginalization, poverty, incompetence while the other

alternative counter-hegemonic discourse attempts to position him/her differently, as not in

periphery but in the centre, as having possibilities for achievement, growth and transformation.
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This splitting of identity is reminiscent of, and correlates with Lacan's notions of corps morcelé

and imaginary self, where the former as reflected in the mirror (the other/the dominant discourse)

projects the African individuals' identity as helpless, incoherent, fragmented and having no

control or volition over one's self while the latter projects what the African individual's identity

is understood to be in this thesis. The imaginary notion of the African individual's identity

multiplies its possibilities further. It shows that identity is not a product, it is not finite, nor

unitary. It is not static but that it is mobile, dynamic, developing, and transcendental. According

to the theorization of Fanon as interrogated by Bhabha above, the African individual identity is

thus formulated in relational terms, it redefines the African individual and dislocates his/her

identity from the depressing and oppressing discourse. It places this identity in the interstices an....

the gaps, in-between the helpless, oppressed and disintegrated notion on the one hand and the

empowered or being created on the other. The corps morcelé definition of the individual African

identity is what must be avoided although its existence keeps rearing its head to be recognized

and taken seriously.
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Struggling against its (corps morcelé) emergence and taking control of the individual African's

self is what spurs that individual to struggle and continuously search for a different, empowering

and alternative definition. In the above quotation from Bhabha it is asserted that the African

aspires for the place of the other, of the coloniser. This implies that the African aspires to be in

the centre. He/she has that yearning to be in charge of his/her life, to be coherent and determine

the unfolding of history in hislher own terms. He/she yearns for a place in the sun (see how high

performers operationalise this perspective in Chapter 8). The African's individual identity thus

reflects a beánce, an alienation and a gap that separates himlher from the oppressor but which at

the same time binds him/her to the oppressor. The place that the oppressor occupies, the identity

that the oppressor has assumed is exactly the place and the identity that the African demands and

desires. As in Lacanian theorization (see Chapter 2); that place, that identity is the imaginary

(imaged) ideal place and an identity that the African aspires for. But total attainment of that

identity is not possible given the power of global imperialism and also because two people can

never be one and the same person at the same time. But again as in Lacan (Gallop 1986 and

Harland 1988), the African individual shall have to work hard at it, shall have to struggle towards

attaining that because in it lies his/her true identity.

True African identity is unattainable because it is a process. It is like rowing against the river. If

s.he stops rowing, demanding, struggling for recognition as a fully fledged human being, then

s.he slips into nothingness or the state of corps morcelé that keeps rearing its head incessantly

threatening to take total control of his/her identity. The individual African, as in Lacanian

theorization (see Chapter 2), is able to arbitrate between the two identified positions of his/her

identity through the process of signification (or language in Lacari's terms) (McCannell 1986,
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Benvenuto & Kennedy 1988 and Barnet 1991). Signification enables the African individual to

hold the two contradictory and contestational positions (definitions) of his/her identity constant.

The African individual is at the same time never able to do away with the corps morcelé notion

of hislher identity as generated by a dominant discourse because it is part of hislher experience

and part of his/her unconsciousness. It is actually in negating the coloniser (and his/her

domesticating influences) that the African becomes a distinct identity, in the same manner as one

is able to notice 'truth' because of the possibility of the untruth. As Lacan has argued, corps

morcelé constitutes the individual selfs unconsciousness which in tum constitutes the self, and

doing away with it means doing away with the self. This part of the self is undesirable but it is

constitutive in the negative, as it stands for that which must be negated and avoided at all times

and at all costs. lts presence, existence or possibility is what motivates, although negatively

(Fanon 1963, Wright 1986, Fanon 1994, Bhabha 1994, Dane 1994, Fanon 1995).

This thesis does not necessarily involve delving into the past to unearth how the African was in

the past but it involves a notion, a projection into the future, the imaging of how things could

become. To look for the identity of the African individual is to have a dream (see how high

performers attest to the value of the 'dream' as basis for their motivation, in Chapter 8), a

construction of school performance, beyond the misery of the present distortions of the dominant

discourse (Hall, 1994). This search is never complete, it involves significations and

constructions of what it means to be an African.

122

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



123

4.2 CONCLUSION

In this study therefore, signification of individual African identity has been discussed and

defined from the same two positions from which African cultural identity is constructed, that is

in tandem or in contest to the dominant ideology. In fact signification of individual African

identity reflects the contestations between these two positions. Allowing the voices of the

African pupils to be heard enables the research to access these two positions as constructed by

the researched themselves. These two positions are generated in the relations of power and

knowledge.

Signification of individual African identity has to do with how Africans understand themselves,

what they are capable of, what they aspire to become and so on, given the context of the

identified and contestational positions informing these meaning constructions.
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CHAPTER FIVE: DEFINITION AND DISCUSSION OF SIGNIFICATION OF

PERFO~lANCE L~ MATHE:\fATICS
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In this section issues that problematise one definite definition of what performance in mathematics

is, will be highlighted. Focus will firstly fall on problems of evaluation and assessment of

performance in mathematics. Then issues relating to learning that affect performance will be

referred to. But in the end performance will be defined in 'conventional' terms which are that the

marks given in tests and examinations by the teacher are going to be considered to be a true

reflection of the identified pupils' performance (although being mindful of the confounding factors).

Furthermore a definition and discussion of what signification of performance in mathematics

involves, will be put forth. Emphasis will be on what sense do pupils make of their own performance

in mathematics. This definition of signification of performance in mathematics involves how pupils

feel about their performance and how do those feelings affect their tackling of subsequent

tasks/tests. Constructing meaning about one's performance also involves views and attitudes towards

the given task (in this case it is mathematics). It also involves how confident pupils are that they will

perform and whether that ultimately relates to the outcomes of their performance or not.

Furthermore it has to do with whether good performance is a reflection of a more positive

disposition towards work or not. It is about' seeing' the need to work hard in mathematics, to be

committed and focused. It is about knowing and finding meaning in what one does, that is, knowing

about the' nature' of ~'iat need to do well. Lastly it also refers to the level of sel f-efficacy with regard

to performance. The following discussion will elaborate the bovernentioned points.
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5.1 PROBLE:\IS IN UNDERSTANDING PERFORMANCE IN MATHEMATICS

From the literature (Snyder & Michael 1983, Fontana & Fernandes 1984, Marsh, Parker & Barnes

1985, Marsh 1986, Thibodeau & Cebelius 1987, Gerdes 1988, Skaalvik & Rankin 1994, Vrugt

1994, Abdalla 1995, Boshoff & Arnolds 1995, Luzzo & Ward 1995, Manihu 1995) at least two

approaches to the definition and understanding of what performance in mathematics involves

emerge. One approach tends to adopt a more positivistic, static and essentialist view of this

phenomenon. This view maintains that human performance can be accurately and absolutely

quantified. According to this view, the possibilities are less for a person to perform beyond the

limits set by one's inherited abilities and potentialities. According to this view the environment, in

as far as one's performance is concerned, only provides a context within which those potentialities

that one is endowed with will unfold (Piaget 1968, Meadows 1983, Mangieri & Block 1994). This

view has been at the very basis of so-called objective and standardised tests that tend to argue that,

informed by one's responses to carefully designed, 'reliable' and validated questions it is possible

to access, assess and exactly know what an individual's level of consistent and constant performance

in mathematics is (Satterly 1961; Scottish Education Department 1979, Austin & Garber 1982,

Daves 1984, Trueba 1987, Chapman 1988, and Walkin 1991). This view looks at performance in

'nathematics as though it were a 'thing' existing in different quantities among different people.

In direct opposition to the above there is a view emerging from the mentioned literature that

problematises and contextualises this issue. This latter view in attempting to define and understand
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performance, sees it as a social construction. What this means is that, it is not seen as something

innate, inherited or fixed, but that it should be seen as 'emergent' and constantly in the state of

construction as the individual interacts with the world. In order to understand performance,

according to this view, one should not be blind to other confounding social structural and individual

psychological factors. Thus the score (mark) that one could come up with - irrespective of how

objective, standardised, carefully designed, reliable and valid the assessment procedures and

instruments might have been - will always be a subjective value because performance cannot be

absolute and static. It will always fluctuate and vary depending on factors such as; (i) the ideology

permeating educational theory and practice as well as the material conditions underlying such

theorizations and practices, (ii) the nature of the given tasks and the subject materials, (iii) the

idiosyncracies of the tester and the testee and (iv) the testee's level of motivation, inclinations and

interests sometimes due to socialisation (which includes prior knowledge) as well as acquired skills

(Mathonsi 1988, Eldering & Klopragge 1989; and Apple 1990).
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On the basis of the above this study adopts a view that integrates the two approaches and rather than

see the two as contestational, they will be conceptualised as complementary. The main reason being

that irrespective of how fallible and imperfect a definition and understanding of performance in

mathematics might be, it shall have to involve some kind of assessment in one form or the another.

Therefore for this study, a score that the learner obtains in a mathematics test is of value as an

exploratory device to determine one's mastery or non-mastery of a given task but that one should

always be cautious as to realise that many factors are at play in the production of that one mark.

Thus, that mark is not definitive, it is only diagnostic within ti. ; limitations of the factors that will
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be discussed subsequently.
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5.1.1 Ideological factors.

The school is a microcosm of the society within which it functions and occurs. As such what goes

on outside the school determines to a very large extent what goes on inside. As an example, the

school used to mirror the social inequalities attended to such anomalous policies as apartheid and

colonialism. Because of these policies the colonised and oppressed were extremely underrepresented

at school in indirect proportion to their numbers in the population. Schools were used as sorters and

filters (Apple 1990). It is therefore not surprising that even in their performance in mathematics the

pupils from the formerly colonised sections of the South African population never obtained a pass

rate in matric mathematics above thirty percent (see Table 1.1).

The point being made is that over and above the individual African pupil's direct performance in

mathematics, there were and are these overarching ideological factors that made them not to obtain

as good a pass a5 their white counterparts because that in itself would make nonsense of apartheid

and colonialism that were Lent on privileging white pupils and preparing them for more rewarding

job opportunities that would become available through a pass in matric mathematics. But Black

pupils had to be prepared for menial manual labour and this had to be justified on the basis of their

failure in matric mathematics in particular. The Black pupils' performance in matric mathematics

provided evidence for the Verwoerdian 'findings' mentioned in Rhodes (1993) that Black people had

no mathematical sense, no sense of time and space hence not likely to comprehend the intricacies
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involved in such. Mathematics according to this ideology was presented as foreign to the African

culture and mind.

Mathonsi (1988) in his celebrated study has shown how performance of Black matriculants

correlated with the performance of the country's economy. That is, when there was a depression in

the economy, fewer Blacks managed to pass matric, but when there was a boom the numbers would

increase. The point therefore is that ideological factors play a role in the definition and

understanding ofperfonnance for example in mathematics (Poulantzas 1975, Bowles & Gintis 1976,

Althusser 1977, and Apple 1990).

5.1.2 The educator factor

Teachers and educators as transmitters of knowledge in schools either consciously or not and either

willing or not, playa significant role in operationalising the ideology of the social context within which

the school occurs. lfthe ideology is that of authoritarianism as was and is the case with apartheid and

colonialism, the teaching strategies are those mirroring this bias. The old methods of teaching that do

not allow for individual construction of knowledge or questioning of the status quo are the ones that

teachers also use (Khotseng, Matlou and Mahlomaholo, 1994). The aim being to produce out of the

pupils, future citizens who are obedient, submissive and compliant with the status quo. Many studies

especially from the critical marxist perspective and neo-marxist perspectives (Kallaway 1984, Apple

1990, "oulantzvs 1995, and Althusser 1997) have also shown that the dominant ideology (as was

rpartheid and co: ialism) used schools especially through the teachers'
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strategies to reproduce itself But when these non-democratic ideologies of the state are replaced with

the more democratic ones even the methods of teaching change to accomodate the multiplicity of

views, understandings and interpretations. Teachers tend to now focus on discovery as a mode of

teaching. They also allow pupils to go beyond the prescribed trends, to investigate, to interrogate and

to formulate their knowledge. Not only one form of knowledge is privileged. All diverse perspectives

are accepted as long as these could be justified. Even in the teaching of mathematics the above obtains

(Rhodes 1993). In South Africa today especially after the demise of apartheid and colonialism new

teaching strategies geared towards problem solution, pupil-centeredness and constructivism in

mathematics (Rhodes, 1996) emerged. The point however is that pupils who were more divergent in

their tackling of mathematics problems were penalised during the period when conformity to the one

and only answer and approach were the order of the day. This means that their performance would have

been defined and understood as low whereas with the changed climate the teachers tend to credit this

approach.

To conclude, Brophy and Good (1974) have also shown how teacher expectations about pupils'

performance did in effect turn into self-fulfilling prophecies. Teachers' hidden agendas were also shown

to playa role in problematising pupils' performance. Brophy and Good have also shown how the

teachers'verbal and non-verbal cues both directly and indirectly did elicit corresponding performance

in their pupils. That is, for those pupils to whom the teacher showed greater concern, acceptance and

appreciation, performance was enhanced while for those that s/he did not show the same, performance

declined. To complement on this point, Willis (1980) also made the same findings as above. Academic

perf mance, including in mathematics was fluid and was informed by such processes as discussed
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above proving that the teachers' idiosyncracies did in fact playa role in defining and understanding

pupils' performance.

5.1.3 The subject matter factor

Many studies mainly in the post-colonial 'non-western' countries as well as among women and

minorities in western countries have shown that mathematics as a subject discipline is not value-free

or neutral or culture-free. These studies (Marsh, Parker & Barnes 1985, Bishop 1988, Clarkson &

Leder 1988, Gerdes 1988, Hall & Hoff 1988, Pressnes 1988, Awartani & Gray 1989, Fontana &

Fernandes 1994, Skaalvik & Rankin 1994,) have highlighted the point that there are as many

mathematics as there are diversity in cultures. However the unfortunate point according to these studies

is that mathematics as a subject discipline and subject matter have been conceptualised throughout the

world from one cultural perspective, that is that of white males, to the exclusion of the rest of humanity

mainly because of colonialisation on the one hand and patriaehal arrangement of western society (in

particular) on the other.

What is interesting to this study from the findings of these many researchers is that all pupils

irrespective of cultural orientation were expected to conform to one form of mathematical

knowledge as prescribed by the dominant ideology to the extent that pupils coming from very diverse

cultural positions were not credited for following procedures that came 'natural' to them, hence their

performance was defined and understood to be low and not up to standard. While on the other hand

those pupils coming from the dominant culture were understood as high performers, as,
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conforming to the subjectmatter, content and approaches formulated from within their own dominant

context which came natural to them, presented no problems at all to them. This multiplicity of

mathematics knowledge form, makes it difficult to define and understand performance from one

perspective only.
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5.1.4 The learner factor

The last factor that problematises the definition and understanding of performance in mathematics

that will enjoy scrutiny is the one relating to the learner himself. Van der Stoep and Van der Stoep

(1968) use the concepts endogenic and exogenic factors, to describe those issues that affect academic

performance of the learner from both one's intrapsychic constituation and interpersonal contexts

respectively. In the same breath Feuerstein, (Feuerstein 1981, Feuerstein & Jensen 1984, and Kozulin

& Presseisen 1995) uses the concepts distal and proximal determinants of learning to refer to those

issues that do not directly impinge on the leamer's cognitive structures and those that do respectively.

The point that this study would like to highlight at this stage is that the three scholars above believe

that c.fferentiated performance say in mathematics is a function of factors both internal and external

to the learner. Among external factors they have the following in mind; that pupils coming from

significantly different socio-economic environments are very likely to perform significantly

differently. That is those from enriched environments, where there is availability of educational

resources, educative culture, educated role models and so on, will evince higher performance levels

than those coming from deprived and disadvantaged socio-economic background. They also believe
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that intervention of the mediator in the learning of the latter group can assist in the enrichment and

upliftment of their learning and performance to the level of the former group. Furthermore they also

note that even for the pupils from higher socio-economic background, if the mediator does not

intervene to interpret and further enrich the stimuli in their context, they could still underachieve.

However what is important for the argument being developed is that in order to understand and

define performance in mathematics it is not just a question of accepting the given mark/score of a

pupil in a test or an average of many thereof, but it is also to understand the role that factors that

directly and indirectly impinge on the learner's cognitive functioning play. To talk about the learner's

performance is to talk about a combination of all the above including the learner's idiosyncracies,

his/her inclinations, interests, socialisation, level of motivation and also how good one feels about

oneself such that one may feel competent enough to tackle and even attempt the given mathematics

tasks and ultimately do well in them.

5.2 TO\VARDS THE DEFINITION AND DISCUSSION OF PERFORMANCE IN

MA THEMA TICS

The mam question that this section IS responding to, taking into consideration the above

observations is, what then does performance in mathematics mean, what does it involve and in the

context of this study ...what are its implications. In order to provide a clear definition and discussion

thereof it is essential to look at major trends in as far as learning theories are concerned because it

is on the bas ,; thereof that a more inclusive and accurate exposition ofperfonnance in mathematics
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can be provided. As argued in this study, performance basically is the outcome of processes of

learning. An understanding of these theories assists in the defintion of the emergent performance

in mathematics.

5.2.1 Associationism and performance in mathematics

Within the ambit of associationism are included all theories of learning that are based on

behaviourism and neo-behaviourism of Pavlov, Thorndike, Skinner and Watson to mention a few

(Louw & Edwars 1993). Looking closely at these theories one is struck by their many similarities

in terms of how they define learning. According to them learning is the linking of images through

association. This implies that humans learn through conditioning. Whether this is classical, operant

or instrumental is not the focus of this study. The important point is that this school of thought

privileges rote memorisation as the basis of all learning (Louw & Edwards, 1993).

It can thus be deduced that according to this perspective performance in mathematics can and should

be defined in terms of remembering and being able to form strong positive bonds among subject-

materials within this subject discipline. This view has been very influential in as far as teaching and

learning is concerned. Pupils had to memorise for example multiplication tables, they had to

memorise theorems, know steps involved in solving a particular problem by heart as well as

memorise arithmetic formulae. Performance was thus defined in terms of the quantity of the

materials remembered and regurgitated. Teaching was through drill, excercise and both positive and

negative reinforcement. Pupils who remembered more were credited and defined as high performers
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South African mathematics classrooms today are beginning to be influenced by this school of

thought that forms the springboard for the most modem constructivist approaches to learning

mathematics (Rhodes, 1996). Performance in mathematics according to this school of thought that

emphasises insight in learning, is thus defined as that inclination to solve problems, to be able to

look at all components of the situation in attempting to solve them, in being able to have direct

experience and involve all sense of perception in learning. Poor performance in mathematics can

thus be defined as inability or limited ability to abstract information and knowledge for it to be

transferable and applied to solving new and different but related problems. It can also be seen as

being bogged down to rote and not being able to functionalise information so as to generate new

knowledge forms. Higher perf ·lnance on the other hand would be seen as being able to think in the

abstract being able to see the not-so-ob: 'ious connections among components of a situation, being

in mathematics.

5.2.2 Insightful learning and performance in mathematics

Against associationism arouse a school of thought inspired mainly by the research and findings of

the gestaltists like Wertheimer, Koffka and Kohler (Louw & Edwards, 1994). This perspective, over

and above highlighting memorisation felt that the development and gaining of insight was very

crucial to learning, hence performance. According to them it did not make sense to remember

without understanding because it was the latter that enhanced learning, functionalised that v.vhich

was learnt and made it transferable to new and novel situations.
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sensitive and aware of what the given problem actually requires, being able to interrogate prior and

existing knowledge in the terms of the immediate and given requirements of the problem at hand.
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5.2.3 Meaningful and discovery learning and performance in mathematics

Within this broad category are incorporated Piagetian genetic epistemology and neo-Piagetian

cognitivist theories propounded by the likes of Ausubel, Brunner and Sternberg's information

processing models (Louw & Edwards 1993; Department of Education, Vista University. Education

200 Component 2 Manual, 1997). This group of theories, in spite of sometimes the obvious

differences, tend to jointly put more emphasis on the changes in the individual's cognitive processes

as constituting learning. According to this perspective the learning organism interacts with the

enviro .ment by means of its senses of perception. Raw stimuli in the form of new information

impinge on the sensory memory through these senses which in turn selects as to which stimuli to

store further or disregard on the basis of prior knowledge (existing schemata). From there the stimuli

selected for further storage are encoded and located within the working or short term memory to be

used whenever required and necessary. But this storing takes the form of classification into

meaningful units that can be stored even deeper in the long term memory without taking much space

and effort to retrieve. It is at this level that evaluation and transformations of both the new and the

old knowledge forms take place. Piaget (1968) call these processes accomodation and assimilation.

However what is important is the outcomes or outputs of these transformations because they

determine and define what learning is, hence performance. These processes according to Piaget
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(Magieri & Block, 1994) are the ones responsible for cognitive development from lower stages to

higher ones. What distinguishes lower stages from higher ones are levels of abstraction and

conceptual sophistication pertaining more to the latter than the former. Because of this

sophistication and changes cognitively, performance also becomes enhanced proportionally. The

learner because of this newly acquired ability can also create one's knowledge and this will be based

on the information available to him/her. The learner learns that which is interesting and important

to him/her. That must be something available in one's context for it to go through the senses and all

the levels of information processing. That which the learner learns is also related to what the learner

already knows as the latter creates a positive disposition towards that new information. Otherwise,

that new information may be discarded even before its gets to the level where it will be evaluated

and transformed.

Following from the above therefore, performance in mathematics has to do with being exposed to

an environment rich in the mathematics oriented stimuli. It also involves sharpened awareness of

that which has bearing, relevance and usefulness in as far as mathematics conceptualisation is

concerned. This is what Sternberg (1990) calls knowledge acquisition components. Performance in

mathematics also is about performance components that encode mathematics stimuli and apply the

previously inferred relations to new situations (Sternberg, 1990). It also include; "metacomponents"

that" are higher order control processes used for executive planning, monitoring and evaluation of

one's performance" in mathematics task. (Sternberg 1Q90, p.121).
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Two individuals, one coming from an environment and culture that is deprived of matherrr.iics
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resources and the other from a mathematics rich environment and culture are likely to perform

significantly differently in mathematics. But this difference in performance can be increased or

narrowed depending on knowledge acquisition components, performance components and

metacomponents. Performance in mathematics according to this view is therefore about finding

meaning in new information, reinterpreting it afresh in line with one's needs, expectations,

aspirations and so on and in transforming it into new knowledge forms geared towards solving new

or old unresolved problems. Poor performance in mathematics is therefore inability or limited ability

to go through the above processes. To perform well is about constructing information and

knowledge anew, owning it, transforming it together with the process or forms of' knowing' itself.
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5.2.4 What then is performance in mathematics?

It is not possible to exhaust all there is to discuss in as far as what performance in mathematics is.

Suffice to mention that the above exposition was aimed at highlighting the major trends to date in

as far as this important phenomenon is concerned. To summarise, according to this study,

performance in mathematics means those observed outcomes of the learner of mathematics normally

accessed and assessed through standardised and non-standardised mathematics tests. This study sees

that mark given for the outcome of performance in mathematics test (be it examination, assignment,

project, classwork, homework, oral work and so on) as important but not as definitive as there are

many factors that testers, educators and researchers in performance in mathematics need to take into

consideration when making interpretations or decisions informed by that mark. Some of tl'ase

factors are ideologically authored, educator-centred, subject matter orientated and learner generated.
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Having been thus cautioned it is therefore important to understand that performance in mathematics

is multifaceted. It is about remembering mathematics knowledge and being able to retrieve it when

required. But that should be knowledge that is understood by the learner for it to be useful in solving

problems. Performance in mathematics is about being able to construct, generate and recreate

mathematics knowledge, transform it, evaluate it, own it and practically apply it.
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5.3 SIGNIFICATION OF PERFORMANCE IN MATHEMATICS

The above section has defined and discussed performance in mathematics. To bring this into proper

perspective it needs to be repeated that the focus of this study is on investigating how that defined

performance is made sense of by two groups of standard 9 African pupils doing mathematics in

some Mangaung high schools. One group being of high performers and the other of poor performers.

In defining and discussing meaning construction therefore it is imperative to indicate that it involves

how these groups of pupils respectively understand why they tend to (i) remember mathematics

knowledge more easily than others, (ii) be able to retrieve that knowledge more readily than others,

(iii) understand and develop better insight into this knowledge than others, (iv) be able to construct,

generate and recreate this knowledge better than others and (v) be more able to transform, evaluate,

own and practically apply this knowledge better than others. To access this information, more

qualitative discourse analytic procedures have been applied.

Furthermore the answers to these questions seem to reflect the attitudes that these pupils have
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towards the mentioned subject, towards how they feel about themselves with regard to this subject

as well as towards themselves as being in charge of their destinies in respect of mathematics.

By way of clarifying what signification of performance in mathematics is further, it is therefore

important to (i) define and discuss it in relation to related concepts like self-efficacy and (ii) put the

whole definition and discussion in the context of two identified positions from which meaning

construction can be conducted. Doing these will help locate this definition in the context of the

argument being developed herein.

5.3.1 Self-efficacy and signification of performance in mathematics

There is a significant number of studies conducted within Bandura's theoretical framework

emphasising the role of self-efficacy and self-concept in predicting performance. Among the most

recent are the ones conducted by Snyder and Michael (1983); Herbert and Morse (1984); Fontana

and Femadez (1994); Skaalvik and Rankind (1994) and Vrugt (1994). According to these disciples,

Bandura's views were that;

...self-efficacy describes the way in which people's judgements of their capabilities affect
their performance ...self-efficacy is people's judgements of their capabilities to organise and
execute courses of action required to attain designated types of performances ...It appears
from this descri tion that perceived self-efficacy relates to specific domains of activity. Thus
people may regard themselves as quite capable in one area, such as solving a mathematical
problem, but much less capable in another, such as analysing a literary text. (Vrugt, 1994,
p.465)

Signification of performance can also be defined in the same mann ~ as self-efficacy has been
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because of the many similarities between the two. However there are significant differences in that

signification is not fixed like self-efficacy, it is an emergent process that is continually under

construction. Signification is all inclusive, while self-efficacy is limited to a particular domain of

performance. Signification has to do with how meaning is constructed and this process involves

discursive practices and experiences in the context within which the individual occurs. Self-efficacy

as defined does not recognise or even incorporate problems in the social context. It is more internal

and intrapsychic in its origin and operation. Signification of performance in mathematics reflects

an individual's positioning in the dominant discourse and ideology, that is either in tandem or in

contest thereto.

5.3.2 Conclusion

Signification of performance in mathematics is therefore about how individual pupils understand

and make sense of their own performance. This rnaking sense is grounded on the position that

individual pupils come to assume in relation to the dominant ideology. For African pupils their

performance in mathematics in particular has been defined in very negative terms. These definitions

and the negatively organised social structure of apartheid South Africa and its aftermath, deprived

them of an enriched background from home, gave them an underresourced context at school and

constructed their selves, abilities and everything in an ideological context that did not recognise

them as fultledged humans, capable of understanding, let alone recreating and operationalising

mathematics knowledge. This resulted in the majont. of these African pupils becoming alienated

from mathematics yet there were those that still succeeded in spite of these overwhelming odds
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against them. This study is looking at whether there are any differences between those pupils that

underachieve and those that perform well in terms of how they construct meaning of their

differentiated performance as well as find out if those differences if they are there are a reflection

of the different positionings as mentioned elsewhere in this study.

141

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



CHAPTER SIX: DISCUSSION OF RESEARCH METHODOLOGY AND

PROCEDURES OPERATIONALISED IN THIS STUDY.

The previous five chapters have defined and discussed the theory part of this study.

The purpose of this study being; to analyse and compare signification of African

cultural identity, individual African identity and performance in mathematics among

groups of low and high performing African pupils doing mathematics at standard nine

level in some Mangaung high schools.

This chapter, using those theoretical concepts developed, indicates how they have

been used in practice to gather useful information and data complementing the theory.

In pursuance of this goal therefore, this chapter discusses; the approach adopted in

this study, reasons why that approach has been adopted, procedures for sampling, the

various research instruments, reasons for deciding to use them, how data was

coll-cted, coded and collated and finally the conclusion.

6.1 :\i) .PkOACHES 10 RESEARCH

6.1.1 Positivistic approach

There are at least three paradigms within which research may be conducted. These

are the positivistic, the phenomenological and the critical paradigms (Ivey, 1986).

Each of these paradigms reflects a particular perspective of reality. A positivistic

research paradigm is actually an attempt by both the social and human sciences to use
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methods and procedures of research usually applied in the natural sciences. Hence

within this paradigm, focus is mainly on quantification.

The researcher hereby argues that it would seem as though only quantitative strategies

(and not qualitative ones) are operationalised within the positivistic paradigm. This

then leads the researcher to see quantitative methodologies as the application of the

more theoretical positivistic approach.

According to the latter, even a typical human experience like signification as an

example, it is believed, can be expressed in terms of statistical figures, equations and

graphs. This perspective believes in the possibility of absolute objectivity, a position

denied and vehemently contested by both phenomenological and critical researchers

(Kuhn 1970, Turner 1974, Wagner 1975, Beard & Morrow 1981 and Lather 1986).

Positivistic research believes that, for this objectivity to be attained, the methods of

research must be valid and reliable, and if these two can be achieved, then the results

thus obtained will reveal' the truth'. Positivistic research also believes in form ulating

general or universal laws, just like in the natural sciences. These laws are formulated

on the basis of its quantitative empiricist findings which are in tum used for predicting

the outcomes of known causes. If fact even if it is the outcomes that are known,

according to this paradigm, causes could be inferred using positivistic methodologies

(Lather 1986, Harvey 1990 and Berg 1995).
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6.1.2 Some problems of positivistic approach

However, in this study, the researcher is mindful of the differences in terms of origin

and orientation between positivistic and critical approaches that may cause more

tension as they attempt to gather data and explain them. Positivistic approaches,

especially in South Africa and other places where domination by one group over

other(s) was the order of the day, have been used to mystify and mask information as

well as knowledge under the guise of objective facts (Beard and Morrow 1981). Ivey

(1986) in his celebrated article on 'Elements of a Critical Psychology' discusses

Habermas' theory that attempts to explain these differences. According to this article

any knowledge is produced in keeping with the basic cognitive interest underlying its

production. Basic cognitive interests relate to how society is organised. There are

three basic cognitive interests identified by Habermas and the Frankfurt School,

which are; (1) work, (2) language and (3) power.

According to this view, society is generally organised around work, and work is

necessary for the production of goods aimed at sustaining the livelihood of that

SOCI y. Thus in order to produce those goods, quantitative approaches are

operationalised. It is in doing so that prediction which is based on the formulation of

the general and universal Jaws in knowledge production is paramount in this kind of

research. Although these quantitative technologies were initially aimed at studying

the production of goods within the realm of natural sciences, because of their SUCCeSS

in those areas (natural sciences) especially during the industrial revolution,

researchers then wanted to apply them in the study of human beings as well. The

unfortunate pc-int that Habermas notes is that immediately this is the case then there is
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a possibility of treating human beings as though they were objects in a natural science

laboratory. Ivey (1986) even goes to the extent of saying that that quantitative

methodologies involve controlling of variables so that the effect of the treatment

factor can become clear and unconfounded in the research is not an epistemological

accident, but that, that is deliberate if the aim of the researcher is to control

(domesticate) the subjects of his/her research on behalf of the dominant status quo.

Critical theory as represented by the likes ofIvey, Habermas and Lather (1986) have

strongly objected against the use of quantitative methodologies in research precisely

because of this factor.

The argument is that in quantitative research (as is the case in all of positivistic

approaches), the researcher is the only 'subject' while the researched are treated as

quantifiable objects. The question of attempting to generate and produce absolutely

objective knowledge about human beings, it is argued by critical theory, destroys the

human dynamism (that enables the researched not to be static but to retain what is

essentially human, that is subjectness). Critical theory (Held 1981) argues that

positivistic approaches thus miss the point because they can never be absolutely

objective especially when studying human beings as they too do interpret the fluidity

of human experiences in a particular way which is not necessarily neutraL

6.1.3. Interpretative approach

The second basic COb'11111Veinterest identified is that of language. For human

interaction t'"\ take place, language is a precondition. Human beings are able to

become themselves through language. They are able to share their inner feelings and
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expenences with other human beings through language. In fact for work or

production of any kind to take place, language has to be used in order to facilitate it.

Thus language, according to Haberman and the Frankfurt School (lvey 1986),

becomes one other essential basic cognitive interest around which society becomes

organised.

Interpretative or hermeneutic approaches such as the phenomenological strategies see

language as the most important tool for researching and understanding particularly

human issues. This category of approaches want to allow the human being to speak

for himself This technique, according to this paradigm, restores the subjectness of

human being in research. They are not treated as mute objects as it is the case in more

positivistic approaches. In the latter, the researched are described from outside and if

they are allowed to speak it is merely in response to prepared, predesigned and

imposed questions.
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The only major problem which interpretative approaches have which critical theory

objected to is, that they do not thematise and critique power (Ivey 1986). Critical

theorists argue, according to Ivey, that even if human beings are allowed to speak

about themselves and their experiences in research, if they are not assisted (or

empowered) to critically look at how surplus power has somehow distorted their

conception of reality, they do not attain their full subject (human) status.
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6.1.4. Critical approach

To clarify the point above further, critical and phenomenological researchers do not

believe in quantifying, especially human experiences. They strongly argue that human

beings are dynamic and that their experiences cannot be treated in the same manner as

if they were objects in a natural science laboratory (Harvey 1990). Human beings

should be studied through particularly human methodologies that would respect and

enhance their subjectiveness. To add to this dimension, critical theory maintains that

all research is value laden. According to this perspective all research is mounted on

particular ideological orientations. Lather in order to clarify this point says;

The attempt to produce value-neutral social science is increasingly being
abandoned as at best unrealizable, and at worst self-deceptive, and is being
replaced by social sciences based on explicit ideologies ... Scientists firmly
believe that as long as they are not conscious of any bias or political agenda,
they are neutral and objective, when in fact they are only unconscious ...
(1986, P.257).

Habermas (Ivey 1986) has shown that society is also organised around issues of

power. That is, for an orderly society to exist where there is harmony and

productivity, there has to be some sort of exercise of power. But sometimes power

becomes surplus where it is exercised beyond the extent to which it is necessary. In

such instances human beings experience domination. Critical research thus assumes a

position aimed at producing knowledge that critiques and questions surplus power or

domination.

The concepts critical approach theory or research are thus used to denote this neo-

marxist approach to research formulated by Habermas and the Frankfurt School and
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not any very 'careful' research. This kind of approach is essentially emancipatory and

is geared towards liberating human understanding from an ideologically distorted

conception of reality.

It is at this stage that critical approaches that recognise the multiplicity of human

experiences and aspirations come into the picture. Critical approaches according to

Habermas restores the quality of subjectiveness to the researched as they are allowed

to speak on their own behalf. The aim of this approach is not to control for variables,

to formulate general and universal laws for purposes of prediction but it is to liberate

and emancipate the oppressed. The goal is to critique power whether it is overt or

covert. Objectivity according to this approach is not paramount because as Lather

notes, there is no such a thing as the truth, since the truth is not one thing but an ever-

increasing complexity (1986).

This study is aimed at empowerment of the researcher and the researched hence the

inclusion of critical approaches herein. But positivistic approaches are also

operationalised because if coupled with the critical strategies the power of analysis is

enhanced without necessarily falling into the trap of a purely positivistic research.

6.1.5 An integrated approach

This study attempts to present and inter, .et data from two seemingly contradictory

approaches, namely positivistic and critical. The strong points of both are synthesized

.nto one triangulating strategy .• This study looks at both quantitative (positivistically

orientated) and qualitative (critical theory orientated) research methodologies as

1";8

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



complementary rather than contestational. The main reason for triangulating these

two therefore is because while positivistic approach looks at broad patterns

extensively in terms of meaning construction of the three variables operationalised in

this study, critical approach is more in-depth and intensive in terms of some of the

major tendencies raised by the strategies.

In fact, when analysing signification of individual African identity and performance in

Mathematics constituting the focus of this study, it becomes clear that the best route

to follow is where triangulation of qualitative and quantitative methods are

implemented. For example, the fact that this study is dealing with meaning

construction makes it imperative to use more interpretative methodologies of critical

research. But at the same time quantitative approaches need to be implemented in

order to extensively lay bare facts and issues that could be intensively pursued

through quantitative methods. To substantiate the position adopted in this study Berg

notes that; "By combining several lines of sight, researchers obtain a better more

substantive picture of reality; a richer, more complete array of symbols and theoretical

concepts; and a means of verifying many of these elements" (1995, p.5).

6.1.6 The practicalities of an integrated approach in this study

Practically the above means that this study makes use of quantitatively orientated

instruments which are; Mboya's Self-Description Inventory-Il, Rotter's Internal-

External Control Scale and Tuekman's Maths Attitude Scale (MAS). The first two

are used to measure signification of individual identity while the latter together with
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Maths Ability Subscale from Mboya's Self Description Inventory II (MSDI-II) are

used to measure signification of performance in mathematics.

By way of triangulation, the qualitatively oriented discourse analysis strategy as put

forth by Fairclough and Thompson in Thompson (1982), Birch (1989), Duncan

(1993) and Tannen (1994), is also operationalised. The latter is used in order to

understand signification of African cultural identity, individual African identity and

performance in Mathematics.

The two perspectives used in concert tend to produce a more total picture of meaning

construction. Some of the issues of meaning construction inaccessible through the

quantitative instruments are ultimately obtained through discourse analytic strategies.

Furthermore discourse analytic strategies enhance the interpretative ability of the

study as well as its emancipatory objective.

MSDI - II, Rotter's I-E and MAS on the other hand enhance the possibility of

replication of the find.ings in other settings, something which discourse analysis may

have difficulty in achieving.

Because discourse analysis is a relatively new strategy of data collection and analysis,

its scientific status may still be in doubt, but if it confirms the findings obtained

through established quantitative approaches then acceptance of its findings also is

enhanced.
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On the other hand because currently there is movement towards use of discourse

analytic procedures away from positivistic ones (Duncan 1993), this study manages to

keep abreast with scientific developments thus, through discourse analysis it places

itself in a better position to contribute meaningfully to the ever expanding boundaries

of knowledge production.

In keeping with the above, this study therefore collects data, analyses and interprets

them in two stages these are reported in Chapters 7 and 8 respectively. Chapter 7

focuses mainly on quantitative data while Chapter 8 on qualitative data.

The following sections therefore discuss the operationalisation of the two identified

research methods respectively.

6.2 STAGE ONE: QUANTITATIVE OPERATIONALIZATION

6.2.1 Sampling

6.2.1.1. The Geographic location of the sample

Initially the intention was to conduct a research whose findings would have (external)

validity for the whole of the Free State Province. But this intention was dropped

because it was discovered that in striving towards a very broad external validity, the

.esearch would be sacrificing on its depth of nalysis and understanding. Hence it

"..'as decided to choose one magisterial district in the same province of the Free State

where research could be done. The choice fell on Mangaung which is the most

lSI
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central city in the whole of South Africa. It is also the capital city for the Free State

province which is experiencing phenomenal growth as people from all over the Free

State province in particular, migrate thereto in large numbers. Mangaung's total

population is Black/African while that of Bloemfontein, a nearby city, is

predominately white.

Mangaung boasts twelve secondary schools offering mathematics at standard 9 level

to exclusively African pupils. The target population in this study is all the African

pupils doing Standard 9 mathematics in Mangaung high schools. However the study

is aware that some of the findings may apply equally accurately to pupils in other

provinces or even countries beyond the targeted population.

6.2.1.2 Sizes of sample(s) from six schools

Out of the twelve high schools, six are included in this study. This represents 50% of

the total number of high schools in Mangaung. Schools that are included are those

whose principals we're willing to allow them to participate in this research. It may

therefore be assumed that this sampling was more or less random though not

necessarily in the conventional sense.

Pupils from the schools which are identified only as schools 'H', 'I', 'K', 'L', 'M' and

'S' for ethical and confidentiality reasons, constitute the sample in this study. The

total number of pupils in standard 9 mathematics classes per school differed in sizes;

in school 'H' they were 78 and 64: (82.19%) of them were included in the sample, in

school 'I' they were 120 and 111: (92.5%) of them participated in the study, in school
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'K' they were 101 and 92: (91.08%) took part, in school L; out of 57 pupils 46:

(80:7%) took part, from school 'M' out of a total of 120, 70: (68%) pupils were

included in the sample and from schools'S' 17: (68%) pupils out of a total of 25 took

part. The intention was to include all the pupils doing mathematics at the mentioned

level in all the six schools but it was not possible as on the days of the visits to

schools only the polled percentages were present.

6.2.1.3 'Per school analysis' versus 'Total sample analysis'

No attempt was made to have either an equal or proportional representation of all the

Mangaung standard 9 mathematics pupils in the sample. But because the sizes of the

sample are well beyond 50% it can be assumed that they actually stand for everything

that the target population stands for.

This sample of 400 pupils was not treated as one homogenous group as the

presentation and analysis of data show in chapters 6 and 7. The uniqueness of each

school was maintained and respected as pupils from each school were compared

among themselves where they had more or less similar educational experiences.

Keeping the samples in their schools' categories was also valuable because the

manner of marking and evaluating the pupils' tests in mathematics were very different

from one school to the other as shown in Chapter 7. It was thus not possible to define

high or low performers across schools on the basis of their average marks in

mathematics. Pupils in each school, exposed to more or less the same teacher and

his/her particular way of evaluating, were compared within each school respectively.
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Although patterns across schools as shown in Chapters 6 and 7 were still discernible,

comparison between high and low performers is still per school.

6.2.1.4 Controlling for confounding variables

The problem of a sample such as the one defined above which is more or less

'natural' in the sense that no artificial manipulation of variable was attempted, is that

there may be too many confounding variables at play thus distracting from seeing the

effect of, or on, the factors under study (Dixon & Massey 1969, Tuckman 1978,

Ferguson 1981). Such confounding variables are factors such as gender, size of the

family, family income, parents qualifications and so on which refer to personal

profiles or general socio-economic backgrounds of the individual subjects in the

sample. It was therefore necessary to control for some of these variables as shown

later in this chapter (see subheadings 6.2.1.5.1 to 6.3) so that the patterns that emerged

could not be ascribed to these factors, as statistically and mathematically, their effects

were minimised (controlled for). Thus, though in sampling this was not effected, in

analysis this was taken into consideration.

In all, 400 African pupils from six high schools offering mathematics in Mangaung

constituted the sample for stage one of this study. Confounding variables were

controlled for statistically. It also gave all standard nine pupils in the mentioned six

schools equal chances of being included in the sample without bias and this is what is

confirmed below where the groups of high and low performers are compared on

profiles .nd socio-economic backgrounds and ..'rey are found to be more or less

similar and coming from more or less similar backgrounds.
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6.2.1.5.1 Performance as criterion for selection.

6.2.1.5 Profiles and backgrounds of the subjects

Based on the discussion of problems relating to the absolutely objective assessment of

pupils' performance in mathematics made in Chapter 5, the decision was made to use

the real marks of pupils in three tests they wrote at each school, from the beginning of

the 1997 academic year until June thereof. Three tests were decided upon so as to use

a more or less consistent average performance per pupil as basis for looking at all the

three major variables in this study, namely signification of cultural identity, individual

identity and of performance in mathematics. These marks irrespective of how less

objective they might be, constitute the categories into which pupils are ultimately

classified by the educational system, that is whether pupils are low or high

performers. The continuous evaluation system operative in the sampled schools

means that this average of marks built over the academic year ultimately determines

whether a pupil gets promoted to the next class or fails. Thus in spite of any possible

shortcomings thereof they are a powerful tool for evaluation, categorisation and

decision making about the future of the pupils concerned. Therefore it made sense

not to construct any other independent test that may purport to be more objective than

the ones used by the teachers of the mentioned pupils that may (or may not) produce

categories different (and therefore 'unrealistic') from those which pupils are in effect

subjected to.
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However, because of glaring differences among the six schools in terms of these

marks it was further decided to compare pupils' performance per school and not

across schools. For example, the students' average marks in school 'Tl" ranged from

0% to 71%, in school 'I' they ranged from 6% to 68%, in school'K' from 19% to 96%,

in school ,. .' from 9% to 95%, while in school'S' they ranged from 12% to 41% and in

school 'M' from 0% to 58%. These percentages are averages of the three tests given

from the beginning of 1997 until June 1997 as explained.
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Therefore to identify the low and high performers based on the composite distribution

of all the 400 pupils sampled in the six schools would have compounded the problem

of comparing these two groups because of the above factors. Hence it was decided to

identify these two groups per school.

Thus, the term low performers refers to pupils within the lowest 25% category of

performance in each school while the high performers refers to pupils within the

highest 25% category of performance in each school. It was decided against using the

standard deviation as the benchmark because it was found out that if for example the

third standard deviation above and below were used as benchmarks for identifying the

high and low performers respectively, too many pupils would fall out of the net. But

conversely if one standard deviation above and below were used, too many pupils

would occur in both categories who were not distinctly different from each other in

terms of their performance. Therefore high performers and low performers are

relative categories, given the distribution of the pupils' performance in each school.

These groups are identified in relationship to all the other pupils in the same school,

subjected to the same mode of teaching and evaluation as well as similar conditions of

schooling generally.

To end this discussion it is necessary to mention that in line with the argument

advanced in this study, the category into which any pupil may be assigned on the

basis of his or her perceived performance then, that is, at the time of assessment and

evaluation, is not finite, it may change given the changed circumstances at the time of

the next or subsequent evaluations. That each of the 400 pupils sampled never

obtained the same mark in all the three 'continuous evaluation' tests, attest to this fact.

6.2.1.5.2 Distribution of sample according to performance

TABLE 6.1

School N x Std Mdn Behw Above
1 Std 2 Stl: 3 SId IS 25 35

P. (raw) 64 2907 18,5 25 11 I 0 I 0 10 I 3 I 0
L-. .
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H% 100 17 0 0 15,6 4,7 0
I (raw) III 26,05 12,4 25 18 0 0 17 3 0
1% 100 16 0 0 16 2,7 0
K (raw) 92 58,35 16,87 56 20 3 0 13 2 0
K% 100 21,7 3,3 0 14,1 2,2 0
L (raw) 46 43,3 20,63 36,5 9 0 0 6 1 0
L% 100 19,56 0 0 13,0 2,2 0
M (raw) 70 17,19 13,49 14 II 0 0 Il 3 1
M% 100 15,71 0 0 15,71 4,3 1,4
S (raw) 17 26,57 10,36 21 4 0 0 4 0 0
S% 100 23,52 0 0 23,53 0 °

School Range Lowest Middle Highest
25% 50% 25%

H (raw) ° to 71% 16 32 16
H% 25 50 25
I (raw) 6 to 68 28 55 28
I% 25,2 49,5 25,2

K (raw) 19 to 96 23 46 23
K% 25 50 25

L (raw) 9 to 95 12 22 12
L% 26,08 47,83 26,08

M (raw) o to 58 18 34 18
M%

S (raw) 12 to 41 4 9 4
S% 23,53 52,94 23,53

TOTAL SAMPLED = 400; n: sample size per school; Average

performance per school over 3 tests; std: standard deviation; mdn: median;

Below 1 Std,2 Std & 3 Std: Total number of scores below 1 standard deviation below
the mean and below 2 standard deviation below the mean, and below 3 standard
deviation below the mean respectively;

Above 1 Std, 2 Std & 3 Std: Total number of scores above one standard deviation
above the mean and so on;

Lowest 25%: number of scores within the lowest 25% of the total sample per school;

Highest 25%: number of scores within the highest 25% of the total sample per school;

Middle 50%: number of scores between the highest and the lowest 25% cater nes;

Raw: val ues not converted to percentages
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6.2.1.5.3 Identifying low and high performers' categories

From the above table it can be observed that using the lowest and highest 25%

categories, enabled this study to include many pupils from the sample in the study

unlike if standard deviations benchmarks were used. Further than that this

categorisation enabled the study to pull out distinctly different groups of performers

per school that would enable the study to analyse meaning constructions of these

clearly different groups without sacrificing the size of the sample significantly.

6.2.1.5.4 Analysing data per school

Another point to be observed is that the ranges of performance differ significantly

from school to school. The same applies for the mean. For example the mean of

school'H' is 29,07%, that of school'M' is 17,19%, that of school 'I' is 26,05%, that of

school'K' 58,35%, that of school'S' 26,57%, while that of school'L' is 43,31 %. The

same disparities exist in as far as the medians and standard deviations are concerned.

Thus it makes more sense to analyse the variables per school rather than treat all the

400 subjects as one composite sample .

6.2.1.5.5 . Distribution of performance per school

Wlien {)j il;; looks at the shapes of the various distributions one notes the following:

(i) that school'H' has the mean of29,07% and the median of24%, for school 'I'

the mean is 26,05% and the median is 25%, school'K' has the mean of 58)5%

and the median of 56%, school 'L' has the mean of 43,31 % and the median of

36,5%, school'M' the mean is ]7,19%, the median 14%, while school 'S's

mean is 26,57% and the median is 21%. The conclusion that may be drawn is

that all these distributions are more or less normal as the differences between

their respective mea's and medians are relatively small ranging from 1,05%

for school'l', through 2,35% for schoolK', 3,19% for school'M', 5,07% for

school 'H', 5,57% for school'S' and the largest difference being that of school
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'L' with 6,81%. However, it needs to be noted that all of them in actual fact

tend to be slightly negatively skewed because in all instances the means are

larger than the medians. The principle is that the median is robust while the

mean will always be pulled in the direction of where the majority of the scores

are as well as the extreme scores (Kleinbaum, Kupper, & Muller, 1988,

Elifson, Runyon & Haber, 1990). The differences amongst all these six

distributions though, are in terms of degrees, with school 'I' the least skewed

and school 'L' the most.

(ii) that in all the distributions there are very few extreme scores. Most of the

scores occur within one standard deviation around the mean. For example

when one looks at school'H' only 17% of the scores actually occur below one

standard deviation below the mean and also only 15,6% above one standard

deviation above the mean. A more or less similar trend can be observed with

the rest of the schools. It is only in as far as school 'K' is concerned that there

are any scores below the 2nd standard deviation below the mean, about 3,3%

of the scores to be precise. As for the rest no scores at all in this category.

However, above two standard deviations above the mean, all the distributions

have some scores therein with the exception of school'S'. But it needs to be

noted that even for those distributions with scores in the latter category the

percentages thereof are relatively small; school'H' has only 4,7%, school'!'

2,7%, school 'K' 2,2%, school'L' 2,2% as well as school'M' 1,4%. Then in as

far as the third standard deviation above the mean is concerned, only school

'M' has 1,4% of the scores occurring above that. This further confirms the

point that in all the distributions there is a lot of clustering around the mean

implying that in actual fact the mean is a good reflection of the performance in

those various schools respectively.

(iii) that for a distribution to be normal, around 68% of the scores should be within

one standard deviation around the mean tapering out until around 95% of the

scores fall within the 3rd standard deviations around the mean (Dixon &

Massey, 1969; Freund & Simon, 1992). .n the case of the distributions under

discussion around 68% of the scores fall within one stand .:d deviation around

the mean except for school'S' where only 53% of the scores is actually within
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TABLE 6.2

School
Performance
Category
Boys
Percentage
Girls

nge. The conclusion is therefore that almost all the distributions while

r less normal they are at the same time more peaked (Leptokurtic)

han the ideal mesokurtic.

Total L25% H25% M50% TS L25% H 25~o 1\150%
Sam led

28 6 9 13 51 Il 16 24
43,75 9,38 14.06 20.31 45,94 9,91 14,41 21.62
36 10 7 19 60 17 12 31

Conclusions from the performance distribution

cussion therefore justifies the fact that the pupils in terms of their

eem to be more similar than different. Thus the best way to lift out

ces would be to focus more on the extreme scores without shrinking the

nalysed on the three variables (namely; signification of cultural

dual identity and performance in mathematics) significantly.

being confirmed by this lack of extreme differences is that performance

is non-essentialist and mobile. It is not necessarily an inherent

hat cannot be changed. It is closely linked to how one makes sense of

pupils who may be described as either low performers or high

pectively, given appropriate circumstances and perhaps enhanced self-

it is possible for them to move from one end of this short continuum to

e differences are not great and not airtight.

Distribution: Performance over gender

w shows the distribution of boys and girls according to performance in

umber that occur within the lowest and highest 25% categories as well

50% and the total sample per school. The table also shows these figures
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Percentage 56,25 I 15,63 I 10,94 I 29,69 54,05 15,32 10,81 27,93
Total 64 I 16 I 16 I 32 IIl 28 28 55

School K L
Boys 30 5 10 15 Il 3 4 4
Percentage 32,61 5,43 10,87 16,30 23,4 6,38 8,51 8,51
Girls 62 18 13 31 36 9 8 18
Percentage 67,39 19,57 14,13 33,70 76,6 19,15 17,02 38,30
Total 92 23 23 46 47 12 12 22

School M S
Boys 23 6 9 8 6 ° 1 5
Percentage 32,86 8,57 12,86 11,43 35,29 ° 5,88 29,41
Girls 47 12 9 26 Il 4 3 4
Percentage 67,14 17,14 12,86 37,14 64,7 23,53 17,65 23,53
Total 70 18 18 34 17 4 4 9

From the above table 6.2, boys sampled in this study make up 43,75% of the total

sample of 64 pupils from school 'H'. The girls make up 56,25%. Within both the

lowest 25% category and the middle 50% category this proportion of gender

representation is more or less maintained. It is only in the highest 25% category that

boys become more than girls by about 3,12%. What this means is that in school'H'

boys tend to perform better than girls although by a relatively small margin.

In school 'I' where the total sample is 111 pupils, 45,94% thereof is made up of boys

while 54,05% is girls. Like in school'H' this proportion wherein girls are more than

boys in both the lowest 25% category as well as the middle 50% category, is

maintained. Similar to school'H', boys in school 'I' tend to perform better than girls

as in the highest 25% category boys make up 14,41% while girls about 10,81%. The

difference is 3,6%.

Looking at schoolK' where out ofa total sample of92 pupils boys make up 32,61%

while girls make up 67,39%, the proportion of difference in terms of representation in

all the performance categories is maintained throughout. This means that both

genders perform the same. There is no one performing better than the other. That

there are more girls in the highest 25% category means that it is due to their relatively

larger number in the total sample.

The same situation a" in school'K' obtains in school 'L' where girls are r..ore than

boys in all the performance categories because they constitute 76,6% of the total small
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sample of 47 pupils. Here boys only make up 23,4%, thus no one gender group can

be said to perform better than the other.

In school 'M' though, boys constitute only 32,86% of the total sample of70 pupils,

they are equally represented in the highest 25% category together with girls. There

are 9 boys and 9 girls in this category. This means that boys are performing slightly

better than girls since they are more than their proportion of representation in this high

performing 25% category.

In school'S' where girls make up 64,7% of the total sample of 17 pupils, this

numerical superiority of girls is maintained across all the other performance

categories. This means that no one group is better than the other.

On the whole it is only in schools 'H' and 'I' that boys seem to be more than girls in the

highest 25% category of performance although they are fewer than girls in the total

sample. In schools 'K', 'L' and'S' girls are more than boys in all the performance

categories and this though it may seem to be easily explained in terms of their overall

numerical preponderance, care should be taken not to oversimplify as this may also be

a true reflection that in those schools girls perform better than boys. What this study

wishes to emphasise is that there may be other reasons explaining the better

performance of girls than boys in these three schools (namely 'K', 'L' and'S"), reasons

which this study could not adequately investigate as they go beyond the focus of this

research. It is only in school 'M' where boys and girls are equally represented in the

highest 25% category, though this seems to be giving an impression that boys are

better than girls in this school since in the whole sample they are fewer.

Based on the above the conclusion that may be drawn is that this study was not able to

determine beyond any reasonable doubt that either boys or girls are better in terms of

performance. The two grorps seem to be the same in terms of performance

irrespective of gender.
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6.2.1.5.8 Distribution: Performance over size of the family

Table 6.3 shows the distribution of the sizes of families from which the sampled

pupils come, over performance. Like in table 6.2, the three performance categories

(highest 25%, lowest 25% and middle 50%) are used.

TABLE 6.3

School H I
Performance Total L25% H25% M50% Total L25% H25% M50%
Category Sampled Sampled
Average 64 3,38 3,3 3,9 III 4,35 4,39 4,16
family size

School K L
Average 92 3,82 4,26 4,52 46 4,17 3,66 3,64
family size

School 1\1 S
Average 70 4,17 4,67 4,24 17 4,5 4,25 4
family size

In school 'H' the sampled pupils' families seems to be more or less the same in terms

of size across all performance categories. The same goes for schools 'I', 'M' and'S".

In school 'K' however, it seems as though pupils coming from relatively smaller

families do not perform well compared to those coming from relatively' igger

families. School 'L' on the other hand presents a different picture. In this school it

seems that pupils coming from relatively larger families tend to perform poorly

compared to the smaller ones. The ultimate effect of the above is that they cancel

each other out, meaning that performance will vary or be similar irrespective of the

size of the family of the individual pupil. On the other hand it seems that per school,

almost all the pupils come from relatively similar families in terms of size, and what

accounts for their differentiated performance is definitely not the size of the families

they come from.

6.2.1.5.9 Distribution: Performance over family income

Table 6.4 shows the distribution of oerforrnance in relation to the incomes of the

families of the sampled pupils, as one other index of the pupils' socio-economic

status.
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TABLE 6.4

School H I
Performance L25% H25% M50% L25% H25% M50%
Category
Average 3,13 3,13 3,53 2,46 2,53 2,1
family income

School K L
Average 2,65 4,39 4,54 3,75 3,50 4,31
family income

School M S
Average 4,22 4,66 4,26 1,75 4 2,66
family income

Key:
0: Do not know how much the family's income is;
1: R2000 plus per month;
2: RI500 - R2000;
3: RI000 - RI500;
4: R800 - Rl 000;
5: R350 - R800;
6: RSa - R350;
7: No income or unemployed

From the above table, families of pupils in all the performance categories in school 'H'

tend to earn an income in the Rl 000 to RI500 bracket per month. There are no

significant differences among the family incomes in this group. In school 'I' as well,

there are no significant differences among all the three performance categories in

terms of the average family incomes per month. All the categories range from R1500

to R2000. The situation in school 'M' is also the same as in the two aforementioned

schools. Here the family income per performance category range from R800 to

RIOOO. In school 'L' the situation is slightly different, with the lowest 25% category

of performance being more or less the same as the highest 25% category in terms of

the average family income which ranges from Rl 000 to R 1500 per category. The

middle 50% category stands separately, ranging from R800 to RIOaa. The point

shown here is that for pupils to perform better, family income does not seem to be a

ci!:,rnificantfactor. In fact in sc. .iols 'K' and'S' when the average family income

oecornes less then the pupils tend to perform better. For example the families of

pupils ir. the highest 25% performance category and the middle 50% of school 'K'

earn in the region of R800 and Rl 000 while those in the lowest category earn in the

region of R 1500 to R2000. The same situation obtains in school'S' though here the
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differences in terms of average family incomes are more pronounced as pupils in the

highest 25% category come from families that earn in the region ofR800 to RI000

while those in the lowest 25% earn from R2000 and above.

The conclusions that may be drawn therefore are that; family incomes of the sampled

. .ipils do not explain how wel! or not do pupils perform, at worst, in some schools

pupils coming from comparatively well to do families tend not to perforrn as well as

those coming from relatively poor homes. Another important point worth noting is

that the families in all the schools are not very different from each other (most of them

are within the RIOOOto RI500 and R800 to RIOOObracket in terms of income,

though the pupils may be, in terms of performance. Therefore family income as one

of the indices ofsocio-economic status of the sampled pupils' background does not

show significant differences among families in terms of this background per school.

Pupils come from more or less similar family backgrounds, meaning that no one

family (or pupil) is more advantaged or disadvantaged than the rest.

6.2.1.5.10 Distribution: performance over parent s highest qualification

TABLE 6.5

School H
Performance L25% H25% • M50% L25% H25% M50%
Category
Parents highest 3,56 3,31 3,38 2,60 2,93 2,47
Qualification

School K L
Parents highest 3,52 3,74 3,52 3,33 4,14 4,17
Qualification

School M S
Parents highest 3,89 3,94 3,97 2,25 3,75 3,44
Qualification

Key: Parents highest qualifications:
o = the pupil does not know
I = tertiary qualification
') = professional qualification before tertiary education
3 = senior high school (e.g. Std 10)
4 = junior high school (e.g. Std 8)
5 = primary school (e.g. Std 6)
6 = no education at all
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From Table 6.5 it can be observed that in schools 'H', 'I', 'K' and 'M', the parents'

highest qualifications are more or less similar across the three identified performance

categories. What this means is that high performing pupils and low performing pupils

are more or less similar in terms of the level of education of their parents. Although

there may be variations from school to school, but within schools where comparison

is most appropriate, the differences are not there. For example the highest

qualifications of the parents of low performing pupils in school 'H' on the average are

(3,56) meaning that they have at least a senior high school qualification which is the

same as that of parents of high performing pupils (3,38) in the same school.

In as far as parents of pupils in school 'L' and'S' are concerned, it is observed that

the higher the pupils perform, the less educated are the parents. It is beyond the scope

of this study to speculate as to the cause, but the important point to be noted is that

parents' qualifications as another index of the pupils' background do not seem to play

a role in as far as explaining differentiated performance among the pupils per school.

In fact the pupils, irrespective of their performance, seem to be the same in terms of

the material conditions from where they come.

6.2.1.5.11 Distribution : Performance over parents' work

TAB".E 6.6-- ._-

H: SAMPLE 64 I: SAMPLE 111 K: SAMPLE92

# % # % # %
Lowest 25%
Parents' work

Professional beyond Std 10
=1 3 18,75 I 3,7 0 0
Professional below Std 10 = 0 0 0 0 0 0
2
I3usines siS el f-em ployed 2 12,5 3 11,11 0 0
=3
Non-professional = 4 7 43,7 12 4-144 17 73,91 I

'..
Unemployed = 5 I 6,25 5 1 ~. ;2 3 13.04._.

Respondent doesn't know = 3 18,75 6 22,22 3 13,04
6
-'-OTAL 16 100 27 110 23 100
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Higest 25%
Parents' work
Professional beyond
Std 10 = 1 0 0 2 7,14 4 17,39
Professional below 1 6,25 I 3,57 0 0
StdlO=2
Business/Self-employed 0 0 2 7,14 0 0
=3
Non-professional = 4 8 50 14 50 12 52,17
Unemployed = 5 4 25 5 17,86 2 8,70
Respondent doesn't know 3 18,75 4 14,29 5 21,74
=6
TOTAL 16 100 28 100 23 100
Middle 50%
Professional beyond
StdlO=1 3 9,38 4 7,37 3 6,52
Professional below 0 0 2 3,64 4 8,70
Std 10 = 2
Business/Self-employed 2 6,25 3 5,45 5 10,87
=3
Non-professional = 4 15 46,88 28 50,91 22 47,83
Unemployed = 5 6 18,75 10 18,18 5 10,87
Respondent doesn't know 6 18,75 8 14,55 7 15,22
=6
TOTAL 32 100 55 100 46 100
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L: SAMPLE 47 .M : SAMPLE 70 S: SAMPLE 17

# % # % # %
Lowest 25%
Parents' work

Professional beyond Std 10
= 1 2 16,67 2 II, II 0 0
Professional below Std 10 = I 8,33 I 5,56 0 0
2
Business/Sell-employed I 8,33 0 0 1 25
=3
Non-professional = 4 6 50 12 66,67 I 25
Unemployed = 5 1 8,33 1 5,56 1 25
Respondent doesn't know = 1 8,33 2 11,11 1 25
6
TOTAL 12 100 18 110 4 100
Higest 25%
Parents' work
Professional beyond
Std 10 = I 2 16,67 0 0 0 0
Professional below 0 0 0 0 2 50
Stdl0=2
Business/Self-employed 3 25 0 0 0 0
=3
Non-professional = 4 I 4 ~ ........ ""I 6 33~33 I 25I .) .),.)"

Unemployed = 5 1 8,33 10 55,55 1 25
Respondent doesn't know I 2 16,67 2 11, II 0 0
=6
TOTAL I 12 100 18 100 4 100
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Middle 50%
Professional beyond
Std 10= 1 2 9,09 I 29,41 1 Il,Il
Professional below I 4,55 0 0 0 0
Std 10 = 2
Business/Self-employed 0 0 4 11,76 0 0
=3
Non-professional = 4 Il 50 16 47,06 7 77,78.-

Unemployed = 5 6 27,27 10 29,41 0 0
Respondent doesn't know 2 9,09 3 8,82 I 11,11
=6
TOTAL 22 100 34 100 9 100

Table 6.6 shows the 'non-professional' work category as representing the highest

number of pupils irrespective of school or performance category. The second largest

percentage is that of the unemployed and those where children do not know as to what

work/occupation the parent or guardian does. To clearly demonstrate these points,

when one looks at all the schools starting from school 'H' going along the alphabetic

order until school'S' one notes that pupils' whose parents do non-professional work

constitute; 43,75%,44,44%, 73,91 %,66,67%,50%,66,67% and 25% respectively of

the lowest 25% performance category. In the highest 25% performance category the

percentages are still significantly high for the 'non-professional' parents starting from

'H' 50%, 'K' 52,17%, 'L' 33,33%, 'M' 33,33% and'S' 25%. Even in the middle

50% category this trend still occurs. The representation per school are 'H': 46,88%,

'1': 50,91 %, 'K': 47,83%, 'L': 50%, 'M': 47,06% and'S': 77,78%.

The second largest groups are alternatingly the unemployed group and the group

where the respondent did not know. This pattern is maintained throughout the sample

schools.

The groups where parents do professional work beyond Std 10, professional work

below Std 10 and/or are self-employed are very small. Starting with the professional

work beyond Std 10 the following is noted: for pupils occurring in the lowest 25%

from school 'H' they constitute 18,75%, school T 3,7%, 'K' 0%, 'L' 16,67%, 'M'

11,11% and'S' 0%. Even in the highest 25% category the same pattern obtains: 'H'

0%, T 7,14% 'K' 17,39%, 'L' 16,67%, 'M' and'S' respectively are 0%. In the

01: -:dle 5C ó performance category the statistics shows the same pattern: 'H' 9,38%,

T 7,27%, 'K' 6,52%, 'L' 9,09%, 'M' 29,41% and'S' 11,11%.
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The conclusions that can be drawn from the above are that most of the sample pupils

come from the lowest ranks of the working class and the unemployed groups. Further

than that it may also be concluded that the pupils' social class is not a significant

factor in determining their performance. In fact if social class was a factor, there

should have been a more than enough representation in the highest 25% performance

category of pupils coming from homes where parents are professionals beyond and

below Std 10 as well as self-employed business people. But the fact of the matter is

that the lower working class and unemployed groups (non-professional, unemployed

and respondent doesn't know grcups) are proportionally represented in the lowest

25%, highest 25% and middle 50% performance categories, just like the relatively

higher to middle class group (that is professionals beyond and below Std 10 and self-

employed business people).

The observation above confirms the trend that has been noted with all the other

variables from Table 6.1 to 6.6. The fact is that pupils come from more or less the

same social class. There are more similarities among the sample than differences.

The variable .crutinised up till now map out their respective backgrounds and patterns

which show that though performance among the low 25% (L 25%) category differ

from that of the highest 25% (H 25%) per school, in terms of all the other factors

these pupils are similar.

6.2.1.5.12 Distribution: Performance over the number of years at same

school

TABLE 6.7

[ School II
Performance L 25% H 25% \1 50% L :::5% H 25% \150%
Category
Number of vears 2.69 2,81 3,34 3 3,43 3,05

School K L-
:--Jumber of years - '3 3,13 3,33 3,25 3,25 3,64

School M S
Number of vears 3,06 3,56 3.85 2.5 3,75 3,33
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Table 6.7 shows that in all the schools, the pupils who performed in the lowest 25%

category and the highest respectively, spent more or less the same number of years at

the present school. This means whether a pupil started attending any of these schools

a year, or two, or five ago he/she was not privileged by that factor in as far as

performance was concerned. Again it was confirmed that on the whole all the pupils

spend more or less the sarie number of years at their present schools with a few slight

variations. The number of years ranged from around 2,5 to 3,85. Itwas only in

school 'H's L25% and H25% categories as well as school 'S's L25% category that the

average number of years were less than three. fn the rest, it was at least three. The

conclusion is that the sample is more or less homogenous in as far as this factor is

concerned.

6.2.1.5.13 Distribution: Performance over class repeated or not

TABLE 6.8

School H J
Performance L25% H25% M50% L25% H25% M50%
Catezorv
Repeated class 7 2 20 19 15 30
Percentage 43,75 13,33 62,5 67,86 53,57 54,55
Never repeated a 9 13 12 9 13 25
Class I IPercentage 56.25 86,67 37,5 32,14 46,43 45,45

School K L
Repeated class 8 4 17 9 6 17
Percentage 34,78 17,39 37,78 75 50 77,27
Never repeated a 15 19 28 3 6 5
Class
Percentage 65,22 82,6 62,2 25 50 22,73

School M S
Repeated class 11 14 24 3 2 3
Percentage 61,11 77,78 70,59 75 50 33,3
Never repeated a 7 4 10 1 2 6
Class
Percentage 38,89 22,22 29,41 25 50 66,66

Table 6.8 shows that in school 'H' 43,75% of the pupils who occur in the lowest 25%

performance category actually repeated some class in their schooling career while

56,25% of those pupils in this category never repeated a class. Then 13,33% who

occur in the highest 25% category say they did repeat a class, while 86,67% in this

same categ 'claim that they never repeated a class. Wl..'> the mentioned data from
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the two categories just discussed give the impression that the highest performers

hardly ever repeated a class, the middle 50% category in this same school shows

62,5% of the pupils occurring in this category having repeated a class while 37,5%

never repeated.

Contrasting the above school with school 'I' it is observed that 67,86% of those pupils

occurring in the 25% lowest performance category did repeat a class. At least this is

to be expected as shown and confirmed in school 'H' that there are more repeaters in

the lowest 25% category than non-repeaters. But the highest 25% category of this

school's sample contradicts all the above, as 53,57% of those pupils who occur in this

esteemed category confessed to having repeated a class at least once. The same goes

for the middle 50% category of performance in this same school, where 54,55% of the

pupils have repeated a class while only 45,45% did not.

In school 'K' the findings made in school 'H' are confinned as here 82,6% of the

pupils in the highest 25% category never repeated class while only 34,78% of the

pupils in the lowest 25% category ever repeated a class. It would seem from the

above that sometimes there are more repeaters in the lowest 25% category than non-

repeaters as would be expected, but at other times there are more repeaters in the

highest 25% category than non-repeaters.

School 'M' confirms the latter observation. In this school there are about 77,78%

repeaters compared to only 22,22% non-repeaters in the highest 25% category of

performance in this school. This could not have been expected as 61, Il % of pupils in

the lowest 25% category were actually repeaters. The four schools do not show

repeaters as exclusively found in the lowest 25% category or highest 25%. The two

categories alternate across the four schools in having relatively larger representation

of repeaters and non-repeaters respectively.

This trend is confirmed in both schools 'L' and'S' where in the highest 25% category

repeaters and non-repeaters in both schools would be exactly 50% respectively, thus

ing neither category a monopoly 0\ ~r repeaters or non-repeaters.
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In short, the data show yet again that even distribution of pupils in the sample, across

the highest 25% category and the lowest 25% category irrespective of whether the

pupils \vere repeaters or not. This last point further increases the number of

similarities among all the pupils in the sample.

6.2.1.5.14 Distribution: Performance over number of years of Maths

exposure

TABLE 6.9

School H r
Performance L25% H25% M50% L25% H25% M50%
Category
Number of years
doing mathematics
beyond Std 6

I 0 0 0 0 0 2
2 1 0 0 0 I 0
3 3 0 4 2 7 14
4 12 16 27 26 20 39
5 - - I - - -
6 - - - - - -
7 - - - - - -

School K L
1 I 1 0 0 0 0
2 0 I 0 0 0 0
3 3 12 16 0 0 'l...
4 19 9 30 12 12 20
5 - - - - - -
6 - - - - - -
7 - - - - - -

School M S
1 0 0 0 0 0 0
2 2 I I 0 0 0

I 3 4 3 I 0 0 0
4 10 14 31 4 4 9
5 2 - 1 - - -
6 - - - - - -
7 - - - - - -

Table 6.9 shows very clearly that in all the schools without any significant variation

most of the pupils were in their fourth ye-r of mathematics study beyond Std 6. There

arc however still some instances where pupils were just beginning with their

mathematics, seemingly for the first time in Std S-. This is the case only in school 'K'

v..'here I pupil occurred in the lowest 25% category and the highest 25% category
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respectively. In spite of their limited exposure to the study of mathematics, two

occurred in the middle 50% category of school'1'. Those who were in their second

year of exposure to the study of mathematics, I occurred in the lowest 25% category

of school 'H', I in the highest 25% category of school'!', another I in the highest 25%

category of school 'K', 2 in the lowest 25% category of school 'M', I in the highest

category of the same school and the last 1 in the middle 50% category of this same

school. More pupils started to be represented where the number of years increased to

three and four. Only four pupils in the whole 400 sample reported to have done

mathematics for five years beyond Std 6.

The conclusion that can be drawn is that most of the pupils in the sample have the

same experience with high school mathematics which is around three to four years.

Another point worth mentioning is that the lesser or more one was exposed to

mathematics in the sampled group seems not to have given them any added

advantage. Pupils were more or less similar in this respect as well.

6.2.1.5.15 Distribution: Performance over best / worst subject.

TABLE 6.10

School H r
Performance L25% H25% M50% L25% H25% M50%
Category
Best subject

1 10 5 24 9 21 27
2 2 5 5 10 2 12
3 3 2 2 8 5 13
4 0 0 0 1 0 3
5 1 0 - 0 0 0

School K L
1 13 21 31 8 7 8
2 0 0 5 2 I 8
3 10 2 8 I 4 5
4 0 0 0 0 0 0
5 0 0 0 0 0 0

School M S
1 6 15 13 I 3 8
2 5 3 Il 0 0 0
3 7 0 9 3 I I
4 0 0 I 0 0 0
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5 5 0 0 0 0 0
School H I

Worst subject L25% H25 M50% L25% H25% M50%
1 9 8 15 23 11 28
2 3 0 10 2 5 9
3 0 7 2 0 5 2
4 0 0 0 0 0 3
5 0 1 0 0 0 0

School L K
1 9 2 9 6 6 21
2 2 5 2 14 Il 9
3 1 3 4 1 2 24
4 0 2 5 10 0 7
5 0 0 1 0 0 0

School M S
1 11 9 21 2 1 4
2 4 8 Il 0 1 5
3 0 0 0 0 1 0
4 0 0 0 0 0 0
5 0 0 2 0 0 0

Key:
1 Maths and natural sciences
2 Languages
3 Accounting and commercial subjects
4 General subjects like history
5 Any other subject not provided for

It needs to be mentioned that sometimes pupils in the sample could be assumed to be

confused in their choice of their 'worst' and 'best' subject since invariably they chose,

say, one subject in category 1 as their worst subject, and still another subject in the

same category 1 as their best subject and so on. The fact of the matter is that there is

no confusion it isjust that the categories tended to net very widely. A pupil for

example chose maths as hislher best subject which is identified as '1' and again went

on to choose Physical Science as his/her worst subject which was also identified as '1'.

The above table shows that 10 pupils in the lowest 25% category of school 'H'

identified one subject in the mathematics and natural science stream as their best

subject while 9 in the same category chose one other subject in the same category as

their worst. Two in the same school identified languages as their best while 3 in the

same category and school, identified languages as their worst subject. In the highest

25% category 5 pupils identified one subject in the maths and natural science as their

best whil» 8 in the sa ..le category did not like one other subject in the maths and
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natural science group. Again 24 pupils in the middle 50% category liked one subject

in the maths and science category while 15 did not like on other subject in the same

group.

In fact looking at Table 6.10 as a whole, it is not easy to discern any clear cut patterns

as there is too much variation and variability except to mention that the categories that

were best liked were the mathematics and natural sciences, the languages and the

accounting and commercial sciences streams, mainly because pupils doing

mathematics in the sampled schools also chose to do natural sciences as well as

commercial sciences. But all of them anyway had to do all the three languages

namely English, Afrikaans and Setswana. So sometimes they would like maths but

not like Biology, Physical Science or vice versa. Sometimes they would identify

Biology or Physical Science as their best subject but not like mathematics. The same

goes for languages and commercial sciences streams.

The fact that there are no patterns in as far as the sample's preferences and dislikes are

concerned, is yet another 'proof that pupils in the sample were not biased in any

direction or other. That they were in the mathematics class did not mean that they

liked all the other natural or commercial subjects respectively. Some did while others

did not. The samples were e verily spread across all the possible categories of choice

and performance. That some were in the highest 25% category of performance in

mathematics did not necessarily mean that they preferred maths and all the other

natural sciences, some did yet others did not. This lack ofpattern(s) is further

enhanced if one looks at the multiplicity of preferences and dislikes across the

diversity of the six schools.

6.2.1.5.16 Distribution: Performance over aspired for occupation

TABLE 6.11

School H . OVERALL = 64 I • OVERALL = IlO
Performance L 2S~Ó H2S% \\150% L25% H15~/~ \\150%
Category
Aspired for ~/ó % % % I % %

~~cupation
III the 8 SO 8 50 13 40,6 6 22,2 12 : 44,4 21 38,1
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natural 3 2 4 8
sciences
In the 0 0 0 0 0 0 0 0 0 0 0 0
languages
In the 1 6,25 7 43,7 2 6,25 6 22,2 3 11,1 14 25,4
commercial 5 2 I 5
sciences
In the 5 31,2 0 0 12 37,5 3 Il, I 6 22,2 7 12,7
general 5 I 2 3
stream (like
teaching)
Other 0 0 0 0 2 6,25 2 7,41 2 7,41 1 1,82
choices
Don't know 2 12,5 1 6,25 3 9,38 10 37,0 5 18,5 12 21,8

4 2 2
TOTAL 16 16 32 27 28 55

School K: OVERALL = 91 L : OVERALL = 46
In the Il 47,8 13 56,5 24 53,3 6 50 6 50 12 54,4
natural 3 2 3 4
sciences
In the 1 4,35 1 4,35 0 0 0 0 0 0 0 0
languages
In the 8 34,7 5 21,7 9 20 1 8,33 4 33,3 2 9,09
commercial 8 4 3
sciences
In the 2 8,69 0 0 8 17,7 3 25 0 0 5 22,7
general 8 3
stream (like
teaching)
Other 0 0 0 0 1 2,22 I 8,33 0 0 1 4,55
choices
Don't know I 4,35 4 17,3 3 6,67 I 8,33 2 16,6 2 9,09

9 7
TOTAL 23 23 45 12 12 22

School M : OVERALL = 70 S: OVERALL = 17
In the 5 27,7 13 72,2 10 29,4 I 25 2 50 8 88,8
natural 8 2 9
sciences
In the 0 0 0 0 0 0 0 0 0 0 0 0
languages
In the 7 5,56 I 5,56 12 35,2 3 75 1 25 I I 1,I
commercial 9 1
sciences
In the 5 27,7 3 16,6 8 23,S 0 0 1 25 0 0
general 8 7 3
stream (like
teaching)
Other I 5,56 0 0 0 0 0 oJ 0 0 0 0
choices
Don't know 0 0 I 5,56 4 11,7 0 0 0 0 0 0 I6
TOTAL 18 18 34 4 4 9 i

1'":'6

T ble 6.11 shows that irrespective of the level of performance or the school, only two

pupils from sel -ol 'K', one in the lowest 25% and the other in the highest 25%
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category, chose a career in the languages. Taking the total sample of 400, then two is

not a significant number. Thus the conclusion can be drawn that almost all the

sampled pupils do not prefer a career that has anything to do with the languages.

The majority of the pupils in all the schools across all the three performance

categories tend to prefer a career either in the natural sciences or commercial sciences

stream depending, it would seem, on their specific area of concentration. Those

taking majority natural sciences subjects prefer a career in that direction while those

taking majority commercial subjects, prefer a career in that direction as well.

Looking at school 'H' it becomes clear that irrespective of whether a pupi I is in the

lowest 25% or highest 25% category, they share preferences with 50% from each of

those categories preferring a career in the sciences. From the middle 50% category a

significant number, about 40,63% have the same preferences of career as the former

two performance categories. About 43,75% of performers in the highest 25%

category prefer a career in the commercial subjects. What is interesting is that none

of the pupils in the highest 25% category prefers either a career in the general stream

like teaching or have any other choice not mentioned. Only one pupil does not know

what he/she wants to become in future. In the lowest 25% category about 51,25%

would want to pursue a generalist career like teaching while none has any other

choice than those mentioned. Only 2 pupils in this category still do not know what

they want to become. In the middle 50% category, a significantly large number want

to pursue a generalist career, about 37,5% with 20fthem wanting some other career

not mentioned in the list, while 3 others still have not decided what to become. The

conclusion that can be drawn from school'H' is that high performers prefer a career in

either the natural or commercial subjects while low performers prefer a career either

in the natural sciences or a more generalist one like teaching. Neither the low or high

performers have any other career choice except that 2 and I of them respectively have

not made their minds up yet about career choice.

In school 'I' most high performers, about 44,44%, prefer a career in the natural

sciences while a significantly large number of low performers about 37,04% still do

not know as to what they want to be orne in future. Comparatively speaking the

middle 50% performers, about 38,18% of them, prefer the natural sciences career and
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25,45% prefer the commercial sciences career, 21,82% of them are still confused

about career choice. The conclusion that can be drawn from school 'I' is that high

performers have a more clear idea about what they want to become in the future while

low performers are not as sure.

In school 'K', 47% of low performers,,56,52% of high performers and 53,33% of the

middle 50% category performers prefer a career in the sciences. There is thus no

significant difference in terms of career preferences across these three categories. But

most low performers comparatively, about 34,78% still prefer commercial sciences

careers while only 2L74% of high performers do. The conclusion that might he

drawn is that there are in actual fact no significant differences across the

performances categories in this school in terms of their career preference. Pupils do

not choose a particular career because they are low or high performers but because it

is in line with their area of specialisation/concentration.

The situation in school 'L' is not different; about 50% of low performers, 50% of high

performers and 54,55% of the middle 50% category prefer a career in the natural

sciences. None of these pupils want a career in the language. In as far as high

performers are concerned none of them prefer a generalist career like teaching or any

other choice not specified in the research. About 25% of the low performers it would

seem would still like to try their hand at some generalist career like teaching. The

conclusion that may be drawn is that, it would seem that career choice is not so much

determined by performance as it is by one's area of specialisation. However with the

[ugh performers their choice is either commercial sciences career or natural sciences

one or nothing. while low performers would still choose a more generalist career like

teaching if their choice of natural science career does not succeed.

In school 'M' an overwhelming majority of the high performing pupils, about 72,22%

of them would prefer a career in the natural sciences while the low performing ones

are equallv divided between either a career in the natural sciences. about 27.78 J. or a

more general career like teaching. N .ne of the low performers have not made up

their choices yet. None of the high performers would like any other career not

specified in the list. The middle 50% category of performers ar' more or less equally

spread over a career in the natural sciences, about 29,4%, a career in the commercial
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sciences about 35,29%, and a more generalist career, about 23,53%. The conclusion

that can be drawn is that high performers are more clear in terms of their choice in the

natural sciences unlike low performers who still have room for a generalist career

should their natural sciences career fail, but that is the only other choice they have or

are prepared to make at this point in time.

In school'S' 50% of high performers want a career in the natural sciences while an

overwhelming number of low performers, about 75%, would prefer a career in the

commercial subjects. In this school the low performers are more resolute in their

choice of career than high performers. Other than a career in the commercial

sciences, only about 25% of the low performers would choose a career in the natural

sciences as their other choice and nothing else. The high performers in this school

over and above choosing the natural sciences in large numbers, about 25% of them

still prefer the commercial sciences while the remaining 25% would also want a

career in the generalist stream. In as far as the middle 50% performers are concerned,

an overwhelming number, about 88,89%, would prefer a career in the natural sciences

while the remaining 11,11% would prefer a career in the commercial sciences. Pupils

in this school have made their career choices, none of them is unsure or has any other

choice other than the ones specified in the list. The conclusion that may be drawn

therefore is that pupils' choice seem not to be determined by performance but rather

by the area of concentration that one is already in. Furthermore there is no clear basis

to compare whether those that do perform well have clearer choices or not.

The final conclusion on the whole sample of six schools is that the pupils rezardless

of their performance are more or less similar in terms of their career choices: what

counts most for that choice seems to be the 'stream' into which one alreadv is. In

some schools low performers seem to have alternative career choices should anythin?

go "Tong, while in others it is the high performers who seem to have these alternative

choices. In short all the pupils in this sample seem to be more or less similar in terms

of career choice.
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6.2.1.5.17 Conclusions: Profiles and backgrounds

The pupils in this sample seem to share most of the characteristics they have been

compared on. Although the study is more observational than experimental (meaning

that there were no experimental or control groups) the discussion and analysis of the

data above have assisted in controlling for the following variables that may have

confounded the results: gender, whether the pupils have repeated a class or not, the

number of years the pupils have been exposed to the study of mathematics beyond Std

6 (where a choice not to do mathematics could be made), the number of years that

pupils have spent at their present school, the pupils' best and worst subject, and their

aspired for occupation. Th-se variables also provide the sample's personal profile as

to who they are, what experiences (academically) do they have that might influence

their performance either positively or negatively.

Other than the above personal profile variables, the pupils were also compared to one

another in terms of their background. The discussion, analysis and interpretation of

these data have also shown that these pupils, across performance categories and

levels, come from the same backgrounds in terms of sizes of their families, their

parents' highest qualifications, their parents and/or guardians' work and their

respective families' financial incomes. The point that stood out clearly from the data

is that these pupils, in terms of their material conditions they are the same and that,

background or profile does not determine whether a pupil will perform poorly or well.

6.2.2 Research instruments

Two instruments, namely, Mboya's Self-Description Inventory - II (Mboya 1993) and

Rotter's Internal-Extemal Control Scale (Tuckman, 1978) were selected to measure

signification of individual African identity. Another two namely, Maths Ability

Subscale from MSDI-II and Maths Attitude Scale were used to obtain information on

signification of performance in mathematics.
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6.2.2.1 'lboya's Self Description Inventory - II

6.2.2.1.1 Improvement in Mboya's Self-Description Inventory - II

This instrument has undergone a number of significant transformations as it was being

developed. For example the initial version of the instrument discussed in Mboya

(1993) consisted only of eight subscales named 'Relations with family', 'General

School Ability', 'Physical Abilities', 'Physical appearance', 'Emotional Stability',

'Music Ability', 'Relations with Peers' and 'Health'. The most modern version of the

scale put together in 1996 is the one used in this study. Instead of eight, it has ten

subscales . The two that have been added are 'Academic Ability' and 'Maths Ability'

(See the sample ofMSDI-II added as appendix 2).

6.2.2.1.2 The theory behind Mboya's Self-Descr'iption Inventnrv - II

The theory driving MSDI-IT and its construction is that self-concept is multifaceted

and hierarchical (Mboya 1993). Although this scale uses the concept; self-concept, it

was found to be compatible with the concept of signification of individual identity

used in this study. Mboya's description of self-concept is mounted on Slavelson

whom he quotes as saying that it is 'an individual' perception of self, reflects

perceptions formed through interaction with significant others, over-all experience

with the social environment and attributions about one's behavior" (Mboya 1993, p

183). The only difference between self-concept and signification of individual

identity is that the former assumes the self as pre-existing the sense that one makes of

it, whi.c the latter is grounded on the assumption that the self is a construction in
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relations of power and knowledge. Mboya's usage of the concept self-concept seems

to stem from the Rogerian tradition (Rogers 1976) which distinguishes between the

existential and the ideal selves. The existential self being the material concrete self

with certain defined characteristics and abilities. While the ideal self being what the

self would want to become given influences and opportunities from the environment.

This conceptualisation is very similar to the Lacanian notions of the corps morcelé

and the imaginary self, operationalised in this study. Again the difference between

the two is that the Rogerian concept of the self assumes the cogito, the preformed

existential self which may be transformed into the ideal self through the self-concept.

But Rogers (1976) cautions, perhaps like Mboya that incongruencies may take place

if the ideal self is not realistic. That is, if what one wants to become is not within

reach then incongruencies, frustrations and so on may occur. But the notions of

'imaginary self or that of 'signification of individual identity' do not acknov ..«ledge

the existence of the cogito or existential self thus undermining the role or value of

incongruencies as seen by Rogers and Mboya. Signification of individual identity

strongly argues that the self or its identity are construction in discursive spaces and

practices. Before this construction there is no self or any identity. This is the

fundamental di fference.

The other difference is that self-concept is generated out of the phenomenological

perspective which though recognising the value of the individual to generate meaning

about the self, this is neutral and not related to issues of power, domination and

emancipation. Signification of individual identity takes the dichotomy between

domination and emancipation as the starting point. This means that before an

individual can talk about what one wants to become (self-concept), one will have to
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check as to what the role of ideology (distorted concept of the self) might be in

informing one's choice of a particular ideal of the self as the one worth pursuing.

Self-concept is neutral while signification of individual identity is emancipatory. It is

about knowledge and power as discussed in chapter 40fthis study.

6.2.2.1.3 Reasons for using MSDI - II

In spite of these differences in terms of conceptualisation, Mboya's Self-Description

Inventory-If was found to be the most appropriate and most important instrument to

measure signification of individual identity because those multidimensional self-

descriptions are exactly what this study is about. Signification of individual identity

means how one person understands him/herself anl that understanding comes from

the context within which that individual functions. For example one has to feel

accepted and as a valued member of the family as MSDI-II says. One has to feel

good generally about all those ten areas of the self that Mboya identified for one's

understanding of one's identity to be positive. Besides, scanning the literature for

possible instruments to measure signification of individual identity, only MSDI-ll was

found to be relevant. Most of the other instruments are Eurocentric as mentioned in

Mboya (1993). Yet others, even though they are compiled in South Africa, do not put

that emphasis on Africans or Africanness like MSDI-Il does. One here has in mind

Vrey and Venter (1983)'s manual to the ASCS (Adolescent Self-Concept Scale) and

Vrey and Venter (1983)'s Self-Concept Inventory. Mboya's MSDI-II is compiled by

an African/Black scholar in conjun.uon with African "Black adolescents in south

,\ frica \\"110 are in the more or les: the same classes and developmental stage as those

in the sample of. .iis thesis. The difference might be the geographic location in terms
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of provinces (Mboya's work was in Western Cape Province) but it seems these are the

same pupils coming from similar backgrounds of exclusion and apartheid education.

The last point worth mentioning is that MSDI-If has been normed, standardized and

validated scientifically. The subscales were scientifically identified and validated.

Factor analysis of items was conducted which further strengthened the construct

validity of this instrument (Mboya, 1993). It can really measure what it has been

designed to measure within reasonable margins of error.

6.2.2.1.4 How MSDI-II is made up

On the whole Mboya's MSDI-II is made up of 94 items measured on a 5-point Likert

scale, ranging from 5 to 1. The first subscale, 'Relations with Family' has 12 items

making the respondent to say as to how much (strongly agree and just agree) s/he

agrees with statements such as 'My family loves me', 'I like my family' or does not

agree (disagree and strongly disagree). The positive responses weigh 5 and 4

respectively while the negative ones weigh 1 and 2 respectively. If the respondent is

unsure then s/he is credited with 3 which is in the middle of the Likert scale. In

instances where the respondent ticks say two contradictory responses then no mark is

allocated.

The next subscale is 'Relations with Peers' which consists of 10 items. The

procedures of scoring are similar to the above. One point worth mentioning though is

that in the actual questionnaire (see appendix 2) there are both negative and positive

statements. For example a positive statement from this subscale is . , enjoy spending

time with my friends' or 'lt is easy for me to make friend .'. I .amples of negative
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statements are 'It is difficult for me to make friends' or 'I do not like to be with

friends'. These questions measure more or less the same thing but from different

angles. They are spread out among the 94 items and they are designed to check out

possible instances of falsification because positive statements are credited positively

while negative statements are debited accordingly. T nis means that if a respondent

would strongly agree with a negative statement then s/he would get 1 point while for

strongly agreeing with a positive response the points would be 5.

The principles applicable in the two abovementioned subscales also apply to all the

other eight subscales. The only difference is in terms of the number of items per

subscale. The subscale "General School' has 12 items measuring the extent to which

the respondent feels good or not about school, school work and school situation. The

next scale, 'Academic Ability' tests the extent to which the respondent feels

comfortable or not with most subjects at school. It consists of ten items. The

'Mathematics Ability Scale' is the next subscale with 10 items testing the extent that

respondents feel confident or not about their ability to do mathematics. The next

subscale is the 'Physical Abilities Scale' which consists of 8 items. Here respondents

are tested as to their feelings about themselves with regard to physically demanding

school activities like sports and games. The other closely related subscale is the

'Physical Appearance Scale' that measures the extent to which the respondents like

how they look or not. This subscale has 8 items. Then comes the 'Health Scale'

subscale with 8 items. This subscale measures the extent to which the respondent

feels confident about one's health and general physical conditions or nol. The

.Emotional ~.. ability' subscale is the second last, consisting of 8 items measuring the

extent to which individual respondents feel comfortable and confident about their
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emotional stability or not. The last subscale, 'Music Ability Scale', which measures

the extent to which individual respondents feel confident or not about their singing

and music, consists of 10 items. Another point worth noting about all these 94 items

is that they are not clustered together but they are mixed and jumbled to prevent

falsification.

6.2.2.1.5 Contextualising MSDI-ll in the research

This research distinguishes between high and low performers. One of the null

hypotheses is that high performers are also high on self-concept or self-description as

measured by MSDI-II. This research argues that being high on self-concept also

means that the respondent constructs meaning of one's individual African identity

more positively. Because the sample is Black! African, if they feel positively about

who they are, what they are capable of in terms of their relationships with significant

others (family and peers), their school work, mathematics and so on then it means

individual African identity is made sense of positively. But the opposite is also true,

that is, if they do' not have confidence in themselves, they define themselves

negatively in terms of their physical appearance, physical ability, academic ability and

so on then it means their individual identity as Africans is despised, disliked and

undermined.

Given the discussions in chapters 2, 3 and 4 of this study, the dominating and

dominant discourse and ideology have incessantly defined African people, either as

individuals or as a collectivity, in very negative terms. For African pupils to define

themselves in the same terms, that would be an indication of how they are positioned
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in the discursive spaces and practices of power and knowledge relationships. But if

these pupils were to perform high on MSDI-II, then this would be a reflection of their

refusal to be defined in the terms of the dominating and disempowering ideology and

discourse. It would actually be a confinnation that they are positioned in counter-

hegemonic and emancipatory regime of truth where being an African/Black like

anybody else implies a full-fledged human being who is loved, appreciated and

valued (significant) by others. Such people's identities are positive because they

definitely know as to who they are and they know that they are able to do, to perform

and to act like everybody else. There is no feeling of shame or inferiority which is as

a result of the oppressive and dehumanizing ideology. Chapter 7 will actually show

how pupils whose performance in mathematics places them in the highest 25%

category also tend to obtain higher scores on MSDI-II than those in the lowest 25%

category who are also low on MSDI-II. This, on the basis of MSDI-II is clear

evidence that meaning construction between low and high performers is different, and

that difference is in terms of how an individual African makes sense and understands

as to who s/he is. This incorporates feelings of self-love which Mboya (1995) calls

positive self-description.

6.2.2.2 Rotter's internal-external control scale

6.2.2.2.1 What Rotter's internal-external control scale is all about

Rotter's Internal-External Control Scale was developed around 1966 by Julian Rotter.

The aim being to analyse and understand the locus of control concept as well as

understand how it functions. In the words of O'Brien,

187

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



Locus of control is a concept that refers to a generalised expectancy about the
extent to which reinforcements are under internal or external control. Persons
characterized as internal believe that reinforcements are determined largely by
personal effort, ability, and initiative, whereas persons classified as external
believe that reinforcements are determined largely by other people, social
structure, luck or fate (1984 p 69).

This scale consists of 29 items. Each of the items has both a statement showing one

taking responsibility over one's destiny and the other statement showing one

abdicating one's responsibility and mastery over one's future. The respondent has to

choose between the two options in each of the 29 items as to which one would s/he

align oneself with. There are six placebo questions referred to as 'fillers' by Rotter

(Tuckman, 1978) meaning that respondents could only get a maximum of 23 points

on this scale. The interesting thing is that more scores are allocated for those

respondents who are more external, that is to those who ascribe outcomes of their

actions to factors outside themselves. The internals get fewer or no points.

6.2.2.2.2 How scientific is this instrument

The fact that this scale though developed in 1966 (Rotter 1966) continues to be used

to date is sufficient evidence of how confident and positive do researchers feel about

it. Just to cite a few of such studies, they are O'Brien (1984), Blankstein (1984), Dyal

(1984), Wong and Sproule (1984) Reid (1984) and Savage, Steams, Kelley and

Williams (1984). These are the studies where Rotter's Internal-External or at least a

very close derivation thereof have been used. These mentioned studies have

demonstrated the usefulness and value of this scale in discriminating between the

internals and externals in as far as the locus of control is concerned. The r, .ige of its

application has been as div erse as determining the relationship with self-concept and

188

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



masculinity among black students (Savage et al, 1984) to locus of control, work and

retirement.

Another point worth mentioning is that of construct validity of this instrument based

on the relatively high correlation levels between each of the 23 items and the total

score. Just like MSDI-Il mentioned previously, Rotter's I-E scale has been normed

and standardised as reported in Rotter (1966). The only problem is that the researcher

is not aware of any adaptation to the Black South Africans' experiences that wae

done to the instrument. However based on the findings reported in chapter 7, there

seems to be negative correlation between high performers and external locus of

control. It seems the better the pupils performed the less they became externals in

tenus of locus of control. This point that confirms the hypothesis that high

performers tend to be more able to take control over their lives compared to low

performers is another factor that shows how scientific this instrument is. It measures

what it was designed to measure even in different 'cultural' settings. It confirms

MSDI-ll's findings. On the basis of these factors Rotter's I-E scale seems to be a

scientific instrument whose findings can be relied on.

6.2.2.2.3 Contextualising Rotter's internal-external control scale

As already mentioned above, this scale has to do with the extent to which respondents

take responsibility for the outcomes of their actions or not. This is one of the

characteristics of individuals operating within the counter-hegemonic and

emancipatory regime of truth. Such individuals as discussed in Chapter 4 are not

victims of circumstances as dominating discourses had wanted to author them, that is,
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In a domesticated fashion. Signification of individual African identity is also

measured in terms of, to what do they ascribe outcomes of their actions. In Chapter 7

it is reported how this scale managed to discriminate between high and low

performers in terms of how they made sense of themselves, their identities and what

they are capable of or not. Low performers were shown to be more external while

high performers were more internal. This as explained earlier confirmed the null

hypothesis that high performing pupils are more aware of who they are and what they

can do in order to change their otherwise alienating situation. Low performers are

shown to be dictated to by the dominating ideology that authors African individuals in

negative terms, as discussed in Chapter 4. They are defined as incompetent, as mere

victims of circumstances that are unable to stand outside themselves and self-reflect.

6.2.2.3 Critique of MSDI-n and Rotter's I-E control scale

One of the major short comings in MSDI-II is that it emerges out of the positivistic

tradition where human subjectness is arrested within procedures and strategies

suitable for objects In the natural scientific research. In spite of this limitation

however MSDI-II has enabled the thesis to access data and information from a

significantly large sample. This achievement would have been impossible if onlv

qualitative strategies were operationalised.

The other problem with MSDI-II is that; though it purports to address issues of self-

concept and self-description among African youth in South Africa, it had actually

b.v-n nonned in only two (African) schools in Cape T .\11 (Mboya, 19 ). However

its reliability and validity seem to have been confinned in this thesis in spite of this
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abovementioned limitation in MSDI-II. But is needs to be pointed out that some of

the subtests (as Chapter 7 shows) were not able to demonstrate beyond reasonable

doubt that all of them do measure one's self-concept. In this case one has as

examples the Health, Physical Ability, Music Ability and Emotional Stability

subscales which were negatively correlated or showed no relationship with the total

scores on MSDI-II as well as performance in mathematics. Perhaps there are other

factors beyond the scope of this thesis that can adequately explain this incongruence

other than saying that MSDI-II failed to access that kind of data adequately.

Lastly, it needs to be mentioned that though 8 of the 10 subscales were subjected to

the rigour of norming and standardisation, the remaining two seem not to have been

exposed to the scientific processes in the same manner as the other 8. One of these

two is the Maths Ability Subscale. The researcher at this stage would want to argue

that because this subscale especially, managed to consistently produce findings

positively correlating both with the total scores on MSDI-II as well as performance in

mathematics, was actually given the opportunity to be nonned and standardised in this

study. Furthermore these findings were more or less confirmed through both the

Maths Attitude Scale as well as the discourse analytic approaches.

6.2.2.4 Maths Ability Subscale from MSDI-II

This subscale has already been described and discussed when the whole of MSDI-II

was discussed. What needs to be mentioned though is that in as much as it measured

one other dimension of signification of individual identity, because it has to do with

wh..t sense the pu; .ils make of their performance in mathematics it also equally
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measures this second variable as well. Another point worth mentioning is that

because it is able to measure both variables under investigation in this study it proves

yet another fact that performarice is actually an aspect of one's identity. Positive

feelings about one's performance also describes feelings about one's identity and

one's self. Performance is one form of crystallization of one's identity in a given

activity. Thus those pupils who perform well are also those who feel positive about

themselves in as far as doing (well in) mathematics is concerned and those who do not

perform well also those who feel negative about themselves in as far as doing (well

in) mathematics is concerned. Again those who undermine their mathematics ability,

in the context of this research are those who construct meaning of their own

performance in tandem with the dominant and dominating ideologies that continue to

undermine Black/African pupils' ability to do (well in) mathematics. Those who in

spite of the overwhelming odds still strive and believe that they can make it in

mathematics tend to be those who perform well in mathematics as well. This reflects

the emancipatory and counter-hegemonic position from which they construct meaning

of their own performance in positive terms.

6.2.2.5 Maths Attitude Scale

This scale consists of 20 items measured on a 5 point Likert Scale (Tuckman 1994).

In content and nature this scale looks very similar to Mboya's subscale discussed in

the above paragraph. The aim of including it was to strengthen and merely cross

check MSDI-II's subscale on signification of performance in mathematics. Every

point raised with the Maths Ability subscale above applies equally well to tl..s scale.

It thus "Will not serve mu .1 purpose to conduct a separate and detailed discussion here
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except to mention that the researcher is not aware as to the extent to which it was

norrned and standardised. The reference (Tuckman 1994) from which it was

identified for use in this study, only shows that it was developed to demonstrate how

reliability can be enhanced using 5-point Likert Scale in an instrument measuring

issues relating to attitude.

Perhaps because of this limitation, not much value may be placed on the findings

based on its use. On the other hand though, in the opinion of the researcher, that it

reveals the same trends and patterns as in MSDI-Il's Maths Ability Subscale as well

as the more qualitative discourse analysis strategies, its findings have value, since the

purpose is served of authenticating the findings of these (that is MSDI-IT and

discourse analysis).

63 PROCEDURES FOLLOWED

All the above mentioned quantitatively orientated instruments were put together in

one paper-and-pencil questionnaire (see appendix 2) consisting of (i) fifteen items

focussed on personal profiles and backgrounds of the pupils (ii) ninety four MSDI-II

items (iii) twenty MAS items and (iv) twenty-nine Rotter I-E items.

On the personal profile and background section the respondents were required to

indicate by one word or short sentences as to whether they were male or female, what

their aspired for occupation was, whether they had ever repeated a class or not, for

how many years after Standard Six they 'rave been exposed to mathematics, what

their estimated family income was per month, what was the highest qualification of
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both their parents and so on (see appendix 2). The researcher scored the responses

with a mark for example 1 for female, 2 for male and so on as shown in appendix 2

(the section of 'scoring' the personal profile and background.) Each of the 400

sampled pupils thus had a value for each of the fifteen items in this section. These

were compiled into a grid per school (see appendix 5 as an example). In order to

cross check the scoring, the researcher together with the two research assistants

independently scored all of the questionnaires. (One of the two research assistants is

Mr N.E. Mahlomaholo who is a retired assistant director of education. He served in

this capacity for ten years after spending twenty years cumulatively, as a school

teacher, principal and inspector of schools. In all these roles he had to conduct

extensive research, sometimes at the level of the classroom and other times at the

level of the educational circuit. He holds a Master of Arts degree from Stellenbosch

University. The other research assistant is Mr. M. Nkoane who holds a B.Ed degree

from Vista University and is currently a lecturer on Economics and Business

Economics Education at Vista University's Bloemfontein Campus. He is also

finalising his Master in Education degree with the University of the Free State.)

In as far as the MSDI-II items were concerned the same procedures of cross-checking

as above was employed. This applied to Rotter's I-E and MAS as well.

Before these questionnaires were administered prior permission and consent of the

Free State Education and Culture Department was sought (see appendix 1). The

respective school principals as well as the relevant standard 9 mathematics teachers

were consulted about a month prior to visits to the school. This helped to prepare the

pupils to expect the questionnaires and give their full support. No problems were
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experienced in all the six schools during the day and time of the administration of

these questionnaires. The researcher together with the two research assistants

supervised the administration of these instruments to ensure that no pupil copied or

discussed their responses with their peers. Although the instruments are written in

English this did not present any problem since the researcher together with the

assistants read each question out and then the pupils responded accordingly.

Sometimes Sesotho and/or Setswana was used to translate the English items in order

to enhance comprehension of the respondents. At the end of tl: .~session which took

from forty-five minutes to seventy-five minutes in some schools, the questionnaires

were immediately collected for later scoring and analysis.

After scoring and manually entering the scores into the grid per school(see appendix

5), this information was punched into the Quattro pro computer programme by the

researcher and research assistants. .All three of them checked both the original grid

and the computer generated one for possible mistakes Then the diskette containing

the information was taken to the University of the Free State's Research Institute for

Educational Planning where Professor lP. Strauss analysed the data and produced

graphs (through the Excel Computer programme) that are presented, analysed,

discussed and interpreted in Chapters 6 and 7. That the data were 'treated' by the

mentioned independent expert enhances the reliability of the findings.
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6.4 STAGE T\VO : QUALITATIVE OPERATIONALISATION

6.4.1 Discourse analytic procedures in this study

6.4.1.1 Sampling

As mentioned in Chapter I, twenty-one pupils made up of seven boys and fourteen

girls were identified for inclusion in the sample. One boy and two girls were

interviewed from schools'S' and 'K' (respectively) at the same time and these make

up conversations identified as interview LSK. This was the first group of low

performers. The second group of low performers came from schools Tand 'L'. This

group consisted of three girls only and their interview is identified as LIL. The last

group of low performers came from schools 'H' and 'M' and their interview is LHM.

The respondents in this group are three girls only. The first alphabetic letter denotes

whether the group is made up of low performers 'L' or high performers 'H'. The

other two letters denote the schools from which the respondents come from.

Apart from low performers there were also high performers from schools'S' and 'K'

who made up interview HSK (one boy and three girls). From schools 'H' and 'M' the

high performers made up interview HHM (four boys only). Three girls and one boy

came from schools Tand 'L' respectively to make up interview HIL. As can be

noted the ratio of boys to girls is 1:2 which also reflects their respective representation

in the population. However it needs to be noted that in choosing the sample the sole

criterion was performance, no importance at that stage was attached to factors such as

gender.
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The low performers are selected from the bottom most extreme and on the ranking

from the lowest to the highest in terms of performance in mathematics in all the six

high schools. The high performers are the top most in this rank ordering.

That the sample consists of twenty-one respondents presents no methodological

problems as what is important is not the number of respondents but the quality of

what they say. Even larger samples do not help to increase the quality of analysis as

Duncan (1993) and Banister, Burman, Parker, Taylor, and Tindall, (1995) have noted.

6.4.1.2 Data collation

From each pair of schools as shown in subheading 6.4.1.1 above, 1\\'0 groups of

respondents were identified, that is that of low and high performers respectively.

There were thus three groups in each of the two categories. During a visit to a pair of

schools two group interviews were conducted with both the low and high performers

respectively. These interviews went on for one and half hours to two hours each.

They were conducted mainly in the afternoons so as not to disrupt the normal

activities at the schools. The number of respondents in each group did not exceed

four. Invariably in all the interviews as shown in subheading 6.4.1.1 the respondents

were not less than three. The researcher together with the research assistants made

sure that the respondents were interviewed in their familiar surroundings where they

could feel comfortable and uninterrupted. Even before the actual process of

interviewing commenced, the researcher made sure by means of informal questions

and conversations (with all the pupils in their respective groups) that the respondents
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were familiar as well as free and open with each other. Fortunately for the researcher,

all the pupils invariably somehow knew each other as they stayed in more or less

similar neighbourhoods, although attending different schools. Besides that, the

schools were very close to each other too. The research assistants were always

present when these interviews were conducted so as to assist the researcher to note

any unusual behaviour of the respondents as well as later to assist with the

interpretation of the interviews as recommended by Fairclough (1992).

The questions used in the interviews were similar across all the groups and they

centred around the meanings that the respondents attached to what African culture,

African identity and own performance in mathematics meant. Approximately three

prepared questions per variable (see appendix 3) were used as basis for initiating the

discussions. Responses to each of the questions were followed up with further

questions probing as to the reasons that the respondents had in understanding each of

the three factors (see appendix 4) in the way they did.

The interviews were mainly conducted in Sesotho and Setswana although here and

there English was used by both the respondents (E) and the interviewer (1).

Sometimes there would be no responses to the posed questions and here the

researcher would reformulate the questions and even gently coax the respondents into

reacting by pointing at one individual respondent to say something. This seemed to

help elicit more responses even from other members of the group who would either

confirm or contradict what the identi fied respondent had said. Thus the conversation

would resume and sometimes the debate' would heat up in which case the interviewer

would intervene gently and indirectly enabling the conversation to focus and arrive at
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some consensus on a particular point. The interviewer followed the question up until

it became clear that the respondents had exhausted all they could say about what they

thought each of the above mentioned factors meant to them. Thus the approach was

to let the respondents freely construct meaning and ultimately arrive at an agreement

as to what they collectively came to understand about each of the variables.
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However as the transcripts in appendix 4 show the conversations sometimes touched

on all the three factors at the same time, giving evidence that the factors somehow are

closely interrelated and thus referring to more or less similar phenomena.

The interviews were tape-recorded. These were later transcribed, verbatim, although

focus was more on content of the meaning construction rather than form. What this

means is that other equally useful information like pauses, mannerisms or acting out,

scratching, looking out of the window or at the researcher and so on were not included

in the transcriptions as in this study the focus is on using only what the respondents

say (text) as evidence.

6.4.1.3 Analysis

The actual analysis of the interviews was based on the procedures formulated and

discussed by Fairclough (1992). These are the derivations from Foucault's discourse

analysis discussed and operationalised by Thompson (1982), Birch (1989), Duncan

(1993), as well as Banister, Burman, Parker, Taylor and Tindall (1995). Fairclough's

approach is defined as 'Textually oriented Discourse Analysis (TODA)' as he focuses
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on the actual text of what the researched say in the interviews in order to make

statements about the discursive practices informing those discourses.

Discursive practices in terms of this study are patterns of meaning construction that

inform African pupils' meaning making strategies. For example as discussed in

chapters 1 to 5 of this study two patterns or approaches to the process of meaning

construction have been identified. The first are those patterns that reflect the

dominant ideology (discourses) which undermines and negatively defines African

cultural identity, individual African identity and performance of African pupils in

mathematics. These patterns even though in this study are evidenced by what the

respondents say, on the whole they involve behaviour as well. The other category of

patterns are those contradicting and in contestation with the above. As discussed in

the above mentioned chapters those patterns reflect alternative discursive practices

where meaning construction of the mentioned factors is done in terms that positively

define and describe the African's cultural identity, individual identity and

performance.

The two identified patterns are congruent with the positioning of ind.viduals in the

social structure. The last aspect of Fairclough's TODA goes on to theorise this

positioning as informed by social practices or structures (see Fairclough 1992, p

226 - 240)

In this study the researcher looked for particular patterns of meaning construction first

al 'ong the transcripts of low performers, namely LSK, LIL and LHM. In these

interviews, on the basis of the text and corpus of discourses produced by low

200

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



performers it was discovered that low performers construct meaning of the three

above mentioned factors in more or less the same manner as the dominant discourses.

Also see chapter 8 for how low performers define these factors. For the original

Sesotho - Setswana - English discourses of low performers see appendix 4. A

translation into English of one whole transcript (interview HIL) is included as part of

appendix 4.

On the other hand the high performers constructed meaning of these factors in

counter-hegemonic and emancipatory manner. (See the same chapters as mentioned

in the above paragraph). Then the patterns of low and high performers were

conceptualised as two 'corpuses' that were compared and juxtaposed, one on the

other. This comparison also refers and uses the actual words (text) of the two groups

to show differences in terms of positioning in discursive practices and spaces of

domin..tion and counter-hegemonic discourses (discursive practices) which in turn

reveal how South African society is organised (social practices) especially from the

perspective of African pupils who are the researched in this study.

Conclusions were drawn on the basis of these findings about meaning construction of

low and high performers. It must be emphasised again that evidence to verify the

findings is supplied on the basis of the actual words of the researched. Thus while the

interviews were conducted in Sesotho - Setswana - English, (see appendix 4) almost

the whole transcripts are translated into English at appropriate sections in the analysis

(see chapter 8). Furthermore for ease of analysis and readability of the analysis and

findings, the discourses are compared on all the factors around particular subthemes

that emerged from the conversations of the researched themselves.
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6.4.1.4 Critique and justification

Fairclough (1992), Duncan (1993), Eanister, Burman, Parker, Taylor and Tindall

(1995) and Thompson (1995) have shown how modern day research in the Social and

Human Sciences are increasingly using discourse analysis as a research strategy. The

major reason for this increase which this study supports is that, unlike in quantitative

research, in discourse analytic research the status of human beings as dynamic

subjects and as full-fledged humans are recognised and respected. Their voices are

given audience and amplification. Nobody speaks on their behalf in as much as there

are no ready-made grids or pigeonholes into which they and their meaning

construction strategies are fitted. This strategy therefore enhances the emancipation

and empowerment of the researched significantly.

Against discourse analysis Banister, et al (1995) quote Abrams and Hogg as having

noted that "It would not be difficult to predict the objections that would be leveled

against the analysis by more traditional psychologists, and a clear expression of the

hostility of the experimental tradition to this type of work has already appeared .... "

Banister et al continues in the same vein to observe the following in respect of their

analysis of texts using the above mentioned discourse analytic techniques;

The reading I have presented is only my opinion ... I even made no attempt to
discover whether the procedure I used is reliable when applied to other texts
... I have drawn on accounts of 'psy-cornplex' that are speculative at best ...
such complaints could be addressed to many of the examples of qualitative
research .... 'his analysis, experimental psychologists would say, is a travesty
of scientific inquiry (1995, p 105),

The criticisms above apply equally to this study but they are interesting as they help

this study to justify the scientific nature of these procedures,
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Firstly, no research is so absolutely objective that it does not involve and include the

opinion of the researcher in one way or the other. The researcher always decides as

to; which problem to investigate, which methodologies of data collection and analysis

are most appropriate and most important, what interpretation can be given to the data

and findings irrespective of whether the research is positivistic, phenomenological or

critical or not (see Chapter 4 of Duncan 1993, all Chapters in Cottom 1989,

Fairclough 1992, and Tannen, 1994, Chapter 6 of Banister et al 1995). If then all the

other research is still acceptable in spite of this 'limitation' then there is no reason

why the scientific credentials of this study (in terms of textually oriented discourse

analysis) can be doubted on the basis of the same limitation.

Secondly there can be no doubt that this procedure (TODA) is reliable 'when applied

to other texts' because in this study it was applied to analyse discourses in six

different schools as reported in chapter 8, and the findings were consistent. Besides,

what this procedure elicits is similar and confirms what the more positivistic

procedures in Chapter 7 elicited. Over and above all these, many researchers cited in

this chapter six have also operationalised this procedure to analyse and produce

findings in their respective studies. Duncan quoting Mouton and Marais has this to

say in arguing that discourse analysis is not a 'travesty of scientific inquiry': "Science

[is] that system of concepts, theories, findings and methods that is accepted by a

number of scientists" ... while "research [is] the process by means of which a system

of this nature is established" (1993, p.R3).
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https://etd.uwc.ac.za/



One point that needs to emphasised once more is that in order to verify the findings of

this study, the interviews with pupils in the sample have been included both in the

original (see appendix 3) form and their translations in the text.

The findings of this research, it needs to be conceded are not aimed at generalizations

beyond the researched because the theoretical basis grounding this methodology does

not posit establishment of general laws in order to predict human behaviour. On the

contrary it strongly argues that research should be sensitive to human subjectness.

Lastly this methodology was chosen especially because it respects human subjectness

and also because the object of study in this research is the construction of meaning

among humans. No other method is better able to access this typically human factor

more appropriately than discourse analysis (see Mouton 1988). Findings and

interpretations Chapters 7 and 8 attest to this fact.

6.5 CONCLUSION

Triangulating both quantitative and qualitative strategies has managed to cross-check

both methodologies in this study. This integrated approach also managed to produce

results that are not contradictory but stronger as they were confirmed in the seemingly

contestational approaches. Even illusive factors such as signification African cultural

identity were accessed and brought under scrutiny without destroying their fluidity

and multiplicity.
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CHAPTER SEVEN: STATISTICAL A~ALYSIS OF DATA AND DISCUSSIO~

AND INTERPRETATION OF QUANTITATIVE RESULTS

This chapter analyses and presents findings and interpretations of data from the sample

of 400 pupils (n = 400) selected from six former Department of Education and Training

High Schools in the Mangaung area. All these pupils are African or Black as defined

and discussed in Chapters 2 and 4 of this study. No other 'racial' or cultural group is

represented in the total population of the six schools under scrutiny. All the four

hundred pupils were selected from the Standard 9 class offering mathematics at both

standard and higher grades. No attempt was made to distinguish between these grades

in the study, because though focus is on pupils taking mathematics at this level, the

study is not about the subject content per se, but rather about meaning construction that

these pupils make of their cultural identity, individual identity and performance.

In this chapter focus is only on the following two variables, namely signification of

individual African identity and performance in mathematics. The data herein presented,

analysed and interpreted refer almost exclusively to these two variables. What is

therefore exposed are the following:

(i) that in spite of the relative similarities mentioned and discussed in Chapter 6, the

high performers differ from uie low performers in terms of how they make sense

(meaning construction, signification, .f their individual African identity. It has

'"' . --'))
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been argued theoretically in Chapters 3 and 4 specifically that, individual identity

because of a number of the mentioned confounding factors, as well as the fact

that it is under continued construction, it is multiple, dynamic and ever changing.

206

However in this chapter for purposes of illustration and scientific analysis, an

attempt is made to hold this flux variable constant. Thus the exposition herein

consists of analysing signification of individual African identity on the basis of

individual scores of the 400 pupils across the ten subscales within Mboya's Self

Description Inventory-Il as well as Julian Rotter's I-E scale. Reasons for

choosing these two have been elaborated in Chapter 6. But it may be necessary

at this stage to reiterate the fact that constructing meaning of individual identity,

among others, reflects how one feels about oneself. This incorporates all the ten

subscales in Mboya's Self Description Inventory-Il. This meaning construction is

also about how good, or not, does a person feel about oneself as well as the

extent to which an individual feels responsible or not for outcomes of one's

actions as measured by Rotter's I-E scale. Thus in order to clarify those

occurring within these distinctions further, the pupils whose average scores in

mathematics occur within the lowest twenty five percent category are compared

to the highest twenty five percent. This comparison is conducted per school, on

the mentioned scales. This chapter shows that high performers are more internal

than low performers. The latter in turn are more external in their approach

(meaning construction) thus putting blame/responsibility on factors outside

themselves for the outcomes of their actions.
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(ii) that the high performers also differ from the low performers in terms of how they

construct meaning of their own performance in mathematics. One of the ten

subscales in Mboya's Self Description Inventory namely Maths Ability subscale

as well as the other independent instrument; Maths Attitude scale, demonstrate

that high performers have a more positive attitude towards the subject

mathematics and they also feel confident and competent in it than the low

performers. However because of the fluidity of these variables as well as the fact

that the subjects being studied are dynamic human beings, the mentioned

differences are not as stark as the study would have liked. Therefore it was

necessary to test the statistical significances of these differences. Though these

significances were relatively small, for the human and social sciences within

which this study is conducted, they still confirmed the hypotheses made, though

with a great amount of care and caution.

Lastly this chapter interprets these results in terms of the questions posed and

hypotheses in Chapter 1 as well as the theory discussed in subsequent chapters. This

interpretation clearly locates the low performers within a position constructed negatively

by the dominant discourse and ideology, while the high performers are located within

the counter-hegemonic and emancipatory framework. What becomes clear also is that

individual African identity and performance in mathematics are constructions in

discursive spaces and practices of knowledge - power relations and that they are not

unitary or essentialist characteristics.
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7.1 SIGNIFICATION OF INDIVIDUAL AFRICAN IDENTITY

7.1.1 Analysing, discussing and interpreting data gathered through Mboya's Self-

Description Inventory.

7.1.1.1 The relationship between performance of the sample in mathematics

and on the whole of Mboya's self-description inventory (MSDI-ll)

per school

TABLE 7.1

School H I
Performance L25% H25% M50% L25% H25% M50%
category
Average per- 7,375 54,44 25,41 11,64 42,143 24,38
formanee in maths
TOT: 100
Average per- %: 70 %: 78,74 %: 69,43 %: 69,79 %: 74,57 %: 72,68
forrnanee on MSDI 32,9 37,01 32,63 32,80 35,05 34,16
TOT: 47
Relations with %: 79,58 %: 86,15 %: 77,40 %: 80,65 %: 80,83 %: 80,6
family 47,75 51,69 46,44 48,39 48,5 48,36
TOT: 60
Relations with %: 71,88 %: 78,75 %: 70,7 %: 68,75 %: 75,96 %: 71,83
peers 28,75 31,5 28,28 27,5 30,39 28,73
TOT: 40
General school %: 77,81 %: 86,98 %: 75,22 %: 75,9 %: 80 %: 79,15
TOT: 60 46,69 52,19 45,13 45,45 48 47,49
Academic ability %: 69,62 %: 80 %: 70,88 %: 69,22 %: 74,5 %: 74,58
TOT: 50 34,81 40 35,44 34,61 37,25 26,69
Physical abilities %: 62,2 %: 72,03 %: 60,76 %: 66,25 %: 67,78 %: 66,73
TOT: 40 24,88 28,81 24,31 26,5 27,11 26,69
Physical %: 70,95 %: 76,1 %: 69,30 %: 72,95 %: 74,1 %: 75,83
appearance 28,38 30,44 27,72 29,18 29,64 30,33
TOT: 40
Health %:75,19 %: 77,98 %: 73,83 %: 77,33 %: 77,60 %: 76
TOT: 40 30,06 31,19 29,53 30,93 31,04 30,49
Emotional Stability % :62,5 % :65,95 %: 62,58 %: 62,33 %: 66,43 %: 63,55
TOT: 40 25 26,38 25,03 24,93 26,57 25,42
Music ability %: 69,12 %: 80,5 %: 72,76 %: 68,14 %: 70,78 %: 72,52
TOT: 50 34,56 40,25 36,38 34,07 34,39 36,26
Mathematics %: 56,25 %: 75,26 %: 56,06 %: 52,78 %: 73,12 %: 61,16
TOT: 50 28,13 37,63 28,03 26,39 36,57 30,58
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School K L
Performance L25% H25% M50% L25% H25% M50%
category
Average per- 35,52 78,09 61,43 19,75 69,75 40,45
formanee in
maths
TOT: 100
Average per- %: 72.06 %: 75,60 %: 74,77 %: 70,49 %: 73,91 %: 68,09
formanee on 33,87 35,53 35,14 33,13 34,74 32
MSDI
TOT: 47
Relations with %: 78,55 %: 83,23 %: 84,05 %: 76,17 %: 82,37 %: 76,52
family 47,13 49,91 50,43 45,76 49,42 45,91
TOT: 60
Relations with %: 70 %: 47,97 %: 77,18 %: 72,3 %: 70,2 %: 59,88
peers 28 28,78 30,87 28,92 28,08 23,95
TOT: 40
General school %: 82,25 %: 84,5 %: 88,05 %: 82,5 % : 81,12 %: 75,53
TOT: 60 49,35 50,70 52,83 49,5 48,67 45,32
Academic %: 73,48 %: 76,44 %: 77,3 %: 72,66 %: 75,66 %: 69,13
ability 36,74 38,22 38,65 36,53 37,83 34,59
TOT: 50
Physical %: 63,38 %: 64,25 %: 64,58 %: 65,2 %: 68,55 % :56,933
abilities 25,35 25,70 25,83 26,08 27,42 22,77
TOT: 40
Physical %: 73,38 %: 78,28 %: 82,6 %: 74,38 %: 77.08 %: 68,75
appearance 29,35 31,30 33,04 29,75 30,83 27,5
TOT: 40
Health %: 77,5 %: 79,35 %: 78,25 %: 73,55 %: 78,75 %: 69,65
TOT: 40 31 31,74 31,30 29,42 31,5 27,86
Emotional % :61,3 % :63,38 %: 62,537 %: 51,45 %: 62,7 %: 60,13
Stability 24,52 25,35 25,09 20,58 25,08 24,05
TOT: 40
Music ability %: 73,48 %: 73,14 %: 69,56 % : 71,16 %: 67,2 %: 70,46
TOT: 50 36,74 36,57 34,78 35,58 33,75 35,23
Mathematics %: 61,14 %: 74,18 %: 74,08 %: 59 %: 69,66 %: 65,64
TOT: 50 30,57 37,09 37,04 29,5 34,83 32,82
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School M S
Performance L25% H25% M50% L25% H25% M50%
category
Average per- 2,83 35,5 l3,24 15,00 41,00 23,67
formanee in
maths
TOT: 100
Average per- %: 71,38 %: 74,85 %: 71 %: 70,96 %: 77,30 %: 76,57
formanee on 33,55 35,18 32,63 33,35 36,33 35,99
MSDI
TOT: 47
Relations with %: 79,63 %: 79,45 %: 76,18 %: 66,25 %: 80,00 %: 84,82
family 47,78 47,67 45,71 39,75 48,00 50,89
TOT: 60
Relations with %: 71,68 % : 69,85 %: 67,65 %: 75,63 % : 78,l3 %: 76,1
peers 28.67 27,94 27,06 30,25 31,25 30,44
TOT: 40
General school %: 82,68 %: 81,48 %: 77,98 %: 79,17 %: 88,33 %: 83,88
TOT: 60 49,61 48,89 46,79 47,50 53,00 50,56
Academic %: 69,5 %: 73,66 %: 66,88 %: 77,0 %: 82,00 %: 70,66
ability 34,78 36,83 34,44 38,50 41,00 35,33
TOT: 50
Physical %: 64,73 %: 73,9 %: 66,1 % : 68,75 %: 67,5 % :70,283
abilities 25,89 29,56 26,44 27,50 27,00 28,11
TOT: 40
Physical %: 72,08 %: 80,28 %: 72,65 %: 82,5 %: 80,63 %: 79,18
appearance 28,83 32,11 29,06 33,00 32,25 31,67
TOT: 40
Health %: 78,9 %: 77,5 %: 87,5 %: 71,25 % : 83,75 %: 79,45
TOT: 40 31.56 31 29,76 28,50 33,50 31,78
Emotional % :62,35 % :67,08 %: 59,637 %: 52,5 %: 62,5 %: 67,23
Stability 24,94 26,83 23,85 21,00 25,00 26,89
TOT: 40
Music ability %: 72,78 %: 75,44 %: 71,52 %: 75,5 %: 74,0 %: 75,78
TOT: 50 36,39 37,72 35,76 37,75 37,00 37,89
Mathematics %: 54,12 %: 66,56 %: 56,88 %: 59.5 %: 70,5 %: 72,66
TOT: 50 27,06 33,28 28,44 29,75 35,25 36,33

Table 7.1 shows that in school 'H' the pupils performing in the highest 25% category, are

superior to the lowest 25% category in the same school in terms of their scores and

percentages on all ofMboya's Self-Description Inventory-II (MSDI-II) subscales. To be

specific, while the average percentage mark in mathematics for the highest 25% category

of performance is 54,44% , the lowest category is 7,375%. This shows the highest

category to be superior by about 47,07% to the lowest category. In terms of the
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total average on MSDI-ll as a whole, the highest category obtained an average

percentage of 78,74% while the lowest category was 70%. On the MSDI subscale,

Relations with Family, the highest category scored 86,15% while the lowest category

came second by 79,58%. On 'Family Relations', 'General School Ability', 'Academic

Ability', 'Physical Ability', 'Physical Appearance', 'Health' and "Emotional Stability' as

well as 'Music Ability' and 'Mathematics Ability', the highest 25% category continues to

show its superiority over the lowest 25% category.

The same pattern as In school 'H' also obtains in school 'I' where on all MSDI-II

subscales, the total MSDI-II and performance in mathematics, the highest 25% category

of performers beat the lowest 25% category. Table 7.1 shows these margins clearly.

The same pattern also is found in school 'K' where the highest 25% category was better

than the lowest 25% category on all MSDI-II subscales, (except for one, namely 'Music

Ability' where the lowest outclassed the highest), the total MSDI-II and performance in

mathematics. The table also shows the highest category being better than the lowest in

school 'L' in all the above-mentioned except for 'Relations with Peers', 'General School

Ability' and 'Music Ability'. In this three subscales out of a total of ten, the lowest

category came out on top. In school 'M' the pattern persisted where the highest 25%

category was better than the lowest 25% in all the seven subscales except for three

where the lowest came out better. Those three subscales are 'Relations with Family',

'Relations with Peers' and 'General School Ability'. In the last school, school'S', the

same as above can also be seen in Table 7.]. The lowest 25% category beat the highest

25% category on 'Physical Abilities', 'Physical Appearance' and 'Music Ability' subscales,
,
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but as for the rest of the other seven subscales, the total MSDI-II and performance in

mathematics, the highest category as can be seen from Table 7.1 came out on top.

The above presentation, analysis and discussion may not have referred to the middle

50% category of performers but their inclusion does not change the findings and results

as reported. The total picture where all the 400 sample subjects, in all the six schools

are reflected are shown in the subsequent figures and tables to highlight the fact that

high performers were in all the schools, on almost all the MSDI-Il subscales better than

the low performers.

7.1.1.2 Using principles of regression analysis to show the relationship

between performance in mathematics and on l\ISDI-II, per school.

TABLE 7.2

School H I
Performance y- Slope r R2 t y- Slope r R2 t
in mathe- inter inter
maties
Total 31,24 0,90 0,54 0,29 5,06 32,48 0,28 0,22 0,06 2,40
MSDJ-II
Relations 45,68 0,09 0,21 0,05 1,70 48,56 -0,003 -0,01 0,0001 -0,1
with farnilv

l-
j .elations 27,27 0,07 0,28 0,08 2,29 26,65 0,04 0,18 0,06 1,94
with peers
General 43,84 0,12 0,38 0,15 3,25 45,26 0,03 0,14 0,02 1,47
school
ability
Academic 33,.n 0, Il 0,36 0.; _, 3,04 35,08 0,03 0,.,,', 0,02 1,59
abilitv
Physical 22,98 0,09 0.36 0,13 3,04 26,03 0,01 0,05 0,005 0,52
ability
Physical 27,29 0,05 0,16 0,03 1,29 29,19 0,01 0 . .14 0,007 0.42

~ -ance
Hcall.l 29.21 0.03 0.13 0.(12 1.03 :;0.27 0.008 0.06 0,002 (l.(i4
Emotional 24.42 0,03 0.12 0.02 0.95

I
24.41 0.021 00.12 0.015 1.26

stability
\1w;c abilitv :;, SI (i o. I I 0,39 0.15 :;,:<4 :;5,OG O.OOS (l.O4 0.002 r) 4)

'--- ....:....:..::_
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Mathernaties
ability

School K L
Performance y- Slope r R2 t y- Slope r R.l t
in rnathe- inter inter
rnatics ..
Total 32,52 0,44 0,22 0,05 2,12 30,94 0,49 0,26 0,066 1,80
MSDI-II
Relations 47,64 0,04 0,5 0,02 1,43 42,95 0,09 0,24 0,057 1,66 ,
with family
Relations 27,94 0,02 0,096 0,01 0,92 25,31 0,02 0,10 0,010 0,68
with peers
General 49,17 0,03 0,14 0,02 1,33 46,49 0,02 0,06 0,003 0,4
school
ability
Academic 36,77 0,02 0,12 0,01 1,14 32,51 0,08 0,21 0,04 1,44
ability
Physical 25,32 0,003 0,04 0,0009 0,38 22,21 0,062 0,22 0,05 1,53
ability
Physical 29,12 0,039 0,17 0,03 1,64 27,09 0,044 0,18 0,031 1,23
appearan ·~e
Health 30.19 0.02 0.11 ·0,009 1,04 26.54 0,063 0,23 0,052 1,59
Emotional 23,61 0,02 0,95 0,009 8,98 20,552 0,067 0,34 0,128 2,45
stability
Music ability 37,75 ...0,03 -0,11 0,01 1,04 38,186 - ..0,22 0,05 -1,53

0.0761
Mathematics 29,68 0,10 0,42 0,17 4,36 27,532 0,12 0,41 0,17 2,78
ability

School M Sf- R2 R2r'erformance y- Slope r t y- Slope r t
in rnathe- inter inter
maties
Total 32,57 0,:'>9 ,22 0,05 1,88 33,54 0,74 0,43 0,18 1,82
MSDI-TI
Relations 46,84 - -0,009 8E-05 -0,07 41,68 0,23 0,26 0,U7 1,05
with farnilv 0.0057
Relations 27,24 0,03 0,072 0,0052 0,59 29,23 0 5 0,15 0,024 0,59
with peers
General 48,24 - -0,022 0,0005 -0,18 45,85 0,18 0,52 0,27 2,36
"ooi 0,0 III

abilirv
Academic 33,44 0,075 0,17 0,03 1,671 32,40 0,20 0,54 0,29 2,49
ability
P: sical 24,77 0,14 0,29 0,084 2,49 29,96 -0,088 -0,244 0,06 ..0,98
ability
Physical 28,53 0,077 0,21 0,045 1,77 32,21 ...0,004 - 9E-05 -0,0 ..

~ ..nee 0.0095
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Health
Emotional
stability
Music ability
Mathematics
ability

Table 7.2 s

all the samp

Self-Descrip

Although si

causality, t

positive/neg

MSDI-II rel

MSDI-II rel

7.1.1.2.1

The data pr

based on th

scores on t

scores 10 10

the slope c

and y (see

30.52 0 ,0014 0.004 2E-05 -0,03 28.94 0.096 0.30 0.09 1.27
23,857 0,064 0.17 0,029 1,41 25,.H - -0,028 0,0008 -0, Il

0,0138
35,644 0,05 0.14 0.019 1,17 37.419 0.009 0.019 0,0003 0.07
26,592 0,168 0,33 0,109 2,87 32,31 0,09 0,14 0,02 0,54

hews the various interactions between performance in mathematics (among

led pupils in the six schools) on the one hand, and scores in all of Mboya's

tion Inventory-II Subscales on the other.

mple regression equation line is used in the study, the aim is not to talk about

hat is how much of performance 10 mathematics IS caused by

ative descriptions of the self. The aim is to show that lower scores on

ate to lower scores of performance in mathematics, while higher scores on

ate to higher scores of performance in mathematics.

Testing the null hypothesis in l\1SDI-II as a whole

esented in Table 7.2 as well as in figures 7.1, 7.2, 7.3, 7.4, 7.5 and 7.6 are

e regression equation that y = ~O+ ~1x where y refers to the distribution of

he whole of MSDI-II (referred to as 'the sum' in the respective graphs) and

dividual subscales thereof respectively. ~O refers to the y-intercept and ~ 1 to

oefficient mapping the relationship between x (performance in mathematics)

Kleinbaum, Kupper and Muller, 1988). The data in Table 7.2 should be read
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in conjuction with the data illustrated in the belowmentioned figures as they clarify

claims made and substantiate the conclusions drawn.

The study wants to show that there are statistically significant relationships between

performance in mathematics and scores on MSDI-II hence the null hypotheses tested

herein is the one that negates the existence of this relationship. Put differently, the null

hypotheses HO : is that p(rho) = O. This means that 'rho' which is the population's

equivalent of the sample's r Pearson's correlation coefficient product is zero, indicating

no relationship(s) between the abovementioned variables.

7.1.1.2.2 Testing the null hypothesis on the basis of data from school 'H'

45
Figure 7.1: School H - Performance vs Sum MSDI-II

40
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Looking at school 'H' in Figure 7.1, the y-intercept of the regression equation showing

the relationship between performance in mathematics and scores on the total :--1SDI-II is

31,24. This means that when the individual pupil's performance is 0%, then on :\1SDI-II
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(as a whole) that pupil would be getting 31,24 points. (The total that a pupil can get

from MSDI-II is 47 (470/10) points which is an average of the scores on the ten

subscales). The r value of 0,54 shows that there is a relatively strong positive

correlation between these two variables. The R2 of 0,29 confirms this point and shows

that the regression line drawn to estimate the best possible fit among all the points on

the scattergram (see Figure 7.1), is the best possible model although there are still some

points far outside.

Furthermore, the obtained value of /t! is 5,06 at the significance level ofx = 0,0005 for a

two tailed test. The degrees of freedom (N-2) is 62, since the sample for school 'R'

consists of 64 respondents. The obtained value of /t! shows clearly that, the null

hypothesis that there is no relationship between 'x' and 'y' when r = 0,54 is rejected as it

(It/) falls well into the rejection area when the critical value of t > ±3,291. Thus the

study can safely conclude that in as far as school 'R' is concerned there is a statistically

significant positive relationship between performance in mathematics and scores on

MSDI-II.
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7.1.1.2.3 Testing the null hypothesis on the basis of data from school 'I'

Figure 7.2: School I - Performance vs Sum MSDI-II
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In school'1', the situation as in school 'H' obtains, though the data is slightly different.

The relationship between these two variables as measured by r is equal to 0,22. R2 =

0,06 indicating some measure of variation around the mapped regression line as Figure

7.2 shows. The null hypothesis which is being tested has already been mentioned. In

this school the obtained value of /t/ is 2,40 at the significance level of o: = 0,01 for a

one-tailed test. The degrees of freedom (n-2) is 109 since the sample for this school is

made up of 111 respondents Thus this study can safely conclude that even for school

'1', there is a statistically significant relationship between the variables under study since

the obtained value of /t/ occur with the rejection area when the critical value of tO,Ol >

2,390. Figure 7.2 illustrates this positive relationship.
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7.1.1.2.4 Testing the null hypothesis on the basis of data from school 'K'

Figure 7.3: School K - Performance vs Sum MSDI-II
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In school 'K', R2, determining the strength of the observed correlation (see Figure 7.3) is

0,05 implying that though the regression line through the scattergram is the best model

under the circumstances, there is still some measure of variations around it. The value

of r is equal to 0,22 showing a more or less similar positive relationship between the two

variables under scrutiny as in school 'I'. This relationship is statistically significant at Ct. =

0,05 level for a two tailed test and the degrees of freedom (n-2) of 90 (since the sample

size from this school is 92). This conclusions is based on the fact that the obtained value

of /t/ is 2,12 occurring well within the rejection area of the null hypothesis that there is

no relationship between the identified variables oft 0,05 > 2,0.
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7.1.1.2.5 Testing the null hypothesis on the basis of data from school 'L'

Figure 7.4: School L - Performance vs Sum MSDI-II
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In school 'L' as Figure 7.4 shows, the value of R2 = 0,066 attest to the fact that there is

some measure of variations from and around the regressions line, although the inserted

model, is the best under the circumstances. The value of r illustrating the relaionship

between the above-mentioned variables is 0,26. This is relatively higher than that found

in both schools 'I' and 'K' but at the same time smaller than in school 'H'. The obtained

value of /tl is 1,80 and the level at which it is significant is CJ.. = 0,05 for a two tailed test

when the degrees of freedom (n-2) is 45. The size of the sample for this school is 47.

The conclusion that can be drawn once more is that the relationship between

performance in mathematics and scores in MSDI-II in this school is statistically

significant as the obtained value of /t/ occurs within the range of rejection of the null

hypothesis ê~ t 0,05 ~ 1,684.
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7.1.1.2.6 Testing the null hypothesis on the basis of data from school '"'I'

R" = 0.0486

Figure 7.5: School M - Performance vs Sum MSDI-II
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In school 'M' the value of R2 is 0,05 showing movement and variation around the

regression line (as illustrated in Figure 7.5) although the fitted line is the best model

given the circumstances. The value of r is 0,22 showing the presence of a relationship

between the two variables under investigation. To confirm that this observed

relationship is indeed statistically significant, the obtained value of /t/ is 1,88 occurring

within the area of rejection of the null hypothesis that there is no relationship at t 0,05 ~

1,671. This shows statistical significance at the level a. = 0,05 for a one tailed test when

the degrees of freedom (n-2) equals 68 since the size of the sample is 70.
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7.1.1.2.7 Testing the null hypothesis on the basis of data from school'S'
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In school'S', Figure 7.6 shows a positive correlation between these two variables. This

fact is confirmed by the r value of 0,43 (see Table 7.2) mapping out this relationship.

The R2 value of 0,18 shows variations around the regression line meaning that a

significant number of the points on the scattergram as Figure 7.6 demonstrates are closer

while there are still a few outliers. The conclusion that can be drawn inspite of these

few limitations is that indeed there is a statistically significant relationship between the

abovementioned variables. This is evidenced by the fact that the obtained value of /t/ is

1,82 which occurs within the range of rejection of the null hypothesis at t 0,05 ~ 1,753

for a one tailed test. The degrees offreedom (11-2) when the sample size is 17, equal 15.
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7.1.1.3 Analysing data from MSDI-II subscales individually per school

7.1.1.2.8 Conclusion of MSDI-II as a whole

Data from all the six schools show that there is statistically significant relationship

between performance in mathematics and the scores on MSDI-II as a whole. This

confirms the findings reported under subheading 7.1.1 where pupils performing well in

mathematics also scored high points on MSDI-II while those who perfomled poorly in

mathematics also scored low points on MSDI-II as a whole. In short it would seem low

performers are not as positive about their identity as high performers are as measured on

MSDI-II as a whole. This confirms the hypothesis stated in Chapter 1.

Looking at the MSDI-Il's subscales per school, the following can be noted from Table

7.2 :

(i) That in school 'H' there IS no statistically significant relationship between

performance and scores on Health subscale as the observed r value of 0, 13 yields

a /t/ of 1,03 which falls far below the rejection area oft 0,0005 2: ±3,291. The

same goes for the relationship between performance and scores in emotional

stability subscale which yields an obta. .d value of /t/ = 0,095 when r is 0,12. In

subscale 'Physical Appearance' the r value is 0,16.
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This too is far less than It! 0,0005 ~ ±3.291 (two tailed test) though it looks

closer to t 0,10 ~ ± 1,296. But the other seven subscales show statistical

significance of the above-mentioned relationships. For example, in subscale

'Relations with Family', the value of r = 0,21 which is statistically significant at t

0,10 ~ ±I,671 when the obtained value of It! is 1,7. This occurs within the

rejection range of the null hypothesis. The obtained It! value in subscale

'Relations with Peers' is 2,29 thus it confirms the statistical significance of the

relationship when r = 0,28 at t 0,05 ~ ± 2,0 for a two tailed test. In subscale

"General School Ability' the value ofr = 0,38 and that of the obtained It! is 3,25.

This too makes the relationship to be statistically significant at t 0,005 > 2,66

(for one tailed test), as it occurs within this range of rejection of the null

hypothesis. Subscale 'Physical Ability' with the value of r = 0,36 is also

statistically significant as its obtained It! value is exactly the same as in subscale

'Academic Ability'. These values are 3,04 respectively and they are statistically

significant at t 0,005 > 2,66 for a one tailed test. Their It! values are clearly in

\.'i, ,t~'';;Gi.'';' iUea. The last two subscales 'Music Ability' and 'Mathematics

Ability' also show statistical significance of the relationships. The r values are

0,39 and 0,54 respectively. Their obtained It! values are 3,34 and 5,06. These

two are statistically significant as they occur within the rejection area where t

0,005 ~ 2,66 and t 0,0005 ~ ± 3,46 (for one tailed tests) respectively. For all the

subscales the degrees of freedom (n-2) equal 62 as the sample size is 64. The

conclusion that can be drawn from the above is that out of a total of ten

subscales, there is a statistically significant r ationship between the identified
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variables in seven of them. Therefore low performers do not seem to construct

meaning of their individual African identity as positively as high performers do.

(ii) In school'!', the relationship between the following subscales were not

statistically significant: 'Relations with Family' with the r value of -0,01 and

obtained value of ItJ = -0,1, 'Physical Ability' with the r value of 0,05 and

obtained value of ItJ = 0,52, 'Physical Appearance' whose r value is 0,04 and

obtained ItJ value = 0,42, 'Health's r = 0,06 and ItJ = 0,64, 'Emotional Stability'

has r = 0,12 and ItJ = 1,26, lastly its 'Music Ability' with the r value = 0,04 and ItJ

= 0,42. All these are not significant as they are outside the rejection area of t

0,10 ~ 1,296 where a = 0,10 and degrees of freedom = 109 for one tailed test.

On the other hand subscales 'General School Ability' and 'Academic Ability'

whose r values are 0,14 and 0,15 respectively obtained ItJ values of 1,47 and

1,59. These are statistically significant as they both occur within the rejection

area oft 0, 1 ~ 1,296 for a one tailed test. The degrees of freedom (n-2) equal 62

as the sample size is 64. Even though out of ten subscales, six do not show

statistically significant relationship, the fact of the matter is that on the whole of

MSDI-II, the relationship is statistically significant.

(iii) In school 'K' as Table 7.2 shows there is no statistically significant relationship

between performance and scores in 'Relati ,-"~S with Peers', 'Academic Ability',

'Physical Ability', 'Health' and 'Music Ability subsoales. Tt: _relationship is only

statistically significant between performance and scores j- 'Relatie: with Family'

(r = 0,15 and ItJ = 1,43 significant at t 0,10 ~ 1,296 for one tailed test), , 'eneral
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School Ability' (r = 0,14 and /t! = 1,33 significant at t 0,10 > 1,296 for a one

tailed test), 'Physical Appearance' (r = 0,17 and /t! = 1,64 significant at t 0,10 >

1,296), 'Emotional Stability' (r = 0,95 and /t! = 8,98 significant at t 0,0005 >

3,460 for a one tailed test) and 'Mathematic Ability' (r = 0,42 and /t! = 4,36

significant at t 0,0005 > 3,460 for a two tailed test). The degrees of freedom

equal 90 for a one tailed test. The conclusion from the above is that though in

five out of ten subscales, the relationships between the identified variables were

not statistically significant, in the remaining five they were very strongly

confirmed.

(iv) Data from school 'L' as presented in Table 7.2 also show that the subscales in

which the relationship with performance is not statistically significant are:

'Relations with Peers', 'General School Ability' and 'Music Ability', However the

following subscales showed statistically significant relationship with

performance: 'Relations with Family' (r = 0,24 and /t! = 1,66, significant at t 0,10

> 1,30), 'Academic Ability' (r = 0,21 and /t! = 1,44 significant at t 0,10 > 1,30),

:'l<y";i~dl AblL(y (1:~ 0,22 and It! = 153 significant at t 0,10> 1,30), 'Health' (r =

0,23 and It! = 1,59 significant at t 0,10 > 1,30), 'Emotional Stability' (r = 0,34

and /t! = 2,45 significant at t 0,01 >) and 'Mathematics Ability' (r = 0,41 and /t! =

2,78 significant at t 0,005 > 2,70). The degrees of freedom for all the above

equal 45 from a sample size of 47 for a one tailed test. The conclusions is the

same as in paragraph (iii) above. In fact in this school more than 50% of the

subscale (that is 6 out of 10) tend to prove that there is in fact a statistically

significant relationship between performance and how positive/negative does as

AF can pupil in the sample feel about one's individual identity.
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(v) According to Table 7.2 the subscales that do not show any statistical significance

in their relationship to performance in school 'M' are: 'Relations with Family',

'Relations with Peers', 'General School Ability', 'Health' and 'Music Ability'. On

the other hand those that indicated a statistically significant relationship are

'Academic Ability' (r = 0,17 and It! = 1,671 significant at t 0,05 ~ 1,671),

'Physical Ability' (r = 0,29 and It! = 2,49 significant at t 0,01 ~ 2,390), 'Physical

Appearance' (r = 0,21 and It! = 1,77 significant at t 0,05 ~ 1,671), 'Emotional

Stability' (r = 0,17 and It! = 1,41 significant at t 0,10 ~ 1,296) and 'Mathematics

Ability' (r = 0,33 and It! = 2,87 significant at t 0,005 ~ 2,660). The degrees of

freedom (n-2) equal 68 since the size of the sample is 70. The conclusion as in

paragraphs (i), (ii) (iii) and (iv), is that; there is a statistically significant positive

relationship between performance in mathematics and one's individual African

identity. Those who are positive about themselves are also the ones who

perform better on the whole.

(vi) The last school whose data are shown in Table 7.2 is school'S'. What is

revealed there is that in the following subscales there is no statistic.Jly significant

relationship with perforrnance in mathematics, 'Relations with Family', 'Relations

with Peers', 'Physical Ability', 'Physical Appearance', 'Health', 'Emotional

Stabilit· ", 'Music Ability' and 'Mathematics Ability'. The only subscal':; that

showed significant relationship with performance are 'General School Ability' (r

= 0,5i. Id lt! = 2,36 significant at t 0,05 ~ ± 2 Dl) and 'Academic Ability' (r =

1,54 ano It! = 2,49 significant at t 0,05 ~ ± 2,131). Since the size of the sample
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is 17 the degrees of freedom equal 15 for a two tailed test. In as far as this

school is concerned unlike in all the other schools, only two subscales show

statistically significant relationships with performance. The study will not

speculate as to the cause of this lack of statistically significant relationships in the

majority of the subscales in this school as this goes somehow outside the scope

thereof.

7.1.1.4 Frequency with which MSDI-Il'S subscales show statistically significant

relationships

TABLE 7.3

SCHOOL H I K L M S

Relations with family S X S S X X

Relations with peers S S X X X X

General school ability S S S X X S

Academic ability S S X S S S

Physical ability S X X S S X

Physical appearance X X S S S X

Health X X X S X X

Emotional stability X X S S S X

Music ability S X X X X X

Mathematics ability S S S S S X

S = Statistically significant relationship

x = not
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Table 7.3 above shows that in all the schools without exception, the scores of

respondents in the sample (n = 400) on MSDI-II as a whole, are related to their

performance in mathematics, and that this is statistically significant according to the data

analysed and interpreted under subheadings 7.l.1 to 7.l.2.1.7.

However in as far as scores on the subscales 'Health' and 'Music Ability' in 5 schools

respectively are concerned, the relationship is not statistically significant. Those schools

are 'H, '1', 'K', 'M' and'S' for 'Health' and schools'l', 'K', 'L', 'M' and'S' for 'Music

Ability'. The same goes for subscales 'Relationships with Peers' and 'Physical Ability'

where four schools in each do not show any statistically significant relationship with

performance. Those four schools are 'K', 'L', 'M' and'S" for 'Relations with Peers' and

'H, '1', 'L' and'S' for 'Physical Appearance'.

In the subscales 'Relations with Family', 'Physical Ability' and 'Emotional Stability' the six

schools are split in half Three of these schools namely '1', 'M' and'S' do not show any

statistically significant relationship between scores on 'Relations with Family' and

performance in mathematics, while on the other hand, in the same subscale three other

schools namely 'H, 'K' and 'L'show a statistically signif cant relationship. The same

goes for 'Physical Ability' subscale where three schools, namely 'I', 'K' and'S' do not

show any statistically significant relationship. While schools 'H, 'L' and 'M' do confirm

it. The subscale 'Emotional Stability', also reflects this 50% split. Three schools namely,

'H, 'I' and'S' do not show it while schools 'K', 'L' and 'M' attest to the statistical

significance of that relationship.
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The situation changes from 'General School Ability' subscale where data from the four

schools confirm that there is a statistically significant relationship with performance.

The schools here are 'H, '1', 'K' and'S'. Only two schools namely 'L' and 'hl' do not

show this statistical significance in the relationship.

In subscales 'Academic Ability' and 'Mathematical Ability' there is an overwhelming

confirmation that there is statistically significant relationships with performance. Five

schools do confirm this while only one school does not. The schools that confirm the

relationship between performance and scores in 'Academic Ability' subscale are 'H, '1',

'L', 'M' and'S' while that which do not show it is school 'K'. On the 'Mathematics

Ability' subscale, school'S' does not show it while schools 'H, '1', 'K', 'L' and 'M' do

confirm it.

On the other hand data from school'S' do not show statistically significant relationships

between performance and eight of the subscales namely 'Relations ith Family',

'Relations with Peers', 'Physical Ability', 'Physical Appearance', 'Emotional Stability',

'Health', 'Music Ability' and 'Mathematics Ability', while it only confirms this in 'General

School Ability' and 'Academic Ability'. On the other extreme school 'H' confirms this

relationship in all other 8 subscales, except on 'Health' and 'Emotional Stability'

subscales.

Data from school 'I'show that the mentioned relationship are statistically significant in 4

subsc.les, school 'M'shows that it is in 5 subscales that there is no statistically

significant re'r..ionship. School 'K' echoes the situation in school 'M', 5 s..bscales show
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the relationship ,vhile 5 do not. The last school is 'L' with 7 subscales confinning the

relationship and 3 not showing it.

The conclusion that can be drawn from the above is that there seems to be some

measure of statistically significant relationships between performance in mathematics on

the one hand and scores obtained on the whole of MSDI-II collectively, as well as per

subscale. The implications of this conclusion therefore is that, in keeping with other

findings made in this chapter and the subsequent one (Chapter 8), low performers in

mathematics do not seem to score high on MSDI-II as well, while high performers in

mathematics seem to score higher on MSDI-II.

7.1.1.5 Interpretation of statistical findings in the context of the theory

The data show that there is a connection between the sampled pupils' manner of making

sense of themselves and their performance in mathematics. That is, those who

performed well were also those who looked positively at themselves in terms of their

relationship with their own families, their peers, their general school ability, their

academic ability, their physical ability and appearance, their emotional stability, health

and mathematics ability as measured by Mboya's Self-Description Inventory-II (MSDI-

II).

The data analysed above show differing ways in which the African pupils constituting

this sample understand themselves as well as how they describe themselves. High

performt "s falling with;" the highest 25% category seem to feel positive about
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themselves as members of their families. This positive feeling makes them see

themselves as wanted and valued members of their families who have an important

contribution to make. Most of the questions in the 'Relations with family' subscale of

MSDI-I1 as discussed in Chapter 6, touch on this aspect of their meaning construction of

their individual African identity. To reiterate, though the questions in this subscale and

the whole of MSDI-I1 do not explicitly ask about African identity, the fact that the

inventory was specifically normed among African pupils (Mboya, 1993) and that in this

study yielding the abovementioned results, it was operationalised among African pupils

exclusively, bear testimony enough to the fact that the identity, being described and on

which meaning is being constructed, is that of an African.

Thus the data show that high performers construct meaning of their individual African

identity more positively than the low performers do. Low performers do not seem to

feel as much wanted and respected by their families and their peers as high performers

do. Low performers do not enjoy the company of their peers as much as high

performers do. (These points are elaborated in detail in Chapter 4.)

On the academic and school side, low performers do not like their school subjects, they

do not enjoy spending time in their class, they generally do not look forward to going to

school as much as high performers do .

•

The above differences though picked out from 3 of the 10 subscales of MSDI-II, serve

only as examples of what is meant by positive, as opposed to negative meaning

construction of individual African identity according to the data and theory (see how the
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conceptualisation of African individual identity is shown to be a contested terrain, in

Chapter 4). The data discussed distinguish between the two groups of performers, one

group despising themselves, their abilities, competencies, knowledge, health and almost

everything about them that defines them as African individuals as measured by MSDI-II.

Their identity seems to be disintegrating if not non-existent and this may be due to how

they have been positioned in the relations of power and knowledge (see a full discussion

by Foucault of the 'panopticon' in Chapter 4). As discussed in Chapter 2 and 4, for one

to understand this negative meaning construction of the individual African identity one

has to look at how colonialism, imperialism and apartheid capitalism have functioned to

affect 'objectification' of the African individual's subject, through isolation,

marginalisation and generally oppression (see Chapter 2 for a detailed exposition of how

the individual's identity is 'objectified' through dividing practices). The low performers

as the data show, function within an ideology identified by Duncan (1993) as that which

is described and prescribed by the dominant group for the dominated group(s). The low

performers seem to be echoing and amplifying the dominant group's negative

descriptions of who African individuals are. They seem to see themselves through the

eyes of the oppressor as worthless and unwanted by their families, peers, school, the

community generally but most importantly by themselves (see Chapter 4, for a

discussion of how the social context or the panopticon in the words of Foucault

sometimes serves to generate negative perceptions about the individual's identity).

High performers in contrast, despite the overwhelming signals, messages and

indoctrinations by the dominant ideology, seem to have chosen to operate within a
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different 'regime of truth' (Rabinow, 1984) that empowers them to see themselves in the

positive light as able human beings and students who do weU at most school subjects.

They seem to see themselves as having the ability to understand the work quickJy in

most school subjects, a quality low performers deny they have. High performers on the

whole seem to believe in themselves, their abilities (be they musical, physical or

mathematical), their appearance, health and emotional stability. The above are some of

the characteristics of an emancipatory and counter-hegemonic discourse and ideology

that contest the power that the dominant one seems to have as well as exercise (see

Chapter 4, about how emancipatory discourses are generated and come to author the

African's identity as an individual). High performers also seem to construct meaning of

themselves from this latter positioning in the relations of power and knowledge.

That in constructing meaning about their individual African identity, the subjects in this

study were informed by their peers and their family's perceptions confirms Lacan's ideas

about the mirror stage where the 'other' in an alienating way constructs one's identity

(see Chapter 4 where Lacan is interpreted as saying that consciousness then becomes the

other which is what one is not yet; in the mirror). The low performers also seem to feel

unwanted by these significant 'others'. This contributes towards their negative feelings

about themselves (see Chapter 4, for a discussion of how negative African individual

identity is constructed). The high performers however seem to have managed to

construct a more positive view of themselves in spite of the negativity in their context

(see Chapter -t that demonstrates how and when individual Africans become aware of

their subalte. n status and begin to question that and then start to generate an alternative

regime of truth about their identity).
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The last point that needs to be made is that the low and high performers perform seem

to differ when they construct meaning of their own individual Afiican identity in spite of

the similarities in terms of their concrete material conditions. How they understand their

conditions, their African identity is one other factor that seems to set them apart (see

Chapter 4 where Henriques, et al, are quoted as defining power or wrestling thereof as

not necessarily violence because it is a total structure of actions brought to bear upon

possible problems ... as power ... induces ... and makes easier).

In conclusion the above analysed data have shown that signification of individual African

identity depends on how particular African individuals are positioned in discursive

spaces of power and knowledge relations. Low performers seem to be located in the

dominated's position while high performers in the emancipatory and counter-hegemonic

position. Because of that they seem to define and construct meaning of their own

individual Afiican identity; the former in a relatively helpless way whiJe the Jatter in a

'!l(;r~:empowered and liberated manner.
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Rotter's I-E scale

7.1.2 Analysing, discussing and interpreting data gathered through

7.1.2.1 Performance in mathematics and Rotter's I-E scale per school

TABLE7.4

School H I K
Performance in L25% H25% M50% L25% H25% M50% L25% H25% M50%
category in
matlis
Average 7,375 54,438 25,406 11,643 42,142 24,382 35,52 78,09 61,43
performance in
matlis
Rotters I-E: 28 8,936 9,688 9.8125 10.25 9.607 10,473 9.26 8.96 9,61
Percentage 31.91 34,6 35.04 36,61 34,31 37,40 33,07 31.99 34,32
School L M S --Average 19,75 69,75 40,45 2,833 35,5 l3,24 15 41 23,6';
performance in
maths
Rotter's I-E: 8,583 10,25 9,273 10,94 9,94 10,5 8,75 6,5 10, Il
28
Percentase 30,65 36,61 33,12 39.07 35,5 37,5 31,25 23.~ i 36,11" -,

about the relationship between Rotter's I-E and performance in mathematics rather than

MSDI-II and performance. One other important point worth noting is that high scores

on Rotter's I-E (or high percentages thereon) show the individual or group that obtains

such 1S being more external than internal. The desirable condition therefore would be
I

where individuals or groups would score less on Rotter's I-E as evidence that they are in

charge of their lives and destinies and that they do not ascribe outcomes of their actions

to chance or factors outside themselves (Tuckrnan, 1978).
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Table 7.4 shows high performers (H25%) in schools 'H' (n=64) and 'L' (n=46) as being

more external than the low performers (L25%) in those schools respectively. While in

schools 'I' (n=Ll l ), 'K' (n=92), 'M' (n=70) and'S' (n=17), high performers (H25%) are

more internal than low performers. If out of six schools, four schools (a total of n=290

out of 400) show that high performers are more internal than low performers, a

conclusion may be drawn that on the whole high performers are more internal in terms

of their locus of control than low performers. Not much information can be gleaned

from the middle performing category though, as it is not clear as to how many would be

low or high performers within that category.

7.1.2.2 Analysing the relationship between performance in mathematics

and Rotter's I-E scale using regression analysis

TABLE 7.5

School H I
Performance y- Slope r R= t y- Slope r R= t
in inter inter
mathematics
on:
ROlter 9,67 -0,0037 -0,024 0,0006 -0,19 10,51 -0,012 -0,062 0,0039 -0,65
School S L
ROller 11,325 -0,0927 -0,368 0,136 -1,53 8,406 0,0221 0,159 0,025 1,03

School M K
i Rotter 11,052 -0,036 -0,17 0,029 -1,41 10,24 -0,011 -0,138 OJ;11 1)2

Table "/.5 shows statistics reflecting the relationship between performance in

matherr uics and scores on the Rotter's I-E s-ale. In all the five schools above, namely

schools . " 'I', 'S \ l' and" ., 11 ~ value of r is negative.
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7.1.2.2. Interpreting statistical data

The level of significance for school'S' with the degrees of freedom = 15 is at t 0,2 > ±

1,34 for two tailed test. Since the obtained /t/ is -1,53. The conclusion that can be

drawn is that the relationship betwe: :1 pr ·ormance in mathematics and scores in the

Rotter's I-E control seal; is statistically significant at the identified level. For school 'M'

the level of significance, with the degrees of freedom -= 68, is at t 0,20> ± 1,296 for two

tailed test. In this ~ase since the obtained value of /t/ occurs within the rejection area it

The level of significance for school 'H' with the degrees of freedom = 62 is at t 0,20 ~ ±

1,296 for two tailed test. In this case because the obtained value of /t/ falls outside the

rejection area it can be concluded that the relationship is not statistically significant. The

same goes for school 'I' whose degrees of freedom = 109 and the significance level is at t

0,20 > ± 1.296 for two tailed test. Because the obtained value of /t/ for this school is

outside the rejection area, the conclusion that can be drawn is that the relationship in this

school is not statistically significant. For school 'L' the significance level with the

degrees of freedom = 45 is at t 0,20 > ± 1,303 for two tailed test. In this school also,

the relationship is not statistically significant.

The null hypothesis being tested is that there is no relationship between performance in

mathematics and scores on the Rotter's I-E scale. Looking at the values of /t/, that of

school .l;'. 0,)),:), hool 'I' = -0,65, school'S' = =1,53, school 'L' = -1,08, school'M' =

-1,41 and school'K' = -1,32.
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can also be concluded that the relationship between the identified variables is statistically

significant at the identified level. In as far as school 'K' is concerned, the level of

significance with the degrees of freedom = 90 is at t 0,20 > ± 1,296. Since the It} value

is within the range of rejection of the null hypothesis it might be concluded that the

relationship is statistically significant at the identified level.

7.1.2.4 Caution in drawing conclusions

This study cannot with confidence make the claim that there are relationships between

the identified variables although it is in 50% of the schools that these relationships seem

to be statistically significant. Those three schools (out of six) are schools 'K', 'M' and'S'.

In these schools, the level of significance is at cr. = 0,20. Normally the accepted levels of

significance are at cr. = 0,01, 0,05 or less than both. Il is therefore because of the above

that the study is unable, at least at this stage, to conclude with confidence that the

!(~)a~;onships between the identified variables are statistically

significant.

However there are two reasons that may allow the study to make the conclusion that the

observed relationships are statistically significant (though with great care and caution).

The first reason is that based on the data presented in Table 7.4, out of the six schools in

the sample, four showed that high performers were also more internal than low

performers (see subheading 7.1.2.1). The total number of pupils in those four schools is

290, about 72,5% oft. total sample. The other .eason is that the subjects in this .udy
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are actually human beings and it would seem like in the human and social studies it is not

easy to adhere rigidly to matter such as these due to the fluidity and dynamism of 'what

constitutes the object of study' herein. To add to this Elifson, Runyon and Haber (1990)

even argue that:

Significance must be interpreted within meaningful context that you found a
mean difference of one year between two groups of preschoolers, we would far
less likely to call the difference trivial. In fact, in the latter instance, the
difference probably would be considered both practically and statistically
significant because of the difference one year can have on the maturational
process of a preschooler. Finally, and perhaps most importantly, we have seen
that scientific knowledge is probabilistic and not absolute" (pp. 336-337).

The 'meaningful context' in this study within which to interpret and understand o: = 0,20

as statistically significant, is that the qualitative findings reported in Chapter 8 of this

study seem to point in the direction that low performers tend to be less internal than high

performers in that they do not take as much responsibility for the outcomes of their

actions and behaviour as high performers do.

Assuming that the two reasons supplied above are to some extent valid the study

therefore concludes that there is a statistically significant negative (or inverse)

relationship between performance in mathematics and scores in Rotter's I-E scale. This

means that the better the pupils perform in mathematics the less external their locus of

control become. "'-'hisimplies that high performers tend to take responsibility for the

outcomes of their ctions and behaviours, while' w performers tend to attribute that to

factors outside themselves, over which they themselves have no control, like luck and so
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on. To substantiate this finding further graphs from the three schools where there seem

to be statistically significant relationships (although at a very low significance level)

between the identified variables are shown below.

Figure 7.7: School K - Performance vs Rotter
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Figure 7.7 shows the seeming negative relationship between performance and scores in

Figure 7.8: School M - Performance vs Rotter
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Rotter's I-E in school 'K'.

Fi::".~e~ . .::...ows the same negative relations ..lp in school 'M'.
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Figure 7.9: School S - Performance vs Rotter-
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Compared to the other two schools, the graph indicating the relationship between the

identified two variables in school'S', shows a more steep negative slope. The graph did

not estimate all the points accurately.

7.1.2.6 Conclusion

Again, if the assumptions on which the statistical significance of the negative

relationships shown above are valid, it may be concluded that high performers seem to

be more internal than low performers and therefore more able or prepared to take

responsibility for the outcorne , of their actions and behaviours than low performers.

7.1.2.7 Interpretation in the context of the theory

As mentier ...j earlier in the chapter, Rotter's I-E seale assists in gathering data about

how the sampled pupils construct meaning about their own individual African identity.

24J
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The issue of identity also involves an individual (African) pupil taking charge of oneself

and one's destiny. Pupils that are able to find themselves as coherent, as one united

entity are more empowered to initiate action and even to account for the outcomes

thereof than individuals who see and understand themselves as helpless victims of

circumstandes (see Chapter 4 where Lacan distinguishes between the two notions of the

self, namely corps morcelé and imaginary self).

The dominant and dominating ideology as discussed in Chapters 2 to 4 has attempted to

shatter the identities of African individuals through the removing of responsibility over

their lives from them and by defining them in belittling, condescending and negative

terms (Bulhan, 1992b and Duncan, 1993). The data show pupils being positioned in two

contestational and contradictory categories; one being where they are empowered and

where they perform well. Here they construct meaning of their own identity as

coherent, they seem to have initiative because the locus controlling their actions and

behaviours are right inside of them. These are pupils operating from within a counter-

hegemonic ideology and discourses that author them contrary to the dictates of the

dominant and oppressive discourse that disempowers them and makes them understand

themselves as helpless victims of circumstances. The latter as data have shown, come

from the low performing group and category.

One point that needs to be mentioned in conclusion is that all the pupils in the sample

are the same, that is, they come from more or less sirnil. socio-economic backgrounds

(see data presented in chapter 6) but what seems to position them differently as the

-mpowered who perform well and the disempowered who regard the.nselves as victims
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7.2 SIGNIFICATION OF PERFORMANCE IN MATHEMA TICS:

PRESENTATION, ANALYSIS AND DISCUSSION OF

QUANTITATIVE DATA

of circumstances, it would seem, is the meaning they make of their own individual

identity.

7.2.1 Introduction

In understanding how pupils in this sample (n=400) construct meaning of their own

performance in mathematics this section analyses and discusses data gathered through

MSDI-Il's 'Mathematics Ability' subscale first and then proceed to Tuekman's

Mathematics Attitude Scale. These, analysis and discussion, serve the purpose of

showing broad statistical patterns as basis for conducting a more indepth qualitative

analysis and discussion thereof reported in chapter 8 of this study. It shall however be

noted that, in as far as data from Mboya's Mathematics Ability Sub scale (MMAS) much

have already been mentioned in earlier sections of this Chapter 7. Here it will be a

matter of highligting and reiterating those salient patterns that have implications for

signification of performance in mathematics in particular. The point is, when the data

from this subscale were discussed earlier, they were part of the broader concept of

individual identity which is theorise; as consisting of performance is mathematics as one

of the ten dim ....nsions thereof In this section however, because the focus is on

signification of performance in mathematics, the data from M:M.AS is given prominence.
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What is shown by the data in subsequent subsection is that low performers tend to

construct negative meaning about their own performance in mathematics, while the high

performers are more positive about theirs.

7.2.2 Highlighting the findings and interpretation of data gathered

through Mboya's mathematics ability subscale (~1.M..A.s)

Subheading 7.1.1.1 presenting data on the relationship between performance of the

sample (n = 400) in mathematics and on the whole of Mboya's Self Description

Inventory-II (MSDI-II) per school shows Table 7.1. The conclusions that this study will

want to highlight relating to the relationship between performance in mathematics and

scores in MMAS are that:

(i) In school 'H' the pupils in the highest 25% performance category in mathematics

obtained 75,44% on MMAS while those in the lowest 25% category obtained

56,26%. In school 'I' those in the highest 25% category obtained an average of

73,14 % on l\1l\1AS while those in the lowest 25% obtained an average of

52,78%. In school 'K' the highest 25% category continued to show their

superiority on scores in l\1l\1AS by obtaining ï4.18% compared to 61,14% of

lowest 25% category. The same as above obtained in as far as school 'L' is

concerned where the highest 25% category obtained 69,66% in l\i\1AS while

lowest 25% obtained 59%. Even in school 'M' the two groups obtained 66,56%

and 54,12% respectively. In school'S' finally the same as above occurred,

70,5% to 59.5% were obtained by pupils in the!' hest 25% category compared
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to those in the lowest 25%. The conclusions drawn based on the above is that

,',
I,_,_,.} .' ~'" ',~. 1;,' s . The other very significant point shown in Table 7.2 is that

high performers tend to construct meaning about their own performance more

positively than low performers do. They have confidence in themselves and their

abilities to perform well while low performers are more negative about

themselves and their abilities.

(ii) Using some principles of regression analysis technology as reported under

subheading 7.1.1.2 also confirmed the finding that high performers construct

meaning of their own performance in mathematics more positively than low

performers do. This point is further substantiated by the data presented in Table

7,2 which shows that for all the schools the values of r, indicating the absence or

presence and extent of the relationship between performance and scores on

MMAS, are positive. The only difference among them is that of degrees as some

are more relatively smaller than others. To be specific the r values respectively

are the following per school: 'H' = 0,54, '1' = 0,52, 'K' = 0,42, 'L' = 0,41, 'M' =

all these observed relationships are statistically significant (except for school'S').

The obtained /t! values are the following per school: 'H' = 5,06, '1' = 7,54, 'K' =

4,36, 'L' = 2,78, 'M' = 2,87 and'S' = 0,54. Subheading 7.1.1.3 shows that the

statistically significant relationships are significant at a = 0,0005 level for school

'H', a = 0,0005 level for school 'K', a = 0,005 for school 'L', a = 0,005 for

school 'M' and a = 0,0005 for school 'I'. The conclusions drawn therefore is that

those pupils who perform high in mathematics, they also show a positive attitude

towards their own performance, while low »erformers are j .egatix towards their

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



own performance. This study is careful not to assume causal relationship

between performance and scores on MMAS.

7.2.3 Presenting, analysing and discussing data gathered through Tuckman's

Maths Attitude scale (l\1AS)

TABLE 7.6

School H: n = 64 L:n=111 K:n=92
Performing L25% H25% 1'.150% L25% H25% M50% L25% H25% M50%
category
Scores in 61 77,13 63,1 59,29 70,07 64,76 64,83 75,39 74,96
:M..A.S

School L: n = 47 M: n = 70 S:n=17
Scores in 68,67 71,83 62,55 57,89 73,72 59 62,25 77,25 76,67
:MAS

Tat le 7.6 shows that in all the schools, the highest 25% category of performers are also

superior to the lowest 25% in terms of their scores on ~1AS. For example in school 'H,

the lowest 25% obtained 61, while the highest 25% obtained 77,13. The difference

between these two is 16,13 points. In school 'I' when the lowest 25% category obtained

59,29, the highest obtained 70,07 and this is the difference of 10,78. In school 'K' the

difference between the highest 25% and the lowest 25% is between 75,39 - 64,83 =

10,56. In school 'L' this difference is between 7,83 (highest 25%) and 68,67 (lowest

25%) and it equals 3,16. In schoolM' it is between 73,72 (highest 25%) and 62,25

(lowest 25%) and it equals 11,-+7. Lastly in school'S' it is between 77,25 (highest 25%)

and 62,25 (lowest 25%) and it equals 15. The conclusion drawn based on the above is

that there is a clear difference between the low and hi~ . performer in terms of how they

cor.struct meaning of their OW:1 performance in ma" cmati ; The latter group is more
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7.2.4 Using principles of regression analysis

positive about their own performance than the former group and this confirms the

findings made based on the data from Mboya's Mathematics Ability subscale.

TABLE 7.7

I School H: n = 64 I:n=lllI i:rfonnance y Slope r Re t y Slope r R2 t
Intcpt intcpt

Mathematics
i And scores 55,41 0,38 0,59 0,35 5,74 54,8 0,18 0,32 0,10 3,52
in M.A.S, School L: n = 47 M: n = 70I And scores 61,12 0,13 0,18 0,03 1,23 54,27 0,51 0,48 0,23 4,5
in MAS

I School K: n = 92 S:n=17II And scores 65,1 0,14 0,31 0, Il 3,13 61,89 0,45 0,42 0,18 1,99
in M.A.S

Table 7.7 need to be read in conjunction with subsequent Figures 7.10 to 7.15. The

following analysis and discussion are testing the null hypothesis that there IS no

relationship between performance in maths and scores on Maths Attitude Scale.
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7.2.4.1 Data from school 'H'

Figure 7.10: School H - Performance vs Attitude
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Table 7.7 and figure 7.10 show that there is a positive relationship between performance

in mathematics and scores on MAS. The r value of 0,59 mapping the direction and

extent of the relationship between the two is positive. Finally it is concluded that the

observed relationship is actually statistically significant as the value of /t/, determining

whether the observed r is nor equal to zero, is 5,74. This value falls within the rejection

area determined at the significance level of t 0,0005 2: 3,460 for one tailed test. This

means that the relationship between performance in mathematics and scores on MAS in

this school is statistically significant as the abovementioned null hypothesis is rejected.

Pupil's whose attitudes are more positive towards mathematics are also the ones who

perform better in mathematics than those whose attitudes are more negative.
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7.2.4.2 Data from school'!,

Figure 7.11: School I - Periormance vs Attitude
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Table 7.7 shows that the value of r in this school is 0,32. Because this is a positive

value, that shows that the relationship between the two abovementioned variables IS

positive. The conclusion drawn based on the above is that this relationship IS

statistically significant as the value of the obtained /t/ equals 3,52. The level at which

this relationship becomes statistically significant is t 0,0005 ~ 3,460 for one tailed test.

It is within this rejection area that the /t/ value occurs. The finding made in paragraph

7.2.4.1 is confirmed that pupils who perform high on mathematics are also pupils who

are positive towards mathematics and their performance therein. In contrast, those who

do not perform well are also those who are negative towards their performance in

mathematics.
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7.2.4.3
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Figure 7.12: School K - Performance vs Attitude
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In school 'K' the r value is 0,31 showing a positive relationship between the identified

variables. The /t/ value shows that the relationship indicated by r, is statistically

significant at the level t 0,005 2: 2,66 for one tailed test since the obtained value of /t/

falls within this rejection area

100
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The relationship between the identified variables observed from Figure 7.13 is not

statistically significant because the obtained /t/ value (of 1,23) in this school, falls outside

7.2.4.4
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Data from school 'L'

Figure 7.13: School L - Performance vs Attitude
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the rejection area at the t 0,10 ;:::1,296 for one tailed test level of significance.
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7.2.4 ..5 Data from school '1\1'
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Figure 7.14: School M - Performance vs Attitude
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The r value in this school is 0,48, while the obtained /t/ value is 4,5 on the basis of this

information it can thus be concluded that the observed relationship (see Figure 7.14)

between the identified variables is statistically significant at t 0,0005 ;?: 3,460 for one

tailed test as the obtained value of /t/ occurs within t'ie rejection area of the null

hypothesis.
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7.2.4.6 Data from school'S'

Figure 7.15: School S - Performance vs Attitude
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Figure 7.15 shows that there is a relationship between the two identified variables. The

y-intercept here is 61,89 while the slope coefficient is 0,45. This shows that when

performance increases by 1% the scores in l\.1AS increases by a corrsponding amount of

0,45 But most important is that the value ofr = 0,42 confirms to some extent that there

IS a relationship between the identified variables. This relationship is statistically

significant because its obtained /t/ 1,99. This is significant at the level t 0,05 ;:::±1,684

for two tailed test.

7.2.4.7 Conclusion

As has been mentioned earlier in this subsection, the relationship between performance

.,1 mathematics and scor s on MA c .s statistics significant. This is based on the above

50
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findings authenticated and evidenced by the data from the five schools out of the six

sampled. The number of respondents or subjects on whose information this conclusion

is based is 354 out of a total of 400.
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CHAPTER EIGHT : ANALYSIS, DISCUSSION AND INTERPRETATION OF

QUALITA TIVE DATA

This chapter presents data gathered, analysed and interpreted through qualitative strategies as

discussed in Chapter 6. Although the initial intention was to have twenty four pupils

participating at this stage of the research, because of factors beyond the control of the

researcher, only twenty one ultimately participated as these were the only ones that turned up

for the interview. The other three pupils were unavailable in spite of the very elaborate prior

arrangements with both themselves and their respective schools. However the unavailability

of the mentioned three out of the anticipated total of twenty four pupils does not subtract from

the usefulness and validity of the findings presented herein based on interviews with the

twenty one other pupils because what is important in using qualitative strategies is not the

number of respondents rather it is the quality of the information produced. Duncan (1993)

convincingly argues that large sample sizes sometimes yield information that cannot be

managed and adequately analysed. He also notes, from Potter and Wetherell that: "sample of

a hundred texts would often simply add to the labour involved without really producing

anything more significant than a sample of, for example, ten texts would have produced"

(Duncan 1993, p73).

This chapter therefore focuses on meaning construction of all high performers as a group and

contrasts that against that of low performers as a grou- as well. The point is to show how

different and/or similar the two groups of performers construct meaning of their own African

cultural identity, individual African identity and performance in mathematics. These

comparisons are conducted on the basis of these three mentioned factors. Furthermore in this

chapter, in order to avoid repeating the discussions in Chapters 1 to 5, reference will only be
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made to the relevant chapter and or subheading where more details are supplied. This chapter

will relate and interpret the findings in the context of the argument and theory informing this

study. As discussed in chapter 6, the procedures followed in this analysis and interpretation

are those of discourse analysis although attention will be given almost exclusively to the

discursive practices and social practices informing the production, dissemination and

consumption of particular meaning constructions identified (Fairclough, 1992).

Practically in this research, this means that each of the transcripts of the interviews were read

very closely, about three times each, on the average, by the researcher and his assistants

independently. Each of the three factors, namely signification of African Cultural identity,

individual African identity and performance in mathematics were looked at separately. Under

each of these factors the researcher and his two assistants compared notes of what they came

to identify as the major or essential issues around which each of the interviews revolved. The

major issues were compared and contrasted (from) among the three groups of low performers

and another three of high performers. It was realised by the researcher and his assistants that

all interviews seemed to revolve around almost similar major points, but that low performers

gave these points different meaning from that given by high performers.

These major points became the subthemes that had emerged from the interviews, or text as

Fairclough (1992) would assert. These texts of low and high performers were constituted into

two sets of corpus because there were more similarities than differences within groups of low

and high performers respectively. Then from the theory discussed from Chapters 1 to 6,

identifying the dominant and emancipatory discourses, it was possible to find similarities

between the dominant discourses and the position, from which lov performers constructed
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meaning of each of the three factors. The same connections were found between the high

performers' corpus and emancipatory discourses.

The theory had mapped out the two discursive practices informing the construction of texts

being analysed. The researcher's theory (see Chapters 1 to 6) and first hand

knowledge/experience of the Social Structure in South Africa helped to illuminate these

connections (between discursive practices and text) and contrasts between low and high

performers' corpus respectively. Details are supplied in subsequent subheadings to give

further substance to this.

Lastly it needs to be pointed out that reference to particular extracts in this chapter win be

through the identified labels, namely, LHM, LIL, LSK, HHM, HIL and HSK which

distinguish one interview transcript from others as reflected in appendix 40fthis thesis.

8.1 SIGNIFICATION OF AFRICAN CLTLTURAL IDENTITY

8.1.1 Two positions from which meaning can be constructed

As argued in chapters 3 and 4 of this study, the distinctions between signification of African

cultural identity and individual African identity seems to be arbitrary since both refer to the

mere different sides of the same coin of 'what does it mean to be an AfricanIBlack?' While

cultural identity refers to the collective African experiences and positioning in the discursive

spaces and practices of k.nowledge and power, individual identity refers to the crystallisation

of those into particular and specific xperiences of the African person. Thus in as much as a

more systematic and exclusive analysis and discuesion of data referring to signification of
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African cultural identity will be attempted, the obvious outflow into individual African

identity cannot and could not be avoided.

The data gathered from the mentioned 21 respondents at this stage of the study tend to further

confirm the findings reported in Chapter 7, that; low performers in mathematics are different

from high ;'erformers in terms of how they construct meaning of their African cultural

identity. This section illustrates this point. It also shows that the differences between these

two are a reflection of the two different positions from which meaning is being constructed

namely, in tandem with the dominant and dominating ideology that defines Africans or

Blacks in negative terms on the one hand. On the other hand there is a counter-hegemonic

and emancipatory ideology within which Africans or Blacks and their culture are defined

positively in direct opposition to how the dominant and dominating ideology tend to do as

thoroughly discussed in Chapters 2,3 and 40fthis thesis.

8.1.2 Subthemes systematising discussion of 'signification of African cultural identity'

Analysing all the six transcripts of the 21 pupils interviewed, six sub-themes showing this

dichotomy in meaning construction between the low and high performers emerge, which are;

(i) that low performers were less able to articulate the purpose of being Black /

African (in South Africa) today. On the other hand high performers did not

see their being Black or Africanness as an accident of history. They actually

saw their Africanness as calling upon them to transform both themselves and

their context. African culture to them w... thus a position from which to

launch this identified emancipatory project (see subheading 8.1.2.1).
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(ii) that low performers did not seem to know as to where they came from. They

were either fixated in the past engaging in those activities or rituals called

African culture without clearly understanding the purpose thereof or riot caring

to ask, while the high performers clearly understood where they came from as

Africans. For them what defined them and their culture were systematic

processes of exclusion, marginalisation and oppression engendered by an

exploitative apartheid-capitalism. According to high performers their culture

cannot be understood separate from issues of dispossession and degradation at

the hands of colonialism and/or apartheid (see subheading 8.1.2.2).

(iii) that low performers tended to theorise African culture in clearly static and

essentialist terms that tended to assign museum piece status to African culture.

They tended to define African culture as a primitive practice which ancient or

elderly Africans understood but which they themselves 'modernists', did not

quite comprehend. On the other hand high performers recognised the

dynamism of African culture and on the basis thereof they could recognise and

realise the oneness of all humanity, as indeed according to them, African

culture was just a place or position reflecting particular experiences as

discussed above, as well as a platform for arguing for certain changes that

would re-humanise all, especially those marginalised and dispossessed Blacks

(see subheading 8.1.2.3)

(iv) that 10\ performers were less able than high performers to articulate the

awareness and need for African culture to defreeze itself and thus move from a

259

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



state of being arrested to a state of empowerment and empowering all Africans

or Blacks (see subheading 8.1.2.4).

(v) that though low and high performers somehow agreed on what constituted

African culture, for low performers it was portrayed in very negative,

derogatory and undermining terms compared to high performers who created a

positive picture of those characteristics (see subheading 8.1.2.5).
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(vi) and lastly the high performers constructed African culture as something to be

proud of because it gave them the strength to interrogate their own identity

while with low performers, African culture almost shamed them as it

sometimes made them wear and do things that somehow embarrassed them

(see subheading 8.1.2.6).

However it should be remembered that the subthemes are not as clearly demarcated and as

watertight separate from one another as the above discussion shows. There are a lot of

repetitions and contradictions that only get untangled upon closer scrutiny. To substantiate

the above, the discussion will now look at empirical data on each of the six subthemes from

the mentioned six transcripts.

8.1.2.1 Articulation of the purpose of being Black / African

The theme of the liberation struggle seems to be high on the agenda of high performers,

immediately the question of African culture is raised, for example, from interview HSK e

following come to the fore:
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El: Being an African means to live with people, to hel p each other in times of trouble and

E2: To struggle to a better future.
E4: To give others eh ... ideas how to solve their problems.
E2: Most of white people they think about themselves only, they don't think about others

... some of them, when you can look at Black people ... they are the ones who help
each other because they are the ones who are very poor because they know ... so
white people.

El: Yes. r see myself as a Black, as a Black person or as an African. Let me say that,
because my life is the one that always reminds me that don't forget that you are an
African and not only my life and the people who live around me I can see that these
people are really suffering, maybe there is something I can do for them even if I am
still young like r am now. But I think there are somethings you can assist some
peoples with, like maybe if an old person, you see him walking down there carrying
some heavy load, then you can just go and help her .. you know those kind of things.

From the above conversation triggered by the researcher's question that asked the respondents

to share their own understanding of what African culture or Africanness means, it becomes

clear that African culture is not theorised by these high performing African pupils as some

archaic practice that some primitive African people used to engage in. This negative

description of African culture is what emerged from the dominant ideology discussed in

chapter 3 where African culture was seen as inferior and primitive. The conversation quoted

above gives African culture a purpose and practical modem day utility. African culture

means African people (including pupils) being able to live with other people, helping each

other but most importantly struggling for a better future and so on. The above constitute a

clear confirmation of what Fanon as quoted by Bhabha was advising Africans to do when he

said that they should embark on a 'passionate search' for who they are (See chapter 3). This

passionate search it was argues, will propel them to create a new and better identity of what it

means to be an African. This shows a positive position from which meaning of African

culture can be constructed. It articulates a purpose. African people are urged by their culture

to see the suffering around them. They are urged even if it's in a small way, of just assisting

the elderly to carry a heavy load, to transform their otherwise contingent situations. The
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purpose of African culture it would seem according to the quoted high performing pupils is to

sensitise others to the plight of their less fortunate human beings. The point of African

culture emphasising sharing, helping one another and so on seems to go through all the three

interviews conducted with high performing pupils in the six schools.

On the other hand low performing pupils do not say much or anything about African culture

as meaning struggling to a better future. They do not say anything about African culture as

giving to others ideas about how to solve their problems .. On the contrary, interview LHM of

low performers goes along these lines;

El: I think African culture it is nothing but is to bring we Black people to respect and
know who is who. And it is so very important to us because when we do it we feel
that we are really Blacks not to be proud of other cultures.

E2: Most of the people who still cling to their culture are the Basotho. For example their
dress ....

El: They are not ashamed of wearing those blankets even if it is very hot. They also go to
some circumcision and also that

E3: They are taught respect ... but these days those who go do not respect people.
El: To be frank with you sir I don't do anything which is concerned with culture. Since I

grew up I did not see myself do anything.
E2: The same with me. I grew up just like that. They never did culture.
E3: I think ancient people were the ones who clung to their culture properly.
El: Loin cloths, dithethana (traditional African women's garments), and to sing around the

fire that I didn't do that since I grew up. To go to that circumcision school I didn't
do that culture I think is what we Black people believe in. It is just like when you
tell yourself that I will not eat breakfast without having washed my face. You believe
in that and you won't do it. You won't eat anything before you wash your face.
Culture is just like that. Because when you ask Mama why I am not supposed to stand
in the doorway she will tell you that she never asked such questions when she was my
age. Never. She'll never give you a good reason.

The above conversation from low perforrr.. rs differs markedly from the one from the high

performers. The low performers conceptualise African culture more or less similar to high

performers only when it comes to it involving respect for others. But from there low
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performers go at a tangent and see it as something irrational that African people need to do or

follow without question. According to this latter conceptualisation African culture, in fact

culture, is something that only Africans do or need to engage in and keep very close to their

h-arts. African culture according to the low performers has to do with inconvenient if not

embarrassing practices like the wearing of a blanket even though it is hot. Seemingly it is so

inconvenient that Black / African people who can avoid it, like the respondents in this study,

were fortunate enough to have grown up without having been exposed to it. Some of the

clothes like dithethana (traditional African women's garments) and singing around the fire

which make up African culture seem to be so senseless as portrayed by the low performers

that really there doesn't seem to be any point in doing or wearing them. African culture is

irrational, demeaning, it sometimes involves senseless routines and rules that cannot be

justified or substantiated according to low performers.

The preliminary conclusion that can be drawn is that from how the low and high performers

construct meaning of their African cultural identity respectively, two ideological positions

become clear. For high performers African culture has a purpose with which they can

identify. This purpose enables them to grow and be sensitive to the plight of others. This

purpose also enables them to contribute towards African people moving from the state of

helplessness to an empowered state. African culture in the tradition of Fanon (1963, 1967 and

Bhabha 1994) is a dynamic and new construction that should continually be aspired for in the

search for an African identity. This position by high performers is clearly counter-hegemonic

and emancipatory as it negates the negative conceptualises of the dominant discourse (Duncan

1993) that seems to be operationalised again by the low performers.
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8.1.2.2 African culture and fixation in primitive activities

Low performers seem to understand African culture as a thing, something that some Africans

possess in large quantity while others in small quantities or do not possess at all. African

culture is seen as stationary and not amenable to change and transformation. They also see

African culture as something belonging to the days gone by. African culture according to low

performers is about some archaic and obsolete rituals that Africans like to engage in without

reason. The following conversations attest to this fact. (This first conversation is from

interview LHM).

E2: In fact in the past people used to pray for rain. Today we don't do that anymore.
El: There were also these rules that girls should not stand in the doorway and these are

things that my mother is very strict about. Like if you are a girl you should not eat
eggs.

El: So I don't think that I am a white person or that I will live like a white person. Again,
why I think that I am a Black person ... whites ... they are very different from me a
lot. I do not want to speak on anybody's behalf. I want to speak on my own behalf.
They differ from me a lot. When I eat, I don't insist that I should have fork and knife
and then sit at the table and eat. At home I am able to stay in my bedroom and eat
while my mother is in the kitchen. Just like that and when I am in a restaurant I do not
leave some food on my plate. I want to finish that last bone. Now they ... (laughter)
... you'll find that they eat a little after poking at one's food a little and then go. The
next thing when they drink tea, they don't use a mug like me. I use a mug. S/he uses
a small cup. So that's why I say I am Black and I'll remain Black.

From interview LSK of low performers as well, the following about African culture emerge:

El: I can say that what makes us different is because white people do things different than
we do in Black cultures. In Black cultures, normally when the child is born it doesn't
have to, you normally don't go with the child outside not until after a month or so ...
but white people immediately a child is born you can go to town with that child, do
whatever you want, but in black culture the child has to see the i loon, has to be
shown, left. 1 the rain, so that rain can ... okay. Yah. African culture is far different
from white culture, they do not live life as it is, but we Africans we like to make our
own life change it, do things that can go on to generations that our maybe
granddaughters can see that my grandmother was in that olden and she lived like this
and she was doing it like this. Maybe she believed in ancestors, even though the times
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have changed but they were doing such a culture of which we must follow. But white
even though they are, they may have their own culture but some where around they
don't follow it, as Africans do.

E2: Like funerals, after we buried a person and go home and kind of eat ... but white
people don't do things like that, they kind of drink ... yah.

E3: What I can say is that ... I behave the way the African behaves. I don't behave like
Americans. You can see most of Americans moving with their underwear on the
street. But me as an African I know that that is wrong, I can wear my clothes and
move around in the streets.

From another interview, 'LIL', involving low performers, the following about African culture

emerge:

El: It is the way we are, and the way we dress, and the way we eat ...
E2: The way we work.
E3: Yah our cultures are different. Most of us are Batswanas, we are Basotho, we are

Amaxhosa. So in my culture I don't go for initiation school but there are many others
who use different cultures. It is culture when you are married and the in-laws
formerly dress you. No, there are many things that we eat like very sour porridge
(seqhaqhabola), something like real Setswana food.

El: Even the mode of dress. In the past according to our dress code a woman used to wear
long dresses, not what is happening now. Many of us we like to, that is our belief ..
most of us we want to practice our culture but nowadays we are unable to practice our
culture.

E3 : You cannot go around without clothes on, with your breasts hanging outside. I
wouldn't like that.

El: I am unable to practice my culture because nobody at home does that and besides
people would really be surprised as to what I would be wearing.

On the other hand high performers see African culture as dynamic, as reflecting living

experiences of a particular section of the South African population. It is not stationary, it is

fluid and amenable to change and transformation. According to the high; erformers, African

culture is very up to date and current. It is not about anachronistic and senseless rituals but it

is about improving one's life, given the present prevailing circumstances. The following

conversations bear testimony to this point. The first conversation comes from interviev ..·HSK

with high performers. The following c me to light when asked about African culture.
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E2: The first thing, I think of poor because Black pupils always say that they are poor.
El: I think on my side when you talk about a Black person you talk about somebody who

has struggled in one's life ... it is somebody who fought that his standard of life
should be where it is today.

E4: It means living harmoniously with people, to help each other ... to know when
somebody else has a serious problem, because you are an African you know what kind
of problems do Africans experience, then you can understand the nature of that
problem ..... then you can assist to resolve that.

From interview HIL of another group of high performers the following is said about African

cultural identity.

E2: I can say there are differences. Because Black people ... the manner in which they
react is not positive .... (laughter) if you would go to town ... Black people are still
holding on to those little old behaviours against white people. I saw something in
town. A taxi driver, and next to him a white child went past riding a scooter. It is at
the robot. Instead of the taxi stopping, he frightened the scooter rider and the scooter
rider fell to the ground. I sometimes do not like the actions of Black people.

El: Personally I have nothing against whites. And I do not like politics ... whites ...
Blacks ... But the truth will remain the truth. Whites will always despise Blacks. And
that is the fact, whites do not feel that Blacks and Whites are both equally human.
Slhe always looks down upon you. Wherever you may go ... always a white will
never see you as an equal. And a white person would be very angry if you can see
him / her as equal to a Black person.

E2: The person I am talking about got hurt physically at the time he fell from the scooter.
Even you would get hurt if we pinch you, you'll feel the pain that we feel. Anybody
feels the pain. So that is not similar to being hurt emotionally. Those are two
different things.

I: So what you mean is that Boers hurt you emotionally while Blacks physically?
El: Yes blacks do things directly while whites will not show you ... they'll do it without

showing that they hurt you.
EJ: Again one other thing that makes us different is that ... we always never have money.

So we shall remain inferior to whites.
El: Yah, they are able to do everything they want. You understand, they can afford. Our

dreams stay ... they vanish in front of our eyes.
E's: No! we never went to the circumcision school. (Laughter).
E4: It is not our culture. People say you should go there if it is your culture. If you don't

go you'll get sick. I am afraid. It is not a culture at my home.
El: Blacks and white go to circumcision. The only difference is that whites do not go to a

mountain. It is just the place that is different.
El: Yah, we are the same, just because we are human beings ... but we are different in a

number of ways ... the way we dress, the way we lead our life. Theirs is easy .... but
it is more simpler than ours. Our people do not have education they are domestic
workers ... jobs like taxi-driving ... do you understand.
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From the above extracts it is clear that low performers theorise African culture in the same

manner as dominant and dominating ideology conceptualises it (see chapter 3). African

culture is different from 'western culture' both quantitatively and qualitatively. One word

that has been used quite frequently to describe it is; 'primitive' (Bulhari 1993, Duncan 1993,

Foster 1993, Nell 1993, Nicholas 1993, Seedat 1993, Van der Veer and Valsiner 1993 and

1994). African culture is seen as involving traditional ways of praying to the gods for rain.

This observation ignores the fact that in extreme instances of drought even the 'less

superstitious' conventional Christian churches do conduct prayer ceremonies to ask for rain.

This practice is seen as primitive because "today we don't do that anymore". African culture

has to do with girls being reprimanded not to stand in doorways. African culture has to do

with eating in the bedroom not at the table and so on. In the opinion of this study these

oversimplifications of African culture are real and not accidental as they have been

deliberately spread to trivialise, undermine and generate inferior images of African culture.

Many of the incidents cited by low performers as describing and distinguishing African

culture can equally apply to any of the so-called western cultures like Judaism and so on. In

fact it does not seem like there is anything intrinsic about African culture that makes it to be

the custodians of such practices. These are universal. But the point is, while any culture for

that matter may include such practices it should not be arrested by them. There are in fact

many other things that do constitute culture.

This conception of African culture developed by the high performers recognises the

dynamism and fluidity of the concept itself. High performers recognise that African culture is

not only about some static ancient African (or human) practices but it also has to do with

.irrent living problems like poverty, like the liberation struggle that Black people have just

emerged from in South Africa, like being able to conduct oneself accordingly interpersonally,
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like being sensitive to the problems of others, like normal human emotions of hatred ...

conflict ... love ... reconciliation and so on. In fact looking very closely at African culture,

one is actually struck by the way it is similar to any other culture for that matter because it is

about humans and the manner in which they do things, lead their lives and so on.

In conclusion, it needs to be emphasised clearly that the different ways in which low and high

performers tend to construct meaning of African culture is a reflection of the two identified

positions in discourse, namely the dominated and the emancipated respectively.

8.1.2.3 African cultural identity as static and essentialist versus it as dynamic and

reflecting a particular position in discourse

From analysing how the low and high performers respectively construct meaning of their

cultural identity it also becomes clear that there were significant differences in as far as

whether this identity was static and essentialist on the one hand and dynamic and reflecting a

particular position in discourse on the other. The same extracts from low performers and high

performers cited above under subheading 8.1.2.2 will be used here to supply evidence to this

finding. For example in interview LHM of low performers, Africans can be identified by the

manner in which they eat. They eat in bedrooms, they finish their food when eating in

restaurants, they drink tea from mugs and because of all these one of the respondents

concludes that; "So that's why I say I am Black and I'll remain Black".

African cultural identity is theorised as lacking respect for conventional table etiquette.

According to the researcher this seems to be too much of an oversimplification and over-

generalisation because it is possible that there are quite a number of Blacks / Africans that do
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see themselves as Africans but still do respect table etiquette. But the theorisation here is

linked with negative descriptions of Africans and their culture.

From interview LSK of low performers, African culture is seen as static, unchanging and not

prone to being influenced by immediate and everyday experiences, needs and requirements.

African culture involves doing things that go on for generations so that grandparents can still

see how they used to do things in what their grandchildren do even though the times have

changed ... "Grandchildren must 'follow' this culture, but whites even though they are, they

may have their own culture but somewhere, around they don't follow it, as Africans do."

Furthermore African culture involves eating after funerals, wearing clothes and moving

around in the streets instead of moving around in underwear like Americans do.

In the other interview of low performers, 'LIL', African culture is even further subdivided

into ethnic or tribal affiliation, something apartheid's divide and rule did (Nicholas, 1993).

The respondents in this interview emphasise this point by noting that: "Yah, our cultures are

different. Most of us are Batswana, we are Basotho, we are Amaxhosa."

Other than these tribal distinctions, Africa culture is about eating real Setswana food like sour

porridge (seqhaqhabola), and women wearing long dresses. But the respondents also note

that some of the requirements of African culture are very embarrassing as women are

expected to go around with their breasts exposed, something which the respondents feel they

cannot do because "nobody at home does that and besides people would really be surprised as

to what I would be wearing". The above according to the low performers are what identifies

African culture. Even though somewhere in the interview they claim to be proud 0 being

African, interpreting what they 'actually' say and feel it seems they are ashamed and not

269

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



proud because their culture involves doing things that they would under normal circumstances

not do. Their culture according to them is rigid and stationary. It is essentialist because in

order to be defined as an African there are certain specific things that one has to do

irrespective of how out of place they might be. The manner in which these low performers

construct the meaning of their cultural identity is detached and aloof. They see it as

something that other elderly and ancient African people used to do which have very little to

do with them which they unfortunately are sometimes pressured to do without any good

reason. African culture is not necessarily seen as related to living currently in the twentieth

century. It is old fashioned. These are some of the negative descriptions and definitions that

the dominant ideology gave to African culture as described in chapter 3 of this study which

make people defined as such, despise themselves, as well as lose confidence in their ability to

function competently in a technological society whose culture is foreign and does not involve

eating in bedrooms or women going around with their breasts exposed.

On the other hand for high performers, African culture involves working hard in order to

transform their downtrodden station, of poverty and dispossession, in life (interview HSK).

According to this group, African culture means being sensitive to the plight of others who are

less fortunate. It involves attempting, no matter how hard it might be, to assist others to

overcome their problems. African culture is about solving practical problems experienced

currently (interview HSK). This culture is also not perfect, it also involves negative feelings

of hatred which are a residue of the past era of apartheid. But at the same time it also holds

possibilities for the transformation of society into more socially acceptable practices of

tolerance and mutual respect. African culture :nvc,l, es one standing up for one's rights and

dignity especially in instances where these are violated. African culture is about dreams of a

better life where Africans can afford a decent existence even though because of poverty these
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dreams vanish "in front of our eyes". African culture is therefore theorised as non-essentialist

and dynamic by this group of pupils, In fact some of the practices that some people would

ascribe exclusively to Africans according to this group, these same practices are upheld and

engaged in by people across all cultures. Circumcision as an example, is cited as being

practised by Blacks/Africans and whites equally, who choose to do so. It is not an essentially

African cultural identity. Such practices may be proof that all humans are the same and equal

after all, according to this group. Differences in culture amongst people of the world are

sometimes due to how easy or not some people's lives might be (interview HSK).

The conclusion that may be drawn is that African culture is understood as dynamic and

reflecting a position of exclusion and marginalisation that needs to be transcended by Africans

through mutually assisting one another. That position is not necessarily finite and natural but

it is something that can be changed if people thus excluded would focus their minds on doing

so. This is the view of high performers while low performers on the other hand see African

culture as something intrinsic about Black! African people, something that dictates to them as

to how to behave, dress and so on sometimes without sound reasons. African culture

according to this view is essentialist and consists of transmitting practices that used to be

engaged in, in the past. It is not about responding to immediate threats and problems but it is

doing those things that grandparents used to do. These practices are somehow embarrassing

as they are outmoded, but if people are Africans, they have to do them. These two

contradictory views of African cultural identity, once more point to the fact that they are

generated within 1\\10 contestational positions; one giving pride and confidence to Africans

and the other despising and fixating the Africans to a position of underlings. These according

to .he rese..rcher are positions from which the high and low performers construct meaning of

their African cultural identity respectiveiy.

.271

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



8.1.2.4 Differences in articulating awareness and need for African culture to empower.

Using the above cited evidence it may also be concluded that high performers tend to be more

able to articulate the awareness and need for African culture to empower the dispossessed.

This conclusion is based on the fact that this group see African culture as involving struggling

against odds in one's life in order to improve it. They also see African culture as analysing

and solving problems experienced by human beings in their everyday existence. This group

is also aware of how despised Africans are and in their view something needs to be done in

order to enhance their dignity. They also are aware that truly speaking; African culture is the

same and equal to any other.

On the other hand low performers do not seem to be able to articulate this awareness and need

because African culture is seen as obsolete and irrational. It is not related to issues and

experiences of the present. It is sometimes embarrassing to practice it.

8.1.2.5 Negative definitions of African cultural identity versus positive ones

High performers in line with the discussions under the preceding subheadings seem to project

a positive image of African cultural identity in their meaning construction thereof, while poor

performers project a more negative one. High performers tend to see possibilities of growth

and transformation as marking this culture while low performers have not as yet seen that

possibility. According to the latter group as mentioned earlier, African culture seems not to

have much relevance to present day needs and requirements.
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8.1.2.6 African culture as something to be proud of versus something generating shame

The other point of difference between how low and high performers construct meaning of

their cultural identity, is that the former, although claiming to be happy with being identified

with African culture, in essence they tend to feel ashamed of it, while the latter are proud.

The former group is ashamed because it is something which makes them do those things they

feel belong to the past which if they would do, society would be surprised by them. The high

performers on the other hand because the conditions marking this culture challenges them to

transform themselves and their fellow Africans, it is indeed generating pride in themselves

and who they are as well as where they come from. African culture puts the power to initiate

positive actions and behaviours in their own hands. Itmakes them to share, to assist and to be

empathetic to the problems they experience both as individuals and as a people. This feeling

of pride enables them to want to engage in what Fanon calls a passionate research (Bhabha,

1994) that would restore to them their lost human dignity. This is in tandem with the

ernancipatory and counter-hegemonic ideological positioning which this study argues that,

they construct meaning form. The low performers seem not to want to question their

downtrodden position, they seem to accept what the dominant and dominating discourse says

about their culture. This leaves them disempowered because they cannot relate who they are

and where they come from to their current material conditions.

8.1.2.7 Conclusion

The six points of difference between how low and high performers construct meaning of their

African cultural identity are not m: .ually exclusive. They are interrelated and invariably refer

to the same set of evidence gleaned from what these two groups of pupils say. These six
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points also do not exhaust everything that these pupils said that indicate how differently they

construct meaning, but they constitute the major themes going through their respective

discourses. The following discussion of signification of African individual identity and

performance in mathematics will elaborate some more of these points of differences between

these two groups.

But the last point worth mentioning is that the evidence produced in this section attest to the

fact that at the present given moment (though there may be no essentially intrinsic differences

between these two groups in terms of their backgrounds and material conditions) they anyway

differ in terms of how they are positioned in discourse and hence in how they construct

meaning of their African cultural identity.

8.2 SIGNIFICATI02\' OF AFRICAN INDIVIDUAL IDENTITY

8.2.1 Two positions from which meaning can be constructed

The theoretical sections of this study have adequately mapped out the two positions from

which meaning can be constructed. Chapter 7 and the section on signification of African

cultural identity in Chapter 8 have also operationalised these two positions to show how

different low and high performers construct meaning. In this section the same two identified

positions also emerge(d) in the analysis of all the respondents' discourses. The two positions

are; in agreement with the dominant or dominating ideology on the one hand, and the counter-

hegemonic or emanicipatory ideology on the other. Analysis of discourses on signification of

individual African identity also shows that this factor actuaIIy refers to the same processes as

African cultural identity. Thus the same two positions that form the basis for the construction
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of meaning of cultural identity also forms the basis for the construction of meaning of the

individual identity.

8.2.2 Subthemes systematising the discussion of 'signification of African individual

identity

From analysing the discourses of the 21 respondents in this study the following subthemes

emerge;

(i) that the low and high performers differ in terms of what the characteristics of being an

African are. They also differ in terms of what those characteristics mean (see subheading

8.2.2.1).

(ii) that the two groups of performers are also different in terms of whether they see

themselves as Africans or not and the reasons they postulate for their respective stand points

(see subheading 8.2.2.2).

(iii) that they are different in terms of the extent to which they feel proud about who they

are (see subheading 8.2.2.5).

(iv) that they also are not the same in terms of their commitment to the upliftment of

themselves and their comments as marking what it means to be an African (see subheading

8.2.2.3).
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(v) that the two groups of respondents also differ on whether being an African means

being equal and similar to other variations of the human species or not (see subheading

8.2.2.4).

(vi) that these differences in meaning construction also reflect the different positions from

which individual African identity is viewed (see all subheadings from 8.2.2.1 to 8.2.2.5).

8.2.2.1 The characteristics of being an African and what do those mean

8.2.2.1.1 The views of low performers

The following is the extract from interview LIL with low performers and it goes as such:

I: ..... would you describe yourselves as Africans?
E's: No
1: You are not Africans?
E's: Yes we are.
1: In fact how do you distinguish a person as an African or how will you know that slhe is?
El: I will know if they are Black ... their colour ... colour of their skin.
I: Okay. Alright. .. ?
E2: And language.
I: Okay. Say maybe somebody speaks Afrikaans, what would you say slhe is?
;::1: Now people are educated, they speak foreign languages.
1: We have black pupils in multiracial schools today ... are you going to say they are

African kids there?
E2: Yah.
E3: No.
El: You must ask that pupil about his/her culture that is whether slhe is a Mokubung or

something else. It is only then you'll know who slhe is.
T: So this is the issue I want to debate with you, you see. So if we say that a person is an

African what kind of person is slhe?
El: It is somebody \vho is stuck in one's culture. Who knows rules like that you can't bring

salt into the house at night ... such things, one who believes in such things.
I: So those who do not ... how would you describe them?
El: They are westernised. They like being western.
I: And maybe you did not go to the circumcision school because your parents do not

believe in that, not so? And you do not even know what circumcision school is all about
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basically ... so would you describe yourselves still as anAfrican, given that kind of'
situation?

E2: No. But I ...
I: So you are not an African?
E3: We are Africans ... but our behaviours make us not be Africans.
E 1: Many of us we want, that's, it is our belief ...many want to do our culture but nowadays

we are not able to.

The conversation above shows uncertainty and inconsistency among low performers

themselves in terms of whether they see themselves as Africans or not. African identity for

them has to do with primitiveness something they have gone beyond, it would seem. This

group of respondents' confusion stems from the fact that though in terms of colour they see

themselves as similar to these primitive Africans, in terms of actions and behaviours they are

not Africans because to be an African is knowing about things like when not 'to bring salt

into the house'. Such practices are removed from them. They know nothing about them.

They do not even engage in those primitive activities like going to initiation schools. In fact

an African is a person who is 'fixated and stuck in these primitive practices'. According to

the researcher, on the question of colour, this sounds like a very shallow description of what it

means to be an African or Black as thinking ..mong Blacks and/or Africans is that Blackness

is not about pigmentation but rather that it is a state of mind generated out of a yearning to

want to transform the exclusion, marginalisation and oppression of people so treated, into

pride and self-confidence (Duncan 1993 and Bhabha 1994). Practising what the respondents

describe as African culture, is something they would want to do, but because of modernity

they are unable to. This proves that low performers do see Africanness as primitiveness they

don't want to identify with, except for 'colour' as this is an unavoidable category.

From another intervie - LHM with low performers the following came to the fore;

I: What makes you call yourself a Black person?

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



E2: Because I am similar to other Black people. I do those thing that they do ... I respect
people grown ups and small ones I also expect them to respect me.

I: Yes. Now, is that the only thing that don't you think that white people also do respect
young and old people?

E2: Yes they too do respect.
I: In other words Blacks and whites cultures are similar?
E2: Yes it is nearly similar but it is different.
I: Yes where are they different?
Es: I think that colour makes them different. But behaviours! I think now ... we as Blacks

do not do our culture. Whites are not people who do culture. That is why I think that I
am no longer a Black person, I am not a real Black person because I do not follow the
culture of Black People.

I: Yah' That is what I wanted us to talk about ...
E2: I do not practice African culture because as you can see I grew up things being as they

are now. So you see there is no way I could know about it ... only elderly people know
it.

The same issue of colour is reiterated in this conversation as marking the characteristics of

Black people. Again Africanness or Blackness is shown to be associated with primitiveness

as only elderly people are expected to know about what it means and also what it is all about.

From the third group of low performers the following came from an interview, LSK, with

them.

El: Yes, I can say that I am an African, because r do most of the things that Africans do, and
Africans ... I can say that I am an African because I, as Africans ... they ... prefer being
their own people having their own customs and they don't neglect their own customs,
their own background. They stand for what they believe. So I can say that I prefer
myself as an African.

Even from the above to be an African it seems, means to be stuck and fixated in primitive

customs. Although this respondent is somehow positively inclined towards being Black, there

is still that theme of Africanness as being primitiveness.
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8.2.2.1.2 The views of high performers

On the other hand high performers according to interview HSK have this to say;

I: ... Let's start with the first one. What does being an African mean to you?
El: Being an African means to live with people, to help each other in times of trouble and ...
E4: to give others eh ... ideas how to solve their problems.
1: ... From being a white person, what do white people do which is different from these?
E2: Most of white people they think about themselves only, they don't think about others ...

some of them that is if you can look at white people ... they assist each other because
they are the ones who are more impoverished and they know it. .. so white people.

E 1: but whites are not people who have love for everybody... they have specific love for
specific person ... yah. I do not mean that they are people who hate each other but the
main fact is that if you have love you'll do anything to see that this person does not suffer
from this while I am still here. So whites are people who stay in their homes and do not
care whether a person next door is still well or not, unless if that next door person
volunteers to tell himlher. They are people who only like to help in times of accidents.
That's the main thing that they assist ...

E4: yes I see myself as an African because ... eh ... I've got love for others so ... eh ... that
is my parents, I copied from them because they are Africans they have love for others,
they have respect for others, so I am like that too ... I am an African.

The characteristics of Africans according to this interview are very different from all those

that low performers mentioned earlier. Here Africans are seen as loving people. Their love

goes beyond the specific individual to incorporate others. Africans are also known for their

respect. They also share problems with neighbours and 'strangers'. They like to assist. In

fact t.hcse ip the opinion of the research are positive attributes that high performers ascribe to

the Africans and also to what it means to be an African. From this interview one can already

see that because high performers construct a positive meaning of individual African identity,

they are more likely than low performers to identify with it than low performers who see

Africanness as meaning primitivity. High performers construct meaning of individual African

identity from a position that contests negative descriptions of Africans discussed in chapter 4

while low performers seem to have succumbed to the view that Africans are primitive and that
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their identify does not have much to do with all or any of those attributes that high performers

highlight.

From another interview HHM of high performers, the conversation proceeded as follows:

1: .... That is, so that I could learn as to what does it mean to say that a person is an African
or Black, what is it ... what are the characteristics of such a person? I'll tell you what
this authority I am reading says about a Black person.

E3: It exposes his nature.
l: Yes, what is that nature? ... think about yourself, think about where you are coming

from, think about your environment, everything ... where black people might be ... you
too. Maybe you arc part of that. (Long silence).

E2: I think when they say that a person is black they are referring to skin colour ... and the
way s/he lives like.

I: Yah, so the way s/he lives, how is it like ... how is that way s/he lives?
E 1: Eh ... because blacks if you look carefully are the ones who struggle. I think that is why

they discriminate against us.
I: That is, I am trying to say how would you describe yourself as a black person? Your

culture, where you are coming from, your background?
El: Well I think, I think an African is a person who comes from Africa.
1: Yes, irrespective of colour?
E4: Yah, so ...
E3: But most say Africans are Black. They emphasise that point.
1: ... so what conclusions can we draw?
E2: I think that maybe it's a question of skin colour because even in the US you'll find there

are African-Americans. That is they are not born here but its because of skin colour ....
I: So can you describe yourself as Africans or as Blacks?
E2: As Africans.
I: Yah why do you 'describe yourself as such? Because of skin colour only?
E3: I think because of them both, they do playa role
I: ... And so if and when you are proud what does that mean ... what does that cause you to

do ... that pride?
E3: That I should show that even if they say mathematics is not part of our culture we are

able to do it, yes.
E2: And to prove that Blacks can do well in maths.
I: So the question that African means being backward ... is that how you would describe

Africans?
E4: I C8.n say that Africans are backward because of many things that happened ... that used

to oppress us ... it is now that we are beginning to have a standard similar to that of
people who have been free ...

According to the above extract Black ..ss/Africanness over and auove being about colour it is

also about oppresson, struggling against it, being born in Africa irrespective of colour,
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showing that in spite of negative descriptions of Africanness ... Africans can still be and

perform like anybody else. It is in this extract that one discovers the tensions between the

dominant and emancipatory ideologies and discourses being played out. That is, in as much

as high performers share the same views as low performers about Africanness and Blackness

as being about colour but there is also a realisation that Africanness and Black involves

something more that may not respect racial or colour divide, which is oppression and

exclusion which Blacks/Africans have to shed in order to gain and win respectability. From

this extract Africanness is not arrested in the primitive mode of doing things as low

performers theorise, but it is a dynamic process that involves contesting dignity and humanity

by showing that they (Africans I Blacks) can perform a task just like everybody else given an

appropriate and conducive environment of freedom. According to this extract the

'backwardness' of Africans I Blacks that is so much talked about as an intrinsic characteristic

of this group of people, is actually a condition induced by oppression. Immediately this is

removed Africans I Blacks come to perform and be like everybody else.

To round off this discussion on how low and high performers construct meaning of the

characteristics of individual African identity here is the extract from interview BIL of high

performers.

1: ... So I really would like to get some input from you as to how ... maybe by way of
concluding our discussion on that that is when it is said that a person is Black ... an
African, what kind of person is that what does s/he do?

El: Yah ... an African is a person and just like a person .... who has dreams but his/her
dreams are not easy to realise because everything s/he does is difficult At the same
time s/he has to work hard because s/he will find a situatior where s/he may not succeed
... and as s/he does not succeed nobody will help him/her .... Yah.

F2: When 1 think of a black person I think of a person who likes experimenting a lot. Szhe
wants to see something happening ... not just to know through thinking. S/he wants to
see it happen 50/50.

I: Make an example.
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E2: A black person, okay lets make an example about us as youths especially. ... We are
people who, when people talk about unwanted pregnancies ... even though a person
knows that ifI do this, this will happen ... s/he doesn't want to stop before arriving there.
Slhe will pursue. Slhe wants to see. Before s/he sees something happens s/he doesn't
stop.

1: Whites do not do that?
E2: They do, but not many of them ... few ... but Blacks are too many when we analyse

carefully.
El: Blacks like to blame apartheid. They say apartheid did this and that, they don't look at

what they can use now.
E3: I think that Blacks are still in apartheid era though apartheid has ended. They are still

there in apartheid. There are other people who still persecute whites sometimes.
E4: Even whites too are supposed to ...
El: I do not agree with you there. I have never seen a Black person ill-treating a white

person.
E4: I did see it happen. I saw it in town.
El: Don't exaggerate, I do not like it ... because I know whites .. I know many things that

they do ... but I do not want to talk about it. I do not like it ... there is no person who is
better than others. Whites and Blacks are the same. And they'll remain hating each
other. Even Mandela and De Klerk, nothing will never make them love each other. Even
if they can shake hands, him and De Klerk ... it is only him and De Klerk, it is not whites
and Blacks. I refuse. I will not agree.

E4: I saw it in town ... I can see there. I saw a Black youth holding Mandela's photo ... that
sticker ... he showed that to a white person ... the white person looked. When he looked,
when the white persons on refused to look further, this black person broke the car
window with his fist and snatched the bag ... and ran away.

I: So Blacks like pestering ... they are still in apartheid?
E4: Yes they are pests. They are still in apartheid.
El: No, they are not people who pester, they are traumatised people and they do not know

how to heal their pain ... now we cannot blame them ... they have been hurt ... even
Mandela is there, the experiences he went through for him to be there, its pain that thing
... Even though he laughs he has pain inside. He wants to say apartheid is over, pain is
gone, no he cannot do that. I am not saying they should do anything but I am telling you
that, that is pain and they have it. But I am not on their side I do not want to be on
anybody's side. I am telling the truth.

E2· That is true, I do understand you. But I think if you have been hurt at that time, at this
time try to be yourself and forget that thing ... because it does not help to keep that in
your mind. It will just continue hurting you all the time. Thus if a person ever hurt you
or did something badly to you ... try to forget. In the bible they say we should try to
pardon each other's mistakes ...

El: Black people are not bad ... remember. I do not agree to that. You kLOWwhat ... we do
not say whites ... because I know about my mother who is a domestic servant. She was
employed by one white person who paid her very little money. I mean transport costs
seven rand. This white gives her R20. Things are expensive. She has kids what does he
expect her to do with R""0. My mother is very respecting and approaches him like a
human being ... R20 anc .iaving to be up at six .... rnagine six ... she commences work
at six am until six pm! You know she spoke to him nicely but he told her if she doesn't
want to work, there are many people. Others will even accept to be paid RIO. So if you
are not satisfied you can still resign. I'll find somebody 1'11pay RIO. Because there are
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some Black people who would accept working for RIO. So what do you say to that?
Whites are okay as they are ... they take advantage of our poverty.

E2: I do not disagree. But you know that even among Black people there are some who are
exactly like that?

I: Who behave like that boer? But there is no boer who behaves like that person who
caused that person to fall off the scooter.

El: They are there!
E2: They are there!
El: They are there!
E2: That's as people we are all the same ... (laughter).
El: I want you to say that we as humans are the same.

The conversation above highlights a number of characteristics with regard to how high

performers in this study construct meaning of African identity. An African person just like all

other human beings is somebody who has dreams but with Blacks/Africans their dreams are

not easy to realise because of this person's status and station in life. A black person has to

rely on hislher own devices because nobody will help himlher to transcend hislher situation.

Slhe is somebody who does not take advice at face value. Sometimes, according to this group

of high performers, Blacks always want to blame apartheid instead of taking charge of their

own destinies in their own hands. Blacks still harbour grudges against white people, they still

continue to ill-treat whites even though apartheid is over. But in this regard Blacks just like

whites they are the same. They are arrogant, they mug and are not conciliatory. Black people

again are conceptualised as traumatised and that perhaps is a function of the pain they have

endured at the hands of apartheid. But on the other hand they need to go beyond this pain as

this is not conducive to growth, development and normal social and psychological

functioning. They need to forget and forgive. Seemingly black people are not necessa ly

worse than everybody else as even whites have the same characteristics as blacks. Just like

some whites, some Blacks are not sensitive to other people's plight. The conclusion drawn is

that Blacks like any other people are mere mortals and human with all the positive and

negative characteristics. It is not essentially Black to be bad but it is a human condition that

even among the oad there would still be those who behave antisocially.
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8.2.2.1.3 Juxtaposing low and high performers

High performers are definitely different from low performers in their meaning construction as

they are able to access those other modes of making sense about their African individual

identity that low performers were not able to conceptualise nor verbalise. High performers in

making sense of this factor under scrutiny, seem to be able to realise that there is nothing

intrinsically unitary and essentialist about being Black or African. In fact it is just a matter of

how individuals are positioned in discursive spaces and practices of knowledge and power

relations that they assume particular identity and characteristics which may change should

their positioning be different. The findings above clearly show how contestational to the

conventional dominant and/or dominating discourse does the high performer construct

meaning of the African individual identity. Although sometimes they fall back into the old

mode, they somehow manage to go beyond it, and then operate in the emancipated regime of

truth. According to the researcher low performers do not show this tendency in their meaning

construction. They seem to be fixated within a mode that defines individual African identity

in that negative and disempowering manner reminiscent of the ideology of domination.

8.2.1.2 Differences in identifying oneself as African and reasons advanced

By way of putting an emphasis, it needs to be repeated that low performers unlike high

performers were more confused as to whether they saw themselves as Africans or not. This

point was elaborated in depth under subheading 8.2.2.1. Under the same subheading high

performers showed more certainty about who they were and what their identity as Africans

was all about. The reason for the confusion among low performers was due to the fact that
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according to them, being African implied one who engaged in those practices they considered

to be primitive, which they themselves would anyway like to engage in, but somehow felt that

they would be embarrassed by them. On the other hand high performers were showing strong

signs of emergence from this position which ridiculed and looked down upon Africanness.

According to them they strongly identified themselves as Africans on the basis that, that

meant being responsive to challenges of current everyday experiences. According to this

perspective, Africanness was a position in discourse in terms of poverty, exclusion,

oppression and marginalisation which called upon them to want to transform and change it

because there was nothing essentialist about it as all human beings were the same and equal

given appropriate and supporting contexts. Again this difference underlines how the two

groups are placed in the discursive practices and places of power and knowledge relations

being exposed in this study, namely; in agreement with the dominant ideology on the one

hand and emancipatory on the other.

8.2.2.3 Differences as to commitment to the upliftment of one's community as

marking African identity

From the extracts of interviews with low performers and high performers cited under

subheading ~.2.2.1 It also was shown how high performers were sensitive to the plight of the

less fortunate fellow human beings. They emphasised the point that what marks them and

other Africans out as such was their eagerness to share with others, to be concerned with their

suffering and so on as well as wanting to help and assist in the solution of their problems. For

example from interview HIL, respondent El says that life for whites "is easier than ours

b 'cause ours, our people do not have education, they are domestic workers, they work as taxi

drivers and such jobs ... you understand"
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While in interview HSK another respondent EI notes that

Yes. I see myself as a Black person, as Black person or as an African let me say that,
because my life is the one that reminds me that don't forget that you are an African and
not only my life and the people who live around me I can see that these people are really
suffering, maybe there is something I can do for them even if I am still young like I am
now.

On the other hand low performers do not seem to see this identified commitment to fellow

human beings as marking them as Africans. For them Africanness is about customs and

holding on to those behaviours and practices which the same group of low performers

described as primitive. Extracts from interviews with low performers cited under subheading

8.1.2.1 attest to that. For example in interview LSK, respondent E2 says;

.... We Africans we like to make own life change it, do things that can go on to
generations that our maybe our granddaughters can see that my grandmother was in that
olden time and she lived like this and she was doing like that. Maybe she believed in
ancestors, even though the times have changed but they were doing such a culture of
which we must follow. But white even though they are, they may have their own culture
but somewhere around they don't follow it, as Africans do.

Another example may be cited from interview LHJv1 with low performers where the

respondent from the former Department of Education and Training school in Mangaung does

not see herself as an African and thus not showing any inclination towards the upliftment of

those people (Africans) possibly because of the mentioned reasons. In this interview

respondent E3 says;

I think it is the colour that makes it ... but behaviours! I think presently we modem
people do not practice our culture. Whites are not for culture. That is why I think I am
no longer a Black person in reality, because I no longer follow the culture of Black
people.

By implication this respondent does not seem to have any difficulty w.th the Africans. She

stands apart and separate from them. She is' unable to identify with the .. 1 hence it is

understandable if she cannot show any commitment to them or the improvement of their lives,
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like high performers do. This is more evidence of the two positions from which meaning of

individual African identity may be constructed.

8.2.2.4 Differences as to whether Africans in terms of their identity are similar

and equal to other human beings or not

From the interviews with high and low performers it became clear that there are other

differences in terms of how they construct meaning of individual African identity. High

performers tend to recognise the fact that there is nothing intrinsic or essentialistic about

being Black or African. They tend to realise that the question of colour, geographic origin

setting were mere categories used by the coloniser and oppressor to exclude, dispossess and

rnarginalise a certain section of the South African population. In interview HH:tv1, respondent

E4, to the question whether in his opinion Africanness means backwardness says: "I could

say that we are backward because of many things that have taken place ... that have been

oppressing us." In the same interview respondent El notes that "Yes because if you can look

very closely, Black people are the ones who suffer. I think that's why we are discriminated

against." Further on in the same interview, respondent E4 says it's perhaps because of the

Black people's colour that they" ... have been oppressed." To give better clarity on this

matter, in interview HlL with high performers, respondent El says she is an African because

"I mean not going to a circumcision school is not an issue that will not make you an African.

As long as you live with them, being on good terms with them, not doing funny things to

them ... I mean you are an African." Even if you can be white, she went on to say that:

"Yah I think so. You see (that white person living among Africans) 'will be living with
wo and understanding us. As long as we agree with each other ... many other things do
not mean anything ... whether you wear a long headcloth (tuku) or anything, or
whether you do those cultures of yours ... sitting behind doors (as a newly wedded

287

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



wife ... ngwetsi) no, as long as we live harmoniously ... yah agreeing with each other
... yah, I think (you are an African)."

Respondent E4 in the same HIL interview elaborates this point further when he says:

"According to the ... the issue of Africanness ... well okay I ... I will always tell myself
that I am a human being ... you understand? ... I'll not say I am an American or
anything because I am just an individual who is trying to lead a normal human life.
Do you understand? So ... I cannot say that I am like this or that ... I'll remain just
another person. I can go to the United States and be able to adjust well to life over
there ... it's just the same ... I mean a person from Africa may go there and buy a site
and become a naturalised citizen there, it's the same if he now lives there ... so there is
really no big deal about that."

This group of performers clearly understand Africanness/Blackness as mere positioning in

discursive spaces and practices of knowledge and power relations.

On the other hand the low performers want to emphasise differences in terms of colour and

culture which they define as primitive when it comes to Blacks. Obviously a primitive culture

cannot be similar and/or equal to 'modern Western civilization'. For example in interview

LSK of low performers, respondent E2 observes that: "Yah, being lazy, it might be a fact

because we Africans sometimes get lazy, now we see things and then we feel as if these

things is hard, like maths." In the same interview respondent El says: "I can say what makes

us different is because white people do things different than we do in Black cultures. InBlack

cultures, normally when the child is born it doesn't have to .... "

Many instances have been cited from the conversations of low performances that tend to

essentialize being African and E'ack thus tightening the demarcating lines between

Africaris/Blacks and other people(s) like whites. Further examples of such have already been

mentioned in the previous sections of this chapter.
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The above serve as evidence of how meaning is constructed among low and high performers

respectively which point out to how differently they are positioned in discourse and ideology.

8.2.2.5 Differences in terms of being positive or not about self

Chapter 7, where quantitative strategies are operationalised, have shown that low performers

seem to be less positive about themselves than high performers. This finding is further

confirmed from interviews with these two groups respectively. But it should be mentioned

that sometimes even low performers would claim that they felt very positive about themselves

and their identity, but upon closer scrutiny then it became clear that, that mask of pretence

cracked and they resorted once more to their old and familiar mode of meaning construction

that is; that of looking down upon themselves, their identity, who they are and not having

much confidence in what they can do. To substantiate the observation above the following

extract from interview LHM with low performers supplies evidence. To a question as to how

would they describe themselves, the following emerged:

El: Yes I am somebody who has confidence, that is I really love the way I am. I love the
way I am. Ido not despise myself at all. Iam also somebody who is tolerant. But I
am short tempered for a person who, let's say my mother says something wrong and
then I correct her. Then if she doesn't want to understand then I get cross because I
ask myself how does this person think. I am short tempered when it comes to that.
But Iam a tolerant person who is able to advise others when they are wrong and so on.
And I like advising people like that.

E2: I am also a person ... who like working harmoniously with other people ... and I also
love the way Iam, that's Iaccept what Iam.

I: So what's it that you are?
E2: That's the way I am, I don't know how to explain that. Yes, the way I am, that's even

the home I live at. It's things like that.
E' : I am not weak and I am not strong 1 am just in the middle. And I am happy with the

.vay Iam.
I: How are you?
E3: I am just in the middle.
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I: Do you like being in the middle?
E3 : Yes but I want to be strong.

From this conversation the low performers seem to send out mixed signals about themselves.

Respondent El claims to be tolerant but not tolerant enough for her mother who does not

understand, and she confesses that in that respect she is short tempered. However, in the

whole extract (and the whole interview) she did produce evidence to substantiate that indeed

she is intolerant. Even respondent E2 was unable to clearly say who she was. In as far as

respondent E3 is concerned it's also not clear whether she sees herself as weak or strong. The

conclusion that can be drawn is that there seems to be too many contradictions, hesitations

and uncertainties with regard to how they understand themselves.

In another interview LSK with low performers in response to the same question as above the

following came to the fore:

E2: I would describe myself ... first of all r would tell him my name and then I'll say I am a
good person in the sense that ... I can forgive and I take a long time to get angry ... I
am not a short tempered person ... and I like to socialise.

El: Well I can describe myself. If I can say that, yah I get angry easily so that ... so don't
expect me to be always the same person. But if you treat me the way I treat you, you
maybe we treat each other fairly then I can adapt to the way you treat me. So I can
describe myself as a person and I can ... sometimes I am dishonest, sometimes I am
honest. So I am a normal person with weaknesses ... Yah ... I have this rule that is eh
... if one wants to achieve something you have to believe in yourself. If you don't
believe in yourself nobody else can believe in you. So I think a person has to believe
in himself or herself before he can look for someone to believe in.

E3: Yes I believe in myself and again I think what I want ... I always maybe I want
something I always pray to God. You know. I really believe that I am a strong person
because I can achieve the things which I never thought I would achieve in the past.

From the last interview LIL of low performers the following emerge with regard to the

mentioned questions:
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E2: I am somebody who like people and laughing a lot. And my books ... I read them but
at times, when I am alone I get bored. I love reading a lot but I have a problem of a
headache.

On the other hand, the high performers responded in the following manner to the mentioned

question, starting with interview HHM the following transpired:

El: I am somebody who likes working hard ... again sometimes I am shy in the presence
of many people ... well I work hard because I want to be a ... I want to become
somebody in my community.

1: Is that what motivates you? Oh ... just to work hard because you want to be somebody
in your community? ... I mean other people are still not working that hard ... maybe
they steal ... and then acquire a lot of money, and become prosperous, and people
notice them.

E3: I think that is risky. The money thus acquired is not through the kind of qualifications
that one has. Maybe if he/she could get arrested and then they release himlhe on bail
and then they tell him/her to work, there is nothing he/she can do. If you have a
qualification like engineering you have your own money ...

From yet another interview HSK with high performers, in response to the mentioned question,

the following conversation ensued:

E2: If somebody asks me how I feel about myself ... I would say I am proud about myself
because I ... yah ... hm I did not waste the time I was given ... yah. I got ... I have used
it, that I should be able to go on with my education ... then if it were not of my parents
I would not be where I am ... yah ... and some other people did assist me as well .
then on the other side I think ... it depended on me and what I was doing at school .
but as far as that is concerned I can say that I did my best so that I should arrive' in
Standard 9. I do not regret to be in Standard 9.

E3: Yah ... I am also proud of what I have and what T am ... whether 1am rich or poor but I
am proud ... because in spite of my poverty I am in standard 9 ... and I am still
performing well.

E2: I also feel proud because there are no times I envy being white. I feel happy to be
Black.

E4: I am also proud about myself because there are other people who have not managed to
get what I have ... so I feel very proud indeed.

l~" .cl. . ,,~., .,)\.., ,ij v;ays in which the above discourses of low and high performers arc

sim.iar but one thing that is striking is the manner in which they are different in terms of
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richness of understanding of what it means to be positive about one's self and one's identity.

In fact none of the respondents above defined oneself exclusively negatively. Even those low

performers who were uncertain about themselves at least maintained that they felt confident

about themselves somehow.

The high performers however over and above mentioning that they felt positive about

themselves went further to elaborate what they meant by that. One theme that goes through

the high performers' meaning constructions about themselves is that they were positive about

what they have achieved through their own effort and not through cheating or crime. The

high performers were able to clearly articulate as to what motivated them to work hard and

thus feel confident and positive about themselves. The high performers seem to be aware of

possible hinderences in their quest for becoming somebody in their communities in their own

right.

Overcoming some of these obstacles like, poverty and so on, see711Sto be one of the

motivating factors to work hard and thereby feel positive about themselves. High performers

seem to have their goals set in life. "I want to become somebody in my community", so one

of them did declare. Furthermore high performers seem to be aware that for any goal to be

achieved it depended on them doing something about themselves and their given task, hence

one of them stated that "... it depended on me and what I was doing at school ... but in as far

as that is concerned I can say that I did my best. T do not regret being in standard 9 ... "

Lastly the hjh performers seem to be transcendental in their approach to issues in life .

• ,..L."", d.:::. iJJ material conditions are seen as challenges and as such they do not have a

determining effect on their achievement hence positive feelings about the self and identity.
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Low performers on the other hand seem to be merely 'talking the walk and not walking the

walk'. Nowhere in their conversations do they elaborate the reasons for their declared

positive feelings about themselves. The only elaboration that could be noticed was where one

of them justifies why she is short tempered when it comes to her mother not understanding

when she reprimands her. Otherwise that they feel positive about themselves is not

substantiated thus making it difficult for that to be accepted as genuine. What further

compounds this point are the hesitations and contradictions noted earlier, in their meaning

construction strategies. Almost all of the low performing respondents in constructing

meaning about themselves and their identity became fixated to attributes like: "I am a

forgiving person ... I get angry easily ... sometimes I am dishonest ... I would tell my name ...

when I want something I always pray to God ... I like people and laughing a lot ... " and so on.

They do not move beyond that to what exactly do they, (or can they) do, that defines them.

Their meaning construction does not seem to take into consideration social issues and

problems that could assist in defining themselves and their identities as high performers do.

The circle of operation of low performers seem to be limited to static emotional states of

being, while with high performers, the circle of operation that defines them is broader going

beyond that of low performers. Low performers never talk about material conditions (poverty

and so on) in their context, nor do they ever mention doing anything in their community as

particular instances that define who they are. On the other hand high performers do.

The conclusion that may be drawn is that hiuh performers seem to be more emancipated than

JvW p..;l j\j;m(.:f::, !ll terms of thee ising their individual identities as Africans. LO\v performers

on 'he other hand seem 10 be limited 10 the extent of being petty in their conceptualisation of
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their individual identities as Africans. This again is evidence substantiating the finding that

the two groups are located within two different positions in discursive practices and spaces of

power and knowledge relations. Tbe limited manner in which the low performers construct

this meaning is reminiscent of how petty and limiting do dominant discourses define

individual African identity (see Chapter 4 of this study). The empowered and liberated

approach of the high performers underline the counter-hegemonic perspective to such issues.

8.2.3 Conclusion

In constructing meaning about their individual African identity, the groups of low and high

performing respondents in this study tended to differ on a number of aspects identified from

their respective discourses. Among others tbe low performers are shown to have focussed on

those characteristics of the individual African identity which they understand negatively. The

high performers concentrated on those characteristics of the individual African identity which

they made sense of positively. The two groups also differed in as far as identifying

themselves as Africans for different reasons they advanced. The other point of difference was

in as far as the two groups saw commitment to the upliftment of one's community as marking

African identity. The other difference related to how they conceptualised African identity as

either similar and equal to other humans or not. Lastly the two groups differed in as far as

constructing meaning about themselves.

The differences above pointed out to the contradictory positions in discourse and ideology

that the two groups respectively constructed meaning of their individual identity from.
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8.3 ANALYSIS, DISCUSSION AND INTERPRETATION OF DATA RELATING

TO SIGNIFICATION OF PERFORMANCE IN MATHEMATICS

The discussion below will follow the same format as used in the analysis and interpretation of

the data relating to both signification of African cultural identity and individual African

identity. This means that extracts from the three interviews with high performers, namely

interviews HSK, HIL and HHM will be treated as one corpus to be compared and contrasted

against the other corpus from low performers' interviews namely interviews LSK, LIL and

LHM. These will be compared and contrasted on the bases of how the two groups of

performers respectively construct meaning in terms of:

(i) what do they consider to be the value of studying mathematics; (see subheading 8.3.1)

(ii) what relationship do they see between who they are and their performance in

mathematics; (see subheading 8.3.2)

(iii) what do they think and feel about their own performance in mathematics; (see

subheading 8.3.3)

(iv) to what do they ascribe the cause(s) of their experienced performance in mathematics;

(see subheading 8.3.4)

(v) what do they think (or feel) they need to do in order to change that performance for the

better; (see subheading 8.3.5).

These benchmarks have also not been arrived at arbitrarily, but they have been identified as

the major themes going through all the discourses as the respondents constructed meaning

about their own performance in mathematics.
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8.3.1 Differences on the value of studying mathematics

8.3.1.1 The low performer's perspective

To the question enquiring about what do they see as the value of mathematics, low performers

in interview LSK had this to say:

E2: I think it is important for me to do maths because usually when you apply for bursaries
they always want your maths mark. Besides bursaries, jobs ... we find jobs. Most jobs
are concerned with mathematics ... like mechanical engineering you got to have maths,
accountant you have to have maths. Yah, yah, you got job opportunities.

El: And I can say that eh, also to me it is important for me to do maths because, I ... in the
near future, I want to do a profession which I can say that I prefer it, I enjoy it ... so I
like mathematics, so I like ... the career of which I am trying my best to achieve ... is
in the medicine field ... so basically in medicine you have to have mathematics and
nowadays mathematics is the most wanted subject that you have to have. Even though
people are discouraged to do it in that mathematics is difficult, but is ... is ... but
mathematics is the best one I can ... normally achieve higher opportunities in life.

E3: The subject which is so important because you can see most of the people like ... if
you want to be an accountant ... or a doctor ... and businessman you have to do maths
firstly, so that you can be able to know what to do. So that ...

E2: It's important because being a professional is that you are going to earn money and
money is very important. We don't want money, we need money ... to survive.

E 1: And also not even in the case of needing money but I can say that ... having a proper
profession you know that you have a bright future in front of you, you can do many
things with that profession ... and also is like the professions we chose like, being a
medical practitioner, you can work with people see different views from people and
different opinions ... hear them. That's the way I can say that life is like that ...
meeting different people ... communicating.

El: Yah, where you can meet people and make maybe achieve something for yourselves.

From interview LIL with low performers, almost the same points as above emerge. However

a few extra points are:

El: And for interest sake.
L: And to be able to understand it ... and money.
E3: For the sake of interest and to teach other people, and to be able to advance further in

your studies.
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In the interview LHM with low performers the same information as mentioned above is also

produced. One other point slightly different is that they want to do maths so that they can

become doctors and engineers.

E3: Because I realise that there is a shortage of doctors in South Africa. They are few.
And they are not able to ... to help people very fast because they are few. You have to
... and they work very hard. When he/she is finished he/she has to go to another
person and so on.

E2: I actually want to become an engineer because Black people do not do most of such
jobs. So I think presently for most of us to be able to do such jobs we have to do
maths so that we too can be recognised ... so that it should not only be whites who are
recognised.

8.3.1.2 The high performers' perspective

On the other hand high performers in responding to the same questions have the following to

say. Firstly, from interview HSK these came forth:

El: A point of being a mathematician ... is that nowadays ... some people, you know in
mining some people ... that is some people become casualties in mines like that,
because of other people who did not m-ike sure that there were going to be some
problems and so on ... that's why I want to become a mathematician ... Because
nobody can live alone in this world ... you have to get help from other people from
outside so that you can succeed in life.

E2: I think it is important for me, not knowing what other people think ... it is important
that I do it ... because it is a subject that does not require memorization ... there are
other subjects that need to be memorised. So I saw it fitting that I should do maths
because you can practise it ... even your thinking ability increases the speed with
which it functions ... There are many problems that people encounter ... like when you
experience hardships ... you are not able to think fast enough ... you undergo a
blackout, not so? But I think because maths gives it a practice, even when I have such
problems my mind is still able to function fast.

E3: I too do think that maths is a very important subject because I have chosen to
specialise in commercial su' ects, so I have to do mathematics ... and I want to be a
chartered accountant ... so ... because I heard that we have few female chartered
accountants in Soith Africa .., I don't want ... they said it is over eighty ... it's only

2S7

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



eight women ... I don't know if ... eight over eighty ... so I want to be a chartered
accountant ... and also to help the other people.

E4: I think maths is important because I want to become a doctor ... so Black doctors
are few ... that's, they are not many as a Black doctor I will be in a better position to
understand the problems of Black people when they come to me ... so I will be able to
communicate with them more easily because I am a Black person who comes from the
same background as them.

El: To that point of chartered accountant I think we as a people we like to choose one
career. Like many people when they finish with their high school they want to be
teachers, so there are many things we can do without that teacher's certificate. There
are other things. And to add to that sir, I think the main fact why most of the people
may, especially girls nowadays want to be chartered accountants is that fact that, there
are few women in the field of chartered accountant ... then again as like now as we
wanted to have an equal right with men, so I think to do it is better for women, that is
most of the girls for now studying, should be in the field of chartered accountant so
that we can be equal.

High performing respondents from interview HIL have the following to add in response to the

same questions about the value and importance of mathematics for them:

E3: Yah. I know what I want to become in future. Yah. I know that if I want to become
that, maths is going to be ... I must pass maths. Because maybe there could be some
people who would want to help me with bursaries, now what if I they look at my
records and see ... fail maths! What impression will they have of me ... that I am
somebody who performs po .rly? Yah. But if they look at my records and they find it
is eighty percent maths ... even if they realise that I am a Black person man, and they
despise me, but if they see that, they'll feel that they are losing something in me (if
they don't give me a bursary).

The last group of high performers from interview HHM notes the following in respect of the

mentioned questions:

E 1: I think because in our days everything you do is based on mathematics ... that is why I
would say it is necessary.

E3: And also in as far as the issue of Blacks doing mathematics is concerned, when you
get to universities you'll find standards being raised so that only whites could do
engineering. You see, their percentage is higher than that of Blacks. So that is why
we should enrol in mathematics in full force ... to prove such things ... that it is not
true that Blacks are weak, we are as good as everybody ... To prove that you too, you
have knowledge.

E4: (Beyond that) you can also assist other people who want to do maths. To advise them
as to what to do in order to perform well. You should influence them.
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E2: Well Black people with whom you are working could also realise that they too could
reach that point where you are.

8.3.1.3 Juxtaposing these discourses

The two groups of performers seem to be similar in a number of ways in as far as making

sense of the value and importance of studying mathematics is concerned. These similarities

are about seeing mathematics as increasing their chances of getting bursaries to study further,

getting better and lucrative professional qualifications hence job opportunities. Most of the

discourses of the low performers are almost exclusively focused on these. Although, one of

them did also mention that she wants to do maths in order to be able to increase the number of

doctors in South Africa. Another one even went further to say that she sees mathematics as

enabling her to become an eng.nee- ::.5 she has noted that Blacks are underrepresented in this

profession that enhances one's status in the eyes of the community.

What the last two respondents imply is that even though this group of performers is fixated to

more common place values of mathematics, there begins to dawn to them that their studying

of mathematics is not solely for their own individual good but that, that too is an act of

struggle towards the rehumanisation of Black people who to date have been excluded from

such valuable avenues. However, the low performers did not fully elaborate this position

although somehow to some extent it is noted that they are beginning to experience this

disequilibration in their own mode of making sense of their performance in mathematics.

Compared to the low performers, the high performers actually thematise performance in

mathematics as an act of struggle. High performers are sensitive to the fact that (as an

example) people die or become casualties in mines. And, their role as they see it is to help
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avert such by doing mathematics, which will enable them to qualify in a relevant profession

whereby they can do something about that.

They also need mathematics because they are aware that it enhances thinking ability

according to them, and as such they could think fast and possibly solve real life problems they

would otherwise not be able to solve.

To give substance to the above, high performers want to redress the inequalities in South

African society symptomised by underrepresentation of women and Black people in general,

in areas like commerce (chartered accounting, business, and so on) and applied natural

sciences (medicine, engineering and so on) which they consider to be most relevant, useful

and empowering.

The conclusion that can be drawn is that high performers conceptualise studying mathematics

at high school as empowering and enabling them to contribute significantly to the

transforming of South African society to a situation where Black people and women in

particular will be afforded a respectable position among other communities of this country.

Myths about abilities of Black people and women in mathematics, commercial and hard

sciences are specifically targeted by this group of high performers because "even if they

realise that I am a Black person man and they despise me, but when (sic) they see that, they

should (sic) feel that they are loosing something in me ..." (Interview HIL, respondent E3).

How the two groups construct meaning In this respect, agair.. locates them in the t\VO

;dentified ideological and discursive positions respectively. The low performers seem to

confirm the implied dominant discourse's view that African (pupils) are more concerned with
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mere 'bread and butter' issues while the high performers seem to contradict this view. They

seem to be operating in the counter-hegemonic and emancipatory discourse that enables them

to see their performance not only limited to the 'bread and butter' issues, but also going into

the broader context as the act of struggle towards rehumanisation and winning respectability

for their own people.

8.3.2 Differences in as far as conceptualising the relationship between being

black and performance in mathematics

Developing on the above findings the two groups also seem to be different in constructing

meaning about their own performance in mathematics as Black people. The following

emerged from their discourses respectively;

8.3.2.1 Conceptualisations by low performers

From the low performers in interview LSK the conversation around Africanness (culture and

identity) went as follows:

El: Well from my point of view I can say that eh ... I disagree with them very much
because it isn't about knowing mathematics if its about culture. Being African, it's
about yourself knowing that if you tell yourself that you can do this ... if they say
Africans are lazy ... they don't know how to practice mathematics, it's just that if they
gave the Africans a chance and we Africans tell ourselves we can do tills ... we can do
it. It is not a matter of facial appearance or race (sic).

E2: Yah, being lazy, it might be a fact because we Africans sometimes get lazy, now we
see things and then tell us these things is hard, like maths. We always say maths is
hard we don't practice, we take that attitude of maths being hard. That's why with me
it's so hard.

E3: What I can say is that maths is not a difficult subject you know ... and what I think is
that the Africans are not lazy, but again the fact is that many subjects are done by
English not their mother language. What I think is that it may, it might be easy for

301

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



them, if maths were ... the teachers taught the maths or teaches the maths with their
mother language.

E. : Not even so but, a language problem is not so because normally nowadays English is
language that one can communicate with another person ... so ... basically we Africans
are not lazy is just that they tend to think that, but if only we ourselves can tell
ourselves that we can do this then we can show them that it is not a matter that we
Africans are lazy and basically because we don't know mathematics. And it's only
starting from now that we are given a chance, that we Africans can do mathematics,
but eh ... back in the olden days they weren't given that opportunity only those from
other countries were allowed to do mathematics. And because we Blacks didn't know
the language of which was used. So it's basically what I am trying to say.

E2: The fact of laziness ... I think we are lazy but if only we use positive attitude that's
where we will be good in maths.

El: And it's because we Africans have been put under a lot of pressure in the olden days
and we were used to telling ourselves that we are lazy people ... we don't have the guts
to do something. So if, like I said, we can tell ourselves, give ourselves courage and
tell ourselves that we can do this, yeah we can normally ... we are all people and we
can do the same thing. God created us the same way. So it's not the matter of culture.

Another group of low performers in interview LHM has this to say:

E2: Yes, (Africans) have always done mathematics.
E3: Maths had always been done even by ancient African people and they used to call it

Arithmetic ... like addition ... (but not theorems) ... ancient (Arithmetic) did not have
(solving) for "X". They only added. They did not know it (multiplication) ... but they
used to divide.

E2: I think symbols like addition ... subtract ... and so on I think they (ancient Africans)
used to use them. Maybe it was only things like (solving for) "x" and quadratic
(equations) which they did not have ... Yes I think today's maths is better than ... that
of the (ancient Africans) because maybe they used to do that but today we do many
things. Like solving for "x" ... yes, they did not do such things.

The last group of low performers, interview LIL, in responding to the same questions as

above, put it like this:

EI: That is (ancient Black) people were not educated ... they also had never been to school
... Yes in fact they used to do Arithmetic ... things like "x" and "y" were not known to
them.

E's: Yes maths come with whites to Black people.
1: So, they were able to . lake triangles and circles ... without having gone to school. So

would you say there was maths there ... did they know it or not?
E2: I think they just made those things.
I: Without knowing what they were doing?
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E3: Yes, even without knowing as to what's it they were making.
1: That is they knew how to make them (different shapes) but they did not know what

those things they made were?
E's: Yes.
I: So was it still there but they did not call it maths?
E's: Yes.
1: So what conclusion can we draw now that we realise that they used to know how to

make those shapes and that we also do them in our maths classes? Can we say they
used to have maths?

E's: They used to have it ...
E3: But they did not know it was maths. They just made things. Just to build a house like

that in the form of a hut without knowing whether it's a triangle or it's based on what.
El: Maths has always been there ... but they were not aware that it was maths, Or maybe

it used to be there but they did not call it maths, they used another language ... Yah
there is no connection between maths and my culture.

1: ... So with you, would you say there's a problem there, that's those things which you
use at home are different from what you are taught at school?

E2: No. I don't think so because we are similar to them (white pupils), we have those balls
... but we are just not aware as to what's happening. We have stoves in our homes, so
we are just not aware that that six (minutes?) for allowing porridge to cook (is maths).

I: Are you really different from them (white pupils)?
El: We are not different.
I: That is on the basis of where you corning from, those things that you do at home are

they different from the style of doing mathematics?
E's: Yes, No!
I: So in your view, in doing mathematics, that is to say culture ... does it play any role, in

as far as our understanding of mathematics is concerned?
E3: Our problem is that we have told (conditioned) ourselves that maths is difficult.

Sometimes also because we have always been taught by teachers who were negative
towards us.

8.3.2.2 Conceptualisations by high performers

Compared to the above, high performers in interview HSK responded in this manner:

I: Black people generally do not perform well in mathematics. Would you agree with
that?

E's: Yes.
1: And why do you think that that's the case?
E 1: Well 1 think that, that is the case because most of the Black people take things easier

even if they know that they are going for exam or a test, they just say, oh ... I know
that 1 can do it. They don't put their pressure on it.
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E4: I think Black people are lazy ... because, that's some of them not all of them. Some of
them they ... take things for granted and when, maybe they are poor at home, so they
think ... they won't be able to achieve what they want.

I: ...Being an African ... as an African pupil ... studying mathematics ... what's it ... the
connection there? What's the connections between the two?

E 1: I think most of the time the connection is that Black pupils do not have the chance to
study mathematics, do not have enough time to study ... and maths need enough time
... before there were so much disturbances in our location (sic) here. So now I think
we are starting to improve cause in our school we have this time of study time ...

1: ... You know Basotho, Black people used to wear loin cloths (ditshea) and carry
knobkieries ... is this what constitute their culture? Now if you bring maths, maths is
something that has to do with computers ... advanced things ...

E2: In my view I think maths came with Black people because in the past we know that
Blacks were the ones who used to keep things like cattle but they were not able to
count ... sometimes they would use stones to count ... then one would know that one
has ten cattle and would pick up ten stones ... when one of them has entered the kraal
then one puts one stone in the kraal and so on so because whites are clever (bohlale)
they took that from Blacks ... such things not that they are clever because they
tended to know those things more. Because we were under apartheid we did not
know. Besides apartheid as you know stories about the mirror ... that is there are
many things with which whites oppressed us without us realising it. It's only now that
we become aware of them.

El: Like maths, we have always been doing maths, like counting those cattle using stones,
we just didn't know that it was mathematics.

E3: We just didn't know that it was such an important subject.
El: (Maths is part of our culture) Because ... we have always been doing it practically.
E4: I think Blacks have always known maths, Imean even today you can see this thing

among the very elderly grannies. That is, when they go to receive their pension
payment, they cannot be cheated of their money ... even though they have not done
mathematics ... you cannot cheat them ... This shows that she has always known that
thing.

E3: And it's not that they, it's not that it was such an extremely different subject ... it was
just that it was not presented in such a manner that they should be able to understand
it.

From another group of high performers in interview HHM the following conversation ensued

on the same issue as above:

E4: Are you saying there's friction ... (maths) is not compatible with out culture ... what
can T say?
I do not agree with that ... because we have our culture separately ... (this view wants
to make as if white people's) culture is mathematics ... so it would seem like if we can
get closer to mathematics then we shall have taken something from them ... that's why
they say 't's not compatible with us ... that is, mathematics should be closer to Black
people ...
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E4: I can say that mathematics has always been there ... they (white people) know ... it has
always been there ... you cannot say if you do your ancestral rituals you'll just
slaughter sheep, they will ask you as to how many? And immediately you say two,
that is mathematics. That's why I say it has always been there as part of our culture.

E2: I think that person is wrong because even whites, they do not understand maths. We
cannot just say that all whites know maths.

E4: I don't see culture being affected by maths.

The last interview HIL with yet another group of high performers went on in this manner:

I: I do not know, somebody tells me that, in fact some books ... some of these people I
have been reading say Africans, the way they are, totally maths ... there is nowhere
where they meet that's because of their culture. Their culture is about circumcision
school and so on when it comes to maths there is a real problem.

El: There's nothing like that, I mean I know from my own personal experiences (laughter)
1 don't think ... ee ... none!

I: That is, what do you know about yourself?
El: I know from my experiences that maths, yah sometimes it is tricky but I am going to

try to pass it ... no matter what another person say about culture or whatever ... culture
has nothing to do with education ... education is education, culture is culture there ...
those do not mix and a person is a person with one's dreams. One knows what one
wants to do. Yes what you want to become. Culture is for ...

I: Your dreams ... are they related to maths?
El: They are actually strongly built on maths. Yah.

8.3.2.3 Comparing the low and high performers' conceptualisations

(':"""T):lrill;I hil'.' these two f!F'UP~' nf performers (high and low) construct meaning of their

own performance in mathematics and its relationship to their selves (identity and culture) one

discovers that they are similar in as far as rejecting the notion that there is any connection

between culture and performance in mathematics. According to both groups, their notion of

African culture is that of 'an outdated and primitive mode of doing things' which may not

have any relationship with today's classroom practise of teaching and learning mathematics.

However it needs to be pointed out that while the low perform: "s are totally immersed in th is

notion of culture, the high performers somehow showed signs of emerging out of it as one
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respondent even observed that in performing ancestral rituals, Africans have to count as to

how many sheep they were going to slaughter. In fact many other high performers compared

to low performers seemed to be able to argue that there was some connection between what

they understood to be African culture and performance in mathematics, though on the whole

there was total rejection of such.

Further than that it was very difficult for the low performers to see that mathematics per se

has always been part of African culture and experience. In as far as high performers were

concerned, they were able to immediately supply 'evidence' to the effect that mathematics has

been part of the African cultural experience. For example they mentioned the manner of

counting cattle using stones as evidencing the presence of mathematics even in ancient

African cultural experience.

Low performers on the other hand also confirmed that Africans were lazy as part of their

culture hence their inability to perform well in mathematics. High performers agreed that

some Blacks were lazy but that they were not lazy because they were Black. Rather they saw

this laziness as being a result of taking things for granted.

Another point is that low performers see being African as meaning somebody who does not

have confidence that one will succeed in maths. High performers on the other hand do not see

it as being Black not to have confidence and therefore not to perfonn well in mathematics.

Rather, they see an African as a person who did not have opportunities to study maths hence

underachieving. They do not essentialize being African.
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8.3.3 Differences as to feelings and thoughts about own performance

The following extracts from conversations with low and high performers respectively were in

response to the questions as to how the respondents actually feel about themselves with regard

to performance in mathematics. The major thrust of the interview was to elicit what they

think and feel about their own performance therein.

8.3.3.1 The low performers' responses

From interview LIL with low performers, the following was elicited:

I: Yes ... but tell me, do you really have, that's do you have that thing that; you can be
able to do maths ... or do you feel as if there is something lacking in you ... and maybe
even if you try hard you may not be able to make it?

E3: No I can manage to do it.
1: So are you happy with your performance ... maybe until ... up till now?
E3: As of now ... no ... hm ...
E2: Yes. I am a strong person. Yes ... but now I am not happy with my performance

because I have realised that maths is something I am not good at, but I am trying. My
major problem is that I am not able to practise it alone. That is, sit down and practise
alone ... unless there is somebody who would sit down with me and show me where
my mistakes are. I am one person who gets easily cross. When I am angry I tell you
about it immediately. I do love people too.

E3: I am unable (to perform well) because I do not have a partner (somebody who can
help me).

El: So last year I used to perform better, just like anybody. Presently there's nobody to
help me. There was somebody who used to help me but he is full of play. He is
playful ... Inmaths ... only if somebody could help me ...

E3: We ask you to please give us ideas as to what else can we do besides the teacher ...
what can we do so that we can perform well in rnaths?

Interview LHM elicited the following:

I: Okay let me ask you the last question ... are you happy with your performance in
mathematics?

E3: No. I am not happy to be honest.
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El: I am also not happy.
I: You are not happy, what makes you unhappy?
E2: It is because I realise that I am weak in maths. I am very weak. So I think that if I can

get a teacher who's patient, that's somebody who is patient who is able to explain ...
such things. I can be okay.

E3: I also think that ifI can get somebody who can help me I can pass it.
El: Yes, I can pass it too if only I can get somebody who's able to Listen that is, somebody

who is not intolerant.
E2: Somebody who is not easy to give up on school pupils. He/she should just teach and

accept that you do not understand. (Not somebody) who will just tell oneself that I
have taught you this thing and now here you come again with it to me. He/she must
be patient ... NO, if your teacher does not teach you there is no way you can
understand maths. Even if you can take a book and read, maybe studying those
examples, there is no way you can understand.

From interview LSK the conversation went as follows:

El: Yes. Mathematics is a subject in which you have to give more time to. You have to
always try your level best. So the best you can, even though ... that maybe eh ...
you are given a difficult ... problem to' solve. Do not ... and more especially if you
do mathematics with a negative thought, a discouraged thought you may think that,
even just by looking in the problem you may say that this problem is difficult I cannot
do it. But if you come with a positive thought telling yourself that even though this
problem is tough I may try it, even though it would be difficult but I'll still try, maybe
I can do much better than when I told myself that I couldn't do it. So I think you have
to have a positive thought, then work hard and maybe you can achieve better in
mathematics.

E3: Being good in maths is a matter of practising, working together you know Eland
myself. I am weak in maths, but I cannot say I don't know maths. But when we work
together with the people practising maths, my eyes see.

8.3.3.2 The high performers' responses

On the other hand high performers have the following to say around the same issues. From

interview HlL the conversations went this way:

El: I know one thing, when I grow up ... I want to have my own house. I don't want to
rely on someone. Some girls have told themselves that they don't want to be educated
because maybe when they are grown up they'll rush into marriages ... I'll have a
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husband who'll work for me. What if that man leaves you? Who are you going to rely
on? So even if you are a girl you still have to get education ... yah.

E2: Yah. I also have the same experience. Somebody made me to realise that I have the
ability that I have ... so every time I encounter a problem, ... I ask myself what will I
do ... but then something comes ... that person was able to do it, so even myself I
succeed in doing it.

E4: If you are not (prepared to work hard), then you fail, it obvious.
E2: Never lose hope.
El: You know there are some Black people who do not plan their future. They don't

know. Maybe they study Bibs (Biblical Studies), they do Bibs because ... they don't
do Bibs because one day they want to become such and such a thing. So if people
have dreams they'll know what they want to become and they']] be successful. Yah
those who do not have dreams there is nothing that keeps them going. Yah.

E2: Even a vision ... it must be there.

The next conversation is extracted from interview HHM:

E3: I ... I am not happy about my performance, it is very weak. So I am intending to
improve on it so that it can become high and I am sure I'll de it ... sometimes the
performance is low because you spend too little time studying.

E4: Like this person has already explained, you lack (lag) behind concentrating on other
things instead of practising a few sums. This is what makes us so weak. So I have
realised what prevents me (from performing well) if I can be able to practise I'll
succeed.

El: I think I am good with my performance in mathematics. So what I want to do is to
merely improve on it ... I am a hard working person ... I work hard because I want to
become somebody (important) in my community.

From the last interview HSK the following emerged:

El: Well for now I am satisfied with my performance ... weU, my problem is just that
firstly I didn't understand the theorems and I didn't study after Yes so I think for
now ... for these holidays we've been doing only the theorems and then I think I'll
perform well for the coming tests.

E4: I think my problem was with my maths teacher. Yes (I had a personal problem with
him) and I was not able to understand properly in class.

E2: I do not have a problem with maths but what I want is for the teacher to show me how
to solve problems before I do them on my own.
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8.3.3.3 Juxtaposing the discourses of low and high performers

Low performers do not feel happy about their performance, they seem to doubt their abilities

in as far as mathematics is concerned. High performers are more comfortable with their own

abilities to do well in mathematics. They are emphatic about this point. Low performers

seem to be powerless in the absence (or limited presence) of the teacher to assist them to

perform better. High performers on the other hand while recognising the importance and

value of the teacher in their own learning they are at the same time aware that the

responsibility to learn is theirs. In fact low performers seem to have abdicated the

responsibility of directing their own performance into the hands of their teachers (or

somebody else) who should not only initiate or facilitate their own learning, but actually take

full charge thereof

Some low performers however seem to be experiencing some measure of discomfort in not

being in charge of their own performance hence they even argue that, "But if you come with a

positive thought feeling ... maybe you can achieve in mathematics". What they are unable to

do is to be emphatic and assertive about their o\VTIperformance like the high performers who

declare that: "I think I am good with my periormance in mathematics so what I want to do is

to merely improve on it ... I am a hard working person ... I work hard because I want to

become somebody in my community".

On the whole this is the attitude of high performers.

Even in instances where high performers complain about the weakness of their own

performance they have a solution for that and the solution as they identify it, lies in them
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doing something about their own performance. For example one of them even noted that

"sometimes the performance is low because you spend too little time studying".

Another one in the same breath concludes that "So I have realised what prevents me, if r can

be able to practice I'll succeed".

Low performers do not have such solutions within themselves. Their solutions are dependent

on:

(i) the teacher who has to be patient; and

(ii) another person (or teacher) who has to be there almost every time the respective pupil

studies mathematics to closely monitor progress, give immediate feedback, correct

mistakes, inform and so on.

The conclusion that can be drawn is that low performers seem to be helpless victims of

circumstances who are at the mercy of factors outside themselves for them to perform better.

High performers seem to be in charge of themselves and their performance. They have a

positive belief about their own abilities and power to do well in mathematics. This difference

once more corresponds with the two positions in discursive spaces and practices of power and

knowledge relations that author the low performers' meaning making strategies negatively and

the high performers' positively.

8.3.4 Differences as to causes of own experienced performance

The other point of difference between low and high performers in as far as their respective

signification of performance in mathematics is concerned is to what do they attribute causes
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of their own (experienced) performances in the mentioned subject. The following extracts

clarify this point.

8.3.4.1 The low performers' views

In interview LSK they say the following in response to the question why some Africans do

not perform well:

312

E2: Yah, being lazy, it might be a fact because we Africans sometimes get lazy, now we
see things and then we feel as ifthese things is hard, like mathematics. We always say
maths is hard we don't practice, we take that attitude of maths being hard. That's why
with me its so hard.

E3: What I can say is that maths is not a difficult subject you know ... and what I think is
that the Africans are not lazy, but again the fact is that many subjects are done by
English not their mother tongue ...

El: Not even that, a language problem is not so because normally nowadays English is
language that one can communicate with another person ... but if only we ourselves
can tell ourselves that we can do this then we can show them that it's no matter that we
are Africans ...

E2: The fact of laziness ... I think we are lazy but if only we use positive attitude that's
where we will be good in maths.

El: And it's because we Africans have been put under a lot of pressure, in the olden days
and we were used to telling ourselves that we are lazy people ... we don't have the guts
to do something ... we are all the people and we can do the same thing. God created us
the same way.

From the next interview LHM they have the following to say:

E2: Wt actually ... most of the time, when the teacher teaches we do not listen ...
sometimes you find a cruel teacher in maths when you ask a question he/she tells you
that you have not been listening. Now you can no longer ask questions because you
are afraid of such teachers.

E3: Like us Blacks, when you find that the teacher irritates you, you don't listen. If you do
not like him/her you don't listen.

El: We are spited by not asking. We teli ourselves that we know. And maths is
something that requires studying immediately the teacher has left class." when the
teacher leaves, we stop with it. We tell ourselves that after all he/she has gone ."
sometimes you are afraid to ask in front of the class.
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E3: Maths is not difficult, it's us who make it difficult for ourselves by not asking
questions ...

El: And presently maths beats me but I think ifI can get an understandable person who is
patient ... eh ... maybe I can be able to push up.

E3 : You are afraid to ask questions among other pupils because they like laughing ...
they'll ridicule you ... I think (white pupils) are not afraid ... because they help one
another ... but with us when Iask somebody to help me that person will ask you why
were you not listening.

E2: Yes (Black pupils do not help each other), one person wants to be the only clever one
so that he/she can be the only one who passes.

E 1: That is, they don't have the inclination no man ... that is, he/she thinks that you're
going to take his/her position, or no ... I might help this person and the next thing
he/she passes and Ifail ... and so on ... (white pupils) are able to communicate.

E2: The way I see it, most of Black people do not want to see one of them progressing ...
whites are not like that. They don't spite each other, they are able to assist each other
... Yes they spite each other or they are jealous of one another, Idon't know.

From the last interview LIL, the following conversation was conducted:

E2: Our problem is that we tell ourselves that maths is difficult. Sometimes also because
we have always been taught by teachers who were negative towards us, who taught us
just for the sake of it. A teacher who did not care for you. So now at our age ... man,
maths looks like it is difficult for Blacks ... because our teacher was negative towards
us. Even now when we get a teacher who is not negative, who tries to teach us, we
just see maths irritating us.

E2: I think: .ther people do not like maths, lets say you are a class teacher ... not so, you
teach maths, there are others, that is if I am negative towards the teacher there is no
way Icould know his subject, because Ialways think about him/her all the time ... that
is that teacher ... including his/her maths ... I am going to fail it ... Even besides the
teacher, maths requires practise.

El: Yes Some do not listen, others do ... but then a person forgets how it was being
done Even equipm It, we do not have it ... here at school we do not have maths
instruments.

E2: You have to borrow from another person. Things like books you share. And also
when you study something you don't know alone, you get bored.

I: Okay, so you don't, you have people to assist you.
El: They are there but we don't care because we have told ourselves that we know maths

... The first point is that in the primary schools we were being punished corporally ...
things like that. If you did not do your work you were lashed. So here teac 'iers also
do not care, he/she tells him or herself that he/she leaves you as you are as he/she too
has her/his own job.
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8.3.4.2 The high performers' views

In contrast to the low performers, high performers from interview HSK have this to say about

factors that affect their own performance:

E1: Well I think the case is that most of the Black people take things easier even if they
know that they are going for exam or a test, they just say, oh ... I know that I can do it
They don't put their pressure on it

E2: I think Black people, they don't have a chance to practice maths ... so the whites have
that chance. Their teachers give them that chance.

El: To me, r do not want to believe that they do not perform well.
1: Yah ... you don't believe that Black people do not perform well ...?
El: Maybe even if they do not perform well, but I don't want to believe that
I: Why don't you want to believe it?
El: Because when you ... well just keep saying I don't know, you already don't know it

But when you just tell your mind that I'll do it and I know it will be okay.
E3: I don't think the Black students they don't perform well in mathematics. They have

that ability but some of them they take things for granted. If we say they don't
perform well, why do others pass maths with distinctions? They have that ability but
the fact is that they take things for granted ... They are full of play.

E4: r think ... maybe they are poor at home, so they think because they are poor at home
they will not be able to do whatever they want to do .

1: So it's not so much poverty?
E4: Yes.
1: lts ... just because a person feels, okay, maybe r am poor therefore ...
E4: I can't do it So they say, we don't have money ... so there is no point in us continuing

with education because I must ... after completing my standard 10, I am going to idle.
So they can't think.

El: Main fact is that nowadays there is not much employment so most of the people think
that if I can go further with my studies 1'11have problems because my mother does not
have money to send me to further education. But I think that ... that it depends on a
person ... how does one feel ... even if you are poor at home you can study. If you
study hard, there is a possibility that you might get a bursary. Then the bursary will
help you to go further with your education.

E2: Most Black pupils like to say the things are difficult, so in their minds they know it is
difficult so that's why they don't perform well because they tell themselves that the
things is difficult So the white they don't have that

E3: Yes. Sometimes when I do not understand I am scared to ask questions so that is
something that makes a person not to understand ... You are afraid to ask questions,
sometimes you are afraid of the teacher ... you are afraid of the classmates.

E?: And maths wants to be practised all the time, you see?
L;: Blacks I think make maths like a monster (kgokgo , ... that is they don't give

themselves enough time one is engaged in many things at the same time, for
example; girls ... soccer drinking ... smoking ... many things. Now he/she doesn't
give him/herselfenough time ... Boers do those things.

314

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



E3: At the right time.
E4: Our parents especially ... these ones, not the present ones, that is those of the forties ...

around there. That is, they are not able to discuss and explain to their children ... that
girls corne later ... smoking corne later.

E3: It is a question of concentrating on maths and never tell yourself that it beats you or
that you are not gifted therein.

From the second interview HIL the following emerge:

I: ... Do you really think that maths its something you can manage?
E's: Yeh!
El: Maths just needs somebody who loves it. If you love it ...
E·t: Having patience ...
EI: Yah ... if you are not going to reject it. Serious. It is not difficult but we see it as

difficult ... but it is oo.
E4: Spend time on it.
El: You should care for it. I mean if your future depends on it ... okay. You can do Bibs

oo.but what are you going to do with Bibs (Biblical Studies) .oo? A preacher man, I
mean eh ...

E4: It is a necessity at the present moment.
El: Presently it is a necessity. So if you reject it what will make you do that? You can

pass maths if you want to. If you do not like it, saying that it is boring ...
I: Tell me, do you say those who fail maths do so because they not want to pass it? Is

there a person who would not want to pass it?
El: Yes. Those are the people who have told themselves that it is difficult. They tell

themselves that it is difficult and that's why they fail it.
E4: Yes. They do not have the patience to practise it at horne oo.maths wants you to do it.

They just assume that it is difficult.
I: Because some people oo.now tell me if people are poor, don't you think that, that

poverty could. be one of the factors that cause them not to perform well?
El: Yeh ... yeh I don't think so.
E2: No! Poverty is just like any problem you might have. So that problem you are. ble to

solve. Maths is just like that. You must continuously tell yourself that oo.I have my
work ... I must do it.

E1: I mean if you can continue worrying that you are poor, at home this is happening oo.
You'll never corne alright. You'll continue failing ... you'll remain weak. If you are at
school you have to always think about schoolwork oo.you must remove them ... think
about schoolwork only oo.those are for consideration at home, you'll attend to them
after school. When you corne to school, you should corne to school. Because what is
the point, in earnest to think about them at school? The next thing you are not going
to concentrate and the subsecrent thing you are going to fail ... you are just going to
idle oo.what's the use? Yah. .

£3: You should remove those worries from your mind .
.1: But oo.it contributes some how ... it contributes oo.because sometimes oo.

r: ... or maybe do you believe that there: .e some people who are predestined to be good
at maths while others strugglers?

El: I do not believe that no, there is nothing like that ... hm oo.hm ... its not there.
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I: Two people are both poor ... one passes ... the other fails?
El: No this one is hard working ... the other one does not take matters seriously ... he/she

just touches it ... but does not hold tight enough, this one makes sure. Many things
(make some people not to be serious). The first thing ... people do ... let me tell you
about those I know who are at school. One is after 'nice time', firstly ... with his/her
lover they go out, they get involved in ... I mean love is, love, you can fall in love, but
you should not take it too seriously to the extent that you could forget your
schoolwork. Enjoyment ... they leave on Friday ... Sunday evening ... its only then
that they come back. Tomorrow you go to school. I mean that disturbs you. Yah.

E3: Yes you won't succeed because you don't do your work.
I: ... that is on a scale of one up to ten ... blame for poor performance or failure ... can

you say the teacher takes eight out often?
E3: Two out of ten.
E4: The teacher, if you fail maths because of the teacher, his role is very small ... the

future is yours. If you see that your work is poor. I mean if you see that you don't
understand the teacher or something, maybe you are afraid of him/her or something ...
if there are people in your class who understand ... I mean asking for help from them
will not destroy anything. You just ask for help from them or you discuss something
with somebody you realise that he/she has some light. So the fault is yours. The
teacher does not playa role in that.

El: You must learn to push by yourself because when you get to the university you'll have
problems because you are used to the teacher doing everything for you. You must get
used from here that I must learn by myself ... if I do not understand ... if the teacher
does not do this ... it is my duty to do it because the teacher is not going to fail. It's me
who is going to fail ...

I: ...What is it for you that still make you to perform well in spite of what is taki ng place
in schools.

E 1: One day I want to have my own house ... I don't want to pin my hopes on a future
husband because if he leaves you who are you going to depend on? Some day you
must thank (repay) your mother with something. You should be able to say thank you
mother for looking after me, for nurturing me, for giving me everything that I am
tod ../. Yah.

E3: Yah, I know what I want to become. And I know if I want to be that thing maths is
going to be ... I must pass maths.

The last interview HHM on the same issues as above went as follows:

El: Yah, well, I think the coloureds and white people from the start had opportunities, like
they could get to universities. They had better schools than that of Blacks.

E4: I could say that it is racism that made the standard of Blacks ... you know we had been
under oppression. So now Black people were struggling very hard ...

I: That is, Blacks still had schools, not so?
E4: Yes, but they were nc like that of whites ... they did not have equipment for maths ...

we can be equal (if pruvision of facilities could be equal).
E2: In my case I think maybe Black pupils do not go out to seek information which they

need for them to understand ... You'll find that maths beats them but they don't make
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an effort to understand it. They just tell themselves that it is something irritating Ce
tenang).

E3: And sometimes here at school we are not being taught mathematics, some of the
teachers just teach funny things so we are unable to learn mathematics in such a way.
So that when people give us exercises they should give us many of such, so that we
can be able to see where our mistakes lie. But when we just have two or three things
(exercises) we are not able to see that.

E1: (Teachers) do not finish the syllabus.
E3: Our problem is also that we don't study hard. That is why our performance isweak ...

most of our Black pupils are lazy to do the job ... Sometimes they don't take important
things seriously. They think when the teacher stands in front of the class he/she is
playing. So sometimes you find that you don't do your work on time and you
ultimately end up not doing it at all ... That is why ...

E4: ... (They are not serious) because at home sometimes the money gets mixed up, this, I
think they are not able to apply themselves diligently to their work because they are in
search of money to pay for those books.

I: No but eh ... is it not true that we are freely supplied with books at school today? Do
you still have ... pupils do not have to buy books themselves, not so?

E4: No, other books related to those that we are being freely supplied with.
1: But even these few they are freely supplied 'with, they do not study?
E4: They don't study them as weU.
E3: Sometimes it is because they get lazy when they reach high school. I think the

problem is they never learned how to study by themselves from primary school ... so
they are not able to study, they are lazy ... you find that studying is such a laborious
job which you cannot do.

E1: Again we should realise that most of the Blacks at school are over age. From the start
they begin by not learning well. You'll find that at school they are irritable and they
start getting bored with school, that is why I think they don't perform well in maths.

E2: I think people who are supposed to be concentrating on their work they are more
concerned with attending to their personal matters first and when they come to school
they are tired and they are irritated by their job.

E3: What I was suggesting is that most Blacks ... when you can see here at school, few of
them do maths ... they think mathematics is difficult ... they hear from others that ...

E4: WeU, and those who do maths ... they make them ... you'll hear after writing an exam:
did you see how difficult the maths paper was? Even if one would be ready to do
maths ... one changes immediately.

I: Okay. I am sure we will come to this issue again. But why do some still perform very
well?

E4: I think those who perform well are those who are converted, who want to progress,
they have given themselves over.

E3: They want to prove that maths is not difficult. It is not like that ... I think they have
seen the advantages of mathematics that is where do I go from here. So that is why
they stick to ...

E4: And if you can realise even the opportunities, when you look for a job, mathematics is
given priority. If you can become aware that for you to get ajob you must do maths ...
that is the question of you doing maths ... then you will proceed with it.
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8.3.4.3 Comparing the low and high performers on what they understand to be

the causes of poor performance in mathematics among African pupils

8.3.4.3.1 Laziness versus a negative state of mind among African pupils

Low performers seem to be convinced that Africans are a lazy people who always assume that

mathematics is very difficult. Although one low performing respondent (E3, interview LSK)

negates this stand point he does not provide any reason as to why he disagrees, rather he adds

another cause of poor performance as the fact that Blacks are being taught through the

medium of English (a foreign language). The conclusion therefore is that low performers see

laziness of Africans as a factor. On the other hand high performers do not see laziness of

Black people as a factor they actually see the cause of poor performance as how they have

come to view maths. According to this group of performers most Blacks who perform badly

do so because they have come to understand maths as being a very difficult subject. The

problem as they see it is in the mind of those who do not perform welL

In fact the point mentioned above goes across all the high performers' discourses. They do

not want to essentialise poor performance as an inherent characteristic of Blacks, but that it is

just a perspective that they have come to assume that causes them to ultimately perform

badly. But the low performers in tandem with the dominant discourses (see Chapter 2) tend

to see laziness as an inherently African characteristic resulting in their poor performance. An

rtteresting point worth noting is that in spite of their declared stand poin; to some extent, low

performers as well come to agree that somehow, one's state of mind: .0, do contribute to one's

.,oor performance especially if one thinks that maths is difficult.
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Another interesting point worth noting is that in elaborating his position, one high performing

respondent (El, interview HSK) even refused to accept that some AfricanslBlacks did not

perform well, according to him for one to admit that, would not be acknowledging that others
..

still pass with distinctions anyway. Although it might be difficult to follow the respondents'

logic, he is making a valid point to substantiate that low performance is not an inherent and

essentially African characteristic, rather it is the negative state of mind towards mathematics,

that counts.

8.3.4.3.2 Differences with regard to truancy, shyness, not asking questions and the

teacher(s) as causes of poor performance

There is general agreement among all the respondents in the sample that the problem of poor

performance is as a result of the low performing pupils themselves not listening in class when

the teacher teaches, being shy of the teacher (and peers) to ask questions in class, having an

inclination not to want to ask questions (because they feel they know a lot) and generally

misbehave and thus not have enough time to devote to their schoolwork (that is, the study of

mathematics). All the respondents also agree that the teacher to some degree is responsible

for the exhibited poor performance.

However the difference comes when one looks at the extent to which low performers versus

high performers attribute causes of poor performance to the mentioned factors. Poor

performers invariably want to p.;' all the blame on the teacher (and those other factors

mentioned above). According to them teachers are cruel, they have negative attitude, they do
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not teach or do their work, they do not give enough support or there is none at all and so on.

The point is, poor performers in keeping with the findings from the Rotter Scale in Chapter 7

do not take responsibility for the outcomes of their actions or behaviours. If they do not

perform well, to a very large extent it is the teacher who is to blame.

This study will not pass moral judgement on whether the allegations against the teachers as

made by low performers are true or not in spite of the fact that high performers are also

critical of them. What the study however wants to point out is that even though high

performers make more or less similar criticisms, they are quick to add that the teacher is only

20% responsible for their failure in mathematics. Very emphatically, respondent E4, from

interview HSK, asserts that: "The teachers ... if you fail maths because of the teacher, his role

is very small ... the future is yours ..."

The same distinction goes for the other factors as well, that is truancy, shyness and not asking

questions in class. Low performers want to privilege these as the sole and real sources of

poor performance while high performers do mention them and acknowledge their role in

determining performance, but go beyond and understand that after all, in spite of all these the

individual performer is in charge. One cannot abdicate one's responsibility and blame other

factors outside oneself. In the final analysis the individual performer has to account because

it is himlher who decides to be truant, to be shy not to ask questions, not to listen or take

seriously what the teacher teaches.
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8.3.4.3.3 Differences with regard to views about poverty and lack of facilities as

causes for poor performance

High performers agam do acknowledge the fact that poverty and lack of facilities do

somehow impede one to perform well, as such processes split one's concentration. On the one

hand the individual has to think about schoolwork, yet on the other, about generating some

income for oneself and/or one's family. But high performers are of the view that, that too

cannot carry all the blame. Their argument is that when one is in class one has to 'bracket'

the problems of poverty that one may be experiencing at home. According to them it is

counterproductive to think about these problems in the classroom instead of trying hard to do

well so as to be able to be in a better position (by getting a better qualification hence a better

paying job) to ameliorate and/or solve such problems in future.

On the other hand low performers seem to be overwhelmed by, and fixated in the problems of

poverty and lack of facilities. They seem not to be able to think of ways of improvising, let

alone 'bracketing' their problems as high performers seem to be able to do (according to what

they say). For low performers these problems need somebody else from outside to solve them

for them. For the high performers, it would seem, it is within their power to try very hard to

transcend their problems that (may) negatively affect their performance. They seem to be

aware that the power to transform themselves and their situation lies within them. They are

not mere victims of circumstances. They are fully in charge of themselves and their destinies.

This again, (even according to what the high performers say), is about one's state of mind,

which this study calls signification and positioning in discursive spaces and practises of

power and knowledge relations. The low performers seem not have power as explained by
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the dominant discourses that define them as 'the disadvantaged'. The high performers seem to

be emancipated and empowered in keeping with the counter-hegemonic discourses within

which they seem to be constructing meaning about their own performance.

8.3.4.3.4 Comparing the low and high performers on what they understand to be

the causes of high performance in mathematics among some Africans

One concept that seems to summarise the high performers' views about what they consider to

be the cause of high performance (in mathematics) among the Africans is, 'having one's

dreams clear'. This group argues that doing mathematics and doing well at it are tied

inextricably to their 'dreams' and hopes for their futures. It would seem like they see their

doing well as a life boat that will enable them to swim the turbulent waves of life. They see

good performance as opening opportunities for them to get bursaries which they would never

otherwise obtain if they do other subjects (like Bibs as they say) that are not marketable and

market oriented. The idea is that instead of just complaining about their poverty and low

socio-economic background they need to do well in mathematics as it is through it that

bursars will have no option but give them bursaries that would enable them to study further,

acquire a qualification that would enable them to enter into a relatively lucrative job.

Through that job they would be able to earn and/or generate income that would enable them

to acquire those things they so badly need in life like a decent home, a decent life style and be

able to repay those who have assisted them to be where they would be in life, like their

mothers who sacrificed so much for them.

Low performers are not able to verbalise and pe haps conceptualisc these connections

between performing well in mathematics and realising a dream. In fact they did not refer to
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, ly dream other than just mentioning that they have also learnt that there are many jobs

available for people with a background in mathematics.

High performers even go to the extent of saying that people do not perform well in

mathematics because they have created a monster out of it. They go further to say that to

perform well one must love mathematics, care for it, have patience with it, have time for it,

frequently be in touch with mathematics like one's home that requires frequent cleaning. That

is, one must have mathematics in one's blood, live it, for it is only in doing so that one will be

able to perform well in mathematics. It is because of this passion for mathematics perhaps

that they are performing that well.

Low performers were not able to construct meaning of their performance at this passionate

level. Most of the time they complained about their teachers who had left them alone to be

overcome by this problem, and this was the major cause of their poor performance. They

seemed to be terrified by the idea of confronting mathematics alone. They needed company,

but high performers seemingly because they had this 'dream' were not afraid. They even note

that: "Imust learn by myself ... If I do not understand ... if the teacher does not do this ... it is

my duty to do it because the teacher is not going to fail. It's me who is going to fail."

High performers have power and control over themselves and their destinies because of that

self manufactured 'dream'. Low performers seem to be on the verge of disintegration and

helplessness (what Lacan calls corps morcelé) in as ...If as performance in mathematics is

concerned. They need someone, somebody, a teacher, ot" a peer to rescue them. This is

evidence enough of positioning of the Africans in tandem with the dominant discourses. Th:

group is clearly 'disadvantaged' unlike the high performer _; who are emr owered and
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emancipated in line with the counter-hegemonic discourses that help author and position them

as such.

8.3.5 Differences as to 'appropriate' modes and methods of study (and

teaching)

Another subtheme going through the discourses of both low and high performers in

constructing meaning about their performance in mathematics, is about what they respectively

say are appropriate modes and methods of studying and teaching in order to enhance

performance. The analysis of these also gives insight into what sense these two groups make

of what constitutes good and desirable performance in mathematics. This section will analyse

first the conversations with low performers, then with high performers and lastly the two will

be compared.

8.3.5.1 What are the appropriate modes and methods of study according to low

performers

From conversations with low performers in interview LIL, it would seem that appropriate

modes and methods of study and teaching involve:

(i) making sure that every pupil studying mathematics at least has a teacher (or a more

knowledgeable panner) who can support and assist the respective pupil with

everything relating to mathematics;
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(ii) that all teachers who teach mathematics are carefully screened before being allowed to

teach so that these could be people who care and are patient to give the necessary

support to each pupil, step by step, without loosing temper; and

(iii) making sure that facilities are increased at all schools so that every pupil can have

access to hislher own mathematics equipment and instruments. They should no longer

be expected to borrow from peers and classmates. The above have also been

discussed in greater detail under the subsection on what do they see as causes of their

poor performance.
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They seem to lack the initiative to learn by themselves and these are their words:

I: Yah ... but this thing that you are alone ... all of you talked about that ... Where is the
teacher ... why are you not able to get the teacher's assistance?

E3: No ... it is because he/she has given us homework. Say for example the teacher has
given us the problem to solve, so when you go home you try and solve that, but you
find that it is not similar to the example he/she has given us. Now, that becomes your
sole responsibility. That is, you won't have any problem if he/she would give you
exactly the same problem to solve as the one he/she gave us as the example.

I: Now tell me, would you have preferred if the teacher gave you as homework the same
problem he/she did with you in class?

E1: No, but not exactly. You'll find the teacher's example relatively easy, but the one that
he/she gives ~TOU is very difficult, you see? Not that you don't want to think, but you
find it more l ficult than that one he/she gave you (as an example).

I: So it is in as far as homework is concerned that you need assistance? So do you have
afternoon study sessions?

E3: They are optional.
I: So do you attend?
E's: Sometimes.
E2: We attend more regularly towards exams. In September after reopening.
I: So presently why don't you attend?
E1: We study at home.
l: So why do you attend study sessions at school during September month?
El: It's because exams are neari I .l.
I: r am trying to ... Are you able to study at home?
El: Yes.
E2: No.
l: Why don't you attend study sessions then?
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E2: I do come but sometimes ... I actually only come when tbe time to write exams is near.
1: So during the exams you don't come because there is nothing that pressures you to?
E2: I do come but not as much as when I am nearing exams.
1: Yah. So you become more serious with your work just around exam time? But when

there are no exams you are not serious?
E2: Yes.
I: Okay ... so basically most of the problems ... it may be true that maybe teachers do not

give us support, but is it not mostly because we do not pressurise ourselves to corne to
school?

E's: Yes.
El: I also do not like studying things which are not going to appear in the exam, you see.

Maybe you concentrate on chapter one only to find that questions are set on chapter
twenty. I do not like to study under general. I want to study knowing what was going
to happen. I want to study something I would be answering some questions on.

I: That is, your time is such that you only want to study something that will help you at
the end of the year and nothing else beyond that?

E3: Yes.

The above conversation clearly shows that low performers think that studying mathematics

means being able to reproduce the solutions to problems that the teacher has given them in

class. They do not want to be given an example and be required to solve a different problem

though it might be related. Although they say that they do not mean being given exactly the

same problem as the example of the teacher, in actual fact that is exactly what they want,

which is to reproduce exactly what the teacher gave them in class. They seem to totally

negate the idea of them being creators and constructors of knowledge. They are only too

happy to do the bare minimum required and as given, told and done with the teacher. These

pupils are still steeped in the old mode and method of study as prescribed to by the former

apartheid ideology (see Rhodes, 1996) where the pupils were mere consumers of ready-made

knowledge and the teacher was the sole source of information. This practice especially with

regard to Africans, was based on the assumption that they are good at memorisation and arc

thus unable to think independently and generate new knowledge afresh by themselves (see

Chapter 3).

326

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



Further than that these pupils also confirm the view that African pupils do not care to acquire

knowledge whether it is functional, that is geared towards assisting solve real problems, or

not. They are only interested in examinations as ends in themselves and not as means

towards particular ends. They are emphatic about wanting to study only those 'things' that

are going to appear in the exams and nothing more. These they argue, will then enable them

to score higher marks. Studying and learning is about obtaining high marks in examinations.

This involves memorising that which will appear in the exams.

From another interview LSK, the respondents on the same issue as above have the following

to say:

E2: First of all hard working. If you work very hard, then you probably will succeed in
maths.

El: Yes mathematics is a ... it's a subject in which you have to give more time to. You
have to always try your level best. Do the best you can, even though that maybe ...
eh ... you are given a difficult problem to solve ... and more especially if you do
mathematics with a negative thought, a discouraged thought ... so I think you have to
have a positive thought, then work hard.

E3: Being good in maths is a matter of practising, working together you know El and
myself ... But when we work together with the people practising maths, my eyes see.

E2: Hard work consists of giving time, giving yourself time then working with .... in your
own pace.

El: I think she's got the point ... have self confidence, practice a lot even though that
problem maybe difficult. Try to do it over and over again ... I think both the teacher's
solutions and, as maybe working together, coming ... maybe I can come up with this
idea, what if 1 did this problem this way, and maybe you do it this way and we
compare the solutions and say this method is the easiest one of which I can adapt to
easily.

E3: What if ... to add more r think, if maybe the idea which I might be giving is more
advanced than the teacher used to teach me in class, maybe I will use the idea.

El: ... When I am studying, I read through the passages, then look for what I will, when I
am inside the class the teacher would normally pick out and say "Tell me what's the
definition of this one?" Then after knowing them, not by remembering or memorising
them, I have to know them ... when I study, 1 summarise, read through the summary ...
see if I haven't left out the important points. Then I write on a clean sbeet and I have
few questions concerning the passage then I close the books try ·c_, answers the
questions the way I have asked them. Maybe see if I've got anything right. If I still
have the problem I go back and do the same thing again. Until I get it right.
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E2: When I study I make my own solutions ... like maths. I am going through examples.
So Ican remember. Usually you remember your O\VTl stuff. So Ican remember easily.

E3: Usually when I study maths, I take the scrap paper where I am going to solve the
problems inside the books by looking at the examples.

According to the researcher, the conversation above does not seem to reveal anything more

than what the previous one from interview LIL did except to indicate that there seem to be

some low performers though, who are not totally happy with 'memorising only for the

examination' as a learning strategy. However it need to be emphasised that this awareness

seem to be only at the level of verbalisation. That is, the respondents do mention that they

study for understanding and construction of knowledge, but when probed further as to what

exactly do they do to show and demonstrate that, they go back to applying the same

procedures as for rote memorisation. To clarify this point respondent El says. "When I am

studying I read through the passages ... see if! haven't left out the important points ... maybe

see if I've got anything right. If I still have the problem I go back and do the same thing

again ..."

This is about drill, rehearsing and so on which are the foundations of rote memorisation, and

not insightful learning or constructivism.

From interview LHM the following emerge:

1: So, what could help improve performance, would it be if they assisted each other?
E2: Yes if they can help each other. Yes ... maybe if there could be a teacher who can tell

them .. to assist each other and if they refuse then you'd go to the teacher who would
have the power to repri.nand them in class ... Presently when you ask the teacher a
question instead of doing, instead aftelling you that ... she also asks us questions ... let
me say you give me a sum, then you tell me to write it down, then r do 'a. But then if
Idon't understand '" mind you, you are supposed to teach me ... then 1 tell you that r
do not understand that sum ... instead of explaining to me then you start asking me
questions as t, what is happening here and there ... yes the teacher should explain not
ask you questions ...
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El: Yes I also think like that because, if he/she asks you questions when you have said
that you do not understand (what does is mean?) I prefer that he/she should explain
first, that is, before giving you a sum to work on, especially after you told him/her that
you do not understand.

E2: Or after assisting you then he/she can write one out for you to do. Yes, not make you
answer the same question you say you do not understand.

The above extract just confirms the findings already referred to earlier about how low

performers construct meaning about their own performance that they seem to be too depended

on others for them to understand and even perform well in mathematics. Their idea of

cooperative learning does not seem to include them as co-constructors of knowledge, instead

they view themselves as dependent on others (whom they view as more knowledgeable than

themselves) providing them with more or less 'ready made' knowledge. But most

importantly they seem to be at the mercy of the teacher who is not seen as the facilitator but as

the sole provider of this ready made knowledge. This also emphasise rote memorization as

the best mode of learning they prefer. The teacher should not expect them to generate an

understanding or an original approach to solving problems without first 'pumping'

information and knowledge into their heads as they see themselves as not capable constructors

of such knowledge.

8.3.5.2 Appropriate modes and methods of study according to high performers

From interview HHM the following information was extracted:

E2 I think that Black pupils do not seek information which they need so that they can
understand.

I: Why do you say that Black pupils do not seek information?
E2: You'll find that maths beats them but they not strive to know it. They just assume that

it is an irritating thing
E4: People who become good are the ones who are converted who want to go further ...
E5: Who want to prove that maths is not difficult ...
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E4: When you do mathematics you must have a lot of time. You should sit down and
practise every day ... because practise make perfect.

E3: We are not supposed to memorise things ... we should know them so that even in
future we should know that we had been taught these things.

E4: I can say that we Blacks we ... do no help each other. That is, if I have the correct
answer ... so I ask a question and you, instead of helping me you ridicule me. So
whites have always assisted each other ... (BI .cks) want to do things alone ... Even if
they see that there are these people they can help they leave them alone, as long as
they ha ve succeeded.

E2: I think for us to be good in mathematics we should be taught by somebody who is
patient so that when you do not understand he/she should be able to start from the
beginning and proceed with you so that you can understand.

E3: And asking questions to teachers when we do not understand. They need to move
away from being shy.

I: Do you think students have a role to play in as far as poor performance is concerned?
E4: I can say yes. You have a book, the teacher comes to class and talks about such a

small thing and leaves. So when he/she leaves you too put your books away ... instead
of adding (by self-study) on what the teacher has already done for you.

El: Pupils should actually pester teachers.

The above clearly locate the possibility of good performance within the power of learners

only if they could go out and seek information. The argument put forth here is different from

the one advanced by low performers. According to the high performers, learners do not have

to wait for the teacher. They should take the initiative themselves. They should spend a lot of

time trying out many and alternative ways of solving the problem. According to this group

learning is not just rehearsing and drilling the teacher's solution to problems, but it is actually

generating and creating own personal solutions from the , eginning even if that would mean

doing that alone. The value of knowledge created and discovered by the individual herself or

himself is that it is not easily forgotten. Learning should be continual and cooperative. To

some extent this group agrees with low performers that Black pupils seem not to want to

assist one another and that there is too much selfish competition among them. But high

performers conclude by saying that in learning pupils definitely need to shoulder greater

responsibility.
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From interview HSK it also becomes clear that for learning to be enhanced the learners have

to ask questions from their teachers but that this is sometimes not possible because of fear of

possible ridicule from the teacher and peers. But on the other hand they have these to say

about how to study:

E3: No you have to practice ... so that ...
I· So you practise, say maybe you attempt to solve a problem, and then when it beats

you, you try the same problem again?
El: Yes ... and you have to go further and ask other people that is ... who will explain to

you thoroughly ...
1: Yah ... I want to understand, studying what does it mean ... to remember the theorems

... to understand ...? You see when you remember ...
E's: To understand.
El: Not to memorise or 'cram', but to understand the theorems, ... what does it tell you.
E2: Sometimes we do the group discussions ... here we assist each other, those who know

assist others ... and thereafter our teacher comes for emphasis.
E3: We consolidate our efforts together.
El: Also, not only to consolidate our minds ... other pupils are afraid to face the teacher in

class ... so you understand, when we are school pupils by ourselves we know each
other, one will tell another, another one will ask you to repeat but you are afraid to say
that to the teacher.

This group clearly identifies co-operative learning, rather than memorisation, as the most

effective learning strategy they use in order to enhance their own understanding. According

to them, this co-operation enables them to share ideas, consolidate their efforts and assist each

other to overcome problems of shyness and fear of asking questions to the teacher. According

to this group, co-operative learning is definitely not a one-sided encounter where some are

helpless and they are spoon-fed by others. In fact it is co-operation among equals who trade

ideas and assist one another where some are less able and so on. The point is that all are equal

co-constructors of knowledge with the teacher as facilitator or reinforcer at the end.

From the last interview HIL the conversations around the same issues elicited the follow ing:
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E4: ... there are people in class who understand ... I mean asking for their help will not
destroy anything. Just ask for help and discuss something with anybody that seems to
have some light. So the fault is yours. The teacher has no role whatsoever in that
mistake.

E2: I can only say, even among the teachers maybe they have their own mistakes here
and there. I also have my own mistakes the teacher isjust a guide, most of the work
has to be done by me. If I do not do my work ... it's a problem, so that problem ... one
has to learn to push oneself.

El: ... you are the one who's going to fail.

Even from this last group it would seem that all learners have to make an effort to learn.

Teachers are just there to provide the conducive atmosphere but the final responsibility lies

with the learners themselves.

8.3.5.3 Com paring and contrasting the views of high and low performers

From the preceding subsections it has become clear that low and high performers differ in

terms of how they construct meaning of their own performance in mathematics. Although

somewhere there are points of similarity, but even these upon closer scrutiny, they reveal the

same differences, although sometimes it is a question of degree.

The one point that some of these similarities highlight is that meaning construct of one's

performance is not divided into watertight compartments. In fact there is no reason that one

constructs meaning as low performers or high performers do, other than that at that given

time, that is how one tends to make sense of things. The same respondent who has been

constructing meaning as a low performer given changed circumstances may come to construct

it as a high performer. The opposite is also true. However in spite of those similarities

referred to, there are many significant differences between these two groups of performers.
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Low performers emphasise reproduction of the teachers' solutions as the appropriate mode of

learning while high performers see themselves as capable of creating and constructing their

own knowledge. Low performers seem to see all their learning culminating in examinations

while high performers seem to see the value of functionalising their knowledge of

mathematics beyond the end of the year examinations. Low performers seem to be totally

dependent on 'the other' while high performers are independent. The latter seem to have

confidence in themselves and their roles as 'subjectnesses' who have something to contribute

towards the learning of mathematics. The former are lost .in the absence of the teacher

because they seem to see themselves merely as reproducers of what the teachers taught, hence

they argue for memorisation as the most appropriate mode of studying. High performers on

the other hand see co-operative learning and more constructivist approaches as more

appropriate. Lastly to, summarize, low performers see the learner as a victim of

circumstances while high performers see the learner as being in charge of one's own learning

and destiny.

8.4 CONCLUSION

Looking at all the points discussed above constituting signification of performance III

mathematics and emerging from the discourses of low and high performers respectively, they

tend to position the high performers in empowered and emancipated perspectives while the

low performers are in the helpless situations of the oppressed, the marginalised and the

disadvantaged.

The low performers seem to construct meaning of their own performance in agreement with

the dominant discourses (see Chapter 5) that define Africans in negative: .id despising terms.
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This group of respondents, although now and then there would be flashes of hope, on the

whole seem to be experiencing disintegration of the self into bits and pieces, thus having no

control over themselves and/or their performance in maths. The high performers are clear in

their minds that they have to do something about their situation. They have to transcend it.

They have to prove a point that Africans are just human like everybody else, their culture

includes the study and understanding of mathematics. Even in their performance they want to

explode myths about, for example the inferiority of Africans and the incompatibility of their

culture with the study of mathematics.

High performers are clearly positioned in the counter-hegemonic and emancipatory

discourses, and as they have in so many words said that the power lies with the learner to do

something about one's performance ... it is a matter of having a dream. They definitely

operate within a truth regime that authors Africans not as disadvantaged but as empowered

and in charge.
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CHAPTER NINE SUMMARY, CONCLUSION, CRITIQUE,

RECOMMENDATIONS AND SUGGESTIONS FOR FUTURE RESEARCH

This chapter summarises and highlights the major findings of this research. Furthermore the

thesis is criticised, the focus being on its limitations. Finally the chapter makes suggestions

and recommendations for future research.

9.1 SUMMARY

9.1.1 Aim and goals restated

The aim of the study was to find out how low and high performers in standard 9 mathematics

among African pupils in six of the twelve high schools in Mangaung construct meaning of

their African cultural identity, individual African identity and performance in the

abovementioned subject.

9.1.2 Hypotheses restated

The hypotheses were that high performing pupils, unlike low performers, (i) were more able

to see the purpose of being and recognising that they were Africans hence more sensitive to

the challenges that faced them in South Africa, (ii) were more aware that doing well in

mathematics was one way of responding to those challenges by empowering themselves and

their people (iii) had a relatively positive and higher self-concept (iv) were more in charge of

themselves and their actions and thus more committed to improving their situation and that of

their people (by way of responding to the abovementioned challenges of being African in
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South Africa) and (v) were more focused on what they wanted to achieve to the extent that

negative descriptions of their abilities (in as far as the study of mathematics in particular were

concerned) generated by neo-apartheid I colonial discourse, did not distract them easily.

As mentioned in chapter 1, the major hypothesis was that low performers were constructing

meaning of the abovementioned factors in tandem with the dominant ideology of neo-

apartheid and neo-colonialism, while high performers constructed this meaning from a

position that contested this ideology. That position was identified as emancipatory and

counter-hegemonic.

9.1.3 Quantitative operationalisation revisited

In order to conduct this investigation, both qualitative (to be specific; discourse analysis) and

quantitative methods grounded on Habermas' critical theory and positivistic paradigms

respectively, were operationalised. The assumptions informing this integrated approach were

that (i) the two were not necessarily in conflict, rather they were seen as complementing one

another, (ii) while quantitative methodologies would produce and analyse broad patterns

among many (400) pupils, qualit.rive ones would enhance the understanding of the depth of

meaning construction, even it this was going to be among fewer (21) pupils in number, (iii)

the nature of the variables under investigation made them more easily accessible and

analysable through qualitative strategies (hence the use of textually oriented discourse

analysis) though it was still necessary to triangulate the above with other strategies from the

influential positivistic paradigm so as to authenticate and give greater credibility to the

findings.
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However only signification of individual African identity and signification of performance in

mathematics variables could be measured using quantitatively orientated instruments namely

Mboya's Self-Description Inventory II (MSDI-II), Rotter's Internal-External Control Scale

and Tuekman's Maths Attitude Scale. Signification of African cultural identity could only be

accessed through open-ended interviews (see appendix 4). These interviews were later

subjected to textually oriented discourse analysis. The latter were also used to triangulate

findings on signification of individual African identity and signification of performance in

mathematics.

Meaning construction of individual African identity was measured on the basis of whether

low or high performers were positive or negative about who they were (through MSDI-Il).

This variable was also measured on the extent to which low or high performers ascribed

outcomes of their own actions or behaviour to themselves or to factors outside themselves.

9.1.4 Quantitative findings revisited

The results produced confirmed the hypothesis that low performers constructed meaning in

agreement with the dominant discourses while high performers constructed it in contestation

thereto (that is in counter-hegemonic and ernancipatory manner).

It was revealed by the findings in Chapter 7 that low performers seemed to look down upon

themselves, as African individuals. On the other hand high performers had confidence in

thernselv >S as Africans. The low performers seemed to be experiencing some measure of

disintegration and loss of control over who they were as African individuals, while high
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performers were more in charge. These differences were statistically significant as reported

in chapter 7.

Almost the same findings as above were confirmed through Rotter's I-E control scale where

low performers seemed not to be in charge of themselves and their destiny in that they tended

to ascribe the outcomes of their actions and behaviour to factors outside themselves. High

performers seemed to be more in charge of themselves and their destiny in as far as meaning .

construction of their individual African identity was concerned.

The same patterns as observed with signification of individual African identity were also

observed with signification of performance in mathematics as measured by Mathematics

Ability subscale of Mboya's Self-Description Inventory-II and Tuekman's Maths Attitude

scale. The findings were that; low performers seemed to despise themselves and their ability

to do well in mathematics while high performers seemed confident and positive about their

ability to do well in mathematics.

The above findings are based on a total sample of 400 pupils coming from six high schools in

Mangaung. However, the sample was kept in their respective schools for analysis purposes

because there were many differences in terms of performance across the schools, for example,

some low performers in one school obtained even higher marks than high performers in

another school. Hence the categories of high and low performers was based on comparison of

pupils in the same school. This performance was based on the average of three continuous

evaluation tests (administered by the school and for its JWO purpose) during the first six

months of the academic year. Those pupils who obtained r.iarks within the lowest 25%
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category were defined as low performers while high performers were those whose

performance occurred within the highest 25% category.
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9.1.5 Qualitative procedures highlighted

From among the high and low performers 21 pupils were selected for more in-depth

interviewing. These pupils were classified into six groups of about three pupils in each.

Three of the groups were of low performers identified as LHM, LSK and LIL. (The L in all

the schools denotes low performers, while the other two letters reflected the identity of the

schools from which the pupils came). Accordingly, three groups of high performers, (H),

were identified as HHM, HSK and RIL respectively. Each interview session approximated

one and a half hours. All interviews were tape-recorded and transcribed (see appendix 4). At

this stage it needs to be mentioned that, though about thirty minutes were spent with the

pupils before the actual interviewing took place, for purposes of familiarising the pupils with

one another, they were not entirely strangers to each other since they came from more or less

similar neighbourhoods (townships). Their respective schools are also very close to one

another. The 'familiarisation' activities took the form of explaining what the purpose of the

interview was, as well as generally knowing each other, where we all came from and so on.

Furthermore, the interviews took place about two weeks after the questionnaires were

administered. Thus the researcher, the research assistants and the pupils were still familiar to

one another.
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9.1.6 Qualitative findings in a nutshell

From the analysis and interpretation of those interviews it became clear that the low

performers, to some extent, differed from high performers in as far as;

A. Signification of African cultural identity is concerned, in terms of the following:
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(i) Low performers were less able to articulate the purpose of being African in

South Africa today, while high performers seemed to understand their being

Africans as being called upon to transform both themselves and their context.

African culture to them seemed to be a position from which to launch this

emancipatory project.

(ii) Low performers did not seem to know as to where they came from as Africans.

Their conception of African culture seemed to be fixated in those activities and

rituals called African culture which they did not even clearly understand

themselves. According to high performers however, African culture over and

above including those rituals, addressed issues of dispossession and

degradation of Africans at the hands of apartheid-colonial discourse.

(iii) Low performers, developing on point (ii) above, seemed to theorise African

culture in clearly static and essentialist terms that assigned museum piece

status to African culture. High performers in comparison, seemed to recognise

and realise the similarities among all humanity, as cording lJ them, African
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culture was a platform for fighting for certain changes that would re-humanise

all, especially the hitherto excluded Africans.
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(iv) Low performers did not seem to see the need to defreeze their abovementioned

conceptio~ of African culture (see points (i) to (iii) above). High performers

actually initiated and elaborated a more open and dynamic conception thereof.

(v) Low performers, unlike high performers, seemed to undermine and negatively

describe African culture as well as its characteristics and

(vi) High performers, unlike low performers, portrayed African culture as a quality

to be proud of as, it gave them the power and the strength to deeply and

meaningfully interrogate as to who they were. Low performers seemed to be

embarrassed to identify with the abovementioned culture.

B. Signification of individual African identity is concerned, in terms of the following:

(i) Low performers focused on physiological characteristics as marking individual

African identity, while high performers included social structural positioning

of Africans (poverty, marginalisation and so on) in South African as other

important characteristics marking individual African identity as wel1.

(ii) Low performers were also less able to define themselves as Africans, while

high performers were more able to see themselves as having similar

experiences and aspirations with the majority of Africans.
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(iii) Low performers seemed more negative in defining who they were as individual

Africans, while high performers seemed to be more positive about themselves

as Africans and what they were capable of

(iv) High performers seemed to see their commitment to the upliftment of both

themselves and their communities as marking their identity as Africans. Low

performers did not seem to be aware of such, and

(v) Low performers seemed to be relatively less able to recognise themselves as

equal to individuals from other races (inferiority complex). High performers

were emphatic about how equal in human dignity, status and competency they

were to everybody else.

C. Signification of performance in mathematics is concerned, in terms of the following:

(i) Low performers seemed to understand the value of studying mathematics at

the level of opening further educational and employment opportunities only,

while high performers included the importance of re-affirming the status and

dignity of Africans as well, as the value thereof

(ii) Low performers were less able to see the relationship between who they are

and their performance in mathematics. High performers on the other hand saw

doing well in mathematics as one important avenue of winning respect and

acclaim for both themselves and fellow Africans.

(iii) High performers seemed to be more confident about themselves and their

ability to do well in mathematics unlike low -erformers who seemed to be at

the mercy of 'others' even for initiating their own process of studying

mathematics.
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(iv) Developing from point (iii) above, high performers seemed to be in control of

themselves and the outcomes of their own efforts in effecting their good

performance. Low performers on the other hand, did not seem to be as much

in control. They tended to blame others for their poor performance, for

example teachers who did not do their work or who were easily irritated by

their lack of comprehension and so on.

(v) In order to improve further on their relatively good performers, high

performers felt that they needed to invest more time and effort in their study of

mathematics while low performers felt that they needed more sympathetic

teachers and classmates.

(vi) High performers also ascribed their success In mathematics to having 'a

dream' as Africans that one day they will be able to transform their despised

position in life to one of respect and esteem. Low performers did not seem to

have such, and lastly,

(vii) High performers felt that their relatively good performance in mathematics

could be ascribed as to who they are and they are capable of as competent

Africans. Low performers did not seem to see the connection between who

they were and their performance in mathematics.

9.2 CONCLUSION

Based on all the findings arrived at, through both quantitative methods and discourse analytic

procedures, the following conclusions are drawn that; low performers seem to operate within

a position or a discourse that defines Africans (themselves) negatively and as incompetent.
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This dominating and dominant ideology has so much suffused their meaning making strategy

to the extent that they experienced it as if it were themselves constructing meaning, whereas it

was this distorted conception of themselves generated within the mentioned ideology

'speaking' through them.

On the other hand, high performers seemed to operate from within an emancipatory and

counter-hegemonic discourse that defines Africans in positive terms.

The abovementioned positions emerged from the findings reported in chapters 7 and 8. But it

must be emphasised that the distinction between the two positions in terms of low and high

performers respectively, were not totally mutually exclusive. Even from among the low

performers and high performers, there were still those contradictions, inconsistencies and

overlappings in meaning construction across and within the identified positions. The role of

this research therefore was to find and create more or less meaningful and coherent patterns

out of the abovementioned fluidity, contradictions and so on. The reading of the meaning

construction strategies provided in this thesis, is thus the best possible, given the

interpretation of the integration of theory, methodology and empirical data. This therefore

does not preclude the possibility of other readings giving different theoretical basis,

methodology and empirical data.

9.3 CRITIQUE AND LIMITATIONS OF THE STUDY

The title of this thesis went through a number of important and significant changes and

transformations. Initially it read as "Fr0 '1 the periphery to the centre: Ah analysis of the

relationship between awareness of African cultural identity and social competence among
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African youth in the North Eastern Free State". Extensive literature review was conducted

guided by this topic. At the end of that exercise, the researcher realised that the topic

suggested a purely positivistic approach that focused almost exclusively on analysing the

causal relationship between awareness of African cultural identity and social competence

variables. The ultimate outcome of this would have been to confirm or reject the hypothesis

that African youth in the North Eastern Free State region who were socially competent were

the ones who were more aware in terms of their African cultural identity.

The researcher then decided to change this topic mainly because if the thesis was to be purely

positivistic it would not have been possible to include the emancipatory dimension to this

research. The other reason for the change was that it became clear to the researcher that the

variable 'social competence' was too cumbersome and varied to be adequately quantified and

thus scientifically analysed, given the constraints of time, person power and resources. The

last reason was that if research was to be on 'From the periphery to the centre ..." it

presupposed not only describing the relationship between the identified variables, but also

formulating intervention strategies that would facilitate this movement and transformation.

The researcher realised that this could not be handled adequately within the perimeters of a

Ph.D research. Hence the title was reduced in terms of scope to give the present focus (see

the title page).

However most of the issues and concerns that motivated the initial title still influenced the

formulation of the current one. The effect of this has been that the researcher has not been

able, (or even attempted) to be absolutely objective, perhaps in the positivistic sense of the

word.
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To elaborate this point further, there is still the impression that the conceptualisation and

operationalisation of this study, are still couched in the researcher's wish to emancipate and

move the excluded and marginalised African youth from the periphery to the centre of

educational and social opportunities in South Africa.
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The literature reviewed is mainly from the critical theories of the Frankfurt school's neo-

Marxist perspective, the post-colonial and post-modem persuasions as well. These

perspectives have given the thesis a particular slant whose agenda is definitely not objective

but emancipatory. The fact that African pupils also are the researched, strengthens this

impression, especially because the researcher is also an African who in one way or the other

and at some stage or other of his development, also went through similar experiences as the

researched. In short, the researcher has not been able to distance himself from the process of

research reported in this study.

The choice of research methods of data collection and interpretation, also attest to this fact.

From a purely positivistic point of view, it would seem that there also have been an undue

manipulation of data and findings.

For example, this study chose to analyse data in terms of only two poles of meaning

construction, namely the dominant position on the one hand and the emancipatory on the

other. This tends to suggest only two neat categories into which meaning construction can be

'fitted'. The fact of the matter is that there is an infinitely long list of categories between and

beyond the two poles into which meaning construct can justifiably be classified. However,

inclu 'ing the many other possible positions from which meaning may be constructed could

have 'urred the focus and coherence of the argument being pursued in this thesis. The
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interpretation that the study makes of the data is therefore not absolutely objective. This lack

of objectivity should not be understood to mean falsification but rather the alignment of data

with a particular view. Another point of criticism is that while performance in mathematics is

projected as the focus, the thesis goes beyond this discipline to include general education

comments. This also is due to the change of the title of the thesis from analysing 'social

competence' to analysing 'performance in mathematics'. One other comment on this point is

that 'performance in mathematics' is pursued as a measurable example of what social

competence could be conceptualised as. It however needs to be added that because cultural

and individual identity are also the other two areas of focus in this study, the inclusion of

'general education comments' are not very far from the scope of this thesis. The reasons for

choosing mathematics and not any other school subject are elaborated in detail in chapter 1 of

this thesis.

Now looking at the next criticism of the study; it is important to mention that the study is

marked by a number of conceptual tensions. The first tension is the one occurring within the

theoretical framework on which the research is grounded. Instead of following the 'normal'

procedures of locating the research within one distinct framework, the thesis has brought

together three seemingly contestational theories ranging from cognitivist science, (Novak and

Gowin), through Vygotsky's socio-historicism to Lacan's post-structuralism. Though the

integration of these are justified on the basis that they, together, enable the study to theorise

the emancipatory concept of the 'self as a production with agency', this has however traded

off the ability of the thesis to follow anyone of those theories to even greater detail. Instead

of choosing depth of one, the thesis chose the explanatory power of the integration. The

result of this is that focus was somehow compromised.
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Related to the above is the fact that the thesis is multidisciplinary in terms of its sources of

information. References consulted range from psychology, sociology, anthropology,

linguistics, mathematics education and cultural studies. While this has enriched the research,

it has also made it difficult to locate the thesis in terms of conventional disciplinary

boundaries.

To reiterate, even the idea of integrating both quantitative and qualitative strategies generated

from contestational paradigms of positivism and critical theory, has created another tension

for the thesis. Quantitative strategies as mentioned earlier are interested in objectivity,

quantification, replicability, prediction, formulation of universal laws and causal relationship.

Qualitative strategies mounted on critical theory on the other hand contest and negate the

abovementioned pillars of quantitative strategies. In their place the abovementioned

qualitative strategies believe in interpretation, analysis and educative processes that are geared

.owards an overtly emancipatory agenda. This integration has made the research to be open

to greater criticisms especially from the more positivistic, quantitative perspective.

Following the quantitative dimension of this study further; the fact that Tuekman's Maths

Attitude scale w.rs operationalised in this study, without the researcher being able to verify

whether it was normed and standardised according to accepted procedures or not, somehow

subtracts from the validity and reliability of the findings based on it. The fact that its findings

are authenticated by both Mboya's Self-Description Inventory - II as well as the textually

oriented discourse analysis, may not hold in some quarters.
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Other than the above point, even Rotter's I-E scale's findings may be seen as not conclusive

enough on the basis that the level at which their statistical significance was tested was at a =
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0.2 which is higher than the accepted level of a = 0.01.

Lastly, the researcher wishes to acknowledge that it is possible to produce interpretations

other than the one presented in this study, because the unit of analysis herein is meaning

construction. Research on meaning (and its construction) is always about the researcher's

interpretations of other people's interpretation of the world, and this is always fluid, ever

changing and removed from direct experience (Duncan 1993). The interpretations of other

people are always ever expanding and/or contracting, thus eluding fixed and static

assessment.

9.4 RECOMMENDATIONS

Based on the findings of this thesis, it is therefore recommended tb \1beki' s (1996)

conceptualisation of what is termed; African Renaissance, be a guid. .g philosophy in

formulating a relevant and empowering pedagogy of mathematics. Mbeki's ideas seem to

aptly capture the spirit and the findings of this research as he says that,

But it seems to have happened that we looked at ourselves and said the time had come
that we make a super-human effort to be other than human, to respond to the call to
create for ourselves a glorious future ... in this small comer of a great continent that
has contributed so decisively to the evolution of humanity, we say that Africa
reaffirms that she is continuing her rise from the ashes ... whatever the setbacks of the
moment, nothing can stop us now ... Africa 'will prosper ... we need to ... draw on the
accumulated experience and wisdom of all humankind, to define for ourselves what
we want to be ... (Mbeki, 1996, p21).
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High performing pupils in mathematics have been shown to be those who construct meaning

of their African cultural identity, individual African identity and their performance in

mathematics more positively. Even if causal relationship is not assumed between high

performance and positive meaning construction, it would seem that if low performers can

adopt this positive meaning making strategy of high performers, this may be accompanied by

their improved performance as well.

It is therefore argued that grounding the pedagogy of mathematics in a philosophy that

recognises and enhances African culture and identity, will enable the learners (including low

performers) to realise that they are being called upon to transform both themselves and their

context for the better (see subheading 9.1.6 and Chapter 8 where high performers define their

identity as Africans).

Such a pedagogy should acknowledge the contributions of Africans towards the development

of this subject. It should also mirror and celebrate the experiences and aspirations of the

Africans towards full re-humanisation. This pedagogy should be perceived as praxis, as

Fasheh (1989) asserts. He goes on to say that;

In the final analysis, the power of western hegemony rests on the claims of superiority,
universality, and ethical neutrality of Western math and (positivist) science and
technology extended into claims of Western superiority in the social, cultural, moral,
political and intellectual spheres. Continuing to accept Western math and science as
universal and authoritative is detrimental to creating a healthier and more humane
world. Like other human activities, math and science need to be treated in a critical
way, not only at the implementation or application stage,· but also, and more
importantly, at the level of the basic premises and values governing its conceptions,
practices and production. The primacy of the leamer's experience in this type of
pedagogy is obvious ... crucial to achieving this are: gaining a power base in one's
own experience ...; creating an education relevant to the community's needs and
geared towards production (not only in the material sense but also in literacy, artistic,
etc., fields) and having the community as primary ally of institutions and intellectuals
(Fasheh, 1989, p86).
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To concretise the above, this recommended pedagogy should enable the learners to see

themselves as Africans (in the content that is being taught). This may help to enhance self-

concept of the learners who have hitherto been excluded and alienated from mathematics.

Such mathematics should also enable the learners to gradually gain mastery over aspects

being taught in order to enhance confidence in themselves that they can achieve in

mathematics. This may also assist to restore coherence and initiative even to the low

performers. The latter may also desist from despising themselves and their abilities.

At the motivational level, it is recommended that mathematics should also be taught in such a

way that learners find value and meaning therein. It should be taught in such a way that even

low performers find scope to reaffirm their status and dignity. Teachers should be patient

with them. Activities where they can gradually develop into independent generators of

mathematics learning and knowledge need to be put in place. These could take the form of

group discussions emphasising sharing of information and knowledge, taking particular

responsibilities on a rotational basis on behalf of the group and so on. More time should be

devoted to the learning of mathematics whereby learners could become aware that this subject

is not confined to the formal classroom setting only.

Mathematics should not only be linked to other subjects but it should be linked to the actual

everyday problems that learners encounter as well. It should be part of their culture and thus

firmly located within the total effort of reversing the effects of apartheid and colonial

education. Diversity of learning strategies need to be encouraged and facilitated as this may

help to foster ownership of the subject content.
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Based on the above what this study recommends is the vigorous and consciously

emancipatory curriculum construction along the lines elaborated in the Curriculum 2005
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document (Manganyi, 1997) that states that:

Education and training should promote the development of a national identity and
awareness of South Africa's role and responsibility with regard to Africa and the rest
of the world. Learning programmes should, therefore, encourage the development of:

*mutual respect for diverse religious and value systems, cultural and language
traditions;
*multilingualism and informed choices ...
"co-operation, civic responsibility and the ability to participate In all aspects of
society. (p4)

There are many points in the abovementioned document that this study agrees with, which are

strongly recommended for immediate implementation as they seem to be based on the same

findings as those reflected in this study. To mention a few, some of them are the following:

Learning programmes should promote the learners' ability to think logically and
analytically as well as holistically and laterally. This includes an acknowledgement of
the provisional, contested and changing nature of knowledge and of the need to
balance independent, individualised thinking social responsibility and the ability to
function as part ofa group, community or society ... (pI2).

In as far as Mathematics Literary, Mathematics and Mathematics Sciences are concerned the

abovementioned document stipulates that;

Mathematics is the construction of knowledge that deals with qualitative and
quantitative relationships of space and time. It is a human activity that deals with
patterns, problem-solving, logical thinking, etc., in an attempt to understand the world
and make use of that understanding. This understanding is expressed, developed and
contested through language, symbols and social interaction ... Mathematics literacy,
mathematics and mathematical sciences as domains of knowledge are significant
cultural achievements of humanity. They have both utilitarian and intrinsic value. All
ieople have a right to access to these domains and their benefits. These domains,
provide powerful numeric, spatial, temporal, symbolic, communicative and other
conceptual tools, skills, knowledge, attitudes and values to analyse, make and justify
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critical decisions, and make transformative action - thereby empowering people ... to
... work towards the reconstruction and development of South African society, develop
equal opportunities and choice, contribute towards the widest development of the
society's cultures ... understand the contested nature of mathematical knowledge (pp.
12-21).
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What the study advocates for therefore, is an education aimed at destroying the negative

descriptions and definitions of African cultural identity. Such a curriculum will lay basis for

social practices that should strengthen the counter-hegemonic discourses and enable all pupils

to acquire and operationalise them in their meaning construction.

9.5 SUGGESTIONS FOR FUTURE RESEARCH

In order to achieve the abovementioned objectives this study proposes that all researchers

interested in the upliftment of the status of all South Africans, should embark on research that

will produce knowledge aimed at strongly contesting the distorted findings of research

grounded on dominating and dominant discourses of neo-colonialism and neo-apartheid.

Such research should aim at putting in the centre, especially those Africans and their

experiences which have been relegated to the margins and periphery of knowledge and power

relations. There should be a conscious effort at all research institutions like universities,

NGO's and government, to contribute to the formulation and strengthening of a research

paradigm and tradition aimed at the implementation and operationalisation of the above-

mentioned suggestions.

In particular that research will investigate further into what specific spects of positive

meaning construction of African cultural identity, individual African identity and performance

in I athematics can be taught and transferred to low performers and how that could be done.
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Such a research should also develop specific programmes that could be used at schools and

other places where it will be possible to implement them.

Further research could also be conducted into possible counselling strategies and practical

activities that could be formulated and implemented in order to change the meaning

construction of low performers.

Now looking at the thesis in particular, it is suggested that further research be conducted to

find out whether similar findings as obtained in the present study could be repeated. This

suggested research could be conducted (i) by researchers coming from different experiential

backgrounds than the current researcher (ii) using different theoretical framework(s),

methodologies, instruments, sample and/or interpretation strategies and (iii) in another setting

other than Mangaung. That research may also analyse data not on the basis of the dominant

versus the emancipatory positions of meaning construction, it may be based on those positions

between and beyond these two poles.
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That further research may also confine itself to anyone of the many disciplines informing this

present study, for greater unity and coherence.

Further research is also suggested in order to norm and standardise Tuekman's Maths Attitude

scale within a relevant setting. This may assist in making this instrument more scientific and

also cross-check it on its validity and reliability.
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Other than the above another research is suggested to find out if Rotter's I-E scale is still

relevant and useful as well as determine the reasons why it was not able to produce conclusive

results in as far as the present study is concerned.

Another point on which further investigation is suggested is on the subscales ofMboya's Self-

Description Inventory - II. This research could find out the reason(s) why some subscales

independently and individually were not able to produce findings that correlated with the

findings based on MSDI-II as a whole (in the current thesis). That research could also look at

the situations at the six schools focused on in this thesis, to find out why in some schools and

not in others there were statistically significant relationships between performance in

Mathematics and scores on MSDI-ll's subscales.

Another research could also look at defining the high performers' and low performers'

categories more tightly. This means investigating as to why in some schools high performers

there obtained similar (or even lower) scores, in mathematics tests, examination and so on, to

low performers in other schools, as it was the case in the current study.

Linked to the above could be another research that would design its own more objective and

standardised tests on mathematics and administer these to all the sampled pupils in all the

schools identified in this thesis. This could in a way assist in standardising and tightening the

definition of high and low performers' categories respectively for subsequent studies.

Another interesting area to be researched could be where the sampled pupils in this thesis are

followed up and interviewed again at the end of their standard 10 academic year to find out if

the manner in which they construct meaning of the three major variables (operationalised in
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the current research) is still the same or not, as well as the reasons for that. It may also be

helpful to find out if those who were identified as either low or high performers maintained

their respective performance categories at that time.
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Furthermore each of the three variables, namely; signification of African cultural identity,

individual African identity and performance in mathematics could be looked into more

closely, independently. The findings therein could also be analysed against all the fifteen

profile and background variables like gender, family income and so on, separately. The

objective would be to find out which of the profile and background variables seemed to be

more able to explain the variation in each of the three major variables more accurately.

The interviews with the sampled pupils yielded a very rich reservoir of information that could

be analysed further beyond the textually oriented discourse analysis (TODA) through the

means of other variations of discourse analysis like; depth hermeneutics of Paul Ricoeur and

Michael Foucault. Further findings could also be reported as further research based on the

current thesis.

9.6 A FINAL WORD

Doing research on meaning and its construction was an interesting but involved labour.

Analysing that at the same time as issues of identity, culture and performance in mathematics,

was almost overwhelming. But the most important achievement of this thesis, was including

the voices of the 'ordinary' pupils from Mangaung and hear them speak through the

amplifiers of Lacan, Vygotsky, Gowin and Novak. This process all of a sudden transformed
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the 'ordinary' into Knowledge. What remains now is to disseminate this knowledge as

widely as possible to complete the praxis of a critical and emancipatory research.
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CODES FOR SCORING PROFILES AND BACKGROUND QUESTIONS

A. GENDER H. PARENTS HIGHEST QUALIFICATION

B. SIBLING

1 = TERTIARY
2 = PROFESSIONAL BEFORE
3 = SENIOR HIGH SCHOOL
4 = JUNIOR HIGH SCHOOL
5 = PRIMARY SCHOOL
6 = NONEILITERACY BEFORE STD 6

1 = MALE
2 = FEMALE

1
2
3 etc
POSITION IN FAMILY

] =

2 =
3 =
4 =
5 = etc

O. STAY WITH PARENTS

I. ASPIRED FOR, OCCUPATIONC.

1 st
2nd
3rd

1 = SCIENCES
2 = LANGUAGE / COMM
3 = COMMERCIAL
4 = GENERAL
5 = OTHER
6 = DON'T KNOW

D. YEAR FIRST CAME TO HIGH SCHOOL
L. WORST SUBJECT

1 = 1997
2 = 1996
3 = 1995
4 = 1994
5 = 1993 and other

1 = MATHS
2 = LANGUAGES
3 = ACCOUNTING / COMMERCIAL
4 = GENERAL
5 = OTHER

N. FAMILY'S INCOME PER MONTH

F. YEARS STUDYING MATHS
(FROM STn 6)

1 = R2000 +
2 = R1500 - R2000
3 = RIOOO - R1500
4 = R 800 - Rl 000
5 = R 350 - R 800
6 = R 50 - R 350
7 = NONE / UNEMPLOYED

E. EVER REPEATED CLASS

1 = NO
2 = YES

1 = NO
2 = YES

P. RESPONSIBLE FOR SCHOOL FEES
G. BEST SUBJECT

1 = MATHS / PHYSICS
2 = LANGUAGES
3 = ACCOUNTINC
4 = GENERAL
5 = OTHER

1 = PARENTS
2 = OTHER FAMILY MEMBERS
3 = EXTENDED FAMILY
4 = SOME P' 'ILENTTROPIST
5 = BURSARY

"'01.Jo •
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1 = PROFESSIONAL BEYONDSTD 10
2 = PROFESSIONAL BELOW
3 = BUSINESS / SELF EMPLOYED
4 = NON PROFESSIONAL
5 = UNEMPLOYED
6 = OTHER

1 = SCIENCES
2 = LANGUAGES
3 = COMMERCIAL
4 = GENERAL
5 = OTHER

,} ....
Q. PARENTS/ GUARDIANS WORK R. PARENTS WISH FOR FUTURE
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SELF-DESCRIPTION INVENTORY (SDI) II

1

RELATIONS WITH FAMILY SCALE.

12 My family does not understand me at all - 1
32 I feel my family does not care much for me - 2
66 Not much love is shown towards me by my family - 3
1 My family understands me very well + 4
82 I like my family + 5
18 My family loves me + 6
57 I enjoy the time I spend with my family + 6
75 I will never raise my children the way my family raised me - 8
69 If! have children of my own, I want to bring

them up the way my family did with me + 9
24 I do not like my family very much - 10
46 I feel I am an important member of my family + 11
94 My family is no good - 12

2

RELATIONS WITH PEERS SCALE

54 Not many people of my age like my ideas - 13
37 My mends respect my ideas + 14
9 It is easy for me to make mends + 15
41 It is difficult for me to make friends - 16
8 I feel that I am not well liked by others of my age - 17
2 I am well liked by others of my age + 18
91 I enjoy spending time with my friends + 19
64 I do not like to be with friends - 20

3

GENERAL SCHOOL SCALE

68 I hate most school subjects - 21
84 I like most school subjects + 22
61 I do not enjoy doing work in most school subjects 23
30 The work I do at school is very important to me + 24
63 I enjoy the time I spend in my class + 25
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76 I do not care about the work I do at school - 26
20 I enjoy doing work in most school subjects + 27
52 I would not go to school if it was my choice - 28
40 I look forward to going to school each day + 29
3 I think I can do all my classwork + 30
48 Most subjects I find very difficult to learn - 31
21 I do not understand much of what is happening in my class 32

4

ACADEMIC ABILITY SCALE

39 I am good at most school subjects + 33
17 I cannot understand work in most school subjects - 34
56 I am not capable of getting good marks in most school subjects - 35
7 I have the ability to understand the work quickly in most

school subjects + 35
67 I get good marks in most school subjects + 37
90 I find the work in most school subjects difficult for me - 38
25 I am able to learn the work in most school subjects + 39
85 I try very hard but do not get good marks in most school subjects - 40
50 I have the ability to complete my education at school + 41
87 I cannot do all my school work - 42

5

MATHEMATICS SCALE

4 I am good at mathematics + 43
14 Learning mathematics is difficult for me - 44
27 I usually do well in all mathematics tests + 45
33 I don't understand much of what I learn in mathematics - 46
45 Mathematics is easy for me + 47
53 I think mathematics is my best subject + 48
62 I hate mathematics - 49
72 Most of the time I would like to get help in mathematics - 50
78 I like to study mathematics + 51
83 If it was my choice I would never do mathematics at school - 52

6

PHYSICAL ABILITIES SCALE

22 I do well at sports and games + 53
5 I do not enjoy sports and games - 54
34 I am not good at sports and games - 55
L; I avoid sport and games when I can - 56
42 I am a good athlete + 57
86 I am a leader in sports and games + 58
79 I like to do physical exercises such as running + 59
28 I am lazy when it comes to running - 60
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7

PHYSICAL APPEARANCE SCALE

10 I am ugly- 61
13 I like the way I look + 62
44 I am not happy with my appearance 73
6 I would like to change the way I look 64
49 I am satisfied with my appearance + 65
88 Other people think I have a beautiful body + 66
92 I hate my body - 67
81 I think I am good looking + 68

8

HEALTH SCALE

77 I care for my body to the best of my ability + 69
31 I am in good health + 70
74 I feel happy with the state of my health + 71
70 I feel guilty because I do not look after my body - 72
19 My health condition is very poor - 73
47 I am not physically fit - 74
60 I get tired too quickly - 75
55 I have the energy to do a lot of things + 76

9

EMOTIONAL STABILITY

36 I get angry easily - 77
38 I often cry- 78
80 I get hurt easily when someone shouts at me - 79
71 I do not get hurt when someone shouts at me + 80
26 I do not cry easily + 81
58 I am a nervous person - 82
89 I do not worry about a lot of things + 83
11 Anger to me is something I can control + 84
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35
65
59
51
73
16
43
93
23
29

10

MUSIC ABILITY SCALE

I feel if! can be given a chance I can be good in music +
I enjoy listening to people singing or playing music +
When music is played or when people sing I feel good +
Even if! can be given a chance I don't think I can be good in music -
Music to me does not make any difference -
I hate music -
I find it very difficult to sing -
I enjoy singing by myself or with others +
I am hopeless with it comes to music -
I look forward to music classes +

85
86
87
88
89
90
91
92
93
94
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APPENDIX3

These are the questions around which the conversations with both low and high performers

revolved on each of the relevant and respective factors.

A. ON: SIGNIFICATION OF AFRICAN CULTURAL IDENTITY

1. What does being an African mean to you?

2. What does African culture involve in your view?

3. Does being African mean being backward in terms of culture?

4. What are the aspiration of Africanslblack people?

B. ON : SIGNIFICATION OF INDIVIDUAL AFRICAN IDENTITY

1. Is poverty part of being AfricanIblack?

2. What are the weaknesses/strong points of being Black/African?

3. In short who are you? How would you describe yourself as an African person (doing

Maths)?

C. ON: SIGNIFICATION OF PERFORMANCE IN MATHEMATICS

1. Why is it important for you to do Mathematics?

2. Are you happy with your performance in Maths? Why?

3. What do you think contributed to you performing in the way in which you did?

4. Is there any connection between Maths and African culture?

5. How do you study Maths?
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APPENDIX4

TRANSLATED TRANSCRIPT OF
INTERVIEW HIL

Interviewing 'High Performers' from schools 'I' and 'L' on July 24, 1997 at 16h30. The interview is conducted
at school'l'. (Three girls and one boy make up this group).

I: Yes Iam still attending school, University of the Western Cape. Do you know where it is? Where is it?
(Laugh;' .l. Yes, where is it?
El : 1 know where it is because I always hear people talk about it.
I: Okay, so where is it? Tell us where is it? Don't you too know where it is?
El : I have never seen it, but Iknow it because I always hear people talking about it.
I: Iwant you to tell me as to where it is situated. Idon't want to know whether you have been there or
not. So, you have not heard anything about UWC, University of the Western Cape? Which one do you know?
Which University do you know?
E2: UCT.
I: Okay University of Cape Town ... this you know, and which one again?
E2 : And Vista (Laughter).
I: And do you know UNISA? University of Western Cape is in Cape Town. In Cape Town there are
three Universities. Its UCT, (University of Cape Town), and University of the Western Cape ... and then
Stellenbosch University. Just like here in Bloemfontein there is Techofs, there is Vista and UOFS, its more or
less like that. Even in Jo'burg there is RAU, WITS ... what's the other one ... Medunsa ... in Pretoria. There is
also Vista in Soweto and Wits and there is this Johannesburg Technikon. So, anyway let's not digress too
much. I do Ph.D. at UWC. One of the requirements is that I should conduct interviews, that is with students. I
am required to listen to what they think about ... there are only three factors I want to talk about. I have to
interview African pupils, hear what they think about about their culture. I have to hear them define it. And
then secondly they should tell me about themselves who they are, where they come from. What are their
strong points, what are their weaknesses and so on. And then thirdly they should tell me about their performance
in mathematics. That is what do they think maths is, what is their attitude towards mathematics. Do you see?
These are not too many. This is general information. They are just under 'G'. I am 'I' (Interviewer), over and
above being a student I teach here at Vista. Here in Bloemfontein. I have just arrived from University of
QwaQwa where I have been teaching for some time. It is my first year at Vista.
E2 : Do you attend classes at Vista?
I : No I am not a student at Vista. I teach there, but I am a student at UWC on part-time basis. I was in
Cape Town last year ... so when you do Ph.D., the first year you do literature research, extensively. So the
question that I am researching is, why do African pupils not perform that well in mathematics? So you see? In
answering that question ... I had to research many book in which people write about Black people's performance
generally and so on. And then after reading I have to go and check whether what I read about from the books ...
that is, whether those Black pupils themselves ... do they think as those books say they do. So at the end I must
have read, gone out and collected empirical data and them after interviewing you ... I shall have put all that on
tape ... I will go to type and them write a report. I have already introduced myself. I don't know who else would
introduce herself. I think all of us are free to talk, not so? So although I'd really prefer that we should talk in
English ... but we can still use Setswana and Sesotho ... wherever we have problems. The idea is that I should
hear your views. Who wants to start (very long silence).
E2 : I am E2. They call my Ty.
I: Where do you stay here in Bloemfontein?
E3: I amE3.
E4: I am E4.
El: I am El. I come from Phase Two. I used to stay in Thaba 'Nchu before.
I : Okay. I am very happy now. So tell me, did you hear what question I would like to ask? But before
\,'e start talking about that issue, I want us to talk about African culture ... when one talks about African culture
... what comes to mind? What do you think about? Or how would you define it? What do you think African
culture is all about? (Long silence). What is African culture? Let's not ask this question that way ... rather let's
ask whether in your view there is any difference between Whites and Blacks?
E2 : r can say that differences are there because ... Blacks ... their actions sometimes are not satisfactory ...
(Laughter).
I : What do they do?
E2: That is, when you go to town you'll find that they still hand on to those old practices of the past against
White5

238

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



I : What are the practices of the past?
E2 : That is, I saw something in town. Taxidriver, a white youth going past on a scooter. It is at the robots.
Instead of stopping, he frightened the guy on the scooter, the one on the scooter fell down. I sometimes do not
like the actions of Black people.
El : Personally ... to be honest I do not have anything against whites, neh! And I do onto like politics ...
whites ... Blacks ... but the truth will remain. Whites will always undermine Blacks. And that is the fact, it is
like that, a white person when comparing himself/herselfto you on the question of both of you being human
beings, she/he will always look down upon you. Irrespective of where you go, a white person will never equate
herselflhimselfto you. And a white person can be very angry if you can equate him/her to a Black person.
E2 : Okay I do not deny that, but now what about another person's life? You are better than that person, do
you understand. It is not like when she/he is better than you in other ways. Do you see, the person I am talking
about got hurt at that time. I mean you too can get hurt, when we pinch you, you can feel the same pain that we
feel. Everybody feels the pain, So its unlike when somebody hurts you emotionally. These are two different
things.
I : So what you mean is that whites hurt people emotionally, Blacks, physically?
El: Yes, when you say that, that is true.
I : So do you think that that is the major difference that Blacks like hurting people physically ... ?
El : That is they do things directly, they show ... but whites do things such that you don't realise that they
hurt you.
I : What do YQY say? That is what makes the differences?
E3 : Again, you know why we differ from whites .. , its because we do not have money. And we will always
remain inferior to the whites.
I : Why?
El : For an example, it you want to study to become something, maybe you have a lot of intellect ... a lot
neh ... but when you think of studying, you find that you do not have that chance to go there and achieve your
goal. Even bursaries presently are very few. I mean, it you want a bursary its not easy, it something very
difficult. You don't get it easily.
I : So whites have money?
El : Yah ... they are able to do everything that they want. Do you understand that we are not able to afford.
Our dreams are just hanging ... they die before our eyes.
I : But there are poor whites ... ?
El : Yes but they are few ... most of them are rich.
I : So even Africans who have money are there?
El : Yes ... few of them. They are very few.
I : So would you say that the question of money is the one that makes us so different?
E's: Yah.
I : Isn't it presently we are in power, not so, we are the people who run the country ... ? So how can we
run the country and still be poor?
E3 : Itmeans there is someone who was very cunning, and that person used hislher wisdom in the right way
to arrive there where she/he wanted. So that is a good example for us to push so that we can achieve our goal.
Although it is not easy, yah.
I : So, I see .... okay, I hear what you are saying, the question of money is there .., but these issues of
initiation school ... have you been to the initiation school (circumcision)?
E's: NO! (Laughter).
I : Why are you not?
E4 : It is not our tradition. People say you should go to circumcision school only if its your tradition. If you
don't they say you will get sick.
I: Your tradition? Don't they say it is Black people's culture to go for initiation school?
E4 : I am afraid.
I : What are you afraid of?
E4 : No, let's say I stay at home, it is not our culture.
I : Look, isn't it that culture is not supposed to be an exclusively familial matter? If you are Black isn't it
argued that you are supposed to go there, its only white people who do not go to initiation school?
El : Whites do gol But to a doctor. They don't go to a mountain ... I mean ... if we too ...
I : You are talking about circumcision ... not so? You are not talking about initiation school ... that is not
initiation ...
El: They do the same things.
I : Fmm ... Initiation school involves something else '" okay ...
El: J\O, its only the place that is different.
I : No ... no its not like that.
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E2 : Very recently I met one elderly gentleman on the way ... he talked about the same initiation school to
me. You see, I grew up at my grandfather's place and now my grandfather has passed away. So I do not know
this elderly person. I just met him in the street but it looks like he still recognises me. As I was going past him
he called me and asked me some questions ... he also told me who I was. Then I remembered him. Then I told
him how I was keeping. He then told me about that same circumcision. I just kept quiet and later tried to change
the subject. That is ... I mean circumcision is just something ... it wastes time. Especially now. When you look
at it closely, you'll find that many of them die ... because of consulting those medicine men.
I : So you are afraid of attending initiation school, you see people who go there dying ... ?
El : Its dangerous, even Aids gets into the picture. That initiation is not safe.
I : But if its is our culture ... ?
El: Personally, at home, we do not have such a culture at home.
I : Tell me, the other things ... do you think that the food that we eat is similar or different from that which
white people eat?
E's: They are not the same. For ...
I : Is food part of culture ... is it the thing that makes us different? You see I am interested to find the
difference. What is it that makes us different? Okay. Maybe I should not have said that ... I should have said
are we different from them? Are we different from whites? Are we the same?
El : Yah, we are similar, just because we -e human beings '" but we differ in many other ways ... the way
we dress, the way we lead our lives, you see i:·--life is easy. And they (for Blacks) their life is not easy because
they have to work for everything they do. (FOI whites) it is easier than ours, our people do not have education
they are domestic workers, ... such menial jobs like in the taxis and so on ... do you understand?
I : So what makes us different is that ... maybe they have money ... so their life is different?
E3 : So Blacks people who have education are few.
I : Yah ... let's take those who have education. Say you have a Black, and a white person who have the
same kind of education ... their lives are similar ... would you say that they are the same then? Or if its not
education ... let us talk about money. You have a white millionaire ... and a Black millionaire ...
El : Yah ... maybe.
E2: I cannot say that those people are the same because every one of them ... has a way of using/spending
money, that is the way he thinks. It might be that when one gets money he/she thinks more about nice time
(entertainment) than about those things that will be of benefit to him/her in life. One might just thank that my
house should take this and that shape ... I should satisfy my family at home ... it should always be nice. While
the other one might not think like that. She/he might only think about those things that satisfies her/him alone.
I : I want to ask you a controversial question. Who between a Black person and the white ... who would
just be thinking about entertainment and nice time? ... Who would not be thinking about improving one's family
life?
El : No. They are the same ... yah.
I : So, when you say the white person will think about nice time ...
El: I mean, both of them are just human beings.
I : Are you saying that sometimes its the white person who thinks merely about nice time, sometimes its
the Black one. So does this mean that even if both are Blacks they may still be different.
E2: Yes.
E4 : They may be different.
I : Okay. Let us conclude. To say culture ... when we talk about African culture ... what is it? Or maybe
before we come to that, that is '" one of the things, there is a chapter I am busy on. I am trying to define as to
what kind of person is an African hmm ... I really would want to get some input from you ... maybe by way of
concluding our discussion on that when they say that a person is Black ... an African ... what kind of person is
that ... what does she/he do?
E J : Yah an African is a person ... just like any person ... who has dreams ... but his/her dreams are not
easy to realise because everything she/he does is difficult. At the same time she/he must work hard, even
then, she/he still finds that she/he cannot succeed ... and as she/he fails she/he realises that there is not one to
help him ... yah.
l : You mean, when 'a Black person' is mentioned, you think about what king of person? (Long silence).
Are you stil; (linking?
E2 : When I think about a Black person, I think about ... somebody who likes experimenting a lot. She/he
wants to see scmethin: happening practically ... not just know about something theoretically. She/he wants to
see that happen.
I : Make an example.
E2 : A black person, okay, let's make an example out of the youth, especially. These are people who even
though its usually cautioned about unwanted pregnancies ... that is, it is somebody who .., even though she/he
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knows that if I do this, that will result ... he does not want to stop. He/She pursues. She/he wants to see. Before
seeing this or that happening, she/he does not understand.
I : White people do not do that?
E2 : Whites do that as well, but not many of them ... they are few ... but Blacks are just too many who do
that, when we look closely.
El : blacks like blaming apartheid. They say apartheid did this and that ... they do not look at what they
have now and then build on that.
E3 : I think Blacks are still steeped in apartheid, even though it has gone. They are still in apartheid.
I : When you say that we are still in apartheid, what exactly do we do?
E3 : I still see some Blacks who still hurt white people sometimes.
E4 : Even those whites are supposed to ...
El: Yah I do not agree with you on that point ... I have never seen a Black person treating a white person
badly.
E4 : I did see him. I saw this in town.
El : Do not exaggerate. I do not like that ... because I know white people ... I know the many ugly things
that they do ... I do not want to talk, but I know. I do not like it ... there is no one who is better than others:
Blacks and whites are the same. And they will remain hating each other. Even Mandela cannot make them to
like each other, never. Even if they can shake hands, him and de Klerk ... its only him and de Klerk, its not
Blacks and whites. I refuse, and I will never agree.
I: You said you saw Blacks illtreating .,.
E4: I say it in town ... I saw that. I saw a Black person ... a youth holding Mandela's photo ... that sticker
he shows this to a white person ... that white person looks. When he looks ... then the Black person broke the car
window with his fist, then he took a bag ... and ran away.
I : Who ... the white person stole the bag?
E4 : No. That (Black) person. They do illtreat white people sometimes.
I : So Blacks like .., they are troublesome ... they are still in apartheid?
E4 : Yes, they are troublesome. They are still in apartheid.
El: No, they are not troublesome people, they are traumatised people and they do not know how to heal
themselves ... you cannot blame them ... they have been hurt ... even Mandela is there, but the experiences he
went through before being where he is, its pain that thing. Even though he laughs and smiles he has a pain
inside. So you want him to say apartheid is over, pain is over ... no he cannot say that. I am not saying they
should do anything, but I am telling you that, pain, they do have. But I am not on their side, I do not want to be
on anybody's side, okay ... but I am just telling the truth.
E2 : It is true, I do understand what you are saying. But I think that when you are hurt at that time, at this
time, try to forget that thing ... because it does not help much to hold that in your mind as it will only hurt you
alone all the time. So if somebody did ever hurt you or ever did something bad to you ... you need to try at times
to tell yourself that it doesn't matter. Let us look at this from the religious perspective. In the Bible they say we
need to try to forgive one another ... so as we go around, living as people we are supposed to gather advice from
all over ... sometimes I think I am going to pass that test ... then I tell myself that no, I go there with my God to
go and help me to pass. So some of the things .
I : Okay ... I understa .d your argument right. So let me ask you one other controversial question, given
those characteristics of Black people ...
El : Black people are not bad ... remember. I do not believe that ...
I: You say that ...
El: What do you say? Their attitude is bad towards whites ... do you say that?
E4: Yes.
El: You know that from your conduct most probably.
I : No, do not say that, I want to ask ... we have those two sides ...
EI: You know what ... we are not saying whites, ... I know this because my mother ... my mother works in
the kitchens (domestic worker). So just like a mother she looked for a job from a certain white person so you
understand, this white person paid my other very little money. I mean ... transport fare is seven rand she
gives her twenty rand, ... food is expensive ... she has children. What do you expect her to do with twenty rand?
And mother is very obedient and submissive, and she talks to her ... like she is also a human being. She tells her
that twenty rand ... and she wakes up at six ... :magine six ... she starts work as six and finishes at six ...? You
understand, she talked to her nicely, instead she tells my mother that if she does not want the job, there are many
people. Others will even accept ten rand. So, if she was not satisfied she could leave as she will get another
person who will accept ten rand. So what do you say to that? Whites are okay like that ... they take advantage of
our poverty.
E2 : Yes, I do not rei ute that. But do you know that even among Black people there are others who are like
that?
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I : Who are similar to that white person? But there is no white who is similar to that Black person who
caused that white youth to fall off his scooter?
E's: They are there!
E2 : That is we as humans, are just the same ... (Laughter).
El: I want you to say that, as humans we are just the same.
E4 : but the point is that Blacks, neh ... their reactions ...
I : Alright, so let us continue. Based on what we have defined and discussed or discussed ... how do you
see yourself? Would you say you are a Black person? Or would you say you are an African? How do you see
yourself as a person? How would you describe yourself ... Do you think that you are an African? You said you
don't go to initiation school ... and some Africans do go. So when you do not go, are you an African? I mean
would you describe yourself as an African.
El : Yah ... I think so because, I mean initiation school is not something that will make you an African. As
long as you live with them, living harmoniously with them, that is not doing funny actions to them ... I mean you
are an African.
I: You are an African. Say maybe a white person would come, ... and stay here in the township ... would
you say ... ?
El: In Phase Two location there is one.
I : Are you going to call that white person an African? He has not done anything ... he is nice ... and so
on?
El: Yes I think so. You see he will be living with us and also understanding our ways. As long as we
understand each other ... other things do not mean anything ... whether as a woman she wears long headdress or
whatever, or she does those 'cultures' ... she sits in the middle of the doorway ... no ... as long as we understand
each other I think ...
E4 : (Soft laughter). Yah.
I : How do you see it?
E4 : For me ... the question of being an African ... well okay J ... I will always say that I am a human being ...
do you understand? I will not say that I am an American or what because I am just an individual who tries to
lead his life just like a normal person. Do you understand? So I cannot say I am like this or that. I will remain
just another person. I can leave and stay in the United States and still manage to lead a normal life there ... it is
just the same ... I mean an African leaves Africa, goes to US, buys a site there. He becomes a citizen of that
country. It is the same. He now lives there. So there is no big deal.
I : In 1987 I went to America. Some of those people used to ask us (Africans) ... you see these clothes I
am wearing ... where did I get them? Did I buy them at the airport .. or something when I got there? Because
according to them an African is somebody wearing shredded skins. [ditjobo] (Laughter), living in a jungle.
\ 'hen they think of Africa, they think of scary scenes where lions roam, you know things like that. So not you
are telling me that we are similar even to those people (white Americans).
El : Yes.
E2 : There is nothing different ... all of us are just human beings.
I : What do you think?
E3 : culture doesn't matter man ... yah ... what is important is your humanness ... yah ...
I : Okay. So do we all agree?
E's: yes
I : Okay its like most of those questions, most of them have been responded to ... we have defined African
culture as something not very clear. We are still Africans even though we do not go to traditional initiation
school. It is a question ofliving harmoniously with others (like Africans). Now you too call yourselves Africans
... and this according to you means just ordinary human beings living peacefully with others. Now, you as
individuals, how would you describe yourself' Do you see yourself as a strong or a weak person? Tell us.
What do you think? If a person can ask you, what would you say ... what kind of person are you?
E3 : I think, I do not know. I just love living with others. 1 do not like hurting others.
1 : What makes you happy?
E3 : What can make me happy is to see people respecting others, opportunity to thank my parents .. without
hurting anybody.
I : What makes you unhappy?
E3 : I don't know man, 1 am an introvert. 1 don't know. 1don't want anybody to say any bad thing to me.
I : If she/he can say them what would you do?
E3 : I don't know.
I: Would you cry?
El : yes, 1would rather cry than do anything on him/her.
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I : For you to fight ... when you see a person being ... by the way what is it that you told me about ... say
you were that white person they had caused to fall from a scooter ... what would you have done? Were you just
going to cry?
E3 : I would really be hurt.
I : and then you'd cry?
E3 : Yes'
El : And then go away? Jesus!
I : What would you do ... would you fight?
El : I wouldn't fight. First, I would go to talk to that person and ask him why and how can he do such a
thing. That is, ifhe does not understand ... I don't know ... really I don't think, really, that I would be that
tolerant to somebody who deliberately hurts me. He does something to me ... not that I would do something bad
... but to show ... just to show him that what he did was not correct. If you keep quiet I mean, they will always
do that because they would not know that what they do is wrong. So you have to talk and show that what they
do is not right. Not to say that you should fight or do something to him.
I : So, would you say that what they did to you is correct?
E3 : I am not saying that. But I can ask as to why do you do that.
I : Then he does that again. (Laughter).
E3 : If he does that again I will sue him.
El: Yah ... further steps ... this person is silly.
I : Do you believe you can do that? So a person who does as you say you would do, how would you
describe him? A strong ... or a weak person who doesn't fight but sues people? If you don't fight rather suing
people, would you describe that as showing strength or weakness?
E3 : That is a good person, who does not fight.
I : Okay. So this maths ... do you think you ... you ... you ... can make it? Do you really think that maths
is something manageable?
E's: Yes!
El: Maths just requires a person who loves it. If you love it ...
E4 : Being patient.
El : Yah ... if you are impatient you'd leave it. Honestly. It is not a difficult subject although we see it as
such ...
E4 : Spend time on it.
El : Be committed. I mean if your future depends on it ... okay. You can do Biblical Studies (Bibs) ... but
what will you do with it? A preacher? I mean eh, ..
E4 : Maths is in demand presently.
El : Presently maths is a precondition. So if you drop it, what will make you drop it? You can pass maths if
you want to. But if you don't want to, saying that maths is boring ...
I : Tell me, are you saying that people who fail maths are the ones who do not want to pass? Is there a
person who does not want to pass?
El : Yes, it is people who tell themselves that maths is difficult. They tell themselves that maths is difficult,
that is why they fail.
I : What about you?
E4 : Yes, if only they would be patient to practice maths at home ... maths want you to do it. They only
assume that it is difficult.
I: I don't know. Somebody tells me, in fact its from a book ... some of these people I have been reading
about say that African, the way they are ... there is no compatibility between them and mathematics ... that is,
because of their culture. Their culture is such that, it talks about initiation ... and so on, so when you introduce
maths, then its a real problem.
El: There is nothing like that, I mean, I know that from first hand experience (Laughter). I don't think ... no
... man.
I : What do you know from first hand experience.
El: I know that maths, yah sometimes its tricky but I always try until I get it right ... and I do my best
because if I fail and fail very badly, I am nothing. So if I want to pass, I practise and I know that I will do well
no matter what people say abou: culture ... culture has nothing to do 'with education ... Education is education,
culture is culture ... there is no connection. And a person is a person with her dreams. She knows what she
wants to do. Yes, what do you want to become. Culture is far.
I : Your dreams ... do they link with maths?
r:::2: Yah.
El : They are firmly built on maths. Yah.
I : Because some people ... now tell me, don't you think that when people are poor, that poverty could be
one of the things that could prevent them from performing welt?
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El : Yah .. , Yah ... ! I don't think so.
E2: No! No. That is, poverty is like any other problem you might be experiencing presently. So if you
have a problem, you are able to solve it. Even maths is something just like that. You must always tell yourself
that, no ... I have a job ... I must just do it.
El : I mean, if you could always worry that at home we are poor, that at home such and such is happening ...
never will you come right. You will always fail ... you will always remain weak. So when you are at school you
are not supposed to think about those things ... you have to remove them ... think about those things that relate to
schooling only ... those others belong to the home. You will attend to them after school ... when you come to
school ... you should only come to school. What does it help honestly to be thinking about them? The next thing
you are not going to concentrate and you are not going to pass ... you are just going to idle ... what's the use?
Yah.
I : I see that you do not agree with this view?
E3 : No, I don not totally disagree. I do agree with them ..
I : That you are supposed to ... to focus you mind away fi. n ...
E3 : Remove those worries you have.
I : So, poverty is not an issue?
E's: Yah ... yes!
I : Issue is ... your dreams?
E's: Yes!
El: But ... it does somehow get into the picture. It does, it does, it real does ... because sometimes.
I : Look. I am taking two people who are equally poor ... what makes that in spite of their similarity in
terms of poverty one should perform well while the other not? Or do you believe that some people are born
gifted in maths while others are born strugglers,
El : I don't believe that ... NO there is nothing like that ... hmm ... hmm. That does not exist.
I: What causes that? In terms of poverty they are similar.
El: Both are poor, but one ...
I : There she passes ... the other fails.
El : No, this one is hardworking ... the other one is not serious with one's work .. she just touches it, but ...
does not really hold on. The first one makes sure.
I : So what makes other people to do well is that they work hard?
E's: Yah.
I : And then others who fail are not serious? So what is it that makes these others who fail not to be
serious about their work, especially their school work?
El: There are many things. The first thing is ... people do ... ]et me tell you about those people I know who
are here at school. One is always focusing on nice time, enjoyment, firstly ... with her boyfriend that they are
going to go out. They get involved in those thing that ... I mean love is live, you can fall in love but don't take it
too seriously to the extent that you forget about your school work. Nice time ... there you are ... you leave your
home on Friday ... Sunday evening, its only then that you are back, the following day you go to school. I mean,
that is supposed to disturb you. Yah.
I : What do you say? Do you mean you can still go out with your partner and spend two weeks, and then
when you come back ... still make good progress at school?
E3 : No ... You cannot make it because you are not performing your duty.
E4 : Maybe you left your books behind on Friday, you only come back to them on Sunday or Monday
morning. You won't succeed.
E2: Yah .. , I also do agree with that, maths is like a house that needs to be continually cleaned. You too do
know that when you are at school it is your responsibility to go and clean. You also know that if you do not
clean regularly you definitely will experience problems ... somebody is going to yell at you at home or just
something will happen to you. So I think maths is easy. You just need to be responsible. You see?
I: So what makes some people not to perform well is lack of responsibility?
E's: Yah.
I: Okay. You see I have been ... I did not only come to your school ... I have been to other schools as
well. At some of those schools they tell me that teachers ". that is, teachers do not basically care about them.
The teacher only teaches in class. When she/he is out of the classroom, if you have a problem, she/he does not
have time to meet with you. Or maybe she/he is harsh on you in class, and so on.
E4: Yes, there are such teachers. Maybe you ask him/her a question where you do not understand, she/he
does not time for you. She/he just want you to do it.
I: That is if .; let's say it is on a scale from one up to ten ... blame for poor performance ... how much
responsibility can be ascribed to the teacher? Would you she/he takes eight out often?
E3: Two out often.
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I : Do you agree? Do you also say two out often? That is, for a pupil's failure ... two only can be blamed
on the teacher, but that eight ... who will you blame?
E's: Myself.
I : Really? Don't you think that the opposite is actually the case? Two for you, and eight ... the teacher')
E2: No.
E3 : For eight you'll blame ...
E4 : The teacher. If you fail maths because of the teacher it is just an insignificant part of the mistake. I do
think that the whole thing can be solely blamed on you. The future is yours. If you realise that your work is
weak, I mean you see that you are unable to understand that teacher, maybe you are afraid of him/her or
something ... there are other pupils in your class who do understand. I mean asking for assistance does not
destroy anything. You just ask for help or you discuss something with somebody you see has some light. So the
fault is yours. The teacher does not playa role in that fault.
I : You are not saying anything? Don't you agree?
E3 : I do agree.
E2 : I could also say that even among the teachers ... I don't see ... maybe they do have their own mistakes
here and there ... I also do have my own mistakes. But in the sciences the teachers are merely my guides. Most
of the work has to be done by me. If I do not do my job, it is a problem. That problem I could blame it on the
teacher. I could say the teacher does not do this and that ... so one just has to learn to push oneself.
El : You have to learn to push yourself because when you ultimately get to the university you are really
going to struggle since you are used to being spoonfed by the teacher. So you have to get used, starting from
here (high school) to learn that if you do not understand anything ... if the teacher does not do it ... it is my duty
to do that because the teacher is not the one who is going to fail. I am the one who is going to fail.
I : I am really enjoying talking to you. I mean you are touching on those things I've always thought about
... what is it for you that still make you to perform well inspite of the situation in your schools?
El: I know one thing. When I grow up ... I want to have my own house. I don't want to rely on someone.
Some girls tell themselves that they won't get educated because when they grow up they'll rush into marriages,
like that. They'll have husbands who'll work for them. What if your husband leaves you alone for someone
else? Who are you going to rely on? So even is you are a girl you are supposed to learn so that you can have
something, like have your own house. Some day you too should be able to pay your mother back. You should
be able to say; mama thank you for looking well after me and for bringing me up, for giving me everything that I
am today. Yah.
E2 : Yah. I also have similar intentions. From my side, I perform this well because of the influence from
somebody. This person has made me realise that I have the potential. There was this guy, in 1985, he used to
attend school here. He used to win all prizes. So I realised that when I get to his level I want to be just like him.
So everytime I encounter a problem I ask myself as to how could that person have done under similar
circumstances. Then I become aware that that person would have overcome the problem. So I realise that I too,
will manage. What can beat you if another person is able?
I : That's really quite interesting ... like you were saying your dreams revolve around mathematics ... what
value does it have ... does it have any value for you? Do you agree with her that maths ... that is her future like
she was saying ...
E3 : Yah. I know what I want to become. Yah. And I know that if! want to be that thing ... maths must
come to me ... I just must pass maths. Because maybe people have promised to give me bursaries, now what if
they look at my academic records/transcripts and find that ... fail maths! They'll just assume that I am a poor
performer. But is they immediately look at my report and they find, eighty percent maths ... I mean if they
would not give me the bursary, it would be unfair. Yah. When they find, eighty percent maths ... even if they
undermined me because I am Black man, but if the see that, they too will realise that if they don't give me a
bursary, they'll be losing something in me.
I : I don't know, do you want to say something?
E4 : I am not that good at mathematics but I try by all means to do well.
I : Yes, why?
E4 : Because, presently, they always tell me that if you want a bursary, you are able to get it more readily ..
and there is nobody to pay for my schooling at home.
I : I must say that I am touched. This is the last day for me doing interviews but I have never heard
anybody v-rbalising these issues as clearly as you do. So do you think this is the conclusion that we can draw
that you <:'1.,; really going to try hard because its like everythir depends on doing well in mathematics. Your
future is around, is built around mathematics and you just rm. pass it. And for me that sounds like a good idea.
So this is the conclusion; for people to do well they must just be prepared to work.
El: If you do not, then you fail. Its obvious.
E2 : Never lose hore.
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El: You know there are some Black pupils who do not plan their future. They don't know. Maybe you
study Biblical Studies, you do it because ... she doesn't do it because one day she wants to be somebody in this
and that way. So if people have dreams, they will know that if you want to be successful what are you supposed
to do. Yah, those without dreams have nothing to keep them going. Yah.
E2 : Even far-sightedness need to be there.
El : If you have a dream, you will have to, you'll have to do everything possible to see that, that dream
cones true. If you don't have it you'll lose hope and drop out. But if you have it you are going to do everything
to make it come true'
I : Thank you very much for your co-operation for your co-operation. May your dreams come true ...
whatever they are.

396

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



INTER VIEW HHM

j

397

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



398https://etd.uwc.ac.za/



399
https://etd.uwc.ac.za/



400

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



ICI I think re ka bolclla principal. Prilleipal ycna a ka bona department...
lOk;,,· I am nol saving the leachers .... ke bolcia bana ba sckelo ba 0 c leng hore bona ha ba sebctsc. ba a
lof". Ic ha le leng classeng ba dula hanyanc ba a tsamayo al some stage ...kc hore some of those
prublcrus ... kc hore re ka ctsa jwang hore hana ba sekolo ba rate what Ihey arc doing and ba kgonc ho
perfor",;, hant Ic.
r I· l thiuk if re ka botsa \\ I,,· ha !':, perforrue sentle. then re kgone ho bona mo rnabakeng a bona re kgonc
ho b.' th,,!':, hore 11;, dire niho ..
I . Ha kc tscbc hore na . what do other people think?
[1: Eh ...una kc nc kc uahana gore tabeng ya hore ba tsamava. ba nc ba tshwanctsc ba hlalosctswc gore
IIhal is important of gore alle mo sckolong. 0 tshwanetso a dire eng. its importance. ella mo thusang ...so
go 1511 ag;' gona go mo thusa ka sclo. Go tshwanetso go nna a dira selo se se sinmeng .
I Jwalc mpolelle hore ntho tsco tsco le di belelang hore matitjhere kapa sckelo. le batswadi. kc nahana kc
hore ha di so ctsahalc ho Iihlcln tiona jwalc? Do you think these people have nol been told about the nccd
to go to school"
D: Ba bolcllctswc kgalc bul some of them ba dira ka ditaba tsa hore ha 1>.,batlc ho rnamela. Da bang ba a
mrnucla. ..
I . So b;, sa mamclcng .
D: [Ja uahana hore motho ya buang selo sena 0 thuna ycna .. e scng 0 thusa bona. So ba nahana hore
motho co 0 a ithusn ..
I : Okav gentlemen kc nahana hore I think I have exhausted moslof the things tse ncng kc batla ho Ic
botsa Isona anything perhaps e neng Ie batla ho ...lo ask me or to tell me ...or just put up for hore re ..we
should share anything that somehow relates to what we have been talking about? (Long silence) . Ha
hona lethe le 0 hallang hore re bue ka lona? Ntate?
[I. Nna I think our maths teacher must be well trained .. \\"elltrained to teach the students ..
I So 'ou want to. to emphasise issue yanc ya teachers. training of reachers ...Yah anv other thing ha re
ntse re shchilc issue cna ya ho improva perfonnance. What arc your recommendations or your
qlggcstions ..
E4: Kc hore batho ba badirang maths so. ha bollcllwc molcrno wa maths ...hore ba 0 ctsctsaug. Ba bolcllwc
hore ha hona Ic di-extra classes 1>.1discbcdisc,
I So maikutlo a hno kc hore maybe one of the issues kc hore ha ba bone ruolcmo wa hore ba 0 ctsctsaug
...50 if 11.1ka bolcllwc Ihen ba tla 0 bona ...Jwalc the last question that I have .... kc ena va why kc hore
classeng tsa lona ha Ic shcba bashcmanc le banana. kc bo mang ba bangara ...maths classes ...
E I· Kc banvaua
I Bauaua ba bangatn in vour class more or less hacbe Ic le class ya Iona Ic bakac?
EI: Re i."cCII ba dirmig mathcmntics.
I : nall"na ba ba be 7
EI· TCII.
I : So kc en!; ba le h;, ngntn ha kana?
1":4: Nna nb nna ka uahana hore ha ha batlc di-subjcct tsc 1>.11wangjwoloka bo l listorv.
I : An~·wa'· I thank and appreciate that you came to spend some lime with me.

I
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thola hore one 0 wa kgona step se scng wa bona, wa kgona ho understaada how to ...how to go about \\1t11one step, se
latelang 0 fumana hore hona le di-problem there others ha mo-assista. Okay, that could he one wav. The other \\,:1,' 0

no thola hore we would interact, especially lona kc hore kc hana e ka you arc more at an advantage. Because hona le
Vista. kc a kgolwa ha teug bathe ba kgonang ho ctsa rnaths moo. hona le ...what's the other place. Free State ...hona le
Technikon ... \\'3 bona, at least those three, ho ntse ho na le other places moo e leng hore 0 ka va. Moo 0 ka thola
assistance. Ha ho jwlo?
E's: Ho yalo?
J : And besides, I think teachers really arc eager to assist. Anyway kc lcbohilc thars aliI wanted to talk to you about.

414

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



INTERVIEW HSK

415

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



4i~
https://etd.uwc.ac.za/



417

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



-+18

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



rcng cc co 0 tb nne a ipouc if a sa bale 0 tb faila vena .. mho tsc kareng tsco ..ha a kg011u1clSC 11£:'\3n3
kamome hore dira yan3 this is for your future.
I : So bathe ba-succccdang haholo ho matlis maybe. 0 tb tjho hore \.:cbathe ba bonang future ka yona 8:1

sa c boneng ...kc hore ba ba ctsang fccla hore just ...
EI: Go impressa maybe 0 meng? A rcng ke batla ho bona hore Cn\\·J 0 tb dirang ...
E~: Gotsa hore motho a utlwilc hela ho thwc bathe ba batlahala haholo kc ba bo science Ic matlis ...
I . 0 sa kcnc 1110113 a sella ...
E-t Pclo ya hac c sc mono
1 : So 0 tb tjho hore bathe ba pcrformang hantle kc bao clcng hore ba bona future')
E·s: E.
I : So like lona you have identified what the future is with matlis or through matlis ...like wcna 0 batlang
bo-chartered accountant _mathematician and so on vah ...OkJ~·. "Kclcbohilc kannete rCJUy I don -t have
very many other things to say. I just wanted to get your views and ....
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APPENDIX 5 (Cont)

U V W X Y Z AA AB AC AD
200 YDMA PQUA BSUB ;WSUB ASPO FINC PSTA RSPF PWIS PWOR
201 4 3 3 11 3 5 1 3 1 6
202 3 5 1 11 3 7 1 2 5 4
203 4 4 1 10 3 4 2 3 1 4
204 4 4 3 1 4 4 2 1 4 4
205 2 5 1 lO 1 3 2 1 5 4
206 4 5 2 1 4 7 2 1 1 1
207 4 4 1 1 1 6 1 1 1 6
208 4 3 1 1 1 0 2 1 1 1
209 3 4 3 12 3 4 1 2 5 4
210 3 3 2 2 1 5 2 1 1 4
211 2 5 2 2 5 3 2 1 1 5
212 4 4 2 1 1 5 1 1 1 4
213 4 3 3 1 4 5 2 1 4 4
214 3 3 2 1 4 3 1 1 4 4
215 5 4 1 0 4 5 2 1 4 4
216 4 3 3 11 3 4 2 2 3 2
217 5 4 3 2 3 1 2 1 4 4
218 4 4 3 1 3 5 1 1 4 4
219 I
220 0 0 6 11 15 11 7 13 8 2
221 2 0 5 14 0 0 11 3 0 1
222 4 6 7 0 7 13 0 2 1 0
223 10 8 0 0 5 4 0 0 6 12
224 2 4 0 0 1 6 0 0 3 1
225 0 0 0 10 0 1 0 0 0 2
226 0 0 0 iO 0 2 0 0 0 0
227 0 10 0 iO 0 10 0 0 10 0
228 4 4 1 12 13 5 1 1 5 4
229 4 5 3 5 3 3 1 2 ,4 4
230 4 5 2 1 4 5 2 1 4 5
231 4 4 2 12 1 5 2 1 11 3
232 4 5 3 1 3 5 2 11 1 4
233 4 10 3 12 3 4 2 1 1 4
234 4 4 2 11 4 16 2 1 4 5
235 4 4 3 1 13 4 1 3 5 4
236 4 6 3 5 3 13 1 2 13 4
237 4 3 2 12 1 12 2 1 3 4
238 5 4 2 12 1 1 2 1 ,4 4
239 4 5 2 1 16 6 2 1 14 4
240 4 4 1 !2 11 5 2 1 11 5
241 4 4 3 i1 i3 16 1 1 i3 4
242 4 3 2 2 :4 16 ,2 1 is 1
243 2 4 2 11 1 is 1 2 11 5
2444 4 11 11 14 15 2 11 14 5
2454 4 3 !2 i3 14 1 1 13 !4
2464 ,4 2 11 ;3 15 2 1 i3 4
2473 :4 11 '2 ;1 :5 12 i1 11 3
2484 3 [1 ;1 :1 :5 11 ii !1 ,4-_

i1 11 ,6 i12494 :4 15 '2 1 5
2504 10 2 1 '1 :1 1 1 :4 5
?~4 1 11 11 ,1 is 1 2 :1 5

~i 5 1 11 1 :5 '1 12 :1 I~-
4 6 11 :1 4 5 ;3 ,1-- -_
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APPENDIX5

A TYPICAL GRID SHOWING SCORES OF ALL PUPILS ON ALL VARIABLES MEASURED. SCHOOL 'M'
-

A ) C D E F G H I JJ

254 M41 17 369 55 37 50 36 26 36 35
255 M43 17 385 59 34 56 43 23 35 37
256 M13 18 337 47 32 50 39 26 29 25
257 M9 19 313 33 31 48 30 24 27 24
258 M40 21 370 48 31 57 42 33 33 36
259 M10 23 349 44 31 48 37 33 31 38
260 M25 23 341 49 22 58 45 25 27 26
261 M69 23 292 26 28 32 31 30 25 23
262 Average 13.2353 326.32 45.7059 27.0588 46.7941 33.4412 26.4412 29.0588 29.7647
263
264
265
266
267
268
269
270
271 M23 24 299 40 22 43 35 22 30 25
272 M64 26 370 59 31 56 43 24 36 36
273 M49 28 336 29 23 49 39 28 25 32
274 M67 28 412 60 33 52 42 33 38 34
275 M16 29 376 49 28 50 35 36 32 31
276 M28 29 377 53 33 59 40 32 38 37
277 M54 29 362 54 29 47 35 25 33 34
278 M65 32 251 27 21 28 25 19 26 26
279 M31 33 321 46 23 45 25 22 38 32
280 M8 34 312 40 20 55 35 24 24 28
281 M11 34 349 52 25 54 42 22 33 24
282 M26 38 395 49 37 54 38 36 35 37
283 M29 39 357 48 35 52 44 30 34 2?
284 M18 43 413 57 38 52 44 34 36 36
285 M21 43 352 47 26 45 35 25 35 39
286 M1 45 421 56 35 58 39 66 28 31
287 M30 47 366 59 20 49 39 30 33 31
288 M12 58 264 33 24 32 28 24 24 23
289 Average 35.5 351.83 47.6667 27.9444 48.8889 36.8333 29.5556 32.1111 31
290
291
292

129::
294
295
296
297 I
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KEY TO CODES AND ABBREVIA TIONS IN APPENDIX 5

MI-M70: Identity numbers for the pupils from School 'M'sample.

COLUMN ABBREVIA TION

A NAME
B PERF
C SUM
D RELA'
E PEER
F GEN-S
G ACAD
H PYAB
I PYAP
J HLTH
K EMOT
L MUSI
M MATH
N ATTI
0 ROTT
P GEND
Q SIEL
R POSF
S YCSC
T REPT
U YDMA
V PQUA
W BSUB
X WSUB
Y ASPO
Z FINC
AA PSTA
AB RSPF
AC PWIS
AD PWOR

Identity of the pupil(s).
Average Performance in three Maths Tests
Total obtained on all ofMSDI-II.
Relations with Family Subscale.
Relations with Peers Subscale.
General School Ability Subscale.
Academic School Ability Subscale.
Physical Ability Subscale.
Physical Appearance Subscale.
Health Subscale.
Emotional Stability Subscale.
Music Ability Subscale.
Maths Ability Subscale.
Maths Attitude Scale (Tuckman).
Rotter's I-E Control Scale.
Gender
Number of Siblings in the family (size offamily).
Position the respondent occupies in the family.
Years the respondent spent at present school.
Whether the respondent ever repeated a class or not.
Number of years respondent has been exposed to study ofMaths.
Parents' Highest Qualifications.
Best subject.
Worst subject.
Aspired for occupation.
Family income per month.
Whether respondent stays with parents or not.
Who is responsible for the respondent's school fees.
What parent(s) wish the respor -nt to become.
What parents do for a living (kind of work).
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