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ABSTRACT

The Department of Education of the South Mrican Government of National Unity

has accepted democratic governance as one of the principles of its education and

training programme. At school level, especially at historically black schools, there

is also an increasing demand for meaningful involvement in the decision-making

that affects school policy. Unfortunately educational leaders have generally not

been empowered to make a meaningful contribution to the transformation of the

schools into democratic teaching and learning organizations. This motivated the

decision to undertake this thesis. The focus on the democratization of instructional

leadership is meant to serve as an example and catalyst for the democratization of

all other aspects of the school.

In order to contextualize the investigation the main approaches to schooling in

South Africa were interrogated against the background of the conservative, liberal

and radical theories of democracy in western capitalist societies. The main finding

is that, in spite of obvious differences, South African schooling is essentially another

form of mass education used as the legitimating apparatus of state ideology. Within

this framework Christian-National Education and liberalism form the dominant

educational discourse in South Africa while the aspirations of the majority of blacks

find manifestation in People's Education which embodies radical/nco-Marxist

theories. In spite of the claims of it being basically neutral and value free,

educational leadership in South Africa has generally been used to legitimate and

reproduce the existing hegemony.

An investigation of the positivistic, interpretive and critical research paradigms

indicated that, given the South African context, critical action research with its
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emphasis on, amongst others, collaborative participation, empowerment and

emancipation is the most appropriate means to effect the democratization of

instructional leadership. Relevant theories and research findings from the literature

on action research were then explicated and made applicable to instructional

leadership. Special emphasis was furthermore placed on practicalities like the

preparation of instructional leaders for action research, the role of facilitators, and

the transformation of the instructional mission, and the structures and interaction

patterns of the school.

The relatively radical nature of the practical suggestions necessitated the

identification of the various personal, professional, societal and political constraints

which might impede the envisaged consensual and facilitative leadership. Without

depreciating the substantiality and magnitude of the constraints, possible solutions

are proffered to overcome these constraints. In the true spirit of action research,

an effort is made to avoid prescriptiveness due to the uniqueness of each situation.

The successful implementation of action research will eventually depend on the

commitment and willingness of all the main role players and stakeholders to

collaborate fully in the pursuit of democratic instructional leadership. It thus

becomes imperative that what is legitimated as privileged school experience should

not be an endorsement of a particular culture or ideology. Instead instructional

leadership should aim at developing emancipatory forms of consciousness so that

teachers and pupils can not only be consumers but also producers of knowledge,

who can reject and/or mediate knowledge which serves to reproduce the existing

social order.
"
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1

INTRODUCTION

GENERAL INTRODUCTION

In the traditional-classical management sense the principal is held responsible for

the instructional leadership at the school. In this sense the success or failure of the

school in pursuance of its instructional aims depends ultimately on the quality of the

instructional leadership which emanates from the principal. This supposition that

instructional leadership is the sole responsibility of the school principal is archaic.

The fact that the principal is removed from the classroom situation for a sustained

period of time places a question mark on his/her ability to fulfil the role of

instructional leader. The principal's effectiveness as an instructional leader is

furthermore negated by the high degree of subject specialization which is required

of him/her especially in the secondary school. Cawood (1973: 177) identifies,

amongst others, the following factors which contribute to the complexity of the

principal's task and which constrain his/her ability to give effective instructional

leadership: the application of differentiated teaching, the explosion of the school

population, the technological and knowledge revolution, the shortage of qualified

teachers (especially in secondary schools), the crisis of trust in leadership, and the

insufficient and uncoordinated training possibilities for principals in the Republichttp//etd.uwc.ac.za



Chapter 1: Introduction 2

of South Africa. Roux (1980: 177) emphasises the last-mentioned factor. According

to him principals are appointed on the basis of, among others, qualifications,

successful teaching, organizational acumen, leadership qualities, human relations

and extra-mural abilities. A serious shortcoming is the fact that principals receive

little or no training which has any bearing on educational leadership in general and

more specifically on instructional leadership. The instructional leadership of

principals is also often limited to sporadic classroom visitations as a consequence

of the absence of any theoretical model for instructional improvement. This state

of affairs often causes the principals to concentrate on less important routine-

administrative and routine-clerical duties to the exclusion of instructional leadership.

This situation is exacerbated by the undue importance which the education

departments place on these mundane duties. The concentration on these duties is

often used as a guise to create the illusion of effective instructional leadership.

It is thus obvious that a number of factors militate against the effective functioning

of the school principal as instructional leader. De Wet (1981: 128-129) subscribes

to the more contemporary management approach when he suggests a possible

solution to this dilemma. He differentiates between direct and indirect instructional

leadership. According to this : differentiation the principal should accept

responsibility for the indirect instructional leadership and the delegation of the

direct instructional leadership to subject specialists who are accountable to him/her.

Through delegation the principal thus retains authority, although indirectly, within

a more decentralized organization (De Wet, 1981: 166). It is important to realize

that although the principal delegates direct instructional leadership to subject heads,

he/she does not delegate the responsibility thereof. This therefore merely

represents shift of emphasis. His/her responsibility is now to ensure that the

potentialities of the subject heads are optimally realized so that they can in turn
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Chapter 1: Introduction 3

lead the subject teachers to the realization of the school's instructional aims and

objectives. This is the approach to instructional leadership that is prevalent at the

present time. The basic tenet of this thesis is that this approach does not meet the

challenges of the post-apartheid South Africa. As such, alternative strategies have

to be investigated.

MOTIVATION OF THE INVESTIGATION

On 27 April 1994 the first truly democratic election took place in South Africa.

The democratization of the political arena has possible repercussions for every

aspect of South African society. One of the consequences has been the acceptance

of an interim constitution which is based on democracy, equal citizenship and the

protection of fundamental human rights and freedoms. This constitution is meant

to form the basis for state policy towards the provision of schooling in the

immediate future. The development of human resources is tied up with the notion

of equal citizenship and, as such, is very much entrenched in the constitution. It has

also been identified as one of the five key programmes of the Reconstruction and

Development Programme of the ANC-dominated Government of National Unity

(Department of Education, 1994: 10). Education and training has been identified

as the means whereby human resources are to be developed. The ultimate aim is

to empower people to participate effectively in the processes of democratic society,

economic activity, cultural expression, and community life (Department of Education,

1994: 10). Democratic governance is thus one of the principles which is to underpin

the education and training programme of the Department of Education (1994: 10).

It is foreseen that elected representatives of the main stakeholders, interest groups

http//etd.uwc.ac.za



Chapter 1: Introduction 4

and role players will be involved in consultation. The aim of the democratization

of education and training is threefold:

to infuse new social energy into the education and training institutions and

structures;

to dispel the alienation of large sectors of society from the educational

process;

to reduce the power of government administration.

The acceptance of the principle of democratic governance by the Department of

Education has farreaching implications for educational leaders. There will, amongst

others, be more freedom from the domination of the central authorities in the new

educational dispensation. Some of the aspects that will have to he brought~

compliance with South Africa's new constitutionally protected human rights culture

include the following: management practices, relations between school principals

and their staffs, between teachers and students, between schools and parents, school

rules, disciplinary cultures and procedures (Department of Education, 1994: 25).

An assumption that underpins the acceptance of the principle of democratic

governance is that people who will be responsible for the education and training

programme are themselves empowered to undertake this onerous task. These

people are now required to contribute to the transformation of the schools into

ethos. The South African education system has been characterised by strict central

democratic, professional and collaborative learning and working environments. .

Unfortunately South African educational leaders have generally not been

empowered to participate meaningfully in the determination of school goals and

policy. Up till 1994 the education system has been imbued with an authoritarian

control. According to Hartshorne (1989: 6) this was aimed at ensuring that the
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social, political and economic ideologies of the state were reflected through the

state education system. This is confirmed by Isaacs (1990: 62-63) and Jeftha (1990:

37) who claim that the traditional teaching system in South Africa reduced students

and teachers to an acceptance of the status quo. This status quo was reinforced

even further by the existing hierarchical structure at state schools in which the

principal was expected to exercise strict control from the top to the bottom. As

Hartshorne (1989: 19) phrases it, the state was not interested in producing

...independent-thinking dissidents that will question the fundamental

assumptions and ideologies on which the theory and practice of the South

African state are based.

In practice this found manifestation in instructional leadership which was conducted

in an autocratic leadership style. This is borne out by the questionnaire survey

which was carried out by Williams (1989).

Educational leaders will now be compelled to do some introspection and to adapt

to these changing demands. A democratic leadership style will inevitably involve

the devolution of authority and power to those lower in the hierarchical structure

of the school. This could be extremely traumatic to many instructional leaders.

The perceived loss of authority and power could cause a sense of insecurity amongst

those who felt comfortable within the old system. As the result of various

inadequacies many instructional leaders felt comfortable within a system in which

they were merely called on to ensure that departmental policies were faithfully

carried out. Furthermore, it is uncertain how meaningful participation in policy

formulation and implementation will be effected. It is also not spelt out how the

authoritarian and technocratic legacies of the state bureaucracies (Greenstein, Tikly,
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Matala, Mkwanazi & Chisholm, 1994: 84) will be tackled. What is obvious though

is that the education system needs to be fundamentally transformed and not merely

reformed if it is to be brought in line with the South African constitution. This

thesis is an attempt to provide some answers as to how instructional leadership -

which forms a vital component of the wider education system - can be

democratised.

AlM AND OBJECTIVES OF THE INVESTIGATION

The general aim of this investigation is

to make a contribution towards the democratization of instructional

leadership in South African schools by the investigation of current trends,

future possibilities and constraints.

From this general aim the following objectives are derived:

to give an exposition of the theoretical framework within which the

investigation is conducted;

to investigate the various theories of democracy in education thereby

presenting a context in which the various approaches to schooling in South

Africa can be interrogated;

to make an extensive literature survey of the various approaches to schooling

in South Africa concentrating on power and authority relations ;

to give an overview of instructional leadership in South Africa as the

manifestation of the main approach to schooling in South Africa;

to explicate theories, observations and research findings from the literature

on action research that are relevant to the investigation;

http//etd.uwc.ac.za



Chapter 1: Introduction 7

to make some practical suggestions for the implementation of critical action

research for instructional leaders in primary and secondary schools;

to identify some of the constraints which might impede the democratization

of instructional leadership and to suggest some solutions;

to give an overview of the most important research findings and to make

final recommendations.

CLARIFICATION OF KEY CONCEPTS

Certain key concepts in the title of this study require clarification. The purpose of

the clarification is not to provide comprehensive definitions, but to indicate what

these key concepts denote in this particular research project.

The democratization of instructional leadership is regarded as the process whereby

all role players are empowered to become involved in all phases of planning, acting,

observing and reflecting. Fundamental to the process of democratization is an

adherence to the belief in the possibility of human agency (Brosio, 1990: 69) and

the basic belief that people have the right to participate actively in decisions that

affect their lives. The empowerment of those involved is, however, a necessary

prerequisite for the democratization process. It is only then that the devolution of

power and authority to the lowest practicable level and the participation in decision-

making can be truly meaningful. Participation in decision-making should not

presuppose individual wills or an already existent rationality (Morrow, 1989: 109).

The development of instructional leaders should help to form the conceptual

schemes in terms of which a person thinks, desires, wills or decides. The cultivation

of the virtues, knowledge and skills required for democratic deliberation should
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enjoy primacy in any education system (Gutmann, 1990: 19). Closely linked to this

is the development of critical thinking as a means of empowerment. Freire (as

quoted by Walters, 1985: 109) believes that all people are capable of sustaining a

critical relationship with their environment. Through reflection and action everyone

is capable of demystifying oppressive knowledge. In this thesis schools will be

viewed as democratic public spheres dedicated to forms of self- and social

empowerment. For this to be realised, it is necessary to capture the idea of

democracy as a social movement ground in a fundamental respect for individual

freedom and social justice. A few faddish, short-lived attempts at countering the

existing hegemony are meaningless. This means that the process of democratization

should be regarded as a philosophical commitment. Only then will schools be

transformed to be pervaded by democratic values. This could lead to what

Kohlberg (as quoted by Chanoff, 1981: 173) calls a total concept of the school as a

just community.

Instructionalleodership is a problematic term because educationalists attach different

meanings to the concept. This is complicated by the fact that instructional

leadership is dependent on powerful contextual factors like the culture of the

school, the orientation of students and the professionalism of teachers. In

agreement with Hallinger & McCarey (as quoted by Harvey, 1994: 32) instructional

leadership in this thesis is regarded as much more than merely the exercise of

generic functions such as assessing needs, setting goals, monitoring pupils' progress

and evaluating teachers. Instead, it is regarded as that function of educational

leadership which centres on the negotiation of agreement and collaboration

regarding teaching and learning practices with due consideration of the contextual

factors which impact on it. As such, instructional leadership is not regarded as

elitist or as a set of responsibilities vested in an individual or a particular role

http//etd.uwc.ac.za
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category in the school. Instead instructional leadership is regarded as a function to

which all teaching staff contribute, that is a shared responsibility. This means that

all teaching staff are regarded as instructional leaders with varying responsibilities

depending on their capabilities and hierarchical position in the school, as well as

the specific task that has to be fulfilled.

South African schools refer to state and state-aided schools in South Africa. These

include both primary and secondary schools. Although the main recommendations

are more applicable to secondary schools, the recommendations can be applied to

primary schools with the required adjustments and shift in emphasis.

DELIMITATION OF THE INVESTIGATION

The overarching aim of this investigation is to make a contribution towards the

democratization of South African society. Democracy is a comprehensive ideology

that encompasses all areas of society - not merely political as is commonly

misconstrued. The democratic norms and practices of the wider society are of~l

reflected in the human relations and educational practices within a school society.

Conversely, the democratic practices within the school society will necessarily

impact on the wider society. It is by the democratization of educational leadership

and more specifically instructional leadership that this investigation hopes to make

a contribution. It would be naive to overemphasize the importance of the

democratization of education and more specifically educational leadership. On the

other hand the democratization of South Africa will be incomplete unless the whole

South African education system is remodelled and transformed along democratic

lines.

http//etd.uwc.ac.za



Chapter 1: Introduction 10

The notion of collaboration forms an essential component of the attempt to

democratize instructional leadership. In this thesis it was decided to adopt a

collaborative engagement strategy instead of structured intervention strategies

(Raubenheimer, 1992/1993: 76). In the latter the emphasis is on enablement, that

is the transmission of the necessary knowledge and skills to a recipient to enable

him/her to perform a specific task. The enabler tbus fulfils an active role wbile the

recipient is forced into a passive role. In a collaborative engagement strategy the

emphasis is on empowerment, that is each person is given an opportunity to make

a meaningful contribution to tbe improvement of his/her situation and to the

solution of problems. This strategy is tberefore more process-oriented and

consequently more flexible and emergent, as compared to the product-oriented

structured intervention strategies which are predetermined and externally driven.

The collaborative element is also an attempt to de-emphasize the superior-

subordinate relationsbip and to promulgate a peer support network (Hopfengardner

& Walker, 1984: 36). Througb the collaborative participation in theoretical,

practical and political discourse a model for a rational and democratic order will

hopefully be created (Carr & Kemmis, 1986: 200). The decision to adopt a

collaborative approach can thus be regarded as a concerted effort to counter the

existing hegemony of Christian-National Education and technicism, on the one

band, and the socialism which is being propagated by a significant sector of the

mass democratic alliance, on the other hand.

Action research with its emphasis on colloborative participation is ideally suited as

an instrument whereby instructional leadership can be democratized. Carr &

Kemmis (1986: 165) regard educational improvement and involvement as the two

essential aims of all action research. Action research is democratic in so far as all

those involved in the research process are expected to participate equally. Carr &

http//etd.uwc.ac.za
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Kemmis (1986: 200) regard collaborative participation in theoretical, practical and

political discourse as the key feature of educational action research. In the process

a model for a rational and democratic social order will hopefully be created.

Brown, et al. (as cited by Jeftha, 1990: 76) claim that the great potential of action

research lies in the fact that through the process of collaborative effort, critique and

self-reflection, the instructional leaders become empowered to transform their

practice, and to be emancipated. There are other collaborative methods, like study

groups and workshops. These methods are efficient for solving quasi-administrative

problems of schools (Elsbree, McNally & Wynn, 1967: 154). When change in

fundamental instructional philosophy and methods is required - as is the case in the

South African education system - an alternative method is required. Action

research is much more than just the casual collaborative study of school problems

in that it is more rigorous and it follows a more clearly defined procedure (Elsbree,

et al., 1967: 156).

It has been decided to include primary and secondary schools in the investigation.

In spite of obvious differences, there is nevertheless marked similarities between

instructional leadership in primary and secondary schools especially regarding the

need for democratization. There is furthermore an overlapping of especially the

junior secondary course (which is offered at both primary and secondary school).

It is therefore not always possible or advisable to draw clear distinctions between

the primary and secondary schools. Where such differences do exist, it will be left

to the various instructional leaders to adapt proposals and suggestions to suit local

conditions.

Lastly, the decision to restrict this thesis to a theoretical investigation is situated in

the fact that it is not the purpose of action research to generalize from data of an
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educational situation to a wider population represented by a sample study. The

knowledge which is generated from such a sample study can only be deemed to be

useful for a particular course of action in a particular situation at a particular time.

Furthermore, the decision is based on an awareness of the divergent assumptions,

philosophies and values that underpin the existing practices of instructional

leadership in South Africa. Given the diversity within the existing situation, it will

be unrealistic to attempt to prescribe to instructional leaders how to democratize

their practice. In any case, such prescriptive ness would be inimical to one of the

basic tenets of this investigation, namely that the nature of the instructional

leadership should to a great extent be determined by the basic values and beliefs

of the main stakeholders, interest groups and role players. At most the suggestions

contained in this thesis are meant to serve as guidelines for those instructional

leaders who envisage an instructional leadership practice which is emancipatory,

transformative and empowering. The validity of the thesis will thus, in the true

spirit of action research, be determined not by a sample study conducted at one or

other school, but by the extent to which it generally contributes towards

precipitating debate about and actual improvement in the practice of the various

practitioners.

lAY-OUT OF THE REST OF THE INVESTIGATION

In the rest of the investigation the following aspects will receive attention:

In chapter 2 the various theories of democracy in education are investigated.

http//etd.uwc.ac.za



Chapter 1: Introduction 13

In chapter 3 a literature survey is made of the various approaches to schooling in

South Africa.

In chapter 4 a critical overview is given of instructional leadership in South Africa.

In chapter 5 an analysis is made of the theory of action research.

In chapter 6 some practical suggestions for the formulation of a critical action

research programme for instructional leaders are formulated.

In chapter 7 some of the main constraints that could impede the democratization

of instructional leadership are identified and some solutions suggested.

In chapter 8 a philosophical overview is given of the most important research

findings and recommendations.
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2

DEMOCRATIC THEORIES OF

EDUCATION

GENERAL INTRODUCTION

The common or lexicographical meaning of the word democracy is government or

rule by the people. This political meaning of the concept dates back to the days of

Athenian antiquity. In essence, this definition of democracy refers to the method

of governing by specifying who rules or makes the binding policy decisions of the

state (Mayo, 1969: 23). Over the ages the concept has acquired a variety of

meanings. It can best be understood as an historical construction shaped by diverse,

competing traditions and ideologies which contain their own values of the concept

(Boomer, 1990: 115). The concept of democracy - like any other social category of

importance - is therefore not value-free and neutral, neither does it have a universal

meaning. The meaning of the concept has often shifted depending on the

theoretical context in which it has been used. Walters (1985: 46) refers to it as an

ideological concept around which there is ongoing ideological struggle. Given the

shifting meaning and association, it becomes imperative to interrogate the ways in
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Chapter 2: Democratic Theories of Education

which democracy has been handled in some of the most important ideological

traditions in western capitalist societies.

There is a wide range of democratic theories. The three theories most commonly

identified by educational theorists are conservative theory, liberal theory (classical

and contemporary) and radical/nee-Marxist theory. Conservative and liberal

theories are collectively known as the dominant educational discourse and as such

do not constitute a discrete theory. It is important to emphasise that all

democratic theories have some common ground. For this reason no democratic

theory can be regarded as a pure theory or as mutually exclusive from other

theories. There is thus an interrelatedness which makes it impossible to categorise

the democratic theories into watertight compartments. This is aggravated by the

fact that educational theorists seldom work consistently within anyone paradigm.

Democratic theories are therefore not always consistent and coherent when judged

by the canons of strict logic. Nevertheless, with the exposition of the three theories

of democracy an attempt has been made to highlight the anomalies and uniqueness

of each democratic theory. The, aim is to provide the theoretical background

against which schooling and more specifically instructional leadership in South

Africa will be critiqued.

THE CONSERVATIVE THEORY OF DEMOCRACY

Degenaar (1983:2) gives the following definition of conservatism:

Conservatism is an ideology according to which, firstly, the highest

political loyalty of the citizen is due to tradition and the conservation of

15
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a continuing and pre-existing social order in opposition to the idea of

radical change and, secondly, the citizen is committed to a limited style

of politics.

This definition contains the following ideas that are basic to the conservative theory:

- the continuity of experience;

- loyalty towards tradition;

- an orthodoxy by means of which this tradition can be judged;

- adherence to order;

- the limitation of the power of government.

Degenaar (1983: 12) considers tradition to be the central problematic concept of

conservatism. Firstly, it limits rational discussion as arguments can only be

expressed in terms of rational and established standards. This ties in with the

rejection by the conservatives of a critical approach as it would loosen the bonds of

society (Degenaar, 1983: 12). Secondly, the content of tradition is problematic

especially as regards to what constitutes the tradition - especially in a multicultural

society.

The conservative contends that if the continuity of the tradition can be maintained,

every generation will have access to a source of wisdom for guidance (Wingo, 1974:

30). The conservative theory, therefore, places its faith not in human nature, but

in the accumulated wisdom of all generations. Derived from this is the belief that

no generation has the right to destroy the existing pattern of society by

revolutionary means or by non-violent doctrinaire social reform (Wingo, 1974: 31).

This explains the enmity for any idea that advances social reform in an effort to

perfect human nature.
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Conservatism accepts the imperfection of human nature. Human nature is viewed

very pessimistically as wayward, capricious, and often given to evil thoughts and deeds

(Wingo, 1974: 30). The only chance of improving human prospect is to maintain

tradition, to keep inviolate the great contract among the generations, to rely for

guidance on the ancestors and to avoid doctrinaire reform in any form (Wingo,

1974: 31).

Another feature of conservatism is the high premium it places on traditional forms

of authority. Authority - whether vested in the parents, teacher, principal, inspector

or priest - is seen to be responsible for the preservation of social stability and the

maintenance of the traditions in a society. This view is reactionary and is often

seen to be associated with authoritarianism.

According to Wingo (1974: 29) the conservative tradition rests ultimately on the

belief in a supernatural being who is responsible for the world and the course of

historical events. The central thesis of this tradition is thus an ultimate source of

power and authority that transcends nature. There is agreement among

conservatives that the fundamental significance of the word democracy is a moral

one which is rooted in traditional religion, especially the Hebraic-Christian

tradition.

It is thus evident that the conservative has a unique view of democracy. To the

conservative mind-set democracy means the following:

a regard for justice and order in society;

the opportunity for men (sic.) to exercise their natural talents and enjoy the

fruits of their efforts;

the protection of all men (sic.) in their right to property;

http//etd.uwc.ac.za



Chapter 2: Democratic Theories of Education 18

the avoidance of social levelling based on the equality of men (sic.) (Wingo,

1974: 36).

Conversely to the conservative mind-set democracy does not mean:

the elimination of social classes and distinctions in society;

the egalitarian doctrine that all men (sic.) have the right to equal education;

the advocacy that human rights supersede property rights (Wingo, 1974: 37).

Traditionally for the conservative the role of the school in the scheme of things is

to preserve, transmit and inculcate the values of the existing culture to the future

generation. From the individual's perspective, the purpose of education is to help

him to achieve intellectual discipline (Wingo, 1974: 50). For the conservative the

curriculum of the school should consist of a common core of subject matter,

intellectual skills and accepted values that must be transmitted to all pupils (Wingo,

1974: 54). This curriculum is what is referred to as positive knowledge in

conservative parlance (Giroux, 1988: 121). The conservative educational discourse

presents a view that treats culture and knowledge as part of a storehouse of artefacts

constituted as canon (Giroux, 1988: 115) ready to be passed down to deserving

students (Giroux, 1986: 24-26). In this way schools are transformed into

reproducers of the dominant cultural traditions (essentially middle class), and in the

process a form of cultural hegemony is promoted. The teacher is regarded as

society's agent for the preservation, transmission and inculcation of the curriculum

through precept and example (Wingo, 1974: 59). To the conservatives teaching

approximates the following:

...a practise mediated by strong teacher authority and a student

willingness to learn the basics, adjust to the imperatives of the social and
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economic order, and exhibit what Edward A. uynne calls the traditional

moral aims of 'promptness, truthfulness, courtesy, and obedience'

(Giroux, 1988: 71)

In the face of student disinterest, violence and resistance the conservatives shift

their emphasis from the transmission of positive knowledge to the maintenance of

order and control- a prerequisite for the transmission function (Giroux, 1988: 122).

The value of the educationist is then measured according to his/her ability to

maintain order and discipline.

The conservative educational policy is undemocratic in as much as it excludes the

young from democratic participation on the basis of their lack of rationality

(Morrow, 1986: 189). This view depreciates the learner as a source of claims and

critical judgment on which education for democratic participation takes place

(Morrow, 1986: 204). In this way the growth of the capacity for independent

judgment is not nurtured.

Furthermore, the conservative theorists traditionally offer little or no critique of

how existing social, political and economic institutions contribute to the

reproduction of unequal educational and social conditions. They also ignore how

power, ideology and politics operate on and in schools so as to undermine the basic

values of democracy and community (Giroux, 1988: 50). Giroux (1988:120)

describes the role of pedagogy in the conservative theory as follows:

pedagogy...becomes a memory machine anchored in a celebration and

fabrication of history that sidesteps the disquieting, disrupting, interrupting
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legacies of racism, sexism, exploitation, and class subordination that now

bear so heavily on the present.

In recent years a new variation of conservative education theory has emerged

(Giroux, 1988: 123-124). The emphasis has shifted from the transmission ofpositive

knowledge to the development of a pedagogy that recognises and appropriates the

cultural traditions and experiences of the different students. Instead of the notion

of culture as a storehouse of traditional knowledge and skills, we now have a more

pupil-centred approach. Differences are no longer regarded as a threat of

disruption, but as an invitation for diverse cultural groups to unify under the banner

of an integrative pluralism. This new approach legitimates the idea of equality

among different cultural groups, and is aimed at promoting harmony and respect

within and between diverse cultural groups. The ultimate aim of this model of

egalitarianism is, however, dubious:

...to weave these different cultural groups into an ideological tapestry

that...supports a dominant Western tradition and way of life characterized

by its alleged respect for the expression of different cultural traditions

while ignoring the asymmetrical relation of power within which these

different traditions operate (Giroux, 1988: 124).

The basic criticism against this new approach is that the political consideration of

how dominant and subordinate cultural groups interact and struggle in and outside

schools is displaced. The sense of culture as a terrain of struggle and the

relationship between knowledge and power are lost in this new version of

conservative educational theory.
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The conservative educational theory and the liberal traditions, that will be dealt

with next, form the dominant educational discourse in Western capitalist society..

A detailed critique of this discourse will thus be given under a separate heading

after an exposition of the liberal theory of democracy.

THE LIBERAL THEORY OF DEMOCRACY

Two distinct phases of the liberal theory are discernable: the classical and the

contemporary phases.

Weitz (1990: 24) traces the roots and development of the classical liberal theory

back to the works of Jeremy Bentham, James Mill, John Stuart Mill, Cole and

Rousseau. Degenaar (1983: 18) succinctly defines liberalism as follows:

Liberalism is an ideology according to which the highest political loyalty

is due to individual freedom as freedom from constraints and as based

on Natural Rights.

The main concepts contained - explicitly and implicitly - in this definition are

freedom, equality, individualism, society, the state and authority.

According to Dewey (1968: 326) the formula of early democratic political liberalism

is that men are born free and equal. This formula never actually assumed that

human beings are born equal in strength, abilities and natural endowdedness. What

of one social caste, class or status when com_Raredto those of another. Inequality_--
was assumed is the fact that there is no natural, inherent ~ifference between people
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~ in fact, the product of laws and social customs. Ideally laws and institutions----
should not place restraints upon the lesser gifted. Inequalities in the distribution

of po~ers, achievements and goods that occur in society should be commensurate

'th natural inequalities.:_ This formula is, therefore, in direct opposition to

arrangements where social and family status determines opportunities for

individuals. The conservative liberal thus accepts that man and woman are capable

of infinite progress towards perfectibility by means of their rational capacity. This

perfectibility is attainable if they are left to themselves to develop their natural

capabilities (Degenaar, 1983: 23). In this way they can shape their own destiny

once the external constraints are removed. This formula can be considered to

express revolt against the institutions that limit the opportunity of the mass of

individuals. Dewey (1968: 327) refers to this revolt and aspirations it embedded,

as the essence of democratic liberalism in its earlier political and humanitarian

manifestations .

As mentioned above, one of the claims of the classical liberal theory of democracy

is that individuals are rational beings that have the capacity to control their lives

and to work out their own destiny. Man and woman are thus essentially self-

determining, self-constituting, independent and prior to society (Blackington III &

Patterson, 1969: 279). This places virtual sanctity on the individual. According to

this theory society is regarded as merely

,
...a collection of independent units involved in a voluntary contract for

the sake of convenience, an unnatural or artificial arrangement that is

secondary or derived from the essential independence of man, composed

of units with no obligation to the other and existing because it serves each

unit's self interest...

22
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This theory also claims that everyone shares a common humanity, and that

differences between fellow beings are secondary (Leatt, Kneifel & Niirnburger,

1986: 53). If it is assumed that man and woman are naturally good, then the

common good among individuals will manifest itself in a majority vote (Degenaar,

1983: 42). The classical liberal theory of democracy conceives a majority as a

collection of men in which each retains his/her essential independence.

In this theory the state is regarded as a necessary evil. When the state is kept

within its limits, society is able to effect a social order which is based on the free

development of all its members (Degenaar, 1983: 24). The role of the state is

therefore - paradoxically - to protect man and woman's liberty by means of legal

restraints which are also applicable to the state. The logic behind this is the

opposition of the classic liberal to all forms of concentration of power in the state,

in monopolistic economic practices and in public opinion. Mill (as quoted by

Degenaar, 1983: 25) refers to the latter as the tyranny of prevailing opinion.

The achievements of classical liberalism are spectacular. The achievements include

the disappearance of feudal patterns, the establishment of representative

governments, the acceptance of individual human rights, freedom of worship,

speech, the press and assembly. These achievements have subsequently become the

distinguishing features of modern democracy. In spite of these spectacular

achievements, the classical liberal theory of democracy has not been free of adverse

criticism.

Degenaar (1983: 28) posits that the claim for maximum unrestrained individual

action is based on the assumption that all members of society can compete on equal

terms. In reality, however, the existing inequalities in bargaining power lead to
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injustices. This restriction of genuine equality of opportunity, in tum, leads to the

restriction of liberty.

Degenaar (1983: 27) also refers to the classical liberal view of man and woman as

atomistic as it regards the individual as sovereign and a separate, self-contained unit

with no necessary links with other individuals. This conception, according to Dewey

(as quoted by Tesconi Jr, 1975: 193), encourages social and economic passivity:

Individuals are led to concentrate in moral introspection upon their own

vices and virtues, and to neglect the character of the environment ....Let

us perfect ourselves within, and in the season changes in society will come

of themselves in the teaching.

The widespread political enfranchisement of adult populations and the rapid

development of complex industrial systems with its new division of labour and

labour-management interests posed new problems of social organisation and

integration which the classical liberal could not address (Tesconi Jr, 1975: 197).

This situation was aggravated by other developments like the impact of ethnic and

racial heterogeneity which resulted from the wave of mass immigrations during the

last quarter of the 19th century and the first quarter of the 20th century. This

resulted in new human groups and voluntary associations which invalidated the

atomistic view of man and woman (Tesconi Jr, 1975: 193). More complex

organisational and institutional arrangements were now required to represent the

will of the people.

Based on the above-mentioned criticism, it is obvious that the classical liberal

model of democracy had become outmoded to the realities of the modem world.
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Modern liberal critics disparagingly refer to this view as a caricature of the way

emerging industrial democracies were actually working and as an enfeebled idea as how

they should work (Tesconi Jr, 1975: 193). Although certain strands of the classical

liberal theory persist, this theory has largely been replaced by the contemporary

liberal theory of democracy.

Dewey and associates are commonly regarded as contemporary liberal theorists.

They (as quoted by Moore, 1972: 93-4) summarise the function of schools as

follows:

Human beings, including students, are essentially rational and thus

potentially capable of making adequate decisions for themselves. It is the

function of the schools, the press and other teaching agents to improve

and implement this rational capacity in youth. The development of this

latent capability requires a free learning situation, with all relevant

alternatives for dealing with issues beingpresented fairly objectively, and

in the light of significant consequences.

At a cursory glance this contemporary liberal view of the function of education

appears beyond criticism. Enslin (1986: 9-15), summing up the poverty of the

contemporary liberal theory, indicates that the essence of this theory militates

against the fulfilment of this function. According to Enslin (1986: 9-10)

contemporary liberal theorists claim that schooling contributes to economic growth

by providing the necessary expertise and skills for the development and use of

technology, and by helping to integrate the citizens into occupational roles

appropriate to their abilities. In this way schools are supposed to promote

economic progress and raise the quality of life for all members of society. Enslin
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refutes this claim. She posits that the main function of schooling is not to provide

technical expertise but to promote particular types of people thereby maintaining

the existing social relations of production. She furthermore exposes the myth that

economic progress is for the benefit of all. In reality, technological and economic

growth benefits not the masses but the owners of the means of production.

The contemporary liberal theory of education also claims that by providing equal

educational opportunities, the inequalities of life can be redressed. Enslin (1986:

10) summarises this claim as follows:

By providing equality of opportunity, those with ability, assisted by

objective selection procedures, have the chance to succeed, and each is

allocated to her appropriate role of life.

Thus the educational system provides social mobility to children with ability in spite

of their poor socio-economic background. Muir (1983: 16) refers to the ideal of

equality of opportunity in the face of the many constraints in society as an Utopian

illusion kept alive to protect the powerful in society. Enslin (1986: 9) also refutes

this claim. According to her occupation is determined largely by class while

prevailing notions of ability are ...mere reflections of dominant middle class values.

Furthermore, empirical evidence indicates that an individual's place in the

occupational hierarchy is determined more by class than ability, and by the way the

individual internalises the social values and perspectives of the dominant culture.

Van den Berg (1989: 107) reiterates this point of view when he states that although

schooling does offer opportunities for social mobility to some people, in the main

it tends to reproduce the existing order.
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As far as Dewey (1973: 84) is concerned schooling is meant to not only transmit

socially relevant knowledge, but also to provide opportunities for active

participation. In reality, the teacher has been bureaucratically subordinated, rigidly

boxed in by a predetermined curriculum, and held accountable for attaining

instructional 'productivity goods' (Carlson, 1987: 284). The role of the teacher has

been corrupted into that of organising a process whereby the students are filled by

making deposits of what he considers to constitute true knowledge (Freire, as

quoted by Bowers, 1974: 10). On the other hand the student receives the deposits

of information as a passive entity. The act of knowing the existing knowledge is

reduced to a mere transference of the existing knowledge (Shor & Freire, 1987: 8).

Shor (Shor & Freire, 1987: 8) refers to schools as delivery systems (set up) to market

official ideas and not to develop critical thinking. In this way the contemporary

liberal theorists support the existing power structure - sometimes by symbolically

violent means. These means include manipulation and subordination by means of

rules, tests, punishment, requirements, correction and remediation.

It is thus ironical that the schools should declare themselves democratic when they

actually construct and reproduce inequality - which is anathema to true democracy.

The contemporary liberal theorists also claim to use a detached and neutral

method, referred to as analytic philosophy (Enslin, 1986: 15). They basically work

within the Anglo-American traditional philosophy and dismiss the European

phenomenological and Marxist traditions (Enslin, 1986: 15). The Marxist criticism

of the analytical philosophy of the contemporary liberal theory is levelled at the fact

that it focuses on the inner processes of education. In this approach ethos and

epistemology, rather than power and production, are primary.
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The contemporary liberal theory of education regards schooling as a tool by which

social change can be brought about (Enslin, 1986: 10). It ignores the fact that the

introduction of mass schooling has not extended equal opportunities to working

class children, and that schooling in capitalist liberal democracies reflects the

political and economic conditions in society.

The contemporary liberal theorist believes that schooling is a means to fulfil the

moral, cognitive and aesthetic potential of the child (Enslin, 1986:15). The cultural

experience of the students is supposed to be the starting point from which to

develop relevant forms of pedagogy (Giroux, 1988: 126). In reality, the

contemporary liberal theory is an ideology of deprivation (Giroux, 1988: 125).

What is legitimated as privileged school experience is an endorsement of a

particular way of life which is regarded as superior. Students who do not share this

particular way of life are marginalised. Schooling is therefore not child-centred,

because self-directed learning is not emphasised. Furthermore, no attempt is made

to link knowledge to the personal experience of the students. There is an ominous

silence regarding forms of race, class and gender discrimination and especially how

these are reproduced in the relations between the school and the larger social

order. Giroux (1988: 128) regards this as the dominant educational discourse that

links conservative and liberal theories of education.

There are obvious differences between the conservative and liberal theories, for

example the relative importance attached to the notions of tradition and the

individual. There are nevertheless some definite similarities between the theories,

A CRITIQUE OF THE DOMINANT EDUCATIONAL DISCOURSE
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especially with regard to power relations. This makes it possible to group them

together in what Giroux refers to as the dominant educational discourse.

According to Giroux (1988: 129) the dominant educational discourse attempts to

separate culture from relations of power. As the result of the uncritical analysis of

culture the concept has been depoliticised as a social construct and practice.

Furthermore, according to Giroux (1988: 129-130), the dominant educational

discourse makes no attempt to analyze culture as shared and lived experiences of life

characteristic of different groups and classes as those emerge with inequitable relations

of power and fields of struggle. In the process the way in which wider political and

social forces impact on school organisation and everyday classroom life is not

recognised.

At the core of the criticism against the dominant educational discourse is what is

commonly referred to as the theory of correspondence. This theory was first

formulated by Herbert Gintis based on a critique of Ivan Illich (Giroux, 1980).

Since then it has been articulated by a number of radical theorists. In spite of the

many versions and variations on the theme, the core of the theory - as represented

by Bowles and Gintis (1976) - has remained relatively unchanged. Bowles and

Gintis (1976) discerned a correspondence between the workplace and schooling.

According to the correspondence theory schools serve capitalist society in two ways.

Firstly, along class lines it produces the labour necessary for capital accumulation.

Secondly, it reproduces the forms of consciousness required for the maintenance of

institutions and social relationships which facilitate the translation of labour into profit.

In the process reality is made opaque in order to prevent people from gaining

critical awareness (Shor & Freire, 1987: 36). In this wayan attempt is made to

prevent students from challenging the existing notions of the social reality of which
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they form part. According to Bowles & Gintis (1976) schooling in a capitalist

society corresponds to the structure of the economic system particularly with regard

to social relationships. These social relations range from the relationships between

administrators and principals, principals and teachers, teachers and pupils, and

pupils and their work. According to Boomer (1990: 116) the unequal relation

between the various parties is twofold: there is the institutional power which is

based on the sanctions and rules of the institution, and there is the

experiential/knowledge power of that which is to be learned and tested.

The correspondence theory, as described above, is simplistic in that it omits the

diversity that characterises schooling. Absent, for example, is the role of culture in

schooling. The work of Pierre Bourdieu and his colleagues in France represents the

most important perspective for studying the cultural reproductive model (Giroux,

1983: 267). Bourdieu refutes the fact that schools are directly linked to the power

of an economic elite. Instead he sees schools as

...part of a larger universe of symbolic institutions that do not overtly

impose docility and oppression, but reproduce existing power relations

more subtly through the production and distribution of a dominant

culture tacitly confirming what it means to be educated.

Schools legitimate the reproduction of the dominant cultural capital through

legitimating certain forms of knowledge, ways of speaking and ways of relating to

the world. Thereby schools legitimate the reproduction of social hierarchies under

the guise of ostensibly meritocratic and democratic processes. Students who only

have a tenuous connection to the dominant cultural capital are normally

marginalised and alienated.
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Recent Marxist theorists have argued that the educational process cannot be

adequately grasped by merely looking at capital's domination of the labour process

or the way capitalist domination is reproduced through culture. The major

structural determinants of domination and equality should also be explained by

looking at the role of the state. The dialectical formulation of hegemony as set out

by the Italian theorist, Antonio Gramsci, forms the basis of this paradigm shift.

Gramsci (as quoted by Giroux,1983: 276) defines the state as follows:

The state is the entire complex of practical and theoretical activities with

which the ruling class not only justifies and maintains its dominance, but

manages to win the active consent of those over whom it rules.

Furthermore, Gramsci divides the state into two realms: political society and civil

society (Giroux, 1983: 276). The former refers to the state apparatuses of

administration, law and the coercive institutions, whereas the latter refers to those

private and public institutions that rely on non-coercive means to universalise and

internalise ruling class ideologies. This challenges the liberal notion of the state as

a neutral, administrative struct~re that operates in the interest of the masses. This

theory of state also adds to the understanding of how the process of social and

cultural reproduction functions in the political sphere.

The above-mentioned theories of reproduction have produced important insights

which are cardinal to a more comprehensive understanding of schooling:

They have led to a greater appreciation of the hermeneutic and political

nature of public school pedagogy (Giroux, 1979:264), thereby dismissing the

notion of schools as socially neutral institutional mechanisms for attaining
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social equality based on the meritocratie evaluation of students (Giroux, 1980:

232).

They emphasise the fact that all knowledge claims are forms of

intelligibility firmly rooted in specific normative and political interests

(Fitzclarence & Giroux, 1984: 463).

The reproduction theories are, however, not beyond criticism. Carlson (1987: 291)

views the functional (reproductive) description of teaching as an overly deterministic

model of causality. Giroux (1980: 227) speaks of it as a watered-down form of

Orwellian one-dimensionality. Furthermore, it is politically disempowering in that

it promotes a pessimism about teachers' potential to contribute to the social

transformation of society. Wexler (1982: 53-68) opines that terms like reproduction,

socialisation and hegemony contribute to the enhancement of political apathy. They

do not provide hope for contestation and struggle, and detract from the role of the

teacher as a mediating agent in progressive change (Walker, 1991: 36, 38).

Especially lacking is the insight into the dialectical relationship of power and

resistance (Giroux, 1983: 86). Instead, we have a monolithic view of domination

(Giroux, 1980: 232). In the process these theories serve to debilitate any hope of

social struggle and emancipation (Giroux, 1980: 227). What is lacking in the above-

mentioned theories is a comprehensive theory that acknowledges the four major

ideological realms: the economic, cultural, social and political realms. Giroux and

other radicals offer the notion of hegemony as a solution to this problem.

For McLaren (1989: 173) hegemony refers to:

...the maintenance of domination not by the sheer exercise of force but

primarily through consensual social practices, social forms, and social
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structures produced in specific sites such as the church, the state, the

school, the mass media, the political system, and the family.

Gramsci (as quoted by Entwistle, 1978: 24) posits that hegemony is not exercised

through physical or legal coercion, but is based on the false consciousness of the

working class. Dawson (1982: 154) also conceptualises hegemony as a reproductive

force which is ubiquitous and which acts in the interest of those who control

cultural capital as well as economic capital. He (Dawson, 1982: 150) does, however,

regard the relationship between the socio-economical superstructure and education

as continuously dialectical. This allows for protest and contestation.

Giroux (1980: 228) identifies four interrelated ways in which hegemony functions

in the school curriculum:

the selection of the culture that is regarded as socially legitimate;

the categories that are used to discriminate between superior and inferior

cultural content and forms;

the selection and legitimation of school and classroom relationships;

the distribution of and access to different types of culture and knowledge by

the various social classes.

In each of the areas specified, values and meaning can be imposed to support the

dominant culture.

To sum up: the radical theorists have made an invaluable contribution towards the

critical analysis of the dominant educational discourse. In the process they have

dispelled a number of myths. To what extent they have succeeded in providing a

viable alternative will be investigated in the next section.
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THE RADICALjNEO-MARXIST THEORY OF DEMOCRACY

Karl Marx has written little on education specifically. Based on his theory of

society, Enslin (1986: 207-208) has nevertheless extrapolated a number of clear

features of Marx's general notion of education:

feature 1: education should give primacy to society over the individual;

feature 2: education must assist people to comprehend the world they live in;

feature 3: everybody is entitled to a high level of education;

feature 4: no narrow specialisation should be catered for;

feature 5: education should equip children mentally and manually;

feature 6: education should remove the distinction between working and

learning;

feature 7: education should develop critical attitudes;

feature 8: the content and method should be appropriate to bring the

features mentioned above to fruition.

The first feature aims to dispel the individual view of man and woman, as it leads

to exploitation of fellow-beings in the name of individual freedom (Degenaar, 1983:

23). The feature thus regards individualism, profit-seeking and competitiveness as

unsuited to Marxist theory. On the other hand, Marx displayed a kind of ethical

individualism by emphasizing the need to develop the capacities of the individual

to the full - feature 3. Enslin (1986: 209) regards this as an apparent paradox: ...an

anti-individualistic notion of education inspired by ethical individualism. It is thus

obvious that social solidarity and individualism need not be alternative values as

posited by many Marxist theorists. Giroux (1988: 30-31) also attempts to overcome

the dilemma of the individual versus society. According to him the horizontal ties

between citizen and citizen should be strengthened. Callan (1981: 167) refers to
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these horizontal ties as fraternal bonds. In the process the difference of cultures

and social relations of the diverse groups are recognised as part of the discourse of

radical pluralism. The category of difference is, however, not reduced to the

possessive and selfish individualism of the self-contained subject which forms the

essence of the liberal theory. Instead, the politics of difference of the various social

groups will contain its own principles of validity but they will share in a public

consciousness and discourse. The aim is to build a politics of trust and solidarity

that will support a common life based on democratic principles. Fraternal solidarity

is thus regarded as an essential democratic value while egotistic self-assertion is

seen as anti-democratic (Callan, 1981: 167).

The problem of ideology is implied in the second feature. In an oppressive society

the dominant ideology prevents the oppressed masses from fully comprehending

their natural and social world. There is thus a need to develop a critical

consciousness among the masses. If this consciousness is obscured in any way, it

impairs the full development of the individual.

Gramsci (as quoted by Enslin, 1986: 213) phrases the third feature as follows:

It (democracy) must mean that every 'citizen' can 'govern' and that

society places him, if only abstracted, in a general condition to achieve

this.

Enslin (1986: 213) links this feature with the call for the development of

autonomous thinking in all members of society.
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According to the fourth feature the division of labour and a high degree of

specialisation are anathema to the production of fully developed human beings.

The fifth feature is linked to the fourth one. The development of the children's

mental and manual capacities is aimed at the full development of human beings

thereby countering the hazards of narrow specialisation (Enslin, 1986: 46). The

division of labour alienates man from the product of his labour. In the same

process a wedge is driven between mental and manual workers. Manual workers,

especially, are denied the knowledge required for critical consciousness.

The sixth feature is also linked to the two previous features. It requires a closer

relationship between education and productive work as part of a general social

transformation (Enslin, 1986: 222).

The seventh feature is the development of critical attitudes especially to authority.

Both Gramsci and Freire (as quoted by Enslin, 1986: 225) emphasise the

importance of the development of a critical consciousness. Freire (1970: preface)

speaks about conscientization which he describes as follows:

The term conscientization refers to learning to perceive social, political

and economic contradictions and to take action against the oppressive

elements of reality.

Critical consciousness is thus seen as having both a theoretical and practical

component. Critical consciousness can, in tum, be regarded as a prerequisite for

the development of autonomy, and hence of meaningful democratic participation.
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The eighth feature proposes a pedagogy where the dialectical relationship between

the teacher and pupil and the pupil and his environment is of prime importance

(Enslin, 1986: 228-229). It is suggested that the starting point for organising the

programme content should be the present, existential, concrete situation, reflecting the

aspirations of the people (Enslin, 1986: 229). This situation should then be

presented to the people as a challenge which requires a response - both on the level

of the intellect and of action.

Enslin (1986: 238) emphasises the fact that the eight features listed above are not

discrete but interrelated in a number of ways. She regards them as an expression

of the central themes in Marx's social theory that relate to education. The three

central themes are that of a fully developed individual, the goal of autonomy for

everyone, and the revolutionary overthrow of capitalism (Enslin, 1986: 244). Enslin

(1986: 245) concludes that the severe tension between the second and third themes

makes a coherent Marxist notion of education impossible:

The goal of autonomous thinking and its allied notion of democratic

participation for all is in severe tension with that of revolutionary

transition to socialism.

The autonomy which results from dialectical education could, for example, result

in the learners challenging the legitimacy of the new revolutionary socialist

institution.

Within the last two decades the nee-Marxist/radical theorists have made a valuable

contribution towards the advancement of the theory of education. As indicated

previously, radical theorists have in their critique of the dominant educational
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discourse managed to dispel the notion of schools as socially neutral institutions

offering possibilities for individual development, social mobility, and political and

economic empowerment to the disadvantaged and dispossessed (Giroux, 1983: 257).

In the process, schools have been exposed as instruments that legitimate the

reproduction of the dominant culture. One of the main shortcomings of the radical

educational theory has been the absence of the possibility of counterhegemonie

struggle. What has evolved, is a programme of hopeless criticism without a

substantive vision and theoretical language. Lane, Lane & Pritchard (1986: 62)

accuse the radical theorists of inflicting political paralysis and social cynicism on

progressive educators who wait expectantly for the apocalyptic collapse of capitalism.

According to these theorists there can be no transformation of schooling within a

capitalist society (Kissack, 1991: 100). There is a commonly held notion within the

neo- Marxist tradition that a truly egalitarian society cannot operate within the

context of a capitalist society as notions like freedom, justice and equality are

inimical to it. Zeichner (1991: 395) posits that teacher and pupil empowerment and

the restructuring of school relationships are inadequate by themselves to deal with

societal patterns of inequity and injustice. What is required, is changes in the

economic, social and political structures of society. Attempts at educational reform

in a capitalist society are regarded as a diversion: instead of promoting an equitable

social system, it serves as a substitute for economic reform (Wood, 1982: 51). This

fallacious argument is based on the premise that the economy is the most important

factor that determines the process and outcome of education. Its overly mechanistic

and deterministic model of reproduction has had a debilitating effect on radical

educators.

Within the last decade a new genre of work has emerged that attempts to move

beyond the reproductive theory. Wood (1982: 62-63) quotes the work of Bernstein,
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Apple, Young, Whitty and a host of others, as examples of this genre. Giroux

presents the most comprehensive and cohesive of the attempts to move beyond the

paralysis and cynicism. Giroux (1983: 259) labels these attempts resistance theory,

because of the primacy it gives to the notions of conflict, struggle and resistance.

One of the most important assumptions of the resistance theory is the acceptance

of schools as contested terrains marked by structural and ideological contradictions

as well as collectively informed resistance (Giroux, 1983: 260). Giroux (as quoted

by Wood, 1982: 64) suggests that the teacher and student should be viewed as

producers and consumers of knowledge. They can thus reject and/or mediate

knowledge which serves to reproduce the existing social order. According to Giroux

(as quoted by Walters, 1985: 14) the essence of resistance education is the

following:

...its ability to help students move critically within their own subjectivity

and to break with the 'commonsense' assumptions that tie them to the

dominant structures of power and control.

If this underdeveloped potential for resistance within schools is utilised capitalist

domination and hegemony can be challenged.

Giroux (as quoted by Wood, 1982: 65) suggests the use of critical theory to

illuminate the concepts of ideology, hegemony and culture. These concepts are to

be used as building blocks to create the foundation for radical educational praxis.

Giroux (as quoted by Wood, 1982: 62) feels it imperative to comprehend how

ideology and hegemony are produced and sustained and how they are negotiated,

resisted or accepted. Giroux, (as quoted by Wood, 1982:66) sees culture as a

critical tool in the mediation of hegemonic ideology by teachers and students. The
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analysis of the dominant ideology, hegemony and culture is a prerequisite for the

emergence of emancipatory forms of consciousness. This analysis may take on

different forms but should be geared towards the components of the dominant

ideology, hegemony and culture that prevent the development of counterhegemonie

consciousness.

Giroux also places primacy on the notion of critical citizenry. He (1988: 32) sees

the role of schools as public spheres where ...the dynamics of popular engagement

and democratic politics can be cultivated as part of the struggle for a radical

democratic society. Schools should therefore be legitimated as democratic public

spheres which are essential for the maintenance of democracy and critical citizenry ..

What is thus propagated, is the use of the potential of the schools to nourish civic

literacy, citizen participation and word courage. He justifies this decision as follows:

As pedagogical principles that inform particular human capacities and

social practices, civic literacy and citizen participation gain expression as

forms of moral agency and political responsibility aimed at fashioning the

practices and institutions around a democratic conception of collective

life.

The resistance theories have exhibited a number of theoretical flaws. One of the

main flaws is the absence of a foundation for a theory of education that links

structures and institutions to human agency and action in a dialectical way (Giroux,

1983: 40). Van den Berg (1989: 308) refers to the dialectic between schooling and

the greater social order as a process of mutual influencing. According to Giroux

the task facing resistance theorists is twofold:
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First, they must structure their own assumptions to develop a more

dialectical model of schooling and society; and second, they must

reconstruct the major theories of reproduction in order to abstract from

them most radical emancipatory insights.

Another weakness of the resistance theorists is that they do not take adequate

cognizance of the historical development of. the conditions that promote and

reinforce contradictory modes of resistance and struggle (Giroux, 1983: 285-289).

Theories of resistance also generally ignore issues of gender and race. In the

process the notion of patriarchy, for example, as a mode of domination is ignored

(Giroux, 1983: 287). Theories of resistance have also failed to address the issue of

how domination reaches into the structure of the personality itself. According to

Giroux (1983: 288) it is necessary to interrogate how the dominant ideology

prevents needs that extend beyond the logic of the market from developing in the

oppressed. These needs could be the impetus for the development of new

relationships between men and women, the generations, different races, and

humanity and nature. This means that needs based on the desire for meaningful

work, solidarity, an aesthetic sensibility, ethos and emancipatory freedoms should

replace egoistic and aggressive greed of capitalist interests. It is thus extremely

important to know how domination reaches into the structure of personality to

suppress these altruistic needs.

On the practical level Wood (1982: 69-70) identifies the problem of translatability

as the prime shortcoming of resistance theories. Wood is particularly concerned

about how the work of the resistance theorists would translate to practising

teachers. The main issue is not the issue of practicality but accessibility. Most

teachers are only exposed to conventional texts and methods. Wood (1982: 70)
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suggests that classroom materials and alternative classroom styles be produced and

made accessible to a wider audience, especially pre- and in-service teachers. Wood

also suggests that the efforts of a variety of political actors (teachers' associations

and unions, school committees and parents) be enlisted to help translate the radical

pedagogy into political action.

Giroux (1983: 289-290) also emphasises the contribution that resistance theories

have made to radical pedagogy. In the first place, they provide a focus for

analyzing the relationship between school and the wider society. In the second

place, they present a mode of discourse that rejects the traditional explanation of

school culture and oppositional behaviour. In the third place, they provide new

ways of conceptualising and restructuring modes of critical pedagogy. In the fourth

place, they posit a dialectical notion of human agency. By implication they regard

domination as a process that is neither static nor complete. Domination is no

longer regarded as a mere by-product of external forces, but also as a part of the

process of self-formation within the working class itself (Giroux, 1983: 283). In the

fifth place, they emphasise that power acts not only as a mode of domination, but

also as an act of resistance. The most important contribution of the theories of

resistance is the fact that they offer hope for radical transformation. Thereby

radical theorists are freed from the theoretical cemetery of Orwellian pessimism

(Giroux, as quoted by Elliot, 1991: 112).

CONCLUDING REMARKS

An analysis of the theories as explicated above, indicates that democracy is not

grounded in some ahistorical, transcendent notion of equality, freedom, power,
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authority and empowerment. It is imperative that it be acknowledged as a site of

struggle and a social practice informed by competing ideological conceptions (Giroux,

1988: 28-29). This is why democracy manifests itself in various guises. Eachl

manifestation of democracy is not quintessentially superior to another, but its value I
is relevant to the context in which it is situated. Any attempt to democratize the

educational process has to take cognisance of this reality, particularly of the

hermeneutic and political nature of the pedagogy in state schools. It is against this

background that the various approaches to schooling in South Africa will be

interrogated. In the first instance an attempt will be made to determine to what

extent these approaches are manifestations of the main traditions in western

capitalist societies. In the second instance these approaches will be evaluated with

due cognisance of the South African context within which they occur.
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THE MAIN APPROACHES TO
3

SCHOOLING IN SOUTH AFRICA

GENERAL INTRODUCTION

Any attempt to make a contribution towards the transformation of the South

African education system needs to take cognisance of the assumptions, philosophical

orientations and practices of the existing education system. For the purpose of this

thesis the categories that have been identified are the conservative and liberal

approaches to schooling which collectively form the dominant educational discourse

in South Africa, A number of positions exist to the left of the South African

liberals. Their perspectives on an alternative socio-economic system are imbued

with different tinges of socialism. The ANC/SACP /COSATU position is the

dominant one as far as strategies for the transformation of the South African

education system are concerned. This position which finds manifestation in what

is commonly referred to as People's Education, is the one that is investigated in this

thesis.
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In this chapter the emphasis will be on South African schooling during the period

1948 to the present. This does not imply that the conservative and liberal traditions

did not exist prior to 1948. The period 1910 to 1948 was, however, one of neglect

as far as the education of black South Africans is concerned (Hartshorne,

1989b:l08). During this period the Afrikaner nationalists regarded the struggle for

control of the state, its bureaucracy and its patronage as being of paramount

importance. The central issue in education was the position of the Afrikaners in

white schools and linked to this the entrenchment of separate schools for the two

white groups. At this time the education of the blacks was peripheral to the central

power struggle. When the Afrikaner nationalists gained political ascendency in

1948 a shift of focus occurred. Itwas only after 1948 that the foundations were laid

for the assumptions, philosophical orientations and practices of the existing

education system of South Africa.

THE CONSERVATIVE APPROACH TO SCHOOLING IN SOUTH AFRICA

Christian-National Education (henceforth referred to as CNE) was originally

intended as a policy for the children of those who profess the life- and world-view

of Afrikaner nationalists. Later it became an integral part of the Afrikaner struggle

for power. The two main aims of CNE were the preservation of the Afrikaner

cultural identity against the threat of British imperialism and the maintenance of

white domination over the black majority.

CNE is partly based on Calvinist foundations. This finds manifestation in religious

instruction and the spirit and manner in which all teaching and education as well

as administration and organisation are conducted. In spite of the claims that it

would be exclusively a policy for the Afrikaner-Calvinist sector of the South African
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population, it formed the theory on which all South African education was based,

and its values were meant to be imposed on all population groups (Eshak, 1987:

38). The Afrikaner nationalists tried to justify this authoritarian behaviour by

regarding it as their Godgiven duty and right to exercise their authority over the

blacks.

CNE is furthermore based on Afrikaner nationalism. According to this policy

education should have as its aim the expansion of every pupil's knowledge

regarding, amongst others, the fatherland, language and cultural heritage and

historical traditions. Colquhoun (1986: 117) contends that the national principle of

CNE indicates a preoccupation with the deliberate preservation and perpetuation

of the Calvinist-Afrikaner's life- and world-view. Ashley (1989a: 7), in a similar

vein, describes CNE as the official ideological position of Afrikaner nationalists on

education.

The fact that the Manifesto of CNE makes provision for the education of bantu,

coloureds and Indians is indicative of the fact that CNE was meant to be applied to

all population groups of South Africa. Education for blacks under the missionaries

was assimilationist in nature and was seen by some liberals and missionaries as a

means of modernisation and integration within a common society (Hofmeyr, 1982:

34). Black education was, furthermore, funded out of the general revenue of the

Government yet not controlled by it. The education in the mission schools was

obviously not based on the CNE principles as set out in the CNE Manifesto. This

resulted in the appointment of the Native Education Commission under the

chairmanship of WWM Eiseien in 1949. The main recommendations of the

Commission's Report formed the basis of the Bantu Education Act of 1953. The

main recommendation was that the control of black state schools be removed from
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the provincial administrations and placed under a separate department under the

central government.

The Government also decided to extent state control over the more than 5000 state-

aided mission schools. This can be regarded as part of a wider system of extending

state control over the blacks (Christie & Collins, 1984: 172). This signified the end

of a state policy of omission, neglect and 'laissezfaire' (Hartshorne, 1989b:ll0). In

its place a system was introduced which placed black education under strict central

control. One of the major results of this was a hard, doctrinaire, inflexible and

ideological style of administration which pervaded black education from head office

down to the classroom. The purpose of the strict central control was to ensure that

the social, political and economic ideologies of the Afrikaner nationalists be

reflected throughout the state education system (Hartshorne, 1989b: 111-112). In

the same way the establishment of the Departments of Coloured and Indian Affairs

was part of the larger plan to subjugate all the blacks of South Africa (Molteno,

1984: 24).

The Afrikaner nationalists regarded the schooling of blacks as part of their vocation

to Christianize the blacks of South Africa. This trusteeship towards the blacks was

supposed to invoke a Godgiven obligation to Christian and National principles.

Under the guise of trusteeship the values of CNE were to be foisted on the blacks.

This form of trusteeship is highly contentious. CNE was, for example, not meant

to lead the wards to independence and equality (Eshak, 1987: 41). The trusteeship

was furthermore based on colour and not mental or intellectual abilities (Eshak,

1987: 41). Inherent in the notion of CNE is the notion of racial superiority.

Rampedi (1992: 16-17) regards the paternalistic element of CNE as another form

of power - more subtle and complex than authoritarianism. The fact that it assumes
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that those in authority know best what is beneficial for those under their authority,

opens up the space for imposition and manipulation.

The Afrikaner nationalists had to ensure the inferiority of Bantu Education. The

quality and quantity of the provision of education were different for the various

population groups. Features like overcrowded classrooms, minimal resources, lack

of teacher expertise and qualifications are, according to Van den Berg (1989: 304-

305), not historical accidents but deliberate policies which were politically

determined.

CNE contains various elements which had a profound effect on the democratic

relationships within schooling in South Africa.

One of the basic doctrines of Calvinism is the absolute sovereignty of God

(Colquhoun, 1986: 99). The authority of the state is regarded as a divine sanction.

Loyalty and obedience to the state are thus regarded as a natural extension of the

loyalty and obedience which should be accorded to God. In a similar fashion

authority in schools is regarded as borrowed from God and passed along via the

state. This authority is absolute and outside human negotiation. As such, all

persons in authority in education should be regarded with reverence and respect by

those lower on the hierarchical ladder. Under these circumstances the role of the

educational leader can easily become authoritarian, especially if he/she is expected

to be the enforcer of instructions from above. In this way authority became a

device whereby CNE policy could be enforced.

CNE regards a Christian education as necessary to ensure the proper development

of the young child who has an intrinsic human weakness and a temptation to sin
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(Ashley, 1989a: 9). Childhood is thus viewed in a negative way as a deficiency

which can be remedied by an education oriented towards adulthood. Adulthood

within the context of a specific community with its distinctive cultural character and

tradition is thus considered to be the aim of education.

The authoritarian nature of CNE suggests that education must aim to inculcate an

attitude that makes pupils submissive (Eshak, 1987: 23). Obedience in this form

then becomes an act of worship and piety. This form of unquestioning obedience

is contrary to true education which implies a measure of independent thought. This

also reveals a contradiction within CNE: it claims to lead pupils to full adulthood

yet requires complete submissiveness and conformity instead of independence of

thought.

According to Herman (1993: 15) teachers are treated by the educational

bureaucracy as instruments of policy. Their training is therefore not aimed at

equipping them for critical thinking and learning. This ties in with Foucault (as

quoted by Roberts, 1987: 80) who regards bureaucracies as the manifestation of

control. The various education bureaucracies in South Africa are structured in such

a way that those at the bottom are mere enactors with no power. This has dire

consequences for educational leadership in South Mica.

According to CNE, discipline is a prerequisite for a successful educational

institution. Pupils are expected to learn in a passive, oppressive and authoritative

environment. The concern is the regulation of the pupil's behaviour and not the

development of critical thinking. This behaviour is reinforced by means of

manipulation, coercion and other forceful methods. Hartshorne (1985: 102) refers

to the classroom style of the teachers in the black schools as of one of survival.
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Teachers are often compelled to resort to these measures because they are

evaluated in terms of the order in the classroom and the performance of the pupils

in the tests and examinations. In the course of events teachers are unaware that

they are being used as instruments of social control.

The acquisition of knowledge is regarded as the essence of intellectual

development. The transmission of knowledge is seen as the major pursuit of the

traditional educational institution. This explains the emphasis that is placed on

rote-learning and the regurgitation of learned facts. Knowledge is regarded as fixed

and static (Colquhoun, 1986: 104). Reason and intellect therefore play no role in

the acquisition thereof. Textbooks are generally considered to be authoritative

bodies of factual knowledge (Van den Berg, 1981: 86). These books are normally

written by Afrikaner nationalists who espouse the Christian-National philosophy of

life. Whites, and specifically Afrikaner nationalists, are regarded as the custodians

of South Africa's intellectual history (Evans, 1990: 27). The fact that they control

the production and dissemination of knowledge is, according to Evans (1990: 22),

one of the mechanisms that is meant to sustain racial domination. These textbooks

then have to be approved by the education authorities. It therefore seldom happens

that textbooks which proffer an alternative point of view are prescribed. Teachers

are often relegated to the position of mere depositors of the knowledge contained

in the officially approved textbooks.

Afrikaner nationalists attempt to use Fundamental Pedagogics to legitimate the

eNE ideology (Ashley, 1989a: 8; Enslin, 1984: 144; Kallaway, 1983: 162). They

contend that Fundamental Pedagogics is scientific, and therefore neutral and value-

free because of the phenomenological method which it employs. Fundamental

Pedagogics was thus meant to remove CNE from the arena of the economic
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pressures, political conflict and ideological contestation. The contention that

Fundamental Pedagogics is scientific, and therefore neutral and value-free, is

refuted by many critics. Colquhoun (1986: 143) and Eshak (1987: 15), for example,

have indicated the irrefutable links between Fundamental Pedagogics and CNE

policy. O'Connell (1991: 6) avers that Fundamental Pedagogics has an

authoritarian, paternalistic notion of educational relationships. It furthermore does

not present teachers with the conceptual armoury needed to facilitate an escape from

its snares. This has far-reaching implications as Fundamental Pedagogics has been

propagated by all Afrikaans universities as well as by many black universities

(Beard, Enslin & Morrow, 1981: 14). Many of the graduates have subsequently

been appointed in prominent positions in the various education departments and

have propagated the tenets of Fundamental Pedagogics amongst the teachers.

CNE has undergone certain changes since 1948. This too is in keeping with general

developments within the conservative tradition in western capitalist societies.

Pienaar (as cited by Steyn, 1986: 253) identifies three distinct phases in the

development of CNE. In the first phase the national in CNE referred to an

education which aimed at protecting the interests and aspirations of the Afrikaner

nationalists against culturally foreign threats. In the second phase CNE developed

a broader and more flexible aim which was meant to include Afrikaans- and

English-speaking whites in South Africa. The aim was to obtain greater unity with

a greater emphasis on communal aspirations. The third phase encompassed an

even bigger broadening so that nationalism encompassed the total multi-cultural

society in South Africa. These changes were, however, cosmetic and not aimed at

fundamentally transforming schooling in South Africa. An analysis of the Report

of the Human Science Research Council Commission of Inquiry in Education of

1981, the school models of the Minister of Education PJ Clase, and the Education
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Renewal Strategy of 1992 indicates that the basic tenets of CNE have remained

unchanged over the years.

After the school boycotts and riots of 1976 and the early 1980s state education

faced a crisis of legitimacy. The Human Sciences Research Council Commission

of Inquiry was appointed to investigate the provision of education in South Africa.

Some of the recommendations of the Commission are contrary to the CNE

doctrine, for example those regarding equal opportunities and a single ministry of

education. The report also recognised the commonality of South Africans in

addition to their diversity. The report furthermore proposed to negate the principle

of white trusteeship over blacks with its recommendation for a South African

Council of Education which was to be representative of all people of South Africa

to advise the Ministry and to report annually to Parliament (Hofmeyr, 1982: 96).

The Commission also recommended that the provision of white education be

pruned to make more funds available for black education. This too is contrary to

CNE policy which states that black education should not be funded at the cost of

white education. In spite of the fact that the report departed to a certain extent

from the original CNE policy, eNE was basically maintained because the local level

of management was meant to cater for the diversity of culture, religion and

language. Thereby the CNE philosophy was meant to be accommodated.

Davies (1984: 360-361) contends that the basic principles of the Report were

enunciated so ambiguously and qualifiedly as to give no prescription in the struggle

against the inequalities and discrimination in education. The problems in education

were regarded as basically technical ones that could be solved by technical solutions

(Buckland, 1982: 61). In spite of this new technicist approach the principle of

cultural diversity and separateness remained entrenched. This resulted in a strategy

that was aimed at reforming the existing education system instead of transforming
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it. In this way the status quo was not fundamentally challenged as the roots of

inequality remained basically untouched (Chisholm, 1984: 388). In addition

Kallaway (1982: 34-36) identifies the following main weaknesses of the HSRC

Report:

It did not represent a broad band of opinion as the church, community

leaders, parents and students, academics and trade unionists, private schools

and industry (with the exception of the Anglo-America Corporation) were

excluded.

The Report attempted to present itself as an objective/scientific exercise

above the interests of specific parties. Thereby it ignored the political

context of schooling and its essentially ideological nature.

The Report accepted without further ado that the manpower needs of

industry are congruent with the educational needs of students, parents and

the community.

The Report failed to realise that arguments in favour of more relevant or

vocational forms of education are linked to political strategies for more

adequate exploitation of available labour or for the avoidance of conflict

between races.

The Report was part of an educational reformist strategy which accepted

Grand Apartheid without comment, and its recommendations applied mainly

to white South Africa.

The HSRC Report formed part of the Total Strategy to ward off the

onslaught against the domination of South Africa by the Afrikaner

nationalists.

The South African Government responded to the HSRC Report in the form of a

White Paper on Education in 1983. According to Hartshorne (1985: 148-149) the
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Government's response was historical in the sense that for the first time the

principle of equality of opportunity and standards was accepted by the state. The

Nationalist Government, however, emphasised the limitations ofthe state's financial

resources to effect this principle. Various other minor recommendations were also

accepted by the Government. The principles of the Government were, however,

still based on the new tricameral constitution which propagated separate but equal

education. Race was therefore at this stage still regarded as the underlying

principle of education, and not culture, language or religion. This was the factor

which most debilitated the application of the recommendations made in the HSRC

Report. Each population group would thus still have its own education department

and schools, mother tongue instruction would remain, and white education would

maintain its Christian-National character as reiterated in the National Education

Policy Act of 1967.

The new Government admission policy options for white state school were

announced in 1990. Besides the existing practices based exclusively on race, three

new admission models were announced by the Minister of Education, P JClase.

These three models were based on the stipulation that the white children would

make up at least 51% of the total enrolment, that the ethos of the schools would

remain unchanged and that the schools would adhere to the principles of CNE, the

language medium would remain unchanged and white pupils from the feeder

schools would receive preference (Metcalfe, 1991: 17). For the children who were

not happy with the model adopted by a particular school, alternative facilities would

be made available. The voting regulation was that 80% of the parents had to

participate, of which 90% had to vote in favour of the proposal if a school were to

change its admission policy. In addition the Minister would have to give his

permission based on considerations like the percentage majority vote, the feasibility
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of providing alternative schooling for the dissenters and the wishes of the schools

in the natural feeder area.

The Clase school models were favourably received by the middle class of the

oppressed masses. Inmany circles these models were, however, severely criticised.

Metcalfe (1991; 19) describes the models as fundamentally undemocratic in that the

majority of South African parents are excluded from the decision-making process.

She refers to it as a further disenfranchising of the disenfranchised. Just as

undemocratic is the fact that in a 100% poll 72 % would have to be in favour while

in a lower poll of 80% 90% have to be in favour. A further implication is that

21% of the parents could invalidate the polling process if they decide not to vote.

The Clase school models are committed to race and the principles of the CNE by

ministerial decree. Another point of criticism is that black pupils are subjected to

a selection mechanism which is highly selective while the schools are under

obligation to accept the white pupils from the feeder area of the school (Metcalfe,

1991: 19-20). In this way new relations of discrimination and inequality are

established by the decentralised authorities. The conditions that are applied are

nevertheless presented as meritocratie criteria.

Admission to the whites schools is also discriminatory as it is only affordable to the

middle and upper classes. Thereby the ethos and character of the historically white

schools are meant to be preserved. Another bone of contention is the fact that the

levels of management autonomy which are accorded to the various schools are

commensurate to the financial contribution of the parents. The management

powers given to these schools include prescribing compulsory school fees,

determining admission policies, selecting staff and appointing additional staff who

are paid from school funds and selecting and purchasing resources (ANC Education
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Department, 1994: 20). This set-up favours the white parent communities who are

financially advantaged. The Clase school models which are meant to ensure a more

equitable system of resource allocation by the state to all pupils in South Africa,

also enable whites to retain control and usage of their excellent school resources

(Herman, 1993: 18).

[n 1991 the Nationalist Government made an attempt to retain control over the

direction of educational change by issuing the Education Renewal Strategy

(henceforth known as the ERS), a discussion document. Based on the invited

critique of the proposals, the Department of National Education released a revised

version in November 1992. The ERS document is based on the eleven principles

of education provision which resulted from the HSRC investigation. These included

equal opportunities for all pupils, a sufficient balance between commonality and

diversity in education, relevant curricula which take cognisance of the human

resource needs of the country and a balance between centralisation and

decentralisation (Department of National Education, 1992: 16-17). In a certain

sense the HSRC Report had been rediscovered in the ERS document.

The ERS document attributes many of the major shortcomings in black education

to the implementation of apartheid education. The main purpose of the ERS was,

however, not to address these shortcomings, but to entrench an autogenous

(eiesoortige) education for the whites who were prepared to pay for it (Chisholm &

Kgobe, 1993: 1) and to produce a more cost-effective education system which would

give tangible meaning to the ideal of equal education opportunities for all pupils

in South Africa (Department of National Education, 1992: 142). A significant rider

is that the high standard of education achieved by the white schools should not be

sacrificed in the pursuit of equal education opportunities (Department of National

Education, 1992: 143).
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The ERS (Department of National Education, 1992: ix) makes provision for central

education authority as well as for a regional and school authorities which will have

their own power and decision-making ability. The aim is supposedly to encourage

national unity and simultaneously to make provision for particular religious,

language and cultural needs. In spite of the reference to a single education

authority there is no commitment to a single department. This single educational

authority could be the old Department of National Education in a new guise.

The ERS regards race as an unacceptable and educationally non-relevant basis for

the accommodation of diversity. Mother tongue instruction, freedom of religion as

well as the exercise and transfer of an own culture are regarded as educationally

relevant. Freedom of association should thus form the cornerstone of the new

education system. The Teachers' League of South Africa (March 1993: 1) ascribes

this change of policy to the diktats of the World Bank and International Monetary

Fund. Muir (1983: 27) cautions against the use of the cultural guise to camouflage

racial differences and inequalities. Morrow (1986: 249) sets out his argument

against the policy of different education systems for the different cultures of South

Africa as follows:

(It) leads to a kind of cultural exclusiveness which not only hinders the

development of culture (each of the 'cultures' becomes stultified in its

own forms) but does little to prepare people for the world in which they

live their lives. Furthermore, such a view underwrites schooling policies

which lead to polarization of 'cultural groups', mutual misunderstanding

and unresolvable conflict.
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Morrow (1984: 89) furthermore regards the classification of various peoples into

different cultural groups as an arbitrary affair as there is considerable overlapping,

criss-crossing and mingling of 'cultures' in South Africa. This classification can only

be done by political fiat which would make it ideologically motivated and therefore

highly contentious. Morrow (1989: 75) consequently rejects thecontention that the

different South African population groups have different and incompatible cultures

as a myth.

The National Education Policy Investigation (henceforth known as NEPI) (1993b:

19) regards the ahistoricity of the ERS as its major flaw. The historical context of

the educational struggles in South Africa is ignored. The reason for this is that the

educational planning of the ERS is seen as a technical activity devoid of social,

cultural and political possibilities and constraints.

Although the ERS document calls for the deracialisation of education provision, it

does not address the issue of redressing the inequalities caused by apartheid

education. There is thus no commitment to equality of funding or of compensatory

provision, Budgetary constraints are cited as the main reason for this omission.

Responsibility is instead devolved to the local community. The presently

constituted communities are, however, largely the products of racial capitalism and .

apartheid laws. It is thus highly likely that if the ERS is accepted, then the existing

inequalities along race and class lines will persist (NEPI, 1993b: 20).

Nell (as quoted by Lewis, 1992: 63) also contends that the ERS suffers a loss of

legitimacy as the various educational stakeholders were not consulted from the start.

NEPI (1993c: 20) similarly describes the ERS as the product of the deliberation of

a small group of senior government officials, mainly from within the educational
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establishment. According to Bennell, Chetty, Chisholm, Monoyokolo & Taylor

(1992: 4) the ERS embodies the interests of reformist bureaucrats and statutory

bodies which have a vested interest in maintaining their power base.

The ERS recommendation regarding the introduction of nine years of compulsory

state-funded education is controversial. After this the parents will have to finance

75% of the education of their children up to the time they matriculate. The result

will be the expulsion of many pupils from the working class into a saturated

unskilled labour market (Reed, 1993: 8). Inequalities will now be structured around

class rather than race.

In conclusion: The ERS received a relatively warm response from the general

public, because it was ostensibly an attempt to create equal educational

opportunities for everyone in South Africa, Closer scrutiny, however, reveals that

the ERS merely tried to adjust the administrative machinery. It did not intend to

fundamentally alter the ideology which underpins the existing South African

education. The fact that the ERS preceded the outcome of the deliberations for

a new political dispensation creates the impression that -it was a way to enshrine

privilege by insulating white schools from any future redistribution of educational

resources (NEPI, 1993b: 23-24). Bennell, et al. (1992: 3) regards the ERS as an

attempt to regain control of the direction and movement of change. What is even

more contemptible is the fact that the National Party had used the entire full-time

state educational and administrative apparatus in its preparation for negotiation

(Bennell, et al., 1992: 5). The ERS should therefore be treated with the utmost

circumspection.
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THE LIBERAL APPROACH TO SCHOOLING IN SOUTH AFRICA

Liberalism forms the core of the English South African view of education. Chesler

(as quoted by Ashley, 1989a: 31) contends that the liberal approach to schooling in

South Africa is based on an optimistic view of human nature. Murphee (as quoted

by Crewe, 1981: 140-141) identifies certain features which are central to the liberal

paradigm:

Firstly, the paradigm is based on faith in the power of education to act as an

agent of social change. Education is thus assigned the autonomous role of

determining the placement of individuals in the occupational structure and

ultimately in the system of social stratification (Wolpe & Unterhalter, 1991:

8).

Secondly, education is viewed as enlightenment and as knowledge-

dissemination. It is meant to lead to the development of the human spirit

of rationality which will ultimately result in a more rational, just and

equitable society. In the process the knowledge and skills required for

people to compete for and share the economic opportunities which the

country might have to offer, are transmitted. Indoctrination is regarded as

contrary to true liberalism as it negates the growth of independent critical

intelligence and the development of full individual autonomy (Ashley, 1989b:

42-43). It furthermore does not prepare pupils for life in a democracy which

is based on tolerance, respect for persons, a commitment to reason and the

public debate of controversial issues.

Thirdly, the paradigm is based on the belief that educational provision alone

can promote equality. Hence the emphasis is placed on the provision of

equal educational opportunities to all sectors of the South African

community. The liberals make no distinction between people on the grounds
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of race, ethnicity, colour, sex or creed (Ashley, 1989a: 30). The liberals

basically contend that an education based on liberal values can shape a

moral, well-informed and democratically minded citizenry (Butler, Elphick &

Welsh, as quoted by Ashley, 1989a: 30). Education is also supposed to

provide social mobility into the upper classes for the talented and industrious

individuals (Enslin, 1986: 10). Crewe (1981: 141) contends that this has

lulled the liberals into inactivity or mere theorisation within this belief.

Although the South African liberal recognises that the state has a role to play in

ensuring equal opportunity for all citizens, the individual takes precedence over the

state (Ashley, 1989a: 31). The liberal also insists that authority should not be

exercised in an arbitrary manner, but must be defensible on rational grounds

(Ashley, 1989b: 41-42). Linked to this is the fact that rational thinking is given

greater prominence than tradition.

As mentioned above, emphasis is laid on the importance of individual choice and

freedom. This is used to justify participation in activities like the investigation of

the HSRC Commission. Wolpe & Unterhalter (1991: 7) posit that the Commission

has its intellectual origin in the perspectives of South African liberalism which

developed in the 1950s and 1960s. These perspectives argued for the removal of

the explicitly discriminatory character of Bantu Education. According to Crewe

(1981: 142) certain liberals participated in the investigation hoping to change the

attitude of others on the commission and hence influence the result. Their

participation lent credibility to the enterprise. Failure of the commission to effect

meaningful change was blamed on the government and not on the limit of

individual strategies for change. These individuals were in a minority and this

compelled them to operate from a low power base (Crewe, 1981: 144). The
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emphasis on individual choice and freedom is cited by Crewe (1981: 146) as a

possible reason why the English South Africans lack unity in spite of being a

relatively homogenous group.

Kallaway (1986: 38-46) locates the argument which the liberals put forward against

Bantu Education within the following four categories:

Firstly, there is the ethical claim which asserts that Bantu Education negated

individual human rights as set out in the United Nations' Declaration of

Human Rights. In particular the use of race as a criterion for differential

treatment is cited. This is contrary to the goal of mass education which is to

increase equality in society. In the process the enlargement of the general

political good is restricted.

Secondly, there is the rationality claim which asserts that Bantu Education

was irrational with regard to the manpower needs of a modernising industrial

Liberal criticism in South Africa has tended to focus on the quality and quantity of

provision. The statistical analysis of the racial inequalities has formed the basis of

the liberal critique of Bantu Education (Wolpe & Unterhalter, 1991: 7-8). The

main criticism was levelled at the fact that Bantu Education did not provide

equality of opportunity. According to the liberals separate schooling could not be

equal if the criterion for differentiation was race or colour (Kallaway, 1986: 23).

Bantu Education was therefore contrary to the basic tenet of the liberal theory of

democracy, namely the provision of equal opportunity. They blamed Bantu

Education exclusively on the racist policy of apartheid. Kallaway (1986: 29) ascribes

the limitation of the liberal critique of Bantu Education to the limitation of a

framework of analysis which interpreted South African history exclusively in terms

of race conflict and not class conflict.
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state. By inhibiting the stock of skills in society it put a brake on productivity

and growth. In the process the national good in the economic sphere was

restricted. To counter this it is necessary to enhance the quality of the skills

available to the economy by not only improving the quality of education, but

by the development of the vocational training in schools.

Thirdly, there is the indoctrination claim which avers that Bantu Education

was aimed at limiting the intellectual development of the educands by

distorting school knowledge, especially in the subjects History and

Mathematics.

Fourthly, it is claimed that the state control of schools was a negative step.

This is paradoxical as the liberals contend that state control is desirable in

order to realise the goal of equality.

Certain Marxist and radical theorists regard South African education as an

important mechanism for the reproduction of capitalist relations of production, and

hence of the crystallisation of class division (Wolpe & Unterhalter, 1991: 5-6). Race

and colour are thus regarded as merely a visible manifestation of class in which

whites represent the capitalists and bourgeoisie and the blacks the proletariat

(Eshak, 1987: 44). Johnson (1991: 172) avers that the ideology of racial superiority

has become aligned to dominant economic interests.

In spite of the shortcomings of the radical and neo-Marxist critiques of the liberal

tradition, these critiques have advanced the race-versus-class debate. According to

Welsh (1987: 185) the liberal scholars have responded by acknowledging the

usefulness of class perspectives without abandoning the importance of race and

ethnicity. Alternatively, it has become necessary to reclaim race and ethnicity in

radical scholarship in South Africa as the primacy of class can no longer be asserted

63
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and the race-versus-class debate in South Africa has reached an analytical and

polemical dead-end (Jansen, 1991: 107-108). A solution to this dilemma is

acceptance of what Graaf & Lawrence (1982: 135) refer to as a methodological

eclecticism, that is that the dominant factors oscillate between class and race from

situation to situation.

The liberals, as part of the dominant educational discourse, often use the notion of

the changing labour demands and the increased demand for skilled labour as

justification for the modernisation of the education system. According to De Clercq

(1987: 42) a growing number of South African liberals, especially businessmen, have

decided that Bantu Education does not serve their interests in terms of winning the

more educated blacks to the ideology of free enterprise. The modernisation of the

education system was thus devised to co-opt sections of the oppressed population.

Badat (1991: 76-77) cites the following reasons which are advanced as justification

for creating a supportive black petty bourgeoisie:

the absence of blacks in top positions within business corporations could be

linked to the political system of apartheid;

educated and experienced blacks could act as intermediaries between capital

and labour thereby helping to resolve capital's labour problems;

it could lead to greater stability in urban societies;

more blacks could realise that their interests are best served by an alliance

with capitalists;

an educated and industrious people is regarded as a prerequisite for peaceful

change as opposed to violence and revolutionary changes;

the black bourgeoisie class could act as a buffer between the black working

class and the ruling class.
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This has moved Badat (as quoted by Chisholm, 1991: 74) to regard the skills

shortage argument as ...partly a metaphor through which consent for restructuring is

won. This casts aspersion on Enslin's argument (1986: 36) that support for

capitalism is not an essential feature of the liberal point of view: The liberal point

of view is only contingently, not logicallyconnected with capitalism. Enslin's argument

is also refuted later by the ready acceptance of the Model C schools by South

African liberals. While these liberals continue to enjoy the privileges of apartheid

education, they allow middle class blacks admission to their schools at their own

terms. These blacks are then assimilated into white middle class culture which is

meant to offer upward mobility within a 'new South Africa'.

As mentioned before, the Afrikaner educationists have made a concerted effort to

propagate CNE by means of Fundamental Pedagogics. According to Crewe (1981:

139) little has emerged from the Education Faculties of the English universities to

support an oppositional debate. She describes the works that do emerge as

...predominantly descriptive, catalogues of disparities in education and information

rather than critical. Even the analytical works remain on the introverted level and

do not proffer proposals for alternatives. These works also concentrate on white

education, especially the dichotomy between CNE and liberal schooling while

making only cursory reference to the black education systems. The South African

education system is not dealt with as an integrated whole. Crewe, furthermore,

avers that the liberals use publications in overseas journals to gain legitimacy and

credibility. These journal articles display a general pessimism in the strength of the

liberals to offer meaningful opposition to the Afrikaner nationalists. Crewe (1981:

143) refers to it as ...(an) apparant (sic) apathy in the face of political domination.

Lawrence (1981: 6-7) ascribes this powerlessness to three possible factors:

the liberals lack a power base from which to effect meaningful change;
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they naively believe in the power of education to act as an agent of social

change;

the Education Faculties perceive themselves as teacher-training institutions

where the main aim is to socialise teachers to fit into the existing educational

structures where they will be expected to transmit uncritical forms of

knowledge.

The liberal tradition is steeped in elitism (Evans, 1990). The attempts by the liberal

universities to democratise themselves are subordinate to liberal values that stress

the importance of achievement, individualism and creativity. Paradoxically this

leads to the perpetuation of gross racial inequalities. The dilemma of the liberal

universities is how to democratise without abandoning the values of the liberal

creed.

Robertson (as quoted by Enslin, 1985: 132) avers that the United Party represented

the principles and methods historically associated with the Western liberal tradition.

These principles and methods included minimum government interference with the

rights of the individual, the rule of law, the inviolability of the constitution and the

independence of the judiciary. The liberalism as expounded by the United Party

was, according to Enslin (1985: 132), corrupted by a wish to maintain white political

control and its opposition to the extension of full equality to blacks in an integrated

society. The Liberal Party also did not embrace universal adult suffrage although

it purported to stand for human dignity, human rights and democratic participation

(Enslin, 1985: 133). The Progressive Federal Party and later the Democratic Party

also do not escape accusations of elitism in spite of professing to uphold liberal

principles and values. The failure of the liberal tradition in South Africa to counter
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eNE and Fundamental Pedagogics is directly linked to the failure of political

liberalism.

Adam (1979: 264-274) identifies eight overlapping explanations for the failure of

South African liberalism. Starting with the least insightful these explanations are the

following:

The resilience of apartheid against the liberal attack of rationality is often

ascribed to the notions of the chosen people and a challenge of destiny which

sanctified a collective mentality with a religious utopianism. This collective

mentality did not exist in the liberal tradition in South Africa.

Against sociological fibres like ethnocentric preference for one's own kind,

liberal notions of fraternity stood no chance. In times of anxiety and conflict

this bond which is based on the cultural factor militated against the liberal

notion of brotherhood.

The liberals failed to recognise that definitions of notions like freedom are

historically based. They, instead, regarded certain truths as eternal and

absolute, and any aberration was ascribed to false consciousness. This is

based upon the assumption that people would abandon their sectarian

interests in favour of a universal truth, morality or humanity. The futility of

this individualist appeal was assured when group membership guaranteed

benefits of power and privilege.

The granting of equal rights to the blacks would have meant the loss of

political power to the Afrikaner nationalists. The fear of becoming a

dominated minority thus militated against the granting of equal rights. The

liberals dismissed this genuine concern of the Afrikaner as mere Afrikaner

paranoia.
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A political explanation for the failure of political liberalism is the fact that

the liberals looked on Afrikaner nationalism as the parochialism of an

unenlightened adversary. This indicates that the liberals were ignorant of the

true nature of South African politics.

There were also psychological obstacles which prevented a true interracial

alliance in a racially divided society. The liberals were self-appointed allies

who tried to impose the alliances on the subordinates. All that was

accomplished was the enhancement of the liberals' self-image for supporting

the underprivileged and being so unselfishly open-minded. In the meantime

the white liberal enjoyed the benefits which both worlds had to offer.

The South African liberals never enjoyed the unambiguous support of the

mining and business sectors of South Africa, The liberals were therefore a

party of intelligentsia made up of teachers, clergymen, lawyers, journalists

and university lecturers who could afford to be liberals. The result was that

a concrete articulation of economic and political alternatives that would have

attempted to reconcile the divergent black and white interests in a specific

blueprint with broad appeal never evolved from the ranks of the South

African liberals. They remained encapsulated in the abstract realm of

humanity and individual charity.

The South African liberals never devised a political solution for divided

societies which would serve as an alternative to the Westminster model.

Afrikaner nationalists who were a minority ruling group enjoyed massive

privileges and fear revenge, displacement and the loss of security. Given

these factors, it became evident that they would not voluntarily give up their

privileged position. Adam refers to this as the most decisive historical reason

for the failure of liberalism in South Africa,

http//etd.uwc.ac.za



Chapter 3: The Main Approaches to Schaoling in South Africa 69

Although liberalism has never been the dominant force in policy making in the

South African education system in relation to Afrikaner nationalism, it has

influenced the process of policy formulation by posing questions, raising doubts and

clarifying concepts (Ashley, 1989a: 42). In the process the liberals have succeeded

in making an invaluable contribution in ameliorating harsh measures and curbing

excesses (Adam, 1979: 283). Badenhorst (1985: 13) furthermore ascribes the

emphasis on individualism and competition in the acquisition of secular knowledge

to the influence of the liberal tradition of the English-speaking community of South

Mrica.

PEOPLE'S EDUCATION IN SOUTH AFRICA

The struggle against apartheid education was sporadic and of an ad hoc nature from

its inception in the early fifties until the mid-eighties. The years 1976, 1980 and

1985 stand out as periods when the struggle reached a considerable intensity. The

1976 and 1980 school boycotts were reactive and did not offer an alternative to

apartheid education. The students and pupils protested against the racist inequities

of the system and insisted on equal educational opportunities (Badat, 1987: 1) - very

much in the spirit and mode of the South African liberal tradition. The boycotts

were nevertheless a manifestation of the education crisis which apartheid had

produced as well as the broader crisis of the illegitimacy of the state (Van den

Berg, 1989: 316). The year 1985 was, however, a watershed year in the struggle

against apartheid education.

At the end of 1985 a civic association in Soweto called a meeting to discuss the

crisis situation in the schools. This led to the formation of the Soweto Parents'
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Crisis Committee which after consultation with the African National Congress in

Harare called a national conference to look at the crisis. The conference gave birth

to the National Education Crisis Committee which was renamed the National

Education Co-ordinating Committee in 1989 (henceforth referred to as the NECC).

At the conference in December 1985 an ultimatum was issued in which the

Government was given three months to withdraw from the townships, to release

detained students, to repeal the emergency regulations, to recognise democratically

elected student representative councils and to defer the final examinations until

March 1986. The NECC reconvened in March 1986. In spite of the fact that their

demands had not been met, the pupils were urged to return to school. Taylor

(1992: 3) ascribes this resolution to return to school to three factors. Firstly, a

continuation of the boycott strategy would lead to an uneducated generation.

Secondly, the schools provided the best site for the mobilisation and organisation

of pupils, parents and teachers. Thirdly, the schools could be transformed from

state structures into organs of people's power. The call manifested itself in the

change of the slogan Liberation now, education later to People's Education for

People's Power.

The most important consequence of the NECC conferences of 1985 and 1986 was

undoubtedly the emergence of the People's Education movement. At the 1985

conference a resolution was passed which set out the functions that People's

Education aims to fulfil. An analysis of the functions exhibits the principles on

which People's Education is based:

the assumption that education and politics are inextricably interlinked; a

solution to the education crisis is therefore linked to the solutions of the

political situation in South Africa;
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all sectors of the community need to be involved in all discussions about a

new education system; this includes not only discussion about the content of

education but also the process of defining and formulating education policy;

the belief that People's Education must instill democratic values of non-

racism, non-sexism and co-operative work.

The democratisation of knowledge is emphasised as one of the underlying principles

of the concept of People's Education. Taylor, Adler, Mazibuko & Magadla (1987:

258) identify two essential aspects of such democratisation, namely relevance and

accessibility:

education must be accessible to all people of South Africa;

education must be relevant to the economic, social and political aspirations

of its participants.

The process of .consultation lies at the heart of the conception and development of

People's Education. With this in mind the NECC called for the establishment of

parent-teacher-student associations (ptsa's) which would take decisions at school

level. These ptsa's were meant to replace the unrepresentative and oppressive

statutory school committees and prefect bodies, while teachers were called on to

unite in a single progressive body. The schools would then be compelled to toe an

ideological and academic line which is commensurate with the wishes and desires

of the broad community. Molobi (as quoted by Rensburg, 1986: 19) regards the

ptsa's as the concrete manifestation of the slogan People's Education for People's

Power.

The teachers also have a role to play in the development of new classroom

principles based on the principles of People's Education. Teaching methods should
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aim at raising the level of people's political consciousness thereby enabling them

to participate fully and meaningfully. These methods should therefore cease to be

authoritarian. Many teachers are, however, not able to give meaningful

manifestation to People's Education as the result of their education, training,

experience and organisation which do not provide them with the confidence and

resources to adapt. Gardiner (1990b: 161) suggests that one way of dealing with

this and related problems is by consultation, organisation and the setting up of

supportive structures.

Within the People's Education movement researchers and academics are regarded

not as policy makers, but as people who explore the courses of action open to policy

makers.

Roux (as quoted by Dostal, 1989: 75) describes the shift from a demand for

education equality to a demand for an alternative education as a shift from an

essentially liberal critique to a Marxist/socialist critique. Basic to this shift is the

notion that the basic inequalities are actually situated around social class, and the

conflict between the capitalist class and the working people, and not around the

racial issue (Mkhathswa, 1988: 1). Many factors have led to the rejection of the

capitalist principle:

scepticism regarding the benefits of capitalism;

evidence of exploitation by those holding economic power;

disbelief in the inevitability of the rewards of economic growth being

channelled to the economically and politically disenfranchised;

the collaboration between the state and capitalist interests in the past

(Hartshorne, 1986: 14).
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The rejection of capitalist norms of competition, individualism and elitism is

coupled to a commitment to socialism (Hofmeyr, 1987: 302).

Socialists within the African National Congress (ANC) and the South African

Communist Party (SACP) regard the national democratic struggle as part of the

initial phase of the social transformation of the South African society (Levin, 1991a:

6). During this phase it was necessary to mobilise and unite a wide range of forces

which were opposed to the apartheid system. The notion ofpeople - as propagated

by the ANC, SACP and the NECC - therefore unite a wide range of political, social

and economic categories. Badat (1987: 3) foresees that the immediate post-

liberation period will be characterised by a transition to socialism. In the same vein

Slovo (1990), the erstwhile leader of the South African Communist Party and later

cabinet minister of the South African Government of National Unity, viewed the

establishment of a socialist South Africa as the ultimate phase of the mass

democratic alliance. This ultimate aim of People's Education is generally not

overtly propagated even after the political triumph of the mass democratic alliance.

It is thus fallacious to aver that the reason for this clandestine modus operandus of

the propagandists of People's Education is due to the repressive nature of the state.

The emphasis on the establishment of a democratic non-racial South Africa instead

of a socialist South Africa seems to be a guise to gain support from all who opposed

the racist government of South Africa. This suggests a certain measure of political

expediency.

Levin (1991b: 121) argues that the outcome of a people's struggle will ultimately

depend on which class leads the people's movement. People's democracy which is

based on the foundations of a repressive capitalist state will necessarily take the

form of a bourgeois democracy (Levin, 1991a: 6). This explains why special
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emphasis is placed on the interests of the working class in the development of a

liberating educational praxis (Levin ,1991a: 15).

Zille (1987: 26) contends that the call of the NECC presented the Government with

a golden opportunity to begin serious negotiations around major student grievances.

The NECC alliance was supposedly moderate because conservative black

educational organisations like the African Teachers' Association of South Africa

and the Cape Teachers' Professional Association had joined forces under the NECC

leadership. The Government's contention was, however, that People's Education

was essentially revolutionary and Marxist-inspired. During the first three months

of 1986 the Government therefore made no attempts to address the demands of the

NECC, except for the provision of free stationery and the partial lifting of the state

of emergency. The Government furthermore responded by clamping down on the

activities of the NECC by means of various repressive measures.

The various repressive measures which the Government imposed from 1986 to 1990

succeeded in diminishing the capacity of People's Education as a political

movement (Wolpe & Unterhalter, 1991: 12). The narrowing of the political space

had various effects on People's Education. The linking of the educational struggle

to the national liberation struggle was temporarily abandoned. Instead the People's

Education movement was increasingly viewed as a system of education divorced

from the existing political and economic conditions in South Africa. The emphasis

was now placed on the theorisation and elaboration of People's Education, the

preparation of syllabuses and texts, and the development of techniques of reading

and writing (Wolpe & Unterhalter, 1991: 12-13). Instead of being a practical

struggle in the schools, People's Education became more of an object of study and

speculation in the academy (Parker, 1993: 222). This led to the adoption of
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strategies like action research which Wolpe (1991: 81) regards as a means whereby

progressive teachers can effect ideological transformation in the classroom though

the teaching process. Wolpe (1991: 83) regards this as a retrogressive step to the

pre-NECC Conference position as it had postponed the task of transforming the

education system until the apartheid system had been displaced by a national

democratic state. The NECC, however, regarded these strategies as the only viable

alternative given the circumstances of the time. If linked with popular struggles the

NECC hoped these strategies would take on revolutionary proportions.

The political liberalisation which followed the State President's historic speech of

2 February 1990 created a new political space. This ushered in a new era which

had far-reaching implications for the People's Education movement. It necessitated

a shift from resistance to transformation.

The National Education Policy Investigation (henceforth referred to as NEPI) can

be regarded as the response of the mass democratic movement to the ERS (Chetty,

1993: 1; Young, 1993: 191). Muller (1992: 13) explains the rationale behind the

establishment of NEPI also as the desire to participate not only in the

administration of education but in policy formulation and decision-making. This

constituted not merely a demand for greater consultation, but a demand for a more

legitimate decision-making process.

NEPI was a project which was commissioned by the NECC and which was

conducted between December 1990 and August 1992. According to Gerwel, the

chairperson of the NEPI Executive Committee, the objective of the investigation

was to interrogate education policy options within the value framework of the mass

democratic alliance (NEPI, 1993a: vii). NEPI took place under the umbrella of
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People's Education and sought to give practical form to its values (NEPI, 1993a: 1).

The twelve research groups were made up of academics, practitioners and policy

analysts, and also included NECC members, students teachers, activists, trade

unionists and community leaders. In spite of an attempt to push the values of

People's Education, the individuals in the working groups could not reach

consensus. Wolpe (1993: 213) ascribes this to the fact that the individuals

represented different sectors of educational activities which were structurally

differentiated historically and were engaged in disparate debates. This and a

number of other factors had a debilitating effect on the research groups. These

factors included restricted access to information and analysis, and a political climate

which was not conducive to free debate and discussion. Other constraints were the

limited timeframe of eighteen months, the fact that researchers had to conduct

research and NEPI-related tasks in addition to their fulltime commitments, and a

lack of confidence in the abilities with regard to the conceptualisation of the

research and the investigation of findings (Ganie & Prinsloo, 1993: 216). According

to the Principles and Frameworks Committee of NEPI this is the reason why much

of the discussion was couched in terms of opposition and general demands of

redress (NEPI, 1993a: 3-4).

NEPI repeatedly emphasises that the reports were not meant to provide blueprints

for implementation but were preliminary aids to further discussion (NEPI, 1993a:

4). On the eve of the general election of 1994 the tentative NEPI reports

constituted a poor contribution towards the transformation of the South African

education system. The uncertainty, insecurity and indecision which have become

symptomatic of the post-apartheid era is attributable to a lack of vision in the new

Department of Education. This bears testimony to the fact that the People's

Education movement had not used the political space that was created prior to
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South Africa's first democratic election to prepare for the inevitable transformation

of the education system. All NEPI did was to provide the possibility of resolving

conflict through aprocess of rational compromises (Parker, 1993: 223). The assertion

of Carrim & Sayed (1992/1993: 25) that NEPI succeeded to transform the historical

inequalities in relation to specific, realisable and practically implementable

interventions within the education domain is therefore erroneous.

The five principles which were supposed to underpin the work of the research

groups are equality, non-racism, non-sexism, democracy and redress. These

principles were accepted without qualification by many research groups. There was

therefore no unanimity with regard to each of the principles. This had dire

consequences for the research findings. The NEPI research groups, for example,

tended to regard the concept of equality as a quantitative notion involving access

and provision of facilities (Teachers' League of South Africa, 1993: 12). The

qualitative character of education was consequently never investigated. The NEPI

research groups, furthermore, assumed that the historically generated inequalities

can be eliminated through redress, but the development path itself was never

investigated (Teachers' League of South Africa, 1993: 12). According to the this

critique the path will determine which social inequalities are to be addressed and

with what goal in mind. Wolpe (1993: 209) also avers that with the exception of the

Curriculum Report, the NEPI exercise failed to address the principle of sexism. It

was assumed that in working towards equity the inequities that exist between the

genders would automatically be addressed.

As far as NEPI is concerned educational democracy has two distinct directions.

Firstly, it embodies a desire for a unitary legitimate state and a unitary legitimate

education system which reflect and serve popular aspirations (NEPI, 1993a: 14).
http//etd.uwc.ac.za



Chapter 3: The Main Approaches to Schooling in South Africa 78

Such a democratic education system is an example of a representative democracy

through which the goals of equity and development can be realised. Secondly,

educational democracy satisfies the popular desire for wider participation in

decision-making in educational affairs. This can be done through participation in

decision-making (direct democracy), consultation where one's views are heard but

not necessarily acted upon, and by keeping people informed. NEPI emphasises the

fact that consultation and information are not negligible aspects of democratic

practice, but form an integral part in a vigorous civil society with an educated,

critical and active citizenry (NEPI, 1993a: 15).

The following are some of the main criticisms levelled at NEPI:

Parker (1993: 226) avers that only those with acknowledged intellectual skills

or the representatives of an organization with sufficient policy-making capacity

to influence deliberations were heard in the forums of NEPI. According to

him this excluded rural people, women and unemployed youth. This meant

that NEPI did not have a mass base. Ganie & Prinsloo (1993: 215) also rue

the absence of trained and confident black researchers in NEPI. According

to them the researchers responsible for the final product were predominantly

white academics. Due to the lack of exposure the black researchers that

were involved, lacked the ability and confidence to articulate the ideal, to

challenge proposals and to edit work (Ganie & Prinsloo, 1993: 217).

Linked to the above is the fact that NEPI failed to bridge the gap which

exists between officials, researchers and teachers. Officials focus on the

implementation of policy, the researchers concentrate on critique while the

teachers veer between subservience and resistance to both groups. Young

(1993: 196) contends that if the relationship between state officials and

teachers are to be based on collaboration and negotiation, then ways should
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be found of incorporating the practical knowledge of teachers with the design

and implementation of policy through consultation. Schools should ideally

be learning organisations responsible for managing and monitoring their own

affairs depending on the support of state officials and researchers.

Given these limitations it is no surprise that NEPI has made little impression in the

public arena. The project has, however, not been completely futile. The NEPI

reports are valuable for a number of reasons:

they constitute an intervention into education policy;

they shift the terms of policy discourse from the technicism and bureaucratic-

speak of most Government-sponsored efforts at policy reforms;

the values position expressed is in the interest of the majority of South

Africans;

they clarify a number of issues which are at stake when making a policy

decision.

Finally, NEPI has also made NECC aware that they represent different kinds of

people and interests. This has led to a sophistication of the notion of 'the people'

and an acknowledgement of the varying, but legitimate, interests of the various

individuals who constitute 'the people' (Carrim & Sayed, 1992/1993: 27).

The People's Education movement has attracted a lot of attention since its

inception in 1985. It represents a radical alternative to CNE and the liberal

approach to schooling. As such it has been subjected to adverse criticism.

The NECC forms part of the mass democratic alliance together with organisations

like the ANC, SACP and the Congress of South African Trade Union (COSATU).
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Many educationists (De Waal, 1989: 518; Kallaway, 1987: 34; Levin, 1991b: 120-121;

Lewis, 1992: 66; Molobi, 1986: 19; Swart, 1990: 93; Zille, 1987: 25) have cited the

ideological link between the NECC and this alliance. This makes nonsense of the

NECC contention that it is independent of the ANC (Carrim & Sayed, 1992/1993:

27). The People's Education movement as propagated by the NECC is thus a

sectarian movement insofar as it gives manifestation to the educational ideals of the

mass democratic alliance. This makes it unlikely that People's Education will ever

gain general acceptance in South Africa.

People's Education is also regarded as part of the counter-hegemonic struggle which

has as its goal the achievement of a new, socialist society. The NECC foresaw that

the working class will eventually become the hegemonic force which will drive the

people's movement. Levin (1991a: 11) avers that the notions of the people and the

community are not homogenous entities, but they can stand united in the face of

state repression, and thereby create the conditions for a revolutionary

transformation that will favour the oppressed classes. What the mass democratic

movement is thus essentially striving for is ideological homogeneity among the

working class. This Marxist ideal reduces all differences to class distinctions,

thereby underestimating the durability and dynamics of ethnical and religious

divisions and other communal solidarities (Welsh, 1987: 189). Sebidi (1992: 36)

cautions that ideological unity is neither desirable nor possible. A society that does

not allow for competing ideologies would not be truly democratic.

People's Education as propagated by the NECC can only be successfully introduced

into black schools. Gardiner (1990a: 205) cautions that this will inevitably lead to

People's Education degenerating into another form of segregated and disjointed

education. This will in turn necessarily lead to the establishment of counter-
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hegemonic struggles in other communities. Gardiner then argues that People's

Education can only become truly realised if it embraces all the people of South

Africa. For this to be realised it is necessary for operational unity - not ideological

unity - to be the goal (Sebidi, 1992: 35-36).

According to Mashamba (1992: 1) the main criticism against People's Education has

been levelled at ...the alleged existence of ambiguities and uncertainties, lack of

purpose and direction, and other perceived weaknesses in the theoretical and

conceptual armoury of the People's Education discourse. Various explanations have

been proffered for these perceived weaknesses within the People's Education

discourse. Mashamba (1992: 1) ascribes it to insufficient conceptual exploration of

the intuitions and insights which evolved in the struggle against apartheid education

and the apartheid system in general. What is required is a rational kernel which

can bind the theoretic sloganeering and propaganda surrounding People's Education

(Mashamba, 1992: 2). According to Levin (1991b: 118) one of the reasons for its

inherent weaknesses is the fact that it is regarded as an ongoing process in the

development of a new practice, rather than a given entity. In the same vein,

Gardiner (19901): 159) describes it as being quintessentially developmental.

According to Sisuli of the NECC (as quoted by Levin, 1991b: 118) People's

Education can only truly be realised when the struggle for people's power has been

won. This is an example of circular thinking: People's Education is meant to be an

instrument whereby people's power can be actualised; yet People's Education can

only be realised when people's power has been actualised. Tothill (1992: 8)

ascribes the vagueness of People's Education to the fact that it was constructed

largely in terms of its opposition to apartheid education. The result is that it is

based much more on sloganeering than on rational philosophical discourse.

According to Tothill (1992: 9) another debilitating factor was the fact that the
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NECC harboured educationists from widely different persuasions. Badat (1987: 1)

ascribes the lack of precise aims, structure, form and content of People's Education

to the pre-occupation of popular organisations with more immediate political issues

and tasks... Dostal (1989: 76) ascribes the weakness of People's Education to its

reactionary nature and the lack of constructive and visionary activities. Finally, the

Teachers' League of South Africa (1986: 1) avers that the mystique surrounding the

concept of People's Education is not accidental, but part of a conscious effort to

activate the teachers and pupils.

At the conference on People's Education held at the University of Essex in March

1989 great concern was expressed about the domination of the intellectual space in

South Africa by white intellectuals (Van den Heever, 1989: 37). A call was

consequently made for a strategy of intellectual empowerment of black academics.

Even if the black academics should, however, become intellectually empowered, this

would still leave the People's Education movement without a mass base. Taylor

(1992: 6) suggested that for the NECC to move from reaction to practice, from

street activism to the development of a reconstructive transformative programme

strong national organisations within the student and teacher sectors was required.

Until the NECC disbanded in 1995 this was, however, never realized.

Ptsa's are meant to playa crucial role in the devise and implementation of People's

Education. The proposals regarding ptsa's are, however, based on numerous

presuppositions, namely

the existence of democratically elected student representatives ;

the formation of parent organizations to represent the workers;

the existence of a single, progressive teachers' body.

(Gardiner, 1990a: 204).
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All these presuppose conditions which are still far from being realised. This is the

main reason why People's Education lacks a mass base.

Lastly, Kallaway (1987: 36) argues that the fundamental redistribution of power,

wealth and privileges in society, the devolution of power to local level, the

transformation of the curricula on the basis of the tenets of people's knowledge, and

the advancement of critical thinking in school are impossible within the framework

of a capitalist state. The socialisation of the South African society, however, seems

to be an ideal that will remain unrealised. Both the ANC and the National Party

that form the dominant members of the Government of National Unity have

accepted the inevitability of a mixed economy for South Africa. Sonn (1992: 5), at

that time a prominent educationist within the ranks of the mass democratic

movement, also seems to have accepted the fact that educationists will be

compelled to be more focused on the delivery needs of the economy in the post-

apartheid era. Furthermore, it is a fact that the Government of National Unity has

bowed to the diktats of the capitalist dominated World Bank and International

Monetary Fund. It thus seems highly unlikely that People's Education as espoused

by the NECC will be realised in South Africa in the immediate future - if ever.

In spite of the above-mentioned shortcomings, the emergence of the People's

Education movement represented the most significant challenge to the apartheid

education system. Hartshorne (1986: 13) regards the significance of the movement

as being twofold in nature. In the first place, it attempts to bring together

community, political and educational leaders, trade unionists, parents, teachers,

students and pupils into a powerful negotiating force. People's Education thus

encourages a collective input thereby discounting competitiveness. Social

responsibility rather than individual advancement becomes the end-goal for the
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recipients of education (Pratt, 1988: 312). In the second place, People's Education

has moved the struggle from merely offering resistance to apartheid education to

the consideration of alternatives. This is based on the realisation that the mere

rejection of apartheid education by means of negative critique and boycotts will not

affect an alternative education system. A conception of the meaning, content and

organisation of a different education system was required (Wolpe & Unterhalter,

1991: 10). People's Education presented such an alternative system. Closely

related to this is the People's Education notion that the domain of education is

crucial to the process of social transformation insofar as it is linked to wider power

controls in society.

Pratt (1988: 312) regards the area of generating new knowledge and its reflection

in new syllabuses and curricula as arguably the most rewarding aspect of People's

Education. In the process People's Education overcomes the criticism of

irrelevance levelled at apartheid education and the liberal alternative.

One of the most redeeming features of People's Education is the fact it most closely

approximates the ideal of democratising education in as far as it involves the

maximum participation of people in deciding the content and quality of the curriculum

and syllabus, active involvement in the management of the education, control over the

resources and policy (Mkhathswa, 1988: 4). It thus propagates much more than

token involvement, but envisages the empowerment of the poor and oppressed.

This must necessarily lead to the altering of power relations to the benefit of the

historically disadvantaged people. There are, however, many factors which militate

against the realisation of these ideals. Unless cognisance are taken of these factors,

People's Education is doomed to become just as reprehensible and unacceptable

to certain sections of the South African population as apartheid education.
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CONCLUDING REMARKS

An analysis of the main traditions in schooling in South Africa indicates marked

similarities with the main theories of democracy in western capitalist countries, as

set out in chapter 2.

CNE with its emphasis on, amongst others, the absolute sovereignty of God,

trusteeship, order and discipline, and knowledge transmission corresponds to a large

extent with the conservative theory of democracy as set out in chapter 2. Kallaway

(1986: 9-10) regards Bantu Education, which is the version of CNE which was

meant to be applied to black South Africans, as no different from mass education

strategies in other capitalist countries where schooling is used as the legitimating

apparatus of state ideology, supplying an adequate supply of workers at the same

time. Kallaway (1986: 10) goes so far as to contend that this dispels the notion of

Bantu Education as a bizarre manifestation of a machiavellian political creed

somehow sui generis to the tip of Southern Africa, or the Afrikaner psyche, or the

'needs of racial capital'. Even the attempts to adapt Christian-National Education

to recognize and appropriate the various cutural traditions and experiences of pupils

correspond with the variation that conservative education theory in western

capitalist countries has undergone.

The following are the principles on which the liberal approach to schooling in South

Africa is based:

freedom to exercise autonomous reason and judgment;

freedom to participate in decision-making processes;

intellectual freedom in opposition to censorship;
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a tolerance of a diversity of ideas, beliefs and cultures, and

equality of opportunity.

This too corresponds to a large extent with the liberal approach to schooling in

western capitalist countries.

Furthermore, the participation of the liberals in the HSRC Commission and the

ERS indicates a merging of the conservative and liberal traditions in South Mica

into a dominant educational discourse amongst the whites in South Africa. Tikly

(1993: 20) ascribes this merging to a new and shared commitment to scientific forms

of rationality - very similar to dominant educational discourse in western capitalist

countries. By the selective opening up of previously white schools to other

population groups in South Africa, based primarily on economic considerations, this

dominant tradition has succeeded in broadening its base into a South African

middle class base.

Similar to the radicals/neo-Marxists in western capitalist societies the proponents

of People's Education in South Africa have succeeded in dispelling the notion of

schools as socially neutral institutions offering possibilities for individual

development, social mobility and political empowerment. Unfortunately the

commonly held notion that there can be no transformation of South African

schooling within a capitalist society has also inflicted political paralysis and social

cynicism on the proponents of People's Education.

In spite of the above-mentioned similarities between the approaches to schooling

in South Mica and western capitalist countries it would be simplistic to conflate

race and class. This could lead to what De Clercq (1987: 42) refers to as a very

crude class-based functionalist analysis of Bantu Education. By doing so the Marxist
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and radical theorists are guilty of economic reductionism which blinds them to the

other factors that impact on the South African society. This is not surprisingly an

accusation which is also levelled against the correspondence theory of theorists like

Bowles and Gintis. It is a fact that in South Africa the political power and

economic wealth were concentrated in the hands of the whites while the poor

masses enjoyed no franchise. The result was that the hegemony of the ruling class

in South Africa was less stable than in other capitalist countries (Gentle, 1989: 37).

This uniqueness of the South African society, and especially the fact that Bantu

Education was part of a wider system of institutionalised domination, has impacted

on Bantu Education. This could explain why black pupils have rejected the South

African form of mass education while Britain and other western countries have not

experienced anything comparable.

The above-mentioned similarities have farreaching implications for this investigation

insofar as research findings of other western capitalist societies can indeed be

applied to South African schooling. On the other hand, the obvious differences

make it imperative that the uniqueness of the South African situation be taken

cognisance of when the transformation of the education system is undertaken.

In the next chapter, instructional leadership in South Africa will be contextualized

against the background of the various approaches to schooling in South Africa.

This contextualization is regarded as a prerequisite before the democratization of

instructional leadership can be undertaken by means of critical action research.
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INSTRUCTIONAL LEADERSHIP IN

SOUTH AFRICAN SCHOOLS

GENERAL INTRODUCTION

The National Education Act (Act no 39 of 1967) stipulated, amongst others, that

all education should have a Christian-National character. This stipulation has,

however, generally not been expressed overtly in literature on educational

leadership in South Africa. Similarly the liberal and radical approaches to

schooling in South Africa, as set out in chapter 3, have not found overt expression

in the literature on educational leadership. Educational leadership has generally

been regarded as neutral and value free. Research findings on educational

leadership in western capitalist countries, especially the United States of America,

are widely quoted and adopted. This has led to the development of general

leadership principles which are meant to explain the structure and dynamics of all

educational organisations (Van der Westhuizen, 1986: 7). The fact that the

behaviour of educational leaders is strongly influenced by organisational as well as

societal contexts is ignored. No cognisance is, for example, taken of the fact that

the ethical conduct of educational leaders is undermined by the kind of policy,

climate and environment in which they are compelled to operate (Gounden, 1991:http//etd.uwc.ac.za
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54). In accordance with conservative and liberal theorists internationally the

educationists in South Africa have generally also offered little or no critique of how

power, ideology and politics operate on and in schools. Literature on educational

leadership in South Africa has displaced the consideration of how dominant and

subordinate cultural groups interact and struggle in schools. Giroux (1988: 129)

regards this as a conscientious effort in the dominant educational discourse to

separate culture from relations of power. By concealing the ideological nature of

educational leadership and by promoting what is regarded as generally sound

leadership principles in education an attempt has been made to present educational

leadership generally as beyond reproach.

The situation described above has led to a dichotomy in educational leadership in

South Africa. On the one hand there is the theory of educational leadership as

expounded by educationists in dissertations, theses and journal articles. This theory

is based almost exclusively on literature in western capitalist countries and generally

espouses a democratic leadership style. On the other hand there is the practice of

educational leadership which is imbued implicitly and explicitly with the ethos of

Christian-National principles and which is in direct contrast with the principles

expounded by the theorists.

In this chapter a survey is made of the main features of instructional leadership as

manifested in South African schools. These features are evaluated against the

background of the main approaches to schooling in South Africa, as set out in

chapter 3. This chapter is inevitably based on generalisations as instructional

leadership varies from education department to education department, from region

to region, from school to school, and even from instructional leader to instructional

leader within the same school. The literature survey does, however, indicate some
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definite similarities across the various divides which make generalisations not only

possible but imperative. Special attention is paid to the way in which instructional

leadership is used to legitimate and reproduce the dominant culture of Afrikaner

nationalists. In conclusion certain generalisations are made regarding the dominant

educational discourse in instructional leadership, as well as the attempts to counter

the dominant educational discourse.

THE FEATURES OF INSTRUCTIONAL LEADERSHIP IN SOUTH AFRICA

The Hierarchical and Authoritarian Nature of Instructional Leadership

Up to 1995 the education system in South Africa was characterised by hierarchical

and authoritarian relations. Decisions were made in the highest echelons of the

education system. The highest authority in the various education departments was

vested virtually exclusively in the hands of Afrikaner educationists (Nel, 1983: 196).

In 1992, for example, 43,2% of the ex-Department of Education and Training

school inspectors were white, and at post level 8, one of the highest post levels in

the civil service, 77,7% of the officials were white (Chetty, Chisholm, Gardiner,

Magan & Vinjevold, 1993: 3). This meant that the policies that emanated from the

highest echelons of the education system reflected the interests of the Afrikaner

educationists. These policies and decisions were then passed down to the local level

in the form of manuals, prescriptions and circulars. In this way educational leaders

were beleaguered by departmental rules and regulations. The vertical

communication that occurred between the various education departments and the

schools was mainly one-directional and top-down. NEPI (1993a: 156) refers to the

decision-making process as being predominantly closed and top-down. Hartshorne

(as quoted by Gounden & Dayaram, 1990: 314) describes the policy, climate and
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environment which South African bureaucrats had to face as being inflexible,

doctrinaire, uncritical and authoritarian and almost arrogant. The main purpose of

this particular management style was to restrict wider participation and to ensure

political control by the top echelons of the education departments (ANC Education

Department, 1994: 20). Thus the instructional leader at school level did not make

a meaningful contribution towards the determination of the macro policy which the

school had to apply.

The problem with this authoritarian approach is that it did not take into

consideration the actual position in which the instructional leader has to function.

The education department presupposed a Utopian situation which is not the case

as far as most of the black schools are concerned (Van der Westhuizen &

Makhokolo, 1991: 104). These top-down hierarchical relations also resulted in a

controlled teacher practice and pupil outcomes, and in the process initiative was

deadened and uniformity promoted (Davids, 1990: 16). Furthermore, it presumed

that the directives from the education departments were ideologically acceptable to

the instructional leaders and teachers.

The authoritarian nature, rigid bureaucracy and rule-bound hierarchy of the various

education departments were often replicated in the individual schools (Atkinson,

Wyatt & Senkhane, eds., 1993: 4). Schools were also characterised by top-down

administrative structures (Levin, Moll & Narsing, 1988: 143). Most of the power

was vested in the school principal and to a lesser extent the instructional leaders

below him/her who monopolised the decision-making function at the local level.

In many schools the instructional leaders showed little appreciation for co-operation

and team spirit. There was also often no appropriate system for dealing with the

grievances of teachers. Some schools were more authoritarian than others. There

http//etd.uwc.ac.za



Chapter 4: Instructional Leadership in South Africa 92
is a contention that the working class schools were more authoritarian than middle

class schools and this prepared the children for a different role in society (Christie,

1986: 133). This contention is borne out by the fact that the strongest criticism

against authoritarian, top-down management style was levelled at the ex-

Department of Education and Training (Chetty, et al., 1993: 3).

lYarious reasons were proffered for the authoritarian nature of instructional

leadership. The subject heads blamed the school principal for the dictatorial,

prescriptive practices while the school principal apportioned the blame for the

bureaucratic measures in schools to the uncompromising demands of the circuit

inspector (Gounden & Dayaram, 1990: 314). Firmani (1977: 37) ascribes the

authoritarian approach of educational leaders to a notion of superiority. Many

educational leaders contended that they were promoted due to their superior

knowledge and extra-ordinary job performance. They therefore insisted that they

be treated with the reverence due to them. They were also convinced of the

superiority of their decisions, and provided no space for contestation which was

regarded as a threat to their authority. Unqualified support and loyalty was

expected while dissenters were discriminated against in terms of permanent

appointments, promotion and merit awards. Teacher participation in decision-

making was generally regarded as an erosion of the school principal's authority

(Mosoge, 1993: 20). Where teacher participation was allowed, it was limited to

'harmless' issues that did not challenge the school principal's authority and power.

Theron & Bothma (1990: 183) contend that the school principal bore the ultimate

responsibility at local level and was therefore under obligation to make the crucial

decisions affecting the school.

The above-mentioned authoritarian, paternalistic notion of educational relations is

typical of the conservative theory of education. A high premium is placed on
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traditional forms of authority. Authority is seen to be responsible for the

preservation of social stability and the maintenance of the traditions of society -

which in the case of South Africa are the traditions of the Afrikaners. This form

of conservatism is, however, undemocratic in so far as it excludes the teachers on

the lowest rung of the hierarchical order from democratic participation. The fact

that people who are affected by decisions do not have a voice in the decision-

making process means that the operative principle of participatory democracy is

disregarded. In this way the way was paved for the implementation of eNE.

The Staff Control and Maintenance Function of the Main Instructional Leaders

The main purpose of the strict central control of education by the Nationalist

Government was to ensure that the social, political and economic ideologies of the

Afrikaner nationalists were reflected throughout the state education system

(Hartshorne, 1989b: 111-112). To the educational leader was assigned the task of

ensuring that apartheid education is implemented. Generally the main purpose of

instructional leadership is to actualise successful instruction. In the South African

context this purpose was, however, obscured by the quest to ensure that schooling

functioned according to strict rules and regulations, and the unquestioning

adherence to the instructions of departmental officials (Williams, 1990: 85).

Instructional leadership was thus visualised as a staff control and maintenance

function instead of a professional growth-orientated activity (Shah, 1985: 267). In

the light of this, the role of the main instructional leaders in South African schools

is subsequently investigated.

Inspectors of education and subject advisers were meant to bridge the gap between

the education department and the teaching staff. On the one hand the central

authority demanded strict accountability while the teachers were increasingly
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demanding autonomy. Kathrada (1989: 80) equates having to operate between

these conflicting and sometimes hostile polarities to walking a most precarious

occupational tight rope. For obvious reasons the inspectors of education and

subject advisers tended to lean towards satisfying the demands cf theo. oentral

authority with dire consequences for the relationship between them and the

teachers.

There is also a notion that patronage and political affiliations played a role in the

appointment of inspectors of education (Chetty, et al., 1993: 10). This situation was

exacerbated by the fact that many inspectors of education and subject advisers had

had no formal training in educational management. The subject advisers, especially,

were generally appointed to their positions on the basis of their subject expertise.

This had dire consequences for instructional leadership. This led to leadership

'styles' which Kathrada (1989: 83) describes as intuitive and reactive rather than

being decidedly proactive. This also invariably resulted in administratively planned,

one-off orientation courses for teachers, amounting to no more than simply a bit of

'topping-up' here and there (Kathrada, 1989: 6).

At Cathkin (1990), Grassy Park (1990) and Lotus Secondary Schools (1990) in the

Western Cape appreciation was expressed for the role of inspectors of education

and subject advisers for their role in aspects like syllabus interpretation and the

preparation for the final senior certificate examinations. On the other hand they

were generally seen to be:

prescriptive, imposing their individual ideas;

intimidating and fault-finding;

interested in results only;

engaged in witchhunts and victimisation of teachers;
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emphasising administrative work.

According to the teachers at these three schools the overall impression gained, was

that the inspectors of education and subject advisers were used primarily to enforce

policy. They ensured, for example, that nothing was added to or deleted from the

official syllabi. The main function of the inspector of education was thus perceived

to be mainly staff control and maintenance functions instead of a professional

growth function in spite of official documents which stated the contrary. This led

the teachers at Grassy Park Secondary School (1990: 1) to conclude that the

inspectors of education should be regarded as control agents of the apartheid

system. This contention is virtually a reiteration of the motion of no confidence in

the inspection service which the Cape Professional Teachers' Association (as quoted

by Roberts, 1987: 76) passed at their annual congress in 1985.

According to Bekker (as quoted by Kruger, 1983: 54) the inspector of schools and

the school principal form a partnership. The school principal is supposed to do

follow-up work based on the inspector's criticism and recommendations. The

feedback of the school principal is in turn meant to form the basis of the inspector's

official report and continued guidance. Such a partnership can only be successful

if based on the mutual recognition of each other's autonomy, areas of authority and

responsibility, integrity and capabilities (Kruger, 1983: 65-67). The fact that school

principals often condemned inspectors for bullying and domineering indicates that

this mutual recognition was often lacking (Atkinson, et al., eds, 1993: 5).

The school principal thus occupied a central position in education in South Africa.

He / she was the central link between official policy makers on the one hand and the

teachers who had to implement these policies on the other hand. The Transvaal

Education Department, for example, regarded it as the school principal's most
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important responsibility to ensure that the school had a Christian-National character

(Breet, 1987: 11). This meant that all teaching as well as administration and

organisation had to be conducted in a Christian-National manner. The educational

leader was thus regarded as the instrument whereby CNE is to be implemented.

This contention is shared by a number of conservative educationists in South Africa,

like Einkamerer (1986: 28-30), Firmani (1977: 7), Fourie (1990; 42-43), Kruger

(1983: 45), Uys (1983: 22), Van der Westhuizen, (1984: 10) and Van Niekerk (1982:

2).

General policies regarding educational issues generally emanated from the central

education authorities. This implies that majority decisions at school level could only

be considered and implemented if they were in accordance with departmental

policy. This could be the reason why school principals generally veered away from

democratic practices which could bring them in conflict with the official policy.

This placed the school principal in an unenviable position. What was required of

him/her was subservience to the rules and regulations of the education department

which in black schools was regarded as being illegitimate. The school principal in

turn expected the same subservience from his/her subordinates. This led to the

prevalence of bureaucratic management with the school principals adhering closely

to rules and regulations to appease the authorities. This in turn inevitably led to

a leadership style which was rigid and domineering, with a close and constant

control over subordinates and school activities (Calitz & Shube, 1992: 37). There

was a contention held by education authorities that the school principal was

entrusted with sufficient statutory power to ensure that traditional order and

discipline were maintained in schools (Swart, 1990: 2). Failure to do so was

regarded as an indictment against the efficiency of the school principal.
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In this manner the school principal was also relegated to a position where his/her

main function was a staff control and maintenance function instead of a professional

growth function. This caused the school principal, especially in black schools, to be

branded as collaborators within the apartheid system. This in turn had dire

consequences for the leadership at these schools.

In literature generally instructional leadership by subject heads is regarded as an

extension of the leadership of the school principal. The subject head is any member

of staff to whom the instructional leadership of a specific subject or related subjects

is entrusted. His/her main aim is thus to improve teaching effectiveness and one

of the main means of achieving this aim is by the professional development of the

subject teachers. Unfortunately a number of factors militate against the effective

functioning of the subject head as instructional leader. The following are some of

the most debilitating factors:

The subject head is any member of staff - irrespective of hierarchical status -

who is nominated by the school principal to take the responsibility of the

instructional leadership of a particular subject or related subjects. The post

is therefore not officially recognised as part of the hierarchical structure of

the school. Although the posts of subject head are normally entrusted to the

heads of department, there are not enough heads of department to cover all

the subjects offered especially in secondary schools. It is therefore not

uncommon for ordinary teachers to be appointed to the position of subject

head without receiving any recognition in the form of compensation,

available time and authority for the exacting duties they are called upon to

perform. To the ex-Cape Education Department (1982: 12) these ordinary

teachers who were appointed as subject heads were rewarded sufficiently by

getting the opportunity of developing their leadership potential. At the same
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time it enhanced their chances of promotion. This state of affairs is seen by

many to be undesirable as it minimises the importance of the post with

detrimental effects for the instructional leadership. The subject head is given

the right to act in an advisory capacity; the advice is, however, not

enforceable - the subject teachers can either accept or ignore the advice

received (De Wet, 1983: 6). This situation has also given rise to an anomaly:

recognition awards are allocated in recognition of services rendered in the

past while continuing responsibilities over and above the normal teaching

responsibilities are not recognised officially. The recognition award system

has furthermore been abused by certain school principals to gain the

undivided loyalty and support of staff members.

Insufficient time is allocated for heads of department to fulfil their exacting

supervisory and administrative duties as subject head. Often some of the

non-teaching periods of the heads of department which are supposed to be

set aside for these duties are used to stand in for teachers who are absent.

Ordinary teachers who are appointed as subject heads are not released from

classroom teaching in order to do allocated supervisory and administrative

duties, yet the same performance is expected of all subject heads regardless

of the hierarchical position they hold in the school.

In many South African schools there is a lack of a proper analysis and

description of the task of the subject head (Ehlers, 1988: 4; Park, 1980: 156).

There is also not a clear demarcation of the positions of the head of

department and subject head. In many cases the head of department is

merely a subject head to whom additional non-curricular administrative

responsibilities have been allocated. As the result of the lack of a clearly

defined job description subject heads are often dependent on the observation

of other subject heads for guidance (Firmani, 1977: 37-38). This creates the
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impression that it is the task of the subject head to decide, to control, to

guide and to evaluate. Authority is seen as power over subordinates. Where

a job description does exist, it is often not the product of the co-operative

effort of all subject teachers involved.

The initial training that aspirant teachers undergo at colleges of education,

technikons and universities do not include an intensive course in educational

leadership. Only in the post-graduate Bachelor of Education degree were

optional courses offered in educational leadership. This has meant that the

majority of black teachers were unable to avail themselves of this opportunity

to undergo training in educational leadership. It is only very recently that an

education diploma is being offered at the technikons as well as certain

autonomous colleges of education. This situation was aggravated by

educational authorities who assumed that young teachers would gradually

with experience acquire all the skills and expertise that were required of

them to carry out the responsibility of subject head (Rampass, 1987: 9). This

situation is also attributable to the fact that many school principals lacked

the knowledge to organise and implement staff development programmes.

This has meant that subject leadership was conducted intuitively or by

emulating the example of peers who were generally also ill-prepared for this

responsibility.

As the result of these debilitating factors subject heads have tended to neglect some

of their most important responsibilities like the professional development of the

subject teachers. Instead overdue emphasis was placed on, for example, the

following aspects of subject policy: the division of work for each term, the estimated

rate of completion, the number of assignments and tests to be set for the term, the

length and form of the examination papers and the procedure of marking. It is
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obvious that the above-mentioned factors as well as the authoritarian ethos that

prevailed in schools forced the subject head to become part and parcel of the team

that includes the inspector of education, subject adviser and school principal and

whose primary aim it was to fulfil a staff control and maintenance function.

The Concentration on the Summative Function of Teacher Evaluation

The ex-Department of Education and Culture (House of Representatives) (1983:

1) regarded the evaluation of teachers as the objective determination of a teacher's

ability and effectiveness in terms of established criteria, uniformly applied, and

expressed as an evaluation digit. This is a manifestation of the teacher evaluation

system which was applied in South Africa up to 1992. Waghid (1992), arguably,

gives the most trenchant critique of this teacher evaluation system. Firstly, Waghid

(1992: 81) criticises the origin of the system. According to him it was established

autonomously by the ex-Department of National Education. This ignored the basic

demand of the teachers that the instruments for evaluation be negotiated and be

appropriate to their needs as a matter of principle (Chetty, et al., 1993: 7). Waghid

avers that the Department was accountable to the South African government. As

such, the system of teacher evaluation was neither objective nor democratic. Itwas

furthermore imposed on the different education departments (Waghid, 1992: 92).

The rating scale which formed the basis of the evaluation system was also not

located within a social, political and historical context. The same rating scale was

meant to be implemented without taking cognisance of factors like the unequal

teacher-pupil ratios within the different education departments (Waghid, 1992: 93).

Secondly, Waghid (1992: 9) condemns the rating scale as only 30% of the

evaluation criteria were related to curricular efficiency, while the remaining 70%

were related to the teacher's personality traits and professionalism (40%), extra-

mural activities (20%) and the performance of the pupils (10%). Chetty, et al.

lOO
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(1993: 7) aver that the criteria that related to personality and character traits and

professional disposition suggest that the aim was to assess the loyalty and

submissiveness of teachers. According to this rating scale a teacher who was not

involved in extra-mural activities or whose pupils did not perform up to expectations

could not be regarded as efficient in spite of a high score for curricular competence

(Waghid, 1992: 9). Again, when a teacher was evaluated no cognisance was taken

of, for example, the differences in academic aptitude and the socio-economic status

of the pupils (Waghid, 1992: 11). Chetty, et al. (1993: 3) refer to these as contextual

factors. Lastly, Waghid (1992: 17) questions the validity of the rating scale itself:

...for the reasons that scores reflect a rater's inferences, and numbers

reflect nebulous standards that are not clearly spelt out, it follows that a

rater's inferences are based on something nebulous and unclear.

This casts serious aspersions on the rating scale which formed the basis of the

teacher evaluation system in South Africa until 1992.

There were also definite deficiencies as far as the evaluation of subject heads was

concerned. Up to 1 July 1988 all heads of department in the Department of

Education and Culture (House of Representatives) were evaluated according to the

evaluation procedure applicable to ordinary teachers. This meant that the heads

of department were not evaluated for the actual purpose for which they were

appointed, that is to act as direct instructional leaders. With the introduction of the

evaluation instrument VR-PR 68C an attempt was made to remove this anomaly.

This evaluation system only made provision for the evaluation of subject heads who

were promotion post holders. Subject heads who were ordinary teachers were

evaluated as ordinary teachers. This meant that the authorities could make no
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additional demands on such teachers as they received no official recognition for

these additional duties. There was thus no moral justification for appointing

ordinary teachers as subject heads.

Even more contentious was the way the rating scale was implemented in South

African schools. The main aim of evaluation was regarded by the ex-Department

of Education and Culture (House of Representatives) (1983: 1) as the optimal

utilisation of the teacher in the realisation of the educational aims of the Department.

The evaluation of a teacher to determine his/her promotability and to assess

him/her for merit awards were thus regarded as the secondary aims of teacher

evaluation. This was also the official policy of the ex-Cape Education Department

(1982: 14). The formative function of evaluation was thus given prominence over

the summative function in official documentation. In practice, however, the

evaluation of teachers and especially classroom observation served more a function

of administrative control instead of forming the basis for improving the teaching-

learning situation (Shah, 1985: 269).

The ex-Department of Education and Culture (House of Representatives) (1986:

187) regarded teacher evaluation as the particular function of the inspector of

education, subject adviser and the school principal. The role of the three main role

players was summed up as follows:

to the inspector of education who has experienced evaluation on a wide front

was assigned the responsibility of ensuring that a uniform standard of

evaluation was maintained in all the schools in his/her circuit;

to the subject adviser was assigned the responsibility of assessmg the

curricular competence of the teacher in a particular subject;
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the school principal was held responsible for the general improvement of

instruction and education.

Teacher evaluation was thus regarded as the joint effort of these three persons.

The invaluable contribution that the subject head can make towards the staff

development of teachers by means of class visits was thus ignored.

Teacher evaluation by the subject head should serve mainly a formative function,

although it is advisable that he/she be consulted when the summative evaluation

of the teachers is done. Yet he/she was seldom consulted by the inspector of

education, the subject adviser or the school principal when subject teachers were

evaluated (Williams, 1989: 78).

There is a general aversion amongst teachers towards teacher evaluation. This is

even more evident in South African schools. The following are some of the factors

that have contributed towards this state of affairs:

There is a perception that teacher evaluation serves no formative function,

but is utilised to identify faults and shortcomings (Erasmus, 1987: 30).

Teacher evaluation is thus used as a form of control (Aucamp, 1988: 38).

O'Connell (1991: 13) consequently refers to teacher evaluation as punitive

and arbitrary bureaucratic scrutiny, while Chetty, et al (1993: 2) refer to it as

being largely inspectoral and bureaucratic. This leads to anxiety and deep

suspicion in any form of evaluation. There is also a contention that the

procedure which was followed was too formal and mechanistic in nature.

Evaluation that is based on the marking off of a control list inevitably

concentrates on the expression of the teacher's performance in the form of

a mark for administrative purposes and not the improvement of instruction.
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Many teachers question the competence of the evaluators. Many schools

principals are, as the result of the high degree of specialisation required

especially in secondary schools, not qualified to evaluate the curricular

competency of subject teachers. This situation is exacerbated by the fact that

subject heads are often not consulted when teacher evaluation occurs. Many

school principals also have had no training in the evaluation of teachers.

They are consequently compelled to resign themselves to merely filling in the

evaluation forms on which certain instruction related matters are represented

as values and criteria (Els, 1983: 40). These forms thus form the blueprint

of evaluation. This technical-rational approach to evaluation is too

deterministic and not conducive to staff development (Sergiovanni & Starratt,

as quoted by Els, 1983: 40).

The suspicion and anxiety teachers feel are aggravated by the secrecy in

which teacher evaluation is shrouded. Only the final evaluation symbol was

made known on request after it had been officially confirmed which normally

took between three and six months. The detailed official report remained

veiled in secrecy. This report as well as other information relating to the

teacher's evaluation were regarded as strictly confidential (Department of

Education and Culture, House of Representatives, 1983: 6). Even the acting

principal was not allowed access to this privileged information. In the case

of the appointment of a temporary principal arrangement was made for the

evaluation reports to be submitted to the circuit inspector for safe-keeping.

This strengthens the perception that evaluation serves primarily a summative

function.

There is also a contention that teacher evaluation takes place too irregularly

to have any validity. Due to a very busy schedule visits to teachers by

inspectors of education normally only take place when recommendations
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regarding the permanent appointment of teachers have to be made or when

their promotability has to be assessed. In the case of the subject advisers

visits are limited to about one a year, while the school principals do not have

sufficient time to do teacher evaluation on a regular basis (Chetty, et al.,

1993: 3; Erasmus, 1987: 50). Teacher evaluation is thus undertaken very

irregularly and cannot form a valid basis for the improvement of instruction.

There is also no uniformity as far as the implementation of class visits as a

means of teacher evaluation is concerned (Erasmus, 1987: 99). This can be

ascribed to, amongst others, the fact that many school principals have little

or no knowledge of evaluation practices (Els, 1983: 40). It is therefore

necessary that all the parties involved should understand the rules and

criteria which constitute the evaluation procedure (Waghid, 1992: 89).

Unfortunately very little consultation takes place regarding the intended class

visit (Meintjes, 1981: 60). Some teachers are not even informed beforehand

about the intended class visit by the school principal (Shah, 1985: 269). This

inevitably leads to anxiety, feelings of intimidation, adversarial relationships

and a lack of trust. This has a detrimental effect on any staff development

which might result from the class visitation.

The follow-up discussion is undoubtedly the most important aspect of the

class visit. Park (1980: 17) regards it as the most important instrument with

which professional development can be developed as it can be used to

remedy, catalyse, manipulate and motivate. Unfortunately the feedback after

the class visit consists of no more than a brief written report remarking on

the teacher's strengths and weaknesses and offering a few suggestions to

improve the teacher's performance. Shah (1985: 1) contends this feedback

does not make a tangible impact on the improvement of teacher skills and

competencies. In many cases no feedback at all is given by the school
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principal. It is therefore not surprising that teachers are negatively disposed

towards teacher evaluation.

One of the biggest problems facing the inspector of education, the subject

adviser and the school principal as instructional leaders is the fact that they

are called on to do both formative and summative evaluation. Effective

instructional leadership furthermore requires an atmosphere of trust and co-

operation between the teacher and supervisor which is not possible when a

teacher knows her professional status and future are at stake. Even more

important is the fact that under circumstances which prevailed up to 1992

more prominence was given to the summative function of evaluation as a

form of control. This gave evaluation a political connotation which made it

increasingly unacceptable in many circles.

In 1992 a new system of evaluation was introduced into schools of the ex-

Department of Education and Culture in the Houses of Assembly, Delegates and

Representatives. Many of the shortcomings mentioned above are addressed in this

new system of evaluation. This is an acknowledgement of the validity of the

criticism. Some of the main issues that are addressed in the new evaluation system

are the following:

The development and utilisation of educators and the optimal realisation of

potential are regarded as central to all educator evaluation while evaluation

to determine promotability and achievement recognition has a relatively low

priority.

The concept of evaluation as a one-way process is condemned as totally

unacceptable. This is the process where evaluators come to evaluate

educators and then disappear without immediate feedback to then write

secret reports which are stowed away without it having any influence on the
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educator. Instead what is proposed is a constructive, two-way, open and

interactive process in which the evaluator and evaluee co-operate to discover,

develop and utilise the latent potential of the educator (Department of

Education and Culture, House of Representatives, 1992: 7).

The fact that the previous evaluation system focused on the teacher's

personal attributes rather than his/her task and people orientation is

deplored. In the new evaluation system the thirty criteria which are applied

are divided up as follow: seventeen criteria for task orientation, six criteria

for people orientation and seven criteria for personal factors.

Allowance is made for criticism of educational authorities provided it is

constructive.

One measuring instrument is used for the professional measurement of all

educators at all post levels. This instrument makes provision for the

evaluation of leadership ability, management ability and staff evaluation

ability of all educators. This means that a subject head who is not a

promotion post holder will be credited for performing the duties of an

instructional leader.

It is recommended that the evaluation of an educator be done by an

evaluation committee made up of at least the school principal and another

senior member of staff. The task of the inspector of education is to

moderate the appraisal done by the evaluation committee, while no provision

is made for the subject adviser as part of the evaluation process.

The new evaluation system tries to democratise the process by providing the

educator the opportunity to personally or by means of a written submission

or through representation by a colleague give input during the evaluation

process.
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The new evaluation system is meant to take into account the educational

situation in which the attainment of objectives takes place.

It recommends that the evaluators be properly trained and continuously

schooled in the practice of evaluation, and that their own evaluation be

subject to review.

The new evaluation system is based on the continuous evaluation of the

educators by means of classroom visitations, teacher meetings, casual and

informal contacts, etc.

Much emphasis is placed on the establishment of good relationships, a

proper climate and constructive collegiality between the evaluation

committee and the educator.

Lastly, in the new system it is expected that the results of the evaluation be

utilised to reward,praise, admonish, improve, support, motivate, give assistance,

stimulate development, and bring about professional development

(Department of Education and Culture, House of Representatives, 1992: 37).

The follow-up discussion is thus regarded as of the utmost importance if

conducted constructively.

This new evaluation system is undoubtedly an improvement on the system that was

implemented up to 1992. It is, however, not beyond reproach. The biggest

indictment against it is the fact that it too was devised by bureaucrats without

consulting the people that will be affected by it. Given the situation that existed up

to 1995, especially in black schools in South Africa, this system lacks any suggestion

of legitimacy. There has also been virtually no training of the evaluators. It thus

seems inevitable that the mistakes of the past will be repeated. The educator is still

not entitled to have insight into the specific scores awarded, nor is debate allowed

on the scores. A nebulous argument proffered for this secrecy is the fact that
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revelation of the scores might encourage the educator to demand motivation and

explanations which might embarrass the evaluators and inspector of education.

How a relationship of trust can be founded on the veil of secrecy which surrounds

evaluation is not addressed. No adverse criticism of this evaluation system has

emanated from the schools of the ex-Department of Education and Culture (House

of Assembly). In many black schools this system has, however, been condemned

outright often without taking cognisance of some of the merits inherent in the

system. Like any new initiative, this new evaluation system is also viewed against

the background of distrust and anxiety (Chetty, et al., 1993: 2). The result is that

no teacher evaluation of any note takes place at many black schools in South

Africa. This in tum has a detrimental effect on instructional leadership in general.

At the bottom of this crisis situation lies two overarching factors: the neglect of

certain basic democratic practices in the evaluation process and the fact that

teacher evaluation carries with it the legacy of having been used in the past as a

means of control by the education authorities who were regarded as the henchmen

of the apartheid regime.

The Neglect of the In-service Training of Instructional Leaders

The pre-service training which aspirant teachers undergo, is generally geared

towards the pedagogical task of the teacher, while the andragogical task is largely

neglected. This means that the pre-service training of the teachers does not prepare

them for educational leadership. At most schools no provision is made for the staff

development of potential instructional leaders. Teacher appointments to leadership

positions are based on considerations like personality traits, teaching experience and

efficiency in the classroom. There is seldom induction or leadership and

management training offered. In staff meetings which could be an invaluable

means of staff development the emphasis falls on operational responsibilities with
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no indication of how these duties are to be performed. The contention is that

certain administrative and organisational skills can be developed through

experience (De Wet, 1981: 143). It is, for example, the expressed policy of the ex-

Department of Education and Culture (House of Representatives) (1986: 6) that

organisational ability can be improved if the educational leader is willing to learn

from his mistakes. Informal help and 'trial and error' are thus seen to be the most

important means of developing the leadership and managerial skills of instructional

leaders (Rarndass, 1987: 169). The result is that many educational leaders are self-

made men and women or the products of training by means of emulating other

educational leaders (S. Theron as quoted by Theron & Bothma, 1990: 86). This is

one way of perpetuating the existing system.

Despite the complexity of the principal's task training in educational leadership is

not regarded as a prerequisite for appointment to the post. The onus is on the

educational leader to acquire as much experience as possible of all aspects of the

post before accepting the position (Van der Westhuizen, 1984: 353). This policy

represents the classical liberal theory of democracy which posits that perfectibility

is attainable if man and woman are left to themselves to develop their natural

abilities. Paradoxically in the South African context this very policy serves to

further the interests of the conservatives who strive to maintain the existing

authority relations. Cawood (1973: 179) describes it as an insufferable situation

which has adverse implications for the professional status of the school principal's

office. This situation is aggravated by the fact that many educational leaders,

especially school principals, operate in isolation from colleagues (Atkinson, et al.,

eds, 1993: 4).
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There has been attempts to remedy the situation as described above. The following

represent some of these attempts:

For many years the degree of Bachelor of Education with optional courses

in education leadership and management has been offered at South African

universities. As a university degree and an approved teacher's diploma are

required for admission to the degree, most black teachers were not able to

avail themselves of this opportunity. This inevitably had a detrimental effect

on educational leadership in black schools. Since 1982 the College of

Education of South Africa (CESA) and more recently other autonomous

colleges of education and technikons have been offering a diploma in

educational management and administration for teachers with at least a

teacher's qualification of matric + 3. It is too soon to ascertain how this will

impact on educational leadership throughout South Africa. As mentioned

above most of these courses in South African tertiary institutions are based

on research findings in Western capitalist societies. No cognisance is taken

of societal contexts and no critique is given of how power, ideology and

politics operate on and in schools. These courses do, however, present the

basis on which the theoretical framework for staff development programmes

can be developed. There is thus a contention held by many South African

researchers that the successful completion of a course in educational

management be a recommendation for appointment of teachers in promotion

posts (Van der Westhuizen, 1986: 3). Also at doctoral and master's level

valuable research is done especially at Afrikaans universities. Unfortunately

the research is generally inaccessible to the majority of educational leaders

and therefore does not really impact on the situation in South African

schools.
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Recently the education departments have increasingly been making attempts

to improve the quality of leadership in South African schools. Many

education departments have, for example, been presenting seminars on

educational leadership to prospective and newly-appointed principals. These

seminars are generally geared towards getting educational leaders to carry

out rules and follow prescribed procedures. According to Chetty, et al.

(1993: 11) these rules and procedures are meant to govern responses to an

environment and not to provide the possibility of exploring various methods

of problem-solving. The emphasis is thus on control and not the

development of a more emancipatory management practice in which advice

and support are the main components. The inspectors of education are also

expected to provide the school principals with in-depth guidance and to

schedule meetings for the discussion of policy matters and organisational

affairs (Theron & Bothma, 1990: 16). The problem with much of this in-

service training is that it concentrates on getting the educational leaders to

comply with departmental policies and on ensuring that rules and regulations

are carried out according to the prescribed procedures. In-service training

of educational leaders thus serves merely an administrative function (Shah,

1985: 2). Other points of criticism against these attempts at in-service

training are that they generally do not take cognisance of the unique

circumstances which prevail at the different schools (Aucamp, 1988: 58) and

they are too sporadic (Shah, 1985: 268). The latter point of criticism

emanates from the fact that in-service training has not been adequately

prioritised, that there is no written policy declaring the aims and objectives

and that no budgetary provision is made for the in-service training of

educational leaders (Kathrada, 1989: 175). Even more substantial is the

criticism that official in-service training programmes for educational leaders
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are typically top-down (Kathrada, 1989: 32). This is typical of the systems

approach in which the aims and objectives for the schools are determined by

an education department which also provides the resources for the realisation

of the aims and objectives and evaluates the effectiveness with which these

aims and objectives are met (Kathrada, 1989:34). In the case of a mismatch

between the objectives and goals, the deficiencies within the institutions are

identified by outside departmental authorities who also devise a in-service

training programme based on these perceived and generalised deficiencies.

In-service training of educational leaders in South African schools by the

education departments is thus an example of a deficit model in which

training is viewed as the acquisition of practical competencies and skills

required to perform particular roles and tasks within the system (Elliot as

quoted by Kathrada, 1989: 34). Kathrada (1989: 35) summarises the main

criticism against this systems orientation towards staff development. Firstly,

the responsibility of identifying a school's goals and needs rests with experts

at a head office while the real perceptions, thoughts and feelings of the

educational leaders tend to be ignored. Secondly, by regarding in-service

training as a means of rectifying perceived deficiencies it is a deficit model

which encourages leader dependency rather than a developmental model

which provides leader autonomy. Thirdly, the model regards the teaching

staff as pliable, passive receivers of skills and coping strategies. As such the

model is more concerned with staff compliance than staff development, and

places more emphasis on budgets, control and the asymmetrical exercise of

power from the top downward than on staff development. Fourthly,

characteristic of the systems approach is a centre-periphery model where

predetermined material is diffused from central administration, where teachers

receive and translate central office mandate and whose research, development
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and diffusion occur in a top-down, bureaucratic fashion. Lastly, the systems

approach is also regarded by the central authorities as a vitamin injection

given to boost flagging energies or capabilities, or as a short-term set of recipes

or at best, just a matter of 'topping up' here and there. As such, it does not

really address the long-term problems which the educational leaders in a

school have to address.

The programme The Effective Principal: School Management and

Leadership for a New South Africa of Teacher Opportunity Programmes

(TOPS) is an example of privately sponsored attempt at the in-service

training of educational leaders. This programme differs from most

programmes and courses offered by education departments, universities and

technikons in that it acknowledges that principals and the schools are always

embedded within communities and influenced by the political, economic and

other social forces that impinge upon and operate within those communities

(Atkinson, et al., eds, 1993: 2). This acknowledgement finds manifestation

in the fact that the programme is meant to be based on a needs assessment

which was derived from interviews with more than 150 teachers and

principals throughout South Africa. According to Atkinson, et al., eds, (1993:

3) this needs assessment was meant to ensure that real problems were

identified and that it would provide the means for grounding the training

programme in the expressed needs of practising teachers and principals. The

overarching aim was thus to develop a school management and leadership

training programme in which broad-based, participatory involvement plays a

central role. The validity and representativeness of the needs assessment are,

however, never investigated. Except for the needs assessment and Unit 19

on Issues Facing Women School Leaders no cognisance is taken of the

realities of the South African education system. In the various bibliographies
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contained in the manual generally no reference is made to published or

unpublished South African literature on school management and leadership.

The well-devised programme concentrates almost exclusively on American

literature in satisfying the perceived needs of the educational leaders in

South African schools. Solutions that apply to problems in American schools

are transferred to the local schools as neutral and value-free without taking

cognisance of the South African reality which is supposed to form the basis

of the in-service programme. In this sense the content of the in-service

programme does not differ radically from the courses which are traditionally

offered at South African universities. Its main contribution to educational

leadership in South African schools lies in the fact that it makes training in

educational leadership more accessible to educational leaders in the black

schools of South Africa. Whether it substantially advances the debate

surrounding educational leadership in South Africa or breaks down the

dichotomy which exists between the theory and practice in educational

leadership is, however, debatable.

To sum up: what is lacking in the attempts at the in-service training of educational

leaders in South Africa is the development of a systematic, continuous and school-

based staff development programme. Such a staff development programme should

necessarily take into cognisance the social, economic and political contexts in which

the school is situated. Linked to this shortcoming is the lack of a coherent theory

and practice to promote leadership development (Kathrada, 1989: 32). At the

moment the various educational departments as well as the universities and

technikons do not have explicitly stated policy statements reflecting the particular

management theory to which they subscribe. In the case of the education

departments their policy on staff development has to be inferred from issues like
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their individual organisational structures, budgetary provisions for staff support

systems and the relationship between the educators on the different rungs of the

bureaucratic hierarchy (Kathrada, 1989: 32). At the tertiary institutions such

inferences are even more difficult to make as the institutions generally try to

present courses in educational leadership as neutral and value-free. An analysis of

the various theses and dissertations of the Afrikaans universities does not shed light

on the matter, while research on educational leadership in English and black

universities is conspicuous by its absence. The result is that the authoritarian ethos

which prevails in South African schools and the notion of educational leadership as

an instrument in the hands of the apartheid government are not addressed by the

attempts at the in-service training of educational leaders. Instead - knowingly and

unknowingly - many of these attempts serve to strengthen the notion of educational

leadership as a staff control and maintenance function instead of a professional

growth- orientated activity.

The neglect of the in-service training of instructional leaders has inevitably had an

adverse effect on the quality of instructional leadership. The lack of scientific

approaches and systematic implementation of methods and techniques of

instructional leadership has numerous detrimental effects:

it leads to inadequate theoretical bases which in turn result in the 'blurring'

of role functions (Shah, 1985: 10);

it leads to lack-lustre instructional leadership (Brown, 1985: 2), thereby

reducing the positive effects of supervisory support (Shah, 1985: 10);

it impairs the expression of dynamic leadership in supervision (Shah, 1985:

10) and in the process it encourages stereotyped leadership and instruction

(Uys, 1985: 72);

it causes uncertainty amongst instructional leaders (Ehlers, 1988: 5);
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it represents a tragic waste of human resources.

The Concentration on Administrative and Routine-administrative Work

Many educational leaders claim that they are overloaded with administrative and

routine-clerical work which precludes them from fulfilling their duties as

instructional leaders (Forster, 1985: 20). This state of affairs is partly attributable

to the high premium the educational authorities place on administrative and

routine-clerical matters. The educational authorities equate effective administration

of budgets, accounting, personnel, facilities and equipment with effective leadership

(Sekele, 1992: 17). School principals are constantly supplied with educational

ordinances, rules and regulations and circulars containing pertinent instructions to

ensure the smooth functioning of the school (Theron & Bothma, 1990: 16). In-

service training that is presented by the educational authorities is generally

presented in the form of administratively orientated courses (Uys, 1985: 81). The

ex- Department of Education and Culture (House of Representatives) (1986: 3)

regarded the dereliction of administrative duties as the most easily observable and

therefore the first blot on the school principal's record. The concentration on

administrative and routine-clerical work to the virtual exclusion of other important

functions therefore serves as a powerful means of control and maintenance, and in

the process the interests of the educational authorities are served and not that of

the pupils.

It is important to regard administrative and clerical-routine work as a necessary

process and its success should depend on the contribution it makes towards the

fulfilment of the main function of the school. It should thus not be seen as an end

but as a means to an end which is to actualise effective teaching. The

concentration on administrative and routine-clerical work is unfortunately often
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used as a guise to hide the inadequacies of instructional leaders. By doing so

educational leaders neglect what is supposed to be their most important function.

This has led Cawood (1982: 147) to refer to instructional leadership as the

Cinderella of educational leadership functions.

The Concentration on the Transmission of Knowledge

For the conservative the curriculum of the school consists of a common core of

subject matter, intellectual skills and traditional values that must be transmitted to

all pupils. This is what is commonly referred to as positive knowledge in

conservative parlance. The transmission of knowledge is therefore seen as the

major pursuit of the traditional educational institution. The role of the educational

leader is to facilitate the transmission of this knowledge, instead of the learning

processes. In this way educational leaders in South Africa have been involved in

reproducing the dominant traditions of Christian-National Education. In the

process educational leaders contribute directly to the sustenance of racial

domination in South Africa.

Instructional leadership in South Africa is generally geared towards the realisation

of a narrow objective, namely the improvement of examination results and not the

educational process in general (Chetty, et al., 1993: 2). The success of a school is

generally determined by its examination results which in turn are dependent on the

success with which pupils regurgitate the knowledge which has been transmitted to

them. The emphasis on the transmission of knowledge has thus led to the

curriculum that is examination driven. This has in turn resulted in the focus on

rote-learning, and not the development of critical thinking, reasoning, reflection and

understanding. The educational authorities normally ascribe unsatisfactory

examination results to weak school management (Aucamp, 1988: 34). The main
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point of criticism is the inability of the educational leaders to maintain order and

control which are regarded as prerequisites for the transmission function (Giroux,

1988: 122). This encourages relations which are characterised by extreme forms of

oppression (Levin, et al., 1988: 142) and the development of a teacher-centred and

autocratic learning process (ANC Education Department, 1994: 68). It is therefore

not only the knowledge but also the social relations within the school and the

educational system in general which are repressive and contribute to the

maintenance of the repression within the wider South African society.

Sexism in Instructional Leadership

In South Africa not much research has been done on gender issues in education,

and even less on women in educational leadership. Enough evidence exists,

however, to indicate that although women form approximately two-thirds of the

total teaching force they are grossly under-represented in educational leadership

(Chetty, et al, 1993: 10; Greyvenstein & Van der Westhuizen, 1992: 271). In

relation to the gender composition of the teaching corps there is a

disproportionately small number of women in the positions of school principal, the

inspectorate and the educational bureaucracy. To the ANC Education Department

(1994: 21) this is indicative of the gross gender bias which prevails in the teaching

and administrative hierarchy. This bears out the common perception that women

teach and men manage. Shakeshaft (as quoted by Greyvenstein & Van der

Westhuizen, 1992: 271) identifies a number of factors which contribute to the

under-representation of women in educational management:

...societal perspectives of women, gender anomalies in formal and

informal education, gender career options and patterns, historical and

current gender trends on horizontal and vertical continuums in the
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education profession and numerous overt intrinsic and extrinsic factors

(barriers) which function on individual, organizational and societal levels.

Evidence seems to indicate that the importance of the various factors varies from

individual to individual, from organisation to organisation, and from society to

society. Of these factors Shakeshaft (as quoted by Greyvenstein & Van der

Westhuizen, 1992 : 271) identify the socialised stereotyping of traditional gender

roles and the associated attitudes of males and females as the most important. The

research concerning the role of women in educational management by Shakeshaft

concentrates on the situation in the United States of America and the United

Kingdom. Research done in South Africa by Atkinson, et al., eds, (1993: 226-224)

supports these findings. According to them male teachers resent supervision by

women and sabotage their efforts, while female colleagues and the pupils struggle

to accept woman in positions of authority (Atkinson, et al., eds, 1993: 227). They

(1993: 228-229), however, regard the barrier of the women's self-image as

psychologically the most destructive. The lack of confidence in their own ability,

the fear of being perceived as assertive, the fear of failure and the absence of

sufficient role models all form part of this barrier.

Cawood (1973: 178) represents a typically male chauvinistic attitude when he rues

the fact that education is increasingly becoming a female dominated occupation.

He avers that there is a danger that this could lead to a leadership crisis as

dominance by the women will necessarily lead to an element of instability. He

justifies this by making reference to the fact that the stay of so many women in the

profession is of a temporary nature. In the same male chauvinistic vein Els (1983:

44) refers to the divided loyalties of the married woman teachers. He avers that

many of these women merely practise their profession to help with the maintenance
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of the household and to assist their husbands financially. This is regarded as a

problem in the staff development of experienced teachers.

This sexism is also evident in the number of promotion posts that used to be

advertised exclusively for males. This form of discrimination necessarily prevented

the best candidates from being appointed as educational leaders, which in turn

impacted negatively on instructional leadership in general. In this way the male

dominance of the traditional society was meant to be maintained.

The Lack of a Code of Ethics

Gounden (1991: 54) contends that democratic leadership in South African schools

could be expedited by a code of ethics for educational leaders. This could serve to

counter some of the undemocratic principles and practices which are being foisted

on the educational leaders by the education authorities, and which some

educational leaders latch onto out of political expediency in an attempt to further

their selfish needs. Such a code of ethics has, however, not been formulated in

South Africa. This situation is exacerbated by the fact that the ethical conduct of

educational leaders is undermined by the kind of policy, climate and environment

in which they have been conditioned to operate (Gounden, 1991: 54). Educational

leaders are therefore compelled to make decisions based on their personal

perceptions of what is right or wrong, and this could lead to various forms of excess

or temperance depending on the educational leader's particular moral philosophy.

This puts educational leadership in the realm of arbitrariness.
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RESISTANCE TO INSTRUCTIONAL LEADERSHIP

In 1976 for the first time in the history of South Africa the pupils openly challenged

the authority of the state. The crisis of authority was rooted in the illegitimate

status of the apartheid state (O'Connell, 1981: 8). Likewise the ANC Education

Department (1994: 21) regards the system of governance and its illegitimacy as

having been the chief target of political contestation through the years. The

demands that have been made have been for a unitary education system, and

democratic systems of governance in which all legitimate interest groups participate.

These demands found manifestation in the campaigns for the establishment and

recognition of PTSA's, elected student representative bodies as well as the

discrediting of official governance structures. When the state reacted with various

repressive measures every institution connected with the state was regarded as being

tainted and similarly challenged. Education dep~ments were thus regarded as

extensions of the state while officials, school principals and teachers were regarded

as agents of the state. This resulted in the pupils questioning the authority which

the state had vested in these officials, educational leaders and teachers.

Under such circumstances teacher assessment by the education department and

even subject advisory services were regarded as no longer viable (NEPI, 1993a:

136). The activities of inspectors of education and subject advisers have been

suspended in large parts of the country. This has led to an overall decline in the

quality of educational provision (Chetty, et al., 1993: 1). This attests to the fact that

there are many competent and dedicated inspectors of schools and subject advisers

who have rendered a professional, collegial and supportive service (ANC Education

Department, 1994: 54). This emphasises the need to transform the existing system

so that the potentialities of all the educational leaders can be maximally utilised.
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At the local level the school principal was the most visible symbol of the oppressive

politics of the state, and he/she became the target of protest action. The

congestion in black schools (NEPla, 1993: 136) as well the breakdown of authority

in many black homes (Calitz & Shube, 1992: 35) have contributed to the erosion

of the authority of the school principal as well as other educational leaders at the

school to such an extent that the traditional authority has been replaced by pupil

power. It was thus not uncommon for pupils to have identified certain principals

as government stooges and to forcibly have them removed from the schools.

Many educational leaders at schools also faced a legitimacy crisis as the result of

allegations that their appointments were politically motivated. This allegation was

levelled especially at certain educational leaders in schools in the Department of

Education and Culture (House of Representatives). According to Sonn (1987: 81)

the Labour Party tried to strengthen its position and to enlarge its power base by

means of the detestable process of favouritism. Many principals unscrupulously

used this opportunity to further their professional advancement with dire

consequences for their integrity and credibility. The emergence of progressive and

militant teachers has led to concomitant demands for involvement in areas that

were previously the exclusive domain of the school principal (Mosoge, 1993: 20).

This inevitably led to conflict between the school principal and certain teachers.

This has been cited as one of the main reasons why hundreds of school principals

in the ex- Department of Education and Culture (House of Representatives) have

opted for early retirement in 1993. Inmany other schools the conflict between the

so-called progressive and conservative teachers on issues like the right of teachers

to embark on a strike action has caused widespread rivalry and bitterness.

The school committees which are supposed to head the management system of the

school have little credibility. Van den Heever (1990: 2) ascribes this to the fact that
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these were toothless bodies whose authority has been raped with impunity by

education authorities. The school committees which are elected by the parents in

the schools administered by the ex- Houses of Delegates and Representatives had

little say in substantive educational matters and merely functioned as advisory

bodies (ANC Education Department, 1994: 20). These school committees were

often manipulated by school principals especially when recommendations regarding

appointments had to be made. In the ex-Department of Education and Training

the school committees were discredited and in most cases non-functional (ANC

Education Department, 1994: 21). This together with the need for consultation

which lies at the heart of the conception and development of People's Education

have led to the establishment of parent-teacher-student associations (ptsa's). Ptsa's

were meant to replace the unrepresentative and oppressive statutory school

committees. Unfortunately ptsa's tended to address the question of external

relations between school and the state. The various crisis committees have tended

to concentrate on issues like the detention of students and more recently the

rationalisation plans of the ex-Department of Education and Culture (House of

Representatives). So far little has been done to address and to engage more

directly in transforming internal power relations within the schools (Levin, et al.,

1988: 144).

Pupils at black schools became increasingly politicised over the years. School

principals were often called on to accede to demands which fall outside their

jurisdiction and power (Van der Westhuizen, et al., 1991: 32). As the pupils were

affiliated to various political parties any call for a work stay-away was regarded as

a school stay-away as well. This results in role conflict within the educational

leaders in the school: if they heeded the school stay-away they contravened

departmental regulations; if on the other hand they agitated against the school stay-
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away they incurred the wrath of the local community. This could mean that they

became the target of community abuse and their life and property were threatened

(Van der Westhuizen, et al., 1991: 32). Attempts by the ex-Department of

Education and Training to remedy the situation by means of in-service training in

conflict management proved unsuccessful (Van der Westhuizen, et al., 1991: 32-33).

This can be ascribed to the fact that national conflict resolution techniques were

unsuitable for crisis situations which required quick but calculating decision-making

and action. The education authorities also did not make provision for quick and

calculating decision-making - what they expected was for the prescribed rules and

regulations to be carried out regardless of the circumstances. This had a

debilitating effect on the educational leaders who are discredited even more by

their inability to meet the challenges that face them. Courses in educational

leadership and management which are offered at universities and technikons

generally do not adequately take cognisance of these realities that their students

have to face. This contributes to the dichotomy between what is held up to

educational leaders as the ideal leadership theories and practices, and what is

actually happening in South African schools. There is a contention that educational

leadership in traditionally white schools approximates this ideal situation much

closer than the black schools.

Professional teacher bodies like the Teacher's League of South Africa, the Cape

Professional Teachers' Association and the Teachers' Association of South Africa

have over the years in varying degrees come out in criticism against the apartheid

education system of South Africa. In recent years the most vociferous and most

popular has undoubtedly been the South African Democratic Teachers' Union

(SADTU). This teachers' union has been formed in response to a recommendation

of the NECC and as such forms part of the Congress alliance. It is organised as a
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trade union and up till now it has concentrated on bread-and-butter issues like wage

increases and the retrenchment of teachers. Issues like the democratisation of

instructional leadership and instruction have up till now not been prioritised. One

notable exception is the fact that SADTU is in the process of developing a new

policy and guidelines for teacher appraisal (SADTU, 1993: 3). The Education

Policy Unit of the University of the Witwatersrand has thus been commissioned to

conduct an in-depth investigation which is to critique existing evaluation systems

throughout South Africa, to review international trends, to formulate guiding

principles for an alternative system of evaluation, and to make recommendations

for a new democratic system of teacher evaluation. This is a positive response to

the condemnation of the existing evaluation system in many black schools.

The Education Policy Unit insists that the inspectors, subject advisers, school

principals, teachers and community be all engaged in the joint process of discussion

and restructuring (Chetty, et al., 1993: 16).

Wi% specific regard to the process of teacher appraisal, Chetty, et al. (1993: 17)

suggest that it be democratised, developmental, sensitive to context, teacher-centred

and capable of delivery. It is therefore necessary that a whole-school review

precede individual teacher appraisals. Criteria to be used should be agreed upon

and accepted by teachers and education authorities.

Chetty, et al. (1993: 17-18) suggest that a standard performance appraisal interview

be used to replace the current procedure where the teachers are rated on a scale.

A typical appraisal interview could involve the following:

a review of work done and targets achieved since the previous appraisal;

setting targets for the future both for developing the present job and for

professional and career development;

126

http//etd.uwc.ac.za



Chapter 4: Instructional Leadership in South Africa

identifying ways or an action plan for achieving these targets;

a final record or statement of the appraisal which can be used for monitoring

whether targets have been accomplished or not.

A simple form is thus supposed to replace the complex rating scale and check-lists.

Chetty, et al. (1993: 18) emphasise that the targets should be specific, realisable and

time-related while the interview should be supportive and problem-solving, focused

on building up rather than punishing weaknesses.

Chetty, et al. (1993: 18) also suggest that a new system for promotion and increased

pay be developed on the basis of defined deficiencies for each post level, and

evaluation for promotion by a team. This new system is, however, not explored.

Provision is also made for extensive training (Chetty, et al; 1993: 19). Circuit

inspectors and school principals need to be drawn into the process of defining their

own management needs. It is furthermore proposed that shelter conditions,

direction, support, protection appraisal co-ordinators be provided at local and

district level.

Chetty, et al. (1993: 20) propose that the appraisal process be a pilot and

experimental process which should only be introduced when fully accepted by all

participants. The purpose of the pilot period is twofold: to help win the confidence

of all role players and to alert the new education department to difficulties in the

proposals. The fact that it is envisaged that the new assessment system will be the

product of the co-operative effort of all role players is the greatest advantage of

these proposals when compared to the top-down approach which is characteristic

of the evaluation systems that have been implemented in South African schools thus

far.
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The proposals by Chetty, et al.(1993) go a long way towards addressing the

limitations of the current evaluation system. Some of the most important merits of

these proposals are the following:

the proposals regard the process of teacher evaluation just as important as

the product;

the proposals make provision for the involvement of peer review;

the proposals recommend that the process of teacher evaluation be oriented

towards development rather than judgement;

the proposals take cognisance of contextual factors;

allowance is made for the evaluation to be conducted openly;

the proposals make provision for the empowerment of all concerned parties

by means of the necessary training in the evaluation process;

the proposals suggest that the final process of teacher evaluation be the

product of negotiations of all the parties involved.

The proposals are, however, not beyond criticism. Chetty, et al. (1993) try to gain

acceptance of these proposals by emphasising the fact that these proposals are

compatible with practical recommendations elsewhere in the world, especially in the

United Kingdom. Thereby the impression is gained that a conscious effort was

made to make the proposals compatible with proposals elsewhere. In the process

the researchers neglected to take cognisance of the circumstances that prevail in

South Africa. The proposals are, for example, steeped in the radical tradition which

will make it unacceptable to those educationists that are proponents of the

conservative and liberal traditions. Furthermore, the proposals do not sufficiently

address the debate surrounding the issue of formative and summative evaluation.

It is proposed that the formative and summative functions of teacher evaluation be

separated. The proposals then concentrate on the formative function to the
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exclusion of the summative function. All that is proposed with regard to the

summative function is the following: New systems for promotion and increased pay

can be developed on the basis of defined competencies for each level, and evaluation

for promotion by a team. Who will eventually be responsible for the summative

evaluation and how the problem regarding the negativity which inevitably surrounds

summative evaluation is to be addressed, are some of the issues which are

conveniently ignored.

Besides this, reaction to educational leadership in South African schools by the

proponents of People's Education has been largely reactive and did not offer an

alternative to the existing oppressive system. The People's Education movement

placed emphasis on the theorisation and elaboration of People's Education, the

preparation of syllabuses and texts, and the development of techniques of reading

and writing (Wolpe & Unterhalter, 1991: 12-13). The transformation of educational

leadership was seemingly postponed until the apartheid regime had been displaced

by a national democratic state. Even NEPI does not escape this accusation. While

the rationale for the establishment of NEPI lies in the desire to participate not only

in the administration of education but in policy formulation and decision-making,

very little is done to incorporate the practical knowledge of the teachers with the

design and implementation of policy through consultation.

Based on the above one can conclude that although the existing theories and

practices in instructional leadership were being widely condemned especially in

black schools, very little was being done to offer viable alternatives. This is a

serious indictment of everyone and all organisations that criticised the existing

system but did not advance the debate any further.
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CONCLUDING REMARKS

Instructional leadership in South African schools as explicated above, is basically

a manifestation of the conservative CNE approach to schooling. Educational

leadership, of which instructional leadership is the most important component, was

thus regarded as an important instrument whereby the aims of eNE were to be

realized. When it became clear to the Nationalist Government that the

democratization of the political arena in South Africa had become an inevitability,

the Clase model schools were introduced. The allocation of management autonomy

to model C schools was an attempt to ensure that the ethos and character of the

historically white schools remain preserved.

Within the dominant educational discourse researchers in educational leadership

have concentrated exclusively on an analysis of human relations within the school

situation. This kind of analysis has resulted in descriptive accounts only. Linked

to this is the fact that liberal theorists have assumed that educational provision will

provide the impetus to broad social change in South Africa. In the dominant

educational discourse the ideological terms which people use to represent and to

concretise their struggles have been largely ignored. According to Levin, et al.

(1988: 129) the form and content of general political relations in the school can

only be fully explained when the particular local power struggles in education are

restituted in the context of general political relations. On the other hand radical

theories have tended to explain the educational struggle simply in terms of broad

economic and political determinants and repressive educational content while no

adequate account was given of the concrete, on the ground struggles in the school

situation. It was presumed that a solution to the political struggle and a revision

of the educational content would automatically lead to the solution of the problems
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regarding the social relations of education. It is thus not surprising that reaction

to the educational leadership was largely reactive and did not offer an alternative

to the existing system. What is required is a synergy of the two approaches as a

solution of the relational struggles in the school situation is not possible within the

political and economic context which has been described in this chapter. On the

other hand, the solution of the broad political problems has not automatically led

to the solution of the problems surrounding the undemocratic structures and

practices which are deeply ingrained within educational leadership inSouth African

schools. While the Reconstruction and Development Programme of the

Government of National Unity is aimed primarily at addressing the economic and

social ills of South Africa, it seems highly unlikely that it will have any effect on the

governance of schools at micro level. The democratization of the political arena

has, however, created space for the complete transformation of the macro policy

regarding school governance. The Draft White Paper on Education and Training

of the Government of National Unity can be regarded as an attempt in this

direction. This attempt will be futile if the problem surrounding the undemocratic

structures and practices at micro level is not addressed simultaneously. It is in the

latter regard that this thesis wishes to make a contribution.
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ACTION RESEARCH FOR

INSTRUCTIONAL LEADERS: SOME

THEORETICAL CONSIDERATIONS

GENERAL INTRODUCTION

Since the first democratic election in South Africa on 27 April 1994 the

Government of National Unity has committed itself to the democratization of the

South African society. With regard to the education system, words like democratic

deliberation, emancipation, empowerment, transformation and accountability have

become the buzzwords of the day. Exactly, how these are to be accomplished at

school level has up till now not been investigated. In this thesis an attempt is made

to create conditions for instructional leaders to participate meaningfully in the

democratic deliberations regarding school policies.

The notion that people affected by decisions should have a voice in the decision-

making process is the operative principle of participatory democracy (Chanoff, 1981:

173). This operative principle recognises the agency of all instructional leaders to

give expression and effect to their needs and aspirations. Democratic participation
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is, however, not unconditional. Instructional leaders should acquire a critical

responsiveness to ensure democratically accountable decision-making. The capacity

for democratic participation should thus not be presupposed. To learn to become

critical and informed participants of a democratic institution, instructional leaders

need direct experience of democratic processes in the schools. What is thus

required is a staff development programme which affords the instructional leaders

the opportunity for critical, participatory and collaborative learning in the art of

democratic leadership.

POSITIVISTIC, INTERPRETIVE AND CRITICAL EDUCATIONAL RESEARCH

The three most identifiable methods in educational research are the positivistic,

interpretive and critical research methods. For the formulation of the programme

for the staff development of instructional leaders in primary and secondary schools

each of these research methods has been interrogated to ascertain which would be

most likely to contribute to the democratization of instructional leadership.

The foundation of the positivistic view of research is scientific rationale. According

to this view an objective and scientific approach to instructional leadership is the

only means of acquiring 'true' knowledge. Contained within this rationality are the

essential features of positivistic research:

In the first instance the positivistic researcher gives prominence to empirical

methods. The main concern is to establish causal relationships between

instructional leaders and certain practices and to test theories regarding.
instructional leadership. For this purpose a large number of cases is studied,

control is established on the variable, precise sampling techniques are used
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and generalizations to comparable situations are made. The aggregated data

which result from such research are meant to enhance the generalizability

and external validity and hence the truth of the research findings. The newly

established truths are then expressed as observed uniformities, explanatory

principles and scientific laws (Corey, 1982: 54). According to Kincheloe

(1991: 62) the goal of such 'true' knowledge is to not only to predict but also

to control human behaviour. Pine (1981: 497) concurs with this assessment.

According to him an implicit ideology of paternalism, social control and non-

reciprocity between experts and practitioners underpins positivistic research.

Research can thus be coopted as a mechanism of control and domination.

This is especially the case when research theories are used to legitimate the

administrative and social relationships which constitute institutionalized

education (Carr & Kemmis, 1986: 219). It would be erroneous to ascribe

this to a cabal of conspirators seeking to control the educational world

(Kincheloe, 1991: 164) as the legitimation and perpetuation of the existing

system of instructional leadership are often not done consciously.

Another feature of positivistic research and one that is closely linked to the

aforementioned is the fact that it regards research as the impartial pursuit of

scientific knowledge (Colquhoun, 1986: 42). The aim is thus to eliminate

subjective, emotional and conjectural elements in research. In its quest for

objectivity and generalizability positivist-oriented researchers ignore major

social, political and economic concerns which impact on instructional

leadership. 'True' knowledge is regarded as temporally and spatially

independent and thus objectified (Kincheloe, 1991: 53). Coupled to this is

the fact that research findings are often couched in technical language which

is supposed to be value- and context-free. This approach negates the fact

that our understanding of instructional leadership in any given situation is
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dependent on the context within which it occurs and the theoretical

framework of the researchers. Absolute objectivity in research on

instructional leadership is thus impossible. Instructional leadership is in any

case such a complex social process that empirical verification is not always

possible. Positivistic research also denies ... reflectively acquired self-

knowledge as a valid epistemological category (Carr, 1989: 88). Kincheloe

(1991: 162) refers to the positivistic notion of value-free research as a form

of ideological mystification in which an attempt is made to conceal the

political interests of educational practice. This also leads to the

reproduction of hegemonic power relations.

A third feature of positivistic research is the fact that it is theory-based

(McNiff, 1991: 1). This implies that there is a definite separation of the

•researcher and the researched, the knower and the known, the subject and

the object, theory and practice. Research is thus regarded as an activity in

which specialists outside the instructional leadership practices are engaged.

This has given rise to the emergence of the cult of the expert whose

exclusive domain it is to define 'true' knowledge. According to Kincheloe

(1991: 63) the cult of the expert succeeds since it has been sanctified by

scientific neo-divinity. This has resulted in a linear (top-down) model of

research and development:

Researchers produce the knowledge, staf! development agencies

translate it into technical rules and skills, and school 'line'

managers monitor their application at the classroom level

(Ebbutt & Elliott, 1984: 125).
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This means that the instructional leaders are not actively involved in the

development of theories. What we have here is a knowledge-applying model

where research findings of external researchers are applied in instructional

leadership, as opposed to a knowledge-generating model where instructional

leaders generate their own knowledge regarding their practice. This

knowledge-applying model reinforces authoritarian and hierarchical control

by external researchers (often education planners of education departments)

which militates against the democratization of leadership practice.

In contrast to positivistic research interpretive research aims to understand the

meanings that instructional leaders attach to the educational context in which they

find themselves. Carr & Kemmis (1986: 117) describe this aim as an attempt to

uncover ...the implicit theorizing of practitioners. This constitutes the major strength

of this approach. The findings will necessarily be subjective. Its methodology is

mainly qualitative, making extensive use of open-ended interviews of instructional

leaders and teachers and case studies. It also recognises the fact that research

should be done with people and not on people. It thus has a collaborative element

which closes the gap between the subject and the object. The interpretive approach

does, however, not evaluate the validity of the instructional leaders' self-

understandings. It ignores the fact that the self-understandings of instructional

leaders may be due to illusionary beliefs. It therefore does not attempt to

distinguish ideologically distorted interpretations from those that are not tainted by

such distortions (Kemmis, 1991: 62). It also takes no cognisance of the various

constraints that impact on instructional leadership. One of the main deficiencies

of interpretive research, as far as this thesis is concerned, is the fact that it regards

explanations and understanding of instructional leadership as sufficient ends in

themselves. In themselves they are, however, insufficient to effect transformation
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of instructional leadership. The solution would be to regard explaining and

understanding as ...merely moments in the transformative process (Carr & Kemmis,

1986: 156) and to then look further afield for a means whereby instructional

leadership in South Africa can be transformed.

The overarching aim of critical research in instructional leadership is the

transformation of educational practice. From this aim the following three objectives

are derived:

to expose false consciousness which results from the instructional leaders'

allegiances and value structures and which results in the sustenance of

misunderstandings of instructional leadership;

to identify those organisational arrangements which serve to disadvantage,

disempower and marginalise certain groups and interests thereby preventing

the pursuit of genuine instructional aims and objectives;

to indicate to instructional leaders how to remove misunderstandings and

eliminate those organisational arrangements which are regarded as

problematic.

Based on the above-mentioned aim and objectives the following features of critical

research are discemable:

Critical research acknowledges the fact that knowledge regarding

instructional leadership can never be absolute and infallible. Subjectivity is

therefore accepted as a necessary element of critical research while there is

a concerted effort to eliminate prejudices and dogma that prevent

commonsense thinking about instructional leadership. According to critical

researchers like Carr & Kemmis (1986: 126) a theory acquires its scientific

status when it improves the understanding of practical experiences and its
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validity when the theory is tested and confirmed by practical experience.

This allows for the assessment, correction and improvement of a theory on

instructional leadership based on its practical consequences. Practice thus

determines the value of instructional leadership theory in critical research,

while in positivistic research the theory determines the value of any

educational research.

Critical research is emancipatory insofar as it seeks to free instructional

leaders from the dependence on habits and traditions which are grounded

on misunderstandings of their practice (Carr & Kemmis, 1986: 123). It is

thus antithetical to the dictates of habit and tradition (McTaggart & Singh,

1986: 44).

Critical research is empowering insofar as it equips instructional leaders with

the skills and resources required to reflect on and transform their practice

(Kincheloe, 1991: 18).

Critical research recognises the fact that certain organisational arrangements

which instructional leaders accept in an unproblematic way exert a

hegemonic influence on their leadership practice (Jones, 1992: 136).

Critical research accepts the fact that instructional leadership theories are

inextricably linked to educational practices. The concrete practical

experiences of instructional leaders thus form the subject matter of

theoretical enquiry as well as the testing ground on which the resulting

theories are to be tested (Carr & Kemmis, 1986: 126). For critical research

to be transformative it is necessary for the artificially created dichotomy

between theory and practice to be transcended. Carr (as quoted by Elliott,

1987: 166) avers that theory and practice are mutually constituted and

dialectically related. For the meaningful transformation of an instructional

leadership practice it is imperative that the understanding and values of
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those involved in the process of transformation as well as the social and

institutional structures that provide the framework of their action also be

transformed (Carr & Kemmis, 1986: 156).

Derived from the previous feature is the fact that critical research envisages

a form of research that is both participatory and collaborative insofar as

everyone involved in the instructional practice is expected to be involved in

his/her own enlightenment and the decision-making which is meant to

transform his/her practice. This elevates those involved above the status of

mere objects.

Critical research recognises the dialectical link between the personal,

professional and political transformation of instructional leaders.

One method of research is not inherently inferior or superior to another. It is

important to realise that while empirical research techniques, for example, have

been used to legitimate the status quo of the dominating power in society, this

characteristic is not inherent in the techniques. These techniques can be used for

emancipatory and empowering purposes. According to Deshler & Selener (1991:

20) any methodology has the potential to be transformative. On the other hand

critical research often contains elements of positivistic and interpretive

methodologies, especially when it has been technocratically coopted. The ultimate

test to determine whether research is indeed transformative in character is to find

out if it benefits the public good and reduces oppression and other injustices. Each

research method could thus be appropriate and practicable depending on the

context and the purpose for which it is applied.

For the purpose of this investigation action research, and more specifically critical

action research (often referred to as emancipatory action research), most closely
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approximates the procedure required for the realisation of the aims and objectives

as set out in the introductory chapter. In this investigation critical action research

is regarded as the way of empowering instructional leaders to effect

transformational change by making them more critically aware of the theories that

inform their practice (Cowan, 1990: 9). Critical action research is, however, not

meant to supersede other forms of staff development. If used in collaboration with

other forms of staff development it does contain the potential to contribute towards

the democratization of instructional leadership.

TOWARDS A DEFINITION OF ACTION RESEARCH

There is no definitive, all-embracing definition of the concept action research,

because its meaning varies depending on factors like the aim, emphasis,

interpretation, time, place and setting of the project. According to Kyle & Hovda

(1987b: 171) action research is intentionally idiosyncratic, personalized, and

contextual. The one definition that is the most cited is that of Carr & Kemmis

(1986: 162), namely

Action research is simply a form of self-reflective enquiry undertaken by

participants in social situations in order to improve the rationality and

justice of their own practices, their understanding of these practices, and

the situations in which these practices are carried out.

Self-involvement of the instructional leaders, improvement of the understanding of

an instructional situation as well as the situation within a particular social context
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are the three essential elements of the Carr & Kemmis definition. Other elements

that are implicit in this definition are the following:

the collaborative, empowering and emancipatory character of action

research;

the inextricable link between the subject and object of action research;

the non-essentiality of publishing the research findings;

the use of qualitative methods of enquiry.

Essential elements of action research that are omitted from the Carr & Kemmis

definition are the following:

the reflexive, dialectical character of action research;

the cyclical nature of action research.

The definition of Delhaas & Koekkoek (1989: 68) is a more encompassing

definition than the one of Carr & Kemmis. According to them action research is:

... a qualitative (rather than a quantitative) scientific enquiry, aimed at

a jointly planned change of the learning environment through deliberate

collaborative and emancipatory action at reflective and executive levels,

and resulting in transfer of results through adaptation rather than

adoption. ..

This definition encompasses all the elements which are explicitly and implicitly

contained in the Carr & Kemmis definition. Furthermore it accepts the fact that

mere self-reflection is insufficient to affect transformation of a practice. In spite of

deficiencies which will become evident later, this definition of Delhaas & Koekkoek
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will be the working definition of action research for the purpose of this

investigation.

THE ESSENTIAL FEATURES OF CRITICAL ACTION RESEARCH

Below follows a list of the essential features of critical action research. The various

features are not disparate, but overlap to a great extent due to the general aim

which underpins each of these features.

The Dialectical Nature of Critical Action Research

Proponents of critical action research acknowledge the fact that there can be no

'practice' of instructional leadership without some 'theory' of education which

structures and guides the practice. Conversely, there can be no 'theory' of

instructional leadership without some practice in which it is embedded. Carr &

Kemmis (1986: 113) aptly summarise this notion as follows:

'Theories' are not bodies of knowledge that can be generated out of a

practical vacuum and (practice) is not some kind of robot-like

mechanical performance that is devoid of any theoretical reflection.

The theory and practice of an instructional leader are thus inextricably linked to

each other even though the theorizing of the instructional leader might occur

subconsciously. The problem which is the concern of critical action research is the

gap which exists between the theory which results from the research of one or other

external agent and the theory and practice of the instructional leader. This has led

to distinctions which in positivistic terms are referred to as the gap between
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research and action, theory and practice, knower and known, and subject and object.

Basic to this problem is the positivistic notion that external agents are best suited

to conduct research on behalf of instructional leaders. This leads to a linear (top-

down) relationship between the theory (of the researcher) and the practice (of the

instructional leader). An essential feature of critical action research is its emphasis

on a dialectical relationship in which theory and practice exercise a mutual

influence on each other. The ultimate aim of such research is to develop a praxis

of instructional leadership in which theory and practice are inseparable. Cadena

(1991: 64) defines praxis as

...the dialectical relationship between theory and practice whereby theory

informs practice and practice informs theory.

The development of a praxis thus requires much more than mere theorizing of

practical experiences of instructional leaders. Furthermore, theoretical notions are

not to be regarded as mere objects of abstract contemplation (Kincheloe, 1991: 20).

What is required for the development of a practice which is informed by critical

theories is what Bowden (1991: 28) refers to as the conscious commitment to

methodological enquiry. The practical experiences of instructional leaders should

provide the subject matter for theoretical enquiry and the testing ground for the

results of such enquiry on an ongoing basis. Theory and practice thus form

mutually indispensable phases of a unified change process (Winter, 1989a: 67). The

realisation of the dialectical relationship between theory and practice as a necessary

requirement for the transformation of any instructional practice thus constitutes an

essential element of critical action research.
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The Cyclical Nature of Action Research

Closely related to the aforementioned feature is the cyclical (sometimes also

referred to as the recursive or iterative) nature of action research. It is this

particular feature which distinguishes action research from mere problem-solving

or an exercise in the rationalisation of action.

The moments of planning, acting, observing and reflecting constitute the basis of

action research. The first moment of an action research cycle involves planning

action to improve an existing situation or to solve a problem. The second moment

involves the implementation of the plan. The third moment involves observing

data regarding the effects of the action. The fourth moment encompasses the

reflection on the effects. During this moment an effort is made to make sense of

the data which were obtained during the observation. The reflection forms the

basis of replanning, further action, further observation and further reflection

through a succession of cycles - each time on a higher plane. Each successive cycle

builds on the strengths of the previous one in an attempt to effect further

improvement and understanding (Kemmis & McTaggart, 1984: 13). The four

moments do therefore not form a complete, closed cycle. Instead the action

research process moves through successive cycles. Generally advocates of action

research neglect to address the question whether the cycles spiral towards a final

solution or whether there is a continuous, open and diverging sequence (Jones, 1992:

15). The contention of Elliot (1991: 85) that at least three action research cycles

are needed for sufficient satisfaction with the effected improvement seems much too

arbitrary and largely unsubstantiated. The answer most probably lies in the nature

of the problem and the context within which it occurs.
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One of the merits of action research is the fact that it bridges the gap between past

and future in systematic learning. It does this by relating retrospective

understanding which has been reached through past planning, action, observation

and reflection to prospective planning, action, observation and reflection (Grundy

& Kemmis, 1982: 86). There is thus a dialectic tension between successive cycles

of an action research process. Furthermore, each of the moments of an action

research cycle has both prospective and retrospective elements. The planning, for

example, is retrospective insofar as it is guided by prior practice while it is

prospective insofar as it helps the instructional leader to move beyond the existing

constraints (Kemmis & McTaggart, 1984: 7). Action, again, is retrospective as it

is guided by the planning for its rationale while it is prospective in that it aims at

effecting changes in the future. Observation is retrospective in that it documents

the effects of action which has occurred, while it is prospective insofar as it is

guided by the intention to provide the basis for reflection. Lastly, reflection is

retrospective as it seeks to make sense of the process, problems, issues and

constraints which were observed during observation, while it is prospective as it

provides the basis for the revised plan which will form the first moment of the next

cycle of the action research project. There is thus a dialectical relationship between

the various moments of the action research cycle which indicates that the various

moments should not be regarded as separate events.

The Participatory Nature of Critical Action Research

Carr & Kemmis (1986: 200) regard collaborative participation as a key feature of

educational action research. There are various reasons why it is imperative that

instructional leaders be actively involved in any attempt to improve the rationality

and justice of their own practices, their understanding of the practices and the
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context within which the practices occur. The following are some of the most

important reasons proffered. These reasons are not discrete, but interrelated.

Participation stimulates the development of democratic attitudes and

qualities. By helping to nurture a democratic disposition, the stability of the

democratic dispensation is simultaneously ensured.

Participation is self-sustaining insofar as the more people participate, the

better they are able to do so.

Participation offers the individual an opportunity to playa decisive role in

the formulation and application of social rules and regulations. In the

process the value and worth as well as the rights of the individual are

recognised.

Participation creates a context in which self-identity, individualism, self- l
respect, self-assertiveness and human dignity can be maintained. It therefore

encourages social pluralism.

Participation ensures a greater commitment, motivation and responsibility

from the role players.

Participation fosters the realisation that each individual has both moral

rights and obligations.

o -

Participation encourages the development of theories-in-action.

Participation facilitates the development and acceptance of innovative

leadership theories and practices.

Participation leads to an enhanced sense of professionalism.

Participation makes the instructional leaders agents of their own destiny.

Participation acts as a check on pomposity and abuse of powers.

In general literature on action research no distinction is drawn between co-

operative, co-ordinative and collaborative participation. For the purpose of this
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thesis the distinction of Lugg & Boyd (1993: 255) is applied. They place co-

operation, co-ordination and collaboration on a continuum. Based on this

distinction co-operation represents a low level of integrative participation and effort

and a high level of independence of the instructional leaders. Co-ordination

represents a moderate level of participation and effort and less independence of

instructional leaders. Collaboration implies a high level of interdependence of the

instructional leaders. While participation is an essential feature of action research

in general, collaborative participation is highly desirable and forms an essential

feature of critical action research. The following are the reasons why collaborative

participation is regarded as essential for critical action research:

Collaborative participation gives all instructional leaders an opportunity to

contribute different expertise and a unique perspective.

It has an integrative effect as it promotes the acceptance of collective

decisions and a shared mission.

It encourages decision-making by discussion rather than by fiat, and in the 1

process it agitates against preconceived solutions. (

It encourages tolerance, respect and canon for others, as well as impartiality

which are the fundamental principles of a democratic way of life.

It maximises the number of views and proposals expressed, and in the

process it sustains a respect for diversity.

It emphasises a peer support network as opposed to a superior-subordinate

relationship.

It enhances the chance to provide resistance to existing hegemonies.

It encourages a modus operandi which is based on strategies of persuasion

rather than force.
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Collaborative participation does not imply equality of responsibility and contribution

as participation will ultimately depend on the conceptual, interpersonal and moral

stages of development of the various instructional leaders (Oja & Smulyan, 1989:

209). What is propagated is equality insofar as all instructional leaders will have

an equal opportunity to express ideas and to influence the decision-making process.

With regard to the relationship between the individual instructional leader and the

subject team a dialectical relationship is proposed. This means that the

instructional leader and the subject team are not reified as separate entities, but

they are regarded as inextricably intertwined. Kemmis & Di Chiro (1987: 109)

describe the dialectical relationship between them as ...individuals creating the

character of the group, and the group creating conditions for the expression of the

individuality of its members.

The Transformative Nature of Critical Action Research

Whereas technical action research aims primarily at improving the skills of the

instructional leaders and practical action research aims at improving the

understanding of an instructional situation, critical action research has the potential

to transform an instructional situation. Transformation implies radical change to

a school's aims, strategies and systems (Passfield, 1992: 32). Critical action research

is thus not merely a change strategy. What is required is personal as well as

organisational transformation as instructional leaders tend to internalise values and

principles which prevail while these can also become entrenched within the school.

It would be folly to concentrate on political transformation, which has been the case

in South Africa up till now, without making provision for personal and

organisational transformation. This implies that the instructional leaders would
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have to acquire the power of critical analysis. It is in this regard that critical action

research can make a contribution.

Deshler & Selener (1991) suggest that for research to be truly transformative it

should be ethical, emancipatory, empowering and holistic in its implementation as

well as the use of its results. Each of these four tenets will consequently be

interrogated separately.

Firstly, for research to be ethical it should be conducted with due attention to,

amongst others, human rights, social justice and reconciliation (Deshler & Selener,

1991: 10). According to Walker (1991: 160) the guiding ethics of critical action

research should be freedom, equality and justice. Deshler & Selener (1991: 12)

concur with this insofar as they propose that the standards, principles and

obligations which underpin the ethical stance should be based upon global social

consensus. Furthermore, Deshler & Selener (1991: 11) suggest the following ethical

questions which will explicate the choice of one or other ethical stance which will

form the basis of the research questions:

What values drive the selection of research focus?

Will the research process be conducted safely and humanely?

Who will benefit from the research findings and how will they benefit?

What are the economic, social and political consequences of the research?

Whatever the value basis and ethical assumptions which underpin the critical action

research, it is necessary that these be explicitly stated. It is, however, important for

these ethical sensitivities not be regarded as immutable, but for them to be open

to debate and refinement based on the uniqueness of the existing situation and

emerging cases.
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Critical action research which is truly transformative is not only ethical regarding

the aims to which it is directed, but also as far as the manner in which it is

conducted. This is very necessary as action research necessarily involves other team

members. Access to data by the researchers and outsiders as well the conditions

under which the research is to be conducted thus have to be negotiated. Due to its

sensitive and political nature it is important that involvement in the research

process be voluntary while everyone. involved should retain control over the

direction of the research as well as the confidentiality surrounding his/her

contributions (Wallace, 1987: 105). What is thus suggested is that the principles

of confidentiality, negotiation, collaboration and accountability be respected when

establishing procedures for conducting and reporting action research (Simons, as

quoted by Wallace, 1987: 105). To sum up: the ethical tenet of critical action

research is necessary to curb possible excesses of the researchers.

Secondly, the emancipatory tenet refers to the extent to which the research

contributes to the identification, reduction and elimination of irrational and

oppressive structures and situations - be they economic, social, political or technical.

Critical action research thus challenges the hegemonic forces which inhibit true

consciousness. The development of critical consciousness is regarded as a

prerequisite for the transformation of a situation. Elliott (as quoted by McMahon,

1993: 23), for example, regards self-awareness and self-evaluation as necessary

conditions for the professional development of a practitioner. Such self-awareness

and self-evaluation is not possible if the practitioner is the victim of the dictates of

irrational or unjust habits, customs, precedents, coercion, or bureaucratic

systematization (Kemmis, 1993: 40). For this purpose critical action researchers

undertake an ideology critique as an essential part of the research process. The

aim is to liberate the instructional leaders' creative potential and to foster
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skills and resources. Thereby it enables instructional leaders to engage in the

struggle for more rational, just, democratic and fulfilling forms of educational

practice (Carr & Kemmis, 1986: 265).

Another means of empowerment is the fact that critical action research is

knowledge-generating. Foucault (as quoted by Flanagan, 1991: 14) avers that

knowledge is immanent in power relations, and that power and knowledge imply

one another. This has led Walker (1991: 167) to conclude that the greatest strength

of critical action research is its potential to generate knowledge in a democratic

context. This is in direct contrast to the knowledge-applying model which,

according to Ebbutt & Elliott (1984: 124-125), facilitates hierarchical control over

the activities of the instructional leaders as it enhances their capacity to apply

someone else's knowledge. A basic assumption of action research is that

instructional leaders can generate their own knowledge. Zuber-Skerritt (1991: xiv)

avers that the concrete experience of the instructional leaders forms the basis of

action research. These instructional leaders are required to observe and reflect on

this experience, and form abstract concepts and generalizations based on the

observations and reflections. Lastly, these concepts and generalizations should be

tested in new situations which might very well lead to new concrete experiences and

the start of a new cycle of knowledge generation. Knowledge is thus regarded as

subjective and tentative, and an entity that must be continuously challenged,

redefined and negotiated by all the instructional leaders in a setting (Giroux, as

quoted by Kincheloe, 1991: 78).

It is important to stress that knowledge-generation is not an aim in itself. It is

merely a means to an end. In technical action research the aim is to produce

knowledge which increases the power of technical control; in practical action
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capabilities to interrogate and transform their own situations. This means that

critical action research is political in nature as it challenges established personal

and institutional interests. In conclusion: the action researcher is aware that the

process of emancipation is always relative as an instructional leadership practice can

never be completely free from hegemonic forces. At most the action research

process attempts to restrict the influence of hegemonic forces to an absolute

minimum taking due consideration of the context within which the instructional

leadership practice occurs.

Thirdly, the empowering tenet refers to the extent to which research empowers

instructional leaders to become self-directed professionals as opposed to obedient

functionaries of the state or institution. Kincheloe (1991: 15) avers that

instructional leaders generally are insufficiently empowered to appropriate more

authority. This explains their dependence on the judgement of educational

administrators and expert researchers. One way of addressing this problem is by

means of critical action research which is empowering in a number of ways.

According to Cowan (1990: 115) it is empowering insofar as it enables instructional

leaders to reflect collaboratively on the experience of their practice in an attempt

to recognise, change and transcend the structures which shape their practice. It thus

allows instructional leaders to be agents of their own change. To capacitate

instructional leaders to initiate change is a form of empowerment. The

collaboration of instructional leaders that are involved in critical action research is

also a source of empowerment. In contrast, the technicist approach emphasises

increased skills, greater efficiency and control, and better results. Grundy &

Kemmis (1982: 85) reiterate this point. To them critical action research aims not

at making the instructional leader more skilful, but at creating self-reflective and

self-critical communities of professionals who can develop their own professional
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research the aim is to produce knowledge which fosters intersubjective

understanding; in critical action research

the aim is to produce knowledge which facilitates human autonomy and agency by

emancipating the researcher from hegemonic forces (Kincheloe, 1991: 69-70).

Lastly, the holistic tenet demands that research should stress, identify and reveal

relationships and interconnectedness between, amongst others, the part and the

whole, the subjective and the objective, the micro and the macro contexts, and the

local and the global (Deshler & Selener, 1991: 11). In essence this means that for

research to be truly transformative it should not be reductionist or isolationist but

take cognisance of the dialectical relationships that impact on the instructional

situation. As indicated above, critical action research is essentially dialectical in

nature and therefore meets this particular demand.

It is important to emphasise that for research to be truly transformative it must

meet all four of the above-mentioned tenets in combination. Critical action

research has the potential to meet these demands in spite of the various problems

and constraints that impact on it as will be interrogated forthwith.

THE LEGITIMACY OF ACTION RESEARCH AS A RESEARCH PARADIGM

As indicated previously, positivistic researchers view the scientific approach to

educational phenomena as the only means of acquiring 'true' knowledge. Over the

years positivistic research has gained prominence to such an extent that it dominates

educational research. The result has been that its criteria of objectivity,

generalizability and validity have especially been expropriated to evaluate all other
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types of educational research. This has caused action research to be viewed with

a certain degree of scepticism especially in the mainstream of the educational

domain. In this section of the chapter the main criticism against action research

will be interrogated to determine whether action research can indeed be regarded

as a legitimate research paradigm.

The Demand of Objectivity

In positivistic research the alm is to eliminate all subjective, emotional and

conjectural elements in research. 'True' knowledge is regarded as temporally and

spatially independent as well as independent of the enquirer and thus objectified

(Kincheloe, 1991: 53). For action researchers objectivity has an entirely different

meaning. For Carr & Kemmis (1986: 121-122), for example, objectivity involves the

following:

'Objectivity'involves not a naive beliefin neutrality so much as a shared

intersubjective agreement about the sort of norms of enquiry and

standards of rationality which will ensure that theories can be critically

assessed without the undue intervention of subjective bias and personal

prejudice.

From this exposition of Carr & Kemmis various pertinent points are derived:

Objectivity is based on the shared standards of rationality of a group of

practitioners. These shared standards of rationality take due cognisance of

historical, social and political contexts which impact on educational practice.

It is thus accepted that research does nor occur in a vacuum, but that these

contexts determine the meaning of praxis. Objectivity does, therefore, not

imply correspondence to some neutral reality or phenomenon.
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Subjectivity is regarded as an essential part of action research. In action

research the value-orientations of the researchers determine the selection of

what is to be investigated, the methods to be employed as well as the

definitions given to terms encountered during the investigation (Kincheloe,

1991: 162). The value-orientations thus serve as an invaluable link between

research and practice. Kincheloe (1991: 163-164) stresses that the value-

orientations should be explicitly stated and open to evaluation by fellow

researchers. It is therefore necessary to analyze the contextual factors that

have structured the value-orientations as these determine what constitutes

legitimate research.

While there is a realisation that the removal of subjective elements can

never be absolute, a concerted effort is made to minimise the power of

assumptions, habit, precedent, coercion and ideology which prevents

commonsense thinking. Various devices have a moderating effect of these

powers. For example, the fact that critical action research is supportive of

democratic ideals and a democratic form of educational practice has a

moderating effect on the subjectivity of the researchers. Furthermore, by

actualising intersubjectively derived empirical evidence which could serve as

the basis for tentative generalizations a moderating effect is generated

(Longstreet, 1982: 74). This in essence means that the collaborative process

acts as a check upon the subjectivity of individuals within the group. Lastly,

the implementation of the practical proposal (which forms a vital component

of the action research process) will determine to what extent the proposal

is merely a personal, opiniated judgment or a feasible strategy (Winter,

1989a: 59).

To sum up: the notion of subjectivity is not regarded as problematic in action

research. While attempts are made to minimise subjectivity insofar as it contributes
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to false consciousness, it is regarded as an essential part of action research.

Conversely, objectivity is a notion which is dependent on contextual factors and

which is mutually agreed on by the researchers involved.

The Demand of Generalizability

In positivistic research a sampling technique is used to obtain a sample of cases to

be studied. The aim is to make generalizations which are expressed in observed

uniformities and general laws and which are applicable to the wider population

from which the sample was derived. In contrast, the purpose of action research is

not to generalize from data of an educational situation to a wider population

represented by the sample study. It is in any case extremely difficult to meet the

demands of absolute generalizability when a specific educational situation is the

subject of study. Each educational situation has its unique structure and

characteristics which distinguish it from other groups. Factors which contribute to

the uniqueness of each situation are continuous cultural change, the unsynchronized

intentionality of individuals as well as the constant shift in the nature and meaning

of context and environment (Longstreet, 1982: 32-33). A statistical model to draw

conclusions from the sample to a wider population of practitioners will therefore

serve no purpose (Werdelin, 1984: 40). The knowledge which is generated is

deemed to be sufficient for a particular course of action in a particular situation at

a particular time. What is thus generated is particularised knowledge as opposed

to generalizable knowledge. According to Johnson & Proudford (1994: 10) changes

in the educational practice, personal knowledge and understandings which guide

practice are more desired outcomes than knowledge which is generalizable to a

wider population. At most, action research envisages generalizations which are

applicable to the situation which is being researched. Even so, these generalizations

are tentative and together with newly acquired empirical data are continuously
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subject to revision. These tentative generalizations form the basis on which plans

of action for the next cycle of action research are based.

The inability of action research to generate generalizations which are applicable to

a wider population should therefore not be regarded as a shortcoming as this aim

is any case inimical to the very essence of action research. What is required are

tentative generalizations which are applicable to the education situation which is

being investigated and which are derived intersubjectively when individuals analyze

data to discern patterns of similarities and dissimilarities (Longstreet, 1982: 33-34).

According to Longstreet (1982: 34) the intersubjective agreement about tentative

generalizations should be based on some established format for recording and

comparing observations. In addition it is important that these tentative

generalizations be based on common, rationally established categories. If the

tentative generalizations meet these requirements they satisfy the demands of action

research. These tentative generalizations are not essentially inferior to

generalizations of positivistic research merely because they are applicable to a

smaller population. Claims of the scientific status of the generalizations of

positivistic research have in any case often been questionable. Furthermore, these

generalizations are necessarily tentative when they deal with human phenomena

which are highly complex and subject to intersubjective interactions and various

other contextual factors.

The Demand of Validity

Validity generally refers to the reasonableness, pertinence and effectiveness of

statements. Positivistic researchers differentiate between internal and external

validity. To them internal validity refers to the measure to which the research
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findings are true descriptions of a particular reality, while external validity refers to

the extent to which such descriptions are true descriptions of particular realities

elsewhere. To action researchers the validity of research findings is determined by

the extent to which they lead to the actualization of the purposes of the research

project. Lomax (in McNiff, 1991: 131), for example, suggests that the validity of an

action research project is determined by the contribution it has made towards

precipitating debate about improving practice, while Corey (1982: 55-56) places a

high premium on the contribution it makes towards the practitioner's functional

knowledge about the practice. Nixon (1987: 25) goes further by suggesting that the

validity of the findings of an action research project lies in the practical working out

of the insights to be derived from them. There is, however, general agreement

amongst action research theorists that research findings are validated or invalidated

in practice, and not by means of abstract contemplation or some truth tests. It is

furthermore proposed that anyone who is able to give a reasoned, critical

assessment should assist with the validation process (McNiff, 1991: 133-134) as long

as its done in a supportive yet challenging way. This makes allowance for self-

validation, peer validation and learner validation.

In action research the emphasis is on an analysis and improvement of a particular

educational situation and not on a comparative study of a number of case studies

to discern similarities and differences. Generally action research therefore makes

no claim to external validity. It is, however, possible for an action research account

to enjoy external validity if the insights and theories which are generated can be

generalized beyond the situation studied. Kincheloe (1991: 138) avers that

comparisons to other situations are quite acceptable if it is done to act as stimulus

for further investigation and questioning of practice and not to determine

mathematical probability. This will prevent action research from slipping into a
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positivistic mode. Ebbutt & Elliott (1984: 131) go further. They contend that

although the external validation of research findings does not form an integral part

of an action research project, it can nevertheless help to foster a reflective stance

amongst practitioners and contribute towards the evolution of a common stock of

professional knowledge. The responsibility for externally validating research findings

lies with the external user and not with the researcher. Even then the external

validation should be done in practice and not intuitively.

Due to the cyclical nature of action research its findings are tentative and subject

to ongoing and infinite revision. This means that the validity of action research

findings can never be anything more than tentative. This should not regarded as

a shortcoming as it reflects the fact that the quest for certainty is futile as there is

no social and educational law which governs human behaviour. It is therefore

impossible to grasp the whole of the educational reality. If this was not the case,

it would mean that at one or other point in human history research will become

unnecessary as the nature of reality will have been fully understood (Kincheloe,

1991: 114).

Based on the above, it is apparent that action research can indeed be regarded as

a legitimate research paradigm.

CONCLUDING REMARKS

In South Africa literature on educational leadership has been dominated by the

positivistic paradigm. As indicated previously, this has found manifestation in,

amongst others, the following:
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In South Africa educational leadership is generally regarded as neutral and

value-free. The fact that the behaviour of educational leaders is strongly

influenced by organisational as well as societal contexts is ignored. No

cognisance is, for example, taken of the fact that the ethical conduct of

educational leaders is undermined by the kind of policy, climate and

environment in which they operate.

Linked to the afore-mentioned is the fact that little or no critique is

undertaken of how power, ideology and politics operate on and in schools.

The consideration of how dominant and subordinate groups interact and

struggle in schools is, for example, also disregarded.

The strict division between research and the application of theory and

practice indicates a definite dichotomy in educational leadership in South

Africa. On the one hand there are theories of educational leadership as

espoused in dissertations, theses and journal articles. These theories are

based almost exclusively on literature in western capitalist countries and

generally espouse a democratic leadership style. On the other hand, there

is the practice of educational leadership which is imbued with the

authoritarian ethos of Christian-National principles and to a lesser extent

liberal principles.

Linked to the previous point is the fact that research on educational

leadership in South Africa is generally not done by the practitioners but by

outside experts, that is lecturers in Educational Leadership and

Administration at the various universities and students at master's and

doctoral level. There is thus a definite separation of the subject and the

object. Research findings are then developed into a practical format by

education planners of the various education departments and disseminated

to educational leaders at school level for implementation. This top-down

160

http//etd.uwc.ac.za



Chapter 5:Action Research for Instructional Leaders: Some Theoretical Considerations 161

approach is typical of a knowledge-applying model which militates against

the emancipation and empowerment of educational leaders.

Extensive use is made of quantitative research and empirical methods in an

attempt to enhance the generalizability and external validity and hence the

truth of the research findings. Research findings are then couched in

scientific language and presented as scientific truths.

The domination of the positivistic paradigm in literature on educational leadership

in South Africa has undoubtedly contributed towards the legitimation of certain

practices which can be described as being decidedly undemocratic in nature. One

means of countering the entrapment of the positivistic paradigm is by means of

critical action research.

In this chapter an attempt was made to create a theoretical framework in which the

democratization of instructional leadership can be undertaken. In the next chapter

attention will be given to how action research can practically be utilised so that

instructional leadership in South Africa can in the process be democratised. Carr

& Kemmis (1986: 163) caution that action research should not be regarded as a

technique for bringing about democracy. Instead, they recommend that it be

regarded as

...an embodiment of democratic principles in research, allowing

participants to influence, if not determine, the conditions of their own

lives and work, and collaboratively to develop the critiques of social

conditions which sustain dependence, inequality or exploitation.
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Based on this recommendation, the aim of the next chapter will be the staff

development of instructional leadership by means of action research. If the action

research procedures are applied rigorously this should undoubtedly make a

contribution towards the democratisation of instructional leadership. The staff

development of instructional leaders by means of action research is thus the stated

aim of the next chapter with the democratisation of instructional leadership as a

definite spin-off.

Critical action research is not meant to supersede other forms of instructional

leadership. It is necessary for participants in action research to reflect on all

theories that are relevant to the situation that is being investigated. It is then

imperative to regard empirical data not as irrefutable facts. Instead, it should be

accepted that empirical data and the generalizations which are derived from them

represent hidden assumptions (Kincheloe, 1991: 122) and as such should be treated

with the utmost circumspection.
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ACTION RESEARCH FOR

INSTRUCTIONAL LEADERS: SOME

PRACTICAL SUGGESTIONS

GENERAL INTRODUCTION

As mentioned in the introductory chapter, democratic governance has been

accepted by the Government of National Unity of South Africa as one of the

principles which are to underpin the education and training programme of the

Department of National Education. It is foreseen that all the main stakeholders,

interest groups and role players will be involved in the democratic governance of

schools in order to bring schooling into compliance with South Africa's new culture

of human rights. This is exerting external pressure on leaders in schools to

democratize educational leadership. Internally the stakeholders, interest groups and

role players especially in traditionally black schools are also exerting pressure on

the powers that be for more meaningful participation in the governance of the

schools. In this regard a body like the South African Democratic Teachers' Union
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has played a significant role. There is thus a drive for democracy to become

institutionalized in South African schools.

With regard to instructional leadership, staff development programmes in South

Africa have hitherto concentrated primarily on enabling leaders to carry out

routine-administrative duties. What is required is a shift from the traditional facets

of educational leadership to facets like planning and policy making, human resource

management, external relationships, staff appraisal and curriculum innovation

(Harvey, 1994: 30). The central focus should be the improvement of instructional

instead of organisational effectiveness. Various contextual factors, like the culture

of the school, impact significantly on instructional leadership. It is therefore not the

purpose of this chapter to provide a simple prescription of instructional leadership.

Instead, the aim is to suggest means whereby instructional leaders can be

empowered to make a meaningful contribution to the decision-making process

regarding teaching and learning theories and practices. While technical proficiency

in the art of conducting action research projects is regarded as important, it is

merely regarded as a means to an end and not an end in itself. In this thesis

empowerment means investing instructional leaders with the right and capacity to

participate in the formulation of instructional goals and policy and the authority to

exercise professional judgment about the curriculum and the means of instruction

(Bolin, 1989: 82). This is a necessary corollary to the democratization of

instructional leadership. In this chapter practical suggestions will be made which

could lead to the empowerment of instructional leaders.
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During the first phase the instructional leaders should be prepared for action

research. This should be done under the authority of a member or members of

staff that have undergone some form of training in action research. Ideally, the

principal and subject heads should as facilitators provide access to appropriate

theory on action research and group dynamics and serve as the knowledge base.

Based also on an orientation of literature on action research, this preparation

should include the definition of action research, and an introduction into the basic

techniques of action research. Accordingly some general guidelines for each of

these are suggested.
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PREPARING THE INSTRUCTIONAL LEADERS FOR ACTION RESEARCH

The Definition of Action Research

The staff should firstly be made to realize that there is no definitive, all-embracing

definition of the concept action research. What will be required is for the staff to

interrogate various definitions of the concept. Such an interrogation should indicate

that there are certain elements which are essential to the concept. These elements

include the following:

Action research is participatory insofar as the researchers are not outsiders

but are themselves actively involved in the research process.

Action research recognizes the agency of all involved in the process of

teaching and learning to give expression and effect to their needs and

aspirations, thus allowing them to be agents of their own transformation.

The aim of action research is threefold: it aims at the self-improvement of

the practitioners, the improvement of the understanding of the situation in

which teaching and learning take place, and the improvement of the

situation inwhich teaching and learning take place.
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In action research research findings can never be regarded as absolute and

infallible, but the validity thereof is tested and confirmed by practical

experience and participant observation.

Action research empowers the practitioners to reflect on and transform their

teaching practice.

Action research is emancipatory insofar as it seeks to free practitioners from

false consciousness, and allegiances and a value structure which are based

on such consciousness.

Action research is cyclical in nature: the moments of planning, acting,

observing and reflecting constitute one cycle of action research on which a

succession of cycles are built - each time on a higher plane.

Action research is dialectical in nature: it affects the teaching practice and

is in turn affected by the teaching practice. Furthermore, there is a

dialectical tension between the successive moments of the action research

cycle, as well as the successive cycles of an action research process.

Action research recognizes the dialectical link between personal, professional

and political transformation: there can thus be no transformation of the one

without a concomitant transformation of the others. To emphasise anyone

aspect of transformation would be reductionist in nature.

Action research has the potential to effect the transformation of a school as

organization, that is to radically change the aims, strategies, structures and

systems of a school.

Action research is political in nature as it challenges established personal

and organizational interests if these impede the actualization of instructional

leadership in the interest of the school mission.

Action research is not only political but dialectical between political,

personal and professional transformation.
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Based on the interrogation of the various definitions of action research the staff

should then collaboratively formulate a definition of the concept. The resultant

definition will intentionally be contextualized and thus idiosyncratic.

Next the staff should become acquainted with the various moments of the action

research cycle, namely planning, acting, observing and reflecting.

Each of these will subsequently be dealt with separately.

Planning

The first step in the planning moment is the identification and clarification of the

general idea by everyone involved in the action research project. It generally refers

to a situation or state of affairs which has to be changed or improved. This implies

that a problem has to be identified. According to Carr & Kemmis (1986: 110) a

problem occurs when the educational practice is inadequate to serve the purpose

it is intended to serve. There is thus a discrepancy between the educational

practice and the expectations of the practitioners. Taba & Noel (1982: 57) regard

this step as the most crucial step of the action research. The focus of an action

research project does, however, not have to be a problem, but it could be any

aspect of an educational situation that would benefit by change (Wood, 1988: 137).

Instead of focusing on a problem, the focus can be on an idea, the curriculum, or

teaching. The areas of focus can be identified through a needs assessment which

can be done in departmental meetings, informal discussions, structured interviews

and observations/class visitations.

After the focus of an action research project has been identified, the focus should

be narrowed down and refined to a simple, clear question. Kemmis (as quoted by
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Wood, 1988: 137) suggests that this question be made up of the following three

parts:

What is happening now?

In what sense is this problematic?

What can I do about it?

Elliott (1991: 72) avers that the question whether a situation or state of affairs can

be changed or improved forms a vital element of action research and should not be

presumed. This means that the situation or state of affairs has to be closely

examined so that the nature of the problem or situation can be penetrated. The

original question will .change continuously as new insights arise. So will the context

in which the situation as well as priorities change. It is thus possible for the original

problem to be constantly revised not only during this step but during the whole

process of action research. Taba & Noel (1982: 58) suggest certain criteria for a

problem to be a successful starting point for an action research process:

the problem should be regarded as important for the practitioners;

the problem should be manageable;

the exposition of the problem should be used to gain insight into the causes

and critical factors that impact on the problem.

To this can be added the fact that action research should indeed be the most

appropriate method to use. A problem analysis should be used to ascertain whether

a problem meets these criteria. The success of the rest of the action research

process will ultimately depend on the success of the problem analysis.

The second step in the planning moment is generally referred to as the

reconnaissance step. Elliott (1991: 73) divides this step into two activities:

describing the facts of the situation;
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explaining the facts of the situation.

The reconnaissance thus involves not only a description of the facts but also a

critical analysis of the context which has given rise to the situation. It is therefore

necessary to gather data from various perspectives that will contribute towards
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understanding the present practices as well as the theories and educational values

and beliefs that underpin these practices. The principal could, for example, provide

an administrative perspective which the other staff members might lack. Such data

should also lead to an understanding of the historicity of the school. A critical

analysis of such data should lead to the generation and testing of explanatory

hypotheses. To test these hypotheses it might be necessary to gather more

information which could conceivably lead to the reformation of the original

hypotheses. This should include a literature survey on the theme of the research

question. The purpose of the literature survey is manifold:

to throw light on the object of study;

to generate criteria that can be used to assess the effectiveness of the

existing practice;

to allow the practitioners to build on previous research

(McMahon, 1993: 74-75).

In short the literature review can provide the theoretical framework which can form

the basis for the analysis and interpretation of data.

Elliott (1991: 74) contends that the point of interruption should be when the action

researchers have sufficient confidence in the hypothesis to allow it to guide action.

The purpose of the reconnaissance is not to formulate a plan of action but to

suggest possibilities of action.

In step three of the planning moment the general plan is formulated. The aim of

the general plan is twofold:

http//etd.uwc.ac.za



Chapter 6:Action Resean:h for lnstructiotuJl Lmder.s: Some PraaicaJ Suggestions

to help the practitioners to move beyond present constraints;

to empower the practitioners to act more appropriately and effectively in the
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situation (Kemmis & McTaggart, 1984: 7).

Elliott (1991: 75) suggests that the general plan should contain the following:

a revised statement of the general idea for the research;

a statement of the factors which will be changed or modified to improve the

situation as well as the action required to effect such a change or

modification;

a statement of the negotiations that will be undertaken before the proposed

course of action is implemented;

a statement of the resources required to implement the proposed course of

action;

a statement of the ethical framework which will govern access to and release

of information.

It is advisable that the general plan should be tentative to enable it

to be adapted as new facts and circumstances emerge.

During the last step of the planning moment decisions are taken regarding a time-

table in which the proposed action is realistically structured as well as the means

that will be used to monitor the effects of the proposed action.

Acting

During this moment the action plan which was devised during the planning moment

is implemented. This moment can be regarded as the phase when the validation

of hypotheses are done and the adequacy of interpretations are tested. As far as

possible the action is retrospectively guided by the general plan which provides it
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with its rationale. Cognisance should, however, be taken of unforeseen social,

political and practical constraints. The implementation might also create

unintended side-effects which might necessitate a shift into further reconnaissance

so that the cause of these side-effects can be determined. This in tum might lead

to modifications of the original general idea and the plan of action. This is the

reason that Grundy & Kemmis (1982: 86) refer to the moment of action as part of

the strategic axis of the action research process. The main aim of the action is to

provide a platform for the further development of further action (Kemmis &

McTaggart, 1984: 8). The next moment in the action research cycle revolves around

this axis as the practitioners will receive continuous feedback on their action. It is

thus not possible nor advisable to separate the moment of implementation from the

moment of observation.

Observing

The purpose of observing the action of an action research cycle is to collect data.

In turn, the purpose of the data-collecting is to check preliminary interpretations

which are normally based on spontaneous impressions. Data collection during

action research is much more than merely mentally collecting data which is a

natural aspect of all educational practices (Wood, 1988: 138). In action research

the data collection is much more meticulous and focused on a particular aspect of

the educational situation and it is recorded.

There is a long list of techniques for monitoring the action of an action research
/'

cycle. These techniques include anecdotal records, field notes, document analysis,

diaries, logs, portfolios, questionnaires, interviews, sociometric methods, interaction

schedules and checklists, tape and video recordings, and photographs and slides.

Each of these techniques has unique characteristics which satisfy particular needs.
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Depending on the focus of the action research project and the data required, the

practitioners might decide on one particular technique or a combination of data

collection techniques. It is therefore imperative for the instructional leaders of the

school to familiarize themselves with the weaknesses and strengths of each of these

data collecting techniques so that they can select the appropriate technique or

combination of techniques for a particular situation. The instructional leaders

should be aware that an exclusive reliance on checklists and questionnaires, for

example, could blind them to the unanticipated effects of actions and contextual

factors which could be responsible for such effects (Elliott, 1991: 81). It is therefore

necessary for checklists and questionnaires to be used in conjunction with open and

unstructured techniques of monitoring. Questionnaires could, for example, be used

as a follow-up technique to more qualitative techniques.

The data which are gathered during the observation provide the basis for the next

moment of the action research cycle, namely reflection. The data thus mediate

between the moments of action and reflection in the action research cycle.

Reflecting

Reflection involves making sense of the evidence gained by means of the data-

gathering procedures and from past experiences. Reflection entails analysis,

synthesis, interpretation, explanation and concluding. This in tum entails reading

and rereading the data in search of patterns and recurring themes. The basis of the

reflection should be the educationally definable reasons for action as manifested in

the school mission. The reflection should examine these reasons for action and the

consequences, intended and unintended, of the action so that ways can be found to

resolve any contradictions that may be revealed (Stevenson, 1991: 279). The

reflection is thus an attempt to evaluate the action research process.
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The evaluation of the action serves a multitude of purposes:

it can provide an indication of how effectively the goals were actualized;

it can serve to motivate the instructional leaders;

it can serve a maintenance function;

it can help to reinforce staff development;

it can help to uncover unintended results;

it can provide a firm foundation for future action research cycles;

Kemmis (1993: 40) suggests that the evaluation of action research requires analysis

at three levels of the discourse. Firstly, at the level of scientific discourse action

researchers are involved with the development of critical theories about their

practices and the situation in which they occur. He avers that criterion to

determine the validity of the critical theories is the truth of the statements which

is in tum determined through discourse which raises,recognizes, and redeems 'validity

claims': claims that which is stated is comprehensible, true (accurate), truthfully or

sincerely stated, and right or appropriate (in its normative context). Secondly, at the

level of enlightenment those involved in the action research process are interested

in the successful application and testing of critical theories in action. The criterion

at this level is authentic insights, grounded in the participants' own circumstances and

experience. Thirdly, at the level of the organization of action the concern is the

selection of strategies, the resolution of problems, and the conduct of 'political

struggle' (that is, social and strategic action in a social and political context).

Kemmis (1993: 40) concedes that these criteria provide the most stringent basis for

the evaluation of action research. Under normal circumstances the evaluation of

an action research project is more informal and convivial rather than formalistic and

overtly 'theoretical'. This is the type of evaluation that is proposed in this thesis.
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Although self-reflection forms an important part of action research, it is limited

especially when personal consciousness and attitudes are tainted by ideological

constraints. Reflection should therefore also be an interactive process that involves

all participants. The different perspectives should have a moderating effect on

ideological biases.

The reflection on the action should preferably not take place at the end of each

action research cycle. Instead regular meetings should be held where the

participants should reflect on the action. Such meetings can serve a multitude of

purposes:

at such meetings instructional leaders get an opportunity to renew the

project, to exchange ideas and information and to plan further action;

peer group pressure during meetings can motivate members to sustain

individual efforts;

experts from outside the action research group can be invited to give input

and advice;

the resolution of management problems can be tackled

(Wallace, 1991: 69).

According to Grundy & Kemmis (1982: 90) the principal sphere of the school

principal and the subject heads as facilitators is the moment of reflection which they

describe as the 'moment' of reconstructive discourse in the action research cycle. This

does not preclude the facilitator from participation in the planning and observation

moments although, according to Grundy & Kemmis, the facilitator should not be

involved in the moment of action.
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The last part of the moment of reflecting is the compilation of a report of the main

research findings. The purpose of the report is to crystallize thoughts, to build

coherence and to provide insights for future action. Elliott (1991: 88) suggests that

at least one full report be written at the end of a particular cycle of action. He

then suggests that the full report should include accounts of:

how the general idea evolved;

how the understanding of the problem situation evolved;

what action steps were undertaken in the light of the changing understanding

of the situation;

the extent to which the proposed action was implemented and the steps that

were taken to deal with the implementation problems;

the intended and unintended effects of the action and reasons for their

occurrence;

the techniques that were used to gather information about the various

moments of the action research cycle;

the problems that were experienced while using the various data-gathering

techniques and the efforts made to overcome these;

any ethical problems which arose regarding access to and the release of

information;

any problems which arose while negotiating action steps or the time,

resources and co-operation that were required during the course of the

action research.

It is important that the report be made known to the immediate participant group

as this will help to dispel the aura of mystique or furtiveness or the fear that some

subversive activity is being conducted (McNiff, 1991: 68). Many proponents of

action research go further and suggest that the report be published to a wider
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audience. Grundy and Kemmis (1982: 92) suggest that the findings of the action

research be published more widely than the immediate participant group for

reasons of accountability and public education. Davidoff (1993: 16) contends that

if practitioners do not actively and consciously share their insights, findings and

reflections with a wider audience to be critiqued, they are mere reflective

practitioners and not action researchers. Whether the report is published wider

than the immediate participant group should, in the true spirit of action research,

be determined by the purpose why the action research was undertaken as

determined by the participants and not by some external determinant.

THE ROLE OF THE FACILITATORS

It is foreseen that the school principal will act as the facilitator with regard to the

general instructional programme of the school and the subject heads as the

facilitators with regard to the instructional programmes of the respective subject

teams. The facilitators play a crucial role in the action research process. The

following are some of the functions that can be performed by the facilitators:

The facilitators can help to prepare the staff members/ subject teachers to

participate meaningfully in action research. Alcorn (1986: 41) avers that in

the beginning practitioners will require considerable support and guidance

in three areas. Firstly, they will need to be supported and encouraged to

feel competent enough to undertake an action research project. Kyle &

Hovda (1987a: 86) suggest that during the first three months participants

should read about action research, case studies, and even conduct short

action research projects in which data gathering methods can be
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implemented. Such short projects will help to sustain commitment and make

it possible to see immediate progress. This can help to build up a record of

accomplishment which might dispel the initial anxiety which beginner action

researchers experience as a matter of course (Pine, 1981: 500). McNiff

(1991: 67) succinctly phrases the advantages of such small projects as follows:

Small, considered steps are more thrifty of people's time, energyand motivation.

This is even more necessary if these small steps are taken under the

guidance of a supportive and empathetic facilitator. Secondly, they will have

to be trained to recognize and reflect on their own values and beliefs and

the implications thereof. During the preparatory stage instructional leaders

should be trained to tap into their own consciousness and intuition. The

facilitator should thus continuously guide the novices by continuously asking

them questions that will help them to think retrospectively and prospectively.

The ideal is for the facilitator's 'whisper' to become an internalized voice

asking questions about the past and the way forward (Stanulis, 1994: 36).

Thirdly, beginner action researchers will need assistance and guidance to

deal with group dynamics especially conflict within a group context.

The facilitator also provides the opportunity for triangulation in the action

research process. Elliott (1991: 92) describes triangulation as ...a more

general method for bringing different kinds of evidence into some relationship

with each other so that they can be compared and contrasted. The act of

triangulation thus refers to the cross-referencing of different perspectives of

an event (Grundy & Kemmis, 1982: 92). Winter (1989: 22) suggests that at

least three perspectives are required for comparisons and contrasts to be

illuminating and to allow comparisons. With regard to the general

instructional programme of the school it is suggested that the three

perspectives be provided by the principal as facilitator, the subject heads and
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the subject teachers. With regard to the instructional programme of the

subject departments it is suggested that the three perspectives be provided

by the subject head as facilitator, the subject teachers and the pupils. These

three perspectives could also lessen the likelihood of polarized oppositions

with no chance of resolution. The facilitator is the one who provides an

outsider perspective which is required when practitioners are so immersed

in their practices that the required objectivity is lacking. In addition the

principal as facilitator has the vantage point of observing the interaction

between the subject heads and the subject teachers, while the subject head

has the vantage point of observing the interaction between the subject

teachers and the pupils.

While the facilitator is initially the leader in the action research process this

role should later change to that of support or resource person. The

facilitators are then supposed to provide material, organizational, emotional

and intellectual support to practitioners (Kemmis, 1993: 40). This can be

done, for example, by explicating the principles and processes of action

research and by proving additional literature on the subject. So too the

facilitator can provide support to the participants in the task of self-

reflection thereby helping them to develop a critical dialogue about their

practice. This can be done, amongst others, by providing criticism and

challenging what might previously have been taken-for-granted points of

view. Furthermore, emotional support can take the form of the

reinforcement of positive qualities, recognition of work well done,

encouragement of risk-taking, sympathy and empathy and the facilitation of

a peer support group (Bailey & Dyck, 1990: 40-42). According to Walker

(1988: 192) a facilitator can also assist in gathering notes for later reflection

and help to maintain the rhythm of meetings.
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Lastly, the facilitator should co-opt experts like teacher trainers at colleges

of education, universities and technikons as well as subject advisers as fellow

facilitators when the need arises and wherever possible. Facilitators in the

Western Cape are fortunate that courses at master's level are being

presented at the University of the Western Cape. A number of educationists

in the Western Cape have completed action research projects in partial

fulfilment of the requirements of the M. Ed. or M. Phil. degrees. Such

educationists can also be approached to act as fellow facilitators or as advisers.

It is conceivable that the role of the facilitator will evolve over a period of time.

While the practitioners will naturally be dependent on action researchers initially,

the facilitator should resist the temptation of intervening to the extent of controlling

the decision-making process. This could lead to a kind of dependence on the

facilitator which could be incapacitating or disempowering (Kable, 1992: 145). The

ideal is that the role of the facilitator diminish as the competency level of the action

researchers grows. To McTaggart (1982: 104) the ultimate autonomy of the action

researchers exemplifies successful facilitation. The ideal facilitators should thus

endeavour to make themselves redundant by the transfer of power and authority to

the participants.

THE TRANSFORMATION OF THE SCHOOL AS ORGANIZATION

The transformation of a school into a democratic organization basically involves the

following aspects:

the establishment of a mediating culture;
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the transformation of the school mission and the core values on which the

mission is based;

a revision of the decision-making and interaction patterns in the school;

the reorganization of school structures and procedures.

The transformation of anyone of these aspects can be regarded as an insufficient

condition for transformational change. Educational transformation should thus be

undertaken holistically. What is required is the creation of a new school culture

that encompasses each of these aspects. Subsequently an exposition will be given

of how each of these aspects can be transformed with the use of critical action

research.

The Establishment of a Mediating Culture

For instructional leadership to become truly democratized requires the

transformation of the entire culture of the school and not merely the

implementation of single innovatory practices. Small-scale, discrete interventions

aimed at reforming single aspects of the school as organization are insufficient to

effect the transformation of the school. Such transformation requires a complete

paradigm shift from the authoritarian ethos which has pervaded educational

leadership in South Africa under the previous government. If the original

organisational culture is imbued with an authoritarian ethos, it can become a major

constraint insofar as it reinforces the status quo and compels continuing conformity.

If the entire organisational culture is not transformed, it could become a major

impeding factor.

Hopkins, Ainscow & West (1994: 87) defines organizational culture as follows:
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... (culture) is an amalgam of the values, norms and beliefs that

characterize the way in which a group of people behave within a specific

organizational setting.

(Hopkins, et al., 1994: 103)

The educational leaders should realise that although they can facilitate the change

of an organizational culture by planning, the new organizational culture can only

grow out of shared experience. Cultural transformation can, however, be managed.

The purpose of such a cultural management process is to establish what Passfield

(1992: 42) refers to as a mediating culture between the existing organizational

culture and the realization of the new vision. The purpose of such a culture is,

according to Hampden-Turner (as quoted by Passfield, 1992: 37), to ...mediate the

tensions between the old and the new paradigms. Critical action research possesses

the potential to provide the required mediating culture which can eventually lead

to the establishment of a organizational culture which is truly democratic in nature

with the resultant benefits for teaching and learning for the whole school.

In this regard the staff should collaboratively decide which will be the principles

that will underpin the utilization of action research in their attempt to ultimately

improve teaching and learning in the school. If the aim is to embody democratic

principles in instructional leadership the following are some of the principles that

could underpin the utilization of action research:

Action research is not merely regarded as a technique for bringing about

democracy, but as a means of actualizing the instructional aims and

objectives of the school through the democratic collaboration of all

instructional leaders.
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Practitioners have to be empowered with the skills and resources to reflect

on and transform their educational practice.

A peer support network is more acceptable than a superior-subordinate

relationship between instructional leaders.

Collaborative decisions and a shared mission is the ideal while the values,

worth and rights of the individuals will not be undermined by the quest for

collaborative effort.

Collaborative effort implies equal status and worth of the instructional

leaders but not necessarily equality in function and responsibility.

Critical, informed and participatory instructional leaders form the basis of

democratic instructional leadership.

All instructional leaders will be afforded an opportunity to influence and to

a certain extent determine the conditions of their practice.

Historical, social and political contexts impact significantly on educational

practice. Conditions in the school which serve to disadvantage, disempower

and marginalize certain groups and interests and prevent the pursuit of

genuine instructional aims and objectives will be consciously eradicated.

Practical experiences will provide the subject matter for theoretical enquiry

and the testing ground for the results of such enquiry on an ongoing basis.

Theory and practice are thus regarded as being dialectically linked phases

of a unified change process.

The guiding ethics of action research will be freedom, equality and justice.

Negotiations will be undertaken with all those affected by decisions.

The principles of confidentiality, negotiation, collaboration and

accountability will be respected when establishing procedures for conducting

and reporting action research.
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The instructional leaders will be accountable to the education authorities,

the broader school community and ultimately the pupils.

All instructional leaders will collaboratively develop the basis on which the

evaluation of instruction is based.

Whatever principles are collaboratively accepted by the instructional leaders, these

form the mediating culture between the existing culture of the school and the new

culture which has to be established. The next step in the establishment of the new

culture is the transformation of the school mission.

The Transformation of the School Mission

The mission of a school can be regarded as the purpose for existing in a particular

community (Caldwell & Spinks, 1992: 37). Underpinning the mission of a school

is its philosophy. Caldwell & Spinks (1992: 37) refer to the philosophy of a schools

as follows:

...the set of assumptions, values and beliefs about such matters as the

nature and purpose of education and schooling, including approaches

to learning and teaching and the ways in which members of the school

community shall relate to one another and make decisions.

Any attempt to transform a school into an organization which is underpinned by

democratic principles will thus necessarily have to start with the transformation of

the school mission.

The school mission is important as the school goals or aims are normally derived

from it. The school goals are statements of broad, direction, general purpose or
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intent. By giving rise to school goals the school mission serves a multiple of

purposes:

...it delineates responsibility, promotes accountability, and provides a

unifying framework for instructional improvement

(Hallinger, 1989: 86).

Furthermore, the goals or aims of a school give some sense of the direction to

general beliefs which form part of the philosophy of the school while simultaneously

providing a means of specifying the school mission (Caldwell & Spinks, 1992: 38).

The objectives of the school - that is statements of outcome usually expressed in

measurable terms and which are achievable over a fixed period of time - are in turn

derived from the goals or aims of the school. The instructional programme of a

school should thus be derived directly from the school mission. As such, the school

mission should also include a common definition of what constitutes successful pupil

and staff performance. Thereby the school mission serves as an indication of

instructional effectiveness. Phrased differently, educational practices can only be

made intelligible against the background of a shared philosophy which forms the

basis of the school mission (Carr & Kemmis, 1986: 111).

Linked to the above is the fact that the school mission can evoke a sense of shared

purpose and commitment among staff members, pupils and the larger community.

It is, however, important that the school mission be a shared vision as the use of

proprietary claims of my school and my teachers are anathema to a common vision

(Carr & Kemmis, 1986: 54). Instead the school mission should reflect and be based

on the primary value orientation of the school. This will mean that the school
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mission should be based on the shared values of everyone concerned. Alexander

(1987: 45) describes shared values as ...those fundamental, guiding beliefs that drive

the way the organization competes, practises, and manages. These shared values serve

as filters through which the decisions are passed. For the school mission to be a

shared vision it is imperative that the diversity within the school be respected, while

areas of collaboration and interdependence be emphasised so that all concerned

feel free to share their experiences without having to defend their respective

perspectives (Bolin, 1989: 87).

It could, however, be that the shared values and beliefs of the stakeholders of a

school are anathema to true democratic principles. If this is the case then it is very

probable that the existing system of instruction will be self-perpetuating. It is

therefore imperative that any attempt to transform the school mission with regard

to instruction be preceded by the necessary preparation for such a transformation.

It is firstly imperative that the school principal should by means of critical action

research be instrumental in the construction of a system of meaning - albeit

tentative at first - as a source of authority to which practitioners can look to for

philosophical guidance when considering the purpose of their practice and research

(Kincheloe, 1991: 108). Such a system of meaning should include definitions of

democratic notions like accountability, equality, transparency, empowerment and

emancipation. On the one hand, such a system of meaning can help instructional

leaders to articulate what were previously implicit theories and a rationale for

particular decisions. On the other hand, such a system of meaning can help to

expose false assumptions and beliefs regarding education in general and schooling

in particular which help to sustain and perpetuate undemocratic practices especially

with regard to instructional leadership. In this regard the basic assumptions and
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beliefs regarding issues like staff recruitment, staff appointments, staff allocation,

staff development and staff appraisal need to be closely investigated. The

prevailing value system at a school will also determine what is categorized as

intelligent or stupid, good and bad work. Kincheloe (1991: 178) speaks of the

praxiological unmasking of informant constructions of reality. It thus becomes

imperative to understand the consciousness of the instructional leader, especially

the forces that contribute to the shaping of that consciousness. Concepts like

giftedness, intelligence, success, effective schooling, etc. are concepts that are

ideologically loaded. In this way power sources and privileges can be identified.

Only then can an attempt be made to emancipate the educational leaders from the

repression of hegemony. What is thus propagated is the development of an

emancipatory system of meaning for revealing assumptions and beliefs which might

previously have been considered unproblematic but which contribute towards the

existence of undemocratic instructional theories and practices. Once problematic

theories and practices have been identified, the possibility of addressing these is

enhanced.

It is secondly important that the school mission be preceded by a situation analysis

so that the school mission can be contextualized and made consonant with the

context in which it is supposed to be actualized. Towards this end the following

factors should be taken into consideration:

Firstly, it is necessary to take cognisance of the national policies regarding

educational and more specifically instructional leadership. While it was

definitely extremely difficult if not impossible to democratize schooling and

more specifically instructional leadership under the previous Nationalist

Government, the political democratization of South Africa has had

farreaching implications for schooling in South Africa. It is, for example, the
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avowed policy of the Department of National Education of the South

African Government of National Unity to democratize education in South

Africa. It is nevertheless important that the South African Education Act

and other relevant official documentation regarding national and provincial

policies be critically analyzed to ascertain to what extent democratic

principles do indeed find manifestation in the proposed policies. The

teacher appraisal system which is currently being applied in many South

African schools is, for example, a remnant of the previous education system

and incongruent with the democratic principles as espoused by the

Government of National Unity. It is also possible that provincial policies,

especially in Kwazulu-Natal and the Western Cape where the African

National Congress is not the dominant political party, could prescribe

policies which are not congruent with the avowed national policy. It is

necessary for educational leaders to identify such incongruencies and to

bring them to the notice of the education authorities. If necessary, such

incongruencies should be taken up by professional teachers' and principals'

associations and other lobbying bodies. In the meantime the intended school

mission should be congruent with the national and provincial policy

especially insofar as it espouses democratic principles.

Secondly, the school mission should to a certain extent reflect the

expectations of the local community, especially the pupils and parents. With

regard to the pupils it is imperative that the teaching personnel become

acquainted with the interests and aspirations of the pupils to ensure a

measure of relevance of teaching content and the appropriateness of

instruction. Besides contact in the classroom it is advisable at secondary

school level to establish a pupil representative council in which the pupils

can formally discuss and formulate proposals regarding the school mission.
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It is also necessary that a forum be established where the parents can make

a contribution towards the formulation of a school mission. Parents have an

invaluable contribution to make towards, for example, issues like curriculum

development and the development of a policy towards multiculturalism.

Thirdly, cognisance should be taken of the expectations of the employers on

the local job market. When school policy regarding subject choice and

streaming of pupils is formulated, cognisance should be taken of these

expectations while guarding against sacrificing the interests of the pupils on

the altar of the dictates of prospective employers.

Fourthly, it is necessary to take cognisance of the research findings in the

various research orientations especially insofar as these have a bearing on

democratic theories and practices in schools. These include the positivistic,

interpretive and critical research orientations as each of these can have

emancipatory and empowering implications for instructional leadership in

schools. Walker (1991: 161) proposes a constant dialectic between the

practitioner at local level and the researcher as part of a wider social

formation. This could indicate how provincial and national structural

features impact on patterns of interaction at school level. Only then can

counter-hegemonic strategies be developed. This could also prevent

instructional leaders from unwittingly pooling their ignorance which might be

the result of operating with their existing assumptions and habitual ways of

thinking (Wallace, 1991: 70).

It is important to realise that a school mission should preferably evolve over a

period of time. Initially it might be sufficient to merely get different individuals and

groups together to create a climate which is conducive to collaboration and the

development of the capacity for self-management. Only after this can the task of
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the formulation of a school mission be tackled. An analysis of the mission

statements of a number of universities, colleges of education and schools indicates

that there is no fixed format in which a mission statement is formulated. Generally

though a mission statement contextualizes the organization historically and with

specific reference to the characteristics and the educational needs of the community

in which it is located. Furthermore, it includes major beliefs about the specific kind

of schooling that is offered and the broad aims and principles which will direct its

programme. Another hallmark of a mission statement is its conciseness.

It should also be remembered that the school mission can never be immutable, this

is especially so if contextual factors are taken into consideration when it is being

formulated. As the contextual factors change, so the school mission should adapt

to the changing circumstances. The school mission is also not supposed to include

detailed strategies. Dunphy & Stace (as quoted by Passfield, 1992: 42) regard the

school mission as providing the impetus to discover, formulate and articulate

strategies.

For a school culture to be imbued with a democratic ethos it should preferably

exhibit the following characteristics:

it should be collaborative;

it should be emancipatory;

it should be empowering;

it should except the agency of all stakeholders;

it should have high expectation for pupils and staff;
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The Revision of Decision-making and Interaction Patterns

It is suggested that the revision of decision-making and interaction patterns should

be one of the first projects tackled by the instructional leaders of a school.

190

As indicated previously, in South Africa education policies emanated from the

highest echelons of the education system. These policies were then passed down

to the local level in the form of manuals, bulletins and circulars. In this way

educational leaders at school level were beleaguered by official rules and

regulations. The communication that occurred between the various education

departments were mainly one-directional and top-down. Unfortunately, the

authoritarian nature, rigid bureaucracy and rule-bound hierarchy of the various

education departments were often replicated in.individual schools. At these schools

most of the power is vested in the school principal who dominates the decision-

making function at the local level. Rampedi (1992: 59) regards the maintenance

of such relations of domination as the essence of all power relations. Such power

relations are characterised by repression, intolerance, encroachment of the rights

and freedom of subordinates. As such this type of power is incompatible with true

democracy.

In order to effect the transformation of instructional leadership in schools it is thus

necessary to undertake to replace the relations of power at schools by relations of

authority. In order to effect this authority should be delegated to the instructional

leaders. The delegation of authority refers to the right of individuals to make

decisions without approval of a higher authority. This entails a fair amount of

autonomy which creates space for creativity and ingenuity. More specifically

authority refers to the right to make decisions related to the allocation of resources.

Based on the exposition of Caldwell & Spinks (1992: 4-5) resources include
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knowledge (decisions related to the school mission and curriculum), technology

(decisions related to means of teaching and learning), power (the authority to make

decisions), matériel (decisions related to the use of facilities, supplies and

equipment), people (decisions related to human resources like professional

development, and the support of learning and teaching), time (decisions related to

the allocation of time) and finance (decisions related to the allocation of money).

In all of these, the instructional leaders at the school should remain accountable to

all the stakeholders for the way in which the resources are allocated. It is, however,

important that the rightness of decisions not be measured by some objective

criterion but by the employment of appropriate, inclusive methods of decision-

making (Bolin, 1989: 87).

The delegation of authority - and not merely responsibility - to instructional leaders

is a necessary precondition for the democratization of instructional leadership. The

school principal should thus ideally be regarded as equal in status and worth to the

other instructional leaders. Participants should be involved under conditions of

equal opportunity. During an action research project the authority of the principal

should, for example, be based on the quality and richness of his/her contribution

to discussions and not from whence it emanates (Carr & Kemmis, 1986: 54). This

means that input, advice and recommendations of the principal or any other

instructional leader should be just that and not imposed decisions (Chiste, 1989: 83).

This also implies that the principal should acknowledge the fact that any item

brought to dialogue is not sacrosanct but subject to critical examination. A shift

from the hierarchical patterns of school leadership does, however, not indicate the

elimination of the executive power of the principalship as the principal is still the

focal point of demands for accountability by the community and the education

authority (Harvey, 1994: 31). The principal is thus not necessarily equal in function
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or responsibility to the other instructional leaders. Bolin (1989: 91) avers that

empowering leadership does not free principals from authority and responsibility

which are invested in them by the school organization. Accountability can,

however, be obtained if a group control system is developed and maintained or

modified as circumstances alter. Thereby group accountability is enhanced and not

only individual accountability. What is thus proposed is the replacement of the

traditional system where staff appraisal is the only form of accountability. This

traditional system inevitably led to oppression and alienation.

The delegation of authority to instructional leaders involves a fair amount of risk

taking on the part of the principal. Action research with its emphasis on

collaboration and shared responsibility can help to minimise the risk. It is

furthermore also important to address the fear of many principals regarding the

expected loss of power and authority. Here too the process of collaboration

strengthens the authority base of all participants, especially the principal (Heller,

1993: 97).

Next the interaction patterns at the school need to be interrogated and revised if

they are not conducive to democratice instructional leadership. A dialectical view

of leadership is a necessary prerequisite to ensure the collaborative effort of all

instructional leaders. In essence this view accepts the fact that leadership does not

rest with anyone individual but is the result of continuous negotiation and

interaction between the members of an organization (Watkins, as quoted by

Jenkins, 1991: 19). The principal and the subject heads should thus not be regarded

as the controlling or dominating force, but as the facilitator whose main aim it is

to foster collegial and democratic decision-making in the interest of effective

instruction at the school. Grundy & Kemmis (1982: 95) regard it as the
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responsibility of the facilitator to precipitate group function and to establish a group

identity. Furthermore, each member of the staff and the subject teams should be

regarded as having the capacity to act as leader and thus be afforded the

opportunity to act as such, depending on the situation and the function that has to

be performed.

To ensure the collaborative effort of all subject teachers it is necessary to revise

interaction patterns between the members of the subject team. A high degree of

collegiality can be fostered if a general climate of openness and trust is generated

amongst the team members. Smulyan (1987: 57) avers that effective collaboration

requires frequent and open communication, adequate time and resources,

facilitative leadership, and a commitment to the concept of parity especially

regarding the contribution of each member's insights and skills to the project. It is

imperative that the communication between the various team members be

symmetrical or two-way vertical and horizontal. Grundy & Kemmis (1982: 90-91)

suggest that a common language be developed to help ensure symmetrical

communication. Such a common language should be the medium of self-reflection

and interactive reflection. Potentially problematic terms should thus be discussed

and agreed on as criteria by which common practices may be understood. Only

then should such terms be assimilated into the members' understandings. It is also

important to monitor group processes and develop them for the group's own

purposes as a self-reflective community. Then it is important to ensure that power

and action reside with all participants. The ideal is for the facilitator to retreat and

hand over processes to the group itself once symmetrical communication processes

have been established. In this regard the structure of the school is closely linked

to the interaction patterns as it determines the patterns of communication and the
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flow of information. In this way organizational structure creates formal power and

authority.

To facilitate collaboration it is also important for the instructional leaders to have

a knowledge of the fundamental principles of group development. Group

development is an arduous process as a group can grow along six dimensions:

the relations of the members to one another;

the relations of the members to authority;

the groups orientation to its organizational environment;

the group's orientation to its task;

the groups orientation to learning;

the groups mode of reacting to the larger environment in which it is situated

(Oja & Smulyan, 1989: 58).

Obert (as quoted by Oja & Smulyan, 1989: 58-59) suggests that in each of these

dimensions the group moves through five stages: from individualistic to dependent

modes of interacting, through stages of competition and conflict, to a stage of

cooperative independence which is conducive to concentration on the task and

performance.

When preparing for collaborative practices it is imperative that attention be paid

to the development of an ethical framework. Involvement should, for example, be

voluntary and instructional leaders should retain a high degree of control over the

direction of the action as well as the confidentiality surrounding their contribution.

The Reorganization of School Structures and Procedures

There exists a dialectical relationship between the culture and the structures and

procedures of a school. Changes in the culture can only be sustained if the effort
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is accompanied by some concomitant change in the school structures and

procedures. To effect a change in the school culture the structures and procedures

should thus be changed accordingly in order to create opportunities for meaningful

working relationships and collegial support between the respective subject teachers.

Conversely, organizational structures and procedures that are not supportive of

attempts to transform the school culture can be the main inhibitors of

transformation. It is thus important to spend sufficient time on the establishment

of structures and procedures that are supportive of transformation.

For the effective utilization of action research in pursuit of the instructional aims

and objectives of the school the following structures and procedures are envisaged:

The existing general staff meeting under the authority of the principal can

be used to serve a much more useful purpose than merely for official

announcements. It is envisaged that the general staff meeting firstly be used

to investigate the need to democratize instructional leadership at the school

and the different strategies to actualize such a goal. If the teaching staff

should decide on action research as a strategy the general staff meeting

should then be used to prepare the staff for action research and to identify

and prioritize certain instructional needs. If an identified need has general

applicability it should be action researched by the teaching staff. In such an

instance the deputy principal could act as the facilitator. In very

controversial issues it might even be necessary to appoint an outside person

as facilitator. Depending on the circumstances and the expertise available,

the circuit inspector, a retired principal or a teacher trainer at a local

tertiary institution can be approached to act as a facilitator.

One of the first tasks of the principal would be to establish a structure where

subject heads can meet on a regular basis. Subject head meetings should
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preferably be held fortnighly under the authority of the principal. At such

meetings the deputy principal can act as facilitators to provide a third

perspective. Alternatively, depending on the situation at the school

especially the capabilities of the incumbents, the deputy principal could act

as chairperson while the principal could fulfil the role of facilitator. During

such meetings subject heads should be acquainted with issues like the nature

of groups and the stages of group development. Attention should also be

given to group dynamic processes like the building of group solidarity,

consensus reaching and conflict and dysfunctional behaviour managing. Such

meetings can furthermore be used to prepare subject heads for the role they

will have to fulfil within their respective subject departments in preparation

for and during the process of action research. Problems that are experienced

by the perspective subject departments during action research projects should

also be referred to this structure for attention.

Existing subject meetings which are traditionally utilised to fulfil a routine-

administrative function can also be used to conduct action research projects.

Such projects can either emanate from within the subject department to

address issues which might be unique to the department or they can be

referred to the subject department by the general teaching staff or the

subject head meeting. Such an issue cou1d be the question of staff appraisal

which can be considered to be a general staff issue but which might be

applied differently in the various subject departments as the result of the

uniqueness of each subject department. Such subject meetings should also

preferably be held fortnightly alternating with the subject head meetings. In

such meetings the subject head should preside over the subject teachers

while the school principal or deputy principal should act as facilitator.
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A structure should also be established where the subject head can act as the

facilitator between the subject teachers and the pupils. Such contact should

not be limited to classroom visitation. The frequency of classroom

visitations and discussions between the subject head and the subject teachers

and the subject teachers and the pupils should be dictated by the particular

needs of everyone concerned.

Lastly, a structure should be established where parents can make an input

regarding their perceptions of the instructional programme of the school.

Alternatively existing structures like the parent-teacher's associations and the

parent-teacher-student-associations and occasions like parents' meetings for

the discussion of quarterly progress of pupils can be utilized for this purpose.

On a more informal basis parents can also be invited to make written

submissions should they wish to.

These structures have intrinsic value by maintaining peer group norms and values,

and intrinsic value by ensuring conformity with the requirements of the school. For

the successful functioning of these structures it is, however, imperative that the

education authorities as well as the principal provide the necessary material and

moral support to them. So the various meetings should become worked into the

official timetable and be considered part of the workload of the teaching staff. This

should be accompanied by a comcomitant reduction of the existing workload of the

teaching staff. If not, such meetings and discussions could be construed to be an

additional burden to an already overworked staff.

Topics which could be the foci of instructional leaders during action research

projects in order to effect the reorganization of the procedures of the school include

the following;
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the advertisement of vacant posts;

the recruitment of suitable applicants;

the appointment of suitable candidates;

the job description of teachers and instructional leaders;

the induction of appointees into their new positions, including a system of
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mentoring;

the continuing staff development of all post holders;

staff appraisal;

the relationship with external education authorities;

the choice of subjects;

the streaming of pupils, especially at senior secondary level;

teaching methods and techniques;

instructional media;

vocational guidance;

the accommodation of multiculturalism;

a system of promotion and failure;

a system of reward and punishment;

the monitoring of instructional programmes;

the collaborative involvement of pupils and parents.

Each of these topics has the potential to be hegemonic and to be abused -

intentionally and unintentionally - to further certain aims which might be

detrimental to the actualization of the school mission. These subjects should be

prioritized and dealt with one by one by means of action research projects. Any

educational institution or practice which is found to be in variance with the

collaboratively derived school mission should be regarded as problematic and

should be regarded as the subject for an action research project. In this way the

http//etd.uwc.ac.za



- --------------------------------------------------~

whole spectrum of instructional leadership should be subjected to a critical analysis

by the action researchers.

CONCLUDING REMARKS

The utilisation of action research as a staff development process offers teaching

personnel at all levels of the hierarchical structure of the school an opportunity to

exercise their capacity for leadership. Any teaching staff member who can make

a contribution towards changing the behaviour of his/her colleagues is regarded as

a leader. Such changes in behaviour refer, amongst others, to changes in

colleagues' perceptions, understandings, values, beliefs, habits and practice. For the

efficient functioning of teachers as leaders it is imperative that the necessary

authority be attributed to them, that is the authority to collaboratively make

decisions regarding the instruction at the school. To attribute authority to all

teachers does not imply a laissez-faire policy where teachers are left to do exactly

as they please. In an institution where democratic principles are upheld members

are not allowed to wantonly disregard organization, regulations and control.

Furthermore, various other factors like the school culture, the demands of

accountability, the example of other instructional leaders and a professional code

of ethics should have a moderating effect on potentially licentious members.

The emphasis on action research - which is basically a group procedure -should

definitely not be construed as the repudiation of individual techniques of

instructional leadership. On numerous occasions techniques like amentoring

system are best suited to satisfy individual needs. When the re-orientation of
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people's belief and value system is, however, required action research is the more

appropriate strategy.

Most of the practical suggestions put forward are intentionally tentative. There are

various reasons for the tentativeness of these suggestions. Firstly, cognisance is

taken of the organizational and societal context in which the action research is

supposed to be conducted as these will impact significantly on the instructional

instruction which will result from it. Secondly, cognisance is taken of the fact that

instructional leaders have varied values, beliefs and experiences which will cause

them to operate at different levels of professional development. Thirdly, action

research is a constructive, open, subjective and interactive process and it is

therefore impossible to predict outcomes and to suggest possible solutions to

problems that might occur.

The effectiveness of the action research process should ultimately be determined

by three factors, namely the measure in which accepted goals and objectives are

being achieved, the development and maintenance of group solidarity and the

growth of individual and collective proficiency of group members. The main

hypothesis on which this thesis rests is, however, that the democratization of

instruction leadership with the emphasis on the collaborative participation is a

necessary condition for instructional effectiveness.
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7

ACTION RESEARCH FOR

INSTRUCTIONAL LEADERS: SOME

CONSTRAINTS AND POSSIBLE

SOLUTIONS

GENERAL INTRODUCTION

As stated previously, critical action research has been identified as a means whereby

instructional leadership can be democratized in the interest of the instructional

goals and objectives of the school. For its successful implementation it is

imperative that instructional leaders take cognisance not only of the constraints

which they are destined to encounter but that they proactively plan to surmount

these constraints. These include constraints both within and outside specific school

settings. In this chapter an attempt is made to make a contribution towards this

end.
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In order to identify constraints which could impact negatively on the

implementation of the suggestions (as contained in chapter 6), abridged copies of

chapters 5 and 6 were handed to 20 instructional leaders at primary and secondary

schools as well as 10 colleagues at a college of education who had previously been

involved with instructional leadership at primary and secondary schools.

Beforehand all members of this target group had indicated their willingness to

respond to the request during an unstructured interview. Of the target group

nineteen were ready to respond within the requested time. The constraints that are

listed below have been derived primarily from this survey. The respondents were

largely selected at random and as such are not a representative sample of any

particular group of instructional leaders. The ''validity'' - in a positivistic sense - of

such research findings might thus be suspect. The responses, however, showed

marked similarities and were furthermore verified by means of a literature survey

(especially of the action research projects undertaken under the auspices of the

University of the Western Cape during the period 1989 to 1994), as well as personal

experience.

The list of constraints below is not meant to be all-encompassing but merely to give

an indication of some of the constraints that could possibly impede the

democratization of instructional leadership. These are the constraints which make

general prescriptions regarding instructional leadership ill-advised and which

necessitate instructional leadership which takes cognisance of the context in which

it is practised.
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THE SOCIALIST AGENDA OF THE MASS DEMOCRATIC ALLIANCE

It is the expressed political resolution of the ANC-dominated Government of

National Unity to democratize the governance of South African education. In

practice this should mean that the stakeholders, interest groups and role players will

be given an opportunity for maximum participation in decision-making regarding

the substance and quality of the curriculum and syllabi, as well as the management

of education and control over the resources and policy. Ifwhat is envisaged is not

mere token involvement, this could mean that the notable section of the South

African population who is inherently conservative or liberal will be given an

opportunity to make a meaningful contribution towards the above-mentioned

aspects of schooling. This is praiseworthy and consonant with one of the basic

premises of this thesis, namely that the basic values and beliefs of everyone

concerned should determine the form and level of the participation as democracy

can take on different forms and levels depending on the philosophical orientations

of the people concerned. This is why no specific form or level of democratic

participation is propagated in this thesis. Instead it is envisaged that the people

involved as well as the organizational and societal context in which the school is

situated will eventually determine a suitable form of participation. Irrespective of

the philosophical orientations of the people involved, the acceptance of a bill of

human rights by the Government of National Unity should help to ensure that

certain basic human rights like freedom, equality and justice are maintained. It

would be impetuous to postulate that the political victory of the working class and

the ascendency of the pre-socialist, radical movement will nullify or effectively

outweigh the conservative and liberal ideologies.
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In spite of protestations to the contrary, there is enough evidence to indicate that

the People's Education movement is inextricably linked with organizations like the

ANC, the NECC, the various Education Policy Units and SADTU, and that these

organizations are, in tum, inextricably linked to each other. An analysis of the

People's Education movement indicates an agenda which is not consonant with the

above-mentioned political resolution of the South African Government of National

Unity. As indicated in chapter 3, socialists within the ANC, SACP and COSATU

regard the national democratic struggle which has been won by the Mass

Democratic Movement as part of the initial phase of the transformation of the

South African society. The establishment of a socialist South Africa is regarded as

the ultimate phase of the struggle. While this aim has not been overtly propagated

by propagandists of Peoples' Education after the political triumph of the Mass

Democratic Alliance it would be naive to ignore this possibility. The emphasis on

the establishment of a democratic, non-racial South Africa instead of a socialist

South Africa could very well be a guise to gain the support from all those who

opposed the racist policies of the previous Nationalist Government of South Africa.

It therefore becomes necessary to interrogate this agenda more closely and to

unpack its ideological baggage.

In socialist circles special emphasis is placed on the interests of the working class

in the development of a liberating educational praxis. The reasoning behind this

is the contention that the outcome of the people's struggle will ultimately be

determined by the class which leads the people's movement. SADTU has become

a key role player in the negotiations regarding the transformation of the South

African education system. The nomination of the erstwhile president and general-

secretary of SADTU to the General Assembly of South Africa and the acceptance

by the ANC of the policy proposals of the Wits Education Policy Unit regarding the
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SADTU -commissioned teacher assessment system are indicative of this fact.

Although People's Education is seldom mentioned overtly its principles are being

propagated by SADTU. It is also significant that SADTU thinks of itself as a trade

union and its members as workers as opposed to professionals. This does not

necessarily imply that all SADTU members have socialist leanings. It does,

however, imply that initiatives which emanate from these quarters should be treated

with a healthy circumspection to ascertain to what extent they are attempts to

actualize the socialist ideal of ideological homogeneity amongst the working class.

This could mean that no allowance will be made for competing ideologies. The

assertion of the primacy of class can, for example, be regarded as the negation of

race, ethnicity and other communal solidarities like religion and language as the

dominating factors in society alongside class. Presently Model C schools cater

mainly for South Africans who are adherents of either the conservative or liberal

traditions. The attempt to eradicate all Model C schools and not merely the

undemocratic practices which characterize many of these schools should be seen

against this background. At this stage it is only the economic reality which is

ensuring the continued existence of the Model C schools. What should be done

is to guard against the use of these communal solidarities by Model C schools to

perpetuate racial inequities which have resulted from the apartheid system. Instead

an attempt should be made to unite the diverse cultural groups in South Africa into

an integrative pluralism by acknowledging the legitimate interests of the various

individuals and groups in South Africa.

Giroux (1980: 228-229) suggests that hegemony manifests itself in the following four

aspects of the schooling process:

the, selection of a culture that is deemed to be socially legitimate;

the need to clarify certain cultural content and forms as superior or inferior;
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the selection and legitimation of certain relationships within the school;

the distribution of and access to different types of culture and knowledge by

the dominant social class.

The new hegemony will thus legitimate certain forms of cultural capital, like modes

of knowing, styles of behaviour, tastes, dispositions and linguistic competencies

(Giroux, 1980: 236). In the process knowledge could be distorted or falsified in the

interest of the new dominant ideology and the limits of critical discourse defined.

If the socialists should be able to obtain a stronghold on the Mass Democratic

Movement it is not inconceivable that an attempt will be made to institutionalize

the socialist ideology in schools so that it becomes part of the everyday

consciousness of everyone concerned. Such a new hegemony will be an attempt to

endorse the socialist ideology as legitimate and superior and an attempt by the new

ruling class to maintain dominance or to win consent of those over whom it rules.

As such it will be inimical to the tenets of a true democracy. If this worst case

scenario should materialise, this can definitely be considered to be a constraint

which will have a detrimental effect on attempts to establish instructional leadership

which is truly emancipatory, empowering and transformational.

There is general agreement amongst action researchers that there exists a dialectical

link between personal, professional and political transformation. This basically

means that a truly democratic leadership can only be effected if all three aspects

are transformed. If the political arena is dominated by the socialists, educational

leaders will then necessarily have to concentrate on personal and professional

transformation. This will have a reductionist effect on action research activities and

give action research an essentially counter-hegemonic character. This need not be

regarded as a major debilitating feature but should instead be regarded as a
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obligatory step in the attempt to establish a truly emancipatory, empowering and

transformational leadership practice in schools. Action research can thus help

schools to remain active sites of intervention and resistance by ensuring that critical

learning and practice become firmly entrenched in the schools. In this regard

critical thinking should be regarded as an act of emancipation which defies

hegemonic control and containment (McTaggart & Singh, 1986: 43). It is especially

necessary to abstract the hegemony from the mechanisms of control that shape its

form and content (Giroux, 1980: 233). Only then can an attempt be made to

counter its form and content. The counter-hegemonic struggle in the schools should

ideally not be insulated from wider political struggles as the dominant ideology can

also be transmitted through the family, the church, the media, the work group and

the social group. By not challenging the new dominant ideology the status quo will

be reinforced with dire consequences for critical teaching and learning which form

the cornerstones of a true democracy.

THE ABSENCE OF STRUCTURAL SUPPORT

In chapter 6 the need for structures and procedures to create opportunities for

meaningful working relationships and collegial support between the respective

instructional leaders is emphasized. The success of such structures and procedures

depends to a large extent on the measure of material and moral support which is

provided by the education authorities and the principal. It is only when action

research becomes institutionalized in the structures of the school that it will be

assured of the commitment of all concerned. It is, amongst others, recommended

that general staff meetings be held regularly and that subject head meetings and

subject meetings be held during alternative weeks. The recommendation is that
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these meetings should be officially recognised and thus become worked into the

school timetable and be considered part of the job description of the various

incumbents. It is furthermore imperative that classroom visitations become part of

the instructional leadership programme of the school and that provision be made

for other formal and informal discussions between the various practitioners. This

means that on average between three to six periods per week per teacher should

be set aside specifically to ensure the successful functioning of the various

instructional leadership structures. Unfortunately many of those who have

responded to the proposals as contained in chapter 6 have contended that these

suggestions presuppose an ideal situation. In reality South African teachers struggle

under such a heavy teaching, administrative and extra-curricular workload and have

so few non-teaching periods that any additional functions - no matter how

potentially beneficial they might be - are regarded as an additional burden.

In 1988 a country-wide situation analysis was done of subject leadership in the

primary and secondary schools of the ex-Department of Education and Culture

(House of Representatives) (Williams, 1989). Almost half of the respondents in

primary schools indicated that they had between 0 and 5 non-teaching periods per

week in which to perform the exacting and comprehensive duties of subject head,

while a quarter of the respondents had between 6 and 10 non-teaching periods.

This meant that generally no provision was made on the school timetable for the

execution of the important duties of the subject head. In secondary schools the

situation was more favourable with 70% of the respondents having between 0 and

15 non-teaching periods per week. This relatively favourable situation was

drastically altered when the Department of Education and Culture (House of

Representatives) (1988) issued a circular in which the recommended minimum

number of teaching periods per week was increased to 49 periods per week in
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primary schools and 42 in secondary schools. In practice this meant that ordinary

teachers in primary schools (including those who were appointed as subject heads)

had no non-teaching periods in which to perform the function of instructional

leadership. In secondary schools ordinary teachers were entitled to 7 non-teaching

periods in which to perform other duties. This meant that excessive demands were

made on the time, energy and expertise of these teachers. This situation definitely

contributed towards the basic neglect of the instructional leadership function of

educational leaders.

This situation was aggravated even further by the intervention of the World Bank

and International Monetary Fund. In 1993 the World Bank approved a loan of one

billion rand for education spending in South Africa (Soobrayan, 1993: 1). Loans by

the World Bank are, however, conditional on certain structural adjustment

programmes which are aimed at the economic development of the borrowing

countries. Some of the effects of these programmes are high unemployment due

to the cut-backs to the civil service and the removal of protectionist policies;

increased cost-of-living due to currency devaluation; and the cut-back of social and

welfare services as the result of a decrease in government spending (Soobrayan,

1993: 4). These effects are regarded as necessary to realise a positive rate of return

on investment.

As one of the major social services offered by a state education is effectively linked

to macro-economic policy. This has unfortunately led to what Soobrayan (1993: 5)

refers to as a narrow economistic view of education. Cost effectiveness in education

has become one of the driving forces at the cost of social and political goals. A

further consequence of this has been the erosion of the national sovereignty over

educational policy. This has in turn led to so-called rationalization plans with the
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expressed purpose to reduce costs by, amongst others, increasing the teacher-pupil

ratio. In practice this has resulted in early retirement packages being offered to

teachers and the retrenchment of teachers who are deemed to be redundant. An

insistence on ratios of 1:40 in primary schools and 1:35 in secondary schools have,

amongst others, also meant an increased workload for the remaining teachers. This

has meant that the possibility of structural support for the type of instructional

leadership which is envisaged in this thesis has been further eroded.

Due the rationalization plans teachers are increasingly participating in what

Kincheloe (1991: 12) refers to as a crisis management atmosphere and a battle to

survive amidst structural constraints like overcrowded classrooms, minimal resources

and minimal in-service support by the state authorities. This means that there is

no time left for critical reflection and research into practice which are essential

components of the teachers' professional role. In this way teachers are relegated

to the positions where they are merely called on to react to daily emergencies. This

has led to high levels of demotivation and demoralization on the part of teachers

and a breakdown of the culture of teaching.

It is not the purpose of this thesis to enter into a treatise into the inevitability or

advisability of economic aid from the World Bank. If, for argument's sake, the

South African Government has, due to economic realities, no choice but to accept

the diktats of the World Bank education, authorities should nevertheless proactively

try to overcome some of the structural constraints which result from such an

acceptance. There is, for example, a perception that the South African syllabuses

are generally overloaded. By streamlining the syllabuses and decreasing the number

of periods that are allocated to content subjects in secondary schools by one period

per week additional periods could be released to be utilised for instructional
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leadership. At school level a period can be added to four days of the week. Pupils

can then be dismissed four periods early during the fifth day to enable instructional

leaders to hold meetings. Instructional leaders should ultimately determine what

solution will be most suitable to meet the demands of the local situation. With the

necessary inventiveness and resourcefulness seemingly insurmountable constraints

can be overcome. It is, however, imperative that instructional leadership be

officially built into the school routine in order not to add unduly to an already

heavy workload of the instructional leaders.

THE GENERAL SHORTAGE OF QUALI1Y EDUCATIONAL LEADERS

The effective introduction of the suggestions contained in chapter 6 are very much

dependent on the existence of a corps of high quality educational leaders, especially

those who will initially be called on to act as facilitators. Unfortunately in South

Africa the lack of the required staff development opportunities means that

leadership is exercised intuitively or through the imitation of what is regarded as

worthy of emulation. The problem of the shortage of quality educational leaders

is especially distressing in the black schools. According to Giliomee (1994: 23) the

ex-Department of Education and Culture (House of Representatives) opened 76

new secondary school from 1984 to 1993. This situation led to the appointment of

young and inexperienced principals with staffs which comprised of mainly young and

inexperienced teachers in charge of approximately 600 adolescents. In spite of the

general shortage of quality educational leaders the very same department ,aw it fit-.
to allow approximately 600 of its most experienced and competent primary and

secondary school principals and many other promotion post holders to go on early

retirement in 1993 by offering them a very attractive package deal. There is every
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likelihood that this process will be repeated in 1996by the Western Cape Education

Department. This early retirement of educational leaders is part of the South

African government's rationalisation plan. The Teachers' League of South Africa

(1994: 1) attributes the rationalisation plan to the conspiracy between the South

African government and the World Bank (and the IMF) to make parents pay for

their children's schooling, and to sack civil servants, state health workers and

teachers so as to balance South Africa's budget. As indicated above, it thus seems

as if budgetary considerations are more important than the quality of educational

leadership and ultimately education in general.

The problem regarding the general shortage of quality educational leaders is

complicated by the problem surrounding the succession of leaders. The succession

of leaders is generally a disturbing factor mainly for the following reasons:

...it changes the lines of communication, realigns relationships of power,

affects decision making, and generally disturbs the equilibrium of normal

activity.

(MiskeI & Cosgrove, 1985: 88)

In spite of the obvious shortage of quality educational leaders it is paradoxical that

educational leaders, especially subject heads, are still relatively underutilized. Many

teachers are also reluctant to accept the position of educational leader. To Drake

(1977: 292) this can be attributed to a number of factors:

As with the rest of humanity, teachers are individualistic, and not

everyone will desire, nor be capable of leadership. Some are afraid of
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progress, preferring to maintain the status quo. Some prefer to remain

submerged in anonymity.

In the South African context politics has also contributed to the problem.

Acceptance of promotion posts in schools has in some circles been considered as

collaborating (in the negative political sense of the word) in an oppressive system

of education. The consequence is that the immense leadership potential of a

number of teachers has remained largely untapped. Overall these factors have

contributed to the fact that there exists a dearth of high quality leaders in South

African schools. The successful implementation of the suggestions in chapter 6 also

presupposes a familiarity with the basic principles and techniques of action research

by at least one member of the staff, preferably the principal. Unfortunately this is

generally not the case. This could be regarded as an important constraint which

could jeopardize the successful implementation of the suggestions contained in

chapter 6.

The suggestion that instructional leadership be regarded as a function in which

•

many staff members contribute, i.e. a shared responsibility, could contribute towards

solving the problem regarding the shortage of quality leaders. In the first place, it

increases the likelihood of tapping the pool of leadership potential that might be

contained within the general staff. In the second place, the emphasis on the

collaborative effort of all instructional teachers could have a moderating effect on

the excesses of individual instructional leaders. Furthermore, the education

authorities can make a meaningful contribution towards the in-service training of

educational leaders in general. What is required, however, is much more than

merely equipping educational leaders with practical competencies and skills to carry

out rules and follow prescribed procedures or to meet externally determined goals
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and objectives. What is required is the development of a more emancipatory

leadership practice in which educational leaders are empowered to react proactively

to challenges that might face them in their practice. What is thus required from

the side of the educational leaders is a complete paradigm shift from the

authoritarianism which has characterised leadership in South African schools

hitherto and a commitment to equip themselves with the skills and competencies

necessary to help to actualize a system of schooling which is truly democratic. It

would be naive to postulate that such a paradigm shift on the part of essentially

bureaucratic officials, on the one hand, and educational leaders, on the other hand,

who were essentially functionaries of the state, can occur overnight. It will

necessarily be a slow process, but with the necessary will and commitment it can be

achieved.

THE ROLE OF THE PRINCIPAL

To appoint the principal as facilitator in the action research process is fraught with

dangers. The principal can abuse his/her position as facilitator to co-opt subject

heads and teachers to work on externally formulated questions and issues which do

not emanate from the practical concerns of the practitioners. The principal can also

co-opt action research as an instrumental component of teacher evaluation and

curricular innovation. This happens if action research is regarded as a series of

techniques whereby the practice of teaching and learning can be improved but not

as an instrument of educational transformation. Such concerns - if they emanate

from the principal or from the education department - will normally revolve around

the efficiency and effectiveness of practices to realize predetermined instructional

goals and objectives. Action research is then regarded as a means of engineering
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practical improvements. The socio-political and ethical dimensions of teaching and

learning are thus ignored (Kincheloe, 1991: 14). For action research to be utilized

as an instrument of transformation it is necessary that it be used to develop

theoretically informed practice through personal and shared involvement. The aim

should be to develop critical communities collaboratively involved in the

interpretation, critical analysis and transformation of social relations and structures

of education (Kemmis & Chiro, 1987: 104).

There is also the possibility of the principal usurping intellectual ownership of and

responsibility for the problems addressed as the result of his/her position of

authority (Grundy & Kemmis, 1982: 15). It is therefore necessary that certain

traditional inclinations and notions with regard to the principal be interrogated if

they are regarded as impediments to the action research process. This includes the

teachers' inclination to regard the principal as the leader. On the other hand the

parity amongst instructional leaders can be problematic to many principals and

teachers. Elliott (1991: 62) suggests a solution to this dilemma. According to him

the teacher's traditional sphere of authority is the classroom, while that of the

principal is the school as a social organization. He avers that if there is to be a

transition from a craft culture to a reflective culture - which action research

undoubtedly envisages - it is necessary to change this traditional structure of

authority. To him the development of classroom practice and organizational

development are two aspects of ...a unified process in which teachers collaboratively

develop their practices by deliberating about both their pedagogical and organizational

aspects. Both parties will necessarily have to relinquish a certain measure of control

over their traditional territories. For the principal this could mean the end of the

technocratic notion of the principal as the manager of resources to achieve

prescribed outputs, i.e. the end of the principal's role as functionary of the state.
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According to the National Education Authority (NEA) and the National Association

of Secondary School Principals (NASSP) (as quoted by Smith and Scott, 1990: 4)

a collaborative school is a school in which the professional autonomy of teachers

and the managerial authority of principals are harmonized. It is therefore

imperative that the status role of the principal as facilitator be negotiated during

the preparation stage.

While it is the responsibility of the principal as facilitator to encourage the

development of a spirit of collegiality amongst everyone concerned, he/she should

guard against what Hargreaves (as quoted by Lugg & Boyd, 1993: 258) refers to as

contrived collegiality. Contrived collegiality is administratively regulated, compulsory,

implementation-oriented, fixed in time and space, and predictable. Such a

collegiality is anathema to trust and genuine communication which are the

hallmarks of effective action research. Collegiality, while a precondition for

effective action research, should be underpinned by common values and beliefs and

a commitment to the school's mission and should be allowed to evolve over a

period of time without any form of coercion.

It is conceivable that the role of the facilitator will evolve over a period of time.

While the practitioners will naturally be dependent on action researchers initially,

the facilitator should resist the temptation of intervening to the extent of controlling

the decision-making process. This could lead to a kind of dependence on the

facilitator which could be incapacitating or disempowering (Kable, 1992: 145). The

ideal is that the role of the facilitator diminish as the competency level of the action

researchers grows. To McTaggart (1982: 104) the ultimate autonomy of the action

researchers exemplifies successful facilitation. The ideal facilitators should thus
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endeavour to make themselves redundant by the transfer of power and authority to

the participants.

One of the main constraints to the successful implementation of action research is

the fact that the principal has a dual role to fulfil: on the one hand he/she is called

on to act as facilitator in the action research process, and on the other hand he/she

has to fulfil the duties of the administrative head of the school. This means that

the principal has to fulfil a formative and summative role simultaneously. As

facilitator the principal is geared towards the development of the instructional

leadership faculties of all members of the teaching staff. Initially this will entail

the provision of a fair amount of support, empathy and encouragement and the

building up of a spirit of collegiality based on trust and understanding. As the

administrative head of the school the principal will also be expected to assess the

responsibility of the teachers, i.e. the extent to which they have carried out the

duties that have been assigned to them and to determine tenure or promotability.

It is very likely that the instructional leaders will feel threatened if they have to

confide in the principal regarding, amongst others, their shortcomings if the

principal is also expected to fulfil a summative evaluation role. One possible

solution for this problem is for the principal, in consultation with the education

authorities, to suspend summative evaluation of the teaching staff until his/her

duties as facilitator have diminished to such extent that they can be terminated. In

the meantime, summative evaluation should only occur at the request of teachers

who wish to be appointed permanently or intend to apply for promotion posts. The

problem with this solution is that due to the existing circumstances it is envisaged

that the services of the principal as facilitator will be required for a considerable

length of time. In this case all summative evaluation will have to be suspended

until the principal has completed his/her role as facilitator. If the notion of
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accountability is accepted as an inherent element of democracy, this total neglect

of accountability must be regarded as an undesirable state of affairs. The counter-

argument is that no form of formative or summative evaluation is any case taking

place in a large number of black schools due to the total rejection of the staff

evaluation system which was imposed on the teachers by the Nationalist

Government of South Africa, To suspend summative evaluation for a longer period

of time in the interest of long-term goals could thus be morally defensible. This

counter-argument is, however, based on a fair degree of generalization and cannot

be accepted as a premise on which to base recommendations that are supposed to

be widely applicable. Much more fundamental is the criticism that this counter-

argument is based on acceptance of the continued existence of an evaluation system

which has been discredited by a large number of the people concerned.

Although not beyond criticism, a much more acceptable solution is contained in the

proposals which have been formulated by the Education Policy Unit of the

University of the Witwatersrand (Chetty, et al., 1993). If the process of teacher

appraisal is above-board, democratized, formative, sensitive to context and teacher-

centred it will go a long way towards removing the feeling of threat and alienation

which many teacher experience towards evaluation in general. The standard

performance appraisal interview, as set out in chapter 4, could form the basis of the

summative evaluation of all role players. The action research sessions can be

utilised for the summative evaluation of all role players, including the subject head

and principal, at the end of an action research cycle. In this way the function of

summative evaluation is no longer the sole responsibility of the principal or a group

of promotion post holders, but the joint responsibility of all the instructional leaders

within a subject department. Even though the evaluation at the end of an action

research project serves a summative function, the emphasis should still be
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supportive and problem-solving, focused on building up rather than punishing

weaknesses.

Many principals regard themselves as superior to their subordinates on the basis of

their experience, superior knowledge and extra-ordinary job performance. They are

therefore convinced of the superiority of their decisions. To such principals the

empowerment of all teaching members of staff as decision-making instructional

leaders could be regarded as an erosion of their authority (Mosoge, 1993: 20). Such

an eventuality could also impact negatively on their status in the eyes of the

education authorities. These fears are real and need to be addressed. It is

therefore necessary to emphasize that the empowerment of all teaching staff as

instructional leaders should not necessarily have a detrimental effect on the

leadership status of the principal and the subject heads. It is envisaged that the

principal and the subject heads will retain their traditional organizational and

administrative functions. With regard to the instructional functions the principal

and the subject heads will be called on to fulfil the crucial role of facilitator. As

such they will be empowered, by the consensus of all staff members, to play a

meaningful role in the implementation of action research as a means whereby

instructional leadership can be utilised to actualize the school's mission in a way

that will benefit all stakeholders. The new function that is envisaged for the school

principal and the subject heads thus elevates them above the staff control and

maintenance function they were traditionally called on to perform. Smith and Scott

(1990: 4) summarizes the situation succinctly with the slogan ...power shared, is

power gained. The perceived loss of authority is thus actually an enhancement of

the status of the principal and subject heads to that of true instructional leaders.
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THE RESISTANCE TO CHANGE AND INNOVATION

Practitioners generally experience a great deal of stress and a resistance to accept

any form of change and innovation. Heller (1993: 100) avers that the amount of

stress is directly proportional to the extent of the desired change. Furthermore the

resistance will depend on the extent to which existing self-interests are threatened.

Individuals with a vested interest in the status quo will thus naturally resist all

attempts at innovation and change. Such self-interests then form a formidable

barrier to change (Kemmis, 1986: 51). With critical action research - which can be

regarded as a major change strategy - the change that is envisaged is even more

radical and the stress and resistance expected could be even more severe. It would

be naive to take for granted the commitment of instructional leaders to democratic

values and emancipatory practices. It is unfortunately a fact that many teachers

regard their professional craft culture as sacrosanct and will therefore be opposed

to any attempt to transform it. This opposition is based on a variety of

considerations:

Many teachers feel that pupil involvement in the critique of a teacher's

professional practice will encroach on the respect for the professional

expertise of the teacher and the right to exercise authority in his/her own

classroom (Elliott, 1991: 59);

There is always the risk that when individuals are expected to collaborate,

latent conflict and tensions could be evoked as spheres of authority are

normally defined territorially (Elliott, 1991: 61-62);

Many teachers do not regard their perceptions of professional competencies

as prejudices that have to be submitted to critical review (Hutchinson &

Whitehouse, 1986: 92);
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Taken for granted assumptions and processes with which the instructional

leaders were very comfortable could be threatened if exposed to critical

scrutiny (Winter, 1989: 60);

For teachers who have traditionally practised their professions in relative

isolation, it could be problematic if the group is suddenly given precedence

over the individual;

To empower people m an environment that is not conducive to such

empowerment can be counterproductive as it could lead to increased

personal and organizational stress;

Teachers with weak academic and pedagogical backgrounds will feel

threatened by having to collaborate with colleagues who are ostensibly better

qualified.

Other factors which can thwart attempts at organizational improvement are

the following: focusing on single innovations; the imposition of models which

have been validated externally; the failure to have an impact at the

classroom level; ignoring the culture of the school (Hopkins, et al., 1994: 84).

The problem regarding the resistance to forms of change and innovation is a serious

one and if not handled with the necessary circumspection could become a major

constraint with serious repercussions for the successful implementation of critical

action research as a means of democratizing instructional leadership. While

resistance to any form of change and innovation should be regarded as a natural

process, proactive steps should be taken to alleviate such resistance and to tum it

into a force which can be harnessed for the benefit of the instructional programme

of the school. The following are some suggestions to deal with the resistance:

Teachers must be made to realize that their perceptions of professional

competencies are prejudices that must be subjected to critical review. This
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means that practitioners should regard their practice and the context in

which it occurs as cultural constructions and not as a social given

(Hutchinson & Whitehouse, 1986: 92). This realization is a necessary

precondition for the constructive critique of any social practice.

Initially it might be advisable to undertake small projects which allow for

minor attitudinal changes and professional growth. During these projects the

basic patterns of asymmetrical communication can be laid, while

experimentation, change and risk-taking should be encouraged.

The capacity for assuming new roles should be developed to empower

practitioners to carry out their new responsibilities.

Change should be regarded as an evolutionary process which allows for

adaptation and adjustments as the change is being effected. Bennis (1976:

186) speaks of a gestation period which is required to develop interaction,

trust, communication and commitment.

The influence of groups on individuals is a catalytic factor. Through

repeated interaction with the other members of a group an individual can

in time come to internalize the group's values and beliefs (Bolin, 1989: 91).

Success should be regarded as the achievement of the whole group, while

failure should be regarded as a challenge to seek improvement and not as

a vindication of the resistance against change and innovation.

To alleviate the stress which accompanies change it is necessary to adopt

various policy support strategies. These include release time for

instructional leaders to work together, assistance in collaborative planning,

encouragement of new experiences, involvement in goal-setting and the

creation of a culture of collaboration, risk-taking and improvement (Werner,

as quoted by Hargreaves, 1994: 62). The new culture should preferably grow

out of shared experience.
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Individuals respond positively to change when they realize what is required,

accept that there is a need for the change and is involved in planning how

it might be introduced so that they are afforded an opportunity to develop

a sense of ownership about the proposed change.

For the change to become institutionalized the following activities should be

regarded as crucial: an emphasis on embedding the change within the

structures, organization and resources of the school; the elimination of

competitive practices; the establishment of links to other change efforts;

widespread use in the school; a bank of local facilitators (Miles, as quoted

by Hopkins, et al., 1994: 38).

An effective, collaborative climate goes a long way towards facilitating the

acceptance of change. According to Bennis (1976: 186) such a climate

includes the following ingredients: flexible and adaptive structure, utilization

of individual talents, clear and agreed-upon goals, standards of openness, trust

and cooperation, inter-dependence, high intrinsic rewards, and transactional

controls which means a lot of individual autonomy, and a lot of participation

in making key decisions.

Action research can be used as a means of staff development. This can have

farreaching consequences for the school, especially with regard to innovation and

change. The following are some of the most important consequences of such staff

development efforts:

It can deepen insight into the problems that arise from innovation and

change.

It can ensure that the educational leader's approach, teaching strategies,

subject knowledge and managerial practices keep up with modem demands.

_I
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It can help to promote the adaptability of the educational leader, forestall

traditionalism and prevent rigidity and obsolescence.

It can stimulate a positive and enthusiastic response to change.

It can prepare the educational leader for the different and increased

responsibilities.

It can cause a constant retrospection and introspection.

It can render greater self-confidence in the fulfilment of the accompaniment

task.

It can lead to usefulness on a much broader level.

It can lead to refined abilities and skills.

THE TRADITION OF NON-PARTICIPATION

This constraint is closely interrelated with the general resistance to change and

innovation.

As indicated in chapter 4, one of the features of instructional leadership in South

African is its hierarchical and authoritarian nature. Decisions were taken in the

highest echelons of the education system and passed down to the local school level.

Most of the communication that took place was asymmetrical while the decision-

making process was predominantly closed and top-down. South African

educational leaders were thus never given an opportunity to make a meaningful

contribution towards the determination of the macro policy which governed the

schools. Unfortunately this situation was replicated at the various schools by

principals who monopolized the decision-making process and whose main concern

was to ensure that official rules and regulations were carried out devoutly. This has
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given rise to a culture in which teachers and educational leaders have become mere

rule-governed functionaries of the state accepting the top-down directives

unquestioningly. One of the most important consequences of this state of affairs

has been the development of a tradition of non-participation. Another reason for

this tradition has been the politics of resistance and protest, especially in historically

black schools.

Other factors which inhibit people from participation and which are not unrelated

to the afore-mentioned include the following:

a lack of faith in the effectiveness and outcomes of democracy;

uncertainty about the value of greater participation;

unavailability and lack of access to the type, quality and quantity of

information on which to make choices;

insufficient skills and lack of confidence to use them;

the existence of rigid, inflexible and non-democratic structures, institutions,

systems and procedures;

the amount, type and level of education and training that the majority of

people have obtained and achieved (Ellis, 1993: 25).

An analysis of these factors indicates that what is lacking is the political will to

participate as well as the knowledge and skills that are essential for meaningful

participation. The possible solutions that were suggested above could also be

applied to break down the tradition of non-participation. These, in summarised

form, are:

Participation in decision-making should not be mere token involvement, but

should make a meaningful contribution to the determination of school policy.
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Instructional leaders should be equipped with the skills and resources to

reflect on and transform their practice.

Considerable support and guidance should be given especially initially.

Organizational structures, systems and procedures should be established to

facilitate participation.

Compliance with certain moral and ethical standards should be obligatory

as a moderating influence on the decisions which are the product of a

process of democratic deliberation.

A spirit of collegiality based on trust, understanding, mutual respect and

goodwill should be developed.

Participation should be encouraged by starting off with small projects which

are non-threatening and which allow only for minor attitudinal changes.

Experimentation, change and risk-taking should be encouraged.

Conflict should be regarded as a natural part of any growth process.

Linked to the tradition of non-participation is the fact that the transmission of a

common core of subject matter, intellectual skills, traditional values and knowledge

was regarded as the major pursuit of the schools. While pupils were regarded as

the passive recipients of the knowledge, teachers were relegated to the position of

• mere depositors of knowledge and the role of the instructional leader was to

facilitate the transmission of such knowledge. This explains the emphasis that is

placed on rote-learning and the regurgitation of learned facts. In this way teachers

and educational leaders were involved in reproducing the dominant traditions of

Christian-National Education. The result is that the art of critical thinking and

critical engagement has largely been neglected in South African schooling. The lack

of critical thinking has been identified as a major debilitating factor for the

successful implementation of action research. Although it will curtail the

/
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transformational power of action research initially it should not be regarded as

insurmountable as one of the purposes of action research is precisely to inculcate

critical thinking in practitioners. The faculty of critical thinking should therefore

not be regarded as a prerequisite for the successful implementation of action

research, but rather as a desired outcome.

THE VALUES AND BELIEFS OF THE LARGER SCHOOL COMMUNI1Y

In chapter 6 emphasis is placed, amongst others, on the transformation of the

school mission as a prerequisite for the transformation of the school as

organization. It is furthermore emphasized that the school mission be a shared

vision which should reflect and be based on the primary value orientations of all the

stakeholders, interest groups and role players. If part of the school mission is to

democratize the governance of the school it would be problematic if the larger

school community, especially the parents, have values and beliefs which are

anathema to true democratic principles. Bolin (as quoted by Zeichner, 1991: 370)

mentions the examples of parent communities who desire and demand that teachers

emphasize memorization and drill, absolute obedience to authority, and punitive

discipline. Each of these examples is especially pertinent in the South African

situation. For example, in July 1995 the Western Cape Education Department

issued a proclamation banning corporal punishment in the schools under its

jurisdiction. This proclamation was based on a decision by the Constitutional Court

that corporal punishment was a breach of the interim constitution. This

proclamation was greeted by outrage by parents of the schools of the former

Department of Education and Training (Ngcai, 1995: 1). They condemned the

proclamation as undemocratic, and accused the Western Cape Education
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Department of applying a top-down approach. This outrage resulted in numerous

petitions in which the parents demanded that the proclamation be rescinded

immediately. In most cases the parents had the support of the local educational

leaders. The result was that the Member of the Executive Council for Education

of the Western Cape was forced to withdraw the proclamation. Here is a case

where an obviously democratic decision to protect the human rights of pupils was

at variance with the values and beliefs of the parent communities and the teaching

personnel of the schools. In such a case the values and beliefs of the larger school

society can be considered to be a major constraint which will prevent the

implementation of democratic principles in the school society.

A solution to the problem is contained in the suggestion of Zeichner (1991: 371)

that the state should have the legitimate right to set out the broad parameters for

educational policies. The finer details of the educational policies should then be

decided on by the major role players and interest groups. This suggestion

presupposes that the state will have taken cognizance of the values and beliefs of

the school communities as well as the prevailing socio-economic and political

situation. This was obviously not done in the example cited above. It is

furthermore imperative that the dialogue and relationship with parents and the

larger community be reciprocal and one of power-sharing. Parents should thus not

merely be involved to provide a service to the school by, for example, checking

homework, working as tuckshop assistants, and helping with after-school activities.

This is especially the case in the Model C schools. The agenda of the parent-

teacher and parent-teacher-student associations should also not be drawn up merely

by the principal or the teaching staff thereby controlling the decision outcomes.

Parents should be actively involved in making school policy.
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The suggestion is thus that the values and beliefs of the larger school community

should not merely be taken into consideration when decisions regarding school

policy are made but that the larger school community should be actively involved

in the decision-making process whenever practically possible. Where the values and

beliefs of the community are blatantly undemocratic and regarded as a constraint

to the democratization of schooling and more specifically instructional leadership,

every attempt should be made to moderate such beliefs and values. This can only

be done when the teaching staff enjoy an open, symmetrical and understanding

relationship with the parent community.

THE CAPITALIST MODE OF PRODUCTION

The Government of National Unity of South Africa has accepted the macro-

economic constraints of the liberal international economic order (Webster, 1995:

29). This is, amongst others, borne out by the acceptance of the diktats of the

World Bank and the International Monetary Fund as well as the signing of GATI

(General Agreement on Tariffs and Trade). In practice this has led to the abolition

of the financial rand, a sharp cut in the real wages in the public sector and it will

lead to the introduction of anti-protectionism and deregulation. In spite of a few

innovations which are contrary to the global neo-liberal trend, it does seem as if the

South African Government of National Unity is, at least for the time being,

committed to a free market economic system. Many neo-Marxists will regard this

as a major constraint as they content that the emancipatory claims of action

research can never be actualized because of the constraints that derive form

structural factors like the capitalist mode of production (Gibson, as quoted by

Walker, 1988: 187; Zeichner, 1991: 166). What these neo-Marxists offer is a
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programme of criticism without hope and a substantive vision and theoretical

language. This neo-Marxist stance can have a debilitating and even paralysing

effect of educationists. Lane, et al. (1986: 62) accuse these radical theorists of

inflicting political paralysis and social cynicism on educators.

A solution to this problem is the acceptance of social democracy, instead of

socialism, as the basic economic ideology of South Africa. This will mean that the

inevitability of capitalist economic ownership must be accepted while a conscious

effort should be made to use democratic access to the state to improve the living

standards for everyone (Webster, 1995: 29). The main target group should, however,

be the poor. Webster (1995: 29) avers that this will necessarily involve alliances

with the middle classes as well as acceptance of the constraints of the liberal

international economic order. Castaneda (as quoted by Webster, 1995: 29) suggests

three directions towards this aim: the establishment of an authentic welfare state

for the benefit of the majority of people; tax reforms and major cutback in military

expenditure; a nationally devised strategyfor export-led, environmentally sustainable

industrialising growth.

The way to move beyond the paralysis and cynicism is to investigate possibilities for

transforming the situation in schools. Schools should thus be developed into sites

of possibility. Giroux (1988: 115) described sites of possibility as follows:

...places whereparticular forms of knowledge, social relations, and values

can be taught in order to educate students to take their place in society

from a position of empowerment rather than from a position of

ideological and economic subordination.
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The creation of schools as sites of possibility is not only possible but imperative

during the interregnum when the social democracy is in the process of being

materialized. Such sites of possibility could be used to prevent schools from being

instruments for the reproduction of the capitalist domination and hegemony culture.

As indicated in chapters 5 and 6, critical action research is the ideal instrument for

establishing such sites of possibility. The existence of the macro-economic

constraints of the liberal international economic order should thus not be held up

as a reason why truly transformational schooling is not possible, but should be used

as the reason why such schooling is imperative in South Africa. To accept the neo-

Marxist stance would be defeatist as it offers no solution to the socio-economic and

political realities of the post-apartheid South Africa.

CONCLUDING REMARKS

The effort to democratize instructional leadership by means of critical action

research is an immense task and the constraints that will have to be faced are

substantive and could become a major impediment to the furtherance of the

school's instructional aims and objectives if left undisclosed and unaddressed. The

possible solutions that are suggested to overcome these constraints should not be

regarded as an attempt to depreciate the magnitude of the constraints. Experience

in the United Kingdom has, for example, indicated that it generally takes teachers

between five and ten years to develop the style of discourse and the language

required for engaging critically with contextual issues (Raubenheimer, 1992/1993:

76). In South Africa with its heritage of Christian-National Education and the

imminent danger of socialization the prospects are even more daunting. These

constraints should, however, not be meekly accepted by the instructional leaders,
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but should be regarded as challenges. To ignore these constraints would be

extremely naive, and to regard these constraints as insurmountable would be a

defeatist attitude. What is required is a healthy idealism which accepts that

instructional leaders can be emancipated and empowered to become self-directed

professionals as opposed to obedient functionaries of the state. It is, however, just

as important that the idealism be moderated by the recognition of the realities of

the situation. For this purpose it might be necessary to formulate long-term goals,

in the form of the school's mission, to serve as a beacon to direct the efforts of the

instructional leaders, as well as short-term goals which not merely take cognizance

of the existing constraints but actively try to overcome them. It is with this in mind

that the proposals contained in this thesis were formulated.

Furthermore, it is important to emphasize that while the constraints listed above are

substantive when viewed individually, collectively they form an even more

formidable barrier to the successful implementation of action research as a means

of democratizing instructional leadership. This emphasizes the need for the

collaborative effort of all role players and interest groups. In the concluding

chapter recommendations will be made to address this problem.
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8

RECOMMENDATIONS

In 1994 the political. transformation of the South African society was effectively

initiated. Although the new South African Government of National Unity has

accepted democratic governance as one of the principles to underpin its education

and training programme, this has still not found manifestation at school level. At

national and provincial level there is evidence of consultation with the main

professional organizations. At school level, however, the features of instructional

leadership - as identified in chapter 4 - which prevailed during the era of

Nationalist rule still prevail. As far as instructional leadership at school level is

concerned, the spirit of Christian-National Education is thus still prevalent. Even

if democratic governance should be devolved to school level this would be

meaningless as the educational leaders at school level have generally not been

empowered to participate meaningfully in the determination of school goals and

policy. It is against this background that this investigation was undertaken to

provide a means for the emancipation and empowerment of instructional leaders

in South Africa, As indicated in chapter 2, the problem of translatability is one of
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the main shortcomings of resistance theory. In this thesis an attempt is made to

translate the work of the resistance theorists to practising instructional leaders.

Although it is important to prepare instructional leaders to resist the existing

conditions, it is even more important to prepare them to act pro-actively to establish

conditions in which democratic principles and practices can flourish.

The form of democratization which is proposed in this thesis is quite radical given

the authoritarian ethos with which instructional leadership in South Africa has

hitherto been imbued. What is envisaged in this thesis is a strategy for altering

power relationships in schools. This includes the introduction of school-site

management, increased participation in decision-making by teachers, parents and

pupils. What is thus proposed is consensual and facilitative power which Leithwood

(1992: 8) refers to as ...a form of power manifested 'through' otherpeople, not 'over'

other people. More specifically what is envisaged

are, amongst others, the following:

that instructional leadership should be regarded as a function to which many

staff members contribute, not only the principal and subject heads;

that instructional leaders should be regarded as equal in status and worth,

but not necessarily in function and responsibility;

that the principal and subject heads should not be regarded as the

dominating force but as facilitators whose main aim is to foster collegial and

democratic decision-making in the interests of effective instruction;

that authority to make decisions without approval of a higher authority

should be delegated to instructional leaders;

that the instructional leaders should be accountable not only to the

education authorities, but also to each other, the broader community and the

pupils;
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that instructional leaders should be empowered with skills and resources to

reflect on and transform their practice;

that action research should be regarded as the means of actualizing the aims

and objectives of the school through the democratic collaboration of all

instructional leaders;

that a peer support network should be regarded as preferable to a superior-

subordinate relationship;

that the principal and subject advisers should initially provide considerable

support and guidance but that their contribution should gradually diminish

to such an extent that facilitation is no longer required;

that all individuals that are affected by a decision should have a voice in the

decision-making process;

that all existing forms of hegemonies that are inimical to true democracy

should be exposed and eradicated;

that organisational arrangements which serve to disadvantage, disempower

and marginalize certain groups and interests should be identified and

transformed;

that the transformation of instructional leadership should encompass

personal, professional and political transformation;

that the school's mission, structures and patterns of interaction should be

transformed in order to effect the democratization of instructional

leadership;

that a mediating culture should be established to mediate in the tensions

between the old and the new paradigms;

that the guiding ethics of instructional leadership be freedom, equality and

justice;
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that all instructional leaders should contribute towards the evaluation of the

instruction at the school.

A basic tenet of this thesis is that the basic values and beliefs of all stakeholders,

interest groups and role players should in the final analysis determine what form of

democratization will be adopted by a particular school community. This means that

the leadership mindscapes which ultimately determine the preparedness of the

leaders to accept new models, should not only be shaped by what leaders believe

and value and their understanding of the world - as suggested by Sergiovanni (1992:

41). The internal dynamics of the school cannot be regarded as independent of

outside forces. On the other hand, it will be equally imprudent to regard schools

as being wholly dependent on the whims and fancies of outside forces. Instead, it

should be realized that schools and the outside forces exist in dialectical

relationship with each other. This means that schools and can and should have a

determining influence on the outside forces. Whether the influence is moderating

or transformative will ultimately depend on prevailing circumstances.

The three main traditions discernible in South Africa correspond to a large extent

to the conservative, liberal and radical theories of democracy in western capitalist

societies. As explicated in chapter 3, each of these three traditions has its own

strengths and weaknesses. Each one appeals to a different sector of the South

African population. Although inevitably based on generalisations, the delimitation

is as follows: eNE is geared mainly towards Afrikaner nationalists; the liberal

approach has its adherents mainly amongst the English-speaking sector of the white

population; and People's Education is potentially the most likely to meet the

democratic demands of the majority of black South Africans. What is required is

an education system that will transcend the boundaries between the various
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approaches to schooling in order to meet the demands of the post-apartheid South

Africa, In this regard the following guidelines are recommended:

What is required is for teachers and pupils to be regarded as producers and

consumers of knowledge, who can reject and/or mediate knowledge which

serves to reproduce the existing social order. The development of critical

thinking should not cease once a new hegemony has been established as part

of the institutional and ideological structures of the South African society.

The analysis of the dominance of the hegemony is a prerequisite for the

emergence of emancipatory forms of consciousness. In this way schools

should be used to nourish civic literacy, citizen participation and word

courage.

It is also necessary to acknowledge that the primacy of class cannot be

asserted, but to recognise race, ethnicity and other communal solidarities like

religion and language alongside class as the dominating factors in society.

These differences should, however, not be used as a guise to perpetuate

racial inequities which have resulted from the apartheid system. The

emphasis should be on similarities between the various groups without

ignoring obvious differences. The call is thus for diverse cultural groups to

unite under the banner of an integrative pluralism. This should find

manifestation in the development of an educational praxis which will be

based on the democratisation of education. What is legitimated as

privileged school experience should not be an endorsement of a particular

culture or ideology which is regarded as superior, or part of an attempt by

the ruling class to maintain dominance or to win consent of those over whom

it rules. The new approach should accept that the relationship between the

socio-economical superstructure and education is continuously dialectical.

It should therefore allow for protest and contestation.
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It is also imperative that the new approach not be linked to any party

political alliance if it is to avoid the accusation of sectarianism. Operational

unity - and not ideological unity - should be the goal. The new approach

should thus be based on generally acceptable principles that form the basis

of the operational unity.

Lastly, the emphasis that is placed on social solidarity should not overshadow

individualism as these two values are not necessarily alternative values.

While possessive and selfish individualism should be militated against, the

individual should receive the necessary recognition. The emphasis should be

on cementing horizontal ties between citizen and citizen. Neglected

individuals will necessarily impact negatively on the society.

The above-mentioned guidelines could conceivably be encompassed in a code of

ethics. Everard & Morris (as quoted by Gounden, 1991: 54) view the task of a code

of ethics as the reconciliation of the value system to achieve a clearly stated moral

code to which a large majority of shareholders can subscribe and to which they feel a

commitment. The task of discerning such a code of ethics in a pluralistic society

like South Africa will be an onerous task as agencies like the home, religion,

neighbourhood and culture present conflicting values which will necessarily impact

on the code of ethics (Gounden, 1991: 55). The potential advantages attached to

such a code of ethics, however, will make such an endeavour worthwhile. The

biggest contribution a code of ethics can make is to act as a means whereby the

excesses which currently exist in South African educational leadership can be

countered. On the other hand, a code of ethics can prevent educational leaders

from being exploited by politicians to promote party-political and sectarian interests.

The code of ethics could offer a means whereby the dominant hegemony can be

countered. The absence of such a code of ethics for educational leaders in South
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Africa might very well be construed as an indictment against not only the education

authorities, but also the educational leaders concerned.

The recommendations and guidelines contained in this investigation are based on

a fair amount of idealism as the successful implementation of action research in

primary and secondary schools will depend to a large extent on the full

collaboration of the main external role players and stakeholders. The following is

an exposition of the role that some of the main role players and stakeholders can

play:

Teacher trainers at universities, technikons and colleges of education should

take cognisance of the realities that educational leaders have to face and a

definite attempt should be made to break down the dichotomy between what

is held up as the ideal to educational leaders and what is actually happening

in South African schools. Courses in action research should ideally form an

integral part of the pre-service training of teachers. To introduce such

courses may be difficult given the existing congested, crash course

programme which makes it impossible to expose teacher trainees to research

methods. This is partly the reason why South African tertiary institutions

have neglected action research as a research methodology whereby

emancipation and empowerment of teaching practitioners can be actualized.

Hitherto schools which wanted to undertake the transformation of one or

other aspect of their organization by means of action research were largely

left to their own devices to prepare the staff for such undertakings. It is

therefore not surprising that action research in South African schools is

largely a neglected practice. Even if action research as research

methodology is not overtly propagated, teacher trainers can contribute by

incorporating reflection as part of their teacher education programmes. The
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purpose of such reflection could be to provide preparatory experiences in

critical analysis and meaningful deliberation about issues and practices in

schools (Stanulis, 1994: 32). Such critical analysis and deliberation form the

very essence of action research.

There is also a dire need for the in-service training of instructional leaders

in the art of action research. In this an institution like the Teacher Inservice

Project (TIP) of the Education Faculty of the University of the Western

Cape is playing an invaluable role by, on the one hand, organizing workshops

to help educational leaders to develop an appropriate leadership and

management style. On the other hand, TIP is familiarizing teachers with an

action research approach to classroom practice thereby empowering them to

reflect on how they teach. Thereby the basis is laid for the transformation

of the classroom practice. With minor adjustments this latter programme

can be extended to include reflection on educational and more specifically

instructional leadership. Another institution which is making an important

contribution towards the transformation of educational leadership in South

Africa is the Teacher Opportunity Programmes (TOPS) for school managers

and leaders. The most acclamatory feature of this programme is the fact

that it has put in place a process whereby a group of 90 trainees are annually

selected to, in turn, be trained as facilitators thereby making the programme

accessible to educational leaders throughout South Africa. The Tops

programme for school managers and leaders can be extended to include

units on action research without major alterations to the overall programme.

More institutions like the ones mentioned here are desperately required to

prepare instructional leaders for the onerous task of transforming their

leadership practice. It is furthermore imperative that some measure of

accreditation be accorded to such in-service courses. Such accreditation
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could serve as extrinsic motivation for instructional leaders to reflect on their

practice. This is especially necessary where teachers have become

demotivated and where a culture of teaching has broken down. On a more

formal basis, it is suggested that tertiary institutions offer officially

recognised courses in action research as part of the B.ED. degree or the

Further Diploma in Education in Educational Leadership and Management.

Such courses should aim at familiarizing educational leaders with the theory

of action research and providing them with an opportunity to undertake an

action research project as part of the fulfilment of the requirements for the

degree or diploma. In the process the interaction with university lecturers

should enable educational leaders to fill in gaps of information about

research methodology (Tomey-Purta, 1985: 75). Such interaction can also

help to situate institutional problems in a wider context. Such interaction

can furthermore provide the reassurance that the research is being

conducted properly. Lastly, such interaction can serve to provide the

perspective of not merely an outsider but an expert outsider. Conversely,

such interaction can expose the university lecturers to the realities of the

educational practice.

Professional organizations should also contribute towards the establishment

of a democratic leadership practice and not only concentrate on bread-and-

butter issues like wage demands and the retrenchment of teachers.

Democratic teacher's organizations should, for example, serve as regular and

appropriate sources of professional advice and encourage action research as

a strategy through which democratic practices can be fostered. In this

regard an organization like the newly established South African Principals'

Association which has as its focus the development of the management

abilities of school principals and a code of ethics (Campbell, 1995: 4) as well
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as teachers' organizations like the South African Democratic Teachers'

Union have a definite role to fulfil. Much more important is the fact that

these professional organizations afford educational leaders the opportunity

to gain representation on committees and commissions related to education.

Thereby they are placed in a favourable position to influence decisions

affecting education policy locally, provincially and nationally.

Provincial education departments can also make a significant contribution

to augment and supplement the efforts of tertiary and other in-service

training institutions. This is especially necessary as these institutions are

generally limited to urban areas. Provincial education departments could,

for example, establish education centres, similar to the Cape Town Teachers'

Centre, in all areas where regional offices exist. Educational leaders with

the necessary qualifications could then be seconded to such centres to

facilitate the establishment of action research centres throughout the

province. Education officials, such as regional inspectors and subject

advisers who have largely become dysfunctional in historically black schools,

could also conceivably be used at regional level to facilitate the process. As

suggested by the ANC Education Department (1994) and Chetty, et al.

(1993) these officials might have to be retrained to empower them to fulfil

a formative function as opposed to the primarily summative function they

were traditionally called on to fulfil. Education departments should also

make literature on action research readily available to schools at these

regional centres. Conferences can also be arranged at regional level where

instructional leaders are afforded an opportunity to present papers, lectures

and group presentations on the action research projects they have worked

on themselves. At such regional centres demonstration material, video

tapes, transcripted documents and reports can be made available. Such
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reports should also be published in journals thereby providing a resource for

others to critique and, if necessary, to implement.

In the final instance, the successful democratization of instructional

leadership will depend on the space and structural support which the South

African Government of National Unity will be prepared to grant educational

leaders. Unfortunately, in spite of utterances regarding democracy, people's

rights and consultation, there are already indications that these

considerations are being conveniently ignored. So, for example, the National

Education Policy Bill of 1995 intends to give full control over the education

policy of all schools, colleges of education and technical schools to the

Minister of National Education. This includes full power over matters such

as curricula, admissions, language and discipline (Argus Education Reporter,

1995: 6). This is the case in spite of the fact that the bill was not preceded

by sufficient public consultation and the fact that assurances to the contrary

were previously given. These and many other similar developments should,

however, not be regarded as insurmountable impediments but should rather

be regarded as justification for the democratization of instructional

leadership so that support can be provided to any attempts which aim to

further the interests of true democracy and resistance provided to any

attempts which are inimical to true democracy.

Collaboration with the above-mentioned external institutions will be meaningless

unless it is accompanied by the close collaboration of the organized hierarchies of

responsibility and authority which exist within the various schools. In essence this

means that the various units and departments which make up the structures in the

schools and the procedures which govern the way these structures relate to each

other should be conducive to the development of emancipatory and empowering
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leadership practices. Without a collaborative effort borne out of the willingness and

commitment of all the main role players and stakeholders it will be impossible to

transform instructional leadership in South Africa into a practice which is truly

democratic. Individually role players will at most be forced into be a position

where they will merely react to existing situations instead of being decidedly pro-

active.

The prominence that was given to the various moments of the cycle of action

research in this thesis should not be construed as an attempt to propagate the

slavish adherence of these moments when action research is undertaken. This

would be much too mechanistic in nature and inimical to the true nature of action

research. Instead, the particular practice which is being researched, the context in

which it is situated as well as the role players should determine the sequence and

progression of the research project. In this thesis a concerted effort was also made

to avoid the temptation of prescriptiveness. Instead allowance is made for the

manifestations of democracy, depending on the basic beliefs and values that

underpin the culture of the respective schools. Each manifestation need not be

regarded as quintessentially superior or inferior to another. Instead its value should

be determined by the context in which it is situated and the contribution it makes

to the well-being of the society. This particular thesis is, however, specifically

geared towards providing guidelines to those instructional leaders who are

committed towards the establishment of a leadership practice which can be

regarded as truly collaborative, emancipatory and empowering.

Finally, in this thesis the emphasis is on instructional leadership which is regarded

as the main function of educational leadership. This does not imply that

instructional leadership exists independently of other aspects of the school as
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organization. The democratization of instructional leadership will necessarily

impact positively on all other aspects of the school, while decidedly oppressive

arrangements and procedures in other aspects of the school will naturally have a

detrimental effect on attempts to democratize instructional leadership. The fact

that the emphasis in this thesis has been placed on instructional leadership does

thus not depreciate the fact that the various aspects of the school co-exist

dialectically and that ideally a whole school approach should be preferred. The

emphasis on instructional leadership can, however, serve as an example and catalyst

for the democratization of all aspects of the school as organization. Hopefully this

thesis will make a contribution towards the actualization of this overarching goal.

http//etd.uwc.ac.za
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