
































1.1

1.2

1.2.1

CHAPTER ONE

INTRODUCTION

Soon after independence in 1994, the South African Department of
National Education radically shifted the direction and vision of the
education system with a series of policies, initiatives and new legislation,
namely the Education and Training White Paper of 1995, the South
African Qualifications Authority Act of 1995 and the Hunter Review

Committee’s Report. All this emanated because of the education system

that operated during Ap me of the disadvantages of the
previous education syst ed in the next paragraphs. To
tackle the background, it iense value to look at the history
of the education system 1 general and the Eastern Cape

in particular. The history Wil the study to be brought into its
context as well gﬁﬁ@ﬁgqm jhep\wadkridssee of the past that need
redress. Issues of inipuyeines and sigeiteaeee to the history of education
in South African will be discussed as a way of moulding the study. This
background will be presented in two parts, namely the South African
situation dealing with the broader picture of the education system in the
country and the Eastern Cape situation, looking at what is happening on

the ground and what actually happened in the past.

STATEMENT OF THE PROBLEM

Background

The concern about the unequal provision of education in South Africa
dates back to 1903 when the South African Native National Congress
strongly protested against disparity in grants made to schools providing

separately for White and Black pupils. This state of affairs was a recipe









classes have a very high pupil-teacher ratio of 48:1. This problem of a
I jh pupil-teacher ratio is compounded by shortages of classrooms, and
the absence or inadequate supply of electricity, sanitation, water,
communication and other infrastructure. Teachers, school managers and
governing bodies often have limited capacities to solve the problem of
poor educational outcomes resulting in a combination of poor conditions of

learning and teaching.

A lot of energy is needed in turning these schools around to become
viable organisations so as to benefit the child. Programmes involved with

improvement in education are called for, like those which were advocated

by the National Departrr n and which will be discussed
later. Most of these progi mulated in such a way that they
used literature on schc and school effectiveness to
address the anomalies of looking at these, the role of the

principal is central and cannc'd as this person has to be seen as

directing and Coﬂfﬁfﬁ}gg ﬁW'E)GF Fbtff Htﬁf% including linking them
to them to the outside fypjletieed thedistekkbnlders.

An interesting observation was made recently by Davidoff (1997:4), when

he said:

Decades of unequal provision of resources have left most
schools in South Africa seriously under-resourced. The
effect that this has had on the morale of teachers cannot be
underestimated. Teaching up to 90 to 100 students in a
crowded classroom where there is not room for any one to
move, teaching in schools which operate on the platoon
type (which means that in the morning one school occupies
the premises, in the afternoon an entirely different set of
teachers and students occupy the building), teaching at
schools which have insufficient textbooks, no photocopiers,
little equipment, and not sport facilities. These have been
the realities that our teachers and learners have lived with
on a daily basis.












coordinated approach by funders, government departments, communities
and NGOs to work towards the development of effective schooling in
South Africa by focussing on “Whole-School Development” in a significant
number of schools in order to make a realistic difference. The process
was to be consultative, community-driven and school-based. IDT funding
was provided for 6 major focus areas, which, according to international

research, are key factors in the development of effective schooling.

Governance;
Management;
Resourc-e provision;
Language,

Science; and

o 0 0N =

Mathematics

The Thousand Schools ProNg¥%%n the name and theme of “Quality
Schools Project’, )ﬂw@wms PSP #@94 through to the status
in 1996. This bedasy th A4 velte wensultations and was only

commissioned in 1996.

This project was administered in all the provinces in South Africa and cost
a huge sum of sixty million rands. The total number of schools exposed to
this project was one thousand. In the Eastern Cape Province, two
hundred schools underwent the intervention prbgramme. Basically, the
intervention was to train parents, teachers, principals and governing
bodies how to run schools effectively and, at the same time, working as a
group in harmony. It is in light of the above, that the researcher shall
attempt to determine the effectiveness of principals in schools that are in
the Quality Schools Project (QSP) and those that are not in the project,
with special reference to the process of managing these schools which is

core in the implementation of the project.












1.6

Dlamini (1997:23) enlightens us on the weakness of the implementation of
the project saying there was frequent change of staff at management level
retarding the growth of the project. They also observed that there was

lack of common framework, guidelines and quality control systems.

This was aggravated by the fact that there was no long term planning, no
marketing strategy of the project by the National Education Department.
The other problems that was encountered is that of not controlling for
other variables like teacher qualifications, type of school setting,
background and parental background, pupil motivation and pupil
intelliéence. However, in this study this has been taken care of in the

major study undertaken b ™ ° ¢y Unit — Fort Hare. Another
problem envisaged is tha rent people administering the
instrument to twenty-two sc tern Cape Province. This was
taken care of by discussi of presenting the instrument

before actually going to the sc-lrs enabled the researchers to use

the same format vs@en. intervi wianI"F (gﬁ?q_qéﬁ.@e field. In collecting
data a manual for the PIRRFSHE Gl EGling wiaseused in the field to explain

some questions which researchers might have. This has also been
enhanced by the fact that the people to be used in collecting data are
seasoned researchers from the EPU at Fort Hare. The pilot study, though
dealing with five schools enabled the researchers to get a feel of what

they were going to encounter in the project.

DEFINITION OF TERMS

It is necessary for the study to explain some of the terms that will feature
prominently. These explanations will attempt to bring the study into
context by clarifying a few terms, which may be easy to define at face
value though meaning something different in the study presented. Behr,
A L. (1983:33) considers an operational definition as a working definition,

enabling the study to move ahead. It represents by words, tests, scores,
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Effectiveness: This is a term which is difficult to define, however, an
attempt will be made with reference to other scholars. According to
Scheerens (1989:3) effectiveness can be described as the extent to which
the desired output is achieved. Efficiency can be defined as the maximum
output for the lowest possible cost. In other words, efficiency is
effectiveness with additional requirements that is achieved in the cheapest

possible manner.

One would further define it as the extent to which the set goals or
objectives of a school programme are accomplished. Such effectiveness
can be seen in relation quantity, equity or equality of

educational instruction giv

Vision: This articulat 1e values of the school, making
them real and attainable. It hmwer the questions why something
is done. What Enyi¢ f% 487t Tegtetshior@ith a clear vision is
characterised L, claritff sgf thenab/purpoge, féguent recognition of future
challenges, openness to ideas and celebration of strengths and

successes.

Leadership: This is purposefulness aimed at the achievement of group
objectives and efficiency aimed at the satisfaction of personal striving for
achievement of objectives. Encompassed in this transformational
leadership which has to do with leaders and followers in pursuit of higher
level goals common to both. Both want to become the best. Both want to -

shape the school in a new direction as formulated (Sergiovanni, 1990:24).

Monitoring: This can be defined as collecting information at regular
intervals about ongoing projects or programmes within the school system,
concerning the nature and level of their performance. Regular monitoring

provides baselines against with which to judge the impact of inputs.
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Chapter 2: This chapter presents a literature review and provides
theoretical framework for the study. A number of theories are discussed in
the chapter, namely Whole-School Development, Organisational
Development and Total Quality Management in relation to the key

research questions.

Chapter 3: This chapter describes the methodology of the study
incorporating ways of gathering data and data analysis tolls. The sampling
method will also be looked at including the instruments used in the
collecting of the required data.

Chapter 4: The chaptel ’ - nalyses data using descriptive
statistics. The T-test to g} significance of differences and a
multiple regression analys ire the different variables.

Chapter 5: The chapter vsummary of main findings and

conclusions concﬁnin% the Q%ualgyf ff:g?,(ﬁlsl_fé%amme including some
factors related to ef[pgg\é? SEhPRE reeliegr@ent and the researcher’s

recommendations for improvement. The findings also present the state of

schools in the three regions of the Eastern Cape Province.
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SCHOOL EFFECTIVENESS AND IMPROVEMENT

In the USA effective school programmes began in the 1980s with Federal funding
to implement school effectiveness factors. Reynolds, et.al. (1993 : 154) put the
studies into perspective by this observation: “It is, after all, only twenty years since
Weber published his seminal work and, by doing so, invited us to ask the simple
question of whether some schools were more effective than others”. Committed
researchers like Coleman (1966), Mortimore (1988) have gome from the United
States, Canada, Australia, the United Kingdom and an increasing number of the
European countries led by the Netherlands. In American work, most of the studies
on school effectiveness centred on English and Maths tests. In UK, focus has
been broader and, in fact, some¢ J work was devoted to the study of

measures of delinquency.

A brief look at the origins of the veness unraveled some indicators
for what is needed in a new SoUN;?A considerable number of concepts
come into play when Eﬂ'ﬁiﬁ&‘@l‘%"i@t‘j} ﬁqé@(ﬂa@s[slqleéthis will be highlighted in
this review. The link betwggngeghep! tmBaeitesnt(SI) and School Effectiveness
(SE) will also clearly be addressed, as there appears to be some confusion about
the two terms in studies related to this. The best way of understanding school
effectiveness is to look at the domain of school effectiveness below as observed by
Watermeyer (1997: 7) who represents his work in the form of a diagram, while

also trying to separate most of the terms which seem to be related.
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these characteristics at the level of day-to-day school management may be
different.

Watermeyer (1997:8) says that there is room for some scepticism regarding
universal truths about schooling effects. Given the nature of the educational
enterprise this is not surprising. However, what this review does illustrate is that
with increasingly sophisticated techniques becoming available, the ability to work
with fine grain of education is increasing such that the crude sledge hammer
policies should become redundant. To some degree, this latter aspect is

evidenced in research in developing countries.

Effective Schooling in Develo, -

Lockheed and Verspoor (19¢ that the important aspects in
sustaining change seem to be schools had clear philosophies
(missions) and strategies for carr' out within a positive framework of
taking responsibility forﬁcﬂ?{}se ETWWIFMW decentralisation as they -
conclude that effective schopgg%é@ilgfmzﬁggeciﬁc needs and strengths of
children and their communities. Using the work of Fuller and Clarke (1994:73) the
World Bank 1995 review of “Priorities and Strategies for Education” notes that

quality is positively associated with:

e setting clear learning objectives and high performance standards for core
subjects;

e learner readiness — the importance of nutritional and pre-school programmes;

e teacher’s subject knowledge;

e time spent on learning; and

e instructional materials — textbooks and supporting materials including libraries.

Factors that were found to have less significance included class size, teacher
salaries and teacher experience. The conclusions are more or less echoed or

taken for granted in various regional and country specific studies. For example,

22



Wright (1994:71) reporting on Education for All (EFA) in the East and Southern
Africa region accept that quality is a function of factors referred to above and see
progress in those terms. Studies in the Middle East and North Africa have similar
results according to Lorfing, et.al. (1995:69) and concur with the works of Govinda,
et.al. (1993:286) when looking at the situation in India. Of interest in this latter

study, as well as the case of Mexico is the addition of variables related to:

e strengthening external supervision — the role of the inspectorate;

o teacher development — rural and marginalised areas tend to get the worst
teachers;

e strengthening learner evaluation - reliable and credible assessment
procedures; and

e regional variation.

The question of teachers ser s being marginalised cannot be
questioned, this is happening ever™iea where the researcher is teaching.
There are no incentivetqiyﬁyg? ;iwp?edfqemg iHtheeural areas, hence getting
good teachers is very difficull. Piftertieréree, Epéts a gap between the teaching
in remote schools and that experienced in urban schools, with troublesome

teachers being discarded to the former schools.
Limitations of School Effectiveness and School Improvement

The field of SE has shifted through various generations seeking over greater
refinement. Within the frame of believing that all learners can learn, accepting that
quality in education is best dealt with in reference to all pupils and focussing of
outcomes, SE has moved through the stages of identification of effective schools,
description of what effective schools look like, the development of guidelines and
approaches to increase the effectiveness of schools and the location of effective
schools within the larger organisational context of school system or district (West
and Hopkins, 1996:3). Despite these advances including the ones to be looked at

next, there are considerable difficulties associated with SE.
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The Correlation Problem

Reynolds (1994:4) notes that there is frequently little recognition particularly in the
face of an often high degree of overlap between the correlates and that correlates
by themselves do not indicate any direction of cause and effect. West and Hopkins
(1996:4) also note that the very existence of such lists of characteristics of effective
schools may encourage policy makers to believe that there are quick fix universal

solutions to school problems.

The Measurement Problem

With a key focus on measura d in particular pupil attainment,
doubts may be raised as to whe easures used adequately capture
the construct (effective school) ¢ sasure. One consequence of this
is that the perception of what coi y’ or an ‘effective’ school tends to

become tautologically defined by Wgjjj#% available to define it. West and

Hopkins (1996:6) obser{sy{igipe Byt Foptefiiten particular school reflect
the differences in prior attain@gec&miahahmmﬂenfw:tors.

School-related vs Teacher-related Focus

With the focus on school and school organisation, unsurprisingly “effective
manage 1ent’” appears as key correlations of effective schools. The school
improvers fare better and a critique of this field is discussed below. The
commitment of the Sl practitioners is to work with the process of schools in the
belief that change from within is both possible and desirable. This process, with
the school rather than the individual pupil at the centre, has generated a focus on
such activities as staff development, collaborative planning and implementation
strategies. These particularly qualitative agendas have obviously yielded insights
unavailable by and large to SE practitioners, but as with SE there are serious

deficiencies which West and Hopkins (1996:6) clearly elaborate.
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West-Burnham (1994:4) has summed up what a company might look like in the
future that has absorbed the TQM approach:

- commit to transcendent visions, missions and goals;

- follow learners rather than knowers; reward learners instead of knowers;
- continuously translate values into action;

- give earned praise freely; and

- train, train, train.

There is abundant evidence that these principles work in the commercial sector.

The success of German and Japanese industry, and the market domination of

British companies such as M: - and Sainsbury’s can be traced to
some or all of the above prin h of Rover cars and ICL has been
largely attributed to the adoptic orking practices.

The recognition of excellence in ("l ent to quality management was set up
in 1991, by the Eurodegn WMW@Q%N@‘&‘F It is awarded to the single
most successful practitioneogetf@N prinzipteeitciVestern Europe. The award is
made on the basis of the most successful organisation judged against eight

criteria.

- customer satisfaction;

- employee satisfaction,

- planned and actual performance;
- valued-added processes,

- leadership;

- resource management;

- policy and strategy; and

- community and environmental awareness.

According to Walter (1996:11) TQM is a holistic approach to management which

integrates values and effective practice in order to meet customer requirement.
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Equally, may organisations have difficulty in accepting the central concept of TQM
that quz ty is not what they think it is but what the customer says it is.

The TQM concept of “fitness for purpose” is applied where the manufacturer has
researched very carefully what that particular group of customers requires, and
then matches their requirements with a consistent, zero-defects product and

thereby coming up with a “quality product”.

TQM theorists also say that the organisation exists only to provide a service to the
customer, and without customers these organisations would cease to exist as

many British commercial enterprises have experienced.

Advance in technology has a yme organisations and institutions
making them more effective. | it for the principal to research what
a particular group of customers Il to look like — so as to get the best

learners. It has been noted in SouNIPThat some learners travel from the high

density suburbs to Iow/qﬁv@rgqtpyt@ HEetcHPApeod schools. This state of
affairs can be avoided if prihojpelgeaniakes xvemnegge of TQM.

What is School Quality?

School effectiveness cannot be complete without discussing the concept of quality.
Quality is very difficult to define explicitly, especially when one looks at
organisations. This term is used extensively in the literature on effective schools.
However, the literature on school effectiveness is an attempt to explain this

concept.

According to Contreras (1988:399) there are likely to be as many answers to the
question (what is school quality?) as there are respondents. In part it has to do
with what students learn in school, that is, acquiring useable knowledge,
developing problem solving skills, inquiry skills, perseverance, an appreciation of

the arts ani developing personal and social responsibility, self respect for other.
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have not, particularly in terms of guiding ideas, theory, methods, tools, skills and

capabilities.

Reynolds, et..al. (1993:42) says the concept of WSD is a multi-level perspective

approach to school improvement and also acknowledge that:

“Although the school is the centre of change it does not act alone.
The school is embodied in an educational system that has to work
collaboratively or symbiotically if the highest degrees of quality are
to be achieved. This means that the roles of teachers, heads,
governors, parents, support people (advisers, higher education
consultants, etc.) and local authorities should be harnessed and
committed to the process of school improvement’.

In essence WSD propounds tt of the school through integration
and coherence of all aspects of | organisation. This is so because
schools are communities cons lenced by, a number of different

groups of people, namely, teac'fs, communities, governing bodies,

parent-teacher-associmi,\ f%‘ff?;“ﬂfa'F ﬁl%nﬁg and non-governmental
organisations.  Such inteTanpertianie Leare natde schools to diagnose their

problems and find tentative solutions if stakeholders are part of the process of

change or transformation in schools.

While the notion of WSD had been eagerly accepted at the national planning level
of the Quality Schools Project, however, in the Eastern Cape there were complex
socio-economic factors that influenced either directly or indirectly the progressive

rhetorics embraced within the WSD.
Such complexities were:

¢ the intense rural/semi-rural nature of the province;
e high rates of illiteracy (vary within regions),
e high poverty rates;

e high unemployment rates;
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2.6 LESSONS FOR SOUTH AFRICA’S EDUCATION REFORM PROGRAMMES

The literature review on school effectiveness has revealed quite much about its
origins and its use in other countries like United Kingdom, United States of
America and the Netherlands. In the literature review, the school principal has
been discussed as one who can bring about a difference in the school
environment. It is, therefore, important for the search to look at the lessons that
could be learnt by this country in realising the goal to change for better and quality

education.

The macro policy context needs to be reviewed in the South African education

system. This means that nat cial policies have to be critically
. 1alysed making sure that the dunter to school improvement. A
cautious approach has to be un » sure that programmes introduced
are not misinformed by literat. 1 disproved by some scholars on

effectiveness since much researdllleen done on this subject. Gilmour

(1997:21) suggest somfgy‘\c@mwm}f\ Brerettaron the construction period
for governments pressed fot Ggie 86d t8sbuigse

“The role of the administration somewhat neglected in the pursuit of
indicators has been the task of education authorities in facilitating
change. As the Stratchclyde experience in Scotland showed, to
succeed in the face of a severely constrained educational
environment required an administration that was able fto:

respond to local needs;

match resources to policies and needs;
promote greater accountability;

increase efficiency and cost-effectiveness; and
allow schools to develop their own provision.”

The observation of the above scholar is striking in that it points out that, as schools
reform, there is need for the administration to follow suit. The importance of
administration cannot be underestimated in a school situation as it is the

parliament of the institution, if put crudely. This is so because it constitutes the
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The indicator indicated the same pattern of rating as the previous. The

parents in the experimental group indicated this indicator as strong.

Table 4.13: Indicator — Resources are available to learners within and

outside the school

Responses Frequencies Percentage
Very weak 13 43.3
Weak 6 20.1
Strong 10 33.3
Very strong 1 3.3
The majority of the parents indi s on the part of the indicator to

do with availability of resources. (NJJJ#&nts who responded, 63.4% of the

parents perceived the [NGRIE £S I-Eykbg F9 st gleedS0% opted for strong.
From the experimental groupdiespattennaaes teeeame though 13% indicated

the indicator as very strong.

Table 4.14: Indicator — Organisation of classes is conducive to all

learners learning effectively

Responses Frequencies Percentage
Very weak 13 43.3

Weak 6 20.1

Strong 10 33.3

Very strong 1 3.3
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FREQUENCIES FOR ALL THE RESPONSES FOR THE SAMPLE

From the frequencies that were extracted using the computer programme,
Statistical Package for Social Science (SPSS), the following patterns were
observes in the analysis. There are some cases, which are missing because
of the stakeholderswho did not complete filling in the information in the rating
schedule. These involved the parents who seemed not to be aware of how to
rate in terms of a given indicator. The stakeholders rating on Quality Schools
were forthcoming as opposed to those from the schools outside the project. A

number of reasons may have led to this, but one would assume that those in

the Quality Schools Project m the project is part of them and
they own it. What points the 5 assumption is that during the
data collection exercise some wed felt that they had gained a
lot from the project in the forn 5 which could be seen in those

schools that were selected. The ¥ that some of them were exposed

to in-service training Yﬂﬁéﬁ%‘i@%ﬁ’l‘*@ [&rﬁ%ally through teaching

methods. They also shar%gelgﬁéprggm@ﬁ@@g@n with teachers from other
schools, which they thought was worthwhile. However, they were

disappointed to be informed by their responsible authorities that the project
could not continue due to the unavailability of funds from ITEC, the mother
body.

Turning to the responses, it would appear that of the fifty indicators that were
supposed to be rated, only 15/50 were rated fully. This means that all
stakeholders managed to rate all the pointers which were five altogether and
represented an indicator. More information is presented in the Appendix 9 for
the analysis of frequencies for the rating schedule. This represents a
percentage of 30, being the response from the Control Group. The responses
are indicated in the Appendix. In the Quality Schools Project, 25/50 indicators
were rated by the stakeholders, which relates to 50%. Most of the parents did

not rate all the indicators because they felt that they were not relevant to them.
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The model above relates to QSP, which was aimed at improving schools in the
Eastern Cape Province, and tries to summarise the pattern of the findings. The
inputs encompassed training of management, teacher and resource provision,
which were expected to improve the performance of learners and the learning
environment. However, there is indication from the above findings that there was
not much effect on the schools. One of the reasons may have been the
implementation, which has been discussed. The other obstacle may be the fact
that the educational programmes take time to experience 3 order effects
(behaviour and performance of learners). Since the programme was
implemented around 1994, it is most likely that the 1 order effects are being
experienced as of now. To a¢ 77 implementation of the programme

may have added to the effects

In introducing Quality School \ary schools in South Africa as a

whole and the Eastern Cape r'r'amcular, the National Department of

Education hoped to btifﬂabout (iuﬁli% fn FCh{Qﬁlfﬁ TPE study, therefore is timely
in that it hoped to evaluat%gépp@.c},p%g@qi@gt in the schools. Lacer, (1998

: 130 acknowledge evaluation as an important indicator for project success, a
form of accountability and justification for spending large sums of money like for

the QSP as mentioned in Chapter one.

The researcher recommends that the following indicators of quality should be
used as assessment tools by the principals in schools. They have been chosen
as they indicate the areas where most schools lacked, from the information that

was presented by parents and teachers.

1. Resources are available to learners within and outside the school day.
2. Learners have forums for discussing their concerns and problems.
3. Staff achievements are recognised and rewarded.

As informed by the evaluation of the implementation one would recommend that

when planning a project, the following are crucial:
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Appendix 3

T ThH 1T EXxcetterce

HAEL SCHMIDT

'S only 6.30am, but already the Std
B typing class is hard at work. By
hoon, the 1 631-pupil school will be
bedlam, with up to 200 youngsters
med into a single classroom.
Cked cheek by jowl, the youngsters
r on rickety chairs or piles of
 three or even four of them
1 around each desk. The
kv ones sit in a jumble on the floor,
on their laps to write.
etimes, what little furniture there
he classroom is removed just so
ren can fit Inside.
ing summer heat, and with no
iter to slake their thirst, many

B

/
an |

PRNEN

pupils fall asleep. Writing their exams in
shifts because of their numbers, some
will finish only at S5pm.

This is Hillbrow School, outside Lusik-
isiki in the former Transkei, where the
smallest classes have 80 children.

The school's “sardinecan™ class-
rooms are, sadly, not unique.

Perhaps as many as 20 percent of the
schools in the former homeland are sim-
ilarly besieged by throngs of youngsters
hungry for the skills that will give them
an edge in a narrow job market.

Iftheker Hossain, a Bangladeshi
national, has been teaching at Hillbrow
School since 1994.

He once found teaching in the
Transkel to be refreshingly d‘ﬁ?ent
from the squalor at home. But now the
rising flood of pupils has made condi-
tions all too familiar.

“It is difficult to maintain discipline in

-9 -
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Crammed In
like sardines

School finds itself in a tight spot
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School bans girl for
heeding the Koran

\

LOCKED OUT: Mariam A

PREGA GOVENDER

ARIAM ADAM spent only

the first day of the

academic year at school
before she was given her
marching orders — for wearing a
scarf on her head.

The 13-year-old Grade 8 pupil,
who comes from a devout Mus-
lim family, arrived at Ladysmith
High School in its winter uniform
of slacks and a blazer, and a
burka, or traditional headscarf.

According to custom, Muslim
women must keep their bodies
and faces covered.

But Mariam was sent home
from the former whites-only
school for not wearing the
prescribed uniform.

Her father, Ahmed Adam, a
doctor in the northern Kwazulu
+ Natal town, has since fought a
. lone battle with the school's

wthorities to get his daughter
back into the classroom.

Adam believes he is not asking
for too much.

. “All | wanted was a slight
‘modification to my daughter’s
uniform,” he said this week.
“The skirt was slightly above
‘mee height and therefore, | felt,
toorevealing. The sleeves on the

ECRY

blouse were also.a bit short. |
asked the school to permit my
daughter to wear a scarf and its
winter outfit.”

He said he had offered to
parade his daughter in her attire
in front of the governing body to
see if it met their approval, but
was turned down.

“l am very disappointed but [
am not going to let the matter
rest. | cannot flout a religious
decision by allowing my daugh-
ter to dress in a way which is
against the [slamic way of life.”

The latest blow to Adam'’s
struggle for his daughter’s edu-
cation came this week, when he
was told Mariam was not regis-
tered as a pupil at the school.

“l find this development laugh-
able. It is nothing but a ploy to
keep my daughter out because
she is not conforming to the
school’s ccde of conduct,” he
said. “We were told last year that
she had been accepted.”

He said he had been involved
in “protracted negotiations” with
the school for almost three
months over the issue of his
daughter’s uniform.

“[ find it strange for them to
suddenly tell me that she is not
registered as a pupil. Why have
they been meeting me and
carrying out surveys to find out

7

dam has missed 52 days of school and longs to retum

if Muslim attire would be
acceptable to the other parents if
she is not?

“At one stage, the school even
had the audacity to tell me I
should enrol my daughter at an

- Islamic school. This week, they

asked me to enrol her at the
Windsor Secondary School,
which is closer to my house.”

An education department
official in Ladysmith, Dr Mike
Lotter, said that Mariam was not
registered as a pupil in the
school’s records but conceded
she would be admitted if she
wore the stipulated uniform.

“At a meeting between Adam,
myself, the principal and the gov-
erning body this week, Adam was
told his daughter would only be
admitted to the school if she
conformed,” he said.

“The principal did suggest to
Adam that he enrol his daughter
at a school closer to home.”

In an extraordinary measure,
the school conducted an opinion
poll among 900 parents asking
whether they were in favour of
adding the burka to Ladysmith
High's uniform.

The principal, Dr Etienne

-2 e, said only 19 percent of
the parents had indicated yes.

“The result of the poll is a
clearcut verdict which the
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governing body cannot choose
to ignore. We consider the issue
now closed,” he said.

But Kwazulu Natal’s education
minister, Dr Vincent Zulu, said
his department understood that
Muslim pupils had to dress in a
particular fashion.

“Our schools therefore cannot
insist on uniform for those
children,” he said.

“The least that can be done in
terms of compromise is to ask
Muslim children to stick as far as
possible to a school’s colours. If
that is not acceptable, negotia-
tions have to be entered into to
arrive at some compromise.”

Meanwhile, Mariam has spent
the past 52 schooldays at home.

“l have never worn a short
skirt in my life because | do not
feel comfortable in one,” she
said. “Wearing the prescribed
school skirt would reveal too
much of my legs, something
which is definitely against my
religion. [ would feel naked.

“What is surprising is that my
friends always see me in a scarf
and have come to accept it.

“I definitely support my father
but [ long for an education. | have
lost out on a lot of work and if [
am not allowed back at school in
the new term, this year will be a
wasted.one for me,” she said.
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Independent Samples Test

t-test for Equality of Means

Sig. Mean
t df (2-tailed) Difference
»ple addressways Equal variances assumed -2.162 120 .033 -.2932
iform values Equal variances not
sy 2146 | 110638 034 -2932
staff believe they have a  Equal variances assumed -1.642 112 .103 -.2481
t Equal vari t
e jances no 1608 |  90.220 411 -2481
bullying not tolerated Equal variances assumed -.313 119 755 |-4.9754E-02
Equal variances not-
by e -313 | 117.807 755 |-4.9754E-02
teachers belief all learners  Equal variances assumed -.877 119 .382 -.1106
learn Equal variances not
: esimed -864 | 100570 390 -1106
organisa of classes Equal variances assumed -3.770 120 .000 -.5902
conducive learners Equal variances not
assumed -3770 111.377 .000 -.5902
classroom is a satisfying Equal variances assur 117 .000 -.7006
place for learners and Equal variances not
teachers aesimed 106.211 000 -.7006
climate of achievement Equal variances assur 121 001 -.4175
Equal variances not
assumed 100.820 .001 -.4175
learning in&out of schl Equal variances assur 120 235 - 1482
coherent Equal variances not q
assumed ) ) o 7 112.726 .238 -.1482
community positive view of  Equal varignéq pVEES t@ sk ) Tt HHa e 102 22779
sch Equal variances
—qual vanances e A ewsed A16es2 102 -2779
learners confident Equal vanances assumed -1.473 117 143 -.1989
approach teacher Equal variances not
assumed -1.470 111.883 144 -.1989
there is consensus Equal variances assumed -2.126 120 036 -.2871
Equal variances not
assumed -2.115 114.069 .037 -.2871
pu,staf,pare contribution Equal variances assumed -1.210 120 229 -1577
valued Equal variances not
AesLmed 1194 | 98.015 236 -1577
learners work cooperatively Equal variances assumed -2.315 118 022 -.3209
Equal variances not
agsumed -2.305 109.074 .023 -.3209
cultural,moral and social Equal variances assumed -1.480 114 142 -.2075
Equal variances not
agsumed -1 469 107.452 145 -2075
resources deployment Equal variances assumed -2.571 120 011 -.3934
shared appr Equal variances not
e 2571 | 110.465 011 -3934
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Page 9
t-test for Equality of Means
Sig. Mean
t df (2-tailed) Difference

All pupils have an equal Equal variances assumed -1.810 121 .073 -.2063
chance Equal variances not

e imed 1788 | 92.775 077 -.2063
no child excluded from Equal variances assumed -471 118 638 |-8.0856E-02
success Equal variances not '

et -469 | 107.392 640 |-8.0856E-02
learners faith in schi Equal variances assumed -1.515 115 132 -.2099
policies Equal variances not

assumed -1.486 89.977 141 -.2099
leamer forums discuss Equal variances assumed 568 121 571 1018
problems Equal variances not

B 568 | 117.129 571 1018
schl happy and safe place ~ Equal variances assumed -4.361 120 .000 -6734

: Equal variances not -

agsumed -4.298 96.112 .000 -.6734
learners independent Equal variances assur 119 474 -1136

Equal variances not

as?sumed 116.253 475 -.1136
focus learning effective Equal variances assur 120 397 |-8.6360E-02

Equal variances not

assumed 112.160 .400 |-8.6360E-02
learners and staff behave Equal variances assur 120 257 -.1609
relaxed Equal variances not q

assumed 126 102.978 .263 -.1609
older learners help younger Equalvaridney pvi@nres | sleds t Ha 065 ~2729
ones Equal variances

Aesumed o d asice envet 066 -2729
all learners have Equal variances assumed .302 116 763 | 4.032E-02
opportunities Equal variances not

assumed .296 94.782 .768 | 4.032E-02
order,purpose and relaxed  Equal variances assumed -4.011 117 .000 -.5215
atmosp Equal variances not

assumed -4.031 88.392 .000 -.5215
parents confident problems Equal variances assumed 483 122 630 | 7.104E-02

Equal variances not

assumed .483 121.911 .630 | 7.104E-02
parents play active role Equal variances assumed -.770 122 443 -.1262

Equal variances not

assumed -.769 119.778 443 -.1262
par_epts/governors informed Equal variances assumed -3.178 121 002 -5198
policies Equal variances not

assumed - =3.171 111.924 .002 -.5198
parents are seen as Equal variances assumed 162 122 871 | 2.602E-02
partners Equal variances not

assumed 162 114.280 .872 | 2.602E-02
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t-test for Equality of Means
Sig. Mean

t df (2-tailed) Difference

parent-teacher meeetings Equal variances assumed -1.534 122 128 -.2264
Equal variances not 1524 | 103.223 131 -2264

places for learners to go Equal variances assumed -2.587 120 011 -.4294
and do Squal variances not 2587 | 119.472 011 - 4294
planning,organisation of Equal variances assumed -1.275 113 205 -.2091
Equal variances not 1265 | 105.273 209 -.2091

pupil progress monitored Equal variances assumed -.206 121 .837 |-3.4921E-02
Equal variances not -205 | 112.480 838 |-3.4921E-02

learners invol reviewing Equal variances assumed -1.272 120 206 -.1961
progress Equal variances not 1263 | 111.560 209 -1961
aw ds rather than Equal variances assun 121 011 -.4087
pumishment Equal variances not 14.523 012 -4087
resources available to Equal variances assun 120 063 -.3115
jearmers Equal variances not 19.900 063 -3115
schl community resource Equal variances assumr._ _ 120 066 -.3349
Equal vaiances not m 118.622 065 -3349

schi ionmaking open  Equal vaﬁaUeﬂésv@Ed: agtskFort mare 2o -.1581
Sgsu:rln‘gﬁances T € 8K e a6 203 -.1581

the size of classes ensure Equal variances assumed -.797 122 427 -.1499
Equal variances not 797 | 121.803 427 -.1499

schi prov social, cultural Equal variances assumed -.242 122 .809 |-3.5389E-02
Squa’ vatiances not -241 | 112,578 810 |-3.5389E-02

suport teaching &learmning Equal variances assumed -2.328 121 022 -.3302
Equal variances not 2311 | 108.078 023 -.3302

staff achievements reco Equal variances assumed -.876 120 .383 -.1539
Equal variances not -875 | 118.826 383 -1539

shared sense of teamwork  Equal variances assumed -4.109 118 .000 -.5263
Equal variances not 4075 | 92993 000 -5263

teachers receive effective Equal variances assumed -2.368 121 .019 -.3733
Equal variances not 2364 | 115.045 020 -3733
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Page 14
t-test for Equality of Means
95% Confidence
Interval of the
Std. Error Difference
Difference Lower Upper

parent-teacher meeetings Equal variances assumed 1476 -.5186 |6.582E-02

Equal variances not

assumed .1486 -.5210 |6.824E-02
places for learners to go Equal variances assumed 1659 -.7579 -.1008
and do Equal variances not

assumed .1659 -.7580 -.1008
planning,organisation of Equal variances assumed 1639 -.5339 1157

Equal vafiances not 1653 | -5368 1186
pupil progress monitored Equal variances assumed .1696 -.3708 3009

Equal variances not

assumed .1706 -.3729 .3031
learners invol reviewing Equal vanances assumed 1542 -.5014 1092
progress Equal variances not

assumed .1553 -.5038 1116
awards rather than Equal variances & 7 -7229 | -9.45E-02
punishment Equal variances r

assumed 1 -.7246 | -9.29E-02
resources available to Equal variances a ) -.6405 | 1.756E-02
learners Equal variances n

assumed 2 -.6405 |1.757E-02
schl community resource Equal variances a.. oud -6921 |2.217E-02

Equal variances not '

assumed . .180(I) i -6913 |2.138E-02
schl decisionmaking open EqualUMVﬁrsSley DI F@bd Adk&4 8528E-02

Equal varia

B "Foge m 3881 4029 |8.674E-02
the size of classes ensure Equal variances assumed 1880 -.5221 2224

Equal variances not

assumed 1881 -5222 2224
schl prov social, cultural Equal variances assumed 1462 -.3248 2540

Equai variances not

assumed .1468 -.3262 .2555
suport teaching &learning Equal variances assumed 1418 -6110 | -4.93E-02

Equal variances not

assumed 1429 '61 34 -4.69E’02
staff achievements reco Equal variances assumed 1757 -.5017 1939

Equal variances not

agsumed 1759 -.5021 .1943
shared sense of teamwork  Equal variances assumed 11281 -.7799 -2726

Equal variances not

assumed 1291 -.7827 -.2698
teachers receive effective  Equal variances assumed 1577 .-.6855 | -6.12E-02

Equal variances not

assumed 1580 ‘6862 '6.05E‘02
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Page 2
*ok kK MULTTIUZPTLE REGRESSTION *okoKx ok
Equation Number 1 Dependent Variable.. LITERACY
*
e m e — Variables in the Equation --------=---------
variable B SE B Beta T Sig T
SGB -7.036951 3.843320 -.229462 -1.831 .0732
SIZECLAS 1.415882 1.742781 .103650 .812 .4205
SOCIAL ' 5.368925 3.004528 .302049 1.787 .0801
SPTEALEA -.319814 3.400881 -.017497 -.094 .9255
STFACHIE -.876370 1.840352 -.056017 -.476 .6361
TEACHER 1.320555 15.739655 .045008 .084 .9335
TEAMWO 11.312237 3.252181 .573334 3.478 .0011 «—
TERECEI -1.396866 2.728996 -.080241 -.512 .6110
TESHARE ~-2.050195 2.380353 -.118919 -.861 .3933
TIMTEACH 2.987853 2.413255 .175484 1.238 .2216
VALUED -3.717859 2.535618 -.171198 -1.466 .1490
VIEWS -.233336 2.683347 -.012329 -.087 .9311
WELCOMIN 1.528507 2.280092" .089784 .670 .5058
(Constant) 76.335890 53.587500 1.425 .1606
End Block Number 1 All requ 2red.
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