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This study examined the perceptions of educationally

disadvantaged South African adults of deterrents to

participation in compensatory education. A parallel and

complementary purpose was to gather information from adult

learners participating in compensatory education programs

about the kinds of obstacles they faced and how these

barriers were overcome.
The inquiry was a cross-cultural extension of

research on deterrents to participation in organized adult

education initiated in the united States by Scanlan and

Darkenwald in 1984. The primary objective of the study

was to explore the nature of the deterrents construct for

Situational and dispositional types of barriers were

educationally disadvantaged adult South Africans. A

mixed-methodological approach was used interactively to

gather data for the quantitative and qualitative

components of the study. Quantitative analysis included

descriptive statistics, and factor and correlational

analysis. The qualitative data were content analyzed.

ranked highly influential by the survey respondents.
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Interview data supported these findings and the assumption

that nonparticipation is usually governed by a combination

of multiple deterrents and not isolated factors. Six

orthogonal factors were derived through factor analysis

and labelled 1) Dispositional Constraints, 2) Personal

Constraints, 3) Lack of Infrastructural Support,

4) Lack of Course Relevance, 5) Work Constraints and,

6) Informational Barriers. As anticipated, the six

factors differ from previously identified categories of

barriers and thus provide a more meaningful

conceptualization of barriers for educationally

disadvantaged adult South Africans. Correlations between

standardized factor scores and sociodemographic variables

revealed several significant predictable relationships

between sociodemographic variables and most of the

deterrent factors identified. Data gathered through

interviews offered many insights into the life events of

adult learners that enabled them to overcome their

deterrents and "triggered" their participation in

compensatory education.

Future research in South Africa will determine the

predictive validity of this inquiry. Further

investigation of state power as a deterrent to

participation is needed to provide a more meaningful

understanding of the nature of the deterrents construct in

the South African context.
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CHAPTER 1

INTRODUCTION AND BACKGROUND TO STUDY

Introduction
South African society is regulated by inequality and

discrimination based on race. Fundamental human rights

and privileges have been extended only to a small sector

of the population. The majority of South African citizens

remain constrained within a context of imposed inferiority

in every aspect of their lives. Inequality, entrenched in

political and economic apartheid structures, is also

reflected in educational provision for Black citizens.

Decades of apartheid schooling have resulted in a large

population of illiterate, low-literate and educationally

disadvantaged adults. Educational, political and economic

discrimination all contribute to relegate Blacks to the

lowest socioeconomic strata of South African society.

Since numerous Blacks, particularly Africans, are

restricted from effectively learning in South African

schools, there is an escalating need for compensatory

adult education.

The Legacy of Apartheid Education

Segregation an~ unequal educational provision have

always characterized education in South Africa. The

system of apartheid schooling was formalized by the

government in 1953 when different education systems for

1
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distinct population groups were introduced. Inequalities

in the structural features of apartheid schooling were

evident in the discriminatory allocation of funds for

public education. In 1953 government funds allocated for

the education of each White child were approximately R128

(Rands), for every Indian and Coloured child R40, and for

every African child R17 (a 7:1 ratio between the 'White and

the African allocations). In 1976, the year of uprising

by school children in Soweto, the discrepancy in

allocation of educational funds had widened to a 10:1

ratio with the White allocation rising to R724, Indian to

R357, Coloured to R226, and Africans to only R71 (Horrell,

1982, p. 115). At that time White, Indian and Coloured

children were provided with at least ten years of free

compulsory schooling. Nonetheless, the unequal

distribution of educational funds afforded White children

better educational facilities and better qualified

teachers than those provided for other racial groups.

The deliberate system of uneven educational provision

for the various population registration groups was

reinforced in the early 1960's with the progressive

extension of free and compulsory schooling to Coloureds

and Indians. This was done through the Coloured Person's

Education Act of 1963 and the Indian Education Act of

1965. Africans, who constituted the majority of the

population and who could least afford to pay for

education, were not granted free and compulsory education

https://etd.uwc.ac.za/
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until almost 20 years later. Not unexpectedly, failure

and drop out rates among Africans within this system were

very high, with the majority of school goers not staying

beyond primary school (seven years) (Christie, 1986).

Until the 1970's approximately 70 percent of Africans

attending schools were attending primary school, and less

than 1 percent of Africans were in Matric, the final year

of formal schooling in South Africa (Christie,

1986, p. 56).

In the late 1970's the White-controlled government

was forced to make changes in Black education. In 1976

Black South African school children throughout the country

demonstrated to the world their intolerance of the

apartheid education system by rising up in protest.

Continued school unrest into the 1980's not only revealed

the need for an immediate and critical assessment of South

African schooling, but also demanded an examination of the

whole spectrum of education in South Africa. The

immediate government response to these protests took the

form of violent repression, student expulsions, school

closures, teacher and student arrests, and the banning of

18 Black consciousness groups.

Only in 1981 did the government react to the

educational crisis in a more conciliatory manner with the

establishment of the DeLange Commission of Inquiry. The

proposals made by the Commission challenged the

fundamental structures of apartheid society. The

https://etd.uwc.ac.za/
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Commission recommended a single, unitary department of

education for all South Africans and a changed school

structure. After dragging its feet for two years, the

government officially rejected the Commission's

recommendation for a unitary education system for all

South Africans.

Not until 1981 was free and compulsory education

progressively extended to Africans. Admittedly, this

brought about some changes in African education. School

attendance among Africans increased and more Africans were

finishing high school. However, in spite of the

compulsory nature of their schooling the dropout rate in

1982 was a massive 23 percent and in 1983 only 1.4 percent

had successfully completed high school (Christie,

1986, p. 56). Moreover, the unequal allocation of

resources for education continued into the violence-filled

years of the 1980's. In the 1986/1987 fiscal year the

government spent R2 508 for the education of each White

child, Rl 094 for Indian, Rl 021 for Coloured and R477 for

each African child within the "territory" of South Africa,

excluding the "black homelands" (a 5:1 ratio between White

and African allocations), (Diakonia Report: Education for

Freedom ..., 1989, p. 2).
The preceding discussion clearly shows that Black

South Africans have been inordinately disadvantaged by

apartheid education. Although Coloured and Indians have

fared better in terms of educational provision, there are

https://etd.uwc.ac.za/
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still large numbers of adults in those racial groups who

may be literate (with at least five years of schooling)

but have not finished high school. The most accurate

general information available on dropout rate in South

African schools was presented by Franz Auerbach in 1979.

He traced the dropout rate of children of all officially

designated racial groups who entered school in 1963.

Auerbach reported that the percentage of children who

managed to complete twelve years of schooling was 58.4%

for Whites, 22.3% for Indians, 4.4% for Coloureds and only

1.96% for Africans (1979, p. 32).
•Accurate figures on educational levels of the South

African population were not available from official South

African sources. Table 1 shows estimated levels of

education for adults from different racial groups. These

figures were adapted from a report on education compiled

by the Research Unit for Education System Planning of the

University of Orange Free State using 1980 official census

data. The table shows that approximately 40.3% of the

African adult population, 21.1% of adult Coloureds, and

14.9% of adult Indians have no formal education, while

another 37.2% of adult Africans, 40.8% of adult Coloureds

and 26.6% of adult Indians have up to seven years of

schooling. The figures on the levels of secondary

education of the Black adult population show that 18.7% of

Africans, 31.1% of Coloureds and 39.5% of Indians have

between eight and ten years of formal schooling.

https://etd.uwc.ac.za/
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Table 1: Estimated Levels of Formal Education of South
African Adults (1980)

Classified by racial groupings

No More
Racial Formal Up to 8-10 than
Group Education 7 years years 10 years

African 40.3% 37.2% 18.7% 3.8%

Coloured 21.1% 40.8% 31.1% 7.0%

Indian 14.9% 26.6% 39.5% 19.0%

White 4.1% 2.7% 40.7% 52.5%

'Adapted from Verwey, C.T. The need for nonformal
education in South Africa, 1980: A statistical
review based on the 1980 census. (1982).

This assessment of the educational levels of the Black

adult population provides some indication of the need for

compensatory adult education in South Africa.

The Status of Compensatory Education in South Africa

The formal education system in South Africa has

always been directed towards the provision of education

for young people. There has never been any committed

and/or coordinated national effort to provide compensatory

educational opportunities for adults to augment their

education and at the same time maintain their commitments

to adulthood. Generally, compensatory education has been

relegated as a peripheral responsibility of the several

https://etd.uwc.ac.za/
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racially designated government departments responsible for

the basic education of their own population groups. Adult

learners seeking compensatory education are usually

accommodated in formal educational institutions by

concession, without any cohesive policy framework for

encouraging their participation (Morphet and Millar, 1986,

p. 41).
Compensatory education through the nonformal sector

is severely prescribed not only by the official

registration or application for exemption requirements,

but by the Education and Training Act of 1979 that sets

out penalties for those who provide unapproved nonformal

education for an African person, and which explicitly

includes compensatory education. Equally important, the

nonformal system is not considered an alternative

equivalent to formal provision because it cannot provide

adult learners with what is usually the "key" to the job

market in South Africa, i.e., official certification.

Private for-profit educational institutions

essentially cater to youth who have dropped out of the

formal school system and decided to complete their

schooling privately on a full-time basis, or through

correspondence before entering the job market. Other

nonprofit, noncommercial colleges, for example Turret

College established by The South African Council for

Higher Education (SACHED), a nongovernmental organisation,

have played a major role in providing alternative

https://etd.uwc.ac.za/
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nonformal compensatory education. However, the explicit

political nature of their work, and state imposed

requirements and limitations severely constrain their

creative efforts in compensatory education.

Participation in Compensatory Education

An inordinately high proportion of Black adults in

South Africa have less than twelve years of formal

schooling. There are very limited opportunities for

educationally disadvantaged adults to continue their

education. It is not surprising, therefore, to find that

adult learners make up a very small proportion of those

engaged in formal compensatory education.

Official reports for 1987 showed that the Department

of Education and Training (DET), which is responsible for

African education in White designated South Africa

(excluding the homelands), provided 371 formal

compensatory education and satellite centers for African

adults in 1987. The satellite centers provide secondary

education courses primarily for African teachers and

members of the police force who have not matriculated from

high school. The 1987 figure of 371 centers was an

increase of 112 from 1986 but only 76 greater than in

1985. Adult enrollment for 1987 at DET centers was

84,010; 13% in literacy, 29% in primary and 58% in

secondary education courses. In 1986 there were 46,987

https://etd.uwc.ac.za/
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adults enrolled in compensatory education courses; 15% in

literacy, 33% in primary and 52% in secondary courses.

The Department of Education and Culture (Coloured Own

Affairs), which is responsible for Coloured education,

maintained 637 compensatory education centers in 1987, a

large increase over the 79 centers operating in 1986 and

the 108 in 1985. These centers had a 1987 enrollment of

1,508 primary (921 in 1986) and 9,185 secondary adult

learners (3,072 in 1986). The Department of Education and

Culture (Indian Own Affairs), which is responsible for

Indian education, operated 13 compensatory education

centers in 1987 (8 in 1986, 7 in 1985) and reported 1,066

Indian adults (666 in 1986) enrolled in secondary

education courses (South African Institute of Race

Relations (SAIRR) Survey, 1987/1988 and 1988/89, pp. 164

and 170-171).

Dropout rates, that are commonly understood to be

very high in compensatory education programs, were not

reported or forthcoming from any of the education

departments. Although little significance can be attached

to official figures on provision and participation in

compensatory education, the growing enrollment figures

indicate that participation in compensatory education

classes is increasing among adult.Black South Africans.

However, given the estimated numbers of educationally

disadvantaged adult Black South Africans, it is clearly

evident that significantly large numbers of educationally

https://etd.uwc.ac.za/
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disadvantaged adults are deterred from participating in

compensatory education classes.

Statement of the Problem
This study was a cross-cultural extension of research

on deterrents to participation in organized adult

education initiated in the United States by Scanlan and

Darkenwald (1984). The research was designed to explore

the nature of the deterrents construct for educationally

disadvantaged adults in South Africa. The findings of

previous research on deterrents indicated that the

deterrents approach is not bound to a rigid theoretical

framework, and is adaptable for use outside of the North

American context.
A parallel and complementary purpose of this inquiry

was to gather information from participants in

compensatory education programs about the kipds of

obstacles they faced, how these barriers were overcome,
the quality and availability of compensatory educational

opportunities and strategies for improvement.

Objectives of the Study

The primary goal of this study was to find out WHY

educationally disadvantaged adults in South Africa are not

participating in compensatory education classes. In

addition, the study attempted to compare the deterrents of

participants with nonparticipants and learn how deterrents

https://etd.uwc.ac.za/
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were overcome. The study focussed on participating and

nonparticipating adults in the city of Durban, South

Africa and surrounding areas.

Specific objectives of the study were:

1) To identify and measure the deterrents to

participation in compensatory education of

educationally disadvantaged adults.

2) To identify a factor structure for the deterrent

items and examine whether existing research

findings have any cross-cultural validity.

3) To determine if there are any relationships

between the derived factors and sociodemographic

variables.

4) To explore the similarities and differences that

exist between the deterrents of nonparticipants

and those participants who overcame their

barriers to participation.

5) To gain insights into how participants overcome

barriers to participation.

The Deterrents Construct
The construct of deterrents to participation was

defined as a reason contributing to an adult's decision

not to engage in organized learning activities (Scanlan,

1986). Research done in the United States showed that the

deterrents concept is multidimensional, and that the

nature of the deterrents construct differs for different

https://etd.uwc.ac.za/
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groups of the adult population. Additionally, studies

indicated that deterrent factors are related in

predictable ways to the sociodemographic characteristics

of the respondents (Darkenwald, 1988; Darkenwald and

Valentine, 1985; Hayes, 1987; Scanlan and Darkenwald,

1984).

Assumptions of the Study
The study is based on the following assumptions:

1) That the sociocultural environment within which

educationally disadvantaged South Africans live

strongly influences their participation

decisions.

2) That the original Deterrents to Participation

Scale (DPS) must be redesigned based upon

distinctive perceptions and characteristics of

educationally disadvantaged adults in the South

African context.

3) That an individual's decision not to participate

in organized adult educational activities is not

determined by isolated deterrents, but rather by

the synergistic action of multiple deterrents.

Significance of the Study for South Africa

In the present South African climate a systematic

study of deterrents to participation in compensatory

education programs that will capture the uniqueness of the

https://etd.uwc.ac.za/
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environment is timely. It is hoped that the insights

gained from this study will provide the basis for program

developers and adult educators to increase their

sensitivity to the importance of individual and community

beliefs, mores, and perceptions of reality, as well as the

manner in which they overlap and interact.

Political changes that began unfolding in the first

six weeks of 1990 engendered the promise that a new South

African society was at last within reach. Any endeavor to

prepare for a more just and equitable future for South

Africa must consider the educational demands of the many

disenfranchised adults who were denied an adequate

education under apartheid. The release of major political

leaders, the unbanning of the African National Congress

(ANC), and the granting of amnesty to political exiles in

1990 initiated the return of many people, who as school

children, were inspired by the slogan "freedom now,

education later." These people had decided as youths to

put their education on hold and flee the country to join

the struggle of the exiled community for a free South

Africa. The educational and employment needs and concerns

of this group, and the many other Blacks who remained in

South Africa, will have to be addressed in a post-

apartheid society that hopes to improve the social and

economic conditions of all its people.

A major challenge for a post-apartheid government

will be to generate educational policies that will not

https://etd.uwc.ac.za/
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only meet the demand for educational equality, but also

provide an appropriately skilled labour force. South

Africa's history of apartheid education, coupled with a

range of job discrimination legislation, has produced an

socioeconomic situation of mass structural unemployment

among Africans with educationally disadvantaged

backgrounds. A post-apartheid government will be faced

with the task of trying to merge a predominantly unskilled

Black labour force with an advanced industrial economy.

It will also have to address the need for trained

professionals in an increasingly mechanized and

technologically sophisticated workplace.

Education prepares most individuals for the labour

market, and generally, better job opportunities are tied

to higher educational levels. Therefore, a legacy of

apartheid education was instrumental in keeping Blacks,

primarily Africans, out of skilled employment. Many

adults who have not finished their schooling are not

eligible for promotion to their level of worth because

educational barriers operate against them. In the South

African context job opportunities are tied to educational

and/or training certification. If individuals fail to

meet the educational requirement, then they are not

allowed to do certain jobs. In fact, promotions into some

skilled job categories are almost nil unless an individual

has at least a Standard 8 certificate (i.e., 10 years of

schooling) (South African Labor Bulletin, 1980).
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In light of the adult education challenges that will

face a post-apartheid government, nonparticipation and

learner's perceptions and needs must be assessed now so

that more responsive provisions can be made post-

apartheid. No systematic study on compensatory adult

education has been done in South Africa. We need to begin

establishing a reliable knowledge base to guide future

investment decisions on compensatory education. Some

African countries that won their independence in the

1970's and early 1980's allocated a substantial portion of

their national budgets for various adult education

campaigns at national, local and village levels. A lesson

to be learned from their experiences is that even

responsive and equitable educational strategies ultimately

yield disappointing results if the conditions of people's

lives are not adequately considered.

Generally, post-revolutionary adult education

programs in African countries have been thwarted by

problems of nonparticipation, irregular attendance and

high drop out rates. Recent lessons corne from studies

investigating the literacy campaigns of Mozambique and

Zimbabwe. Mozambique, which won its independence in 1975,

carried out four national literacy campaigns between 1978

and 1982. One study found that, although participation

increased during the first two campaigns to over half a

million, after the national fervor for the program died
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down participation decreased considerably from 1981

onwards (Lind, 1988).

Zimbabwe, which attained its independence in 1980,

also experienced similar problems in their five year

literacy campaign launched in 1983. A study done by Inez

Grainger found that in 1984 (one year after the campaign

was launched) only 117,461 illiterate and low-literate

adults of an estimated target of 500,000 enrollments per

year actually enrolled in classes. In the following year

the number of reported enrollments decreased by 12,000.

The study found that overall participation during the

period 1983-1986 was 394,854, less than one-fifth of the

target population. According to Grainger, low

participation and learner drop-out were the major problems

of the campaign (1986, pp. 4-6).
In order to fulfill the promise of a better life in a

post-apartheid society, research is needed to determine

why many educationally disadvantaged adult South Africans

are not attending compensatory education classes.

Obviously, in the South African context a major deterrent

is state power at the macro-structural level. It is

conceivable that many Black South Africans refuse to

participate in state-organized and financed adult

education programs as a form of protest. Nevertheless,

personal, situational and other factors do influence

participation decisions and these need to be identified

and explored. Traditionally, in South Africa the
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educationally disadvantaged have been rendered voiceless

and/or excluded from participating in the design and

implementation of adult education programs. Linda

Wedepohl, who was responsible for the only systematic

study of illiteracy in South Africa, captures the current

mood in the country:

There is a long history of resentment and failure
attached to programmes imposed from above, without
consultation, by persons or agencies from outside who
decide what people lack and therefore what they need.
Sensitivity in this respect can not be
overemphasized. At the very least, extensive
democratic consultation with the "target population"
is indicated. (1989, p. 25)
If adult educators in a future South Africa hope to

fulfill their obligation to the educational victims of an

apartheid society they cannot afford to develop programs

based on guesswork, improper generalizations about social

realities, and insufficient data. Adult educators need

empirical knowledge and research on the varying education

needs and contextual realities of the educationally

disadvantaged in South Africa.

Theoretical and programmatic Significance of the Study .
Work on the deterrents construct of nonparticipation

has been confined to the United States and Britain. That

research, while embodying a viable approach, has produced

findings which are culturally-specific and inappropriate

for generalization to South Africa. The present study

extends the research on participation done in an American

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



18

and British context, to a different cultural, political

and social environment.
This study imported the deterrents research approach,

which was tested and verified in Western settings, but not

the instrument or findings, which are inappropriate.

Factor and multivariate analysis enabled this inquiry to

go beyond descriptive intuitive assumptions in order to

determine the basic forces that deter participation in

compensatory adult education programs in South Africa.

Factor analytic methods are used with the deterrents

construct to provide specific information about deterrents

to participation within various population groups. It

permits the researcher to move beyond a'perceptual

understanding of discrete reasons for nonparticipation

elicited by surveys to a structural understanding of

impediments to learning. Contrary to most intuitive

explanations of participation in adult educational

activities, this formulation uses an inductive empirical

approach which incorporates sociodemographic and socio-

psychological and structural variables to identify factors

that deter participation.

Generally, participation studies have been based on a

priori assumptions of people's behaviours. The most

cornmon survey research usually presents simple frequencies

of reasons for nonparticipation but exclude any in-depth

investigation of the factors influencing participatory

behaviour. The present study moves beyond the frequency
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counts of surveys and focuses on people's own perceptions

of the social system in which they live.

Another inherent problem with most participation

studies of adult education programs is that investigators

usually approach problems of participation during the

evaluation phase, while the program is in session and/or

after it has ended. There is a tendency for researchers

on participation in adult education to base their studies

on a priori assumptions from the perspective of program

sponsors when looking at the expectations of adult

learners (BOshier, 1971; Burgess, 1971; Houle, 1961).

Because there exists intended and unintended antecedents

in an individual's life which influence his/her'

participation behaviour, it is time adult education

researchers began looking at people rather than at

programs alone.

Definition of Terms

Several terms used throughout this study need to be

contextually defined:

Racial Classification in South Africa: South Africans

citizens are officially classified as part of

specific population registration groups; the term

Black officially refers to persons of African origin,

Indian to people of East Indian origin, Coloured to

citizens of "mixed" racial origin, and Whites to

people of European origin. The researcher wishes to
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distance herself from this discriminatory practice by

using the more acceptable, unifying term "Black" to

refer to all persons not classified White.

Nonetheless, specific references to racial categories

are necessary in this study to indicate the

significant differences in provision and levels of

education for the different population groups. It is

important to point out these difference because it

illustrates the extent of compensatory educational

needs of each group. For this purpose, therefore,

the terms African, Indian and Coloured will be used.

Educationally Disadvantaged Adults: Describes all Black

adults who have not completed twelve years of formal

schooling. White adults are not included in this

category because it is the researcher's belief that

they enjoyed the advantages of educational provision

and opportunities and that their dropping out of

school is therefore considered to be a matter of

choice.

Continuing Education: Describes the entire range of

elementary, secondary and post-secondary education

offered to adults by both the formal and nonformal

sectors.

Compensatory Education: Is generally intended to

compensate those who, for whatever reason, were

deprived of part or all of the education they would

normally have received during the period of
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compulsory schooling (Unesco, 1979, p. 40). For the

purpose of this study, unless otherwise stated,

compensatory education will include only educational

programs for adults who are literate (have at least

five years but have not completed twelve years of

schooling) and who wish to pursue their education

beyond the level reached through formal initial

schooling. Compensatory education is more commonly

known in South Africa by the terms "evening classes,"

and "night school."

Territory of South Africa: (Also referred to as "White"

South Africa) is that part of South Africa that

remained after the various tribal homelands were

granted "independence."

Formal Schooling in South Africa: There are twelve years

of formal schooling in South Africa. Primary school

lasts seven years with the first two years called

Class 1 and Class 2 (known as sub A and sub B in

African schools), and the last five years called

Standards 1 through 5. Secondary or high school

involves 5 additional years of schooling called

Standards 6 through 10 (the final year is commonly

referred to as Matric).

Compulsory Education: Where legally prescribed in South

Africa, this is usually defined as ten years of

formal schooling for children between the ages of

seven and sixteen.
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Certification: Up to the early 1960's official

certificates were issued with the writing of national

examinations in South Africa. Although the practice

of national exams no longer exists with the

introduction of racially segregated educational

provisions, the South African labour market and

compensatory educational provisions for adults are

still strongly certification orientated. A Standard

8 certificate means the successful completion of 10

years of schooling, and a Matric certificate is

issued upon successfully completing 12 years of

schooling.
Deterrent to Participation: Scanlan defined a deterrent to

participation as "a factor which is perceived by an

individual to restrict, hinder or otherwise impede

his or her participation," (1982, p.22). Similar to

previous research on deterrents the terms barrier,

obstacle, constraint, and impediment were used as

synonyms for "deterrent" in this study.
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CHAPTER 2

REVIEW OF THE LITERATURE

Introduction

This chapter will review the literature that is

relevant to the present study. Research on deterrents to

participation has been guided by theoretical models of

participation that were in turn premised on various

cognitive theories of motivation. First, the relevant

motivational theories and models of participation will be

discussed. These theoretical models provide an overview

of the many dimensions of participation in educational

activities. Then, related research and implications of

research on barriers to participation will be presented.

Cognitive Theories of Motivation

Kurt Lewin: Field Theory (1951)
The theoretical paradigms that have developed around

the issue of participation in adult education have been

informed, to some extent, by Lewin's field theory of

expectancy and motivation. The theory is predicated on

the assumption that individuals' self-concept are derived

from their lifespaces, and therefore that behaviour sterns

from the individuals' lifespaces. One's lifespace is

described as the way one views the environment at a

particular given time, influenced both by past experiences

and future expectations.

23
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Personal reality then, is the subjective

interpretation one makes of the interaction of self with

surroundings. Lewin explained that this interaction

generates competing positive and negative forces in a

person's life that affect motivation. The motivation to

participate is presented as a combination of the needs

that spring from individuals, and the "valence" or meaning

attributed to the activity within their surroundings.

Essentially, an object or event has a positive

valence for a person if it is attractive and/or rewarding.

It has a negative valence if it obstructs the fulfillment

of a goal or is perceived as threatening. Unless people

see some positive meaning in an event they will pay little

or no attention to it. Moreover, perceiving a situation

negatively by individuals can produce a negative attitude

towards anything resembling that situation. This could

result in establishing barriers to avoid those situations

which hold negative associations.

Lewin's theory has little predictive value for

determining what behaviour will occur under specific

circumstances. However, it provide useful insights into

factors that influence motivation and

participation/nonparticipation in adult education.

Abraham Maslow: Hierarchy of Needs Theory (1954)
Maslow's humanistic theory for explaining motivation

has had the most underlying influence on the various

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



25

theoretical paradigms of participation developed to date.

According to Maslow, motivation and its resultant

behaviour flow from internal responses to the basic needs

of humans. The theory posited five categories of

individual needs that are organised in a hierarchial

manner. At the bottom of this pyramid lie physiological

needs, on the next level are safety needs, followed by the

need for belonging and love, then esteem, and finally at

the top level the need for self actualization.

Maslow asserted that there is a natural ordering of

needs, and that each higher need on the hierarchy does not

emerge as a motivating force until the subordinate need is

satisfied. Essentially, therefore, needs for achievement

and self-actualization can not be realized until the more

basic needs for safety and security are fully satisfied.

Although Maslow's theory forms the basis of many models of

participation, it has been generally criticized for using

a linear framework for describing what motivates human

behaviour. Also, it did not deal with the impact of

social, political and cultural influences on human

behaviour.

Victor Vroom: Expectancy Theory (1964)
Expectancy theory, as developed by Vroom, is not as

much concerned with describing what factors motivate human

behaviour as with explaining the logical process of

behaviour decisions. The theory posited that the

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



26

motivation behind any behaviour is governed by a

combination of valence, instrumentality and expectancy.

Expectancy is defined as the subjective probability that

behavioural action can be successfully executed.

Instrumentality is the possibility that the action will

yield certain rewards, and valence is the subjective worth

allocated by the individual to the anticipated rewards.

Vroom proposed further that the anticipation of rewards

energizes behaviour and described motivation primarily as

a subjective outcome of the juxtaposition of perceived

rewards and the probability of attaining them.

Although this theory originated in the workplace to

explain motivation to work and job satisfaction, research

in the area of adult education participation has generally

substantiated its expectancy claims governing motivation.

(Borgstrom, 1980; Darkenwald and Merriam, 1982; Rubenson

and Hoghielm, 1980). However, the central role of

individual rationality in the decision making process has

been questioned (Howard, 1989).

Models of Participation

Early theoretical formulations of participation began

with a focus on the interaction of psycho-social

antecedents with participation behaviour (Knox and

Videbeck, 1963; Miller, 1967). Subsequently, a

rationalistic economic model (Danidina and Griffin, 1975)

and a behaviourist attitudinal approach were introduced to
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explain the decision making process involved in

participation (Seaman and Schroeder, 1970).

More notable recent theoretical formulations of the

phenomenon of participation borrow heavily from the

psycho-social and behavioral constructs which, in

combination with dispositional, situational and

environmental factors, were developed into composite

models of participation (Boshier, 1973; Cross, 1981;

Darkenwald and Merriam, 1982; Rubenson, 1977). The

following section will focus on the more influential

models of participation in adult education that have

informed research on barriers to participation. Since the

models seem to refine and expand on earlier

conceptualization, they will be described chronologically.

Howard McClusky: Power-Load-Margin Model (1963)
In 1963 McClusky presented his power-load-margin

(PLM) theory, based on Maslow's needs theory and Lewin's

field theory, as a conceptual tool for developing and

formulating learner responsive adult education programs.

Throughout the 1960's and 1970's he developed and expanded

his theory to address various issues in the field of adult

education, including participation. He defined adulthood

as the "ongoingness of life" where adults faced continuous

and challenging demands that necessitate perpetual

,adjustment. Although McClusky believed that adults are

constantly seeking to improve their lives, he suggested
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that this is usually not at the expense of their "built-

in" tendency for self-protection. Influenced by Lewin's

analysis of positive and negative valences, he too saw

adults as constantly trying to weave meaningful patterns

out of their integrated experiences while eliminating

those experiences that are misplaced or do not fit.

McClusky's formulation consisted of three key

components of adult lives: load, power and margin of

power. He defined load as the demands made upon the

individual by self and society, and power as a combination

of interacting forces available to the individual to

sustain the load. The ratio of load to power is defined

as margin of power. Margin of power is a function of the

load imposed upon a person and the resources (or power)

the person has available to cope with the load.

Both load and power consist of internal and external

intervening variables. A typology of life expectancies

that individuals set for themselves constitute the

internal load, while the external load is made up of tasks

involved in the daily requirements of living. Similarly,

McClusky defined internal powers as abilities and

aptitudes, acquired skills, and various mental abilities,

while external power includes possessions and other

tangible items. There is an assumption that internal and

external stimuli are interpreted by individuals according

to a psychological lifespace within which they act, and
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that behaviour results from the interaction of the two

sets of stimuli.
Although McClusky's model is more generic in its

application and not specifically developed to address the

phenomenon of participation, the concepts proposed by

McClusky are beneficial for exploring the barriers to

participation of socioeconomically and educationally

disadvantaged adults in education programs. Implicit in

his assumption that an individual's margin of power

influences behavioural decisions is the suggestion that

those individuals whose daily load is greater than the

resources (power) available to cope with the load are

least likely to participate in adult education activities.

Participation in adult learning activities requires an

investment of time, a limited and valuable resource for

some adults faced with overwhelming demands in their daily

lives.

Harry Miller: Force-field Analysis Model (1967)
Miller drew upon Maslow's hierarchy of needs theory

and Lewin's force-field theory to explain the connection

between social status and participation in adult

education. These theories formed the basis for proposing

that the social class of individuals often determines what

type of organized learning activities people will engage

in and their expectations for engaging. Miller used

Maslow's hierarchy of needs theory as a basis for
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explaining that individuals will not be motivated to

participate in educational activities that address higher-

order self actualizing needs until lower-order survival

order needs are satisfied. Therefore, he suggested that

persons belonging to lower socioeconomic classes are more

likely to participate in educational activities for

utilitarian reasons, while people from higher social

classes, having satisfied their more basic needs, are

likely to engage in learning activities for personal
\gratification. These propositions have been validated by

empirical research (Carp, Peterson and Roelfs, 1974;

Cross, 1979; Johnstone and Rivera, 1965).

Miller incorporated Lewin's theory of positive and

negative valences interacting within a person's lifespace

to further Miller's explanation of the influence of social

class on motivation to participate in adult learning

activities. He suggested that individuals from the lower

socioeconomic classes are faced with more negative than

positive forces, both personal and environmental, that

reduce their motivat~on to participate. As an

illustration he described the competing forces affecting

motivation of lower classes for vocational education. In

the negative forces category (also called "restraining

forces") he listed cultural sex-role orientations,

hostility to education in general and its perceived

middle-class bias, lack of job opportunities and family

support, and limited access to educational programs
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through organizational contacts. These forces, he

asserted, usually override the few positive forces such as

survival and safety needs, technological innovation, and

government intervention.

Miller suggested that higher socioeconomic classes

have a stronger motivation to participate in learning

activities because their basic needs are already satisfied

and their environment usually has overriding positive

influences. Empirical studies conducted in the United

States (Carp, Peterson and Roelfs, 1974; Johnstone and

Rivera, 1965) New Zealand (Boshier, 1971), Britain

(Luckham, 1971) and Australia (Duke and Butterfield, 1971)

have generally supported Miller's claims that participants

in adult education are usually drawn from higher socio-

economic groups.

Miller's conceptual framework of the conflicting

forces affecting participation decisions of differing

socioeconomic groups appears to have both theoretical and

practical implications for the recruitment and education

of adults from lower socioeconomic classes. Furthermore,

his notion of the "restraining forces" both internal and

external to peoples lifespaces provide useful insights for

exploring deterrents to participation in continuing adult

education. Despite the merits of Miller's intuitive

claims, there has been no attempt to test all his

assumptions by identifying and operationalizing the many

variables in the model that influence participation.
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Roger Boshier: Congruence Model (1973)
The congruence model of participation was developed

by Boshier through his empirical work in the field of

adult education. This model, not unlike Miller's force

field analysis, elaborated on an assumption that

participation is an outcome of interacting forces within a

person's lifespace. The motivation to engage in adult

learning activities and dropout is presented as a function

of the interaction of internal psychological factors and

external environmental factors as perceived and

interpreted by the individual. Boshier posited that an

individuals' level of participation and dropout can be

determined by the congruence between the interacting

internal (self) and external (environmental) variables.

He suggested that the greater the incongruency experienced

by the individual between the actual and perceived notions

of self, others and educational environment, the greater

the likelihood of dropout.

using Maslow's needs theory, Boshier expanded his

explanation of persistence and dropout by positing two

distinct categories of individuals. In "growth-motivated"

individuals (similar to Maslow's self-actualized

individuals) congruence between self and ideal-self and

the educational environment has usually been reached

through psychological adjustment and high self-esteem.

Individuals in this group, described as "life-space"

individuals, are more likely to persist in organized
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learning activities. The other category comprises the

"deficiency-motivated" individuals where incongruence

between self and ideal-self has not been worked through

and could lead to self-other (other students and teachers)

incongruence. This incongruence, in combination with

various social, psychological and educational

environmental forces, leads to dropout. The individuals

in this category are described as "life-chance"

individuals.
The relationship between incongruence and dropout has

been validated by Boshier with the use of his Education

Participation Scale (EPS) instrument. In his studies of

attrition in adult education classes he found that those

learners with high incongruence scores are more likely to

stop attending classes (Boshier, 1973). In spite of not

having tested his model on nonparticipants, Boshier

asserted that his findings on dropouts are equally valid

for nonparticipants. He pointed out that since

nonparticipants and dropouts usually belong to the lower

socioeconomic classes, they share similar experiences of

incongruence.

The congruence model makes a significant contribution

to the field of adult education by exploring the

relationship between the adult learner and the educational

environment. In so doing Boshier moved beyond demographic

variables to explain participation in adult education.

Implicit in his emphasis on self-image as a significant

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



34

indicator of participatory behaviour is the recognition

that educational environments must be made more responsive

to the learner's needs.

Kjell Rubenson: Expectancy-Valence Model (1977)
Rubenson developed a composite "Recruitment Paradigm"

to explain educational participation. Th~s approach

combined the broad constructs of Vroom's expectancy-

valence theory within the realm of cognitive motivational

theories developed by Lewin and Maslow. Basically, the

model focused on the impact of multiple interactions of

both personal and environmental variables on participation

behaviour. Rubenson developed a triple order

conceptualization with "first order" variables that are

personal and environmental. Personal variables include

previous experiences, character, and present needs. Key

environmental variables include the measure of

"hierarchical structure" within a person's lifespace

(indicative of level of control over personal situation),

norms and values of self and others (reference group/s)

and accessible "study possibilities" (institutional

facileness or obstructions to education).

An essential assumption of this model, premised on

cognitive theories of motivation, is that participation

can not be adequately explained using only personal and

environmental variables. Rubenson, therefore, introduced

a set of intervening variables derived from the
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individual's response to personal and environmental

variables. These "second order" variables are active

preparedness, perception and interpretation of the

environment, and the experience of individual needs.

Expectancy and valence ("third order" variables) are

presented as outcomes of the interaction of these

intervening variables. Drawing from Vroom's definition,

Rubenson associated expectancy with the individual's

perception of participating, completing and achieving the

desired outcome from an educational activity, while

valence is associated with the perceived value of the

outcome.
According to Rubenson, it is the combination of the

expectancy and valence functions that determines one's

level of motivation to participate in a learning activity.

The key concept proposed by this model is that an in-

dividual's perceptions and interpretations of internal and

external variables are more important determinants of

behaviour than actual experience, environment and needs.

This model has a particular relevance to research on

deterrents because it relates the expectancy/valence model

to the analysis of perceived barriers to participation in

adult education. Rubenson did caution, however, that the

shift of emphasis from structural to cognitive

determinants of behaviour did not necessarily preclude the

inclusion of interacting structural and psychological
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Cross proposed the "chain-of-response" (COR) model to

add knowledge to existing paradigms on participation of

adults in learning activities. The model is based on the

assumption that an adult's decision to participate in an

educational activity can not be viewed as an isolated act

but one that is critically related to a complex chain of

responses to the individual's position in society. The

conceptual framework presented by Cross suggested that the

forces governing a decision to participate in adult

education interact along a continuum, beginning with the

individual and moving increasingly to external social and

environmental variables. She explained that although the

process may appear linear, it is, in fact, bi-directional.

The first two stages in the model deal with

individual self-evaluation and attitude towards education.

Self-evaluation sets the stage for participation, because

a person with high self-esteem is more inclined to

consider participating in organized learning activities

than one with low self-esteem. Attitude towards education

is derived from an individual's prior experiences with

learning and interaction with others in the learning

environment. The assumption is that the nature of past

36

variables for analyzing barriers to participation in adult

education.
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experiences is ultimately reflected in one's attitude to

self and to education.
The third stage, which is informed by concepts

generated by the expectancy-valences paradigms, is the

importance of goals and the expectation that participation

will accomplish the goals. Basically it means that if an

adult recognizes that an important goal can be attained

through adult education, then motivation at this point

will be strong. The next stage is life transitions, a

period in which certain events in an individual life might

"trigger" the motivation to participate in education.

According to Cross it is at the following stage on the

continuum, when motivation to participate in an

educational activity stage is reached, that educational

opportunities and barriers to participation surface. She

emphasized the crucial role of providing accurate

information to assist individuals who show an inclination

for participating in learning activities.

Cross is one of the first, among the theorists so far

mentioned, to actually extend her explanation to identify

and incorporate the concept of barriers to participation

in her formulations. Cross based her hypothetical

construct of barriers to participation on two national

survey data bases (Carp, Peterson, and Roelfs, 1974;

Johnstone and Rivera, 1965). Her construct consisted of

three intuitive typologies: situational barriers (relating

to life situations at a point in time), institutional

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



38

(learners' attitudes and self-perceptions).

barriers (inatitutional practices and procedures that

discourage participation) and dispositional barriers

Although Cross recognized the limits of the chain-of-

response model for explaining and predicting adult

participation, she expounded on its utility for organizing

thinking and research on participation. The

identification and ordering of the relevant variables

affecting participation in her tentative formulation,

beginning with internal psychological variables and

converging to encompass external social and environmental

variables, is particularly relevant to research on

deterrents because it implies that one's self-image and

attitude towards education are crucial determinants of how

individuals interact with their lifespaces. It also

emphasizes the importance of exploring the actual and

perceived factors involved in participation decision

making.

Darkenwald and Merriam:
Psychosocial Interaction Model (1982)
The most recent formulation for explaining the

phenomenon of participation is Darkenwald and Merriam's

Psychosocial Interaction Model. This model extended

Cross's explanations of internal and external responses to

stimuli to include additional determinants of

participation such as social-environmental forces. The

continuum developed by Cross was restructured in this
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model and indicated a shift of emphasis from internal

psychological factors to social and environmental factors.

Socioeconomic status is presented as the first and most

dominant variable affecting participation. The authors

then proposed the "learning press" of a person's

environment as instrumental in decisions to participate.

Learning press is defined as the extent to which an

individual's environment necessitates or fosters continued

learning. Accordingly, the critical interaction between

learning press and socioeconomic status is premised on

mutual variables such as social participation,

occupational difficulty, and life style.

The socioeconomic variables on the continuum are

followed by individual psychological variables which deal

with the perceived worth of adult education followed by

readiness to participate. The authors proposed that

attitudes towards learning are governed by the

individuals' learning press. This implies that if the

learning press is conducive to continuing education then

an individual will evaluate the situation in terms of its

perceived value and utility. Basically, it is assumed

that if individuals are convinced that continuing

education has utility then they will enter the "readiness

to participate" phase on the continuum. However,

Darkenwald and Merriam added that the readiness to

participate does not necessarily affect participation

unless certain participation stimuli exist in one's
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environment. These stimuli are described as either

internal or external "trigger events" such as job change

and/or a need for self-improvement. An interrelationship

between learning press and participation stimuli is

explicitly incorporated into this formulation.

The final determinant on the continuum comprises

barriers to participation. According to Darkenwald and

Merriam certain barriers may prevent participation despite

the presence of positive learning press and participation

stimuli. They expanded Cross's typology of barriers to

participation to include a fourth intuitive category of

barriers, which they called informational barriers.

Essentially, the situational and institutional categories

are defined similarly to Cross. However, Darkenwald and

Merriam broadened what they considered to be a narrowly

construed category of dispositional barriers of oneself as

a learner, to include determinants arising from an

individual's worldview. They proposed the substitution of

the term "psychosocial barriers" which they argued include

other relevant barriers such as beliefs and values of

oneself as a learner and attitudes and perceptions to

learning. Informational barriers were defined as a lack

of awareness of educational opportunities. Their

rationale for this additional categorization is that

barriers falling into this category do not necessarily fit

into the institutional category. Also, they referred to

national studies on participation that revealed that lack
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of awareness of continuing educational opportunities is a

major obstacle to participation (Carp, Peterson, and

Roelfs, 1974; Johnstone and Rivera, 1965).

In common with the other theoretical frameworks

presented in this review, the Psychosocial Interaction

Model developed by Darkenwald and Merriam has limited
predictive value for explaining participation behaviour.

It attempted to build upon and improve earlier

conceptualizations. The model's proposed

interrelationships among psychosocial var~ables, learning

press, perceived worth of education, participation stimuli

and barriers to participation reinforce the importance of

individual perception and attitudes for understanding

participation behaviour. In addition, their attempt at

refining and expanding Cross's earlier conceptualization

of barriers to participation to include psychosocial and

informational barriers reinforces the notion that barriers

to participation have an important place in studies of

participation.

Implications of Models of Participation

The various conceptual frameworks of participation

are all based on the assumption that individuals act in

accordance with the subjective interpretation of

internal/psychological and external/environmental

variables within their lifespace. Participation behaviour

is seen, therefore, as a function of the interaction of
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these internal and external stimuli. With the exception

of Boshier, many of the assumptions made by these

cognitive formulations have not been empirically

validated. Nevertheless, they provided useful guidelines

and insights for the study of deterrents. More

instructional to the proposed study, however, is the

implicit assumption that participatory behaviour can best

be articulated by those who make the decision regarding

whether or not to participate.

Several inferences about the nature of the deterrents

construct can be drawn from the various theoretical

paradigms on participation. These inferences were

formulated by Scanlan (1982) to support specific

assumptions about deterrents to participation. His

formulations are summarized below:

1) The concept of deterrents is probably

multidimensional.

2) Groups of psychological, social and environment

variables may form part of the deterrents

construct.

3) Within the deterrents construct, an individual's

perception and interpretation of deterrents may

have a greater influence on the decision to

participate than the specific deterrent.

4) Pertinent psychosocial and environmental

variables may also influence the perception and

interpretation of deterrents.
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5) Participatory behaviour may be directly affected

by deterrents, or the deterrents may indirectly

influence other important antecedents of

participation.

6) Differences in personal characteristics and life

situation may affect perceptions of deterrents

to participation among individuals.

7) Deterrents may represent a combination of lack

of enabling factors coupled with actual barriers

to participation.

8) The variables that deter participation in

continuing education activities may represent

generic influences that also affect other

participatory behaviour.

9) The people who decide to participate or not are

the best judges of what comprise the dimensions

of the deterrents construct.

Research on Participation

participation in organised learning activities is one

of the most researched areas in the field of adult

education. Most studies on participation in adult

education are descriptive surveys concerned with obtaining

a profile of participants and the differences that exist

between those who participate and those who do not

participate.
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The earliest theoretical formulations of

participation focused primarily on factors that impel

adults to participate. Houle's seminal work (1961) on

adult learners generated numerous studies that dealt with

learner characteristics and provided factor analytic

models of motivational orientations of participation

(Boshier, 1971; Burgess, 1971; Grabowski, 1976; Morstain

and Smart, 1974; Sheffield, 1964).

Research studies were designed to elicit participant

characteristics, rather than explain participatory

behaviour. Generally, research on participation and

nonparticipation in the United States, New Zealand,

Britain and Australia showed that participants in adult

education are disproportionately from higher socio-

economic groups, have high status jobs, and have higher

levels of prior education than non participants (Boshier,

1971; Butterfield, 1971; Johnstone and Rivera, 1965;

Luckham, 1971). These $tudies contributed to our

understanding of the factors that encourage adults to

participate in educational activities. Nevertheless, this

line of descriptive research was limited because it

focused only on participant characteristics and not

sociocultural factors that affect behaviour. It does not

assist researchers and practitioners in predicting

participation decisions (Ordos~ 1980), nor in

distinguishing participants from nonparticipants (Scanlan

and Darkenwald, 1984).
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Descriptive Research on Barriers to participation

In general, research on participation has focussed on

characteristics of adult education participants. The

first major study that included barriers to participation

was a general national survey conducted in 1965 by

Johnstone and Rivera in the United States. Through

interviews with nonparticipants, reasons for not attending

continuing adult education classes were elicited. The

responses were then intuitively divided into external

environmental/situational and internal/dispositional

categories. The findings indicated that respondents who

showed an interest in participating mentioned situational

barriers more often than dispositional barriers.

Johnstone and Rivera's exploration of the relationship

between sociodemographic variables and respondent's

perceptions of barriers revealed that adults from lower

socioeconomic classes identified cost and lack of

awareness of educational opportunities as deterrents to

participation more frequently than did respondents with

higher socioeconomic status.

These findings were supported almost a decade later

in 1974 by another national survey conducted by Carp,

Peterson and Roelfs in the united States. In this study

"would-be learners" (those expressing an interest in

continuing education) were presented with a 24 item

listing of discrete reasons for not participating that

were intuitively derived by the authors, and asked to
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identify their barriers to participation. As in the

Johnstone and Rivera study, situational barriers were

mentioned more frequently than dispositional barriers and

cost and time constraints emerged as the most important

barriers to participation. Their examination of the

relationship between socioeconomic variables and barriers

revealed information of particular relevance to the

current study. Respondents who had not completed their

schooling were three times as likely to identify lack of

confidence as a barrier than school graduates. Some of

the more frequently occurring barriers identified by Black

respondents included lack of confidence, failure to meet

enrollment criteria, limited access to study facilities,

problems with transportation, cost and childcare

difficulties.

These studies offered some explanation of why, and

under what circumstances, adults participate in education.

Very little research on barriers to participation of

Although these studies provided evidence of the influence

of barriers to nonparticipation in adult education, a

major limitation of this research was that the barriers

were intuitively generated.

Research on Barriers to Participation in Compensatory
Adult Education

specific subgroups of the population, in particular adults

who have not finished their schooling, has been conducted.

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



47

The studies that have been reported were mostly

descriptive and confined to North America, and are

therefore of limited value to a study of deterrents in

South Africa. However, the barriers identified in these

studies is of comparative significance and will be briefly

described.
In 1978 Boggs, Buss and Yarnall studied the

characteristics of adults who had not graduated from high

school and who were not participating in adult education.

The sample consisted of 1,536 respondents, 16 years and

older who had less than twelve years of schooling. Using

telephone interviews to elicit reasons for

nonparticipation in adult education: the researchers found

that lack of awareness of educational provision

(approximately 40% of interviewees) and age (73.5% of

sample was 45 years and older) were the most frequently

mentioned barriers. Other barriers identified were time

constraints, lack of interest, organized continued

schooling unnecessary, poor health and family

responsibilities.

In 1981 Krietlow, Glustrom and Martin conducted the

Wisconsin Educational Needs Assessment with adults aged 16

and older who had not graduated from high school and were

not currently attending adult education classes. The

researchers conducted 1690 telephone interviews and

identified both institutional and informational barriers.

The most frequently mentioned reason for nonparticipation
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was that the respondents had "not considered obtaining a

high school diploma." Other barriers mentioned included

too busy, work and family responsibilities, age, and

negative prior experience with schooling. The authors

identified three main barriers to participation from this

study: age, perceived lack of need of high school

credentials, and "poverty of life circumstances."

A study conducted by Fitzgerald in 1984 used income

level indicated by area of residence as a basis for sample

selection. Interview were conducted with 100 low and

moderate income individuals. "Advanced age" was

identified as the major barrier for this group. Other

reasons given for nonparticipation were that continued

schooling would not improve quality of life, poor living

conditions, lack of motivation, embarrassment, personal

problems, and institutional (professional teachers,

program offerings) barriers.

Other studies of adults who have not participated in

adult basic education programs have indicated similar

findings. Feelings of inadequacy and low self confidence,

unsupportive family and friends (Lewis, 1985), lack of

course relevancy and goal clarity (Garrison, 1985), and

negative perceptions of the value of education (Kerka,

1986) were among the reasons given for nonparticipation.

Despite the obvious limitations for cross cultural

research, these studies provide useful insights of

barriers to participation for American adults who have not
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completed high school. The findings of the studies

revealed various internal/psychological and

external/environmental barriers to participation. The

major barriers identified in all of these studies can be

categorized according to Cross's typology of situational

and dispositional barriers to participation (Cross, 1981).

Institutional types of barriers were only mentioned in two

studies but informational types of barriers, which was

later added by Darkenwald and Merriam (1982) as a fourth

category of the typology suggested by Cross, figured

prominently in these research studies.

Related Research on Deterrents to Participation
The work by the following scholars has more direct

implications for the present inquiry and will be discussed

in detail. These studies have combined rigorous data

collection methods and factor analytic techniques to

explore the deterrents construct.

In 1984 Scanlan and Darkenwald sought to move beyond

the intuitive conceptualizations of Cross (1981) and

Darkenwald and Merriam (1982), in order to provide

empirical justification for incorporating the construct of

deterrents into theories of participation in adult

education. They attempted to explore the underlying

structure of deterrents to participation in adult

education and to test the effectiveness of the construct
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of deterrents in distinguishing between participants and

nonparticipants.

They developed a Deterrents to Participation Scale

(DPS), a seven-point Likert type scale with items

generated through interviews with 21 allied health

professionals and an extensive review of the literature.

The final 40 item instrument was administered to a

randomly selected sample of 750 health professionals. The

instrument had an alpha reliability of .91. Based on the

results obtained and analysis of the data using

exploratory factor analysis, Scanlan and Darkenwald

identified six orthogonal factors that deter

participation. These were labeled: Disengagement, Lack of

Quality, Family Constraints, Cost, Lack of Benefit and

Work Constraints. The predictive validity of the factors

was assessed using hierarchial regression analysis on the

dependent variable of participationjnonparticipation.

with the exception of work constraints, all the other

factors emerged as strong predictors of participation.

The major limitation of this study was its restricted

external validity. The results were only relevant to a

very small homogenous population, and were neither

generalizable to the whole adult population nor cross-

culturally.

This limitation was addressed in a subsequent study

by Darkenwald and Valentine in 1985 when they sought to

identify factors that deter the general adult public in

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



51

the United States from participating in organized adult

educational activity, and the nature of the relationship

between sociodemographic variables and the deterrent

factors identified. A final generic Deterrents to

Participation Scale (DPS-G), with 34 items and a five-

point Likert scale, similarly constructed and modeled on

the Scanlan and Darkenwald instrument (DPS), was mailed to

2,000 randomly selected households in the United States.

Of these, 215 valid questionnaires were analyzed. The

reliability of the final DPS-G instrument was .86. Once

again six orthogonal factors were identified using factor

analysis: Lack of Confidence, Lack of Course Relevance,

Time Constraints, Low Personal Priority, Cost and Personal

Problems. As anticipated by these researchers, the DPS-G

deterrents factors differed significantly from the DPS

factors. It was found that only one factor, cost, was

consistent in both studies. The study also reported

predictable relationships between sociodemographic

variables and most of the deterrents factors identified.

In 1987 Hayes attempted to partially replicate and

extend the line of inquiry on deterrents to participation

in organized adult education initiated by the previous two

studies. The study examined deterrents to participation

of low-literate adults in adult basic education (ABE)

classes. For this purpose a new form of the Deterrents to

Participation Scale (DPS-LL) was developed. The

construction of the scale was similar to that used on the
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DPS and DPS-G instruments. The justification for

developing a new scale was based on the findings of

previous empirical research that barriers perceived by

low-literate adults differ from those perceived by the

general adult population. A preliminary instrument was

tested for reliability and a revised 32 item, three-point

Likert type scale was administered to 160 low-literate

adults enrolled in ABE classes. Survey respondents were

asked to identify deterrents to participation prior to

enrollment in ABE program. Alpha reliability of the DPS-

LL was .80.
In this study exploratory factor analysis was used to

identify five factors: Low Self-confidence, Social

Disapproval, Negative Attitude to Classes, Low Personal

Priority and Situational Barriers. Of the factors

identified none were congruent with the Scanlan and

Darkenwald DPS study (1984). Moreover, only two of the

factors identified, Low Self Confidence and Personal

Priority, were congruent with the factors identified

through the DPS-G instrument developed by Darkenwald and

Valentine in 1985. This outcome was anticipated because

the characteristics of the population studied differed

form the population targeted in earlier studies.

Congruent with previous research, the DPS-LL study

revealed several predictable relationships between

sociodemographic characteristics of respondents and the

factors identified when standardized factor scores were
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correlated with sociodemographic variables. The DPS-LL

study also extended existing research on deterrents to

participation by using cluster analysis to construct a

typology of low-literate adults deterred from

participating in ABE programs. Although this study

contributed to knowledge about deterrents to participation

in ABE for low literate adults, the fact that the

respondents were all participants in ABE programs

constituted a major limitation of the study in terms of

external validity.

In 1989 Martindale and Drake attempted to validate

the Darkenwald and Valentine's (1985) generic Deterrents

to Participation Scale (DPS-G) with a different

population. They examined the reasons preventing enlisted

military personnel from participating in voluntary, off-

duty education~ Data were gathered using a stratified

random sample of 966 enlisted Air Force personnel; of

these, 631 usable returns were used in data analysis. The

reliability of the DPS-G instrument was .86 for the

studied population, the same as the 1985 study of the

general population. Factor analysis was used to identify

eight deterrent factors: Lack of Course Relevance, Lack of

Confidence, Cost, Time Constraints, Lack of Convenience,

Lack of Interest, Family Problems and Lack of

Encouragement.
In this study six of the factors were seen to be

congruent with the six factors identified in the generic
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1985 study. The researchers referred to two additional

factors (Lack of Convenience and Lack of Encouragement)

identified by their study as indicative of the

capabilities of the DPS-G instrument and its utility for

measuring deterrents. They also reported that socio-

demographic variables related in expected ways with the

identified factor deterrents. They concluded that the

findings of the study were consistent with previous

studies on deterrents and supported the use of the DPS-G

instrument on other population groups.

A comparative analysis of barriers to participation

in rural adult education programs was conducted by

Galbraith and Sundet in 1990. The study explored the

impact of context and relativity of the environment on

deterrents to participation by examining the factors

influencing deterrents to participation for adult learners

in rural communities of the United States. The findings

of their study were compared to the findings of the

generic DPS-G study conducted by Darkenwald and Valentine

in 1985.

In this study a 31 item instrument, listing 19

barriers to participation was mailed to 104 respondents in

rural midwestern America. Seventy-four usable returns

were used in data analysis. For data analysis purposes

the 19 barriers to participation on the questionnaire were

categorized using Cross's typology of situational,

institutional and dispositional barriers (Cross, 1982).
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Descriptive statistics were used to calculate the mean and

rank order of the data which were then compared to the

finding of the DPS-G study. The barriers were analysed

using the six category factor structure proposed by the

DPS-G study. The relationship between factors identified

and the sociodemographic characteristics was also

examined.
The study found that costs and time constraints were

the most highly ranked deterrents to participation.

Galbraith and Sundet pointed out that this finding

supported their assumption that economic conditions and

contextual factors influenced the importance attached to

these deterrent items. Also ranked highly in this study

were barriers categorized as time constraints and personal

situation. Another noteworthy outcome of the study

according to the authors was that lack of childcare and

transportation services, two commonly reported situations

of rurality, were ranked low. Their findings differed

from the Darkenwald and Valentine findings which reported

that the greatest importance was assigned to the factor of

time constraints, while cost was only moderately

influential. Galbraith and Sundet attributed the DPS-G

findings to the high levels of education and affluence of

the respondents, and their explanation for the differing

findings of the two studies was that the respondents of

the DPS-G study were not faced with the same motivational
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and financial concerns as people residing in economically

depressed rural areas.

The correlations between standardized factor score

and sociodemographic data revealed significant

relationships consistent with previous research findings.

Galbraith and Sundet reported that the significant

negative correlations between sex and cost and personal

problems was anticipated. However, an outcome that was

not anticipated was the positive correlation between cost

and educational level. The authors concluded that the

differing findings between their study and the DPS-G study

supported their assumption that deterrents to

participation may be highly context specific and relative

to the subpopulation in question. They did emphasize,

however, that the findings and conclusions of their study

The only cross-cultural comparative study of

did not question the validity and utility of the DPS-G

instrument and encouraged the use of the deterrent

construct within context specific subpopulations.

Cross-cultural Comparative Research on Deterrents to
participation

deterrents to participation in adult education was done by

Darkenwald in 1988. He replicated the Darkenwald and

Valentine (1985) study in Britain. The study sought to

establish the extent to which the United States findings

were generalizable to Britain. The DPS-G deterrents scale
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used in the United States study was modified to suit

British respondents. Changes included deletion of five

original items on the DPS-G instrument, the addition of

four new items, re-wording of seven items and a reduction

of the five-point Likert scale to four. The alpha

reliability of the British instrument was .86. The

questionnaires were randomly mailed to 600 households and

178 usable returns were used in data analysis. The

British study reported similar data analysis procedures as

the United States study.
The revisions to the instrument did not affect factor

analytic findings and similar factors emerged for both

studies. The British study yielded an additional factor

to make a total of seven: Lack of Course Relevance, Time

Constraints, Cost, Personal/Family Problems, Low

Confidence-general and Low Confidence-age. The united

States derived factor "Lack of Confidence" in the DPS

study was broken down into two categories and the factor

"Low Personal Priority" in the generic DPS study was not

significant in the British replication. The relationship

between derived factor and sociodemographic variables was

not reported in the British study.

The study concluded that in spite of the

methodological constraints encountered in this cross

cultural study, the factors generated in Britain were

comparable with the American data and did represent

conceptually meaningful components of the deterrents
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construct. The limitation of the study was that it was

not possible to conduct precise statistical comparisons of

mean item ratings between the American and British studies

because of the modifications of the original DPS-G

instrument.

Implications of Deterrents Research for Present Study

1) The deterrents concept is multidimensional and

encompasses clusters of variables that are more

complex and harder to identify empirically than

presented by previous intuitive formulations

(Darkenwald and Valentine, 1985; Scanlan and

Darkenwald, 1984).

2) Conceptually meaningful deterrent factors can be

identified. However, the nature of the deterrents

construct varies for different subgroups and type of

education. Therefore, the original Deterrents to

Participation Scale (DPS) needs to be either modified

or redesigned based upon distinctive characteristics

of each subgroup (Darkenwald, 1988; Darkenwald and

Valentine, 1985; Hayes, 1987; Martindale and Drake,

1989).

3) The deterrent construct does have some predictive

value in discriminating between participants and

nonparticipants (Scanlan and Darkenwald, 1984).

4) The findings of the various studies provide empirical

justification for the deterrents constructs to be
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included in theories of participation (Darkenwald,

1988; Darkenwald and Valentine, 1985; Galbraith and

Sundet, 1990; Hayes, 1987; Martindale and Drake,

1989; Scanlan and Darkenwald, 1984).

5) An individual's decision not to participate in

organized adult educational activities is not

determined by isolated deterrent factors but rather

by the synergistic action of multiple deterrents

(Darkenwald and valentine, 1985; Hayes, 1987).

6) Deterrent factors are related in predictable ways to

the sociodemographic characteristics of the

respondents (Darkenwald and Valentine, 1985; Hayes,

1987; Martindale and Drake, 1989).

7) Deterrents to participation may be highly context

specific and relative to the subpopulation being

studied (Galbraith and Sundet, 1990).

Summary
There was no available prior research focussing

specifically on compensatory adult education in South

Africa. A general descriptive study on continuing

education in South Africa was first published by Morphet

and Millar in 1981. The study dealt primarily with

educational planning and policy recommendations as it

related to the whole spectrum of continuing adult

education. It described compensatory education provisions
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in both formal and nonformal sectors but did not deal with

any issues of participation.

From the preceding discussion we gather that

motivation for participation in adult education is a nexus

of diverse needs, forces and purposes. Furthermore, there

is no single theory of participation that can offer a

definitive explanation of the nature of factors that

affect participation, their interrelationships, and how

they function to affect behavioural action. Instead, the

various models developed provide conceptual frameworks for

explaining adult participation behaviour and are useful

for guiding research on participation, including the

current research on deterrents.

Prior to 1984 all knowledge of deterrents or barriers

to participation was either limited to descriptive surveys

or untested theoretical assumptions. The major limitation

of these descriptive studies was that the barriers to

participation were intuitively derived by the researchers.

Moreover, they failed to empirically investigate

fundamental questions about the influence of

sociodemographic variables (race, age, prior schooling,

socioeconomic status) on participation behaviour.

In contrast, research on deterrents to participation

has initiated a promising new line of inquiry that can be

incorporated into a unified theory of participation.

Various studies on deterrents revealed that the deterrents

construct differs from previous intuitive models and

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



61

provided empirical support for the inclusion of the

deterrents construct in the development of a theory of

participation. So far this line of inquiry is primarily

confined to the North American hegemony. Clearly, further

studies must be done cross-culturally on the nature of the

deterrents construct in order to contribute to this line

of inquiry.

Research on adult education in North America has

tended to isolate the individual learner and

organizational interests from the instrumental socio-

political agenda governing many societies (Deshler and

Hagan, 1990; Rubenson, 1982). To overcome this bias in

research on deterrents the present study will not only

test the assumptions guiding the construct of deterrents

but explore the impact of a non-Western context

(historical, political, cultural and social) on deterrents

to participation. The assumptions that deterrents differ

for differing subgroups of the population, and that an

individual's decision to participate is not governed by a

single barrier but a synergistic action of multiple

deterrents are of particular significance to the present

inquiry (Darkenwald and Valentine, 1985; Hayes, 1987).

I
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CHAPTER 3

RESEARCH DESIGN AND METHODOLOGY

This chapter will first outline the research design

and methodology that guided this study. Thereafter, the

procedures used to collect and analyze the quantitative

and qualitative data for the study will be described

separately.

Research Design Context:
Identifying a Workable Research Project

The study was initially conceived within a broad

framework of extending research on deterrents to

participation to a cross cultural context. When the

researcher decided to conduct this inquiry in South

Africa, she envisaged that the primary focus would be a

quantitative examination of deterrents to participation in

adult education. However, the roughly hewn research

design did not preclude extending the inquiry to an

investigation of other issues that emerged and evolved as

the study progressed. Being South African, she was only

too aware of the constraints that could be arbitrarily

imposed by government authorities on data collection.

Fortuitously, the timing of this study coincided with a

62

changing political climate, and the qualitative component

of the study was added to take advantage of the climate of
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"openness" that suddenly permeated the country early in

1990.

The compensatory education focus of the study was in

response to the need for establishing a knowledge base on

an important component of adult education in a

transitional South Africa. This focus was chosen after

extensive consultations with practitioners, academics and

independent organizations committed to generating

educational strategies to meet the needs of a post-

apartheid society. These consultations showed that

current discussions on adult education needs for a future

South Africa, while calling attention to compensatory

education, were focus~ed primarily on issues of basic

literacy education.

Research Design Framework

In light of the sociopolitical context governing this

research, it was felt that the most pragmatic, yet

creative research design was a mixed-methods approach that

used both quantitative and qualitative techniques. This

approach allowed the researcher to be scientific but not

detached, to validate findings but not to the exclusion of

educationally disadvantaged South Africans own perceptions

of their reality. At the outset the research design was

broadly defined according to the positivistic tradition

(Cook and Campbell, 1979) but evolved to be guided by the
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naturalistic perspective (Bogdin and Biklen, 1982; Guba

and Lincoln, 1985).

Quantitative techniques represent a "scientific" or

positivistic perspective while qualitative techniques

embody a "naturalistic" or post-positivistic perspective.

Some purists in the research field assert that the two

paradigms are basically incompatible (Bogdan and Biklen,

1982; Guba and Lincoln, 1985; Smith and Heshusius, 1986).

However, this researcher subscribes to the more

conciliatory school of thought that proposes that a

combination of the two approaches provides several

benefits, and that in some cases a combination of

approaches can prove superior to either (Cook and

Reichardt, 1979; Miles and Huberman, 1984; Patton, 1980;

Smith, 1986). In fact, these techniques have been

combined successfully within a single inquiry to

complement and provide a greater understanding of the

phenomenon being explored (Greene and McClintock, 1985;

Smith, 1986).

Mixed-Methods
The choice of research methods is guided by what one

wants to know about a situation, as well as what produces

the desired outcomes. The mixed-methods approach to data

collection serves a number of purposes. The more

traditional purpose is where one method acts as an

antecedent to another. This involves using a qualitative
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technique such as in-depth interviews with key informants

to inform and supplement the design and structure of a

quantitative instrument. The sequential use of techniqu~s

enables the researcher to gather data upon which further

investigative techniques can be based. This prior use of

qualitative methods offers description that can be

subsequently tested and verified through the use of

experimental or quasi-experimental techniques (Greene,

1987). In this study semi-structured interviews with

nonparticipating educationally disadvantaged adults

provided the data base for the development of the

deterrents instrument. Statements derived from the

interviews provided an informed item-pool that was context

related, and was also expressed in the daily language of

the respondents. More importantly, it eliminated the need

for the researcher to intuitively contrive her own item-

pool during instrument development (Moser and Kalton,

1977).
Another purpose served by a mixed-methods approach

involves the parallel use of techniques to explore and

complement different components of the phenomenon being

studied. In this instance quantitative techniques

determine the breadth, variability and generalizability of

the phenomenon, while qualitative techniques explore in-

depth the perceptions and meanings attached to the

phenomenon (Greene, 1987). Close-ended questionnaires can

offer representative and easily standardized data, but can
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also circumscribe the responses to pre-established

parameters. In contrast, in-depth interviews not only

provide multiple perspectives but allow the researcher to

explore themes as they emerge. In this study,

quantitative techniques addressed the objectives of

measuring the most influential deterrents to

participation, deriving a factor structure, and assessing

the relationship between sociodemographic variables and

derived factors, while qualitative techniques permitted

the researcher to identify the deterrents and explore the

perceptions of adult learners in compensatory education

programs on a variety of issues related to participation.

This complementary use of techniques enabled the

researcher to fill in the information gaps left by one

research technique through the use of other more

appropriate techniques.
An attempt was also made to use a combination of

techniques to "triangulate" (Denzin, 1978) on one

component of the phenomenon being studied. Strategies for

triangulating data may either be planned in advance or

happen incidentally (Denzin, 1971). In this inquiry an ad

hoc questionnaire was used to try and strengthen content

analysis and interpretation of interview data on

perceptions of adults who had "overcome" their deterrents.

This form of triangulation is very demanding because,

regardless of the variety of techniques used, it assumes

that the phenomenon being considered is constant. In a
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fluid environment a constant construct is difficult to

maintain. Additionally, it is difficult for a novice

researcher to prevent the different techniques and

findings from biasing each other. In this study the

attempt to use a combination of techn~ques to "converge"

(Greene, 1987) on the phenomenon of participation was only

partly achieved and will be discussed in detail later in

the chapter.
Essentially the approach to this study was iterative.

A combination of techniques was employed interactively to

gather complementary data about deterrents to

participation in compensatory education by educationally

disadvantaged South Africa. First, qualitative data

gathering methods were used to ascertain and understand

the full range of factors related to adult participation

decisions. These findings provided the basis upon which a

quantitative deterrents instrument was developed for

assessing the frequency and interrelationships among these

factors for a larger more representative sample of

nonparticipating Black adults in South Africa .

.Qualitative data gathering methods were also used to

gather additional information on deterrents and explore

how participating adult learners overcame their barriers

to participation. By including both participating and

nonparticipating adults in this study it was possible to

expand our understanding of key factors relating to

participation in compensatory education in South Africa.
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The study was inductively designed, beginning with

practice to inform theory. The findings from this study

allowed the researcher to explore the broader dimensions

that are hindering participation within South African

society. Additionally, they enabled the researcher to ask

adult learners more comprehensive questions about

compensatory education classes and how they perceived

their role in them.

Item Identification
A comprehensive list of deterrents was gathered

through individual and group interviews with

nonparticipating adults over the age of 16 who had not

completed high school. Interview participants were

Research Design: The Quantitative Component

In order to investigate deterrents to participation

of educationally disadvantaged South Africans a new form

of Deterrents to Participation Scale (DPS-CC) was

constructed. A new scale was considered necessary because

previous research had shown that the nature of the

deterrents construct differs with different population

groups and types of adult education,' and therefore the

distinctive characteristics of the population being

studied have to be considered (Darkenwald and Valentine,

1985; Hayes, 1987). The first step in the development of

the instrument involved the identification of items.
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selected using a purposive sampling strategy, aiming for

max i.murnvariation of age, race, sex, and geographic

location. Semi-structured comprehensive interviews were

conducted by the researcher during March and April 1990.

Twenty-nine (29) people were interviewed about their

perceptions of why they were not attending compensatory

education classes. The interviews, 6 as a group and 23

individually, were conducted at either the interviewees'

homes or workplace, at their convenience. All the

interviews conducted by the researcher were in English,

which is widely used in that part of South Africa.

However, the researcher did elicit the assistance of a

bilingual person for interviewing some Zulu speaking

respondents. Most of the interviews were tape recorded

with permission, but when this was not feasible the

responses were hand recorded. After the interviews were

transcribed by the researcher a list of all possible

deterrents was compiled. The language used by the

respondents was retained on the items as much as possible.

Pilot Questionnaire Design and Testing

From the list of all possible deterrents those items

that were semantically equivalent were eliminated.

Thirty-eight (38) items were retained for use in a pilot

questionnaire. The items were used to construct a

preliminary version of a deterrents to participation

scale-form CC (DPS-CC) based on the DPS (Scanlan and
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Darkenwald, 1984), the DPS-G (Darkenwald and Valentine,

1985) and the DPS-LL instruments (Hayes, 1987). A three

point Likert scale (agree, disagree and don't know) was

used to scale the responses to the items. Although the

DPS used a seven-point, the DPS-G a five-point, and the

DPS-LL a four-point Likert scale on its pre-test, the

researcher decided to simplify the scale on the pilot

instrument based on her prior research experience in the

South African context. She found that African respondents

in particular, who generally use English as a second

language, are often confused by the subtle nuances in

meaning of English terminology, and therefore a more

differentiated response format was inappropriate. This

problem is compounded further by a general lack of

exposure to research questionnaires. The prototype DPS-CC

instrument was compiled in English and translated into

Zulu. Attached to the pilot questionnaire was a

questionnaire reaction form to elicit feedback from the

respondents. (See Appendix A and B)

The instrument was pre-tested to determine if the

instructions were understood, and to assess item clarity

and the functionality of the instrument. Purposive

sampling was again· used to select the 30 respondents to

test the instrument. A major concern was to ensure that

the Zulu translation did not significantly alter the

meaning of the items. Therefore, the researcher

administered the pilot questionnaire to the African
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respondents individually and asked the respondents to

restate in English their understanding of each item. In

addition to the pretest, the reliability of the pilot

instrument was further assessed using descriptive

statistics. For each item means, standard deviations,

inter-item means and corrected-item-to-total correlations

were calculated.

The Final Instrument

The respondents' comments and item and scale

statistics were used to determine the items included on

the final questionnaire. In the final assessment, 37 of

the original 38 items were retained. However, based on

respondents' suggestions, ten items were refined and/or

revised and one new item was added to make a total of 38

items on the final instrument. In addition, the response

scale was changed to true, partly true and not true. It

was found that the original response category "don't know"

was misunderstood by some African respondents who thought

it meant "don't know what the question means" rather than

"don't know how true this reason is for not going to

evening classes." The final instrument was worded in

English, while those administered to African respondents

included a Zulu translation. It was felt that a bilingual

format would alleviate some problems associated with loss

of meaning in translation. Many African adults with some
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schooling have a reading comprehension of the English

language, even when they lack verbal fluency.

Attached to the final instrument was a socio-

demographic information sheet using ordinal scales. The

Sociodemographic characteristics were used to gather a

picture of the respondents and to fulfill the objective of

assessing the relationship between sociodemographic

variables and the deterrent factors identified. (Copies

of the final DPS-CC instruments, both the English and the

bilingual version, are in Appendix C and D, respectively).

Reliability
Reliability is an indicator of consistency of

outcomes with repeated measurement of a phenomenon

(Carmines and Zeller, 1979). The reliability of the final

version of the DPS-CC was tested using Cronbach's alpha

(Cronbach, 1951). The reliability coefficient was .86.

Validity

Validity is defined "as the extent to which any

measuring instrument measures what it is intended to

measure" (Carmines and Zeller, 1979, p. 17). Content

validity of the DPS-CC instrument is evident in the

attentive procedures used in the selection of items, and

the design and construction of the instrument. In-depth

semi-structured interviews with a purposively selected

sample generated the item-pool for the instrument. This
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strategy ensured that the items selected for inclusion on

the DPS-CC were representative of the "domain of content"
\

perceived as deterrents to participation by educationally

disadvantaged South Africans.

The third research objectives of the study provided

support for the construct validity of the DPS-CC. The

objective was to determine the relationships, if any,

between the sociodemographic characteristics of the

respondents and the deterrent factors identified.

Evidence of construct validity is provided by previous

research on the deterrents construct which noted that

several observed relationships between sociodemographic

characteristics and derived factors were predictable.

The most accessible and pragmatic research site for

population and Sampling Procedures

The target population for the quantitative component

of the study was African, Indian and Coloured adults over

the age of 16 who had not completed high school and were

not attending evening classes. White adults were excluded

because it was felt that they enjoyed all the benefits of

apartheid schooling, and thus were not intentionally

disadvantaged by the education system as were the other

population groups.

the study were nine residential areas in the Durban and

surrounding urban areas in the Natal Province. Due to

various constraints, both contextual and personal, a
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random sampling of respondents was not feasible for this

study. Given the circumstances, the most pragmatic

sampling procedure available to the researcher was a

"convenience" sample (Moore, 1979, p. 6) of respondents.

Although the use of such a sample limits generalization of

findings to the entire population, the researcher felt it

was more important in this exploratory study to ensure

that all the targeted racial groups were represented. For

this purpose, nine major low to medium income "group

areas" were targeted as primary research sites. A group

area is a racially designated area in South Africa

allocated for use by a specific population group. Most of

the areas targeted for this study consist of a variation

of officially provided low and moderate income housing and

privately owned homes. In addition, each area has at

least one center offering evening classes. Consequently,

most of the respondents were drawn from the following

major residential areas: Chatsworth and Phoenix allocated

for Indians, Sydenham, Wentworth and Newlands East

allocated for Coloureds, and Kwa Mashu, Claremont, Umlazi

and Lamontville allocated for Africans. (See Figure 1 for

a map of the research area and Table 2 for approximate

population of targeted areas).

Quantitative Data Collection

Data were collected over a six-week period in June-

July 1990. Five hundred and fifty (550) questionnaires
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Table 2: Estimated population of Targeted Research Areas

Residential Estimated Group Area
Area population Designation

Chatsworth 162 652 Indian
Phoenix 139 114 Indian

Sydenham 7 616 Coloured
Wentworth NA Coloured
Newlands East 14 118 Coloured

Kwa Mashu 120 000 African
Claremont 100 000 African
Umlazi 300 000 African
Lamontville 21 131 African

NOTE: There are approximately 1 200 000 African
squatters living in and around the city of
Durban.

Source: population estimates based on December 1989
Census. Data provided by Research Section,
Durban City Engineers Department (1990).

were prepared and distributed to research helpers in the

selected areas. To expedite the data gathering process

the researcher enlisted the services of at least one

person from each community to identify educationally

disadvantaged adults in their residential areas and

administer the questionnaires to them. The benefits of

using an "insider" to administer each questionnaire were

that it ensured a reasonable response rate for each

population group and eliminated the need for the

researcher to go into areas that, at the time, were unsafe

for outside race groups to enter.
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Each "research helper" was instructed personally on

the purpose of the study and the procedures for data

collection. Of the 550 questionnaires sent out, 348 were

returned for a response rate of 60%. Of these, 335 usable

returns were used in data analysis. In order to develop a

stable factor structure through factor analysis, 10
responses for each item on the questionnaire is considered

the optimal number. The response rate, while not optimal,

more than met the minimum criteria of five responses for

each item for factor analysis (Nunnally, 1967).

Description of Respondents

The sociodemographic characteristics of the

respondents were derived from the following questions

based on an ordinal scale: gender, age, marital status,

number of children, age of youngest child living at horne,

highest education standard passed, occupation, area of

residence and "mother tongue" (horne language). Although

race was a critical variable in this study because it is

the organizing category for the uneven provisions of

apartheid education, the researcher felt that asking

respondents to stipulate their racial identity, even

though their names were not required, was unwise in the

current political climate. Instead, she was able to

determine very accurately the race of respondents by their

responses to questions concerning area of residence

(officially segregated by race) and/or mother tongue.
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The sociodemographic information obtained in this

study included most of the variables used in previous

studies on deterrents with the exception of income.

Respondents were not asked about income because the

researchers' prior experience with these population groups

indicated an unwillingness to reveal this information.

Moreover, it was assumed that the majority of the

educationally disadvantaged in South Africa who are

employed are relegated to lower paying jobs. Thus, the

variance in income, had it been targeted, was not critical

to the study objectives. In fact, the researcher was of

the opinion that a question on income might have

significantly altered the response rate. A general

description of the characteristics of the respondents is

presented in Table 3.
The sociodemographic data yielded the following

general description of the respondents. A majority of the

sample (65%) were female; 60% were aged between 21 and 40;

60% were employed; and 73% had between five and ten years

of prior formal schooling. Africans constituted the

largest racial group in the sample at 42%; Indians made up

36%, and Coloureds 22%.

A closer examination of the sociodemographic

characteristics broken down by race and gender revealed

that the largest group of respondents were African women

(n = 87) with almost half (n = 40) unemployed, seeking

work. This was not unexpected because African women are
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Table 3: Descriptive Characteristics of Survey Respondents
(n = 335)

GENDER

AGE

MARITAL
STATUS

NUMBER OF
CHILDREN

AGE OF
YOUNGEST
DEPENDENT
CHILD

VARIABLE

79

Male
Female
No Response

20 years and under
21 - 30
31 - 40
41 - 50
51 - 60
Over 60
No Response

Single (never married)
Married
Widowed
Divorced (separated)
No Response

o
1
2
3
4
5 or more
No Response

Less than 1 year
1 - 4
5 - 6
7 -,10
11 - 15
16 - 21
Over 21
Not Applicable
No Response

NUMBER

118
216
1

28
97

105
77
18
9
1

125
160
26
23
1

68
39
50
64
59
52
3

30
68
42
42
55
28
55
13
3

PERCENT

35.2%
64.5%
0.3%

8.3%
29.0%
31. 3%
23.0%
5.4%
2.7%
0.3%

37.3%
47.8%
7.8%
6.9%
0.3%

20.3%
11.7%
14.9%
19.1%
17.6%
15.5%
0.9%

8.9%
20.2%
12.5%
12.5%
16.4%
8.3%

16.4%
3.9%
0.9%
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Table 3: (Continued)
Descriptive Characteristics of Survey Respondents

VARIABLE NUMBER PERCENT

EDUCATION: Lower than Std. 5 26 7.8%
HIGHEST Std. 5 43 12.8%
STANDARD Std. 6 71 21. 2%
PASSED Std. 7 57 17.0%

Std. 8 73 21. 8%
Std. 9 59 17.6%
Std. 10 2 0.6%
No Response 4 1.2%

OCCUPATION Employed 200 59.73
Unemployed (seeking work) 75 22.4%
Household Duties 46 13.7%
Pensioner or Retired 11 3.3%
Other 1 0.3%
No Response 2 0.6%

RESIDENTIAL Newlands East 28 8.4%
AREA Phoenix 68 20.3%

Sydenham 8 2.4%
Claremont 33 9.9%
Kwa Mashu 45 13.4%
Wentworth 37 11.0%
Umlazi 40 11.9%
Chatsworth 32 9.6%
Lamontville 16 4.8%
Other 27 8.1%
No Response 1 0.3%

RACE African
Indian
Coloured
Unknown

141
120
72
2

42.1%
35.8%
21. 5%
0.6%
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the most educationally disadvantaged group in South Africa

and also the most exploited group in the paid employment

sector (Cock, 1984, pp. 265-273). Twenty three (23) of

the 30 employed respondents in this category worked in

semi-skilled and unskilled positions in the garment

manufacturing sector which is the major source of

industrial employment for African women. Only 10 of the

African women who completed the questionnaire were

employed as domestic help in private households even

though "domestic service constitutes one of the largest

sources of employment for Black (African) women in South

Africa" (Cock, 1984, p. 5). However, the small number of

respondents in this category was not unexpected because a

majority of the women in domestic services have live-in

positions outside of their designated "group area", and

therefore could not be targeted in this study.

Indian women constituted the second largest group of

respondents in the study. Of the 80 that responded, 26

were engaged in household duties, and 35 of the 52 in paid

employment were in the garment manufacturing industry.

The other two respondents were ~etired. Amongst the

Coloured women respondents (n = 50), 17 were engaged in

household duties while the majority (n = 33) were employed

in the manufacturing and retail sectors. Of the male

respondents, African men constituted the largest group (n

= 54). Almost half (n = 25) were unemployed, seeking

work, while the majority of the 26 that were employed
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occupied a variety of unskilled and semi-skilled

positions. The remaini;g three were retired. Of the 40

Indian men that responded, only two were unemployed and

two had retired; the majority (n = 28) were employed in

semi-skilled positions. Six were skilled artisans, and

two were in supervisory positions. with the Coloured

males (n = 22), all were employed and almost 50 percent

reported working as artisans.
The summary of the employment status of the survey

respondents provides evidence that a majority of

educationally disadvantaged South Africans are either

relegated to lower status occupations or are unemployed,

seeking work. The fact that unemployment was greatest

amongst African men and women is to be expected because

they have been victimized the most by both unequal

educational provision and the previously enforced job

discrimination legislation. The fact that more women than

men are educationally disadvantaged has been substantiated

by the Research unit For Education System Planning

attached to the University of the Orange Free State in

South Africa through a statistical review based on the

1980 official population census data. The review on

levels of education according to sex shows that

approximately 1% of African men and 0.6% of African women

have matriculation certificates. Amongst Indian adults,

8.1% of men and 4.7% of Indian women have matriculated.

with Coloureds the percentages are 2.1 % men and 1.1%
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women (Verwey, 1982, Tables 3.1.5, 3.1.4 and 3.1.3,).

Various factors including cultural attitudes, sex-role

expectations, and gender biases have contributed to women

generally having lower levels of education than men.

Quantitative Data Analysis

The specific research objectives were addressed in

the analysis of the quantitative data. The first

objective was to identify and measure the deterrents to

participation in compensatory adult education as perceived

by nonparticipating, educationally disadvantaged South

Africans. The 38 items on the DPS-CC deterrents

instrument represented perceptual reasons why adults were

not attending compensatory evening classes. The degree of

influence each item was perceived to have exerted on an

individual's decision not to participate was measured

using the values one to three (not true = 1, partly true =
2, and true = 3) on a Likert scale. After the data were

tabulated descriptive statistics were calculated for the

total sample of respondents. The relative degree of

influence of the deterrent items was ranked using item

The deterrent scores for each item provided the data

means. Item means were also tabulated separately for each

racial group of respondents in the study. This was done

to determine whether the overall ranking of deterrents was

consistent with individual group rankings.

base for the second objective. An exploratory factor
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analysis using SAS was conducted to identify a factor

structure for the data. First, principle component

analysis was employed to extract the initial factors, and

then all possible rotations, orthogonal using the Varimax

procedure, oblique using the Promax procedure, and the

Kaiser rotation were used to arrive at a simpler and more

meaningful factor solution. Inter-item correlations,

alpha reliability and standard deviations were computed

for each factor in the final factor solution.

Standardized factor scores were used to address the

third research objective which was to determine the

relationships between the sociodemographic characteristics

of the respondents and the factors identified as deterring

participation. For this, standardized factor scores were

computed for each case and correlated with selected

sociodemographic variables. The statistical analysis and

findings of the quantitative data will be presented in

Chapter 4.

Research Design: The Qualitative Component
The qualitative component of the study evolved after

the deterrents to participation had been identified. The

researcher felt that a greater contribution could be made

by this study if the quantitative component was

complemented by information gathered from people who have

overcome their deterrents to participate in compensatory

education programs. Broadly defined, information was
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gathered on participants' perceptions of deterrents prior

to enrollment, how they overcame their deterrents, reasons

for wanting to continue their education, suggestions for

dealing with deterrents, and other issues generated by the

interviews related to compensatory education. It was felt

that not only would this component of the study augment

the deterrents literature, but more importantly it could

inform, supplement and support program planner's

recommendations on how to address some of the deterrents

to participation and improve compensatory education

provision in South Africa.

Population and Sampling Procedures

The target population for this component of the study

was any African, Indian and Coloured adult over the age of

16 who had not completed high school, had been out of

school for more than a year, and attended evening classes

in compensatory education. Despite not having any problem

in defining the target population, the researcher was

confronted with various obstacles in trying to identify a

representative sample of participants amongst the general

population. Various attempts were made in March and April

1990 to locate "key informants," including administrators

and teachers of classes, and locations of night schools.

Evidently, schools that had been offering evening classes

in some residential areas had discontinued the classes and

many of the teachers were no longer involved in the night
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school program. At the outset the researcher knew of only

one person in her own Indian community, someone with whom

she had previously been employed, who had attended evening

classes. She assumed that through him she might learn of

others in that community who had attended classes.

However, having matriculated seven years ago and

subsequently moved out of the area, he had long since lost

touch with the other participants in his class. Next, the

researcher contacted the various education departments of

the provincial government but little relevant or useful

information was provided. Essentially, therefore, she had

to work at developing an informal network of people in the

various Black communities in order to identify a

representative sample of compensatory education

participants.
A chance meeting after 17 years with a former high

school teacher in May 1990 finally offered an opportunity

to speak with a group of compensatory education

participants in the Indian community. An informal

discussion with him revealed that he had been teaching

English at a Indian night school located in Durban central

for the past 10 years. His dedication to working with

adult learners, interest in the research topic, and

willingness to assist the researcher with introductions to

the participants and administrative officials of the

Indian night school reaffirmed the researcher's belief

that pursuing this line of inquiry, in spite of the
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impediments, would provide some useful insights about the

lives of educationally disadvantaged adults who

participate in compensatory programs.

The teacher provided a list of all adult learners in

his English class along with some sociodemographic

information. The researcher first met with the night

school administrator to get official permission to speak

to the class, and thereafter attended a class session and

explained the nature of the inquiry to the adult learners.

She also handed out a brief introductory statement

outlining the purpose of the research and enclosed her

telephone contact number (a copy of the statement is in

Appendix E).
Although the researcher had intended going to

sessions other than the English class, she discovered that

the majority of learners who had been out of school for

one year and longer were enrolled in English. The other

classes consisted primarily of returning Matric candidates

who had either failed Matric the previous year, or had not

met the requirements for advancing their education at the

college level.

Entry into the Coloured and African communities was

more difficult because even though the researcher had

spent most of her life in the research area, she had very

limited and superficial contact with the other "racial"

groups. The apartheid system had ensured that each

community lived in isolation by legally enforcing various
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socially divisive barriers such as racially designated

schools, recreational facilities, ano living areas.

Additionally, having spent much of the past eight years

studying in the united States, the researcher experienced

further alienation from the targeted communities.

The researcher eventually located a person who was

both the administrator and a teacher of a night school in

the Coloured area of Sydenham. He too expressed

enthusiasm for the research and very expediently produced

a list of current and past night school participants and

the requested sociodemographic information. An

introduction procedure similar to that followed in the

Indian night school was repeated with the Coloured

learners.
In relation to the African community, it was realized

earlier, during the conceptualization of the qualitative

component of the study, that it would be necessary to

solicit the assistance of a bilingual individual from the

African community to assist with data collection from

African learners. This decision was primarily motivated

by problems arising from language constraints and access

to learners. Fortunately, the researcher was able to hire

a field assistant who had been a former school teacher and

was currently enrolled in an adult education diploma

program at a local university. The field assistant had

previously assisted in administering the questionnaire and

was familiar with the purposes of the study. Moreover,
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her involvement in adult education minimized the training

she required for data collection. She also knew where

night schools for Africans were located and had access to

the participants. The researcher met with the field

assistant on three separate occasions to discuss

procedures and clarify expectations.

Most of the interview participants were "purposively"

selected to ensure a diverse range of respondents and for

the specific role they might play in contributing to the

study. Selected interview participants were contacted

either by telephone or in person shortly after the initial

contact was made in the classroom. However, the

researcher also interviewed several learners who, of their

own volition, offered to be included in the study.

Qualitative Data Collection

Data were collected over a two month period from June

to July 1990. Semi-structured interviews were considered

the most appropriate inductive technique for gathering the

type of data needed. This technique does not prescribe

the responses, while ensuring a high degree of

comparability between interviews. The approach was

exploratory and open-ended. There was an explicit attempt

to understand the meanings of events as perceived by those

involved and, as far as possible, to record participants'

responses in their own terms and language.
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The interviews followed an "interview schedule," a

broadly defined list of issues and questions to be raised

(Bogdan and Biklen, 1982, p. 71; Greene, 1987).

Essentially "interview schedules ... generally allow for

open-ended responses and are flexible enough for the

observer to note and collect data on unexpected dimensions

of the topic" (Bogdin and Biklen, 1982, p. 71).

Twenty (20) individual interviews with a

representative sample of Coloured, Indian and African

respondents were conducted by the researcher and an

additional eight interviews with African respondents were

conducted by the field assistant. Of the eight

interviews, only seven were included in the analysis of

the data. One interview was done with a 14 year old

Mozambican refugee which, while interesting, was not

compatible with the general data set. The field assistant

was provided with an interview guide, a tape recorder and

cassettes, and was asked to "purposively" select and

interview at least eight African adults who attended

evening classes.

The interviews were scheduled at the convenience of

the adult learners and were therefore often difficult to

arrange because many of the respondents had little free

time. A majority of the sample chose to be interviewed

either be£ore or after their classes. A few preferred

being interviewed in their homes and one person preferred

the workplace. Some respondents who were unable to fit
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the interviews into their busy schedules asked to be

interviewed while a class was in session. All the

interviews were tape recorded with permission and lasted

approximately 30 to 45 minutes. Incidental notes were

also recorded by hand. Interviews conducted by the

researcher were in English and transcribed by her. The

interviews conducted by the field assistant were conducted

in Zulu and then transcribed into English.

The Research Sites

In order to "triangulate by data source" (Denzin,

1978, p. 93) the researcher chose interview respondents

for the qualitative component of the study from a variety

of situations and schools. Through this technique "the

accuracy and repeatability" of the data gathered were

assessed (Denzin, 1978, p. 93). Three night schools

representing each of the racial groups included in the

study were targeted as primary research sites. Two

centers were located in central Durban, predominantly a

business area. The night school for Indians was located

in a technical college, while the night school for

Africans was located in a single sex residence provided by

the Young Mens Christian Association (YMCA). The night

school for Coloureds was held at a junior primary school

in the residential area of Sydenham. Information about

the schools was derived from interviews with the

administrators of the three centers.
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The night school for Africans, according to the

administrator, was started in 1982 and subsidized by the

Department of Education and Training (DET). The DET is

responsible for educating Africans in the regions of South

Africa excluding the homelands. At this location, classes

for Africans were offered from literacy level up to

Standard 8. If learners wished to continue with the final

two years required for matriculation, they had to enroll

at another night school. Learners were required to take

an entrance exam before enrolling to determine which

Standard they should enter. In 1990 there were 450

African adult learners enrolled at this center, of which

35 were attempting Standard 8. Although no accurate

figures were available, the administrator mentioned that

the dropout rate was fairly high but that the pass-rate

was approximately 55%.

Classes were offered daily from 4:30 p.m. to 8:30

p.m. with each session lasting two hours. At the time of

this study the fees were R14,50 per month for adults

enrolled in Standard 8, irrespective of the number of

subjects taken. Learners were provided with work books of

the course syllabus. Additional, costs of required

textbooks and supplies had to be met by the learners. All

examinations were set and graded externally by the DET.

Classes offered were advertized in one Zulu newspaper, but

most of the participants apparently heard about the

classes through informal networks within the African

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



93

community. The majority of learners attending classes at

the night school lived in single sex hostels or at their

place of employment in central Durban, although some

learners were drawn from outlying African residential

areas.

The night school for Indians was located in the city

Durban. The Department of Indian Affairs offered a

schedule of compensatory education classes called the

general studies program. Unlike the African night school,

no intermediate classes were offered, only matriculation

subjects. Interested learners were screened and

counselled by a full-time administrator prior to

enrollment. Matriculation candidates who attended the

night school were expected to have at least a Standard 8

certificate (i.e., at least 10 years of prior schooling).

However, while those who did not meet this requirement

were informed of the difficulty of resuming their studies,

apparently they were not turned away.

Fees charged for 1990 at this Indian night school

were R29,60 per subject per year. The learners also paid

a R9 examination fee for every subject attempted. Books

and additional supplies were provided by the learners. In

order to obtain a matriculation certificate a learner must

pass a total of six matriculation subjects. Adults over

the age of 23 were offered an alternate option if they

wanted to enter a university. An "age exemption" 6ption

permitted them to matriculate with only four subjects
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instead of the normally required six. However, at least

three of the four subjects had to be successfully

completed in one year. In addition, age exemption

candidates were also required to include one of the two

official languages (English or Afrikaans) in their choice

of the four subjects.

Classes were offered Monday through Friday from 3:30

p.m. to 7:30 p.m. Each subject was offered twice a week

and each session lasted two hours. Most of the returning

matriculants were unemployed and attended earlier

sessions, while the fully employed learners attended

classes beginning at 5:30 p.m. The core subjects such as

languages (English and Afrikaans), Geography, Mathematics,

Biology and Business Economics were offered. For a

subject to be offered a minimum of 15 students must be

enrolled, although learners were given the option to study

the subject privately. In addition, learners had an

additional option to enroll for other recognized

matriculation subjects like Criminology and Physiology

which were not taught at the school. Learners at this

school lived in the outlying Indian residential areas and

travelled by either public or private transport. Classes

were usually formally advertised in a daily newspaper at

the beginning of the school year.

The night school for Coloureds, although run under

the auspices of the Department of Coloured Affairs, was

administered very similarly to the Indian night school.
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Being located in a residential area, its group of learners

was drawn primarily from within the Sydenham area. In

this center the administrator was also the English

teacher, and classes were offered four days a week from

Monday to Thursday. Two classes were offered nightly in

two hour sessions starting at 5:30 p.m. The second

session began at 7:45 p.m. and ended at 9:45 p.m. For the

1990 term learners were offered a choice of five subjects:

English, Afrikaans, Biology, Business Economics and

History.

Fees charged were R35 per subject for the year and an

additional RIO examination fee. Coloured adults were also

eligible to matriculate with the "age exemption" option.

The Coloured night school administrators were provided

with a manual of rules governing the operation of the

classes. The manual included a stipulation that only

those adults who had previously attempted Standard 8 or

higher could enroll. However, in practice many of the

decisions were left to the discretion of the

administrators and most adults who showed an interest,

although not meeting the stipulated entrance requirements,

were permitted to enroll.

Classes at this center were advertized informally.

Usually classes were announced at weekly church gatherings

towards the end of the year. Apparently many of the area

residents knew about the classes and where they were held.

Although the night school for Coloureds drew learners from
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a narrower geographic area than the other two schools

described, it was the only center to have racially

integrated classes.

National matriculation exams for all part-time Matric

candidates in all racial groups were set by a Joint·

Matriculation Board. In all three centers, subject

offerings were limited because the administrators were

unable to recruit additional subject teachers from the

formal school system to teach at night. Furthermore, many

of the subjects that required equipment and/or additional

facilities could not be offered because only the most

basic facilities were available at these locations.

It was learned that most of the teachers who did

teach at these schools were very dedicated to working with

adults and have been involved with the night school

programs for many years. Many told of their frustrations

in dealing with a segregated and bureaucratic educational

system and felt that their time and efforts were

inadequately compensated and barely acknowledged by the

education department. Administrators responsible for

recruiting new teachers for the program commented that

there was very little incentive for new teachers to become

involved in adult education programs because of the lack

of commitment for compensatory education shown by the

several Departments of Education. In many of these

compensatory education centers the running of the classes

was left entirely to the administrator and teachers, with
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little assistance from the Departments. Both the Indian

and Coloured administrators indicated that dropout rates

were high. However, they did add that those learners who

managed to stay in classes and attended regularly

generally produced good results.

Description of Interview Respondents

Descriptive information about the interview

participants is presented in Table 4.

Of the 20 participants interviewed by the researcher,

10 were Indian. All but one were currently enrolled in

either their first or second year of classes provided at a

college in central Durban. The participants lived in

different residential areas. The majority worked in

central Durban and attended classes directly from work.

Most had their own cars, although some relied on public

transport or rides from classmates.

Five participants from this group were women, ranging

in ages from 19 to 39. Four left formal schooling after

completing Standard 8, two to take employment, one to get

married, and one because she was not interested in

continuing her schooling. The fifth women left after

failing Matric. Two were employed full-time, two on a

half day basis and one was unemployed. Three of the women

were married and two have children attending school. Two

of the women were attending classes with their husbands.

In the case of one couple,. both partners were enrolled in
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the same four subjects in order to obtain an age exemption

matriculation certificate in one year. They attended

classes from 5:30 p.m. to 7:30 p.m. five nights a week.

The other couple was enrolled in two subjects, one of the

courses was offered at the school and the other subject

they were attempting on their own. Two of the women were

taking all six subjects in order to matriculate and

attended classes from 3:00 p.m. to 8:00 p.m. five days a

week. One women was attending two different colleges.

She was enrolled in four subjects offered on a Saturday

morning at a local commercial college and attended the

night school two evenings a week to take English.

The ages of the male Indian interviewees ranged from

25 to 40. Of the five interviewed, one had attended

evening classes and matriculated seven years ago from a

night school in the residential area of Chatsworth. He

had dropped out of school after failing Standard 8 three

times and five years later enrolled in evening classes.

He matriculated after two years and then enrolled as a

part-time student at a national correspondence university

called UNISA. Last year he graduated from the university

with a commercial bachelors degree and was currently

employed as an accountant for a large corporation where he

was first employed as a printer 12 years ago.

All the other men were employed and married, with

three having families with children. Two dropped out of

formal school after failing Standard 9, one left after
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completing Standard 9 to support his family, and the other

failed English in Matric. Two were taking four subjects

each, one attending with his wife. Of the other two men,

one requires only English to qualify for university

entrance, while the other was enrolled in two subjects.

In the case of the latter, he had apparently enrolled on

four previous occasions since 1971 and dropped out due to

personal problems. 1988 was his fifth attempt and for the

first time he was able to stay in school for the full

term. This was his third successive year of classes and

he hoped to finally matriculate.

Six Coloured women were interviewed. They ranged in

age from 25 to 50. Five were married with children and

one was unmarried. Three of the six women were fully

employed, one was employed on a part-time basis, one self-

employed as a dressmaker and one was unemployed. Two of

the women had already matriculated from night school in

1988. These women were middle aged when they decided to

enroll in night school.

One women had been out of school for 32 years after

completing Standard 8 because, she said, that was the

highest level of schooling most parents at the time

expected from their daughters. In her case she was

expected to stay home, marry and raise a family. She

married and raised six children and after her youngest

child had matriculated, she decided to resume her

schooling at age 46 and enter a career in community
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nursing, much to the chagrin of her traditional husband.

She made inquires at a local training hospital about the

subjects required to enter a nursing program and

subsequently enrolled at night school. She matriculated

in two years and at the age of 48 enrolled in a nursing

program only to be informed that she was over the age

limit of 45. She challenged the age discrimination ruling

and was finally admitted as a student nurse. She was

currently in her second year of training. She provided an

anecdotal description of a teacher's response to her on

her first day of classes, "I remember the first night we

did Afrikaans ...every time he (the teacher) looked at the

back of the class where I was sitting he must have

thought, 'how in the heck am I going to get this into your

head ... ' and that night he said we must write ten lines on

why we are corning tb night classes."

The other woman also matriculated from night school

in 1988 and was currently a second year part-time student

at a local university. She had dropped out of school

after failing Standard 9. When she decided to attend

night school she was fully employed, with two school going

children and a spouse unsupportive of her desire to resume

schooling. Despite those constraints she still managed to

take three subjects in one year and obtained an age

exemption matriculation certificate that enabled her to

attend University. In her first year at University she

passed her subjects with distinction. Both these women's
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experiences are elaborated here because it was clearly

evident during the interviews that they served as an

inspiration to both current participants and the teachers

at the school.
All the remaining women were currently enrolled in

classes, three were in their second year of classes and

one in her first year. One left school in Standard 7 to

attend a commercial college, two in Standard 8, one after

failing Afrikaans twice, the other for financial reasons.

All have children ranging in ages from 3 to 13. The woman

who began taking classes this year provided a clear

example of the rigidity of the system of education in

South Africa. In Standard 9, one year prior to

matriculating, she was offered a merit scholarship to

enter an international baccalaureate program in South

Wales, Britain. She returned to South Africa upon

successfully completing the program and was told that she

was not eligible to enter University because she had not

fulfilled the language requirements, that required passing

the two official languages of the country, English and

Afrikaans, on the Matric level. Unfortunately, she was

unable to take Afrikaans as a Matric subject in Wales,

although she had studied Spanish instead. The frustration

caused by this ruling forced her to abandon her studies

and work as a sales assistant in a retail store for the

past five years.
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Only two Coloured men were interviewed because only

two were currently enrolled and the researcher was unable

to make contact with others that had already matriculated.

Of the two, one was in his early twenties, unmarried,

fully employed and returning to night school for his

second attempt at passing the two subjects he had

previously failed when he wrote Matric. The other was 31,

employed, and married with two children. He was forced to

leave school after completing Standard 9 for financial

reasons. He was in his second year of studies and hoped

to matriculate this year.

As mentioned earlier, the Coloured night school was

racially integrated and had two African learners enrolled

in classes. One was a women employed as a live-in

domestic in the area. She had dropped out of school

without completing Standard 9 because she was pregnant.

Although this was her second year of classes, she was

repeating two subjects for the second time. Apparently

she was unable to write the final examinations the

previous year because of severe headaches. The other

African student, a male in his first year, had left school

after failing Matric. He was employed in the city but

lived with his brother, who through his job was provided

with living quarters in the Sydenham area. The interviews

with these two respondents were of limited value because

they were unable to express themselves adequately in

English.
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Interviews with participants at the African night

school were conducted by the field assistant. Of the

seven interviewees, four were women ranging in ages from

20 to 34. Two left school for financial reasons after

completing Standard 7 and one left in Standard 6 because

of the unrest that shook the nations schools in 1976. One

was employed as a domestic, two worked in the city, and

one was self employed as a hairdresser. Two were in their

first year at night school and the other two had been

attending since 1988 and 1989, respectively. One women

had been attending for the past three years with four

other family members. She left school after four years of

schooling and remembers having worked as a "slave" since

the age of seven for a white farming family together with

her grandmother who raised her. Apparently, she was

forced to leave school to work as an unpaid labourer on

the farm. She was only able to resume her schooling after

marrying and moving to the city. She lives with her

family as an "illegal squatter" in a residential area

outside the city.

The ages of the three male interviewees ranged from

23 to 61. Two of the men left school in Standard 7 for

financial reasons and were in their first year at night

school. They were both employed in the city. The oldest

interview participant in the study was a 61 year old man

who provides an inspirational example of perseverance and

motivation. He left school in 1944 but enrolled in night
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school four years later (1948) and attended for six years,

earning a Standard 6 certificate in 1954. He then married

and raised a family, only to resume his studies in 1988

when both finances and time became available to him. He

was currently attempting Standard 8 and hopes to

matriculate in a few years. When he decided to return to

night school at age 59 in 1988 he "thought they [the

administration] would send him home and say you are too

old to learn, but that never happened."

Qualitative Data Analysis

Analysis of the qualitative data was based on

inductive content analysis. The objective of the analysis

was to identify the categories that emerged from the

collected data. Accordingly, the interview data were

content analyzed according to a series of "tactics"

recommended by Miles and Huberman (1984, p. 215). First,

each interview transcript was read and initial impressions

and themes were recorded in a log. Thereafter, the

process was repeated with all the interviews examined

together as a data set. The data were then coded

according to broad categories to provide a meaningful

classification. The semi-structured interview guide had

already generated some broadly defined pre-established

categories. However, additional unanticipated categories

were also developed from emergent themes in the data set.
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Further data reduction was attempted through a process of

sorting and grouping the categories.

Continued data analysis followed established decision

rules (Miles and Huberman, 1984). Topics that were not

mentioned by at least half the participants (n = 13) were

eliminated. However, gender, age and racial similarities

and differences, and "recurrent regularities," in the

interview responses that seemed to group data together

into themes were noted. The reduced data were eventually

grouped under eight major categories that formed the basis

of the discussion in the qualitative results chapter.

Trustworthiness Check
Different methods to establish trustworthiness of the

qualitative data was used. These were "prolonged

engagement," and triangulation by data source and"methods.

The researcher was born in the surrounding area from which

the respondents were drawn. She spent the first 24 years

of her life in the area and this ensured that she had a

sound understanding of the environment and the 'culture'.

This background, combined with the approval and assistance

of individuals trusted by the learners, helped her to

quickly establish trust with the interviewees.

The researcher found that validating the interview

data through triangulation of data source proved to be

more successful than triangulating by methods (Denzin,

1989). Triangulation by data source was used to assess
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accuracy and repeatability of the data. The researcher

was able to verify facts and assertions drawn from one

form of data by cross-checking them with data drawn from

other sources to assure validity of what was said.

In triangulating by methods the intention was to

corroborate the data on deterrents elicited by the

interviews with data derived from a revised version of the

deterrents instrument. The decision to do this was made

on an ad hoc basis after the interviews were conducted.

Essentially the deterrents questionnaire was revised,

although not substantially altered, and administered to

participants in evening classes. Only interview

participants were asked to 'identify themselves on the

questionnaire so that their responses could be compared

later to their interview responses.

The interviewees were asked to choose the reasons

they perceived as having deterred them from attending

compensatory classes prior to their decision to enroll in

classes. This attempt at corroboration was only partly

achieved because low attendance rate at classes at the

time the questionnaires were administered resulted in a

very low response rate, even from interview participants.

Furthermore, contrary to expectation it was found that of

the interviewees who did complete the instrument many

failed to identify the deterrents to their participation

from the instrument, even though some similar deterrents

had been mentioned by them in earlier interview probes.
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After reviewing the statistically insignificant number of

questionnaires that were returned, and given the poor

timing during which the questionnaires were administered

(i.e., midterm exams) and the researcher's time

constraints it was decided not to pursue this method of

triangulation further in this study.

Limitations of Study
The major limitation of the quantitative component of

the study is that the use of a convenience sample of

respondents constitutes a threat to external validity and

limits the generalizability of the findings to the entire

educationally disadvantaged adult population in South

Africa. Therefore, strictly speaking the conclusions

drawn from an analysis of the data should apply only to

the research sample. However, given the precautions taken

to include a representative sample of the different racial

groups being studied there is no reason to doubt that the

study was representative of the geographic area under

investigation. In fact, there is recent preliminary

evidence to show that the nature of the deterrents

construct is not only influenced by the distinctive

characteristics of the population being studied, but may

also be highly context specific and relative to the sub-

population being studied (Galbraith and Sundet, 1990). If

this is indeed the case, then generalizing the findings to

the entire disadvantaged population in South Africa, even
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had a random sample been possible, would prove

ina~propriate.
The qualitative component of the study might have

been further enhanced if interview participants from

additional night schools were included in the sample.

However, logistical and other constraints did not permit

this. Another limitation of the qualitative component of

the research is the small number of interviews with

Coloured men who attended night school. Only two persons

were interviewed because only two had enrolled for the

1990 school year. Attempts to contact those that had

already matriculated from the program proved unsuccessful.

An additional limitation was recognized in the

interviews conducted by the field assistant. The

researcher was of the opinion that not only was there the

anticipated problem of loss of meaning in translation of

the interviews from Zulu to English, but she felt that not

enough probing had been done by the field assistant, and

therefore rich data had not been sufficiently explored.

Interview transcripts indicated that the field assistant,

probably through lack of experience, adhered very strictly

to the interview guide. It was quite evident that some of

the responses elicited from the interviewees were not free

but forced statements of opinions. Unfortunately, because

of time constraints the researcher was unable to deal with

some of these limitations. Given these limitations it is

recommended that further research is needed to fully
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explore the perceptions of compensatory education

participants, and African adult learners in particular.
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CHAPTER 4

QUANTITATIVE RESULTS AND DISCUSSION

Introduction

This chapter will present and summarize the results

obtained from an analysis of the quantitative data. The

responses on 335 questionnaires were analyzed to address

these research objectives: 1) to measure the deterrents

to participation in compensatory adult education for

educationally disadvantaged South Africans, 2) to identify

the factors that deter educationally disadvantaged South
Africans from participating in compensatory education and,

3) to determine the relationships, if any, between the

deterrent factors identified and sociodemographic

variables.

Ranking of the Deterrents
For the purpose of measuring the relative importance

ascribed to each individual item on the deterrents

instrument by the total sample, item means and standard

deviations were calctilated for each item. There were 38

items on the DPS-CC instrument with a response scale of

True, Partly True and Not True. The degree of influence

each item was perceived to have exerted on an individual's

decision not to participate was measured using the values

one to three, (Not True = 1, Partly True = 2, and True =

3). The rank order of the items, item means and standard

112
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deviations for the sample are presented in Table 5. The

deterrents items were also ranked separately for each

racial group to see if there were any significant

differences between the overall sample ranking of

deterrents and the ranking for each racial group.

Individual group ran kings are presented in Tables 6,7, and

8 for African, Indian and Coloured respondents,

respectively.
The deterrent with the highest overall ranking was

item 25, "Going back to school was just something I

though about, but never did." This item was also ranked

highly by the individual racial groups which indicates

that a large number of respondents across races had

thought about attending compensatory classes. Highly

ranked also, however, was item 9, "I never thought of

going to evening classes," indicating that there were also

many others in the study that had not even considered the

possibility of attending night school. The standard

deviation for item 9 was among the highest of the items,

indicating that there was a greater spread in the

responses for this item. The individual group ranking for

this item support this view. The item was ranked third by

both Indian and Coloured respondents and eighteenth by the

largest group of respondents, Africans, meaning that this

was perceived as a relatively more significant deterrent

among Indian and Coloured respondents than African.
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Table 5: Rank Order of Deterrents For Sample
(n = 335)

Rank Iterr
No.

Std
Dev

Respon- Item
ses Mean

Item

2.38 .8433425 Going back to school was
just something I thought
about, but never did

1

2.28 .912 There are no evening classes
near where I live

3342

2.25 .923351 I don't have transport3

2.21 .9012 There is no one to advise me
on what to do or how to go
back to finish my schooling

3324

2.17 .9033023 After working all day I am
too tired to go

5

2.15 .9233332 There is nobody to encourage
me to go

6

2.12 .949 I never thought of going to
evening classes

3347

2.07 .923354 The classes are held at a
time when I cannot go

8

2.06 .8433311 It costs too much money to
go to evening classes

9

2.04 .913346 It is too much of a problem
to start schooling allover
again

10

2.03 .9329 I don't think I will be able
to cope with studying again
after so long

33511

2.02 .9324 I prefer going during the
day or on weekends

33212
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Table 5: (Continued)
Rank Order of Deterrents For Sample

Rank Item
No.

Std
Dev

Respon Item
ses Mean

Item

2.00 .9115 There isn't time to do
homework or to practice what
is taught in the classes

33313

2.00 .9233328 With evening classes I
haven't got time to
spend with my family
and to rest

14

1.99 .9333526 I am scared to start
from scratch again

15

27 I have no one to go with me 1.94 .9533216
36 I have thought about going

to classes, but there is too
much pressure at work

1.93 .9033517

1.93 .8932914 The schools don't have the
equipment to teach the
subjects that I am
interested in

18

1.86 .9433322 I am frightened to go out
at night

19

1.86 .9016 I am not interested in
furthering my schooling

33320

1.83 .8533038 The subjects I want to
learn are not offered
at evening classes

21

1.83 .9333331 I am embarrassed to go
after so many years

22

1.82 .8433110 They do not offer any
classes that teach
skills to get a better job

23

1.81 .9233334 I don't want to be the
only man (woman) there

24
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Table 5: (Continued)
Rank Order of Deterrents For Sample

Rank Item Item Respon- Item Std
No. ses Mean Dev

25 37 At my age I don't like 334 1.80 .91
going to classes
in a school building

26 13 I always thought you must 334 1.77 .92
have passed Std. 6 or
higher to attend evening
classes

27 17 It is too late for me 332 1.75 .90
to learn

28 19 I heard that people go but 330 1.75 .83
the teachers don't turn up

29 33 I have my family and 331 1.73 .87
housework to take care of

30 30 My husband (wife) refused 333 1.71 .93
to allow me to go

31 35 I am afraid of failing 332 1.69 .87

32 20 Only men (women) go to 330 1.64 .87
these classes

33 5 There is no one to look 330 1.63 .89
after my children

34 21 I have health problems 329 1.60 .87

35 3 I haven't heard of evening 333 1.57 .87
classes

36 18 There is no place to do 332 1.55 .84
homework or study for exams

37 7 I am better off without 331 1.54 .83
going to evening classes

38 8 There is a shortage of 332 1.52 .80
teachers
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Table 6: Rank Order of Deterrents For African Respondents
(n = 141)

Rank Item
No.

sed
Dev

Respon Item
ses Mean

Item

2.62 .741411 I don't have transport1

2.48 .832 There are no evening
classes near where I live

1412

2.47 .8114025 Going back to school was
just something I thought
about, but never did

3

2.43 .8712 There is no one to advise me
on what to do or how to go
back to finish my schooling

1414

2.37 .8913932 There is nobody to encourage
me to go

5

2.28 .7314111 It costs too much money to
go to evening classes

6

2.25 .8013814 The schools don't have the
equipment to teach the
subjects that I am
interested in

7

22 I am fiightened to go out
at night

2.23 .941418

2.21 .9423 After working all day I am
too tired to go

1399

2.16 .9630 My husband (wife) refused
to allow me to go

14010

2.12 .8313919 I heard that people go but
the teachers don't turn up

11

2.07 .8014038 The subjects I want to
learn are not offered
at evening classes

12

2.07 .9714126 I am scared to start
from scratch again

13
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Table 6: (Continued)
Rank Order of Deterrents For African Respondents

Rank Item
No.

Std
Dev

Respon- Item
ses Mean

Item

2.05 .9424 I prefer going during the
day or on weekends

13914

2.04 .9827 I have no one to go with me 14115
2.04.8414010 They do not offer any

classes that teach
skills to get a better job

16

2.04 .971404 The classes are held at a
time when I cannot go

17

2.01 .989 I never thought of going to
evening classes

14118

1.96 .966 It is too much of a problem
to start schooling allover
again

14019

1.95 .9314020 Only men (women) go to
these classes

20

1.94 .9016 I am not interested in
furthering my schooling

14121

1.92 .9214134 I don't want to be the
only man (woman) there

22

1.91 .9514028 with evening classes I
haven't got time to
spend with my family
and to rest

23

36 I have thought about going
to classes, but there is too
much pressure at work

1.89 .9014124

1.87 .9614131 I am embarrassed to go
after so many years

25
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Table 6: (Continued)
Rank Order of Deterrents For African Respondents

Rank Item
No.

119

Item Respon- Item
ses Mean

15 There isn't time to do
homework or to practice what
is taught in the classes

26

27

28

29

30

5 There is no one to look
after my children

31 21 I have health problems

32 18 There is no place to do
homework or study for exams

33 17 It is too late for me
to learn

34 3 I haven't heard of evening
classes

35 33 I have my family and
housework to take care of

36

37

8 There is a shortage of
teachers

7 I am better off without
going to evening classes

38 35 I am afraid of failing

140

141

141

138

141

137

138

140

140

140

141

139

140

1.87 .92

1.84 .96

1.80 .96

1.78 .95

1.74 .92

1.68 .92

1.65 .89

1.62 .91

1.60 .90

1.46 .76

1.44 .81

1.33 .73

1.38 .72

Std
Dev

29 I don't think I will
be able to cope with
studying again after
so long

37 At my age I don't like
going to classes
in a school building

13 I always thought you must
have passed Std. 6 or
higher to attend evening
classes
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Table 7: Rank Order of Deterrents For Indian Respondents
(n = 114)

Rank Iterr
No.

1

2

3

4

5

Item

2 There are no evening classes
near where I live

9 I never thought of going to
evening classes

6 24 I prefer going during the
day or on weekends

7 23 After working all day I am
too tired to go

Respon Item
ses Mean

12 There is no one to advise me
on what to do or how to go
back to finish my schooling

8

9 4 The classes are held at a
time when I cannot go

29 I don't think I will be able
to cope with studying again
after so long

10

11 6 It is too much of a problem
to start schooling allover
again

12 11 It costs too much money to
go to evening classes

114

114

113

114

113

114

113

113

114

114

114

114

2.41 .87

2.37 .84

2.30 .86

2.22 .89

2.21 .90

2.21 .87

2.20 .88

2.19 .90

2.18 .89

2.18 .91

2.17 .88

2.05 .88

Std
Dev

25 Going back to school was
just something I thought
about, but never did

28 with evening classes I
haven't got time to
spend with my family
and to rest

15 There isn't time to do
homework or to practice
what is taught in class
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Table 7: (Continued)
Rank Order of Deterrents For Indian Respondents

Rank Item
No.

Std
Dev

Respon Item
ses Mean

Item

2.05 .951141 I don't have transport13
2.05 .9011233 I have my family and

housework to take care of
14

2.04 .9211432 There is nobody to encourage
me to go

15

2.03 .9235 I am afraid of failing 11416
2.00 .9036 I have thought about going

to classes, but there is too
much pressure at work

11417

1.99 .9311426 I am scared to start
from scratch again

18

1.94 .9111317 It is too late for me
to learn

19

1.92 .8937 At my age I don't like
going to classes
in a school building

11420

1.92 .9211413 I always thought you must
have passed Std. 6 or
higher to attend evening
classes

21

1.91 .9216 I am not interested in
furthering my schooling

11222

27 I have no one to go with me 1.88 .92112

113
23

1.81 .8731 I am embarrassed to go
after so many years

24

1.80 917 I am better off without
going to evening classes

11325
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Table 7: (Continued)
Rank Order of Deterrents For Indian Respondents

Rank Item
No.

122

Item

26 34 I don't want to be the
only man (woman) there

27

28

29

30

31

3 I haven't heard of evening
classes

5 There is no one to look
after my children

32 21 I have health problems

33 22 I am frightened to go out
at night

34 8 There is a shortage of
teachers

Respon Item
ses Mean

35 18 There is no place to do
homework or study for exams

36 19 I heard that people go but
the teachers don't turn up

37 20 Only men (women) go to
these classes

38 30 My husband (wife) refused
to allow me to go

114

113

112

113

113

113

113

113

112

114

113

112

114

1.78 93

1.71 .91

1.62.80

1.60.82

1.59 .87

1.59 .88

1.58 .83

1.57 .83

1.52 .78

1.51 .84

1.43 .73

1.40 .75

1.35 .73

Std
Dev

14 The schools don't have the
equipment to teach the
subjects that I am
interested in

10 They do not offer any
classes that teach
skills to get a better job

38 The subjects I want to
learn are not offered
at evening classes
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Table 8: Rank Order of Deterrents For Coloured Respondents
(n = 78)

Rank Item
No.

Std
Dev

Respon Item
ses Mean

Item

2.23 .877825 Going back to school was
just something I thought
about, but never did

1

2.15 .8529 I don't think I will be able
to cope with studying again
after so long

782

2.06 .929 I never thought of going to
evening classes

783

2.05 .857623 After working all day I am
too tired to go

4

1.99 .836 It is too much of a problem
to start schooling allover
again

785

1.95 .87784 The classes are held at a
time when I cannot go

6

1.91 .897832 There is nobody to encourage
me to go

7

1.90 .857815 There isn't time to do
homework or to practice what
is taught in the classes

8

1.90 .8736 I have thought about going
to classes, but there is too
much pressure at work

789

1.87 .90781 I don't have transport10
1.84.8428 with evening classes I

haven't got time to
spend with my family
and to rest

7711

1.84 .9227 I have no one to go with me 7712
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Table 8: (Continued)
Rank Order of Deterrents For Coloured Respondents

Rank Iterr
No.

124

Item

13 12 There is no one to advise me
on what to do or how to go
back to finish my schooling

14 26 I am scared to start
from scratch again

15 33 I have my family and
housework to take care of

16 31 I am embarrassed to go
after so many years

17 35 I am afraid of failing

18 38 The subjects I want to
learn are not offered
in evening classes

1~ 10 They do not offer any
classes that teach
skills to get a better job

20 17 It is too late for me
to learn

21 2 There are no evening classes
near where I live

22

23 24 I prefer going during the
day or on weekends

24 8 There is a shortage of
teachers

76

Respon Item
ses Mean

76 1.83 .84

78 1.82 .85

77 1.75 .83

76 1.75 .88

78 1.74 .83

75 II 1. 72 • 8 6

77 1.71 .82

78 1.71 .82

77 1.69 .88

1.66 .83

77 1.65 .77

77 1.65 .77

Std
Dev

14 The schools don't have the
equipment to teach the
subjects that I am
interested in
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Table 8: (Continued)
Rank Order of Deterrents For Coloured Respondents

Rank Item
No.

Std
Dev

Respon- ,Item
ses Mean

Item

1.64 .817611 It costs too much money to
go to evening classes

25

1.64 .8622 I am frightened to go out
at night

7726

1.63 867634 I don't want to be the
only man (woman) there

27

1.63 .8516 I am not interested in
furthering my schooling

7828

1.61 .887713 I always thought you must
have passed Std.60 or higher
to attend evening classes

29

1.60 .8337 At my age I don't like
going to classes
in a school building

7730

1.53 .727619 I heard that people go but
the teachers don't turn up

31

1.52 727 I am better off without
going to evening classes

7732

1.47 .803 I haven't heard of evening
classes

7833

1.45 .8021 I have health problems 7734
1.44 .707818 There is no place to do

homework or study for exams
35

1.42 .757620 Only men (women) go to
these classes

36

1.42 .735 There is no one to look
after my children

7737

1.40 .7830 My husband (wife) refused
to allow me to go

7738
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T,he second, third, eighth and ninth most highly

ranked overall deterrents ("There are no evening classes

near where I live," "I don't have transport," "The classes

are held at a time when I can not go," and "It costs too

much money to go to evening classes") are consistent with

situational barriers to participation. Also highly ranked

was item 12, "There is no one to advise me on what to do

or how to go back to finish my schooling." This could be

interpreted as an informational and/or institutional

barrier to participation. The remaining items ranked

among the ten most influential deterrents for this

population are predominantly dispositional in nature

("After working all day I am too tired to go," "There is

nobody to encourage me to go," and "It is too much of a

problem to start schooling allover again"). Of moderate

importance were mostly other situational and dispositional

types of barriers. Ranked low were problems of childcare,

health and fear of failure, while those items considered

least important as deterrents to participation included

never having heard of evening classes, that compensatory

schooling was of little importance, and that a shortage of

teachers existed.
Individual group rankings of the most important

deterrents provides a clearer picture of the varying

degree of importance the different groups allocated to the

deterrents measured. For African respondents lack of

transport was the most highly ranked item, followed by no
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classes near their home. Most of the other highly ranked

deterrents for this group were fairly consistent with the

overall findings, except for three items. The items, "The

schools don't have the equipment to teach the subjects I

am interested in," "I am frightened to go out at night,"

and "My husband (wife) refused to allow me to go,"

although ranked highly by this group, were given only

moderate to low ran kings in the overall ratings.

Amongst the Indian respondents the highest ranked

deterrent was, "There are no classes near where I live."

For this group also several items were highly ranked but

given a moderate ranking by the overall population. Two

of the items ranked highly by this group referred to time

constraints, ("There isn't time to do homework or practice

what is taught in the classes," and "with evening classes

I haven't got time to spend with my family and to rest").

Highly ranked too were the items, "I prefer going to

classes during the day or on weekends" and "I don't think

I'll be able to cope with studying after so long."

The most influential deterrent for the Coloureds was

consistent with the highest ranked item for the overall

evening classes I haven't got time to spend with my family

population. Also, except for two items the remaining

highly ranked items were consistent with the overall

rankings. The two items that were highly ranked by this

group, but given a moderate ranking overall were, "with
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and to rest," and "I have thought about going to classes,

but there is too much pressure at work."

In this study there were few missing values and,

therefore, the values that were missing did not seem to

significantly influence the results. The standard error

of the means for this sample ranged from .044 to .051,

indicating that if the study was administered to a

different sample the chances of each mean fluctuating

widely would range from 4 to 5 percent. The reasonable

degree of stability of means reflected in the findings

substantiates the claim that the results of this study are

at least generalizable to other educationally

disadvantaged adults in the Natal province, from which

this sample was drawn. The standard deviation scores for

the overall sample and racial groups were also quite

consistent across items and groups with a range of .70 to

.99, indicating that there was not much variability in the

findings.

Factor Structure of Measured Deterrents

The second research objective was to explore the

source variables or factors of the measured deterrents.

using principal components ánalysis the initial factor

solution was derived. Eleven factors were retained using

the mineigen criterian for retention (an eigenvalue of 1.0

or greater). The eigenvalues and cumulative percentages
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of explained variance for each of these initial factors

are presented in Table 9.

Table 9 : Eigenvalues and Cumulative Scale Variance for
Initial (Unrotated) Factors

Factor Eigenvalue Cumulative percentage
of Variance

1 8.02 21.1%
2 3.48 30.3%
3 1.92 35.3%
4 1.65 39.7%
5 1.54 43.7%
6 1.50 47.7%
7 1.36 51. 5%
8 1.22 54.5%
9 1.16 57.5%
10 1.04 60.2%
11 1.01 63.0%

These initial factors constituted almost one third of

the total (n = 38) number of items on the DPS-CC

instrument and, therefore, had not substantially reduced

the data set. To reach a simpler and more interpretable

factor solution, terminal factor solutions representing 2,

3, 4, 5, 6, 7 and 8 components were computed using the

_Varimax procedure. The six factor orthogonal solution was

selected as the most meaningful representation of the data

after inspection of the rotated factor matrices. The six

factors accounted for 49% of total scale variance.

The question numbers, items, factor loadings, item

means, ranking of the items (1~38), and eigenvalue for
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each of the six factors are presented in Tables 10 through

15. Only those items with factor loadings of .40 or

higher were used to define a factor (Nunnally, 1967).

Factor 1: Dispositional Constraints

The twelve items with substantial loadings on the

first factor dealt mainly with dispositional feelings of

doubt about personal ability, lack of confidence, and

uncertainty due to age and the passing of time. Those

items that referred to a lack of interest (never thought

of going and not interested) combined with what might be

considered items pertaining to low-personal priority

(i.e., caring for family and household duties, and lack of

time to spend with family) was interpreted as being

indirectly influenced by feelings of uncertainty and low

self-esteem. All the items comprising this factor were

viewed as either dispositional in nature or influenced by

dispositional perceptions. Therefore, "Dispositional

Constraints," was deemed the most appropriate label for

this factor. The mean inter-item correlation for items

contributing to this factor was .30 and the standard

deviation was 6.83. Alpha scale reliability for the

factor was .82.

Factor 2: Personal Constraints

Five of the six items comprising this factor

described situational constraints of a personal nature
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Table 10 Factor 1: Dispositional Constraints

11

Item Variable
No.

29 I don't think I will be able
to cope with studying again
after so long

17 It is too late for me to learn

6 It is too much of a problem to
start schooling allover again

7 I am better off without going
to evening classes

31 I am embarrassed to go after
so many year

33 I have my family and housework
to take care of

9 I never thought of going to
evening classes

37 At my age I don't like going to
classes in a school building

35 I am afraid of failing

28 with evening classes I haven't
got time to spend with my
family and to rest

26 I am scared to start from
scratch again

16 I am not interested in
furthering my schooling

Eigenvalue = 5.32

Factor Item
Loading Mean

.76 2.03

.75 1.75

.71 2.04

.63 1.54

.59 1.83

.59

.56

.54

.53

.51

.50 .

.49

1.73

2.12

1.80

1.69

2.00

1.99

1.86

Item
Rank

27

10

37

22

29

7

25

31

14

15

20
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Table 11 Factor 2: Personal Constraints

32

Item Variable
No.

20 Only men (women) go to these
classes

30 My husband (wife) refused to
allow me to go

5 There is no one to look after
my children

22 I am frightened to go out at
night

27 I have no one to go with me
21 I have health problems

Factor Item
Loading Mean

.68 1.64

.61 1.71

.60 1.63

.58 1.86

.53 1.94

.51 1.60

Item
Rank

30

33

19

16
34

Eigenvalue = 3.14
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Table 12 Factor 3: Lack of Infrastructural Support

Iterr
Rank

Factor Item
Loading Mean

Item Variable
No.

6.71 2.1532 There is no one to encourage
me to go

4.65 2.2112 There is no one to advise me
on what to do or how to go back
to finish schooling

.48 2.25 31 I don't have transport

.46 2.06 911 It costs too much money to go
to evening classes

.46 2.28 22 There are no evening classes
near where I live

Eigenvalue = 2.74
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Table 13 Factor 4: Lack of Relevance

Item.
Rank

Factor Item
Loading Mean

Item Variable
No.

.68 1.82 2310 They do not offer any classes
that teach skills to get a
better job

20.57 1.8616 I am not interested in further-
ing my schooling

18.56 1.9314 The schools don't have the
equipment to teach the subjects
that I am interested in

28.54 1.7519 I heard that people go but the
teachers don't turn up

.51 1.83 2138 The subjects I want to learn
are not offered at evening
classes

Eigenvalue = 2.71
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Table 14 Factor 5: Work Constraints

13

Item Variable
No.

15 There isn't time to do
homework or practice what
is taught in the classes

23 After working all day I am
too tired to go

25 Going back to school was just
something I thought about,
but never did

36 I have thought about going to
classes, but there is too much
pressure at work

4 The classes are held at a time
when I cannot go

24 I prefer going to classes
during the day or on weekends

Eigenvalue 2.38

Factor Item
Loading Mean

.65 2.00

.56 2.17

.53 2.38

.51 1.93

.49 2.07

.46 2.02

Item
Rank

5

1

17

8

12
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Table 15 Factor 6: Informational Barriers

Item Variable Factor Item Item
No. Loading Mean Rank

3 I haven't heard of evening .66 1.57 35
classes

8 There is a shortage of teachers .53 1.52 38

2 There are no evening classes .42 2.28 2
near where I live

Eigenvalue = 1.83
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related to permission, childcare, fear of going out at

night and health problems. The variable with the highest

loading, however, "Only men (women) go to these classes,"

did not seem to fit into the general pattern.
Nevertheless, it might fit into the broad sociocultural

context within which the other personal problems arise.

·It is conceivable in the South African context that being

outnumbered by the opposite sex in classes might prove

intimidating for learners in a society that maintains

rather traditional views on the roles and expectations of

men and women. Support for this was provided by interview

data gathered from participants in a Coloured night

school. Among the reasons given for the low participation

of men in evening classes was the perception that only

women attended evening classes and that men were

intimidated by the large number of women attending the

classes. This factor was broadly labelled "Personal

Constraints." The mean inter-item correlation of the six

items in this factor was .18, the standard deviation was

4.02 and scale reliability of the factor was .57.

Factor 3: Lack of Infrastructural Support

The two highest loading or "marker" variables for the

third factor referred to a lack of support and

encouragement in terms of counselling needs. The

remaining three items in the factor referred to lack of

transportation, high costs, and the inaccessibility of
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compensatory education classes, and were seemingly

incongruent with the factor's interpretation as indicated

by the two marker variables. The only explanation that

could be offered was that this sample views lack of

transport, high costs and inaccessibility as further

indications of a lack of genuine commitment or support for

compensatory education within the infrastructure. This

perception is justified given that the macro-structure in

South Africa has deliberately and systematically prevented

Black South Africans from advancing educationally. This

factor, therefore, was broadly labelled "Lack of

Infrastructural Support." For this factor the mean inter-

item correlation of the items was .25, and the standard

deviation was 3.20. Scale reliability of the factor was

.62.

Factor 4: Lack of Course Relevance

Three of the five variables comprising this factor

clearly related to a perceived lack of relevance resulting

from limitations in subject options and inadequate

resources at the schools. The other items (lack of

interest and an appraisal of the program based on hearsay)

was viewed as a corollary of lack of relevance because of

the perceived incongruence between the opportunities that

are available and the respondents' needs and interests.

Mean inter-item correlation for items that loaded on this
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factor was .19 and the standard deviation was 3.50. Scale

reliability of the factor was .54.

Factor 5: Work Constraints

Five of the six items in this factor referred

directly to the respondents' work situations and demands.

Work-related constraints included perceptions of a lack of

time, tiredness, work pressure and scheduling

difficulties. The explanation offered for the item,

"Going back to school was something I thought about, but

never did," correlating significantly with the other items

is that because of various work-related problems,

respondents who thought about attending night school are

unable to follow through with it. The mean inter-item

correlation of the items was .16, and the standard

deviation was 3.38. Scale reliability of the factor was

.54.

Factor 6: Ihformational Barriers

Only three items loaded significantly on the sixth

factor. The interpretation of the factor was based

primarily on the first and third variables, ("I haven't

heard of evening classes," and "There are no evening

classes near where I live"). This factor was difficult to

interpret because these perceptions might conceivably have

resulted from either "Institutional BaFriers," implying

that classes were not offered in the areas targeted or
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"Informational Barriers," implying that information about

the classes was not disseminated. However, since it was

indicated earlier in the study that at least one night

school was available in each of the research sites

targeted, it was determined that these perceptions

resulted from a lack of information rather than

availability. Therefore, it was decided that

"Informational Barriers," was the more appropriate title

for this factor. The remaining item, "There is a shortage

of teachers," was seemingly incongruent with the other two

items but it was supposed that this sort of perception

might also have resulted from a lack of information. The

inter-item correlation for this factor was .32, standard

deviation was 1.71, and scale reliability was .48.

Only two items loaded substantially on more than one

factor. Item 16: "I am not interested in furthering my

schooling," had a high loading (.57) on Factor 4, Lack of

Relevance, and a lower loading (.49) on Factor 1,

Dispositional Constraints. The other variable was item 2,

"There are no evening classes near where I live," which

had a loading of .46 on Factor 3, Infrastructural Support

and ;42 on Factor 6, Informational Barriers. Only three

of the 38 items failed to load above .40 on any factor.

These were item 13, "I always thought you must have passed

Standard 6 or higher to attend evening classes," item 18,

"There is no place at home to do homework or study for

exams," and item 34, "I don't want to be the only man
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(woman) there." Item means for these variables were 1.77,

1.55, and 1.81, respectively, and they were ranked 26, 36,

and 24, respectively.

Relationship of Derived Factors to Sociodemographic
Variables

The background information of the respondents and

computed standardized factor score for each respondent

were used to determine the relationship between

sociodemographic characteristics and the derived factors.

Standardized factor scores were correlated with these

sociodemographic variables: gender, age, age of youngest

dependent child, educational status, employment status and

race. The variables were coded as follows: sex (male = 1,

female = 2), age (1-6, 6 = highest category), age of

youngest dependent child (1-7, 7 = over 21), level of

education (1-7, 7 = highest standard passed), employment

status [employed 1 (includes self-employed and part-time

employment), other = 2 (includes unemployed, household

duties and pensioned/retired)], race [race 1 (African = 0,

other = 1), race 2 (Indian = 0, other = 2) and race 3

(Coloured = 0, other = 1)]. It should be noted that in

coding the sociodemographic data, race could arguably be

presented as a continuous variable because of the

deliberate hierarchical structuring of the different

racial groups in South Africa. Since the researcher does

not want the hierarchical structuring of race to appear as
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a given, because she neither sanctions nor is comfortable

with the practice, she has coded race as a categorical

variable. Table 16 presents a correlation matrix of the

relationships between standardized factor scores and the

sociodemographic variables used in the analysis.

As the table reveals, a number of correlations were

found to be significant. Factor 1, Dispositional

Constraints, correlated positively with age, and

negatively with level of education and being Coloured.

This means that older adults with lower levels of

education are more likely to be deterred by dispositional

barriers. Factor 2, Personal Constraints correlated

positively with being African and negatively with age,

employment status and being Indian or Coloured. This

means that younger Africans who are either unemployed or

engaged in household duties are more likely to have

personal reasons such as traditional attitudes on sex

roles, childcare problems, fear of going out at night and

health problems for not participating in evening classes.

Factor 3, Infrastructural Constraints correlated

positively with educational status and employment, meaning

that employed adults with higher levels of education are

likely to be deterred by lack of advice, transport and

financial' constraints, and accessibility of schools.

Factor 4, Lack of Relevance correlated positively with

gender, age of dependent child and being Indian,

https://etd.uwc.ac.za/
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indicating that Indian males with older dependent children

are more likely to perceive evening classes and the

courses offered as irrelevant to their adult lives.

Factor 5, Work Constraints correlated negatively with age

of youngest dependent child, level of education, and being

either African or Indian. This means that younger adults

with less education and young dependent children are more

likely to be deterred by the various constraints of work.

Finally, Factor 6, Informational Barriers, correlated

positively with level of education and being Coloured,

indicating that Coloureds with lower levels of education

are more likely to be deterred by lack of information

about classes.

The relationships between the sociodemographic

characteristics of individual groups and derived factors

were also examined. However, the smaller sample sizes

created unstable samples that resulted in higher standard

error scores. It was difficult, therefore, to find any

significant correlations between the sociodemographic

characteristic of the different groups and the factor

scores.

Summary of Findings

In the ranking of the deterrents there was evidence

of clusters of groups of barriers that fit into Cross's

classification of situational, institutional and

dispositional types of barriers (1981). Furthermore,
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there were deterrents that slot into the additional

category of informational barriers suggested by Darkenwald

and Merriam (1982). There were also indications in the

ranking of the items that clusters of categories of

barriers were ranked from high to low which implies that

certain groups of situational, institutional,

dispositional, and informational types of barriers were

perceived as more influential than others. Further
evidence of this clustering of categories of items are

presented in the reporting of the factor structure of the

deterrents. The rankings of the deterrents by individual

racial groups, although fairly consistent with overall

sample rankings, did indicate that there were differences

in perceptions by the different groups about the influence

some deterrents have as barriers to participation.

The six orthogonal factors identified in this study

were labelled and interpreted within the context of what

is known about the sociocultural environment within which

educationally disadvantaged South Africans live. The

ranking of the items in the most prominent factor for this

sample, Dispositional Constraints, ranged from high to

low, suggests that some dispositional barriers were

perceived as more influential as deterrents to

participation than others. In the second factor, labelled

Personal Constraints, the items were rated fairly low

which indicated that this group of situational barriers

was relatively less influential as deterrents for this
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sample. The group of items comprising the third factor,

Lack of Infrastructural Support, were assigned the highest

ranking by this sample of respondents both in terms of

mean scores and item ranks. In fact, all of the items

were ranked among the ten most influential items on the

scale. Items that loaded significantly on the fourth

factor, Lack of Course Relevance, were ranked in the

moderate range. In the fifth factor, Work Constraints,

the items were ranked highly to moderately influential and

included the highest ranked deterrent for this sample.

The items on the sixth and final factor, labelled Lack of

Information, were among the lowest ranked items on the

scale and, obviously, were not perceived as very

influential deterrents to participation for this sample of

educationally disadvantaged South Africans.

Some of the relationships between the

sociodemographic variables and the derived factors that

were found to be significant were difficult to interpret.

Nevertheless, anticipated relationships did occur, thus

providing support for the construct validity of the DPS-

CC. Age and levels of education correlations were

consistent with research findings in the adult education

field. An unanticipated outcome that was difficult to

explain was that employed adults with higher levels of

education seemed more likely to be deterred by lack of

Infrastructural Support. Positive correlations between

race and the derived factor scores presented some
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interesting insights about the deterrent factor most

likely to deter the participation of each racial group.
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CHAPTER 5

QUALITATIVE RESULTS AND FINDINGS

Introduction

This chapter will discuss the perceptions of

educationally disadvantaged South African adults who

overcame their deterrents to participate in compensatory

education classes. Data from interviews with 27

respondents provided the basis for the qualitative

analysis. The interview participants were purposively

drawn from three seperate racial groups and represented

both sexes. A detailed description of the interview

respondents was given in Chapter 3. Common themes that

emerged during the gathering and analysis of the

qualitative data will provide the focus of the discussion.

Eight major themes were selected from the analysis of

the interview data. The narrative will begin with ~he

interviewees' perceptions of deterrents that prevented

them from attending compensatory education classes prior

to enrollment. Next, reasons given by interviewees for

currently attending night school, and how the deterrents

to participation were overcome will be outlined.

Thereafter, future plans and aspirations of the

interviewees will be presented. The discussion will then

move on to consider the interview participants'

perceptions of continuing education programs and their

experiences as adult learners. Finally, the interviewees'

148
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perceptions of what deters their peers within the larger

community from attending, and strategies to attract more

educationally disadvantaged adults to further their

educational qualifications will be presented.

'"After the discussion of each major theme, a summary

of the findings will be presented. The narrative will be

supported primarily by direct quotes from the interview

participants themselves. Only those interviews that were

translated from Zulu into English will consist of

restatements of participants' own words.

Deterrents Prior to Enrollment

Cost, combined with one or more situational

constraints, were significant deterrents to participation

for a number of respondents.

I had to help my mother to support my two brothers.
Because I was not working well ...because of my less
wages, I couldn't afford to come. Before that I
lived on the farm and there were no classes on the
farm.

I found a job last year ... What stopped me is that I
found a job very late because nobody could pay for
me, I had to pay myself. Money was the problem.

Lack of transport and time constraints were other

significant situational deterrents mentioned.

Initially I wanted to come to night school ...but my
problem was transport so I had to leave that because
there was no way I was going to find transport for
the evening.
I used to do part-time jobs so I didn't have the time
to come ... I used to work seven days a week and did
wall papering part-time.
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Some respondents mentioned that their personal

responsibilities associated with family and work usually

took precedence over personal goals. In many cases it was

often necessary to defer for many years their desire to

attend compensatory classes in order to meet other

obligations.
I was working two jobs ... Every year I would say to
myself I must complete [my Matric] but there was
always another crisis ... I had to put aside my own
personal feelings and my ambitions because something
always cropped up ... Once I settled down I said to
my wife, 'I have to go and finish my studies,' but at
that time she was also studying so I paid for her
studies ... Then we decided to start a family and
then our resources sort of dried up ... I just wasn't
ready to take on any more commitments.

I had been talking to him [husband] about wanting to
study but he said the children are too small. So I
thought to myself, 'leave it until later when the
kids are bigger. '

Many of the respondents indicated that they had

considered the possibility of attending evening classes

but that a combination of dispositional constraints, such

as lack of confidence, lack of motivation and fear of

failure because of negative past experiences, were

significant deterrents that frequently overshadowed other

minor constraints.

I was on the point of going so many times and I
didn't have enough confidence in myself. I just
thought I wouldn't be able to do it. And I
wasn't working, I wasn't motivated. So being
with the children I wasn't with people where I
was motivated to start studying again.

There wasn't a need for me before this you see ... I
was comfortable in my job thinking that was the best
job in the world and there was nobody to push me,
nobody behind me, and there was no professional
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people among the people I worked with ... Basically
there was no reason for me to advance myself.

I often thought about it [returning to classes] but I
never got down to doing it. I didn't know how to go
about doing it again, like to do my Matric.

I thought about doing my Matric years ago when I
didn't have children, but I thought to myself, 'what
do I really need it for?'

I think it is fear of the unknown. At one time
I realized I don't know what this is all about,
maybe I will waste my money if I go and try to
st.udy , and then I also said in my particular
case I tried three times in Standard 8 and I
didn't pass, now how am I going to pass anything
else. So there was a little fear there.

Obstacles faced particularly by married women with

children frequently involved a combination of traditional

attitudes about the role of women, family obligations and

lack of support from family.

And once you got married, you didn't go and
work, you stayed at home and looked after the
children and that was it.
Well, my mother always felt that I am fairly happily
married and I don't need to study further. I stayed
with her for nine years after I got married ...and she
wouldn't help me to go for it, you see.

My husband wasn't very keen because he felt that
with the family and the kids, where was I going
to find time to study ... Because I never ever
had a maid that slept in ...so it would have been
inconvenient for me in the evenings because my
husband works some nights.

A few respondents who had thought about attending

classes mentioned informational and institutional types of

barriers as prominent deterrents.

When I was working casually I decided to go back but
I didn't know they had classes at Charles Hugo
[school].
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When I first made my inquiries it was about two
years after I left school, but of course I was
put off by the clerk at the technikon who said
that I had to complete Standards 8, 9 and 10 ...
I wasn't aware that this opportunity was
available.
For most of the respondents a combination of multiple

deterrents, and not isolated factors, accounted for their

nonparticipation prior to enrollment at night school.

Nevertheless, it was apparent that some obstacles were

more influential then others as reasons for

nonparticipation. For African respondents in general,

cost was by far the most influential deterrent mentioned,

while for most of the Indian and Coloured respondents it

was a combination of various external and internal

factors.
Internal dispositional types of deterrents were more

significant deterrents to participation among both men and

women than situational or other external obstacles. It

appeared also that older respondents, who had been out of

school for long periods of time, mentioned lack of

confidence and lack of motivation more frequently as their

most influential deterrents to participation, and the

hardest deterrents to overcome. Only Indian and Coloured

women mentioned being constrained by traditional attitudes

and childcare responsibilities.
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Reasons for Attending Night School

When asked why they decided to resume their schooling

many spoke of the regret they felt at being forced to

leave school because of financial constraints and

described a yearning to someday further their education.

African respondents in particular expressed this view.

She decided to return because the desire to
learn didn't stop even after so long.

She had a love for education burning inside
of her.

Some respondents gave more pragmatic reasons for attending

compensatory classes.
I want to do my degree in Nursing Education and
Administration ...so I have to do my Matric.

For many Indian and Coloured men and a few Indian

women, getting a Matric certificate was their only

opportunity for advancement at work. Some respondents

believed that they faced a constant threat of either being

ousted or passed over for promotion by an inexperienced

junior person who had a Matric certificate.

After all those years [20], now they want a
Matric certificate for promotion. You see, if I
don't do it then you get a junior person coming
after me and being my boss. That's what is
happening at the moment, everywhere, a junior
person is coming in, he doesn't know anything,
he's learning from us and then he wants to tell
you what to do.
I decided this is my best chance. I am not
going to stay here for the rest of my life, I am
going to move on because I have seen other guys
come in ...and they were earning much more than I
did. I had a goal and I had to prove to myself
that I didn't belong to the printing department
and I had to get out of there.
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Because even at work there are so many people who
have a better education and who have gone up, far
beyond me and I always thought why am I sitting here,
I can also do the same.

Others felt the threat of being laid off in a

recessionary economic climate. This fear was compounded

by the realization that work experience does not count as

much as educational certification in an increasingly

competitive job market.

I want to better myself at work. Everywhere you
go today you need a Matric exemption ... What if
I lose my present job? The moment you walk into
another company, the first thing they want to
know is if you have your Matric, irrespective
that I've got nine years experience. You've got
to have the [educational] qualifications also.

Some respondents found themselves facing new

Many of the Indian and Coloured women respondents,

whose primary responsibilities involved household duties

and raising a family, realized that night school and

matriculating would not only increase their chances of

finding employment in the open job market, but afforded an

opportunity to finally enter a career of their choice.

I realized, I can't do anything without an
education ... I do need an education to better
myself ...because you can't work behind a shop
counter for the rest of your life. I had to
try.

Most places you apply [for jobs] want your
Matric certificate. I still wanted to do dress
designing ...and I could never get into a
technical college. I couldn't study part-time
during the day and still work because I needed
the finance.

challenges when they changed their jobs and entered new

work environments.
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I now work for a company with all professional
people, everyone either has a BSc or a Masters
degree. Everybody is professional at work besides
myself. My incentive to actually study was from
them, and in order for me to progress in that
company, to become a manager or even to go to the
top, I've got to do my Matric ... I have a lot of
diplomas but they are all non-exemption diplomas
[work related]. But those things are not really
going to help me professionally.

One Coloured women who changed jobs was suddenly

confronted by discriminatory employment practices at the

workplace and decided that the only way she could

challenge these practices was by furthering her

educational qualifications.

I think where I really started studying is when
I changed jobs ... What really motivated me was
I could see non-whites were not supported ...
One of the director's secretaries was promoted
to the personal department and it's obvious that
she doesn't really know what she's doing ...and
in just talking she seemed to presume that when
the personnel manageress retired she would
probably inherit that position by just being
White, with no qualifications and being an
absolute twit. I just thought to myself, 'Why
should I put up with this,' you know.

In addition to increased job opportunities,

interviewees of all races gave many personal reasons for

enrolling at night school.

The reason why I am coming is that in my own job
I wasn't really using my brain. I felt like I
am becoming inadequate, but apart from that what
I thought was if I studied I'd get a better job.

I looked first at South Africa's economic position,
and like my mom she draws an old age pension and then
you find out how much it is, and you think to
yourself that one day you are going to get old, you
are going to be in that same situation ... So I
thought, no, if I go to school I can at least do my
Matric and sit and think about what I want to do.
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If you got Matric, if you got a qualification
you must know English. I am worried because I
didn't fïnish school. Sometimes when I talk to
a White man he doesn't understand what I say and
sometimes when the White man talks to me I don't
understand him. I want to speak English very
well.
Also to make myself better knowledgeable because
my children are growing up.

He thinks that Matric will help him know about his
rights and privileges.
Still others looked to a future South Africa and

realized that the country was on the brink of major

political changes which in turn will affect the job

market.
And also to equip myself for the future because
looking at the future now with Africans
outnumbering Indians, Whites and Coloureds.
They will have the first opportunity to get into
any job.

I was more keen on it [studying] this year
because of the condition of the country.

Generally the majority of the interview respondents

indicated that, in fact, they had been forced by

circumstances to drop out of school early and that they

always regretted not finishing high school. Most African

respondents gave more personal reasons for attending night

school and did not anticipate that further educational

qualification would lead to any improvements in their

current job situations, which for many were dead end,

menial positions. Nevertheless, the younger African

respondents did envisage that increased educational

qualification would enable them to enter new professional
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careers of their choice. For the majority of the Indian

and Coloured men, and a few employed Indian women,

additional educational qualification increased their

opportunities for job advancement, although few sought to

change existing careers.

For many Indian and Coloured women homemakers,

returning to school offered them a wider range of career

options and better opportunities in an increasingly

competitive job market. It should be mentioned, however,

that not all women engaged in childcare and household

duties attended night classes with necessarily specific

career goals in mind. For some attending compensatory

classes was welcomed as a break from their daily tasks as

described by one respondent, "It is amazing how many women

Still others took on additional burdens to finance

here say that it is an outing for them to come to night

school just to get away [from home] and get out."

Overcoming Deterrents

Many of the interviewees who were confronted with

situational constraints, primarily cost, overcame their

deterrents to participation by finding a situation that

brought some permanence to their lives.

I enrolled this year. You keep on moving till
eventually someday you settle down, you find a
reasonable job with a reasonable income.

their education.
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I am working for another firm on Saturdays to
cover the costs. Also I managed to get a
car ...and I am borrowing every month.

Some respondents who previously faced dispositional

constraints pointed to a "trigger event," like a change in

work environment as the motivating force.

Well, when I started [working] here there were
quite a few people who have degrees. Some of
them are studying, some have completed studying,
so you find that generates a feeling, you find
sooner or later I got to do something about
myself.

In some cases the interviewees simply arrived at a

decision to enroll and then did it.

Once I decided [to go] I just went in and
started when they started at the beginning of a
new year.
Although many respondents indicated that they were

always confident of their abilities, they still felt that

they needed to reach a stage in their lives where they

felt motivated and determined enough to overcome their

perceived obstacles and take on a new challenge.

So I only started this year [at night school]
because I finally decided, let me see if I can
do something ... I think I had to wait until I
really decided that if I am going to do it, I
must do it.

Then last year I said to my wife, 'Listen here,
I am going back to school. I've made one
attempt and I've failed and I am not going to be
one of those people that say they are going to
do something and don't do it. I am determined
to do something with my life.' I started to
reach that adult crisis, as they say. I was
around 30, and I looked at my future and said I
must do something about it. So that's what made
me actually do it. I just thought you look at
the obstacles and say you can't do this, you
can't do that. Before I started school ...I had
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I suppose we just needed to be motivated ... I
said [to spouse],'let's both of us go and do it.
Then we could help one another.' We thought
about it and then we went and enrolled.

so much to do. I said to myself, if I can find
time for that I am sure that I can find time for
studying.

I have finally realized, that ...it would be
profitable for me in the long run.
In many cases informational deterrents were overcome

by simply finding out about an accessible night school.

Just at the beginning of the year
they got a night school. I heard
church, the priest announced it.
decided let me come and give it a

I heard that
it at mass in
So then I
go and see.

A friend of his told him about night school and
he was motivated.
She read about the school in a newspaper advert.

The major constraint facing women with young children

was finding suitable childcare. In some cases the

arrangements made for childcare didn't meet the approval

of the spouse, while in others the spouse was more

supportive.
I got a maid that slept in. My husband wasn't
very excited about that. He said our place is
too small and there was no privacy and this and
that. But I just thought, how else am I going
achieve whatever I want.

At the moment my husband [is looking after the
children]. At first, when he was working night
shift, I got a maid to come in, especially at
night to look after my daughters, and then when
he [husband] told me he was going to go on a
straight shift then I told her that she could
leave. My husband said, 'Look, I am here for
those nights even if you miss out that one week
when I am on night shift, go for it.' So that's
how I went for it. I am impatient, that's why I
didn't wait for my children to go to school ...
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My sister and I both started last year in 1989 and we
took classes on alternate days ...the nights I go she
can babysit.
Other women respondents deferred attending classes

until such time that their children were either of school

age, or old enough to take care of themselves.

My husband and I made a pact that as soon as the
youngest kid was at school going age, I could go
back to studying ... So as soon as my youngest
went to school I got a part-time job doing pre-
school teaching and I started going to college
part-time.

The biggest obstacle for some women was dealing with

their spouses' traditional views about the role of women.

Many overcame this obstacle by not only challenging the

traditional attitudes of their husbands, but by eventually

deciding to attend classes without their husband's

approval.

I haven't convinced him yet. I just said I'm
going. Oh, he doesn't want to know anything
about it ...he sulks ... So it's a little thawing
out and warming up.

But I'm a person, that [even] if my husband
doesn't want me to do something, I know I've set
time aside for the family and now it's time for
me and I going to do it. As long as you see me
sitting and studying you must accept it, if you
don't accept it, well it's a bit of bad luck
because I'm still going to do what I want to
do ... He [husband] minds the late hours, but
like I say, I'm an individual and he's got to
see things from my point of view.

Despite the many constraints faced by the interview

respondents prior to their enrollment in compensatory

classes, it was imminently clear that the majority were

driven to someday finish their schooling. Most of the

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



161

respondents indicated that they always realized the

utility of finishing their schooling, and therefore the

desire to attend compensatory classes was always there

despite perceptions of overwhelming constraints or lack of

motivation. A majority of the respondents identified

specific events in their lives that provided them with

increased motivation and opportunities to overcome various

obstacles to participation and attend compensatory

classes.

For African respondents in particular, securing a job

which brought some stability to their lives and finding

out about classes appeared to be all that was needed to

overcome their deterrents to participation. The life

events identified by many Indian and Coloured respondents

that provided the impetus to attend classes ranged from

changing work environments, age, finding suitable

childcare and/or decreased childcare responsibilities.

Notably, not all respondents were able to identify a

specific life event that provided the motivation to attend

compensatory classes. Apparently for some, a combination

of events created "a state of readiness," that provided

the motivation to overcome the obstacles and influenced

their decision to finish their schooling.

Future Plans
Several interviewees had already matriculated from

night school. One had graduated from University, which he
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attended on a part-time basis. Another was in her second

year of part-time study at University, while a third was

in her second year of training as a Nurse in a4-year

Diploma program. In general, the respondents either hoped

to attend a technical college or to continue at the

college level. Attending night school caused some

interviewees to reconsider their earlier career choices

and investigate other options.

Because I am not sure now. Before I wanted to do
physiotherapy but now I am thinking along the lines
of maybe teaching ...but I'll leave it to next year
[final year of classes]. Next year I'll start
thinking, do I really seriously want to do teaching.

There's always the opportunity that you might be
promoted, but I am now more interested in
branching out into lecturing in the technical
field.

I like secretarial work, although my goals have
changed a bit ... I would like to study maybe
with UNISA [a correspondence University], it's
just my own private dream, I haven't even
discussed it with my husband, but maybe one day.

Some respondents predicted improvements in their job

situations after matriculating. Only one person stated

explicitly that he did not plan to continue studying for

personal reasons.

I can't continue studying [post-Matric], life is
short. I have to think of my pleasure.

The oldest respondent, an African man in his sixties

and close to retirement age, indicated that because of his

age many opportunities might be closed to him,

nevertheless, he took a philosophical view.
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He is after knowledge now, as he thinks there is
no work he can do at his age. But he hopes to
do anything better if it comes his way after
passing Matric.

when the respondents were asked if they planned to

continue their post-matriculation studies on a full-time

basis many said that they would like to, but were

constrained financially.

If my husband can afford for me to go [to
college full-time] next year, that's my main
problem. It's the money, my husband can't
afford it. Financially I can't manage ...I've
got to work even though I'm saving but it is
still not enough. I don't know what the fees
are going to be next year.
Others felt that attending college full-time would

result in too drastic a change in their lifestyle.

I can't just leave [work] because I got my own place
and I don't want to go back into a situation where I
have to keep on borrowing money and living from hand
to mouth basically.

I can't continue full-time next year. Going
full-time will be altering my life for maybe 5,
6, 7 years and I can't really say what that
would be like. It also affects your standard of
living to go full-time.

In the discussions on future plans the researcher

Some respondents said that they would attend full-

time if offered a bursary (scholarship). However, there

were complaints that bursary schemes for adult learners

were neither readily available nor widely advertized.

So if I could leave work or have a bursary to go
to study, I would love it, but nobody tells you
where you can get a bursary from. You've got to
find out from other people on your own. There
is nobody to guide us about these things.

noted that many respondents had clear ideas on post-
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matriculation career goals, and the matriculation subjects

required to enter a course of study.
I need Biology on the higher grade for childcare, so
I decided to do that.

I first decided the career I wanted to do
[nursing] and then enrolled at classes. I had
to have Matric and I had to do Biology.

Nevertheless, during the course of the interviews it

became clear that some individuals were less informed.

I don't know what subjects they need for
nursing. My teacher advised me to take Biology
on the higher grade ...I don't know, I think I
have to do 6 (subjects) to get a Matric
certificate.

A majority of the interview respondents expressed

very definite plans to continue studying after

matriculating even though some were reconsidering their

original career goals. Nursing and teaching were popular

career choices among many of the women. Teaching was also

a popular choice among African men. Among most of the

Indian and Coloured men, advanced education that was

related or beneficial to their current job situation was

the preferred option. Some adults expressed a preference

for attending colleges or universities on a full-time

basis. Still, they indicated that financial constraints

would be a major problem because household and family

responsibilities ranked as more important priorities than

their personal ambitions.

Even though many respondents had a fairly clear idea

about career goals, it was apparent that night school
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participants would definitely benefit from some form of

career counselling. This was evident through some of the

questions posed by respondents to the researcher, for

example, "Do you think I must do an application for

nursing now?"

Perceptions of Compensatory Education Programs

Entrance and matriculation requirements
Requirements for entrance to night schools differed

among the three racial groups because each education

This was how the admission procedures for the African

department establishes their own rules and procedures.

night school was described.

First you have to write an entrance exam and if
you pass it you are accepted and told about
fees.
Conversely, admission into the Coloured and Indian

programs did not require the learners to take an entrance

examination. Procedures at these schools usually involved

learners contacting the administrator of the particular

school, being interviewed, completing the required

documents and then being admitted into the program.

We phoned them [the administration] and they
said we must come in. Mr. [the program
administrator] interviewed us and he
said ...whatever subjects they've got we have to
take that, or else we've got to do subjects on
our own.

It was noted that, generally, learners at the Indian

night school were better informed about matriculation
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requirements than the Coloured and African learners. This

might be because they were given a booklet upon enrollment

that explained the general studies program for

compensatory education. Both Coloured and Indian learners

had a general idea about the "age exemption option" that

enables adults over the age of 23 to matriculate and be

admitted into University with only 4 matriculation

subjects instead of the usual 6 subjects. Unfortunately,

it was not ascertained whether African learners knew about

this option. It was evident from the responses given by

Indian and Coloured learners that details and conditions

governing the age exemption proviso were not always

provided during registration and had to be obtained by the

learners themselves.
I was aware of it [age exemption option] because
I had written to the joint matriculation board
just prior to going to classes. So I had all
the information. Actually, some of the teachers
there [at the school] aren't aware of the actual
requirements ... There are certain regulations .
...You must write three subjects at one sitting
in one year, you can't stagger it. The maximum
is four, but you must do three subjects at one
sitting and then you can do one other the next
year.

Discussions concerning the matriculation option

indicated that the individual learner had to take the

initiative to find out about the requirements for

matriculating with the age exemption option because one

could be easily misled and "miss the small print." The

fact that requirements changed constantly did little to
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alleviate learner confusion. This was confirmed by one

respondent's experience.
I didn't know about it [a conditional clause]
and I almost got myself into a terrible fix. I
did the two subjects in my first year, the next
year I thought I'd do another two subjects, but
I happened to read the smaller print and it was
something that was changed suddenly, ...it said
you had to do three subjects in one sitting. So
what I did was quickly enroll for another
subject in the second year, and I knew there was
no way I was going to be able to study and write
it so I just presented a doctor's certificate
and I wrote it in February, as a supplementary
[exam].
Some learners viewed the age exemption option with

skepticism. When one respondent tried to explain the

option to other learners in her class this was the

response she got.
I mean there were quite a few of them there [in the
classes] when I explained to them what the
requirements were. Some of them were still so
scared, no, they wanted to do their 6 subjects. Now
I cannot see the sense in doing 6 subjects if I don't
have to do it.

However, some respondents did acknowledge that they

had considered the age exemption option but gave these

reasons for not pursuing it.

I thought if I do this [all 6 subjects] it will
help me with study. I have been away so long.

I wanted to achieve something by myself and not
rely on an age exemption.

Finding out about classes
Most of the learners who attended classes in a

Coloured residential area knew that classes were offered.

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



It's always been a known sort of thing that
there are night classes available.

Other interviewees indicated that they heard about

the classes mainly through family, friends and colleagues,

although some schools did make attempts to advertize.

I heard it at mass in church, the priest
announced it.

I saw it in the paper, they advertize.

Some respondents cited more general information sources.

One hears about it all the time. If you are
interested in doing something you go and look
for it.

She always heard rumours about teachers living
in her squatter settlement who taught in an
adult centre ... One day she decided to go to
the centre because it was nearby and enquired.

Cost
The majority of learners felt that the fees charged

by the three night schools were reasonable in comparison

to privately offered correspondence colleges. However,

one African learner who attended class with three family

members found paying full fees for four members of the

same household very expensive, and felt that her

particular situation deserved special consideration.

The fees are exorbitant because they are not
given a discount even though they are four ...in
the same school. She did try to inform the
supervising teacher but in vain.

Although relatively satisfied with the fees charged

at the schools, some respondents felt burdened by

incidental expenses like travel and supplies.
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I am really feeling it because with my salary I
can't make it.

And also another thing we had to buy a car.
Transport is a big problem. We didn't actually
have a car before this. So when we discussed
this I said we have to have a car because if we
are going to go at five o'clock and come home at
half past seven, there is no bus at half past
seven and we can't depend on other people to
bring us home. What if they don't come? How
are we going to go home?

In fact the other day ... [her husband] was
telling me this studying has cost us about four
thousand Rands already. Because we bought the
car, we bought our books, enrolling and petrol.

A major expense that almost all of the respondents

complained about was having to provide their own text

books, especially since pupils in the formal school system

are provided with books by the education departments. The

following comments encapsulates the general sentiment.

I think the department should provide us with
books like they do day school pupils ... Surely
people aren't going to destroy the books knowing
that pupils in the schools need the books, they
will give them back ... I feel it's a waste
[buying the books]. What are you going to do
with the books after you are done with the
subjects?
The prices of books are quite steep and then to
get rid of the books the following year is very
hard so you just store them. Books should be
provided on loan from the education departments
and more people will come. Some people would
like to study but haven't got the means to study
and we that can manage are just fortunate.

Some respondents would prefer to be provided with the

texts but felt they had no alternative but to buy the

books required for the classes.

I had to buy the textbooks ...I mean especially
if you want to have this thing [certificate]
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then there is no other way ...but if they
supplied us with books it would be a tremendous
help and even better for most people.

Fortunately, many learners managed to borrow books

from various sources. In fact, most of the learners

praised the various subject teachers at the night schools

for their efforts in securing the necessary texts for

them. The learners said that without this assistance they

could not have managed financially.

I was fortunate last year and this year, I was
loaned books by my teachers. I wouldn't have
been able to buy books this year.

The teachers help us sometimes, like Mr ... brings all
the English books for us. He was very helpful, he
makes a list and at the end of the year we just hand
them in again ... I think the teacher is actually
doing this privately because he is in charge of the
books [at his day-school]. But I tell you that has
been a great help.

One learner did acknowledge that the cost of books

was high but said she still preferred to buy her own books

and did not recommend that adult learners be supplied with

books.
The books are expensive but I think if people
are interested enough to come and further their
education, then they must be prepared to buy
their books ... It's our books when we pay for
the books. As you see, the rate of dropout
throughout the year [is high]. So you see, if
we give out books, how many books we are going
to lose throughout the year.

Scheduling of classes
When asked what they thought about the scheduling of

the classes many respondents seemed indifferent, although

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



171

weekdays seemed to be the preferred option. One

interviewee's philosophic response was indicative of the

general sentiments about attending part-time classes.

The fact that one has to attend classes on a
part-time basis is in itself a sacrifice. A
sacrifice whether it is in the evening or the
weekend ... But which is a easier time to go is
always a relative thing. Everybody will go for
their own thing. I think weekends are bad news
for part time classes because there are other
things to do on weekends ... If you are a
working person then you've got family to see to
and so on. I think evenings are better,
actually. You are tired but you are tired on
the weekends anyway.
Many other respondents concurred with the sentiment

that weekends should be spent with family.

Weekends is the time you can now spend at home
with the family. So the best time is in the
week when you come.

Some respondents voiced conflicting preferences in

terms of when classes should start and the duration of the

sessions. However, they did concede that a certain amount

of inconvenience was unavoidable and that basically the

present system worked.
You see it's a bit difficult, because basically
we can't say have it [the classes] any later
because they [the teachers] are also devoting
two hours of their night. I think it's quite
okay, this system that they've got now because
it gives us time to get home from work, even if
it is a rush ...the majority of people work eight
to five.

Subject options
The respondents generally agreed that the major

weakness of the compensatory education program was the
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limited number of subjects options. This limitation

It was also learned that certain subjects were

forced learners to take subjects that they had not

previously covered in formal schooling, and in some

instances were not really interested in. These were some

of their comments.

Because you are very limited to the classes. I
never thought of taking Business Economics ...but
it wasn't a choice. I've never done it before
at school. I think that could also make you
feel intimidated [because] you are suddenly
doing something you've got no idea of. Like a
few of the girls in Biology wanted to do Home
Economics, now they are doing Biology ... So
instead of wasting a year they are doing a
subject, but they are finding it very difficult
and that can make them despondent.

I am only doing History and Business Economics
because I've got no other subject choices. I
wouldn't have done them if I had other
choices ... At night school they do away with a
class if to few are enrolled. Adults feel it is
a waste of time to wait another year to take a
subject when more people enroll and it is
offered. This is a big disappointment for
adults who decide to attend and find the
subjects they want to do are not offered. It
puts people off.

accepted as Matric subjects but were not offered in the

school. Learners were allowed to pursue these courses on

their own. Criminology was given as an example.

Criminology is not a school subject but it is a
Matric subject ... No, they don't really offer
it but you study that part-time on your own at
home.

The older learners who were returning to school were

confronted with additional problems such as changed

language requirement and having to attempt science
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subjects for the first time in order to matriculate. In

some cases this affected their confidence.

Next year with Afrikaans it is going to be a
problem because I never did Afrikaans, I did
Latin at school.

Now he is doing Math, which is new to him
because he did not do it before. Ever since he
started he was passing the exams but this year
he is not sure.
One learner was particularly frustrated because a

course she was especially interested in, and that had been

previously offered at the Indian night school, had since

been discontinued. She decided to take the subject at

another correspondence college only to find that the

administration would not recognize the course nor offer

any reasonable explanation as to why the course was

discontinued.

Like at the moment the Educare course I am doing
at [a private college] ...[the night school] used
to offer it. When we inquired why this college
dropped this course nobody knows about it, and
they tell you they are not in charge of it.
There are no other colleges in Natal offering
the course we want to do but the House of
Delegates [responsible for Indian education]
does not recognize this course as a Matric
subject ...and yet it was recognized when it was
done here.
Many respondents felt that the separation of classes

for each race group was a major determinant in the limited

number of subjects offered at the various schools.

Comments such as, "Desegregated classes would be better

because you are very limited to the classes," were
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frequent. This is one learner's enthusiastic solution to

the problem.

So if we were all together that would be
tremendous because then they'd really give us
the equipment and everything we need and have a
wider variety of subjects, definitely.

Location and facilities
Having to attend classes in a school building did not

bother most of the respondents. The general response was.

As long as the teacher is present the building
is unimportant. What is important to me is the
subject matter delivered by the teacher, whether
the building is a church, hall or school is
immaterial.

In fact, many of the respondents concurred that they

actually enjoyed the atmosphere in a school building and

were even motivated by this.

I think the classroom actually provides that
atmosphere of actually studying and learning. I
think if you have it in a less formal
environment it will have the opposite effect.
You come to relax and chat.

But you know what really got me going was the
classroom environment and the challenge, it
motivated me.

However, there were many complaints about the

It's dirty, and I think that is a very bad
setting for people who are coming to study. You
need an atmosphere that is pleasing. The
windows are all still broken. There is no chalk
to write. The classrooms are very dirty and
dusty. It was raining for a couple of days and
... your papers are flying, the wind is blowing,
the rain is hitting in. How can you study in a
situation like that? We can do better.

maintenance of the facilities.
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The building where the Coloured night school is held

serves as a junior primary school by day and the adult

learners had these complaints about writing exams during

the day in a school building.
When I was all geared up to write Afrikaans,

and that's not one of my favourite subjects,
there was a lot of disturbances. Like the kids
started playing, they were on lunch break.
[Also], now and then you would get a teacher
walking in having a little chat and that sort of
disturbs you. You look up and like your trail
of thought is lost. Those seconds are quite
vital to you in exams.

Although one respondent did add that.

We have a choice to write at other schools but
we prefer to write together as a group. I
suppose that [in] seeing familiar faces you
won't be more nervous than usual.

Those learners who had to travel to the city to

attend classes had this to say.

It's not that far for us because we have a car.
It would be better to have it in an area next to
us.
It becomes a problem now and then [going out at
night] because these times are so dangerous.

One learner who commutes by public transport said.

That's why I leave early ...I'm really scared to
come because it gets dark and there's a lot of
riff-raff on the road.

The learners who attended classes in their own area

appreciated the convenience even when they had their own

transport.

I had my own transport so it wasn't a problem
for me, but I would have hated to go all the way
into town in the evening. There should be night
schools in the community, definitely.
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I've got my own car and I help other ladies quite a
bit. I would be scared to walk at night to classes.

Many of the Coloured women with no transportation of

their own, acknowledged that having the night school in

their own neighbourhood was a major incentive for them to

attend classes because they were able to walk to classes.

Nevertheless, personal safety at night was always an issue

for them.

Mostly I walk alone but sometimes three ladies
in my classes walk with me. I don't think it is
safe to walk. If it is too late I get scared.

In the early sessions there were guys that
walked me horne and then went back. Last year
was okay, this year I got nobody, nobody that
stays in this area to walk horne with. Last
night I walked horne on my own. It's about ten
minutes for me if I take a short cut but when
it's dark and late evening I go right around.

It's quite a walk but not too bad ...actually
there is no real hassle. At the beginning there
were one or two guys that would interfere but we
had no big problems.

Teachers
The teachers at the night schools are recruited from

the formal school system and were not provided with any

training to work with adult learners. Nevertheless,

Well, what I like about them is that they treat
us like adults.

learners were almost unanimous in their praise of them.

They realized that a lot of us hadn't studied in
many years and in my case it was like twenty
years. They were very helpful.
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Many spoke of teachers going out of their way to

provide additional assistance to learners. Numerous

learners appreciated the fact that teachers made

themselves available outside of the classroom and were

empathetic to the concerns of adult learners. These were

some of the comments made.

One thing I must say, the teachers were very
helpful last year. [They] ...used to bring me
home in the evenings from the late sessions.
Otherwise, I am sure I would have packed up last
year.
You could always go to them at any time or phone
them at home.

At the beginning they [the teachers] did treat
us as adults who have been away from school for
[many] years. They start you off from a lower
standard and at a slower pace, then we caught up
with the work.

I must say they are very good as far as
motivating and the time they are prepared to
spend with you. If you need extra help they
tell you to call them at any time.

I just couldn't manage with correspondence
because if you are doing assignments and are
stuck, you've got no one to ask. At night
school you can ask a teacher there and then
about a problem, or if you don't understand a
word, or don't understand the teacher.

Many of the interviewees also added that teachers in

day schools should emulate the practices of the teachers

in the compensatory education classes.

I feel that teachers at school should treat and
teach the children like how night school
teachers teach. If they speak to you more on an
adult level then I'm sure I would really have
done better at school. At night school they
[the teachers] are more sympathetic, more
understanding.
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Other respondents appreciated the fact that teachers

took on the added responsibility of teaching at the night

schools.
The teachers are dedicated, that is shown by
their working during the day and night. They
make me happy that they are prepared to teach at
night school, especially when I think of their
other school day commitments.

Despite the overwhelming praise for teachers, some

learners occasionally had to remind teachers that they had

other responsibilities.

We also have to remind them [teachers] that we
are part-time students, because at times they
give us assignments and most of them [learners]
can't do it on time. We have to explain why we
can't do it.

The only criticisms of the teachers carne from a few

learners at the African night school.

The teachers must be better qualified and more
patient, knowing that they teach adults who have
been absent from school for years.

Dropout
Most respondents knew at least one person that

dropped out of night school. According to them, dropout

was generally caused by an inability to cope financially,

situationally and academically.

Perhaps two to three persons left school because
of not having enough money to continue with the
classes.

A few of my friends that have dropped out were
working. They get very, very tired and couldn't
manage. The women have to corne horne and cook,
see to the kids. It's basically exhaustion, you
get so tired you can't manage.
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Perhaps a lot of the women had children, you
know, like small kids to see to and most
probably nobody to watch the kids while they are
at classes.
I think some of them didn't complete Standard 8
even, they just attempted Matric, so they
couldn't get to grips with what was happening.

Some respondents were critical in their assessment of

people that had dropped out of classes.
Because they are lazy. In winter they don't want to
corne because it's cold and dark.

A lot of them didn't write the paper even though
some of them attended almost regularly. I just
don't think that they put enough effort into it.
I mean let's face it, if you don't put any
effort into anything you are never going to
achieve anything.

And then, too, you have to set time aside to
study, like weekends, and perhaps some people
are not prepared to give up part of their social
life, so things like that.

It was also suggested that many adults were

intimidated by having to take tests too soon after

resuming their studies.
Probably when they write the first test and see
they didn't get good marks and they fail, then
they get discouraged and they feel if they fail
now, how are they going to manage later on ...
Having a test too soon is a problem. They
should build people's confidence first.

Some respondents felt that when adults begin

attending classes they should be advised about the

realities of being an adult learner.

I think that at the beginning of the year,
perhaps their teachers should tell the students
[that] it is definitely going to be hard, it's
not going to be something easy, and you must set
time aside for studying and you must be able to
cut [down] on your social life, not cut it off
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completely, but spend some time to sit with the
books.
As mentioned earlier in the description of the

respondents, participants in the African and Indian night

schools were evenly matched in terms of gender. However,

there were only three men attending compensatory classes

at the Coloured school, of which one was African.

Respondents at the school offered these explanations for

why there were so few Coloured men attending classes.

I was speaking to a friend of ours that did
three months [and dropped out]. He said he felt
intimidated ...and he said like in English he
felt so behind and he felt that the women were
answering. And he felt gosh, 'they know so much
and I don't know anything.'
One Coloured learner also attributed dropout to

intimidation caused by the dominance of women in the

classes respondent. This is how he described his own

experience.

You know last year when I walked into the class
and the ladies were shooting off the answers it
was a very trying period ... A lot of adults
left because of that. They were feeling a bit
harassed and intimidated because of these
people, and I think just because I am more
motivated and strong willed I didn't really make
it bother me.

options, facilities and the teachers. Interview

In the discussion of the various components of

compensatory education provision, the most frequently

mentioned topics focussed on the issue of cost, subject

respondents of all races generally agreed that the fees

charged were reasonable. However, they indicated that
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incidental costs of transportation and books were a major

expense. Required texts, in particular, raised the most

discussion. A majority of the respondents felt that they

should be loaned textbooks from the education departments

since books were provided for children in the formal

school system. For many learners, investing in course

textbooks that had no utility after the course was

completed was a waste of their limited resources. Many

respondents explained however, that their class teachers

usually managed to provide them with the required texts.

This assistance helped many learners remain at night

school. Conversely, a minority opinion was that having to

provide their own textbooks made learners more responsible

and more committed learners.

Criticism of the limited number of courses offered at

the night schools was unanimous among Indian and Coloured

learners. Unfortunately, this topic was not adequately

covered by the field assistant with African respondents.

Many Indian and Coloured interviewees felt that the

subjects offered to adult learners should not only have

more relevance to their lives, but that they should not be

forced to take subjects they had not previously attempted

at formal school. There was an underlying feeling among

the respondents that if the compensatory classes were

desegregated and not duplicated on the basis of race, then

more subject options and better facilities would result.
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In the discussions on facilities it was interesting

to note that many of the respondents actually preferred

attending classes in a school building because they felt

the atmosphere increased their motivation for learning.

Nevertheless, it was pointed out that some of the night

school facilities, especially for Africans, were very

inadequate. The researcher got the impression, however,

that given the political context governing their lives

many learners were just glad to have an opportunity to

finish their schooling.
Respondents in general perceived that the major

strength of compensatory provision was the teachers. As

already mentioned, the respondents were almost unanimous

in their praise of the teachers at the night schools.

Many described the enthusiasm and dedication of the

teachers, in particular their assistance to learners

outside of the classroom which boosted learner morale and

positively influenced their psychological motivation for

learning.

The Adult Learner

Problems
Most of the working adults complained about the

mental and physical fatigue they experienced by having to

work and attend classes.
It's very tiring. You spend eight hours at work
and another two hours at school and then
travelling time.
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The only thing is sometimes I am tired and I
can't concentrate after working all day.

Generally, respondents acknowledged the effects this

additional demand had on family life and on time for other

activities.
You know at times we just come home and I don't
even look at my books. I throw it there, go and
have a bath, eat and jump into bed. It's just
too much, we are so tired we don't even have
time for one another.

It takes up a lot of your time, a lot of your
time in family life gets taken up.

The women in particular expressed guilt because they

felt that they were neglecting their children.

Last year when I worked every day I never saw them
[her children]. I used to get up in the morning go
to work, come home cook and go [to classes], come
back they're sleeping. I never used to see them for
three months ... This year is not so bad because I'm
off on Monday and wednesday so I see them and I spend
as much time as I can with them. But then sometimes
I can't, I've got homework, I've got assignments,
I've got to leave early to go and do the homework and
assignments, come home and cook and run to night
school again.
And what is the worst part is before I used to
really help my kids with studying and
things ...now it's no more a thing like that.

The most frequently mentioned problem experienced by

working women was having to juggle the multiple demands of

the family and household and schooling.

It wasn't easy, definitely not. It's not easy
because number one, you got to set time for
studying. Then you got your children to think
of, you've got the housework to think of, you've
got everything to also think of. So it's not
really easy.
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Some women found that after they enrolled in classes,

their childcare arrangements were not always adequate.

That arrangement I made with my sister helping me.
As I said I lived there with them. Now that I am not
living there that arrangement seems to have fallen
away, so when my husband is on a late shift I just
don't attend for nearly a week, and I lose out a heck
of a lot of work.

I'll tell you from my point of view when my
husband is late I come with the children to
school. I bring them and let them sit in the
spare classroom and they can write and draw ...
They could really have some childcare in the
evenings.

A situational constraint faced by some learners was

not having a suitable place in their homes in which to

study and do homework. Many learners complained that

their living arrangements were often not very conducive

for studying because they had no privacy.

It is very difficult studying at home, I have two
young children.
When I start to do my homework or to study, my
brother is always playing the guitar. He
disturbs me and doesn't care that he is
disturbing me. I have decided to come here [the
school] to study because there is no place at
home to study.

One respondent described the adult learner's

situation as a process of adjustment and discipline.

As far as studying is concerned you've got to
adjust but there is not much of a problem. It's
either you adjust or there is no way you are
going to make it. You have to discipline
yourself and disciplining yourself now at this
stage ...it's never the same everyday or every
time you go to night classes that you are in the
same mood. Sometimes you find that the workload
for that particular day must have been tough and
then going to night classes is another thing.
It's got to do a lot with your attitude.
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Another embodiment of the adult learner's situation

is evident in the following description.

I have to admit, and people have got to accept
that if you want something, no matter what it
is, you are not going to get it for nothing and
you are not going to get it without any
problems. My wife had to put up with raising
the children and with me studying. It takes a
lot of effort. Working and studying is very
hard [but] you have to find a way around
obstacles.

Coping
Most learners who were interviewed acknowledged

experiencing some difficulties with studying, but added

that the fact that they were still attending classes meant

that they were either coping with the classes, or giving

it their best effort.
It's very difficult, because most of the things
I forgot. For me to grasp it now, I have to
start at a lower level. I am coping, but ...

So far it is alright, but the problem is that
when he is alone he can't recall what he thought
he understood (in class).

For the two African adults attending the Coloured

night school, coping with classes conducted in the English

language intensified their burden.

I did bad last year because I can't talk English
nicely, because I came from a Black [African]
school to a Coloured school.

I am finding it very hard, the communication.

It was also apparent that learners in their second

year of studies were struggling to maintain the enthusiasm

and motivation they felt when they began night classes.
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The first year I was really eager. This year I
am lazier and just the thought that I am almost
there, I push myself. Like this first night of
school after a long holiday I thought, 'Hey,
I'll stay away.' There are so many more days
and all that, all that plugs your head. But
just [the thought that] if you miss out one
subject and you won't see the teacher tomorrow,
so you might as well just come.

This year is a lot of work ... This year I feel
like quitting many times, but it's almost over.

This year I haven't put anything into my work
really. I'm just going to lectures and seeing
what I can grasp, and hoping by the time of the
main exam I can put something into it. I am
having a bad year this year, actually.

Many of the respondents reflected that even though it

took extra time and effort to develop good study habits

again, in reality studying wasn't as difficult or as

demanding as they had anticipated.

When I looked at the work it wasn't so different
from what I had done 12 years ago, it was just a
little more detailed. My first impression was
it was a little bit simpler. It was my own
psychological motivation. Because I set
standards for myself and things were going rough
at first, and then once I started grasping the
work and I got a little bit of encouragement
from the teachers, that motivated me to do a
little bit more.

It was difficult [getting back into studying]
but I was very motivated in my first year. I
really wanted to do well.

It's a big change and never mind I think I coped. I
expected it to be more difficult.

Essentially, most learners expressed a commitment to

achieving their goal and said that this gave them added

incentive to continue their efforts.

For me, once I start something it's hard for me
to give it up. I want to go for it.
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I'm somebody, it worries me, it makes me feel
guilty if I've committed myself to something, I
might as well finish it when I've started
something.

I'm not scared of failing. I always feel if you
fail you always try a bit harder the next time.

Women who had played an active role in their

children's education made remarks similar to the following

comment.
It wasn't hard for me to get into studying
because having six children ... I've sat with my
children every night doing their homework and
they have [all] passed their Matric ...also,
while they were at school they would leave books
at horne [and] I'd look at it and pick out
questions and test them in the night. I was
very involved in their education and I felt I
could do it.

Two women respondents at the Indian night school who

attended classes with their spouse, described studying

with a spouse as a mutually rewarding experience.

We are enjoying it, we do it very well together
because we revise and we read together. We encourage
one another ... The thing is it hasn't been difficult
for both my husband and myself. It's because maybe
we are so committed and we are so interested that we
are actually enjoying it.

The adult learning experience
When asked to describe what it was like being an

adult learner most of the interviewees immediately

reflected upon the vast differences between the attitudes

and commitments of children and adult learners.

It was completely different. Yes, definitely,
[it's different studying as an adult] because as
a pupil at school you don't really want to study
so you learn things parrot fashion ... Whereas I
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found this way, when I learn, I learn to
understand, so even if there was a block
somewhere along the line I could write about it.

Other learners went on to describe the teacher's

supportive and positive attitudes to them as adult

learners, and compared this with their negative past

experiences with teachers as children.

You feel different, the teachers are different.
Because at school you are told you are stupid,
they hit you on the head telling you are stupid.
Whereas as an adult, the teachers is also an
adult. He treats you different from when you
were a child. I enjoy it more now than when I
was a school.
References were also made to the perceived voluntary

nature of the adult learning experience.

When you do anything voluntarily, you do it with
a view of either doing well or enjoying it.
When you have to be there [at school] it
certainly becomes a struggle. You must also
remember that the average matriculant goes to
school at a very difficult age. As an adult you
are approaching it from a different physical
development.

Additional perceptions of respondents on the

differences between formal schooling and the adult

learning environment in the South African context were

also observed.

It's not a school situation where you are
practically spoon fed. Here you have to be a
very self-motivated student ... If you don't,
then I don't think you can pass ... It's very
different from school. At school you have to do
everything the teachers tell you, but here the
teachers tell you to do things and if you don't
do it is your problem.

I think this is better. School was so rigid.
You know we just did it for the sake of doing it
and things were difficult and we didn't
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understand certain things. I think the teachers
never really explained things to you, like now
when you don't understand you can ask them [the
teachers] to explain. As a child you can't do
that because you fear the teacher. I think at
school it is very difficult. Very few children
would openly say to a teacher, I didn't
understand.

Interviewees in general preferred their experiences

as adult learners because not only did they experience

fewer distractions, but many felt that their goals were

more clearly defined.

Basically, as an adult you haven't got so much
to distract you whereas as a kid, especially if
you are sports oriented, you have a tendency to
neglect studies and only later on you regret
this. Right now I am enjoying studying.

At [day] school you're sort of younger, you
don't really takes things seriously but when
you're older you've sort of got a goal to
achieve ... I feel the older people work much
harder.
The benefits that adult experiences bring to a

learning situation was also mentioned.

I think the biggest advantage of being a little
bit older is that you have that maturity on your
side. You begin to think more rationally than
you would have as a younger guy at school, and
that helped a lot. And of course you are now
trained to do a little bit of research on your
own and not rely on [other] people.

It was a new feeling because when I was in
school I was battling to understand basic
concepts, suddenly seven years later I am doing
Matric and it is all going well.

A few respondents reflected on the pragmatic reality

of being an adult learner and attending classes on a part-

time basis.
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At school you spend six, seven hours and now you
spend just two hours.
One respondent, a Coloured women who happened to be

the oldest learner in her class, gave this anecdotal

description of a teacher's initial reaction to her.

I was 46 [when I started]. I think even the
teachers were shocked themselves. I remember
the first night we did Afrikaans ... every time
he [the teacher] looked at the back of the class
where I was sitting, he must have thought, 'How
the heck am I going to get this work into your
head?' And that night he said we must write ten
lines on why we are coming to night classes.

However, on a more sober note she added that.

I experienced the problem of being older in the
class. Like people tend to think, oh, you're
old, so you don't know anything, and they look
on your age and they feel you're stupid or
things like that.
Two Indian respondents who attended with their

spouses described the novelty of sitting in a classroom

with a significant other.
But I felt much joy when we sat in the class

because it made me think of my school days
again, and of course sitting there next to my
husband it is different.

Some younger learners attending night school

expressed feelings of intimidation, especially in classes

When I first came here I was a bit scared
because I didn't know anybody and in English
class they are mostly older than me ... There
are about six of us that are much younger and we
are most of the time together. And I suppose we
were outnumbered in the English class. We were
getting opinions from different age groups and

where the older and more experienced adults seemed to

dominate.
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our way of thinking was very different, so it
was kind of clashing.

classes and passing exams had boosted their self-

Many of the respondents described how attending

confidence.

Going to night school has definitely made me feel
better within myself. I know that I can achieve
whatever I want and that the brain is never too old
to learn. I never thought that I could actually
study and remember everything.
Once I get the Matric I will definitely get high and
mighty with myself. It's just that I have really
been after it for so many years that I actually feel
inferior, especially as I said all my friends are
teachers. I can converse at quite a high level but
it is always there, [that] I haven't done my Matric.
So once I get it, it would really help my self-
esteem.

Support
The importance of emotional support from family,

friends or colleagues was consistently emphasized by many

interview participants.

Without my husband's support I wouldn't have
gone, definitely. My friends really think it's
great because a great deal of our friends, the
majority are teachers, and whenever I see them
they encourage me.

My boss is very thrilled about it [my returning
to school]. He also offered me any time I
needed leave for study and things like that.

Actually she [the mother] nagged me into it. If
she didn't do it I don't think I would have
come.
It should be noted, however, that married Coloured

women in general faced a type of "passive resistance", and

received little emotional support from their husbands when
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they began attending classes. There was a general feeling

among the interviewees that, "A lot of the men don't like

to stand by. They tend to feel that you want to be better

some women's experiences.

At first, well, he did accept it straight away
but he thought that after the first couple of
months I will probably pack up and I won't go
anymore, and he was very jealous I must say,
because I had no way of getting home and he
never ever offered one day to come and fetch me
or anything. He said if you want to go to night
school you go. Then these guys used to give me
a walk home and he kept on saying that I must be
having an affair with this one guy. And I said
if that's how you feel why don't you come for
me ...'Oh, I am not going to run after you.' And
I thought, if that's how you feel then I
couldn't be bothered and I just carried on
because men tend to do that. I said if you feel
that night school is in your way then there is
nothing I can do about it. I am doing it for
myself, and I am doing it. He said that the
children are being neglected and I said that's
what you are there for. We are both parents why
must I be the one that must see to them all the
time. And gradually he accepted the fact that I
am determined to do it and I am doing it.

I've had no support whatsoever from my husband,
unfortunately ... I think he's one of the old
school. He just feels that a wife should be at
home with the children having the supper
prepared and I think I've just spoiled him ...
Now all of a sudden he's got this women who
wants to rush off, go to classes, comes back at
night when he's in bed and getting up at three
o'clock in the morning to study when he'd prefer
her to be with him.

Nevertheless, the women did add that when their

husbands saw their achievements and the sustained

determination of the women to persevere despite the lack

of support, they eventually "thawed out."
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My husband wasn't happy, not one bit. I've got
to be very honest ...like the first six months he
wasn't happy but when he saw my results and he
saw that I was trying and I'm getting somewhere
then he accepted it.

I think deep down he's impressed but he will
never admit it but he loves telling people, 'my
wife is studying,' [so] I know that he is
impressed.

In fact, some women went on to add that on a few

occasions when they felt demotivated and considered

dropping out, their husbands actually supported and

encouraged them not to quit.

He was very, very excited when I passed last year.
And this year ...I was getting very lazy, I used to be
so tired and he used to actually take me and come and
fetch me. He said, 'you started it, finish it' ... He
hasn't stood in my way at all this year, not at all.

When asked to reflect on the importance of having

family support, the interviewees responded in various

ways.

Indian and Coloured women held opposing views on the

I think people generally look for support. If
they get support either from their friends or
family it will make it that much easier ...
People can demotivate you a lot.

importance of family support. Some felt strongly that

women in particular needed the support of their spouse.

You must have family support. You know, you may
be a person that your feelings are hurt easily
and if somebody continuously throws something at
you, you are going to at the end say,'why
bother?' So this is why I think, if the women
are going to school the men must be educated to
give encouragement and help.
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Conversely there were a few Coloured women who did

not see their spouse's support as a crucial ingredient to

their success.
In my case I think I've got enough confidence because
I know what I want. So I don't depend on anyone to
sort off support and help.

It was obvious from the interviews that many

problems beset adult learners, and that married learners

in particular consistently faced the conflicting roles of

being a parent, provider and learner. Clearly, many

learners managed to remain in classes because they were

able to prevent the demands of their other roles from

impeding their goal of finishing their schooling.

One common problem for learners in their second year

of study was maintaining the enthusiasm and commitment

they felt in their first year of study. Generally,

however, the respondents shared very realistic notions of

the sacrifices and discipline needed to be an adult

learner. The primary motivation sustaining many Indian

and Coloured learners was the fact that, 'It's just two

years, two years to sacrifice.' For many African

learners, however, a greater time commitment was necessary

because many had dropped out of school with less than ten

years of schooling.
In the discussions many respondents contrasted their

positive experiences as adult learners with negative

experiences as children. The perceived voluntary nature

of schooling in compensatory classes, together with a
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perception of control over their own learning, was

described as a motivation to work harder and accomplish

their goals. In many cases, particularly women engaged in

household and childcare duties, attending compensatory

classes reshaped their sense of self and boosted their

confidence.

The effect of social support, or lack thereof, was

also mentioned by many respondents as a key factor in

their experiences as adult learners. For a majority of

the respondents, emotional support, particularly from

family, was instrumental to their motivation and endurance

as adult learners. There was a less common feeling among

some women participants that social support was not a

crucial factor to their success as adult learners. This

perception was common among those respondents, who in

challenging the traditional attitudes of their husbands in

order to attend classes did not feel that they were

adversely affected by the lack of support from their

spouse. Such perceptions were definitely warranted because

despite their husband's behaviour as "passive resistors,"

the women were coping very well with their classes.

Nevertheless, it should be mentioned that although these

women did not have the support of their husbands, they did

mention the support of other family members and friends.
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Perceptions of what deters peers
Interviewee perceptions about the deterrents of

nonparticipating adults within the wider populations were

also ascertained. A combination of situational barriers

were most frequently mentioned as influential deterrents

of other adults.
Some miss the registration deadline. Some live far
[away] and don't have transport. Some left school in
lower classes and can't cope.

I suppose lots of women don't come because they have
kids and not many husbands are understanding.

Some people would like to study but haven't got the
means to study and we that can manage are just
fortunate.

This area is not safe. Nobody wants to come here and
travel by bus from here.

Dispositional types of barriers such as lack of

motivation, fear and lack of confidence were also

perceived as significant deterrents of peers.

The interest just wasn't there ...[and] the people
aren't motivated enough, they give all sorts of
excuses.

I think a lot of the women are scared. Those
that got married young, they got children and
they don't realize that they can make it. They
[the women] become too dependent on the men.

I think a lot of people never had much
confidence in themselves, they didn't know that
they could do it, they didn't believe they could
do it.

The majority I would say have not realized the need
to improve their educational qualifications.

Lack of information about classes was seen as additional

obstacles to participation.

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



197

The classes are badly advertized, if advertized at
all.

I don't think people know that they have evening
classes where you can do your Matric because
most of the people I spoke to didn't know about
it.
Also notable were some interesting insights from

Coloured respondents about why so few Coloured men were

attending night school (As noted previously only two were

currently enrolled at the school). These were some of the

explanations offered.

I think men are intimidated by so many women in
the classes. But if you are setting yourself a
goal I don't see why any man, for that matter,
would be intimidated, and I've sat with women
and some of them are very clever, and I might be
a little slower but I do it at my own pace,
because at the end of the year we are all going
to be sitting at the same time to do the work.
That's how I look at it.
There are quite a few females instead of men
attending classes so some feel intimidated, but
again that is also another ignorant way of
looking at it to feel that way.

They [the men] have got to really motivate
themselves. I think guys tend to have fads,
they go through fads and get bored after awhile,
and tend to give it up and then they find
something else. They don't seem to stick to
something for a long time.

A few of the women explained the problem in terms of

their own spouses refusal to attend classes.

I know exactly what his [the husband] fault is,
he's scared of failure or he is scared that I
will do better than him. That's it, definitely.
And really, you know how I look at it, if the
two of us were doing it together we could help
each other. Whether I got a higher mark or he
got a higher mark is immaterial. My initial
thing is I want to pass irrespective of the
grade.
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He's lazy to go up [to school], that's his
problem. So I don't know what to do. I just
have wait to see if he does it.

Congruent with the reasons provided for their own

nonparticipation, respondents perceived that the

nonparticipation of their peers was influenced by a

combination of deterrents and not isolated factors.

Similarly, the explanations provided for the

nonparticipation of their peers encompassed a range of

deterrents that were situational, dispositional and

institutional/informational in nature.

strategies to Attract Peers
Some very innovative strategies were suggested by the

interviewees to recruit their peers to participate in

compensatory education classes. The most frequently

mentioned strategy was to "have night schools in the

community, definitely" and to advertize the classes more

widely in the media so that more people are made aware

that classes are available.

These are a few advertizing and recruiting strategies

suggested.
I think they should advertize even at schools,
they've got to give the kids a brochure
stipulating what it entails, [include] the pass
rates and the percentage of women that are
married with children and a family that also
managed to pass and eventually have become
successful. I think they should give that to
the children to give to their parents.
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Well, they could just before enrolling time do a
good advertizing campaign or something, it would
help. Put posters and really bring it to
attention.
I think people watch television ...and listen to
the radio a lot [so] maybe [include] programs on
television and the radio on the importance of
education.

To actually get people who are in education to
maybe explain the importance of education to
people. I think factories are the places where
you can start, because that's where you have
lots of people who are not educated. The
education should be done in the working
situation. Also, in clinics when mothers come
with their babies and they sit there with their
babies or they come for family planning. You
can sit and talk to the mothers there.

Then maybe post and telecommunication in their
telephone accounts that they send to us they
could send in a pamphlet saying, 'if you want to
study you could study here or there,' ...or with
the electricity accounts, like they send those
other leaflets.

However, many respondents did add that advertizing

alone was not sufficient for encouraging educationally

disadvantaged adults to attend compensatory classes. Many

felt strongly that adults in general should be made to see

the importance of compensatory education, especially in

light of the changing political climate within the

South Africa is changing, it is getting more
competitive and in a few years time you can
envisage what it is going to be like ... If you
are going out looking for a job you would be
taken just on merit instead of who you are.

country.

At this time a Matric is very important.
without an education what job can you get?
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Others felt that it was just as important to inform

nonparticipating adults that success was attainable

despite the sacrifices.

I think make them aware that no matter how tough
it is they will get there. You've got to show
them that there is a light at the end of this
tunnel no matter how difficult it is ... You've
got to make people aware that they mustn't look
at it "what if I fail" they must look at it as
if to say "well I passed, maybe I didn't get a
very good grade but I got through," that's an
achievement. I think they scared of failure.

Many participants showed a willingness to take an

active role in adult education recruiting campaigns and

motivating others to attend compensatory classes by

sharing their experiences and success.

Maybe through us the actual candidates that are
here ...if you talk to friends about attending
classes, then indirectly you are advertizing
just by mentioning it, and I suppose it's a seed
that grows in one's mind and then it needles
you, and then some of them do go back to school.
Because with some people, persistence makes them
curious as to what is going on and through their
curiosity they end up corning here.

When I think of like how I felt, I can only take
an example from how I felt. When you tell
people, 'look one day you've got to get old,
this is what old age pension is, this is what a
disability grant is, do you one day want to see
yourself standing in a queue begging for
handouts or do you rather want to, at this age,
in their thirties, think of doing something?'
And then perhaps older people like myself could
talk to them, that would help. When they see so
and so did it then maybe they will think, 'I can
do it.'
Other recommendations made by respondents focussed on

the issue of childcare.

For instance, in the community center they have
creches during the day where there is someone
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that looks after the children. Now perhaps, if
it was at somebody's home you know that mothers
can bring their children and on their way home
in the evenings after classes pick up their
children. The parents would know their children
are safe and they could study in peace. Or in
the school building they can hire somebody and
use one classroom. Then more women will
definitely go.

One respondent's innovative proposal to attract more

adults to attend compensatory education classes elicited

both positive and negative responses, particularly among

women respondents. Briefly outlined, the idea was to have

classes during the day at the residential schools during

regular school hours. Since the facilities were already

there, it was felt that at least a few teachers might be

willing to include a two hour session for adults in their

teaching schedule. These classes would primarily target

those women who chose to be home with their school going

children, and could possibly also include unemployed

persons. It was proposed that this would not only

alleviate some of the childcare problems facing women with

school going children, but would also provide an

alternative to attending classes at night, thereby

alleviating some of constraints and imposition on time

It should be noted that the logistics of this
spent with the family.

recommendation were not clearly defined and initially was

viewed with skepticism by the researcher. However, when

the proposal was suggested to some women interviewees as a

possible option it was surprisingly well received.
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Unfortunately, the researcher was unable to discuss the

merits of the recommendation with all the interview

participants because the idea was generated during the

later stages of the data collection process. These were

some of the positive responses to the recommendation of

offering compensatory classes during the day.

[The suggestion is] definitely a good idea. Then I
would have gone many years ago, [like] the year I
stayed horne with my son, I could have started school.

I would feel so much more relaxed knowing that
they (children) were safe ... I think it is an
excellent idea. I think if it had happened when
I was really interested, maybe I would have gone
back sooner.
O-o-h, and how it would solve it. I would not
be embarrassed. If I had my way I would
actually go to ... [a day school] during the day
and get my Matric once and for all. That would
be a great help.

If I was at horne I would go. To me education is
so important. But I don't know how other people
would feel about going to the same school where
their children are. Maybe I wouldn't feel
embarrassed, maybe my child would feel
embarrassed. I can't really say.

Only one person expressed criticism for the

suggestion of having compensatory classes during the day.

I don't think it is a good idea because ...most
teachers have a syllabus from which to work and
I think you are placing a little bit of extra
burden on them, and you tend to disorientate the
whole system. I don't think it will work that
well. Because during the day they [women] can
be at horne, if they are housewives they can get
everything done~ Such that in the evening those
two hours don't seem so bad because he [the
husband] doesn't have anything to complain
about.
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Finally, the following recommendations were made to

address respondents' perceptions of various additional

barriers to participation.

To deal with the question of permission I think
maybe they [the teachers] should invite parents
to the school via circulars and say there is a
night school in operation ... I am sure they
[women] can get their husbands to at least
attend the meetings. And the teaching staff
must be really motivated in putting it across to
both the husband and the wife and say, 'Look,
your wife, if she isn't working, she is at home
the whole day long. Look at how she can spend
her time more constructively without neglecting
the children. Those couple of hours at classes
is only two hours out of how many hours.'

Perhaps [in the case of men] the women needs to
also be educated that her husband wants to study
and it's for the family's benefit ... I think
most women also have to put their foot down, not
to be disrespectful, but say this is a new
generation, men are threatened when women are
more educated than they are.

I think it would be easier on people if they
didn't have to pay such high fees, so much per
course. Although it's maybe forty, fifty Rand,
but for the average working class person forty,
fifty Rand is a big chunk of their wage ... If
somebody wanted to study and they couldn't
afford it, maybe then the department could
assist them. However, I think if people could
afford it they should actually buy their own
books, they would be more responsible, they
would look after their books and they maybe then
would be more committed to their studies.

Money is a problem with studying part-time. A
busary would be tremendous. My husband is
offered this at work and I said, 'why only you
[the employees], why not offer the wives too?'
Because they [the company] give the children a
school allowance. I think maybe they haven't
thought about it because we also like to study.
These firms are rich, they can afford it but
just maybe it has never been suggested.
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As anticipated, the respondents were very perceptive

in not only identifying various problems of participation,

but many generated very pragmatic recommendations for

dealing with specific problems affecting adult learner

participation within their communities.

Summary
Explicitly stated throughout this study was the fact

that race is the organizing category for a person's

position within South African society. It was therefore

assumed that respondents' location within South African

society was determined by their past experiences, which in

turn played a large role in influencing current

perceptions. The differing perceptions and experiences of

respondents from the various racial groups substantiates

this claim. Nevertheless, it should be noted that many

commonalities also existed, particularly in respondent's

perceptions about being an adult learner. The data also

revealed that in addition to race, specific gender and age

related differences in perceptions emerged.

In general, the respondents were very eager to

discuss their perceptions of compensatory education in

South Africa and the various facets of beihg adult

learners. The researcher formed the distinct impression

that the learners were pleased to be asked their

perceptions of an aspect of their lives that perhaps did
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not particularly interest, nor was understood, by many of

their family and friends.

Many insights into the world of adult learners were

gathered during the interviews. The discussions with

compensatory education participants about their

recommendations for increasing participation in

compensatory classes reinforced the researcher's belief

that often people who are the recipients of adult

education programs are the best interpreters of their own

situation and the community within which they live.

Furthermore, these adults, if given an opportunity, are

willing to make a contribution to not only improving adult

education provision in their areas, but can offer

insightful and pragmatic recommendations for dealing with

the problems related to adult education.

An integration of the quantitative and qualitative

findings on deterrents will be presented in the final

chapter.
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CHAPTER 6

SUMMARY AND CONCLUSIONS

Introduction

This study sought to extend research on deterrents to

participation initiated in the United States to a

different sociocultural context. First, the study

examined the barriers that educationally disadvantaged

South African adults perceived as deterring their

participation in compensatory education. Thereafter, the

perceptions of adult learners who have overcome their

deterrents were explored.

The summary and conclusions of this inquiry permits

the integration of quantitative and qualitative data on

deterrents and are guided by the study's research

objectives and the literature on participation. Empirical

data were gathered to accomplish specific research

objectives. The objectives of the quantitative component

of the research were: 1) to identify and measure the

deterrents to participation in compensatory adult

education; 2) to determine the factor structure of the

identified deterrents, and in the process examine whether

existing research findings have any cross-cultural

validity; and 3) to examine the relationship between the

respondents' sociodemographic characteristics and the

derived deterrent factors. The respondents for this

component of the study comprised nonparticipating adults
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from nine major residential group areas in the city of

Durban, South Africa and surrounding areas.

The objectives of the qualitative component of the

study were: 1) to compare the deterrents of

nonparticipants with the deterrents of adults who had

overcome their deterrents to participation and; 2) to gain

insights into how deterrents were overcome. The sample

for this component of the study was purposively drawn from

adult learners participating in compensatory education

programs.

Summary and Conclusions

Identification and Measurement of Deterrents to
Participation

In order to measure deterrents to participation in

compensatory adult education a Deterrents to Participation

Scale (DPS-CC) was developed based on items identified by

nonparticipating adult South Africans. Item mean scores

were used to measure the importance of the 38 items on the

DPS-CC instrument. The ran kings of the deterrents

indicated that all items were perceived by some

respondents as barriers to participation in compensatory

education programs.
The overall mean item importance score for the DPS-CC

was 1.89, indicating that a majority of the item means

were ranked low to moderate, between the "Not True" to

"Partly True" response categories. This finding was
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consistent with previous research on deterrents which were

also characterized by low item means (Darkenwald and

Valentine 1985; Hayes, 1987; Scanlan and Darkenwald,

1984). One explanation for this pattern of low item means

in studies of deterrents was provided by Darkenwald and

Valentine (1985), who suggested that nonparticipation is

usually an outcome of a synergistic combination of

multiple deterrents rather than isolated barriers. It is

also conceivable that the low item means were influenced

by the method employed to gather the data. The

questionnaire format, even unintentionally, encouraged

respondents to differentially rate deterrents.

Considering that jobs and social status in South

Africa are tied to educational certification, it was not

surprising to find that the deterrent with the highest

overall ranking was, "Going back to school was just

something I thought about, but never did." As already

explained in the introductory chapter, South Africans

generally are located in the job market according to their

educational qualifications. Therefore, many South

Africans associate advanced educational qualifications

with improved economic opportunities. Except for the

overriding racial discrimination that traditionally

governed employment practices, job and promotional

opportunities are very much tied to educational

certification. In recent years, despite the repealing of

certain discriminatory employment legislation, many Blacks

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



209

were unable to gain employment or were restricted to

certain job categories because of their low levels of

formal schooling (SALB, 1990, pp. 11-22).
Because many survey respondents had actually

considered the possibility of furthering their schooling,

it is assumed that they knew that compensatory education

classes were offered. It seems unlikely that they would

have even considered resuming their schooling if they were

unaware that opportunities to do so existed. Further

evidence of this is provided by the low ranking given to

the deterrent "I haven't heard of evening classes,"

(ranked 35 out of 38 items).

Lack of transport was an important deterrent in the

overall rankings. This was anticipated because in the

major African, Indian and Coloured residential areas

public transport for travel within an area, particularly

at night, was not readily available. It should be

mentioned, however, that lack of transport was not ranked

highly by Indian respondents. This implies that the

majority of Indian respondents have access to some form of

personal private transport. People in the other two

racial groups, who do not have access to their own

vehicles, must rely on privately owned taxi vans that have

a reputation for being unsafe to use at night.

In the case of African respondents, lack of transport

was the most highly ranked item. A possible explanation

for this is that Africans are allocated residential areas
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that are generally underdeveloped with very poor living

conditions. Of the few classes that are available in

these living areas, only those people living within

walking distance of the classes seemed willing to attend.

In addition to poor roads, absence of street lighting, and

lack of public transport, escalating violence within

African residential areas poses serious constraints for

travel at night. This explanation is substantiated by the

high ranking that African respondents gave the item, "I am

frightened to go out at night." Further evidence of this

was gathered from the African interview participants who,

in general, expressed a preference for attending classes

in the city directly from work rather than going at night

in their own areas.
Amongst the Indian respondents the most influential

deterrent item was "There are no classes near where I

live." African respondents ranked this item second. The

high ranking of this item was not surprising because there

is no sustained effort on the part of the three education

departments to inform communities of compensatory

education opportunities. Supportive evidence of this was

gathered during the in-depth interviews with compensatory

education participants, particularly Indian respondents.

The interviews revealed that many adults currently

attending classes do so in the city because they believed

that they had no alternative for furthering their

schooling. Not only were the majority of interview
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participants unaware that classes were available in their

own residential areas, but many did not realize that

restrictions preventing them from attending night schools

provided for the other racial groups had been relaxed.

Some of the interview respondents were surprised to learn

that evening classes were offered near their homes and

that the Coloured night school had integrated classes.

It is interesting to note that among the Coloured

respondents the item, "There are no evening classes near

where I live," was not perceived as a major deterrent.

This might be explained by the network of church

gatherings that effectively disseminates information of

community interest, including the availability of night

classes. Indians, because of their cultural differences,

do not have a comparable mechanism for announcing evening

classes in their communities. It should be added that the

Coloured communities are smaller in size and are more

established, therefore Coloured night schools are widely

recognized in the community. In comparison, group

residential areas for Indians have been more recently

settled and, as a result, the night schools there are less

well established.
Generally, many highly ranked items in the study

referred to situational types of barriers such as

accessibility of schools, transport, conflicting demands,

cost and time constraints. According to Cross (1981),

situational barriers have featured most prominently in
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survey research on barriers to participation. In her

examination of major studies conducted in the United

States she found that almost 10 percent of the studies on

barriers to participation mentioned situational factors

such as childcare or transport, while approximately 50

percent of the studies mentioned cost or time constraints

(p.100).
Institutional types of barriers involving

inconvenient location and scheduling, and a lack of

information about available opportunities for compensatory

schooling were also ranked highly in this study. Cross

writes that perceived barriers related to the location and

scheduling of classes are common complaints of potential

adult learners, although lack of information was cited

less frequently as a barrier to participation (Cross,

1981, p. 104).

Some of the dispositional barriers that were

influential in this study referred primarily to personal

attitudes towards schooling. Negative self-perceptions of

respondents as learners were also ranked highly for this

sample. Research suggests that it is common for adults

with poor educational backgrounds to lack confidence in

their ability to cope with a learning situation (Cross,

1981, p. 98).

The barriers perceived by educationally disadvantaged

South Africans as influential deterrents to participation

in compensatory education differed from the findings of
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studies done in the United States. This was anticipated

because previous studies have shown that the socio-

cultural environment within which adults live strongly

influence their perception of deterrents (Darkenwald and

Valentine, 1985; Galbraith and Sundet, 1989; Hayes, 1987;

Scanlan and Darkenwald, 1984). Nevertheless, situational,

institutional, and dispositional types of deterrents

identified in the DPS-CC generally correspond to some

extent to the findings of previous research.

Factor Structure of the DPS-CC
Factor analysis is used to reduce the data to factor

solutions in order to enhances its interpretation. The

six orthogonal factors identified from the analysis of the

DPS-CC yielded the most conceptually meaningful factor

solution. The derived factors were labelled:

1) Dispositional Constraints, 2) Personal Constraints,

3) Lack of Infrastructural Support, 4) Lack of Relevance,

5) Work Constraints, and 6) Informational Barriers. The

results of the factor analysis of the DPS-CC were

consistent with past research in providing support for the

multidimensional conceptualization of the deterrents

construct.
The factors identified with the DPS-CC differed both

from the factors identified by previous research on

deterrents, namely DPS (Scanlan and Darkenwald, 1984),

DPS-G (Darkenwald and Valentine, 1985), DPS-LL (Hayes,
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1987), and intuitive conceptualizations (Cross, 1981;

Darkenwald and Merriam, 1982). None of the deterrent

factors found for the DPS-LL for low-literate American

adults were identified with educationally disadvantaged

South Africans. Only one factor, Lack of Relevance, was

also identified in the generic DPS-G study, and similarly,

only one factor, Work Constraints, was identified by the

first DPS study for health professionals. It should be

noted, however, that the factor, Self-Confidence,

identified by both the DPS-G and DPS-LL studies

encompassed many items that were similar to items in the

first factor, Dispositional Constraints, in the DPS-CC for

educationally disadvantaged South Africans.

In the present study, respondents assigned greater

importance to the factor, Lack of Infrastructural Support,

than to any other. All the items in this factor were

ranked among the 10 most influential deterrents on the

DPS-LL instrument. In the study of low-literate American

adults Self-Confidence was ranked the most influential

factor (Hayes, 1987), in the generic DPS study Time

Constraints was the most powerful factor (Darkenwald and

Valentine, 1985) and in the study of health professionals,

the factor of Cost yielded the most influential deterrent

to participation (Scanlan and Darkenwald, 1984). The

dissimilarities in the factor structure of the DPS-CC and

previous research on deterrents were expected because the

characteristics of the sample, area of focus, and research
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context of the DPS-CC study differed considerably from the

samples, type of continuing education targeted, and the

research context underlying previous studies on

deterrents.
In the DPS-CC, Dispositional Barriers were

represented by a single factor which was consistent with

Cross's intuitive category of these types of barriers to

participation (Cross, 1981). It is notable that in the

DPS and DPS-G studies dispositional types of barriers were

also represented by a single factor, while in the DPS-LL

study a number of dispositional types of factors labelled

Self-confidence, Attitude to Classes and Social

Disapproval were identified. The Dispositional factor was

the most prominent factor in the factor structure of the

DPS-CC and included the most number of items on the scale.

The items comprising this factor ranged in importance from

high to low indicating that some dispositional types of

barriers are perceived as more influential deterrents to

participation than others.

The category of situational barriers proposed by

Cross (1981) was more complex in this study, and was

represented by two distinct factors, Personal Constraints

and Work Constraints. Previous research on health

professionals (DPS) and the general population (DPS-G)

yielded similar multiple categories of situational

barriers (Darkenwald and Valentine, 1985; Scanlan and

Darkenwald, 1984). In the DPS-LL study on low-literate
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adults only one situational category was identified. Work

related situational constraints were perceived as having

high relative importance for educationally disadvantaged

South Africans, whereas personal constraints were

allocated minimal importance.
Two factors, Lack of Infrastructural Support and Lack

of Relevance, were found to be roughly equivalent to the

category of institutional barriers postulated by Cross

(1981). In the DPS-G study, institutional types of

barriers were represented by a single factor (Darkenwald

and Valentine, 1985). No factors relating to this

category emerged from the DPS and DPS-LL studies. All the

variables in the Lack of Infrastructural Support category

were ranked among the 10 most influential deterrent items

and, therefore, were perceived as the most influential

barriers to participation for educationally disadvantaged

South Africans. The items in the Lack of Relevance factor

were given moderate rankings.

The final factor, Informational Barriers, is roughly

equivalent to the category of Informational Barriers

introduced by Darkenwald and Merriam (1982). There were

no factors related to Informational Barriers identified in

any previous research on deterrents done in the United

States. This is logical if it is assumed that Americans

generally have broader access to information sources, and

are more actively recruited for adult education programs

than educationally disadvantaged adults in a restricted
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society like South Africa. Nevertheless, the research

findings showed that lack of information was not

considered highly influential as a deterrent to

participation for South African adults. Two of the three

items that loaded on this factor were among the lowest

ranked items in the study, while the third, which was

ranked second, had already loaded higher on an earlier

factor, labelled Lack of Infrastructural Support.

Relationship Between Sociodemographic Variables and
Derived Factors

The overall pattern of the correlational analysis was

conceptually meaningful. The results indicated that most

of the sociodemographic variables were related in expected

ways with the six derived factors. Although some of the

relationships were difficult to interpret, most of the

relationships were anticipated on the basis of previous

research, and thus provides support for the construct

validity of the DPS-CC. Age and levels of education

correlations were consistent with research findings in the

adult education field. Previous research has shown that

low self-esteem and doubts about academic ability are

significant deterrents to participation for older adults

with low levels of education. Also younger adults are

more likely to be deterred by their personal situations

and family responsibilities. Correlations between race

and the derived factors provided some interesting insights
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in this study. Africans showed a greater tendency to be

deterred by the items in Facto~ 2, labelled Personal

Constraints, Indians by the items'in Factor 3, called Lack

of Relevance, and Coloureds by the items in Factor 6,

labelled Informational Barriers to Participation.

An unanticipated outcome of the correlational

analysis that was difficult to explain was the positive

correlation between employment status and educational

level and Factor 3, Lack of Infrastructural Support. The

finding indicated that employed adults with higher levels

of education were more likely to be deterred by

infrastructural constraints. In this factor the two

"marker" items referred to a lack of support in terms of

encouragement and counselling needs, while the remaining

items dealt with lack of transportation, cost and

accessibility. On the basis of this information it was

assumed that unemployed adults with lower levels of

education were more likely to be deterred by the items in

this factor because without a steady income these adults

would not be able to afford tuition, transportation and

other incidental expenses of attending compensatory

classes. It was further assumed that persons with low

levels of education would have less confidence in their

ability, and therefore were more likely to seek

encouragement and need educational counselling.
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Integration of Findings on Deterrents To Participation
There were many similarities, and a few differences,

in the perceptions of deterrents by nonparticipants and

those adults who have overcome their deterrents.

Generally the categories developed by Cross (1981) and

supplemented by Darkenwald and Merriam (1982) were

sufficient to categorize all the barriers mentioned by the

interview respondents. In addition, the interview data

supported one of the underlying assumptions of studies on

deterrents, that a combination of factors and not isolated

obstacles deter adults from participating in organized

learning activities. However, it appeared that even

though there were multiple obstacles to participation,

some barriers were more influential than others.

The most influential deterrent item on the DPS-CC,

"Going back to school was just something I though about,

but never did," although not explicitly mentioned, was

clearly an underlying explanation for the nonparticipation

of the interview respondents prior to their enrollment at

compensatory classes. Implicit in the all the

respondents' statements of reasons for not attending

classes was the sentiment that they always intended

finishing their schooling but that various obstacles

deterred them from doing so.

Congruent also with the quantitative findings were

situational constraints generally involving cost,

transport and family commitment, that were frequently
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mentioned during the interviews. Also, these types of

constraints seemed to affect younger adults during the

years when they were most involved in settling into jobs

and dealing with the responsibilities of marriage and

family. For many women with young children, childcare and

traditional attitudes of their husbands deterred them from

attending classes earlier.

Older participants, who were more settled in their

lives, frequently mentioned dispositional types of

barriers such as low self-esteem, lack of motivation and

perceived lack of worth to be the overriding constraints

to their participation. Many felt that there was little

to motivate them to attend classes either at work and/or

in the home environment while others simply said that the

major obstacle for them was that they, "just were not

ready" to take on added commitments in their lives. The

data also revealed that many married womens' perceptions

of a lack of motivation and self-esteem were often related

to the negative attitudes of significant others in their

lives, and their spouse in particular.

Most of the deterrent items on the DPS-CC instrument

were described by at least some interview respondents.

Although institutional and informational constraints

emerged as relatively influential constraints, they were

usually considered secondary constraints in light of

other, more influential deterrents to participation. None

of the interviewees mentioned being deterred by
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perceptions that they were too old to learn, or that they

were better off without going to night school. This is

not surprising given that almost all the interviewees

expressed a strong motivation to finish their schooling

and were participants in compensatory classes. One

outcome of the interviews that was not revealed in the

survey data was the negative impact of social isolation on

the motivation to participate, particularly among women

homemakers who usually spent much of their time at home

caring for young children.
Perceptions of lack of opportunities and resources,

and limitations in the dissemination of information in

South Africa were usually influenced by the absence of

institutional support for compen sat.ory education. In the

literature on barriers to participation Darkenwald and

Merriam (1982) supplemented the intuitive categories

proposed by Cross (1981) by differentiating between

informational and institutional types of barriers. In

this study it was often difficult to categorize deterrents

into either informational or institutional categories.

However, because of the lack of commitment for

compensatory education in the South African context, it

was generally assumed that institutional shortcomings

precipitated informational barriers to participation.

The findings of the qualitative data revealed that

Darkenwald and Merriam's notion of internal and external

"participation stimuli," are influential deterrents to
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participation in the South African context (1982). Also,

the psychosocial and environmental barriers found to be

particularly salient for many of the interview respondents

provide support for many of the composite models of

participation described in Chapter 2 (Boshier, 1973;

Cross, 1981; Darkenwald and Merriam, 1982; Rubenson,

1977). Both sets of data reveal that perceptions of

deterrents are related in significant ways to the

psychosocial and environmental context within which people

live. Significant racial, gender and age differences in

perceptions of deterrents were more clearly delineated in

the interview data.

(

Insights Into How Deterrents Were Overcome
The data from the interviews provided us with a

profile of adult learners in compensatory education. One

of the most significant aspects to emerge from the

discussion on how deterrents were overcome was the

driving motivation to someday finish schooling that most

of the learners exhibited. Apparently, this underlying

motivating force enabled many to overcome any barrier they

had previously encountered.

Interview respondents referred to various internal

and external "trigger events," such as a changing work

environment and the need for self improvement, as finally

motivating them to attend classes. Other adults spoke

about being inspired by the changing political climate
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within the country, and the realization that increased

social and economic opportunities will intensify

competition in the job market and present new personal

challenges in the work place. In the case of many women

homemakers compensatory education offered greater

opportunities for personal growth and economic security.

The information gathered during the interviews about

how deterrents were overcome offered many insights into

the specific life events, also referred to by Darkenwald

and Merriam (1982) as "participation stimuli," of

educationally disadvantaged South Africans that provided

them with the needed impetus, level of motivation and

opportunities for participating in compensatory education

classes. It was also learned through the interview

discussions that external/environmental obstacles were

easier to overcome than internal/attitudinal barriers. In

many cases respondents referred to a specific life event

that triggered the overcoming of deterrents, specifically

external obstacles. However, there were instances where

respondents constrained by internal dispositional types of

constraints were unable to identify a specific life event,

but merely described arriving at a decision to enroll in

classes and acting upon it. The strategies used by these

respondents to overcome their prior deterrents to

participation were often difficult to define.

Clearly, in the night schools that were targeted for

the qualitative data there were more women than men from
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the three groups participating in compensatory classes.

This suggests not only that women are seemingly more

likely to participate in compensatory classes, but that

they are more successful in overcoming their deterrents to

participation. The strategies used by the women

respondents to overcome perceived deterrents provide a

basis to deal with similar constraints hindering the

participation of women within the larger communities. Of

particular significance are the strategies used by married

women who faced traditional attitudes on the role of

women, and those who were constrained by household and

childcare responsibilities and lack of social support in

their decision to resume their schooling~ It was gathered

from the data that social support was considered very

important in some women's decision to participate, while

for others the significance of social support was

minimized.
The findings indicated that participation is not

solely contingent on individual motivation but also

involves the interaction of social and personal

characteristics of the participants within their lifespace

(Rubenson, 1977). The data on how deterrents were

overcome supports the premise of Darkenwald and Merriam

(1982) that a decision to participate in organized

learning activities is influenced by various internal and

external participation stimuli interacting with a

"readiness to participate."
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Theoretical and Practical Implications of Study

This study was based on the assumption that the

sociocultural environment within which educationally

disadvantaged South Africans live strongly influence their

participation decisions. The findings of this study

support this assumption. The results of the factor

analysis of the DPS-CC were consistent with past research

in providing support for the multidimensionality of the

deterrent construct. The factors identified with the DPS-

CC differed from the factors identified by previous

research on deterrents. Given that the study population

of the cross-cultural DPS-CC differed substantially from

the subpopulations of previous studies on deterrents, this

outcome was anticipated. None of the deterrent factors

found for the DPS-LL (Hayes, 1987) were replicated in this

study. Only one factor "Lack of Relevance," was also

identified in the generic DPS-G study (Darkenwald and

Valentine, 1985). Similarly, only one factor "Work

Constraints," was identified by the DPS study (Scanlan and

Darkenwald, 1984).
The study makes a new contribution to the deterrents

literature in the area of how participants overcome

deterrents to participation. This line of inquiry, while

tentative due to its exploratory nature, provides

information from adult learners themselves about

motivations and deterrents. This contribution may benefit

learners if such understanding can spur more responsive
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adult education through modifications in program

development efforts.
This study has not only extended research on

deterrents to participation to non-Western settings, and

to South Africa in particular, but has especial

theoretical, methodological and practical value. There

has been no systematic study done in South Africa on

compensatory adult education. It is timely to begin

establishing a reliable knowledge base on compensatory

education because the country is on the brink of

considerable social and political transformation. The

focus on deterrents to adult participation in compensatory

education draws attention to a rarely examined issue in

Africa, and in other developing nations where basic

literacy has necessarily been given priority. Moreover,

the focus on deterrents has relevance for understanding

the pattern of nonparticipation by adult learners at all

levels. Information from further analysis will enable

program planners to develop practical strategies for

mitigating and/or eliminating some of the barriers of

potential adult education participants.

It is beyond the scope of this inquiry to fully

explicate the "politics" of the methodology used to gather

the data for this study. As already mentioned, the socio-

political context governing the research determined that a

pragmatic approach be adopted. At the same time the

researcher examined creative ways to give a portion of the
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"silenced majority" of South African citizens an

opportunity to participate in the study. In light of

these consideration a mixed-methods research approach,

that allowed the researcher t~ be scientific but not

detached to the relevance of educationally disadvantaged

South Africans perceptions of their own reality, was

designed. This research design challenges the efficacy of

traditional educational research methodologies and

analyses in a political context like South Africa, where

state power not only silences, but severely constrains and

restricts access to education for a majority of the

society.
This study provides valuable insights for those South

Africans who would undertake the important task of serving

the learning needs of educationally disadvantaged adults

in a new South Africa. In order to assist in the

"planning" of compensatory education programs for a future

South Africa, we need information that will not only

provide insights into the problems and expectations of the

people who would be the recipients of such programs, but

also information that can contribute to the development of

more learner responsive programs.

Future Research
Prior research has not explored the nature of

deterrents to adult education participation in non-Western

settings. The findings of this study indicate that the
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deterrents construct can be used successfully to

investigate deterrents to participation in non-Western

societies. However, there is need for further research on

deterrents to participation for different sub-groups of

the adult population in cross-cultural contexts.

Additional research is needed to determine the

stability of the factor structure identified with the DPS-

CC and the predictive validity of the identified factors.

In order to accomplish this it is necessary to replicate

this study with additional groups of South Africans adults

in other regions of the country. Although the sample of

this study was relatively large, it was representative

only of the urban sectors of Durban and surrounding areas

of the Natal Province. Other provinces in South Africa

need to be targeted and the study replicated in both urban

and rural areas.
Cluster analysis, a statistical procedure that can be

used to construct a typology of adults deterred from

participating in compensatory education, is also

recommended because it enables the researcher to

distinguish between groups of respondents with similar

sociodemographic characteristics.

In order to validate the findings of the qualitative

inquiry further empirical data is needed from compensatory

and other adult education program participants who have

overcome their obstacles to participation. Although there

were many individuals in this study who were able to
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identify specific life events and/or participation stimuli

that increased their motivation for furthering their

education, the strategies used by these individuals to

overcome deterrents were not well-delineated in this

inquiry and need to explored. Conversely, there were

other individuals, particularly those deterred by internal

dispositional types of constraints whose motivators seemed

to be tied to their self-concept and were, therefore, hard

to identify. A better understanding of how people

overcome internal constraints is needed. Also, the

interaction between psychosocial and environmental forces

within an individual's lifespace, and its relationship to

motivation needs to be explored further.

As mentioned earlier in the study, in the South

African context a major deterrent is state power at the

macro-structural level. It is conceivable, therefore,

that under the oppressive conditions governing

educationally disadvantaged South Africans, the refusal to

participate in state-organized and financed adult

education provision may be a positive act of resistance,

rather than a negative consequence of a multitude of

deterrent factors. The assumption that nonparticipation

by adult South Africans in compensatory education is a

political act of resistance has to be empirically examined

in order to meaningfully understand the nature of the

deterrents construct in the South African context.
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APPENDIX A

PILOT QUESTIONNAIRE

There are many South African adults who have not finished
their schooling. Although evening classes are available,
many people do not attend these classes. Listed below are
some reasons that people give for not attending evening
classes.
Please read each reason and put a mark in the box if this
is a reason why you are not attending.

Please mark ONLY ONE BOX for each reason.

I am NOT going to evening classes because:

REASON AGREE DISAGREE NOT
SURE

1. I don't have transport.

2. There are no evening classes
near where I live.

3. I haven't heard of classes.

4. The classes are held at a
time when I cannot go.

S . There is no one to look
after my children.

6. It is too much of a problem to
start schooling all over again.

7. I am better off without going
to night school.
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REASON AGREE DISAGREE NOT
SURE

8. I am not interested in furthering
my schooling.

9. I am scared to start from
scratch again.

10. They do not offer any classes
that train you for a better job.

11. There is a shortage of teachers.

12. There is no one to advise me
on what to do or how to go back
to finish my schooling.

13. I always thought you must have
passed Std. 6 to attend evening
classes.

14. There is no equipment at home
to practice what is taught in
in the classes.

15. The schools don't have the
equipment to teach the science
SUbjects.

16. There isn't time to do homework
or practice what is taught
in the class.

17. I can't afford to go to night
school.

18. It is too late for me to learn.
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REASON AGREE DISAGREE NOT
SURE

19. There is no place at home to do
homework or practice what is
taught.

20. I heard that people go but the
teachers don't turn up.

21. I have my family and my
hoursework to take care of.

22. I have health problems.

23. I am frightened to go out
at night.

24. I have no one to go with me.

25. I prefer going to classes
during the day or on weekends.

26. Going back to school was just
something I thought about,
but never did.

27. I didn't think of going to
evening classes.

28. I am too tired after working
all day to go.

.,

29. With night classes I haven't
got time to spend with my family
and to rest.
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REASON AGREE DISAGREE NOT
SURE

30. I don't think I'll be able to
cope with studying again after
so long.

3l. I am afraid of failing.

32. I am embarrassed to go after
so many years.

33. There is nobody to encourae me
to go.

34. Only men (women) go to these
classes.

35. I don't want to be the only man
(woman) there.

36. My husband or wife refused to
allow me to go.

37. I have thought about going to
classes, but there is too much
pressure at work.

38. At my age I don't like going to
classes in a school building.

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



APPENDIX B

QUESTIONNAIRE REACTION FORM

1. How much time did you spend filling out the
questionnaire?

2. Did you understand the instructions? If not, how can
they be improved?

3. Were any of the questions confusing or difficult to
understand?

4. Did the questionnaire use any words that you did not
understand or that were confusing to you?

5. Can you think of any other reasons for not attending
evening classes that should be included in the
questionnaire?

6. Do you think the questionnaire is: (Please circle 1
answer) .

1) too long 2) too short 3) about right

7. Could the questions be printed differently on the
page to make it easier to fill out the questionnaire?
If so, how?

8. Do you have any additional comments or suggestions
for improving this questionnaire?
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APPENDIX C

ENGLISH QUESTIONNAIRE

This is a survey of reasons that prevent adults from
attending evening classes. You can help with this
research by filling in the questionnaire on the following
pages. You do NOT need to put your name anywhere on the
questionnaire.

PLEASE NOTE: This questionnaire is ONLY for those adults
who have NOT completed their Matric and are
NOT attending night classes.

Thank You.

GENER~L IN:OR¥~TION: (Please tick the appropria~e box).

1) Gender: Male
Female E3 2) Age: 20 years and under

21 - 31
31 - 40
41 - 50
51 - 60
over 60

3) Marital Status: Single (never married)
Married
Widowed

Divorced (Separated)

4) Number of children: 0
1
2
3
4

5 or more

5) Age of youngest child living with you:
Less than 1 year

1 - 4
5 - 6
7 - 10

11 - 15
16 - 21
over 21

235

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



236

6) Education - Highest Standard passed:
Lower than Std 5

Std 5
Std 6
Std 7
Std B
Std 9
Std 10

7) Occupation:
Employed 0

(Specify type of job) : _

Unemployed (seeking work) §
Household Duties

Pensioner or Retired

Other D
(Specify) ! __

B) Area where you live: Newlands East
Claremont
Wentworth

Phoenix
Lamontville

Umlazi
Chatsworth
Kwa Mashu
Sydenham

9) What is your mother tongue?
(Specify): __
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There are many South African adults who have not finished
their schooling. Although evening classes are available,
many people do not attend these classes. Listed below are
some reasons that people give for not attending evening
classes.
Please read each reason and decide how true that reason is
for you. Mark the TRUE box if it is definitely a reason
why you are not attending evening classes, mark the PARTLY
TRUE box if the reason is only partly true for you, mark
the NOT TRUE box if it is not a reason for you.

Please mark ONLY ONE BOX for each reason.

I am NOT going to evening classes because:

REASON TRUE PARTLY NOT
TRUE TRUE

l. I don't have transport.

2. There are no evening classes
near where I live.

3. I haven't heard of evening
classes.

4. The classes are held at a
time when I cannot go.

5. There is no one to look
after my children.

6. It is too much of a problem to
start schooling all over again.

7. I am better off without going
to evening classes.

8. There is a shortage of teachers.
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REASON TRUE PARTLY NOT
TRUE TRUE

9. I never thought of going to
evening classes.

10. They do not offer any classes
that teach skills to get a
better job.

11. It costs too much money to go
to evening classes..

12. There is no one to advise me
on what to do or how to go
back to finish my schooling.

13. I always thought you must
have passed Std. 6 or higher
to attend evening classes.

14. The schools don't have the
equipment to teach the
subjects that I am
interested in.

15. There isn't time to do
homework or practice what
is taught in the classes.

16. I am not interested in
furthering my schooling.

17. It is too late for me to learn.

18. There is no place at home to
do homework or study for exams.
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REASON TRUE PARTLY NOT
TRUE TRUE

19. I heard that people go but
the teachers don't turn up.

20. Only men (women) go to these
classes.

21. I have health problems.

22. I am frightened to go out
at night.

23. After working all day I am
too tired to go.

24. I prefer going to classes
during the day or on weekends.

25. Going back to school was
just something I thought about,
but never did.

26. I am scared to start from
scratch again.

27. I have no one to go with me.

28. With evening classes I
haven't got time to spend with
my family and to rest.

29. I don't think I'll be able to
cope with studying again after
so long.
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REASON TRUE PARTLY NOT
TRUE TRUE

30. My husband (wife) refused to
allow me to go.

31. I am embarrassed to go after
so many years.

32. There is nobody to encourage
me to go.

33. I have my family and housework
to take care of.

34. I don't want to be the only
man (woman) there.

35. I am afraid of failing.

.36. I have thought about going
to classes, but there is
too much pressure at work.

37. At my age I don't like going
to classes in a school building.

38. The subjects I want to learn
are not offered in evening
classes.
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Lokhu ukuhlolwa okwenziwelwe ukuthola izizathu enzenza
abadala ukuba bavirnbeleke ukubu bangene amakilasi
asebusuku. Wena ungasiza kulokuhlola ngokugewalisa
lemibuzo ebuziwe kulamakhasi. Awuphogelekile ukuba ufake
igama lakho kulokukuhlola.

Okubalulekile: Leliphepha elinemibuzo liqondiswe kubantu
abadala kuphela abanaawugedanga/abangawenzanga
uMatikuletsheni futhi abangawangeni amakilasi antarnbama.

APPENDIX D

ZULU QUESTIONNAIRE

Ngiyabonga.

ULWAZI OLUJWAYELEKILE
(General Information)

(Gcwalisa ibhokisi olibekelwe)
(Please tick the appropiate box)

1) Ubulili:
(Gender)

Owesilisa
(Male)

Owesifazane
(Female)

D
D

2) Ubudala: Iminyaka engu-20 nangaphansi 0
(Age) (20 years and under)

21 - 30
31 - 40
41 - 50
51 :-60
over 60

3) Isimo Somshado:
(Marital Status)

Uwedwa/Awushadile
(Single)
Ushadile
(Married)

Ungumfelokazi
(Widowed)

(NornaWehlukanisile)
(Divorced/Separated)

Udivosile

4) Inani Lezingane:
(Number of Children)

engu 5

o
1
2
3
4

nengaphezulu
(S or more)
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5) Iminyaka yengane encane kunazozonke ehlala nawe:
(Age of youngest child living with you)

Engaphansi konyaku c=J
(Less than 1 year)

1 - 4
5 - 6

7 - 10
11 - 15
16 - 21

Engaphezu kuka
(over 21)

6) Imfundo - Ibanga eliphezulu oliphasile:
(Education - Highest Standard passed)

Ngaphansi kuka c=J
(Lower than Std.5)

Std. 5
Std. 6
Std. 7
Std. 8
Std. 9
Std 10

7) Umsebenzi owenzayo:
(Occupation) oUyasebenza

(Employed)
Yisho uhlobo lomsebenzi

(Specify type of job) _

D
·0

Awusebenzi (ufuna urnsebenzi)
(Unemployed/seeking work)

Imisebenzi yasekhaya oyenzayo
(Household duties)

Uhola irnpesheni noma
usuthathe urnhlalaphansi

(Pensioner of retired)
o
DOkunye

(Other)
(Chaza) :

(Specify)
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8) Indawo lapho uhlala khona:
(Area where you live)

Newlands East
Claremont
Wentworth

Phoenix
Lamontville

Umlazi
Sydenham
KwaMashu

Chatsworth

2'43

Okunye (cacisa chaza) :
(Other, please specify)

9) Ulimi olukhulumayo? (cacisa chaza) :
(What is your mother tongue? Specify)
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Baningi abantu abadala la -e- South Africa abangaqedanga
esikoleni. Nakuba zikhona izikole zasebusuku, abantu
abaningi abayi, kuzona. Lapha ngezansi kubhalwe izizathu
ezimbalwa ezinikwa ngabantu uma bebuzwa ukuthi abafundi
ngani emak~lasini asebusuku. Uyacelwa ukuba ufunde leso
naleso sizathu bese usihlola ukuthi siyiqiniso kangakanani
kuwena. Yenza isiphambano kulelo nalelo bhokisana lapha
nqezansi lapho usho nqeqiniso ukuthi yisona sizathu
esikuvimbelayo ukuba ufunde ebusuku, khombisa futhi
nqesiphambano lapho ucabange ukuthi isizathu sona, sicishe
sibe yiqiniso kancane kuwena, bese ukhombisa futhi
ngesiphambano lapho kungelona iqiniso lokho okuyisizathu
esibhalwe lapha ngezansi.
[There are many South African adults who have not finished
their schooling. Although evening classes are available,
many people do not attend these cla~ses. Listed below
are some reasons that people give for not attending
evening classes. Please read each reason and decide how
true that reason is for you. Mark the TRUE box if it is
definitely a reason why you are not attending evening
classes, mark the PARTLY TRUE box if the reason is only
partly true for you, mark the NOT TRUE box if it is ~ a
reason for you.]
Ngicela umake ibhokisi elilodwa kuleso sizathu.
[Please mark ONLY ONE BOX for each reason.]

Angiyi ukuyofunda ebusuku ngoba:
[I am NOT going to evening classes because: ]

ISIZATHU YIQINISO CISHE AKULONA
KUBE IQINISO
YIQINISO

[REASON] [TRUE] [PARTLY] [NOT]
[TRUE] [TRUE]

lo Anginayo into yokuhamba.
[I don't have transport. ]

2. Azikho izikole zasebusuku
lapho ngihlala khona.
[There are no evening
classes near where I live.]
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ISIZATHU

[REASON]

3. Angikaze ngizwe ngamakilasi
afundiswa ebusuku empilweni
yami.
[I haven't heard of evening
classes. ]

4. Kufundwa ngenkathi
ngingenaso isikhathi.
[The classes are held at a
time when I cannot go.]

5. Anginamuntu ongigadela
izingane.
[There is no one to look
after my children.]

6. Kuyinkinga enkulu ukuba
uqale phansi kwa'a' ube
yingane yesikole noma
ngumfundi .
.[It is too much of a
problem to start schooling
allover again.]

7. Ngilunge hginje angidingi
ukuyofunda sasebusuku.
[I am better off without
going to evening classes.]

8. Angithandi ukuqhubeka
nokufunda esikoleni.
[I am not interested in
furthering my schooling.]

AKULONA
IQINISO

YIQINISO CISHE
KUBE
YIQINISO
[PARTLY]
[TRUE]

[NOT]
[TRUE]

[TRUE]
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[REASON]

9. Awukaze ungifikele
umcabango wokuba
ngiyofunda esikoleni
sasebusuku.
[I never thought of going
to evening classes.]

10. Lezizikole zasebusuku
azinazo izifundo
eziqondene nezindlela
zOkuziqeqeshela imisebenzi
engcono.
[They do not offer any
classes that teach skills
to get a better job.]

11. Othisha bayindlala.
[There is a shortage
of teachers.]

12. Akekho ongelulekayo
ngokufanele ngikwenze,
noma nje angeluleke
ngokuthi kufanele ngenze
njani ukuze ngiqdele
imfundo yami engagcele.
[There is no one to advise
me on what to do or how to
go back to finish my
schooling.]

246

[NOT]
[TRUE]

AKULONA
IQINISO

YIQINISO CISHE
KUBE
YIQINISO

[TRUE] [PARTLY]
[TRUE]
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ISIZATHU

[REASON]

13. Ngangicabange ukuthi
umuntu kufanele apase
uStd 6 (Form I) kuqala,
ukuze akwazi ukuyofunda
esikoleni esinamakilasi
asebusuku.
[I always thought you must
have passed Std. 6 or
higher to attend evening
classes.]

14. Izikole azinazo izinto
ezilekelela ekufundiseni
izifundo mina
engizikhozile nengifuna
ukuhamba ngomgudu wazo.
[The schools don't have the
equipment to teach the
subjects that I am
interested in.]

15. Asikho isikhathi sokwenza
umsebenzi esinikwe wona
esikoleni, uma
sengisekhaya.
[There isn't time to do
homework or practice what
is taught in the class.]

16. Kuyizindleko ezinkulu
ukuyofunda esikoleni
sasebusuku. .
[It costs too much money
to go to evening classes.]

AKULONA
IQINISO

YIQINISO CISHE
KUBE
YIQINISO

[TRUE] [PARTLY]
[TRUE]

[NOT]
[TRUE]
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ISIZATHU

[REASON]

17. Sengimdala kakhulu manje
ukuthi nginganqa-la phansi
ngifunde.
[It is too late for me
to learn.]

18. Ekhaya, ayikho indawo
yokufundela kanye
neyokwenza umsebenzi
wesikole.
[There is no place at home
to do homework or study
for exams.]

19. Ngiyezwa ukuthi abantu
bayaya esikoleni kodwa
othisha bayalova, abezi
kulamakilasi.
[I heard that people go
but the teachers don't
turn up.]

20. Ngino mndeni nomsebenzi
womuzi okumele ngiwenze.
[I have my family and
housework to take
care of.]

21. Ngine nkinga yempilo.
[I have health problems.]

22. Ngiye saba ukuhamba ebusuku
[I am frightened to go out
at night.]

YIQINISO CISHE
KUBE
YIQINISO
[PARTLY]
[TRUE]

[NOT]
[TRUE]

AKULONA
IQINISO

[TRUE]
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ISIZATHU

[REASON]

23. Akekho ongangiphelezela.
[I have no one to go
with me.]

24. Ngincamela ukufunda emini
noma hgama wikhendi/
ngezimpelasonto.
[I prefer going to classes
during the day or on
weekends. ]

25. Uku buyela esikoleni yinto
engihlezi ngiyicabanga.
kodwa ngingayenzi.
[Going back to school was
just something I thought
about. but never did.]

26. Ngiyesaba ukuqala phansi
kwa "a".
[I am scared to start from
scratch again.]

27. Ngikhathala kakhulu emuva
kokuba sengisebenze lonke
ilanga.
[After working all day I am
too tired to go.]

28. Uma ngifunda ebusuku ngeke
ngibenaso isikhathi
sokujabula nomndeni wami
nesoku phumula.
[With evening classes I
haven't got time to spend
with my family and
to rest.)

YIQINISO CISHE
KUBE
YIQINISO
[PARTLY]
[TRUE]

AKULONA
IQINISO
[NOT]
[TRUE]

[TRUE]
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ISIZATHU

[REASON]

29. Angicabangi ukuthi nginga
buye ngifunde emuva
kwesikhathi eside kangaka
ngagcina.
[I don't think I'll be
able to cope with studying
again after so long.]

30. Ngiya kwesaba ukufeyila.
[I am afraid of failing.]

31. Nginamahloni okubuyela
esikoleni emuva kwesik
hathi eside kangaka
ngagcina.
[I am embarrassed to go
after so many years.]

32. Akeko ongigqugquzelayo
ngokubuyela esikoleni.
[There is nobody to
encourage me to go.]

33. Amadoda (amakhosikazi)
kuphela abafunda ebusuku.
[Only men (women) go to
these classes.]

34. Angithandi ukuba kube
yimina ngedwa indoda noma
unkosikazi laphaya
esikoleni.
[I don't want to be the
only man (woman) there.]

AKULONA
IQINISO

YIQINISO CISHE
KUBE
YIQINISO
[PARTLY]
[TRUE]

[NOT]
[TRUE]

[TRUE]
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ISIZATHU

[REASON]

35. Umnyeni wami noma
unkosikazi uyenqaba ukuba
ngifunde.
[My husband (wife) refused
to allow me to go.]

36. Ngiyacabanga ukuya
esikoleni, kodwa mningi
umsebenzi.
[I have thought abou~
going to classes, bu~
~here is too much pressure
at work.]

37. Kuleminyaka enginayo'
angithandi ukuya
emagcekeni esikole.
[At my age I don't like
going to classes in a
school building.]

38. Izifundo engizithandayo
azifundiswa emakilasini
asebusuku.
[The subjects I want to
learn are not offered in
evening classes.]

AKULONA
IQINISO

YIQINISO CISHE
KUBE
YIQINISO
[PARTLY]
[TRUE]

[NOT]
[TRUE]

[TRUE]
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APPENDIX E
STATEMENT OF INTRODUCTION

I am a student doing research on compensatory education in
South Africa. There are many South African adults who
have not finished their schooling. Although evening
classes are available, many people do not attend these
classes. The first part of my research is to find out
what prevents people from attending these classes.
I would like your help in completing the second part of my
research You also must have had problems that prevented
you from attending classes, but somehow you managed to
overcome them. I am very interested in learning about
your expereinces in going back to school as an adult.

If you are willing to be interviewed, please phone me at
823956. I am especially interested in what prevented you
from attending evening classes until now, and how you
managed to overcome those problems,

Thank you,

Julie Reddy
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