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B LA G RAR o e

"In point of fact, a society that takes education
seriously, and cares enough about it to give it
the priority it deserves, is on the way to becom-
ing a better society”.

{M.V.C. Jeffreys, 1971: 15)
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"This means that even within KwaZulu we need to
create a system of education which will provide
KwaZulu with the personnel to carry out the
functions of government at all levels, and to
build the infrastructure upon which the country

can thrive as a priority”.

{UMntwana M.G. Buthelezi, 28.6.75: 9)
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CHAPTER T

ORIENTING INTRODUCTION

"Individualization of instruction should
progress to the degree that all prescribed
learning will be based on each youngster's
abilities, interests, style of learning,
rate of learning and achievement".

(R. Dunn & K. Dunn, 1972: 242)

l. GENERAL INTRCDUCTION

A Chinese adage has it that if you are planning for a year buy
rice, if for ten years plant rice, but if for 100 years educate
your people. Educattron is a vital long~term investment for any
forward-looking community. As Bozzoli (1972: 2) puts it,
"education is as vital to a nation as is sufficient food and a
proper diet”. The major purpose of planned education should be
to induct the individual into the societal pattern in such a way
that his individuality and creativeness is enhanced, not dampened
{cf. Stenhouse, 1967).

We note that today in all parts of Africa education plays a
crucial role in national planning because the future of every in-
dependent state depends more than anything else on the rapid and
effective development of its educational system. When a metropo-
litan power relinquishes control, the former subject peoples
~ invariably reorganize the system of education bequeathed to them
in accordance with their genuine needs and aspirations. Hopes of
achieving higher standards of living and even of attaining viable
independence seem to depend almost entirely upon the ability of
each budding state to train the human material it requires for
service at various levels in the administration. For this to
happen there must be statesmen, administrators, scientists, tech-
nicians, engineers, doctors, artisans, educationists, and, above
all, teachers. These educators are faced with a gigantic task:
they are called upon to provide an education which, on the one
"hand, will take notice of the essential humanity of the people for
whom it is designed and, on thé other, enable them to take their



full place in a modern scientific-technological world (cf. Duminy,
1968).

It is the indigenocus educationist who plays a leading role in
bringing about a Black-oriented education to satisfy the authentic
needs and aspirations of the African. Needless to say, a Biack
educationist whose outlook is foreign-oriented will find that his
services are not required by his newly independent community. He
becomes a "foreign native", a sort of a bat that is useful neither

to his community nor to the non-Black expatriates.

In recent times in South Africa there has come about a poli-
tical dispensation under which Africans are promised eventual
sovereign independence in their own areas referred to as Homelands.
The vexed question ofs land consolidation has become a formidable
bone of contention with some Homeland leaders (Ilanga, 23.7.75).
Whether political independence will become a reality or not is
neither here nor there. What interests the educationist is that
-his Homeland at this stage is given some latitude to design and
plan its educational system from the nursery school to the post-
primary level exXcept for higher education which remains under the
control of the Central Government. Soon after attaining partial
self-government in 1963 South Africa's first Homeland, the Transkei,
commenced reorganizing its educational system. KwaZulu is fol-
lowing suif. She attained legislative assembly status in 1972,
Before that date the territory was referred to as Zululand. It
was an integral part of the Natal Province as was the case at one
time with the Transkei and the Cape Province. As such it was
subject to the jurisdiction of the Natal Provincial Administration
and the Central Govermment. On attaining partial self-government
in 1972, the territory's name changed to KwaZulu. Further ex-
planation in this connection is given below in paragraph 2.5

where a map of KwaZulu also appears.

It has been stated that "it is necessary to view education
fér the ‘'state' of KwaZulu.in relation to the social and economic
aimé, and not just as a means of wiping out illiteracy" (Thembela,
©1972: 2). KwaZulu people should be clear on the aims they want
~to attain and the means by which they hope to achieve them. Indeed,



without specific educational objectives there can be neither
appropriate planning, nor assessment of effectiveness, nor improve-

ment.

Education as a universal phenomenon is a profound and fund-
amental part of human life. All people of all countries, cultures
and creeds educate their children. However, the practice of
education, that is how people are educated, varies from culture
to culture, from nation to nation, and from community to community.
The structure and composition of society, as it will be when the
-child makes his entry into it, must of necessity drastically in-
fluence the pattern of education. It is a universally accepted
fact that the aim of education and, with it, educational practice,

is determined by the educator's view or philoscphy of life. This

point will receive sp&cial attention in the next chapter. Suffice
it to say at this stage that the KwaZulu Government has stated

time and again that what is needed is an educational system which
is designed to meet the challenges of the scientific-technological

era. In the Education Manifesto of KwaZulu the following is

stated to be the comprehensive aim of the envisaged restructured

system of education:

"The effective organization of the African's
experiences so that his tendencies and
powers may develop in a manner satisfactory
to himself and the nation, by the growth of
requisite knowledge, desirable attitudes and
congenial skills required to face the demands
of the modern age".

{(RwaZulu Dept. of Education and Culture, 1973: 2)

As a member of the Ad Hoc Consultative Education Committee
which drew up the Manifesto and also as a member of UBhoko, the
research and consultative committee which liaises with the Kwa-
.Zulu Cabinet, the present writer is in a good position to assess
presént trends in KwaZulu education. Unlike the older metropolitan
powers, KwaZulu, as a developing nation, is not shackled by any
deep-rooted practices or prejudices: it is free to select suitable
elements from any educational system in South Africa or. abroad to
embellish its own educational edifice, HKwaZulu has taken an in-

dependent line and envisages a sound educational system second to



none for its child population. 1In his policy speech at the May
1975 Legislative Assembly session the Councillor for Education

and Culture stated in this regard that "if we want to be liberated
from the chains of past reigns and shackles of foreign policies,

- we must place our education system on a sound footing."

The fact that KwaZulu is economically poor does not invali-
date its citizens' cherished pedagogical principles. Hayward
1872: 50) hits the nail on the head when he declares that "a wvalid
principle is not made invalid by a difficulty of putting it into
: practice caused by, for example, shortage of mocney or lack of
staff".

Pedagogically speaking, the present study was conceived at
a crucial point in time in the history of KwaZulu. The Central
Government was on the verge of introducing a massive programme of
differentiated education for European children. Undoubtedly the
system would introduce a new era in education in South A%rica, A
research in depth into this problem in KwaZulu should benefit the
budding "state". TFurther details in this regard and elucidation
of terms used in the study are given below.

2.. DEFINITION OF CONCEPTS

2.1, Introduction

The. title of this thesis implies what is actually contained

in the monograph, namely, a psycho-pedagogical study of different-

iated secondary education and its significance for KwaZulu. This

theme does not only imply theoretical reflection and reasoning on
the problem, bﬁt specific reference is made to a practical applica-
tion or implementation of findings. It is thus necessary to analyse
the theme by ocutlining and defining clearly certain concepts per-
taining tozhpsycho—pedagogical", to "differentiated education", to
"secondary education" and the term "KwaZulu" itself. Precision

of terms is a necessity, since it enables the research worker to
give an exact rendering of his thoughts. There is no intention
here to enter into a polemic of semantics. The definitions pre-
éénted below only say what the terms mean in the context of this
treatise. - ' | '



2.2. Concepts pertaining to “psycho-pedagogical™

In order to understand this concept it is necessary to define
first such concepts as "pedagogics", "education", "teaching" and

even to refer to the part-disciplines of pedagogics.

2.2.1. Pedagogics

Pedagogics (opvoedkunde) must be clearly distinguished from edu-

cation (onoeding): the former is the science, the body of syste-
matized and verified knowledge pertaining to the phenomenon
education. The pedagogician practises his science as an investi-
gation of the field of knowledge concerning the phenomenon

education.

The Dutch pedagogicians like Kohnstamm and Waterink are
responsible for paving the way for a systematic reflection on
pedagogics as an autonomous science. The first systematic work
reflecting'the autonomous character of pedagogics was Langeveld's
Beknopte theoretische pedagogiek (1944). Their compatriot Perquin

is also another prominent contributor to the "emancipation" and
emergence of pedagogics as an independent science. In South Africa
this approach has found support in educationists like Oberholzer,
Landman, Van der Stoep, Sonnekus, Nel and others (cf. Nel, 15974).
Pedagogics is neither an eclectic science nor an applied psycho-
logy. philosophy., sociclogy., theology or any other science.
redagogics is one of the youngest sciences. Vilijoen and Pienaar
(1971) state that its autonomy has only been universally recog-

nized in the past seven or eight years.

Tt should be pointed out, however, that the notion of
pedagogics as an autonomous science is not universally accepted.
In South Africa it is mostly English-speaking thinkers who are
vocal in their rejection of this view. They claim that pedagogics
is not a science but an art or just a practice like the practice
of medicine or architecture (cf. llayward, 1973). These thinkers
maintain that like in any professional practice, educators simply
have to apply the findings of sciences, ethics, experience, etc.,
to become better at their job. According to them, the emphasis
should not be on pedagogics as a science among sciences but that
it should be placed on the theory of a vital practice.



It must also be mentioned that a number of thinkers are
opposed to a "neutral science" of education in teacher training
courses on religious grounds. Their standpoint is that a pheno-
menological approach in pedagogics leads to a study of education
which is devoid of the desired religious content (Taljaard, 1974:
Strauss, 1969). The views of these thinkers are contained in
such publications as, inter alia, Fokus, Riglyne and COVSA-Studie~
stuk No. ‘15.

The various part~disciplines of pedagogics are mentioned

below with special reference to psycho-nedagogics, the field in

which this study is undertaken.

2.2.2. Part—-disciplines

-AS already pointed out above, pedagogics has its own field
of study which is very extensive. As a result, a number of part-
disciplines, also called part-sciences or part-perspectives, have
cane into being. As a point of departure, it must be stressed
that, broadly speaking, the science practised by the educationist
is pedagogics and that this provides a perspective on a specific ;
reality as a human concern. TFor the sake of specialized study the _
basic discipline (i.e. pedagogics) is sub-divided into part- §
disciplines. However, it must be borne in miﬁd at all times that
thesé part-perspectives, which can be distinguished from one
another but never separated, are all part of a single unity.
They'are all relevant to the study of pedagogical'matters. Pe- §
dagogics is an autonomous science and to cbviate the risk of |
accepting one aspect as the whole, it is essential to have a
clear picture of the various part-disciplines.

These sub-divisions all have a common point of departure,
namely, the phenomenon of education (the pedagogical phencmenon).
The nature of the pedagogical phencmenon determines what division

has to be made.

If the concern is with the purposefulness of education,
theories on the aims of education, how the adult-child relation-
ships ought to be, then one is in the field of Philosophical or
: Fundamental.Pedagoqics (Philosophy of Educaticn); or one can




confine oneself to, inter alia, the development of adult-child

relationships in the past (Historical Pedagogics}. If the focus

is on methods and techniques of teaching and adult-child rela-
tionships in the teaching-learning situation, then that is the

sphere of Didactical Pedagogics, and Educational Planning falls

under this part-discipline because it is planning for teaching
and organizing the teaching practice for the guidance and help

of learners. If one deals with matters relating to the educand
himself and adult-child relationships as they exist now, then
one is in the field of Psycho-, Socio- or Orthopedagogics.

The child in the pedagogical situation is constantly be-
coming and any assistance and support demands knowledge of the
child, that is, anthropological knowledge of the child in his
relatedness to the world and to others in the world from the
pedagogical situation. Thus knowledge of psychological pedagogics

{psycho-pedagogics in short) is essential. One is here concerned

with psychology as it arises from the pedagogical situation. It
is for this reason that one talks of psychological pedagogics in
contrast to the current ideas of pedagogical psychology or

educational psychology (Nel, 1974). The reason for the reversal

of terminology will become apparent from a detailed elucidation
of the nature and essence of psycho-pedagogics in Chapter 11
(paragraph 4). 1In this connection brief reference must be made

to socio-pedagogics.

Since being-in-the-world (Dasein) means being-with-others

(Mitsein), socio-pedagogics refers to a study of the totality of

social constellations, groupings, systems, organizations, insti-
tutions, etc. as expressions of being human and the possibilities

of the child as a social being to be influenced by these. To

be with others is the primordial way of being human. Man cannot
be an iéland unto himself. Man never becomes actual existence -
he remains possible existence - unless he communicates and
associates with others. A human baby picked up and living with,
say, baboons in the jungle cannot develop into a human being.
The human element lies in the fact that man (child) comes into’
the world with biological potentialities which can only be
actualized through a world of people. Since we are studying the



child as a becoming person, we can say that he is becoming more
and more human. Socio-pedagogics views the child from a parti-

cular angle viz. the social dimension.

The foregoing reflection on socio-pedagogics indicates that
the individual should be viewed against his cultural group which,

in the first place, was responsible for his "humanisation" (Nel,
1974) or his "socialisation® (Dewey, 1959). It is this sociali-

sation which accounts for a degree of homogeneity among members

of a given group or society. Education perpetuates and reinforces
" this homogeneity by fixing in the child, from the beginning, the
essential similarities that collective life demands, but it also

gives leeway for individual variation. As Durkheim (1956: 70)

puts it, "education assures the persistence of this necessary
diversity by being itself diversified and specialized". This

view emphasizes the necessity and importance of differentiated

education which acknowledges the phencmenon of the individual-in-

society. 1In the final analysis, "all the activities of the in-
dividual are to be valued with reference to his social obligations”
(Ross, 1966: 43). Man's individuality and sociality constitute

a common onticity as the counterparts of human existence.

In Chapter II a more detailed discussion will be given of
the different part-disciplinary perspectives as these pertain
to the study at hand. In the meantime, brief reference is made
below to education and teaching in the context of a differentiated
system of education.

2.2.3. Bducation as school instruction

Generally speaking, education is an interhuman phenomenon
whereby the mature leads the immature to maturity. In this sense
eduéation is a universal phencomenon which is found in all cultures
down the: corridors of history. This definition connotes accompani-
‘ment: it is the well-grounded effort of the adult with the child
on his way to adulthood to unlock the world in order to support
the latter and activate him into constituting his own meaningful
world and to inhabit the world and in this way to bring the child

to a well-founded acceptance of his existence and essence-un-



folding {cf. Viljoen and Pienaar, 1971). Education thus signifies
the intentional, directed and systematic influence of the self-
res?onsible,free human personality upon the development of the

yet unfree personality-in-becoming in accordance with a more or
less clearly preconceived purpose. The adult has a preconceived
idea of what he wishes the child should become. Thus education
in the last resort cannot take place without deliberate influence
by the become upon the becoming. Moreover, education implies norms
and values which form the basis of the educational phllosophy and
determlne the educational aims.

The foregoing exposition of education focuses on education

as a phencmenon {i.e. as opvoeding in Afrikaans or imfundiso in

Zulu). However, for purposes of this study, the term should be
restricted to education as school instruction (i.e. ondexrwys in

Afrikaans or imfundo in Zulu). This dual meaning of education
in English tends to mislead. Hence a clear distinction between
these two connotations must be made. In this connection, educa-

tion implies school education as it occurs in the teaching-

learning situation. Consequently, differentiated education is
essentially differentiated teaching {(i.e. gedifferensieerde

onderwys). More will be said in this regard in the ensuing
paragraphs.

2.2.4. Teaching as the spearhead of education

The term "teaching" is more limited than "education”.
Whereas education is directed at the person as a whole, teaching
deals with only one aspect of man, namely, the intellect (Cilliers, 1975),
Teaching inculcates knowledge and skills that are useful and

profitable for man's existence.

The term "teaching® should not, however, be understood as
meaning only what is done in school: teaching is also done

outside thé school, just as the school is supposed not only to
teach, but especially to educate as well. The teacher is first
and foremost an educator since his teaching often provides him
with ample opportunity to educate. Teaching must, thérefore, be
educative, for education includes teaching. Primordially, a sound
téaching situation and a socund pedagogical situation are two sides
_of the same coin. In fact, it is this close connection between



educating and teaching in the life of the child which makes
didactics inseparable fxrom pedagogics. Thus in the mode of being
human (child) the pedagogic situation is at the same time a di-

dactic one.

In the context of a differentiated system of education the
didactic perspective lays particular stress on the unfolding of
reality (teaching) and entry into reality (learning) as well as
on the advantages of the principle of differentiation. For this
reason the teacher would be unwise to teach all children in the
same way because in doing so he would neglect their unique

biological and psychical differences.

In short, teaching could be regarded as the spearhead of

education. The educator should be conscious of two factors,
namely, the children at his disposal and the expectations of the
community to which the school belongs. This view is amplified
below.

2.2.5. The function of school education in society

In its broadest sense, education (opvoeding) means the

" transmission of culture from one generation to the next gene-
ration in order to maintain continuity of a way of life of a
people. This is the universal function of education. 1In this
sense all peoples in all ages are subject to education. Education
bestows on ;an his humanity. Without education he cannot be man

or human.

Preliterate societies had education without schooling or
formal trainiﬁg. They mainly relied for instilling needed
dispositions into the young upon the same sort of association
which kept adults loyal to their group. The children learnt the
custams of the adults and acquired the emotional set and stock of
ideas by sharing in what the elders were doing (Dewey, 1959).

In tribal society education was largely a matter of a set pattern.
It was a éomplete educatiocn whereby every normal youthkat a
.certain stage would be regarded as fully educated and eligible

to participate in the activities of the adults.



However;ras civilization advanced, bringing science and
technology in its stride, the gap between the capacities of the
young and the concerns of the adults widened. Learning by direct
sharing in the pursuits of grown-ups became increasingly diffi-
cult except in the case of less advanced occupations (Dewey,
1959). ‘Thus it became imperative that intentional agencies
(schools) and explicit material (studies) should be devised.
The task of teaching certain things had to be delegated to a
special group of persons (teachers). Formal or school education
came about to supplement informal or parental education, as it

' became impossible to transmit all the resources and achievements
of a complex society. School education opens a way to a kind of
- experience which would not otherwise be accessible to the young,
if they were left to pick up their training in informal asso-
ciation with others, since boocks and the symbols of knowledge
are mastered (Dewey, 1959). '

The function of informal and formal education should remain
essentially the same, namely, the guidance given to the non-~
adult by the adult on the former's way to adulthood. The route
through the school is an unavoidable part of the child's way to
adulthood. The school was established for the child by the adult

and each child is obliged to attend it at a particular age. At
home education remains non-formal and non-systematic until the
child enters school and the teachers take the place of the parent
in order to establish a formal educational situation in which
systematic education is given, but in which that which is peda-

gogical remains fundamental (Nel, 1974).

It should be pointed out, however, that, although the child
has been sent to school, his education should still remain a
joint effort between parents and teachers. After all, the latter
have the child for only five hours.in five days of the week but
for the rest of the time the child is with his parents. This
thought may be illustrated as follows: |

//h - Home
Family .

: adulthood (destination)
0 - 6 years;

\\ School




Therefore; it is important that what is taught at school
should not be at variance with the community's needs and aspi-
rations. The material of formal instruction (i.e. the selected
~aspects of reality) must not be merely the subject-matter of the
schools, isolated from the subject-matter of life-experience.

If the said isolation cbtains, the permanent social interests

are likely to be lost from view. Dewey (1959: 10) hits the nail

on the head when he declares that "one of the weightiest problems
with which the philosophy of education has to cope is the method

of keeping a proper balance between the informal and the formal,

~ the incidental and the intentional, modes of education".

School education could be described as a vital forece in

nation-building. It should be stated in this connection that
there are two types of factors that determine the aim and content
of education, namely:

(i) philosophical-ideological dimension (manhood), and
- (ii) the reality/needs dimension (manpower).
The two factors are interrelated and no attempt should be made
to overstress ocne at the expense of the other, thereby causing
an undesirable imbalance. For instance, it would be tantamocunt
to treating schools like factories if an injunction were to be
issued by authorities to the effect that so many pupils must be
"trained"” and channelled into certain categories of the vocational
sector. School education then is a vital force to influence
people's lives in accordance with accepted norms and values and
to raise the people to the desirable levels of competence and
effective adulthood. Indeed, with suitable opportunities to
learn., men can rise above the levels they would otherwise attain
(Fischer, 1962). The content of school education constitutes
aspects of reality which have been selected and designed to.
facilitate learning of the child in the various periods of his

schooling.

Langeveld underlines the fundamental primordial fact that
fheldhild is scmeone who wants to be somebody himself and there-
fore requires to learn, a fact which must be taken as a point of
departure in any reflection on the teaching-learning situation.



Society wants to induct the child into its ranks when he attains
adulthood, and, in turn; the child is amenable to learning. The
phenomenon of learning is a primordial mode of becoming, i.e. a
mode of becoming in relation to things and to others (viz.
children and adults) (Sonnekus, 1974). Needless to say, before
a child can be given real-life problems to solve, he must be
aided in arriving at an understanding of life and reality.
Effective learning at school is a protracted phenomenon of
giving meaning to life. The educative dialogue gradually expands
towards greater possibilities of choice and responsibility,
"until the bounds of youth are passed and the individual becomes
part of the realities of adult life (Erasmus, 1970).

In the light of the foregoing, a differentiated system of

education becomes a bufﬁing necessity whereby schools of every
type fulfil their proper purpose in so far as they foster the
free growth of individuality, helping every boy and girl to

achieve the highest degree of individual development of which he
or she is capable in and through the life of a society (Ross,
1966). During the school years the aim of differentiated edu-
cation is concerned firstly with the education of the child as a
functioning totality. Viewed pedagogically, it is also correct

and meaningful to supply the secondary school pupil with knowledge
concerning vocational practice which is the mainstay of adult
life. 1In the scientific-technological world of today the extent
and complexity of the vocational world has increased so much

that it would be illogical to send the child unprepared into the
kaleidoscopic world of vocations. Because the child cannot in-
vestigate the whole of the vocational field during his school
life, while nevertheless knowing that his participation in reality
is a task-performing one, it is meaningful that the reality of

the vocational sphere should be differentiated into smaller

- structures, to one of which he can be directed in his studies.
Differentiated education offers the unique boy or girl the
opportunity for the gradual opening up of positive human poten-
tialities which are also directed towards the world of work in

which he or she will live as a future adult.



Therefore, the education that the pupil receives should
prepare him for entry into the vocational world as the world of

the adult. This is the maijor function of schoocl education in

Society. Needless to say, preparation for a vocational life
begins in earliest childhood (Van Zyl, 1573)}. It is essentially
interwoven with all the educational work as concomitant assistance
towards eventually proceeding independently with his life-work.
During the whole of childhood, education will therefore be

geared to the preparation for, and the acceptance of a vocational .
life. It will not be a forgotten aspect which all of a sudden
"starts to receive attention when differentiation into the various
fields of study takes place during the secondary school period
(Transvaal Education Dept., 1974). Education is always a matter
of educating the child so that in his adult life it will crystal-
lize as independent acceptance and fulfilment of tasks as a matter
of life-fulfilment. The adult stature of the individual is large-~-

ly determined by his occupational functioning.

A detailed elucidation of differentiated education appears
below.

"2.3. The concept "differentiated education"

In general, this term means that as far as possible provi-
sion is made for the development of the ability, talent and
interest of each pupil (Frandsen, 1561). It seeks to educate
all children by providing equal though not similar educatiocnal
facilities, taking individual differences among children into
account. Thus it is designed to route puplls to the right course
and the right institutions on the basis of thelr ablllty, aptitude

and interest and in response to the manpower needs of the state.

It may be asked as to why differentiated education is pre-
ferred to a non-differentiated type of education. ' In a way this
question has been answered in previous paragraphs. A further

amplification is offered here.

The interests of society are enhanced by the individual's
optimum development of his potentialities, and individuals find



their best chance of self-development in the service of society
(cf. Ross, 1966). The overriding consideration in differentiated

education is the fact of the inequality of men and the multi-

plicity of needs and demands of society. 1In order that they
should take their rightful places in the community on attaining
adulthood and make meaningful contributions thereto, society’
demands that all pupils should have access to secondary education
and that education should give pupils the opportunity of reali-
sing their abilities to the optimum. Coupled with this is the
demand that pupils should be prepared for the indispensable vo-
cational sphere so that they will be able to pursue their voca-
tions productively. To satisfy this demand, it is essential that
the uniqueness of individual pupils should be taken into account
when planning their education. The inequality of persons is

~ reflected in the abilities with which each is born, that is,
their differences in respect of, inter alia, intellectual ability,

aptitude, temperament, potentialities, interest and emotiocnality,
but especially with regard to the way in which the person struc~
tures the abovementioned components as an integrated totality in
real life. This inequality or individual uniqueness of pupils
must be accommodated in educational planning so that education
may be of fered in accordance with pupils' abilities. This means
that differentiated education should be planned to link up with
post-school vocational fields (Transvaal Education Ept., 1973).

As previously mentioned in paragraph 2.2.3, differentiated
education refers to differentiated teaching, and as such it lays
emphasis on the reality of the uniqueness and individuality of
man. On the other hand; education as phenomenon {opvoeding)
demands a recognition of moral equality. People's concept of

reliability and responsibility does not emanate from individual
bioiogical and psychical qualities. It does not lead to different-
iation as regards reliability, loyalty and sense of responsibility.
The expectations (shared understandings) of society with reference
to opvoeding are the same for all children irrespective of home
background or psychical endowment. In this respect all.men are
treated equal and equally responsible. For this reason every
perSon is entitled to his human dignity irrespective of his race,



sex, colour or creed., Consequently, good manners, respectfulness,
neatness, honesty, dignity, etc. are moral universals which
cannot be subjected to differentiation of any form whatsoever.
On the other hand; it can be argued that differentiated educa-~
tion exactly serves the purpose of enhancing these moral uni-
versals for it offers every individual pupil.the opportunity
"om tot sy reg te kom" (to come to his own).

Since children differ in meny ways, it would be unwise of
the educator to teach all children in the same way. There will
‘have to be differentiation in content and method of his teaching.
Therefore, it is the task of the school to educate the child to
"perform at optimum level of his accord. A more elaborate expo-
.sition of the concept "differentiated education” appears in

- Chapter III (section 3).

2.4, Concepts pertaining to "secondary education"

2.%4.1. Grades; standards, forms

In South Africa the term grades refers to the first two
yvears of schooling which are also called sub-standards A and B
respectively. From the third year onwards school years are
referred to as standards, i.e. standards 1 to 10. Europeans and
other non-African groups follow a l2-year school programme and
up to 1972 standard 5 marked the end of the primary school and
standard 6 the first year of the secondary school.

The position is different in Bantu Education. Up to now
(1975) a l3-year programme is followed and standard 6 is the
final year of the primary school so that Black pupils take 8
years to camplete the primary school education. The imposition
of the extra year has always been resented by Blacks as it cannot
be supported on pedagogical grounds. However, fram 1976 a 12~
year programme wWill be introduced whereby standard 4 will mark
the culmination of primary school education and standard 5 the
first year of the secondary school. The streamlining of the
school years or phases is dictated by the tecently introduced
national differentiated 3ystem of education and the concomitant



changes in the requirements for the National Senior Certificate

and Joint Matriculation Board .Examinations.

The term forms refers to—the school years in the secondary
school phase. From 1976 the position will be as follows:
" Junior secondary phase: Std. 5; Form I, Form II.
Senior secondary phase: Form III, Form IV, Form V.

2.4.2, Schools

Different terms are used to describe the various types of
schools which offer secondary education. Some of these terms,

which will appear in subsequent chapters, are explained below.

(1) Secondary school _

From the primary school, which terminates at standard 4

level in the new differentiated system of education, pupils
will be admitted to the secondary school to do standards 5

to 10. The first three years constitute the junior secondary

phase and the next three years the senior secondary phase.

{2) High school
The senior secondary school used to be officially referred

to as the high school; and several such schools in KwaZulu
still retain this title. Although the term has been abandoned

by'the various Education Departments, Africans in KwaZulu
still use this term instead of senior secondary school and
the junior secondary school is referred to as the 'secondary
school'. It is possible that with the implementation of the
new 3-3-3-3 system of differentiated education the use of
the term 'high school' will peter out as it has happened in
the Transkei when the said system was introduced in 1975.

(3) Bilateral school
- If a school offers two "sides"” of secondary education (i.e.

any two from academic, technical, commercial, domestic
science, vocational; etec., "sides"), it is referxed to as
bilateral. In England this term is used to describe a
school which offers under one roof any dual combination of
grammar, technical or secondary modern school studies.



(4) Multilateral school
'~ This term is used to describe any school which offers three

or more "sides" or "streams" under one roof.

{(5) Comprehensive school

This is an all-purpose school which offers a variety of

- courses under one roof for purposes of catering for all
the pupils of a given area without streaming them into
different "sides". The pupil is given a wide latitude to
select any subjects which are in accord with his ability,

aptitude and interest.

(6} Ordinary school
~This term appears in Chapter VI in the questionnaire survey.

In that context it refers to the common school in KwaZulu

which offers the ordinary academic course in contrast to

those schools which offer the said course plus one or more

"sides".

2.5. The concept "KwaZulu"

The 1913 Natives Land Act stipulated that certain areas

in the then Union of South Africa were to be set aside for the
exclusive occupation by Natives,and the 1936 Native Trust and
Land Act stipulated that more land should be bought to augment
these "reserves", as they were called. The total land quota for
the Reserves would amount to 13% of the total land area of the
Union. 2Zululand in Natal was the Reserve which was set aside
for the Zulu-speaking Natives. When the present Govemment came
to power in 1948, it launched vigorously the policy of apartheid
or separate development, as it was called a decade or so later,
whereby the various Native ethnic groups would be assisted to
develop gradually into separate independent political entities
operating within the 1936 Act in so far as territorial require-~
ments were concerned. The Bantu Authorities Act of 1951 set the

machinery for this development in motion.

For Zululand the first Significant milestone on the road to
self-government was the inauguration of the Zulu Territorial
Authority in June, 1970. In March, 1972, it attained -legislative
assembly status, and then the name "changedf (i.e. constitutionally)
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to KwaZulu, a term which has always been used by Zulus and other
Blacks since Shaka (1787 - 1828) founded the 2Zulu “nation“, just
as lesotho has always been used since the days of Moshoeshoe I,
the founder of that nation. Kwa is a preposition used to express
at, from, etc., the place or country of a person (cf. chez in
French)}. Common examples are Kwambonambi, KwaPhindangene, Kwa-

Ndaba, etc. Thus KwaZulu means the place of the Zulus.

With the conquest of Zululand in the last century, the
territory was carved up into numerocus pieces which up to recently
'~ numbered 188 including 140 "Black spots" dotted all over the
~ Province in the so-called White areas (De Clercqg, 1973). According
to the latest consolidation proposals; these pieces will now be
reduced to 10. This information is reflected in the map which
appears on the previous page. '

Having now analysed the theme and defined relevant concepts,
attention is now focused on an exposition of the problem as such.

3. STATEMENT OF THE PROBLEM

The adage that "the boy is father of the man" is nowhere else
better illustrated than in the phenomenon of education. Progres-
sive states have realized that capital spent on education is a
sound investment and that children are a nation's greatest asset
which should be developed to its maximum extent. One of man's
best investments is in himself. Educated human resources gene-
rate increased productivity and, ipso facto, wealth. Education
therefore is an investment in human material which can reap rich
dividends. Almost uniformly the newly independent states of
Africa are characterized by a formal commitment to educational

expansion as one of the primary tools of modernization and

development.

The crucial question is not whether children are being
educated - this being taken for granted in the modern era - but
what type of education are they given to enable them to fit into
thé contemporary world. Inevitably we Blacks find curselves



drawn into the vortex of the contemporary era; and, in the cir-
cumstances, we must take a hard look at the contemporary educa-
tional systems with a view to updating or effecting a radical
restructuring of our own.

Whilst education does not occur in a vacuum but is an
integral part of society, nevertheless for it to thrive and
flourish it also needs external nourishment and contact. No
society can be an island unto itself, impervious to external
influences. The Russians' successful launching of the first
sputnik in 1957 sent ripples of shock waves throughout the U.S.A.

which had hitherto rested on its laurels derived from the fact of
being the leader of the Western world in almost every field of
human endeavour. America was shocked into a new realization of
the urgent need for a radical reorganization of the educational
- status quo to meet the new challenge fram the leader of the
communist world. The popular uproar resulted in soul-searching

and re-evaluation of goals. Within a decade or so America had
not only met the challenge but had also outstripped her rival.
The epoch-making event of the 20th July, 1969, when the astronauts
Neil Armstrong and Edwin Aldrin landed on the moon, was a drama-
tic illustration of America's phenomenal scientific-technological
advances. From his moon perch Armstrong was able to describe
man's immortal moment on the moon in these now famous words:
"That's one small step for man, one great leap for all mankind".
This "great leap"” was dramatically demonstrated on Thursday the
17th July, 1975, at 6.10 p.m. (S.A. time) when American and

" Russian spacémen docked in space and became the first interna-
tional crew of a "space train" which undocked on Saturday the
19th July, 1975, at 5.30 p.m. (S.A. time).

It goes without saying that no nation is born overnight
except in mythology. The present state of any nation is the
culminatioﬁ of the interplay of a multiplicity of historico-
socio-economic factors. A brief general review of same of these
factors appears in the ensuing paragraphs.

_ Most progressive states today have been campelled by the
phenamenal scientific-technological advances of the latter half
of this century to gear their educational systems to rapidly



changing conditions and to keep abreast of times. The attendant
industrialization, urbanization and secularization have necessi-
tated far-reaching educational changes in all developed societies.
The'strongly emerging egalitarian ideology demanded that there
should be equal vocational and educational opportunities and that
all young people should receive a sound general education extend-
ing to beyond the primary school level. The various human
activities characteristic of industrial society needed trained
personnel who had gone through a sound general education prior
‘to their subsequent specialized training. These exigencies have
- necessitated the extension of the compulsory schooling period,
and, in the light of these; educationists have had to re—examine
current secondary education systems with a view to introducing

the necessary innovations.

Historically the secondary schools of today are the product
of the European grammar schools,of the middle ages which aimed
at preparing for the universities young men who intended becoming
scholars. The function of these schools later broadened to in-
clude the pre-university education of those who wished to become .
statesmén; magistrates, lawyers, doctors, etc. In the course of
time they were attended by pupils who desired training for posi-
tions in administration, commerce and industry. The rapid in-
dustrialization of the Western countries in the 18th and 19th
" centuries and the resultant need for a rising number of well-
educated members of the middle classes exerted constant pressure
for a rapid expansion of secondary educétion (U.N.E.S.C.0., 1962).

The persistent cry during this century for equal educational
opportunity for all resulted in the extension of secondary educa-
tion to all members of society and the provision of a type of
education designed to develop each child to his fullest capacity.
This new move necessitated the extension of the campulsory period
of school attendance to cover the post-primary stage or part

" thereof. Consequently, in same countries, the upper limit of
campuls cary attendance was raised to 15 years of age and later
in others to l6.

EY



This new move had far-reaching implications. The unprecedented
influx of multitudes of pupils of varying abilities into the
schools created new problems of a pedagogic and administrative
nature, and a revolutionary approach to the new situation was
called for. Hitherto the main diet of the secondary school was
the traditional academic type of education. Now the sharply
emerging differences among adolescents in mental capacity,
natural aptitude and interest as well as their vocaticnal re-
quirements had to be catered for, new problems which were not
pronounced at the primary level.

In the pedagogical sphere, the burning problem, which re-
quired instant attention, was that of providing differentiated

courses of study to cater for the great diversity among the new
secondary school population in contrast to the traditional acade-
mically oriented courses designed to lead to scholarly pursuits.
The latter had to be restructured and broadened to incorporate
courses suited to the full spectrum of innate ability. This
‘resulted in major changes in the form and organization of
secondary education systems as well as the streamlining of the
curriculum and teaching methods. This type of education is today
called differentiated secondary education.

_ In the administrative sphere, the various schools either
had to be re-designed to provide different types of courses (i.e.
intra-school or internal differentiation) or different types of
schools had to be established for the various types of secondary
education now demanded (i.e. inter-school or external different-
iation). Illustrations of the latter are the grammar and tech-
nical schools in England, the Gymnasium,Realgymnasium and
Oberrealschule in Germany, the classical and scientific lyceo of
Italy and the colléges and lycees in France. In many other
countries also agricultural, domestic science and trade schools
came into being for the specific purposé of providing for the
varied needs of the heterogeneous post-primary school population.

South Africa; as an industrial pcwer; did not lag behind in
the worldwide pursuit for solutions to the burning educational
pfoblems.of the day. In the wake of campulsory education up to
the age of 15 or 16 years, in terms of which all educable children




of school-going age were kept at school until early or middle
adolescence, education authorities were faced with the problem

of how to adapt school training and instruction to the wvarying
needs, interests; and capacities of the pupil in such a way as

to prepare him best to live his life and to render to his country
the most valuable service that is within his powers and capaci-
ties. South Africa was conscious of the need for renewal in
education.' She was fully aware of the desirability of combating
the intellectualism of the last century with its subject-centred
instruction and of instituting the psychology of this century
"with its child-centred teaching which places the individual child
in the foreground. The Union Government and the Provincial
Administrations got into grips with this problem. Some provin-
cial education departments dispatched commissions overseas to
study differentiated secondary education and make recommendations
for its implementation. The recommendations of the following
education commissions listed in chronological order should be
seen against this concerted effort to bring about pedagogical
renewal:

(1) The Nicol Camission, Transvaal, 1939.

(2) The Wilks Commission, Natal, 1945,

(3) The De Villiers Commission, Union, 1948.

{4) The Pretorius Commission, Free State, 1951.

(5) The Van Wyk Commission, Transvaal, 1955.

(6) The Committee for Differentiated Education and Guidance,
S.A. and S.W.A., 1969. ' |

In addition to official endeavour, educationists conducted
intensive research into this problem, for example, Lynch (1952),
Davies (1958); for the.Transvaal: Shiels (1963), Prozesky (1968),
for Natal; to name only a few. A study of the reports of the
various cammissions and investigations by individuals since the
1930's reveals time and again findings and recommendations in

favour of a national system of differentiated education. Thus

the varlous committees of investigation have contributed to the
crystalllzatlon of the current system.of differentiated education
for WhlteS-

-




"Differentiation" (in the pedagogical sense) has become a
household name in South Africa particularly since 12th November,
1971, when the Minister of National Education made a dramatic
announcement about the introduction of a national system of
differentiated education for Whites in the near future. However,
this term seldom appears in educational writings before 1943,

" but in that year it received considerable attention in the

Norwood Report of the British Government. There it has an un-
fortunate connotation, namely, that of differentiating among

types of pupils; and placing pupils in categories. This had far-

' reaching educaticnal implications. It led to selection examina-
tions at 11+ and to the hiving off of pupils into separate schools,
a black chapter in English education which is shunned by many
today. More will be said in this regard in Chapter IV.

The above connotation of the term differentiation was based

on certain assumptions which are now considered to be fallacious
and therefore to be avoided. These are that:

(a) intelligence is inherited and therefore constant:

(b) it is measurable:

(c) it predicts scholastic prowess:

(d) children fall into types. (Hayward, 1972).

Fortunately the erroneous idea that differentiation means separat-
ing or kraaling out different types of children and assigning to
‘each type its so-called correct course has now been abandoned.

The introduction of differentiation into an educational
system has several beneficial effects. Firstly, it encourages
to stay on at school children who would otherwise have left on
failing a class. Secondly, it aims at finding out what children
- can do in contrast to filtering off those who cannot go on. As
a result, the change to differentiation and comprehensive school-
ing increases the holding power of the schools. A complicating
factor is that the new extra pupils tend to be mainly average
and below average ability. This is the sector that has hitherto
seldan reached the upper standards of post-primary schools with
the result that there have seldam been any concerted attempts
to cater for them in the secondary school situation (Hayward,
1972). This is a burning problem in KwaZulu at present as will

be indicated in Chapter VII.




In spite of the fact that there is great similarity between
people as each was created in God's image, there are neverthe-
less great differences among them in the sense that they are
qualitatively unequal. By the time children enter school the
inequalities among them have increased manifold. As they move
up the scholastic ladder or mark time the differences increase
even further. "This rule of inequality" manifests itself in,

~inter alia, factors such as varying mental capacities, tempe-

raments, social behaviour; degrees of emotionality, aptitudes,
interests and mastery of language (cf. Thomas & Thomas, 1965:

" 3). These matters illustrate the fact that cne child, because
of his unique cqmposition; will be able to master what another
¢hild cannot or can only partially master. It stands to reason
that a state is duty bound to provide for this inequality in
the education it offers; so that each pupil is able and inspired
to pursue a standard of excellence that is commensurate with
his ability; aptitude and interest. Such provision is made by
means of differenfiated fields of study; curricula and sylla=-
buses which in turn lead to differentiated elaboration of the
learning material and differentiation in measurement and the
issuing of certificates (M.S.R.C., 1972).

Thus it is a universal fact of life that people differ
from one another with regard to capacities with which they
were endowed and in the ways in which they give form to the
conmponents of the person-structure as an integrated totality
in their approach to the reality of life. In the light of this
-fact education must be offered in accordance with the pupils’®
capacities or individual qualities; and this means that edu-
cation must be differentiated.

Now the task of a differentiated.system of education’ is
to: '
(1) supply pﬁpils with differentiated education in accordance
' with their unique capacities to enable them to attain
full development:; ) _ '
(2) supply differentiated education which will link up with
) the demands which are posed in connection with post-
. school vocational training:




(3) give pupils guidance relating to their educational and
vocational choices so that the country's manpower needs
can also be provided for:; and

(4) lead the .youth towards moral and emotional stability
which is necessary in order to cope with changing and
challenging times = {H.S.R.C., 1972}.

At this juncture it is pertinent to emphasize strongly
that, although it is a most valuable aid to study what is being
said, wrltten and done in other countries concerning different-
- iation, certain reservations must be maintained concerning
much of the evidence thus gained; for nowhere does the problem
appear to have been solved completely. Perhaps it is even a
mistake to speak or think of a "camplete solution" to the
problem; because what may come near to being the ideal in cne
area or at one period may not be so at another time. Education
has to meet the needs of a constantly changing society. To
speak of a finality in this matter would be tantamount to
saying that education is a static phenomenon and not a dynamic
force which changes and adapts itself to the vicissitudes of
human nature. Thus it may be best to seek out what appears in
various theories or experiments to be best for a given situa-
tion, the requirements of which have been carefully assessed,
and then to develop one's own line of experimentation within

that framework.

However, there is unanimity all round on one fact, namely,
that individual differences among pupils must be provided for.
This brings us to the crucial question in this study: what is

. the position in Bantu Education in this regard?

The picture seems to be different in Bantu Education.

The Black educational system appears to be out of step with

the rest of the world in respect of differentiated educatiom.
Without a properly organized system of differentiated education
1nev1tably the glfted and the below average pupils will suffer.
Needless to say, in a non—compulscry school system failure by
pupils to cope with the learning situation becames an automatic
culllng_process. Modern pedagogy insists that no child should




be summarily dismissed as ineducable. The call by Black
leaders and their communities for universal free, compulsory
education has become persistent in recent times. The reaction
of the Department of Bantu Education to this call is one of
cautious acknowledgement of the inevitability of such an
eventuality in due course (c¢f. Bantu Education Journal,
October, 1972). During the 1975 deliberations on the Budget
Vote for Bantu Education in the White Parliament the Deputy
Minister for Bantu Education stated that compulsary education
for Blacks was the ideal towards which his Department was

. moving. He revealed that the introduction of free schooling

immediately would cost an extra R159 million in salaries and

R415 million for extra classrooms. In the interest of Blacks,
the Central Government is urged to "invest adequate sums annually
in a fund designed to reach this goal within a reasonable time"
(Natal Mercugx; 9.5.75: 16). It is not contended that compulsory
education will be a panacea for all current problems affecting

Blacks. However, it is a gospel truth that education and train-
ing are common dencminators in striving towards higher produc-
tivity and in the relentless fight against inflation, and,
moreover, they promote self-fulfilment in the varied occupational

pursuits.’

The new approach to secondary education and the provision
of systems of education to provide opportunity for boys and
girls according to their ability and interest as outlined in
the foregoing call for an urgent investigation and planned
application of these in KwaZulu. There is an urgent need for
a study that seeks to come to a fuller understanding of the
Black child in the teaching-learning situation so as to teach
and educate him effectively. Differenﬁiated education offers
this unique boy or girl the opportunity for the gradual opening
up of all possible human pctentialities. Consequently, fiom a
psycho—pedagogical perspective the child is looked at parti-
cularly from the viewpoint of the psychology of becoming - (child
psychology) during his school yeais, and as certain potentialities
~ unfold into reality during certain periods, there must of necessity
be: differentiation of subject content and of methods of present-
aéion during the separate school phases. These "certain periocds"




denote the primary school as well as the secondary school years
(cf. H.S.R.C., 1972). The differentiating of potentialities
assumes a specific form at certain times in a child's life with
attendant signs. These characteristic signs can be regarded

as pointers to the need for change of the means of education.

- The content and method of presentation of each piece of reality
must be so different for each individual pupil that it makes a
direct appeal to him which he must, and wants to, answer actively
by exploratidn. This is in accordance with Langeveld's view
that the child is someone who wants to be somebody himself.

The initial step towards solving the problem under dis-
cussion seems to lie in first undertaking a fact-finding study
into the working of the Bantu Education machinery, particularly
at secondary school level, with special reference to the KwaZulu
area. According to the Bantu Homelands Constitution Act No. 21
of 1971, legislative assemblies may make laws in respect of
various matters including education. That is, the KwaZulu
legislative Assembly has Jjurisdiction over all educational
matters except higher education which is governed by Act No. 43
of 1969 which pertains to the University of Zululand. However,
it should be pointed out that, although theoretically KwaZulu
was granted control over her educational system on reaching
legislative assembly status in 1972, in practice hitherto the
status _quo has been maintained particularly in the sphere of
the curriculum, syllabuses, examinations and certification.

That is to say, by and large, at this stage KwaZulu education

and Bantu Education at secondary level are identical.

Seeing that a wise man learns by experience but a wiser
man learns through the experience of others, it will be neces-
sary to take a broad lock at developments elsewhere in educa-
tional differentiation in order to arrive at valid conclusions.
For this purpose a survey of differentiation in England and
_White South Africa will be ﬁndertaken in order to determine
existing trends. That is, two educational systems, one-over-
éeas,and another local, will be reviewed. In each case émphaSis
will be laid on secondary educatioﬁ which is the primary'prbblem

.



area for this study. This leads us on to a consideration of
the purpose of this investigation.

4. OBJECT OF AND MOTIVATION FOR THE STUDY

Throughout the history of subject peoples down the ages,
be they Anglo-Saxons, Brazilians, Egyptians, Americans or
Afrikaners, there is always a phase of reorganization of the
status quo following the granting, by the metropolitan power,
of the right to self-determination. This is a fact of life
which is inevitable, so that the "golden rule" or the best
intentions of the outgoing metropolitan power are irrelevant
to this reality. The different philosophies of the foreign
governor and the indigenous subjects rule out the possibility
of identity of purpose and ideals, especially in the sphere of

education. The indigenization of the educational system in-
variably follows the departure of the ruler, whether the depart-
ure is a peaceful one or is the culmination of a blood and iron

struggle.

KwaZulu has already indicated in no uncertain terms that
she would indigenize her educational system in due course. The
present Btudy might provide the factual basis which is essential
fof such a step. It is interesting to note that in 1973 the
Transkei Government appointed the Kakana Commission to investi-
gate the whole educational set up in the territory and its terms
of reference included, inter alia, criteria for a differentiated

school system.

This study has a dual purpose: firstly, to conduct a survey
of developments and existing practices in non-Black education

systems in respect of differentiation in order to determine the

measure of success achieved by these systems and innovations
connected therewith in the provision bf secondary education, and
secondly, to make suggestions based on conclusions drawn from

the study for a differentiated secondary education System which
would be féa51ble for KwaZulu. The motivation for the selectlon

of the abovementloned systems 1s stated below.



Britain will be selected on the grounds that it is a world
power with a formidable history, and it wields considerable
influence in the contemporary international scene, and the
Anglophone African countries' educational systems derive
directly from the British system. South Africa, on the other
hand, is the "mother" of the Hamelands. It has a modern educa-
tional system which is being adapted at the moment along the
lines of effective differentiation. Therefore, scrutinizing
educational developments in these two areas should make profi-
table study.

An additional motivating factor for undertaking an in-
vestigation of this nature was the desirability to procure a
global picture of how other education authorities cope with the
various administrative and pedagogical problems arising from
the needs of children during the various phases of their develop-
ment from childhood to adolescence. Although the spotlight is
on the differentiation phenomenon at secondary school level the
concomitant problems with which the school phases are fraught
cannot be ignored. If we were to isolate the problems which
are fairly generally encountered in the provision of secondary
education, these could be stated as follows (Mans, 1970):

(1) The best way to link the primary with the secondary phase;

{(2) The most suitable time in a pupil‘s life to transfer from
primary to secondary education:

(3) The best method of selecting pupils for secondary educa-
tion in systems where certain specialized types of
secondary education are provided:

(4) The best way to meet the demands of dlver51ty among
adolescents - the forms of Qrganlzatlon, grouping, -and
the provision of courses diversified in level and in
aptitudes and interests: ;

(5) The most effective secondary school system:

(6) The correct balance between general and vocaticnal
education; and '

{(7) The most equitable examination system.

Teachers and education authorities even in our own country have

encountered these prcblems in varying degree. Any attempt to

throw scme light on them must of necessity be welcome as a move

* in the right direction.



Thisrwork'does not pretend to be a blueprint for Bantu
Education or a manifesto for KwaZulu education, but it is
intended to be a modest contribution in an aspect of African
education which is deemed very important but has not yet
received theISpotlight of research. In this sense the study
is breaking new ground. Perhaps its appearance at this stage
of constitutional development of KwaZulu may prove valuable
with regard to contemplated chaﬁges in the educational system.

At this stage attention is turned to the method of investi-

" gation followed in this study.

5. METHOD OF RESEARCH AND PROCEDURE TQO BE FOLLOWED

The method of research employed in this work is the survey
or descriptive research. The primary objective of the survey
is the investigation of the present status of the phenomena
(Mouly, 1963). It seeks to uncover the nature of the factors
involved in a given situation and to determine the degree in
whlch they exist, and attempts to discover the links or rela-
.tionships whldh exist between the factors (Lovell & Lawson,
'1970). In other words, descriptive research, whilst based on
tabulation, must go beyond the mere gathering and tabulating .
of data. It involves an element of interpretation of the mean-
ing or significance of what is described: it is descriptive as

- well as evaluative.

The chief instruments of descriptive research are the
questionnaire and the interview. The questionnaire has been
described as "a form of interview an paper” (Nisbet & Entwistle,
1970: 44). These two techniques are "most nearly interchangeable"
(Mouly, 1963: 239). The main handicap of the mailed question-—
naire is that members of the lower intellectual and educational

groups tend not to answer and, 'if they do, to introduce an
element of 1nvalld1ty by their 1nablllty to interpret the
questions or to express their responses clearly. This prpblem
is not likely to arise in this study since the respondents that
tﬂé researcher has in mind will be the chief education planner, . -



chief inspectors and secondary school principals.

The research project itself will be conducted in two parts.
Firstly, a critical scrutiny of developments in non-Black
education systems will be undertaken. The main sources of
information in this regard will be published and unpublished
literature in the form of boocks, theses, journals, reports, and
newspapers as well as personal interviews. Secondly, existing
practice in differentiation in KwaZulu schools will be subjected
to a detailed critical examination. At this stage (1975) the
. "Bantu" and KwaZulu schools are still identical in every respect
except for administrative control. For the purpose of this
research it will be necessary to examine the position in all
secondary/high schools which are four years or more old. These
schools will include urban, rural, boarding and day schools.
This part of the investigation will be conducted by means of
questionnaires which are to be preceded by personal interviews

with a number of principals of the schools concerned chosen at
random. These questionnaires-cum-interviews or checklists will
- serve as a pilot study to determine difficulties in respect of
language and concepts and to obtain first hand feedback from
the selected group. ©On the basis of this feedback the final
questionnaire will be compiled. The questionnaire survey is
designed to determine existing practice in the secondary/high
schools and to obtain the views of the headmasters and senior
officers on the different aspects of the practical implementa-
tion of differentiation procedures. A critical analysis of
the responses will constitute an important part of this study.

6. PROGRAMME OF THE STUDY

Chapter I sets out the scope and objectives of the study.
In Chaptér II a theoretical expogitiOﬁ is given by way of re-
viewing relevant literature with special emphasis on the phi-
losophical-pedégogical perspectife, the psycho-pedagogical per-
fspective}and.the-didactical—educational*planning persPeétive.
Chapter IIT presents a discussion on two crucial factors




involved in differentiated,education; namely, the psychology

of ability grouping and the adaptaéion of instruction for
ability groups. Chapter IV gives a survey of differentiation
in the United Kingdom, while Chapter V surveys the problem in
South Africa, particularly in Natal and the Transvaal. Chapter
VI involves an intensive use of the survey method in respect

of the present educational situation in KwaZulu. In the last
chapter the different threads are brought together in the form
of a summary of the findings of this study, the conclusions
derived therefrom, and educational implications thereof. At

" the end of each Chapter there is a list of references pertaining
to ﬁhat particular chapter only. A general bibliography appears
at the end of the thesis. ' '
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CHAPTER 1l |
DIFFERENT PERSPECTIVES

ON THE INDIVIDUAL AS

A BECOMING PERSON
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CHAPTER II

DIFFERENT PERSPECTIVES ON THE INDIVIDUAL AS A BECOMING PERSON
. VIS-A-VIS DIFFERENTTATED EDUCATION

"We must hold that a scheme of educatiocon
is ultimately to be valued by its success
in fostering the highest degrees of
individual excellence of which those
submitted to it are capable®.

(Nunn, 1956: 12)

1. ORIENTATION

Seeing that the individual child as a becoming person grows
up in a specific society, the members of that society base their
concern with this child on a specific philosophy of life. For

this reason a philosophical-pedagogical appraisal of the chilgd

as a becoming person is necessary. But within this society
the "becoming persons" differ from one another in respect of

abilities, aptitudes, achievements, talents, etc. Therefore,

this necessitates a psycho-pedaqogical reflection on the indi-

vidual as a becoming person.

When we meet this becoming person in the formal school si-
tuation, we have to plan his teaching properly. Therefore. a
consideration of the didactical perspective on this problem is

essential. In this connection educational planning is wvital.

In the light of the foregoing a discussion of pedagogics

in general becomes necessary.

2. THE PEDAGQOGICAL PERSPECTIVE

In Chapter I (section 2.2:1) brief reference was made to
pedagogics as an autonomous science. There was also mention of
the facts that some educational thinkers do not accept this
viewpoint and that other educationists object to the "neutrality"
| of éhis science on religious grounds. In this section pedagogics



is discussed with special reference to the problem at hand.

The suffix in the term pedagogics deriveg from the Greek

word "agogos" which means to lead or to accompany. and the
prefix refers to the Greek word "pais" or "paidos" meaning
child. Man is essentially a dialogue. He derives his huma-

nity or manhood from the social environment (Mitsein). In

other words, Dasein is Mitsein, that is, being-there is
being-with-others. The unfolding of an individual's persona-
lity is accompanied, guided or directed and finally judged by

) fellowmen in the light of an image of man conceived and de-
scribed in terms of the philosophy of life of the group con-
cerned. Pedagogics is thus the scientific result of educa-
tionists® efforts to attain true knowledge of the child -
accompaniment phenomenon (Afrikaans: kinderbegeleiding) in

order to aid (teach)} the child more effectively (cf. Nel, 1975).

Redden and Ryan (1956: 39) define the "science of education”
as "the systematized body of truths concerned with the best and
most efficient means of bringing this influence (of the mature
person upon the immature person directed toward the union of
the educand with his Creator as final end) to bear in order that
the individual may attain his proper place and purposes in this
life, and eternal happiness in heaven®. o

Gunter (1964: 23) concurs with this definition except that
his standpoint is neutral as he does not emphasize the religious
aspect as above. He holds that “pedagogics or the science of
education seeks to determine the nature of educational reality
and why it is what it is and also tries to furnish guidelines
for the improvement of educational practice®. In this connec-
tion Perquin's (1964) weighty pronouncement is significant,
namely, that the light in which the pedagogue views everything
is the child's progress towards adulthood.

As previously mentioned in the first chapter, writings on
pedagogics reflect two notions of this concept, viz.:

(i) Some thinkers view pedagogics as a "pure",
neutral, objective science in the tradition



of all (mainly natural) sciences.

(ii) Other educationists, on the other hand, main-
tain that the "science" of education must
also be prescriptive i.e. propagandistic

in nature.

Exponents of both notions acknowledge the fact that educa-

tion is for the individual child en route.

Whatever one's views are regarding the science of educa-
" tion (neutral or biased), it is the educator, in the final ana-
lysis, who is vitally concerned with the child's progress to-
wards adulthood. It is actually the theme of this study that
differentiated education offers the best medium for the actua-

lization of the child's potentialities.

In the light of the foregoing reflection on the pedagogi-
cal perspective, some part-disciplines of pedagogics, which are
relevant to the present study., are discussed below. A close
study of each of these perspectives should contribute valuable
information and understanding towards the task at hand
(cf.o'Connor, 1958).

3. THE PHILOSOPHICAL-PEDAGOGICAL PERSPECTIVE

3.1. Introcductory

This part-discipline is commonly known as philosophy of

education. It involves a radical reflection into the inner-
most character or foundation of that which presents itself or
appears as education. For this reason it may be regarded as

the basic discipline of pedagogics. A properly grounded consi-
deration of the educational phenomenon in its entirety is there-
fore necessary for the delimitation of those areas forming the
part~di$ciplines of pedagogics: and also for the choice of. me-
thods by which the subject may be studied (Nel, 1970}. Nel
(1970) observes that philosophy of education, being the consi-
deration and radical interpretation of the entire field, is that
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very part-discipline which emphasizes the unity of all branch-
disciplines, and thus earns the name of "fundamental pedagogics",
a term which is now firmly established in many university

faculties of education.

Thus philosophy of education has to fathom theoretical
questions -and relate its findings to the practical pedagogical
situation. Van der Merwe (1970) submits that it is the task
of the phiiosophical—pedagogical perspective to design peda-
gogical criteria, to discern the universally true categories,
but also to describe how these categories can be given practi-
cal meaning. Although these descriptive pedagogical catego-
ries may be revealed in a phenomenological approach, education
in reality takés place on the basis of a variety of philoso-
phies of life.

Behind every sound practice, not fumbling, there is a
theory._'Indeed, theory without action or practice is futile
while at the same time practice without theory is fatal as it
so often happens with quacks of various types. The physician,
the musician, the engineer, the educator - all these are practi-
tioners whose activities are based on systematized theories.
Without theory the moon-landing or the heart transplant suc-
cesses would have been impossible. Life itself can end in
disaster if it lacks direction. If we are to live intelli-
gently, we need a "theory" for life as a whole, that is, a

philosophy of life.

Education, as a form of practice, has both a theory and a
"philosophy” behind it. The latter is referred to as philo-
sophy of education which derives from one's philosophy of life.
A clear distinction must be drawn between theory and philoscopghy
of education. ‘

Nowadays educational theory and educational philosophy are
being recognised and pursued as separate activities, and their
relationships to each other and to psycho-pedagogics. soc¢io-peda-
gogics, etc., are being clarified (Hayward, 1973). Theory of
education is based on practical considerations whereas philosophy



~ of education is metaphysically oriented.

Theory of education is that activity which is undertaken
when educators and planners decide what best means to adopt -
when they decide how to examine, how to build a school, how to
design courses, how to train teachers, how best to teach a
subject, etc. The decisions are then acted upon by the edu-
cation planners who do the best they can with their limited
‘resources. The activity called theory of education (or theo-
rising on education) is one of the vital functions of the edu-
cationist (who is more than a teacher). It is certainly not
philosophy of education, but no person can escape the influences
and consequences of his own and his fellowmen's philosophy of
“life.

Good theory proves its existence if it leads to scund
practice. In effect. educaticnal theory should determine pre-—
cisely what shall and what shall not be done in education. hs
Hayward (1973: 20) puts it, "the value of the theory will be
the goodness of the educational practice, the acceptability of

the outcomes".

On the other hand, philosophy of education lies much deeper

than theory of education. In fact, philosophy cannot prescribe
at all on any practical issues (Hayward, 1973). Admittedly,
philosophical beliefs do maké their own distinctive contribu-

tion to educational theory alongside other disciplines.

Since education is the business of learning how to live,
a people's philosophy of education is naturally in accord with
their general philosophy of life. A brief delineation of the
connection between a philosophy of.life and a philoscophy of
education is.given below as well as the relevance of philosophy
.of life to the task in hand.

3.2. The connection between a philosophy of life and

education

Many thinkers down thercorridors of history like Plato, -

&,



Aristotle, Locke and Kant, to mention only four, have dis-
cussed education in - their works as subsidiary to their main
purpose. Dewey and Gentile are the only two modern philoso-
phers who have identified philosophy and education (cf Curtis &
Boultwood, 1966). Dewey defines philosophy as the "“general

- theory of education". In his Outline of Pedagogy and Philoso-

phic Science Gentile states that in all times philosophy has

been found to hold the problem of education in its bosom. The
problem of education is really twofold, It is concerned with

" both the actual, man as he is, and the ideal, man as he ought
to be. The resolution of this dualism is to be found in philo-
sophy. It is in bringing together these two aspects of human
nature that philosophy and education become identified

(Curtis & Boultwood, 1966).

Thus philosophy and education are correlated but also
distinct. Philosophy is theoretical and speculative, whereas
education is practical. Philosophy poses questions, scrutini-
zing factors of reality and experience, many of which are in-
volved in the teaching-learning situation, whereas the actual
process of educating is a matter of actively dealing with
these factors, that is, teaching, planning and organizing pro-
grammes, administering organizations, comstructing curricula, '

effecting measurement and evaluation, etc.

Philosophy and education are related in two main ways.
Firstly, philosophy yields a comprehensive understanding of

reality, a world view, which, when applied to educational prac
_tice, lends direction and methodology which are likely to be

- lacking otherwise. Secondly, by way of reciprocation, the ex-

perience of the educator in nurturing the young places.him in
touch with phases of reality which are considered in making phi-
losophic judgments {Butler, 1968). Because of this, those who
are actively engaged in educating can advise philosophers about
certain matters of fact. In other words, while philoscphy is

a gquide to educational practice, education as a field of inves-
tigation yields certain data as a basis for philosophic Jjudgments.

The conclusion flowing from the foregoing is that every

"



form of education as realized in practice is based on a theory
of education which in its turn depends on a philoscphy of life.
In other words, the philosophy of life guides educational
theory and practice. As there are divergent conceptions re-
garding the fundamental problems of life, so there are also

different philosophies for education.

A philosophy of life then is the fond belief an individual
holds regarding the origin, essence and destiny of all that
exists. It is a personal view, belief and conviction in
connection with life as a whole. As no one is born with a
set of beliefs or opinions, it stands to reason that a philoso-
phy of life is acquired from one's milieu as part of one's

cultural heritage. Thus a philosophy of life is as much a

part of the historic past as of the individual present. Because
human beings are not isolated selves but persons-in-society, it
goes without saying that a philosophy of life is not only a
personal matter but is also a social value or group concern just

“as religion is both personal and communal.

The fact of the close relationship between a philosophy
of life and a philosophy of education can be described as "a
necessary relationship" (Redden & Ryan, 1956: 16). In fact,
education implies a philosophy of life. The saying that “"as
we look upon life so we teach" (Brubacher, 1965: 1) implies
that any form of practical education always reflects a certain
outloock on life. Likewise, the education of the KwaZulu child
should also be based on a sound philosophy of life. & warning
by Marique {cited by Redden & Ryan, 1956: 16} in this regard
is pertinent: '
| .“A system of education might be séientifically
adequate and very efficient, the principles
underlying it might be sound, in so far as
their application would lead to the desired
end, yet the whole spirit and trend of the

system might be fundamentally wrong, because
they are derived from a false philosophy".

-3.3. The necessity for a specific philosophy of ed&cation_

- as a point of departure

Every system of education is based on a philosophy of life.



When a developing nation is freed from colonial shackles and
is granted the right to design and develeop its -own educational
system, a process of re—awakening ensues; a process of self-
discovery is set in motion. No metropolitan power, however
well intentioned, can ever formulate an authentic philosophy
of life for a subject community as a basis for their educa-
tion. In the 1940's a Dutch colonial missionary (Tempels’
1969: 169) stationed in the then Belgian Congo (now Zaire)

confessed:

"We thought that we had children, ‘'great
~children', to educate:; and that seemed
easy enough. Then all at once we dis-
covered that we were concerned with a
sample of humanity, adult, aware of its own
brand of wisdom and moulded by its own
philosophy of life". '
Needless to say, he who is to project thé African image in all
its inimitable dimensions, must be unmistakably of the African
experience. What then should be the philosophy behind the

embryonic KwaZulu education?

. ‘Addressing an annual teachers' conference., one KwaZulu
.educationist declared that "a new philosophy of life must be
formulated and a dynamic nation will arise" (Thembela, 1973: 2).
This statement must not be taken literally to mean presenting
a ready made "philosophical recipe”. At best, one can formu-
late a theory of education which is a theory (plan) for teaching.
Indeed, no man can ever hope to formulate a new philosophy of
life in the same way that nobody can ever deliberately create
a new language, a task which would be much easier to accomplish.
For this reason attempts by some White employers to create a
"Bantu lingua franca" (referred to as "Fanakalo") for Black
employees failed dismally. A philosophy of life is a dimension
or aspect of cﬁlture created by society in the life time of the
society. It 'is a group value which cannot be prescribed by any
particular individual or individuals. The best that any single
person or group of persons (sector of society) can do is to
articulate the dormant {latent) philosophy that lies in the
heart of the community. It is there: it exists as sccial heri-

tage. The abovementioned educationist and other leaders have



expressed the desirability of articulating a viable philosophy
of life and of education in KwaZulu. This is a commendable -

developnent.

Thembela {1973} has intimated that African education
must take note of the fact that a dominant culture from out-
side had brought a modern form of education into the tradi-
tional culture, This foreign culture, which has political
power and economic supremacy, has influenced the indigenous
culture in four main areas, namely, skills of literacy and
numeracy, use of an alien language for effective communication
and acquisition of accumulated knowledge, Christian ethics and
foreign economic and political systems. This irreversible pro-

cess of acculturation has brought about some transformation

of values and norms. A new image of man as well as a new

philosophy of life have emerged.

3.4, The changing societv and the emergence of a new
philosophy of life '

The traditional culture was characterized by, inter alia,

the closed custom-bound society as opposed to diversity, ex-
tended family as opposed to the nuclear family, collectivism
"or communalism versus individualism, marked co-operation versus
competition, subsistence economy versus complex money economy,
a leisurely mode of existence versus the clock rush, etc. The
advent of the dominant scientifically-technologically orienta-
ted culture had a profound impact on the receiving indigenous
African culture and the latter could never be the same again.
Its modernisation along the lines of the Western cultural tra-
dition and the best it contains is inevitable. Technology is

inseparable from a money economy. It assumes, inter alia, a

competitive society. obedience to the clock and that the indi-
vidual can detach himself from the matrix of his family and
village and exercise his individuality. This once more is to

emphasize the emergence of a new image of man, in particular

the contemporary citizen of KwaZulu.

*  An eminent American schblar. R.M. Hutchins (1970) declares



that the main aim of education is not manpower but manhood,
that is, adulthood. Since a child's life is naturally an
unrelenting progress towards adulthood, his education must
help and guide this progressive advance, so that in the last
analysis, education derives its meaning from the idea and

the reality-of adulthood for its ultimate purpose. Therefore,
education in practice attempts to offer the help that every
child particularly needs in order to acquire the personal
qualities demanded by adulthood. The concern of education

is with the child as a present existing reality viewed in the
light of his own adulthood, that is, in the light of what
eveﬁtually he ought to become. Essentially and intrinsically
education is thus dealing with an image of manhood as its com-
prehensive and ultimate aim; and as a concern with humanity, it
must constantly endeavour to answer the basic question as to
the nature and destiny of man (Nel, 1970).

In other words, adulthood is not a static concept but a
dynamic phenomenon which changes with time and culture. Thus
we may speak of the changing concept of man down the ages, of
preliterate adulthood or of scientific-technological adulthood.

Every culture and every period of history has its own par-
ticular demands upon the adult sector, and, therefore, upon
education. Thus the criteria of adulthood in the African tri-
bal soclety are in sharp contrast to the reguirements and demands
of the present increasingly Western way of life. A new image
of man, representing a westernized African personality in the
contemporary South African setting. has emerged. Education must

be attuned to this new personality of the contemporary era.

It was Edward Blyden who coined and first used the now fa-
mous term "African personality", thereby seeking to point out
that the African has that in him which makes him proud to be
African and nobody else. In recent times this pride manifests
itself in the slogan "black is beautiful" and in the “black
consciousness"” movement, and in the reluctance of parents £o
give their children non-African names as in the past. ' The late
President Nkwame Nkrumah of Ghana popularised Blyden's concept
and stressed that what Africans wanted is education that will



develop this concept and lead to complete self-realization. In-
cidentally this is the central aim of KwaZulu education as con-
tained in its manifesto (vide chapter 1, p. 3 ), and Dr.
Nkrumah's declaration in 1957 holds equally true for KwaZulu
today: "Our whole educational system must be geared to pro-
ducing a scientifically-technically minded people" ({cf. Hutchins,
1970: 52). In this regard Duminy (1968: 48) forecasts that

"in Africa will then, most probably, be established something
new, sofneth:i.ng ‘typically African', i.e. a modern African civi-
lization in the true sense of the word". 1In the KwaZulu con-
text leaders of the recently reconstituted Cultural Movement
(Inkatha) have stressed that “instead of Africans endeavouring
to be carbon copies of others they want to be distinctly them-
selves" (Bengu, 1975: 16).

Just as the relatively static culture patterns of the tra-
ditional Zulu community with its inflexible codes and rigid
way of life has given way to the dynamic existence as found in
Western civilization with its high premium on personal freedom, -
responsibility and accountability, so the new adulthood in a
Western-oriented society demands that through a new education
the African child as becoming-adult shall be equipped to proceed
independently in a highly diversified and polyvalent world where
emphasis falls on the personal instead of the collective. The

traditional characteristics are gradually being replaced by a
westernized society with new aims and a new value system. The
traditional collectivistic view of life is giving way to a more
rationally objective and individualistic attitude to life, be-
cause Western culture emphasizes the individual.

As society advances from a "primitive" to a modern stage,
so the autonomy of the individual increases. The resultant
weakening in social cohesion‘is made up by an increasz in rela-
tionships based not upon kinship but upon contracts. In this
connection, Swift (1969) observes that the change is characte-

rized by increasing importance of specialization and of

rationality applied to the organizatidn of social life by mem-

bers of society. This change occurs through differentiation



in the functions of major institutions and the consequent
growth of associations aimed at furthering specific interests.
" Thus there is a shift from a communal to an associational so-

ciety. Furthermore, increasingly, the dominant value theme in

advanced society is mastery of the world around - hence the im-
portance of school education which is designed to develop the

individual's potentialities.

The foregoing reflection indicates that adulthood has
assumed a totally different character and emphasis has shifted
from an inflexible conformity to a critical detachment and

the assertion of individuality. What is called for is respon-

sible independence and a personal accountability and response

to situations in ways which are at once appropriate to current
demands and in accord with the adopted wvalue scheme (Nel, 1870).
In the light of this development in KwaZulu contemporary society

differentiated education now becomes a burning necessity.

Therefore, in contrast to the traditional indigenous edu-
cation the aim or goal of the new Western-oriented education is

the self-realization of the individual. Tribal education

aimed at producing uncritical conformity to static patterns of
living whereas the new code demands deliberate education of the
individual conscience which represents an internalization of
propriety, a consciousness of individual obligation, an acute
awareness of what ought to be. While tribal education aimed
at initiating the oncoming generation into the conventional be-
havioural patterns, the task of education vis-&-vis the new
image of adulthood in an open westernized society is to bring
the person to an understanding and acceptance of personal duty,
to make him conscious of the new demands of pr0priety, and to
guide him towards recognition of his responsibilities as a free
perSOn. that is, towards a more conscious identification with
the ideals of his.community and its particular philosophy of
1life (Nel, 1970). In short, collective responsibility must
give way to the adoption of a personal stand. The human éate-
gories of freedom, responsibility, a sense of accountability and
directedness towards the future as historicity and as a being-
cailed—upon are salient features of the new education and.the



new adulthood.

In the South African context the alien culture, as al-
ready pointed out above, has had a profound influence on the
indigenous culture, especially in these spheres: politics
economics and religion. The metropolitan power has introduced
a democratic form of political organization which lays arhigh‘
premium on individuality, a capitalistic money econoﬁy and
Christianity. A new system of values has emerged in the |

African cormunity.

The abovementioned "“ideals" and the community's new philo-
sophy of life, changed value system, religion., etc., need some
-amplification. Although acculturation is inevitable and even
desirable, "we cannot benefit from what we borrow from the cul-
ture of other people unless we uphold and retain all that is
best in our own culture' (Buthelezi, 25.9.71). In the scale of
 values in the traditional African culture courage, truthfulness,
decency and a feeling for fellowmen took precedence. It is
vitally important for a society in transition like that of KwaZulu
to be certain of its core of values in order that it should be

able to stand the disintegrating power of change (cf. Ottaway, 1957).

In this regard it has been stated that "we need to look
at ourselves and torplan our development from ocur own Black
_perspectives, and not from all-White perspectives, as has been
the case during all the (past) years" (Buthelezi, 1975 a - 6).
A developing Black community must liberate itself from what has
been called "mental whiteness" (Bengu, 1975), i.e. a sense of
rejection of things African, or “Bantu mentality" (Ndaba, 1975},
i.e. a blind acceptance of a "divinely" bestowed Black inferio-
rity. The KwaZulu community's ideals and aspirations are embo-
died in the Cultural Movement {Inkatha) and expressed in these

terms:

"Inkatha does not attempt to re-live the
past or find a way of switching the clock
- back, it merely declares that since cul-
ture embraces the totality of values, in-
- _ stitutions and forms of behaviour trans-
i mitted within a society, as well as mate-



rial goods produced by man, national unity
and models of development should be based
on values extrapolated from the people's
culture and adapted to present day needs
and situations”.

' (Bengu 1975: 16),

The KwaZulu people, just like citizens of other racial groups.
want their children to acquire various gkills to enable them
to participate in the development of their country. They
also want them to have the good things of this life as abun-

dantly as anyone else (Buthelezi, 1975a).

The poeple'’s rejection of the notion of being "carbon
copies of others" has also manifested itself in the sphere
of religion. Leading KwaZulu theologians, including Bishop
Dr. Alpheus Zulu (1972) and Rev. Dr. Manas Buthelezi (1974)
have taken pains in their public utterances and in their preach-
ing and administering of the gospel to make religion relevant
to the African situation. Religion, like education, cannot

operate in a vacuum.

Regarding the economics of the territory, the KwaZulu
Chief Minister, UMntwana M.G. Buthelezi (1975b: 1) has spelled
out the type of economy envisioned for the territory, which
would satisfy the peculiar needs and suit the life style of his
people, namely., "an economy based on a blend of a free enter-
prise with a pinch of communalism". African communalism, which
must not be confused with communism, is a unique form of socia-
lism, emanating originally from Tanzania and subsequently part-
ly adopted by Zambia. While not discouraging free enterprise,
it also ensures that the people as a whole have a stake of
sorts in the wealth of their own land. This would be attained
through state-owned organisations which would have controlling
interests in all main economic enterprises. The profits earned
would thus be for the nation and would be ploughed back into
the country-for its development rather than for the enrichment

Oof some. individuals.

In the formulation of a system of education for KwaZulu

-



a specific philoSophy of life will have to serve as a point
of departure. -There will emerge a communal aim which should
serve as a broad foundation for moulding the young in such

a way that they will achieve self-realization and render ser-

vice to their fellowmen, country, nation and their God.

"One's outlock on life is determined by the nature, sub-
stance and validity of values, and one adopts an attitude on
the strength of a structure of value priorities or a hierarchy
of values. Moreover, one's attitude to life primarily deter-
mines one's actions in life, and one's own actions and those
of others are judged on the basis of such attitude. In the
last analysis, the attitude to life forms the basis for the
individuality of nations. The term "citizen of a country"
immediately implies a certain outlook or attitude to life pe-
culiar to that country. An American, an Anglo-South Affican

"and a Briton will exhibit different outloocks on life though
they may all speak the same language.

Thus "education" in a neutral milieu is unthinkable be-
"cause it would lack content and direction, and therefore it
cannot be described as education. Where education occurs,
this is always done in, by and for a particular cultural group
and in a specific national context. In the primary educatio-
nal situation, viz. the family, the child is introduced to and
nurtured in the cultural atmosphere of the nation. In fact,
the family is the nucleus or cradle of a nation. This process
is continued in the secondary educational situation i.e. the
school. Thus a good school is national in the sense that it
stands in the centre of national life; it embodies and radiates
the best and noblest in the national life and bears a national
character. It stands in a positive relationship to the country
and nation with its traditions and aspirations, its past and

future, its needs and problems (cf. Gunter, 13970)}.

In developing communities (like KwaZulu) there is the

problem of the yawning discontinuity between the primary peda-
gogical situation in the traditional home and the secondary

-



(very artificial) situation based on a modernized culture, an

alien content altogether. This phenomenon would be more pro-

nounced in rural communities than in urban ones. The implica—
tion here is that quite a significant number of pupils might
have one foot in traditional (home)} culture and the other in
moaern (Western) culture. Because school education is based
on an alien culture, the bulk of the Black pupils could be
described as culturally deprived. Badenhorst (1972: 201) has
made a study of this problem in KwaZulu and has come to the

" conclusion that, inter alia, ‘“"there are signs of under—actuali-

zation of learning possibilities as a result of ... unfa-
vourable lived-experience of historicity., the strangeness of
the learning matter and the ... unfavourable pedagogical and

learning relationships”. Because the African child is involved

in his learning activities as a unique totality, he suggests
that a phenomenological-existential method of approach based
on a modern 20th century philosophical anthropology is the
most suitable and effective to deal with such a pupil. 1In
other words, the point of departure in teaching the African
child should be a consideration of his situatedness, and the
teacher's methods should be geared towards this end and the
content of his education should be enriched in order to satis-
£y this desideratum. In this way disastrous consequences of

a "yawning discontinuity" will be averted. It must be empha-
sized that the occupational destination of the African is in the

Western orientated economy and not in his traditional subsistence

economy which required no school education. Differentiated

education offers the best opportunity for each child to actualize
his potentialities. The gifted, the mentally retarded, the cul-
turally deprived, etc.. child receives attention and assistance |

according to his unique personality structure.

One aspect of the educational philosophy KwaZulu educatio-

nists would like to introduce is the dempcratic principle or

democracy as a philosophy of life. Democracy implies equal
opportunities for all. But this must not be interpreted to

-mean a levelling down. As Joseph Leighton (Gunter, 1970 : 80)
puts it, "democracy means an equal opportunity for all, in or-
‘der that everyone may be able to develop, to the highest possible



stage, his native capacities and thus contribute to the social
wealth or culturé the work of his own unique individuality".
According to him, "what we need in place of levelling down

is levelling up". The ideal of democracy then is to encourage
individual development to the greatest extent which is con-
sistent with social cochesion (Jeffreys, 1971;: Dewey, 1959).

If the abovementioned democratic principle is accepted,
it follows that all children should be given the opportunity
which will enable each child to actualize his potentialities

- so that he may take his rightful place as an adult in a demo-
cratic society. The practical answer to this philosophical

problem is differentiation on the basis of personal differences

among pupils. This is in keeping with Adams's dictum that
"education is the dynamic (practical) side of philosophy"
(ct. Ross, 1966: 16).

Alongside the democratic principle is the Christian
principle or the Christian philosophy of life to which all
Christians (including KwaZulu citizens) subscribe. This im-
plies that education in general in South Africa has a Christian
character. Democratic and Christian principles are compatible
and they tend to meet each other and to fuse into a comprehen-
sive whole. Redden and Ryan {1956: 573) emphasizé that "demo-
cracy is a way of life, essentially the Christian way of life,
constructed on the infallible truths of right philosophy and

divine revelation".

Man is a somatic-psychic-noétic (spiritual) being. Accor-
ding to the Christian doctrine, "man's spiritual nature is not
something just added to man, but the very essense of his being"
(Ross, 1966: liS). The Christian view is that the primarv ob-

jective of education is the attaimnment of the end for which God
created each individual, and the secondary cbjective is the pro-

motion and perpetuation of the worth of the individual (Redden &
Ryan: 1956) -

In practical terms, the foregoing'reflection implies that

human personality is of supreme value and constitutes the



noblest work of God. From such considerations there emerges

the aim of education as the exaltation of cersonality or

self-realization, the making actual or real the highest

potentialities of the self. It becomes the main task of edu-

cation to foster the realization of that perfect pattern in
each individual life. The aim then is to enable each one to

become his highest, truest self. Furthexrmore, if a fully

realized human personality is of supreme worth, it follows

that the goal of educative effort ~must be self-actualization

. for all; not only for a favoured few (Ross, 1966). To accom-

plish this aim is the paramount task of differentiated educa-

tion. Needless to add that an educator with a Christian view
of life accepts that the abovementioned requirements for his
educational involvement will penetrate to all facets of educa-

tion (cf. Transvaal Education Dept., 1973).

Having examined the philosophical—pedagogical background
to differentiated education, attention is now turned to the

psycho~pedagogical perspective.

4. THE PSYCHO-PEDAGOGICAL PERSPECTIVE

4.1. introduction

This part-discipline is generally known as “"educational
psychology”. This term is confusing and tends to imply (in-
correctly) that educational psychology is "applied psychology"
in the educational situation. To avoid this confusion certain
universities prefer using the terms "empirical education"
and "psycho-pedagogics". The latter designation is preferred
in the present study; It must be stressed that educational
psychology is a sub-division of education and not of psycholo-
ay. although; admittedly, it draws, inter alia, on appropriate

psychologlcal data, so that it does not relate exclusively to

the science of psychology but also to sociology, philosophy,
biology, psychotherapy. and, according to Rombouts and Kelly,
even to educational matters of a theolcgical, ethical and logical



nature (Nel, 1974).

- Psycho~pedagogics involves the problem concerning the

nature of man. It focuses on the individual as a becoming

person. In the ensuing paragraphs interest in the phencmenon

of individual differences is traced from earliest times up to

the present day, and it is indicated how eventually psycho-peda-

gogics emerged as a fully fledged discipline.

4.2. Historical background to the study of individual

differences.

It is a generally accepted axiom that individual diffe-
rences are universal. The uniqueness of individuals is one of
the most fundamental characteristic facts of life, and at all
periods of human history. men have observed and described diffe-
rences between individuals (Tyler, 1965). This variability
among individuals is true not only of man but also of the ani-

mal and plant kingdoms.

‘As mentioned above, awareness of differences among his
fellowmen has always been characteristic of man down the ages.
This awareness is reflected in the various theories, beliefs
or superstitions concerning the causes of such differences and
the different interpretations given thereto according to his
own traditional background. There is indisputable evidence
among the earliest records of human activity that individual
differences were recognized and utilized. In preliterate so-~
cieties the tribal chief, artist and medicine man are instances
of individuals who displayed special talents or personality
‘traits: In this regard Anastasi (1958: 1) observes that "at
any level of cultural development, specialization of labour it-

self implies a tacit assumption of differences among people”.

It was stated earlier in this work that primitive commu-
nities encouraged and promoted conformity among members. The
unique-or the excepticnal individual was usuaily'viewed with
sﬁspicioﬁ. In such communities, where each family provided its

own food, built its own shelter and made its own clothes, it



was probably advantageous for everyone to attain the same pro-
ficiency and knowledge. But in the contemporary, complicated
and highly integrated society of today specialisation and

unigueness are decidedly essential for living and progress.

Such a situation definitely calls for differentiated educaticn

for the youﬁg generation.

7 Thué people (and children in particular) differ in all
sorts of ways - biologically. psychically and socially - from
one another. This universal phenomenon of variability among
individuals presents a challenge to the teacher. In the school
situation he must take into account the differences in ability,
intelligence, interest and vocational choice among pupils. DMore

will be said on this challenge in the next chapter.

4.3. Earlv recognition of individual differences

Mention has already been made of the fact that thinking
people were aware of the phenomenon of individual differences
many centuries ago. However, it was not until relatively re-
cent years that these differences have been studied experimen-
tally or subjected to guantitative measurement (Freeman, 1934).
Plato was one of the first to consider the problem (Anastasi,
1958}. A fundamental aim of Plato's ideal state was the assign-
ment of individuals to the special tasks for which they were
best qualifiéd by nature. Thus in-Book II of his Republic he
perceived that there are clear differences, mental as well as
physical, between individual human beings, and he ventured to
classify people according to the occupations for which their
mental abilities suited them. He thus cétegorized people into
low-level and high-level manpower. Moreover, the soldiers of
his ideal state were to be selected on the basis of a proposed
series of "actions to perform" which were designed to sample
the various traits considered essential for military prowess.
These "actions" represent the first systematically described
aptitude test on record {Anastasi., 1958). In the light of the
farégoihg _Plato'can be rightly called the "father" or picneer



of differentiated education.

The versatile genius of Aristotle did not overlook indi-
vidual variation. He propounded principles which attempted to
define more closely the nature and limits of human development
(Freeman, 1934). In his writings mention is made of both
group differences including species, racial, social and sex
differences in mental and moral traits and individual differen—
ces (Anastasi, 1958). He also considered the effect of edu-
cation on individual persons with varying talent. It appears
then that Aristotle is explicit in his recognition of indivi-

" dual variations and the possible influence of education upon

individuals of different quality.

Individual differences received relatively little atten-
tion in the Scholasticism of the Middle Ages (Anastasi, 1958).
Philosophical generalizations regarding nature of mind were
formulated largely through theoretical rather than empirical
means. Of particular interest for differential psychology is
the "faculty psychology" advanced by St. Augustine and St.
Thomas Aquinas, Such "faculties" as “"memory". "imagination”
and "will" have been regarded by some as the precursors of the
traits and factors c&rrently identified through statistical ana-
lysis of test scores (Anastasi, 1958). However, these recently
determined factors differ in a nunmber of important ways from
‘the rationally derived faculties of Schelastic philqsophy.

Associationism in its various forms, which flourished from
the 17th to the 19th centuries, likewise had little toc say about
individual differences. The associationists were primarily
concerned with elaborate mechanics whereby ideas became asso-
ciated, giving rise to complex mental processes. They postu-
lated general principles with no allowance for individual va-
riation. For them the teaching-learning situation was a three-
phase process: giving of the example, exercise and reproduction,
this being applicable uniformly to all learners. However, '
Bain.  (1855), the last of the so-called pure associationiéts,
géve some attention to individual differences in his writings.



At this‘juncture it would be worthwhile to include a sinul-
taneous development in educational theory. There is evident a

definite shift of interest to the individual child in the wri-

tings and practices of a group of "naturalist" educators of
the late 18th and early 19th centuries including Rousseau,
Pestalozzi, Herbart and Froebel. Educational policies and me-
thods were to be determined, not by external criteria, but by
direct observation of the child and his capacities. Emphasis,
however, was still placed on observation of the individual as
representative of individuals in general rather than distinct .
from other individuals. Although statements can be found in
the writings of these educators to the effect that individuals
differ and that their education should be adapted to these
differences, still the emphasis is laid more heavily upon free,
"natural" education in contrast to externally imposed proce-
dures rather than upon individual differences themselves.
(Anastasi, 1958). The terms "individual" and "human nature"
are often used synonymously. Later developments placed diﬁfe—

rential psychology on a scientific basis, as indicated below.

4.4, Later developments

Hitherto the views cited are those of men whose principles
were based upon observation alone, not upon systematic and ex-
perimental study. However, in modern times research workers
have investigated the problem of individual differences experi-
mentally, and have given us a mass of data on a diversity of
human characteristics, and, more important still, evidence of

the individuality of man and the fact that each of us as a to-

tality differs from every other human being. The scientific

. movement in child study and education in the earxrly 1900's fo-
cused attentidn on individualrdifferenCes among school children
and youth (Bigge & Hunt, 1968). Ours has been called the
“Century of the Child". In 1906 E.L. Thorndike stated that
,"thé practicallconsequence'cf the fact of individual differences
is that every'géneral iaw of teaching has to be applied with'
COgsidefation;of the particular pé;son in question". (Bigge &
Hunt, 1968: 114). |




Important contributions were made in this regard by
biological science under the impetus of Charles Darwin's for-
mulation of the doctrine of evolution during the late 19th
century. Of particﬁlar importance to differential psychology
is the work of the English biclogist Francis Galton, one of

. Darwin's most eminent followers and the founder of the eugenics

movement. It was Galton who first attempted to apply the evo-
lutionary principles of variation, selection and adaptation to
the study of human individuals (Anastasi, 1958). Moreover,

" he was also the "first to undertake a systematic and statisti-
cal study -of individual differences" (Freeman, 1934: 7).

Another prominent influence in shaping differential psy-
chology is to be- found in the development of the modern science
. of _genetics (Freeman, 1934). The rediscovery of Mendel's

laws of heredity in 1900 led to vigorous experimentation on

the mechanism of heredity. The highly successful research on
the inheritance of physical traits in animals, of which the
work on the fruit fly Drosophila is the outstanding example,
has been reflected in differential psychology in a number of
ways {Anastasi, 1958).

One of the chief research tools of differential psychology

is statistical analysis. An intelligent interpretation of al-

most any study in differential psychoclogy requires an under-
standing of certain fundamental statistical concepts. In sta-
tistical method, the contributions of pioneers like Galton,
Pearson, and Fisher have provided the differential psychologist
with efficient techniques for analysing his data (cf. Freeman,

1934).

_ Of equal importance with statistics as a tool of differen-
tial psychology is psvchological testing (Anastasi, 1958).
One of the most important Americans in the field of differen-

tial psychology., contemporaneous with but much younger than
and following Galton, is James McKeen Cattell. The mental tes=-

_ting movement traces its origins to the pioneer research of
Galton with simple sensori-motor tests (Anastasi, 1958). The
term "mental test" was first used by Cattell in a publication



of 1890, in which he describes tests then being used in his
laboratory in the University of Pennsylvania (cf. Tyler,
1965}). Cattell was influenced considerably by Wundt while
.studying under him in Leipzig as well as by Galton's work

on the drawing up of tests and statistics. In Cattell then
two contemporary movements in psychology converged: the deve-
lopment of the experimental method and the measurement of in-
dividual differences (Anastasi, 1958). Since then many in-
vestigators such as Munsterberq, Spearmah, Terman, Jastrow,

- Bolton and Gilbert. all of the U.S.A., Kraepelin, Oehrn and
Ebbinghaus of Germany, Guicciardi and Ferrari of Italy; and
Binet, Simon and Henri of France have carried out tests and
individual experiments and have brought to light a great mass
of interesting facts pertaining to individual differences

(cf. Tyler, 1965; Anastasi, 1958; Freeman, 1934). These later
researches involved the development of special aptitude tests,
nmultiple factor batteries and measures of non-intellectual
traits. Further development of differential psycholegy is
discussed below.

4.5. Emergence of differential psvychology

At the turn of the century. differential psychology had -
" begun to assume a definite shape. In 1895 Bonet and Henri
published an article entitled La psychoclogie individuelle,

- which represents the first systematic analysis of the aims,
‘scope and methods of differential psychology. Their opening
sentence, which reflected the status of this branch of psycho-
logy at the time, read thus: "We broach here a new subject,
difficult and as yet very meagerly explored" (Tyler, 1965: 11).
This artfcle posed questions, including the two main probiems
of differential psychology: firstly, the nature and extent of

individual differences in psychological processes, and, second-
1y, the relation between the mental processes of a single in-
dividual. |

In 1900 Stern published his work on individual differences -
racial, cultural, occupaticnal, social, sex differences, etc. -



entitled Ulber Psychologie der individuellen Differenzen.

Stern characterized the fundamental problem of differential
psychology as threefold: (i) What is the nature and extent
of differences in the psychological life of individuals and
groups? (ii) What factors determine or affect these differen-
ces? In this connection he mentioned heredity, climate, social
or cultural level, training adaptation, etc. (iii} How are
these differences expressed and how can we recognize them? Lé~
ter revised and enlarged editions of Stern's book appeared in
1911 and again in 1921 under the title of Die Differentielle

A Psvchologie in ihren methodischen Grundlagen.

7 In the meantime investigators, particularly in the
U.S.A., continued to conduct experiments on individual differen-
ces. In America committees were being appointed to investigate
testing methods and to sponsor accumulation of data on indivi-
dual differences. Data on almost every human characteristic
and every aspect of human behaviour were collected so that
"shortly after 1900 the foundations had been laid for virtually
every branch of differential psychology" (Anastasi, 1958: 19).
Anastasi (1958 20} maintains that to these contemporary influ-
ences should be added the contributions of anthropology and so-
cial psychology, "two areas that have many points of contact w1tn
‘differential psychology today”. Stratemeyer et al. (1957: 53)
hit the nail on the head when they declare that “perhaps nothing
is as clearly established in psychological research ds the fact
of individual differences".

The psycho-historical considerations in the foregoing
suggest that differences between individuals are a fundamental
phenomenon. Any human group must take cognisance of this fact,
particularly sb in the case of the school situation. Therefore,
it can be rightly said that the most significant contribution
. made by educational psychology to education during the first
nalf of this céntury is the emphasis of individual differences
between pupils with regard to thelr intellectual, physical -‘and
personality characteristics (Dreyer, 1969). The recognition
of the existence of individual differences between children and



their implications for education has led to important educatio-
nal reforms in most Western countries. These reforms have gi-

ven rise to the introduction of differentiated education. In

this regard Kelly (1956: 211) declares categorically that
"educational psychology recognizes that although all human
beings, because of the fact that each is man, possess the

same general mental capacities, nevertheless there are among
individuals quantitative and qualitative differences in the
development of these capacities". Indeed, almost every work
 on educational psychology deals, in one form or another, with
individual differences. The phenomenon of individual differen-
ces has far-reaching implications for the teacher as will be

indicated in Chapter III.

So far we have traced the interest in the individual in
historical retrospect. In the next section we concentrate on
a discussion of the emergence of psycho-pedagogics and how

lately the individual is viewed.

4.6. The emergence of "educational psvychology"

Contemporary psychology may be approached through a retro-
spect of its origins, for psychology has a long past, if only
a short history. The origin of psychology as a discipline can
easily be traced back to Aristotle (384 - 322 B.C.) who even
in his days wrote on-such problems as sensation and memory.
In fact, he is regarded as the father of psychology. ({cf.
Encyclopaedia Britannica, 15: 152, 1974). He defined psycho-

logy as the "soul and its ‘accidents'" (Encyclopaedia of the
Social Sciences, 11: 588, 1950). He pestulated a "nutritive”

a "sensitive" and a "rational" soul. To emerge as an indepen-—
dent discipline psychology had to be freed from the dominance
of theology and philosophy., to await the maturity cf the bio-
logical sc1ences and finally to become differentiated from
physiology. For the longest period of its development psycho—
' logy was shaped by the needs of yhllosophy.

. It was not until the 18th and 19th centuries that an.
attempt was mgdé tO separate psycholegy from philoscphy. =

e



However, it could not assume an independent status because
its view of man and its methods were tied down to those of
the natural sciences. In this connection man was regarded
as a biopsychic being, as an extension of the animal, as a
conscious being with “psychic functions” which can be sepa-
rately measured and thus gquantified (Nel, 1974). The
world's first psychological laboratory appears to have been
established by Wilhelm Wundt in 1879 at Leipzig UniverSity,.
Germany, marking what has been called the birth of psychology
as a science. As an "offspring" of psychology., educational
psychology or psycho-pedagogics, as we prefer to call it
here, inherited the naturalistic-scientific character of the

mother science".

‘Educational psychology developed as an "applied" science
since attempts were made to applv psychological methods to
" educational problems. Thus it was regarded as a branch of
- "pure" psychology concerned with the application of psychology

in the field of education. However, it was especially after
World War II that the notion of application was changed or mo-
' dified in the Anglo-American world (cf. Nel, 1974). Psycho-
pedagogics became an independent discipline by applying on the
one hand “pure" psychology to teaching matters and in the edu-
cation of the c¢hild, and on the other hand by investigating its
- own problems. Thus we are faced with the paradoxical situation
that although psycho-pedagogics is regarded as an independent

science in Anglo-American literature, the idea of application

still holds sway and the approach is from a psychological, not

a pedagogical, point of view. In fact, in many quarters, in-
cluding South Africa, educational psychology is still regarded
as a branch of "pure" psychology along with abnormal, clinical,
social, industrial, etc.,'psychology. However, it must be poin-
ted out that "pure" psychology may have a right to claim the
subject educational psychology if educational psychology were
just arsiﬁéle and straight forward application of psycholdgical
) principles to eduéation,gg (and this is the important point)

if psychology views the child from a pedagogical standpoint -



and then psychology is no longer within the defined field

of its own science: So the idea of application can only

exist when psychology stares itself blindly against the term
"educational psychology" in which the word "psychology" appears,
overlooking the fact that it is "education" in this term that
is the important.thing and noﬁ "psychology". It was for this
reason that we adopted the "independent" term “psycho-peda-

ogics"” which indicates the pedagogical situaticon as a point
gog. P

of departﬁre.

4.7, The nature and essence of psycho-pedagogics and

its perspectives on the individual as a becoming

person

Although we cannot claim that the idea of application in
psycho-pedagogics was altogether discarded in Europe, neverthe-
less there developed a strong viewpoint against this idea among
German and Dutch educationists. As far as the Germans are con-
cerned we are thinking mainly of the viewpoints of Theodor Litt,
Busemann, Hillebrand., Thomae, etc., and the viewpoints of the
Dutch educationists like Ph. A. Kohnstamm, J. Waterink,

M.J. Langeveld, H.W.F. Stellwag, N. Perquin as well as those
of the South African pedagogicians Oberholzer, Nel, Sonnekus
~and others (cf. Nel, 1974).  According to these authorities
modern pedagogics is not an application of psychology to edu-
cation; it should not attempt to reduce human beings to mea-
surable objecfs by an overemphasis of psYchological testing
and thereby expressing human beings in terms of figures alone:;

but modern pedagogics emphasizes that the point of devarture

in the-study_of the child should alwavs be the nedagocical si-

tuation. This point of view brought about a new approach in the
investigation of the individual child, for instance, in regard
to learning or behaviour problems. With the aid of the pheno-

menological method as the primary mode of approach an accoun-

table pedodiagnostic method has bkeen develcped in contrast to
‘a naturalistically orientated method of psycho-diagnostication
(Nel, 1974).
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This new approach purports to elevate or determine the
person-image (i.e. the personality structure) in order to obtain

a deeper insight into the essence of chilchocd or the causes of
the child's difficulties. By "person-image" the said authorities
do not mean the verification of a number of characteristics or
gualities of the child by means of "tests" - mostly cn a quanti-
tative basis - the summation of which would give a complete pic-
ture of the child: but what they do understand by this term is

- the elevation or ascertainment of the world relations of a par-—
ticular child who is examined in a pedagogical situation, and

this implies that the pedopsychologist has to come to an encounter
‘with such a child, penetrate the inner world of the child, analyse
his world, and eventuzally withdraw ©r detach himself from the

child and evaluate his cbservations cbjectively.

However, we know that current psychology has developed a
psycho~diagnostic approach on a naturalistic-scientific basis
emphasizing testing and measuring "psychic functions". In fact,
the 1974 Encyclopaedia Britannica (15: 148) defines psychology

as the "science of behaviour in man and other animals” (our
emphasis). This naturalistic-mechanistic approach is untenable
and unacceptable on the grounds that man (child) is reduced to.
the position of an animal, an extension of the animal kingdom.
According to modern anthropclogical-existential psycholegy, and
therefore modern anthropological pedagogics, such an approach
can never give a profound insight into the deeper structures

- of the human being. Modern psycho-pedagogics does not discard
altogether these tests as measuring devices, but the encounter
and eventual empathy with the child takes place through the me-
dium of discourse, while other media ("tests") are also used,
as, for example, pedagogical media like composition, child's
play,. drawings; etc., or psychological medié like intelligence
tests, ?rojective measures, etc. In accordance with these mo-
dérn pedagogicians' approach the use of the terms "test" and
"measurement" is discouraged, but instead they speak of "person—
exploratory media" which are placéd between the investigator
and the child with the purpose of directing an appeal to thé

»



child to communicate with these media and to respond to them.
Therefore, the purpose of the media is to study the person of
the child for the sake of the cognitive relationship with the-
child in the pedagogical situation, that is, to know the child
as a person in his involvement with the world (Nel, 1974).
Thus through the medium of the Rorschach inkblots the child
establishes or constitutes another world into which the re-
searcher should enter. analyse and evaluate. In this connec-
tion it is of importance to observe the child's attitude, his
actions, his langrage and affective expression, his whole
approach to the'problem and whether his consciousness moves on

a concrete and biologically bound level.

Thus the phenomenclogical method is of the greatest im-
portance as a primary approach in the pedagogical situation.
Current psychology with its emphasis upon testing and measuring
~ also realized the strong influence of the home and the environ-
ment upon the child, with the result that great importance is
attached to obtaining the "case histories® of children examined.
These "case histories", containing a number of historical
facts concerning the previous development of the child, are,
however, inadequate in presenting the actual relations of the
child to his world. The only method suitable for this purpcse
" is the phenomenological method which interprets these histo-
rical facts in terms of the relation of the child to his world
(i.e. his Dasein). Therefore, instead of cbtaining a "case his-

tory” the historicity or anamnesis of the child is obtained.

'In the case of the African child cognisance must be- taken of

the fact that he is, on the one hand, part of a traditional

- cultural structure, and, on the other, a member of a Western-
orientated Black community. The task of the pedagogician is

to obtain a better understanding of the particular situation in
~which this child must actualize his becoming and learning. The
phencmenologically oriented conceptions based on a modern 20th
century philosophical anthropology appears to be the mostaccep-

table for our views on the learning African child, who is in-

volved in hisflearniﬁg activities as a unigue tcotality



(cf. Badenhorst, 1972). These views emphasize the crucial role

differentiated education could play in the school situation,

where each child's Dasein is probed and catered for.

Furthermore, modern psycho-pedagogics regards the child
as someone who is still immature, who is still dependent, non-
responsible, in a state of helplessness., and in need of aid and
support; he accepts the authority of the adult to lead him and
to aid him on his way to adulthood and responsibility. In this
atmosphere of mutual, trusting togetherness the child takes
fresh courage to be a co-operator in the many educational ac-
tivities, and he surrenders and entrusts himself to the educa-
- tional assistance. The child will entrust himself to the edu-
cator's assistance on condition that he is accepted in trust
(Erasmus, 1973). Indeed, when the child's respect and trust
have been won, then the educator has the key which will give
him access to the child's heart (Dreyer, 1965).

When a child thus experiences this feeling of “geborgenheid"
{(belongingness), he feels himself free to go out into the world,
to explore his surroﬁnding world, to come to an understanding
of the persons, objects and things that surround him. For this
reason modern psycho-pedagogics regards the human being (and
thus the child) as someone who lives in an open world, who ex-
plores and“changes it, making his own decisions and taking re-
sponsibilities in an open world. A spiritual being is thus no
longer bound to instincts and the Umwelt (surrounding world)
like animals are, but is free while he lives in an open world.
A person constantly establiéhes or constitutes his world while
an animal lives in a world determined by instinct, thus in a

fixed or closed world.

As far as thé schocl child's learning and conguering of
his world are.concerned. the na jor problems of psycho-pedags-—
gics centre on the nature of the individual, the nature and con-
tent of the learning'matérial, the economy of learning., the for-
mulation of pSYCholagical—pedégOgical principles, and the guest
forﬁthe extension of knowledge of "behaviour" (Bernard, 1965).



All in all then the task of psycho-pedagogics., which is
grounded in a phenomenologiéal-anthroPOlogical—existential
psychology, is to fathom the true nature cf the child in his
situatedness, in his intentional directedness upon his world.
As soon:as man is studied in his situation, it becomes clear

thatrthis concerns a person-who-is-becoming, thus a person who

- started as a human child. Psychology and pedagogics thus meet
each other in genetic anthropology, that is, from the view-
point of "development" of the human child, thus in the psycho-

logy of becoming or "developmental psychology"., as it is tra-

ditionally referred to. When an adult and a child meet each
other in a situation, we immediately have the adult-child-
situation which we find as a primordial phenomenon in the
family situation as parent (educator) - child (educand)-si-
tuation, which inevitably and necessarily constitutes itself
into a pedagogical situation and which then forms our point of
‘departure for all psycholOgical reflection on the child. From
this it appears that the pedagogical situation is the primary
and primordial situation from which all psycheology results
(Nel, 1974). It is for this reason that Kohnstamm, Langeveld

' and others state that pedagogics is the more comprehensive

science which includes psychology. Thus the close link and

relationship between psychology and pedagogics is indicated

on a phenomenclogical-anthropological-existential basis. Con-
cerning the becoming of the child, it should be clear from the
foregoing that one is here concerned with a psychology which is
rooted in pedagogics, thus with psycho-pedagogics and not with

pedagogical psychology (Nel, 1974).

A psychology which must have value for pedagogics will
thus have to be built up from an anthropological. viewpoint, the
basic structure df which is determined by a pedagogical axio-
métics that man starts as a tinv being and that, without educa-—

“tion, he cannot be constituted as a fullv fledged hunan being.

From a phenomenological-anthropological point of view Langeveld
declares that "without human upbringing, the young child will
not come to fulfilment as a person. That man is a being who

&



brings up, is brought up and is ccmmitted to upbringing,
is in itself one of the most fundamental characteristics

of the image of man" (cited by Nel, 1974: 56).

The foregoing emphasizes how essential and unavoidable
it is to take the pedagogical situation as the peint of de-
parture for a reflection on any pedagogical act and alsc how

evident it is that psychological moments will occur in the

act of becoming of the child. Thus psychological woments
are embedded in the pedagogical situaticn: they constitute
an inseparable part of pedagocgical intervention, thus a part-

discipline of pedagogics which is therefore termed psvchologi-

cal pedacgogics, psvcho-pedagogics for short.

Having attempted to elucidate the nature and essence of
psycho-pedagogics and its bearing on the unique individuality
of each c¢hild, our attention now is focused on yet another

perspective on the becoming person.

The title of this thesis indicates that we are concerned
not only with an exposition of psycho-pedagogical principles
‘underlying differentiated education but also with their
"significance for education in KwaZulu". This implies sugges-
tions for a reorganization or restructuring of the said edu-

cation. This is the realm of educational planning. For this

reason this part-perspective of didactics constitutes an im-
portant aspect of our theoretical considerations in this chap-

ter.

5. THE DIDACTICAL PERSPECTIVE IN RELATTON TO EDUCATIONAL
' PLANNING

5.1. Introduction

It is necessary first to discuss the idea of didaciics,
the science that makes a systematic study of the teaching-
‘learning phenomenon and then emphasize the necessity for proper

planning in crder to attain the desired ends. Van der Stoep &



Van der Stoep (1973: 1) give a comprehensive definition of
didactics in which the role of planning in the didactic si-

tuation becomes evident:

"In the scientific context didactics may ke
described as a theory of what teaching entails:
which conditions are valid for the progress
of teaching events; the general principles
to be considered in teaching; all the diffe-
rent forms which teaching may assume:; the me-
thods which may be relevant in the practice
of teaching:; what is understood by learning,
learning activity and learning intention;:
what the subject of tuition is; in which way
the subject—-matter may be arranged; what the
concept "school®” really involves and what is
meant by it in the accepted educational con-
text: the role played by the school as an in-
stitution in the life of a child; which aids
are necessary to a teacher and how they can
and should be used:; and in cases where the
teaching activities do not succeed, which as-
pects may be considered by the teacher to en-
able him to work orthodidactically, i.e. reme-
dially, correctively, in his c¢lassroom”.

It can be inferred from this definition that educational plan-

ning has to do with planning for teaching and organizing the

teaching practice for the guidance and help of learners. What

is involved here is planning for education as teaching (i.e.
onderwysbeplanning) -

Langeveld has stated that the child is someone who wants
to become somebody himself and as such wants to learn
(Sonnekus, 1974). He typifies learning as a primordial mani-
festation characteristic of being a child from the outset,
and as such teaching becomes an essentizl part of educational
reality. In this mode of becoming human the pedagogic situa-
tion is at the same time a didactic one (Transvaal Education
ﬁept., 1974).

Differentiation as a principle is a direct result of the

didactic requirement of individualization. In a prcperly or-

ganized differentiated system of education this is or should be

a qguiding principle for the educational planner. In the en-

sulng paragraphs educationzl planning is viewed broadly in a



national perspective. -

5.2. Historical orientation

In the foregoing reflection {section 4.3) Plato was.
described as the "father of differentiated education”. Simi-

larly, the earliest example of comprehensive planning in

education is to be found in the Republic where Plato proposes
a well-articulated scheme which takes account of the politi-
cal needs of the city state - as he saw them - and which

makes the school the servant of society. Many other instances
can be gleaned from history. In the 16th century (c. 1560),
John Knox described a national system of schools and colleges
which would serve the Scots and lead them not only to spiri-
tual salvation but also to material well-being. In his

Great Didactic (1632), a few decades later, Comenius presen-

ted a detailed explanation of how schools should be organized

and run in order to cement national unity and cohesion. This

is a significant contribution by an educationist and points
to the wvital importance of the national facet in educational

planning in our day and age.

The schemes of educational planners became more compli-
cated as science and industry became more complex. Under the
influence of the Encyclopaedists and the Physiocrats, La
Chalolais (1763) suggested in some detail the establishment
of a nationalized system of elementary education, dealing with
all the children of all people, and intended to teach them
useful, positive knowledge. At about the same time, Rousseau
advised the Poles to take measures to build schools and pro-
vide teaching for all citizens. Indeed, his ideas were down
to earth and realistic. The idea of planned education on a
national scale appealed to the Benevolent Despots, and before
long the ocutlines began to take practical shape. For instance,
during the first half of the 19th century, Prussian authori-
ties built schools and trained teachers in advance of existing
‘demand, estimating how that demand might grow (Bereday. -

Blaug & Lauwerys, 1967).



The foregeing exposition must not be interpreted as
meaning that there is nothing new in the idea of educaticnal
planning. In view of the fact that educational plannihg re-
flects contemporary aims of education it stands to reason
that those aims could not be the same down the ages. For in-
stance, modern aims would stress the preparation of efficient
technicians instead of brave soldiers or obedient citizens.
However, the true novelty lies in the methodology employed
with its reliance on advanced and refined modes of analysis.
But there is one important feature derived from our predeces-
sors, and that is the reliance on the views of economists
and on technigques employed in business management. Among 18th
century economists we may cite Adam Smith who took interest
in education as well as Alfred Marshall who devoted several

chapters in his Principles of Economics (18%1) to education

and industrilial training. School administrators have long
derived lessons from the management of industrial and commer-
cial enterprises. For example, the monitorial system was an
application to the classroom of methods employed in the facto-
ry. Callahan (1962) in his illuminating work shows that in the
first few decades of this century commercial and industrial
groups exerted great pressure upon American educational admi-
nistrators. These administrators were persuaded or forced to
operate schools along the lines of managerial techniques of
the time. Callahan concludes that this cult of "“efficiency"
led to an undermining of intellectual standards. He deplores
the fact that even téday the gquestions often asked, even by
teachers and educationists, are of the type "How can we ope-
rate our schools to produce more engineers, mathematicians and
scientists?® instead of "How cah we provide an excellent edu-

cation for our children?"

Callahan touches on an important issue, namely, whether
educational planning should be econcmically motivated or
psycho-pedagogically oriented. If the point of departure in
educational planning is the child, as it should, then planning

in education must be pedocentric and the whole educational

£



machinery must be geared towards this end. In fact, this is
the central thesis of the anthropoclogical-existential psycho-
_logy of the 20th century in contradistinction to current na-
turalistic-scientific psychology which regards man as an
extension ©f the animal, and ipso facto a cog in the econo-
mic machinery. Richmond (1966: 49) appears to concur with

this view when he declares that "the @ifficulties with which
we have to grapple (in educational planning) are fundamentally
psychological, not economic'. At this stage we could reflect

on the concept "educational planning”.

5.3. Elucidation of educational planning

Anderson and Bowman (1967: 15) give a succinct and pithy
definition of educational planning as "the process of prepa-
-ring a set of decisions for future action pertaining to edu-
cation". They distinguish between two approaches, namely,
(i) treating educational planning as an adjunct of general
economic planning, or (ii) dealing with educational planning

in its own richt, with economic elements taken only as an as-—

pect of it. 1In the first instance educational planning con-
stitutes merely an extension of manpower planning. This
approach reflects an orientation to planning of production and
employment, and the goal becomes manpower production. The
theoretical foundations of educational planning are then
shared with those that underline manpower planning. On the
other hénd, when the aims and operétions of education are con-
sidered in their own right as a focus of planning, the aim
can be as manifold and complex as the functions education is
expected to perform. In such a situation manpower considera-
tions become merely one aspect of éducational planning with no

"foous comes

necessary priority over other goals. Then the
to be more on pecple, less on production of 'human resources® "

(Anderson & Bowman (1967: 15).

‘The foregoing reflection confirms the view that plannin

and futuritv are two sides of the same coin. The pedagogical

-



categories expectation and futurity are closely connected.

‘Man encounters an incomplete world. His task lies in his
being existentially called upon to complete his world. Man
{child) is expected bhefore his birth (cf. expectant wmolther),
but he also enters the world with expectation, which is the
foundation of his hankering after the future, as being some-
one who desires to become somebody himself in the sense of

. aspiring to complete his world and constitute his life space.

Expectation describes the situation of tension directed to
the future. Futurity denotes the anticipated image-of-what-
will-be in the pedagogic situation. As an image of what
ought to be, it.is a distant view by the child of himself.

It transcends present and past although it presents connection
in continuity. In other words, it is a total image of the

anticipated integration of present, past and future (Viljocen &

Pienaar, 1971). This trilogy seems to be an integral part of
being or rather three aspects of one phenomenon like the
Christian Trinity (cf. Keen, 1970). The said trilogy con-

stitutes man's historicity. The latter term refers to the

. world relationships which man has built up in the course of
his life. This historicity of man also determines his present
and his future. That is, one's past determines ocne's present
situation but also one's future. Man's historicity prevents
him from being isélated because it binds him to his past, to
the customs and traditions that were instrumental in forming
his psychic-spiritual life. Consequently he is alsoc inten-
tionally bound to his present whilst at the same time inten-
tionally directed towards the future.

Thus when one reflects on educaticnal nlanning with due

regard of the manpcwer needs of the vocational dispensation,

it is evident that the whole matter points to the question of
helping to build a future for the child. In view of the fact
that this child is the adult of tomorrow and the future, the.
help anéd support which he receives also,'by implication,.con-
stitutes the building of a future for country and nation in

the wider sense of the word, to which he must one dayv, with



the highest possible degree of knowledge and skill, but also
more particularly with a positive orientation towards the '

occupation, make his labcur available in order to make this

future inhabitable and secure.

In all modern cultures the primary status of the indi-

vidual is achieved through his occupaticnal role. When we

meet a stranger, "How do you do?" invariably presupposes
"What do you do?" The adolescent becomes an adult when he
undertakes a real job (Kiell, 1964). The child proves himself
to be someone who can., and wants to work (Viljoen & Plenaar,
1971). The labour in the family situation, as in the school-
didactic situation, is always a manifestation of initial la-

" bour under guidance which can, but really should result in
ultimately meaningful adult labour. For this reason forma-
tive education is concerned with leading the child to eventual
adulthood to which expression is given in all spheres of so-
ciety, among others., in the vocational order within the all-
embracing structure of the labour dispensation. That is, the
child is motivated through the medium of school education to
enter upon a future occupation with independence and respon-—

sibility and ultimately to achieve self-realization. It is .

for this reason that the educational and vocational order must:
be viewed in juxtaposition as two complementary fields which

are distinguishable but inseparable.

In the light of the foregoing, it appears that it is
pedagogically correct to assert that a child does not receive
schoocl education for the sake of the vocational order, because
if that were the case he would be used as a means to an eond
and that would reduce him to a utilizable and skilled cog in
the giant machine of the state. The task of the school should
rather be seen as a formative educational task aimed at
meaningful labour in the vocational order. This implies that
the majdr‘concern,in thié context must, and indeed should be,
the eventual religiocus-moral and culturzlly moulded person,
‘who, with,poéitive convictions and values, attains fulfilment

in life by entering into and fulfilling his task. From this



it follows that if the country does not see its demands on

the educational order with regard to future labour re-
sources in this light, it will, in the revelation of its .
labour needs, display a narrow and truncated view of the fu-
ture which has always heralded among nations decadence in
their own ranks (H.S.R.C.., 1972). This brings us to a
consideration of some important factors vis-a-vis educaticnal

planning.

5;4. Scme important factors relating to educational

planning

5.4.1 Guidance of the child from non-adulthood

to adulthood

In the pedagogical situation the nature of the child is
such as to require authoritative guidance and the child de-
sires it, while the educator represents an authority of adult-
hood. In this situation the seeker and giver of authority
come together. The child needs education en route to adult-
hood. He requires information as to where he is, who he is
and the goal to which he is proceeding. He does not automati-
cally follow the correct course but must be guided and, if
necessary, he must be compelled to change his present course
and follow the correct one, bscause he does not know the way
and cannot respond to the existential appeal in an accountable
manner (Viljoen & Pienaar, 1971). 1In fact, pedagogy actually

~means the accompaniment of the child on his way to adulthood.

Therefore, the guidance of the child from non-adulthood
to adulthood is largely entrusted to the schools by parents -

hence the teacher is sald to be in loco pareritis. The home

is the primary pedagogical situation and the school the secon-
dary pedagogical situation. It becomes tie teacher-educator's

task, inter alia, to educate the pupils and to allow their

potentialities to develop to the full for their own sake, ‘so
that they can be of service to the country and to society. To

~ be, able to take one's place in post-schocl life as a fully



moulded adult demands both formative educétion by the schcol
within the framework of elements pertaininé to the philosophy
of life and formal education which enables the child to find

a place in the national eccnomy on the grounds of his acguired
knowledge and skills as well as his moral and spiritual edi-

fication as a mature psycho-physical-noétic being.

5.4.2. Damands imposed upon education

Uhderstanding the world of work as an aspect of life is
of special importance to the field of education with its
responsibility in preparing and orienting people for produc-
tive and meaningful lives. In modern societies a man {child)
now determines to a large extent his way of life in his choice-
of an occupation. Siblings may find themselves worlds apart
in adult life as a result of their carcers or vocations. The
farmer may find his brother-physicist's world unintelligible
to him and his son-astronaut's world equally baffling. As
technology and progress have increased the varieties of em-
ployment, classification systems have been developed to bring
order and understanding intoc the occupational world. These

systems have made evident the diversitv and differentiation as

well as the regularitvy and order in the world of work.

In our own country the national economy has undergone a
marked metamorphosis in all spheres. Thus new demands are im-
posed upon man {the child) to occupy his place in the national
- economy as an adult. The way along which he is led to aduli-~
hood, namely education, is also beset by demands to make the
child satisfy particular requirements. Society and the pa-
rent demand that the education system should offer education
which will enable the child to adjust himself to the post-
school occupaticnal world but also that education should Zza
the way in which the child must be led to religious-ethical
adulthood, sc that he can enter post-school life as a respbn—
sible employee and cultural being. Viewed in this light, the

educational system as a whole can be said to aim at two quite

rY



distinct things, especially in developing nations, namely
(a) raising the general level of culture throughout the whele
population and (b) collecting childfen of high intelligence
or with other special gifts and sorting them out from their
brothers and sisters so that they can be given "higher" edu-
cation to enable them to actualize their potentialities in-
stead of letting their talents wither and dwindle in medio-
crity (cf. Hodgkin, 1965). Since in South Africa economic
development and the extension of scientific knowledge have
led to changes in the cccupational structure,. to the coming
into existence of new cccupations and the disappearance in
respect of standards cof knowledge for the pursuit thereof,

a demand for qualified manpower, especially high-level man-

power, has arisen. In any modern and forward looking coun-~
try the manpower structure constitutes a pyramid whose apex
represents high-level and the base low-level manpower. Simi-
larly, the educational system of any country can be seen
diagramatically in the shape of a rough pyramid with several
stages, each containing fewer schools and children than the
one below. The "Education Manifesto of KwaZulu" (1973) ex-
presses concern at "the current caricature pyramid constitu-
ted by African manpower with an oversize base but no apex',

and urges that this situation "be rectified as soon as possible”.

5.4.3. Interdependence of educational planning and

a countrv's economic development programme

The foregoing suggests that education must cater for the
requirements of the child as well as of the national economy
and that educational planning is the foundation upon which the
future of the child and the natlonal economy must rest. There-
fore it is necessary =5 integrate an educational programme in-
to a natibnal'economy'development programme,'since the latter
is dépendent on the educational programme, and this is only
possible when plarning regarding education and the national
economy occur concurrently. Whilst the personality of the
child must not be sacrificed on the altar of econcmic expedien-
cy, nevertheless the needs of the puplil and those of the



country usually coincide as suggested by the econcomic and

educational pyramids mentioned above.

-

5.4.4. Man's {(the child's) intontional dircctodness

towards the future

As mentioned earlier, man aims in the present to plan
his future on the basis 0f experience gained in the past.
\

This is his historicity. He can thus be regarded as being

directed towards the future. When viewed in this light, his
intentional directedness towards the future presupposes a
constant change, but always a change for the sake of an im-—
provement. Conseguently he is never satisfied with the

status guo and his whole life 1s one of unrest - not in the

sense of fear or anxiety but a form of tension or need which
.prbmpts constant reaching for the future. To say that an
individual is never completely satisfied does not mean that
he is a dyspeptic grumbler who is constantly complaining about
his lot. On the contrary, it simply means that his conditiocn
can be improved and he knows it. No matter how healthy, '
wealthy or wise one may be, he can always be healthier, weal-
-thier or wiser. In the envisaged future man (the child) is
confronted with the task of giving meaning to his whole human
existence on the strength of his labour. Man shall earn his
living "by the sweat of his brow", as the biblical saying
.gocs. Therefore it is right and proper to describe cducalio-
nal planning as a matter in which the future is created for |
the child, so that he will eventually himself be able to ex-
perience his future as a phenomenon of the present in accor-

dance with his unique personality structure.’

5.4.5. The countrv's "directedness" towards the

- future

Lying at the roct of a philoscphy of life, is a hierarchy
of value-priorities which is encountered in a community or
nation, always of decisive meaning in the pecple's life of

choices and actions, their characters and ¢onvictions. In a
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democratic state people, cognisant of the need to preserve
social values (national values), will elect a government,
choosing such leaders as will guarantee their wvalues and
norms by giving effect to them. In a developing naticn like
KwaZulu such a mandate has been given to the KwaZulu Govern-
ment which enjoys a general support from the rank and file.
The said government has been empowered to give substance to
\a vision of the future with due observance of the hierarchy
of values which the nation's ocutlook on life carries from -

day to day.

In the light of the foregoing reflection, it is evident
that in educational planning the country will be secn as a
given physical reality with labour possibilities, on the ba-
sis of which the future is planned for the children of the

nation. Therefore, manpower research, as a matter invol-

ving the determination and estimate of the requirements of
the national economy as well as the exploration of the man-
power potential which has to perform labour in the future, is
meaningful, since it has to do with the creation of a future
for the country (H.S.R.C., 1972).

'5.5. Information vital to educational planning

5.5.1l. Forms of educational vplanning

A person's effectiveness as a planner, especially in de-
veloping communities, will be determined largely by the
following:

(a) Knowledge of existing and envisaged schemes.

{b) A clear conception of the social factors that promote
development.

(c) XKnowledge of the political needs of the community as
rticulated by people's acknowledged leaders.

(d) Knowledge of educational needs and the determination of

effective methods of instructicn (cf. Erasmus, 1973).
Needless to say, "if they are to ke able to achieve the objec-

tives of overall education:zl planning, it is essential that



those responsible for it be sufficiently knowledgeable about

the methods and techniques of planning” (UNESCO, 1963: 24).

Therefore the educational planner occupies a key posi-
tion in a department of education like an air pilot. He is
in a position to chart out the course of an educational sys-
tem and to suggest priorities to be adopted in order to reach
the desired goal. He is able to visualize how far his
"plane" can fly or whether it can take off or not. In the
practical situation three main features of educational plan-
ning may be distinguished: '

(i) academic planning, which is concerned with curriculum

development in the various phases of schooling,

(ii) physical planning, which involves predicting future

enrolments and the provision of facilities to accommo-
cate the rising demand. and

(iii) psvchological services, which are designed to give a

new dimension to counselling and guidance at all levels.
In the ensuing paragraphs various aspects of these three fea-

tures are amplified.

5.4.2. The manhpower recguirements of a nation

In view of the fact that the occupational sector is the
pupil's ultimate goal when he attains the status of z fully
fledged adult, education for the oncoming generation must be
planned in such a way that it caﬁ be co-ordinated with post-
school occupational training and/or practice. Therefore it
is essential to know the quantitative and qualitative man-
power reguirements of the country before education can be
" planned - hence the value of the following estimates:
Firstly. long-term estimates, say 15 to 20 years., with pe-
riodic adjustments. must be made of the manpower requirements,
according to main occupational groups and level of education
as they occur in the economic sector. Such data make it
possible to plan aims, on a long-term basis, in respect oOf,
inter alia, educational facilities, teacher training and the

provision - of teachers, curricula, syllabuses and the financing



of education.

Secondly, medium-term estimates, say 5 years, of the man-
power reguirements. On the basis of such data education can
be planned at secondary level, especially, to keep pace with
immediate manpower regquirements by effectively undertaking,

inter alia, curriculum and syllabus planning, provisions of

educational facilities, teacher training and provision of
teachers and school guidance. '
Thirdly, long and medium-term manpower demand and supply
studies must also provide a picture of the changing cccupa-
tional structure. Such data are essential in view of the
fact that economic development and the extension of scien-
tific and technoiogical knowledge have given rise to new
occupations in commerce and industry, while others disappear,
and an upgrading of standards of knowledge for the pursuit
of occupations originates. Furthermore, such data will be

valuable, inter alia, for the school guidance service., the

provision of educational facilities and for curriculum and

syllabus planning.

5.5.3. The schools® votential outputs

Occupations, curricula, and training programmes attract,

require, or furnish outlets for different levels of ability.

" Occupations also provide outlets for different kinds of in-

terests (Myers & Jordaan, 1970). This suggests that the
potential'is present among the school pcpulation to meet the
future qualitative and quantitative manpcwer reduirements of
the country. For this reason data on the capacities, apti-
" tude and interests of the child must be known, so that the
future manpower potential can be determined and educaticn can
be planhéd in accordance with the capacities, aptitudes and
"interests of the child and the requirements of the national
economy. Such data will only give an Zndication of the fu-
ture manpower potential in broad cccupaticnal fields and -
educational levels. Data concerning the cccupational choice

of pupils after leaving school will conseguently also have



to be taken into account to determine the flow of the man-

power potential to the ecconomically active population.

5.5.4. Demographic considerations

Facts and figures are essential on, inter alia, the

future growth and demographic composition of the population
for purposes of effective planning. Projections for a
period of 15 to 20 years are necessary for the various age
groups of the school and university populaticn between the

ages of 6 and 25 years so that, inter alia, the erection of

school buildings, extension of educational facilities and the
training of teachers can be planned. Such planning nust al-
s0 take into account manpower requirements so that planning
can be undertaken in respect of the commercial, technical,
~agricultural, natural science, human science and art fields
by building schools, extending educational facilities or ex-

tending tertiary education.

5.5.5. Financing of education

In order to Keep pace with the manpower regquirements of
the oécupational sector educational planning must take cog-
nisance of financial implications. The richexr the country
the better it will finance it8 education. The reverse is
true of poorer nations. Thus cognisance must be taken of
what part of the national income is invested in education,
how much can be invested in education in the future and what

amount should be invested.

5.5.6. Teacher training and provision of teachers

The teacher is an important component of the pedagogic-
didactic situation,. and nc elduc-ctional system can succeed
without competent teachers. Tnus the great task of the
teacher attains fulfilment in the aim of formative education,
namely, the-guidance of the child, as a non-adult, to adult-

hcod along a specific path (viz. education) and with the



aid of specific means (i.e. subject-matter). In this way
the child arrives at the acquisitioﬁ of factual content and
skills, which are the basic toocls that he will'implement to
give meaning to the realities of life. Consequently educa-
tional planning will have to take the training and prcvision
_of teachers into account to provide for the requirements of
both the child and the national econcmy.

5.6. Guidelines

In educaticnal planning, education must be viewed as
an inseparable unit from its earliest stage until its ter-
mination aﬁ tertiary education level. It is only for prac-
tical and pedagogical considerations that education ié divi-
ded, as far as possible, into organisational units according
to the pupil's unfolding. This is done because the child,
according to the phase of his becoming, imposes demands on
education which make it essentizl that there should be a
demarcation of educational activities to ensure the purpcse-~
ful and effective progression of education. When educational
planning occurs to provide for the requirements of the child
as well as of the occupational sector, the demands which pri-
mary., secondary and tertiary education should satisfy must
- be determined so that the educational programme can be
pianned to provide the person?in-becoming with knowledge

demanded by the occupational sector.

In the light of the foregoing reflection, educational
planning can be described as the continued embodying of a
vision of the future pertaining to formative education in
the framework of a formulated educational policy, with Gue
observance of priorities and costs attached to an educational
system as well as of economic and:political conditions, the

application and development possibilities of such a system

as well as the needs of the pupils and the country served by

the systen.

. ‘This brings us to the stage 0f synthesizing the theore-

tical perspectives outlined in this chaptzr.



6. SYNTHESIS AND PERSPECTIVE

In this chapter an attempt was made to view the child
as becoming being and to prokbe the philecscophical, psychologi-
cal and didactical bases of differentiated education. The
part played by educational planning in this regard was em-
phasized. Each of these three part-perspectives of pedago-
gics was scrutinized and its significance for the task in

hand revegled.

Education, as a form of practice. has a theory and a
philosophy behind it. The latter is referred to as philoso-

phy of education or philosophical pedagogics which derives

from one's philosophy of life. The philosophy of life guides

educational theory and practice just as the compass guides

a ship; Education derives its meaning from the idea and the
reality of adulthood for its ultimate purpose. The concern

. of education is with the child as a present existing reality
viewed in the light of his own adulthood, that is, in the
light of what eventually he cught to beccme. The advent of
the dominant scieﬁtifically—technologically oriented culture -
had a profound impact on the receiving indigenous African

culture and the latter could never be the same égain.

Just as the relatively static culture patterns of the
traditional Zulu community with its inflexible codes and ri-
gid way of life has given way to the dynamic existence as
found in Western civilizaticn with its high premium on per-
sonal freedom, responsibility and accountability, so the new
. adulthood in a Western-criented society demands that through
a new education the African child as becoming-adult shall be
fequipped to proceed independently in a highly diversified and
polyvalent world where emplasis falls on the personal instead

of on the collective. Thus adulthocd azssumes a totally diffe-
rent character and emphasis has shiftecd from an inflexible
confomity to a critical detachment and the assertion of

dndividualitv. Therefore, in contrast to the traditicnal

indigenous education, the aim or goal of the new Western-



oriented education is the self-realization of the individual.
In the light of this development in KwaZulu contemporary

society differentiated education now becomes an urgent

necessity.

The reflection on the psycho;pedagOgical perspective
revealed an interesting historical develcopment whereby
psycholoéy grew out of philosophy and only attained its
_autonomy as an independent science with the establishment
of Wundt's laboratory in 1879. Psychology assumed the tech-
nigques and methods of the natural sciences which were natu-
ralistically oriented and regarded man as an extension of the
animal. Educational psychology inherited the naturalistic-
scientific character of the "mother science" and was regar-
ded as a branch of "pure" psychology concerned with the

application of psychology in the field of education.

On the other hand, there developed a strong viewpoint
against this idea of application among German and Dutch edu-
cationists. According to them psycho-pedagogics is not an
application of psychology to education, as the point of de-
parture in the study of the child should always be the peda-
gogical situation. Man cannot be reduced to a measurable ob-
ject as current psychology advocates in its naturalistic
‘man-as—object-study—-approach. With the aid of the ghenomeno-
logical method as the primary mode of approach an accountable

pedodiagnostic method has been developed in contrast to a natura-

listically oriented method of psycho-diagnostication.

In recent times the most significant contribution made
by psycho-pedagogics is the emphasis of individual differen-
ces between pupils and their inplications for education.
Educatiocnal reforms in this regard have given rise to the

introduction of differentizted education in most Western

countries. These individual differences present a challence
to the teacher and educaticn authorities of a country as -

indicated in the next. chapter.

m



In the light of the foregoing exposition educaticnal re-
forms in KwaZulu are inevitable. Hence a reflecticon on di-
dactics in relation to educational planning became perti-
nent in this context. The problems of educaticnal planning
are essentially pedagogical, not economic. The primary
concern of the planner must be the child who is on nis way
to adulthood. Educational schemes must take into account
the pupil's ability., aptitude and interests. Adulthood im-
‘plies aﬁ occupational or vocational role in society. Man
achieves fulfilment in life through the world of work. The
child is intentionally directed towards the future - his —
whole being is telescoped on a voccation, so that education

serves as preparation for that vocation.

Individuals differ in intellectual capacity and inte-

rests, and this is reflected, inter alia, in the kind of

work they do. Ditfferent individuals will have different vo-
cational goals. An educational structure based on individual
‘differences will have no difficulty in coping with manpower
requirements. It is pedagogically unsound to let manpower
needs dictate policies which violate the principles of indi-
vidual differences. Man must not be reduced to a mere cog
in the economic machinery of the state. A sound educational
planning must have the same purpose as pedagogv, viz. the
accompaniment of the child on his way <o adulthood.. Al

other considerations must be subservient to this objective.

The foregoing exposition should serve as background to
a reflection on ability grouping and its implications for

the pedagogic-didactic situation in the next chapter.

KKKKIARKEREIR TR ER**



10.

1l1.

12,

REFERENCES

Anastasi, A. (1958)
Andersoh. C.A. & Bowman,
M.J. (1967)

Badenhorst, H.J- (1972)

Bain, A. (

1855)

Bengu, S.M.E.(September,

1975)

Bereday, G.Z.F.,

Lauwerys,

J.A. & Blaug, M.

Jleditors) (1967)

Bernard, H.W.

(1965)

Bigge, M.L. & Hunt, M.P.

(1968)

Brubacher,

Buthelezi,

Buﬁhelezi.

Buthelezi,

J.5.

M. (

M.G.

e
PRETFILS- 39

(1965)

1974)

(1571)

(1975z)

L]

L2]

"

Differential Psychology, New

York : Macmiltlan Co.

"Theoretical Ccnsiderations
in Educational Planning” in
The World Year Book of Educa-
tion, London : Evans Brothers.

Die Leerwdreld van die Bantoo-—
kind as Beleweniswéreld :
Psigopedagogiese Parspektief,
unpublished M. Ed. thesis,
University of Pretoria.

The Senses and the Intellect,

London : Parker.

"The Natiocnal Cultural Libe-
ration Movement" in Realitv,
Vol. 7 No. 4.

"Educational Planning” in The
World Year Book of Educaticn,
London : Evans Brothers Ltd.

Psvchology of Learning and
Teaching, New York :
McGraw-Hill €o.

Pesvcholorical Foundations of
Edu cation, New York : Harper

& Row.

Eclectic Philcsophy of Educa-
tion : A Book of Resadings,
Englewcod Cliffs : Prentice-
Hall.

"The Relevance of Black Theo-
logy" in Scuth African Outlook
VOl. 104, NO. .1.2'-:3.

Sheka's Day Address, Dlangezwa
HEigh School, 25th September,
1971.

[ I 4

Cpening Address tc the 5

n

Annual Conference of the-Natal
African Teachers' Union held

at the Edendale lzv Ecumenical

Centre, Piletermaritzburg, from

the 27th to the 30th June, 157

I

5.



13. Buthelezi, M.G. (1575L) M"Business Times Intexrview” in

Sundav Times, 21st September,
19875.
14. Butler, J.D. (1968) : Four Philoscphie

1les and their
Practice in Educaticn and
Religion, New York :

Harper & Row.

15. Calliahan, R.E. (1962) Education and the Cult of
: ' Efficiency, Chicago :

University Press

16, Curtis, S.J. &
Boultwood, M.E.A. {(1968) A Short Historv of Educational
' Ideas, London : University

Tutorial Press Lid.

L]

(R

Psigologiese-pedagogiese Be-
skouinge ocr die Teorie en
Praktvk van Meetkundeonderrig,
unpublished D. Ed. Thesis,
University of S.A.

17. Dreyer, H.J. (1965)

Intellektuele Ontwikkeling en
die Implikasies daarvan vir
Bantce-onderwvs, Inaugural
Address, Publications of the
University of Zululand, Series
1, No. 13.

18. Dreyer, H.J. (1969)

L1}

19. Duminy, ‘P.A. (1968)

African Pupils and Teaching
Them, Pretoria : Van Schaik.

' 20. Encyclopvaedia Britannica (1974}, Vol. 15.

21. Encyclopasdia of the Social Sciences (1950), Vol. 11.

L

"The Progression of Education
in Educational Situaticns and
during the Course of Educa-
tion® in Monograch 1973 - 6,
S.AALALE.

22. Erasmus, 0.C. (1973}

23. Erasmus, P.F. (1873) : Die Bydrae van die Yotenskap
- tot disz Cntwikkeling van On-
derontwikialde Gabhieade,
E.S.R.C. Repcrt No. 4, Pretoria.

"The Role of Education in
National Geals" in Henna, P.R.
(editor) : Education : An
Instrument of Nz—icnzl Gozals,

New York : McGraew-Hill Book Co.

24. Fischer, J. (1862}




"

25. Freeman, F.S5. (1934)

Individual Differen
London @ G.G. Harrs

M Christelik GCecrizZntesrds
Opnvoedingsfilosofie,
utelLennoscn/G:a amstown :
Universiteitsuitgewers en
Boekhandalazrs.

26. Gunter, C.F.G..{(1970)

_Aspects of Educaticnal Theorv,
Stellenbosch : University
Publishers & Booksellers.

27. Gunter, C.F.G. (19%74)

"

"The Nature of Educaticnal
Theory" in Journal of Edu-
cation, Vol. 5, Fo. 1.

28. Hayward, F. (July, 1973)

Education and Chanaoes, London -
University of London Press Ltd.

29. Hodgkin, R.A. {1965)

30. Euman Sciences Research Report of the Committee for
Council (1972) : Differentiated Education and
Guidance ... fOr tho R.S.A. and
S.W.A.-Part I, Pretoria.

The Learning Scociety, Harmonds-—
worth : Penguin Books Ltd.

31. Hutchins, R.M. {1970)

Educaticn : Its Nature and
Purpose, London : Allen &
Unwin Ltd.

32. Jeffreys, M.V.C. (1971)

Three Faces of Being : Toward

an Exigtential Clinical
Psycholegy, New York : Appleton -
Century -~ Crofts.

33. Keen, E. (1970)

Educational Psvchology,
Milwaukee : Brucc Publishing Co.

34. Kelly, W.A. (1965)

The Universal Experience of
Adolescence, London : Univer-
sity of London Press Ltd.

e

35. Kiell, N. (1564)

36. XwaZulu Government (1973) Ecucation Manifesto cf KwaZulu,

Dept. of Educaticon and Culture,
Eshowa.
37. Myers, RX.A. & : "Individual Differences and
Jordazan, J.P. (1970) the “orld of Work" in Savitz,
J.R. & Ball, S. (editors) :
Pgycrolicgy of ths = aticnal

Zrocess, New York
TP

MeGraw-3H1i1ll Co.



38.

39.

40.

41.

42.

43’0

44,

45.

47.

Ndaba, E.P. (1975)

- {1974)

g

Nel,

-l

‘Nel, C.F.B. (1970)

Nel, C.F.B. (1975)

Nunn, T.P. (1958)
O'Connor, D.J. (1958)

Ottaway., A.K.C. (1957)
Perguin, N. (1964)

Redden, J.D. &
Ryan, F.A. (1956)

Richmond, W.K. (1966)

93

"The desirability of articu-
lating a sound philosophical
basis of educaticn in XwaZulu",
a paper read at a symposium

on "The Educational Prioricies
of KwaZulu" held at the Uni-
versity of Zululand on the

5th April, 1975.

Fundamental Orientation in
Psychological Pedagogics,
Stellenbosch/CGranamstown ¢
University Publishers &
Bocksellers (Pty) Ltd.

Scome ZAgpects of Adultheocd as
seen in Philoscphical-Pedago-—

gical Perspective with Refe-
rence to the Zulu's New Image
of Man, Inaugural Address,
Publications of the University
of Zululand., Series I, No. 14.

"Some thoughts on education

and teaching at the tertiary
level and an introduction to
ephebagogics", a paper read to
a symposium of the lecturing
staff of the University of
Zululand held on the 13th
FPebruary, 1975.

Education : Its Data and First

Principles, London : E.
Arnold Ltd.

An Intreducticn to thsa Philo-
scohy ¢f Education, London :
Routiedge & K. Paul.

Bducation and Society,
London : Routledge.

Pedagogiek, Roermond-iMaaseik :
Romen & Zonen.

Bl
)

Catholic Priloscphy oFf

ducation, Mlwaukee Iruce

Zducationzl Planning : 014 and
New Persunectives, London :
Michael Joseph.



48.

49,
50.

51.

52.
53.

54.

55.
56.

57.
58.
. 59,

60,

Ross, J.5. {1986)

Swift, D.F. (1969)
Tempels, P. (1969)
Thembela, A.J. {1973}

Transvaal Education Dept.
(1973)

Transvaal Education Dept.
(1974)

Tyler, L.E. (1965}
UNESCO (1963)
UNESCO (1965)

Van der Merwe, B. de V.
(1970) )

Van der Stoep, F. &

Van der Stoep. O.A. (1973)

Viljoen, J.A. &
Pienaar, J.J. (1971)

zulu. A.H. (1972)

"

s

L 1]

Groundwcrk of Educational

Theory, London : Harrap &
Co. Ltd. '

The Scciclogv of Bducaticn,
London : Routledce.

Bantu Philosonhv, Paris :
Présence Africaine.

African Education at the

Dawn cf a New Era, Address Lo
the 55th Anntal Conference

of the N.A.T.U.

Educaticn Bulletin, Vol. XVIZI,
No, 1l, March, 1973.

FEducation Bulletin, Vol. XVIII,
No. 1, March, 19874.

1
rences, New York : Appleton
Century — Crofts.

Elements of BEducaticnal
Planning, Paris.

Problems and Strategies of
Educational Planning, Brussels.

The Crisis of Authoritv,
Inavgural Address, Fort Hare
University Prezs.

Didactic Orientation, Jochannes-—
burg : McGraw-Hill Book Co.

Fundamental Pedagogics,
Durban : Butterworths.

"The Dilemmia cf the Black
South African", T.B. Davie
Memorizl Lecture, Unlversity
of Cape Town.

KAKHAKAREARTRKR TR ®*®



[ - 500 ]
[ ehe - |

£
L]

forea

[ e

[Eobew |

il
3
£

"3
d

ES

:z
[

. W T e o

3 b% ) i B
g i
5B
d =

AT
b o 0 W38



CONTENTS

CHAPTER ITII E

Pagei

1. INTRODUCTION e eveeeensnnncaceeneoesannenncneonaeees 957+
I

2. THE THEORY AND PRACTICE OF ABILITY GROUPING .¢eevwvn- 97i
2.1. The challenge of individual differences for T

the African teacheTr ...ieiiceiiinnneencecanans 971

2.2, Grouping ProCedUreS .ceceseeccccaccncesnnrccennes 97+
2.2.1. Homogeneous groUPINgG esesevescecescases 98i

2.2.2. HeterogeneousS groUPING «eeeeveeeacoewss 99%

2.3. Classification of the educable school popula- +
tion into ability groUPS eeveeeeeveeevonecennn s9F

2.3.1. The bases of classification ...c¢.....- lOOE

2.3.2. The concept "intelligence” ........... 102+

: _ 1

2.3.2.1. Nature and definition of I

intelligence ...c.ovccrenana- 102+

2.3.2.2. Theories of intelligence ... 11021

2.3.2.2.1. The functiocnalis- T
tic approach ... 102+
2.3.2.2.2. The structuralis- I
tic approach ... 104 _-t
2.3.2.2.3. The pedagogical +

approach eeo..... 1057

2.3.3. Various forms of mental testing ...... lOSE
2.3.3.1. General ......cccvveavesea.. 1053

2.3.3.2. Aptitude tests ...... . lO6i

2.3.3.3. Achievement tests .......... 107 +

2.3.3.4. Test batteries ......... e... loO83%

2.3.4. Intelligence, I.Q. and envircnment ... 109¢
2.3.5. OVEIEVIEGW teeccencnraccsscancannnsss oo 11173

' +

3. THE ADAPTATION OF INSTRUCTION FOR ABILITY GROUPS ... 111 =
3.1. Introduction e.cevececncenrcecctecenanacscnnnn 1117
3.2. The system of differentiated education ....... 112+
3.2.1. Why differentiation has become impera- T

BlVE tevrinetecressscanssoncnaceannnes li2+

3.2.2. The bases of differentiation ......... 115 +
3.2.3. The meaning of differentiation ....... 117 ¢
3.2.4. The techniques of differentiation .... 1187
3.2.4.1. Differentiation in tracks or i

streams (differentiation in ;

subject-matter) ............ 118 -

3.2.4.2. Setting or cross grouping .. 1157

3.2.4.3. Differentiation according to I

choice of subject and courses +

of study -ceiiiiieniieennaae. 1192

N 3.2.4.4. Differentiation in tempo ... 1197

LA e AR AR )

I
B R o A I I o I e e 0



+'|-+.'

ST RS A A S Or AT RIS BRTEN S STUNRUT S S B S St SR BTSSR SRR R S A S

PTG SR I S S B S S A LI o 0 o 1 S e R

% ,

T 3.2.4.5. Differentiation by enrich-

+ ment of the syllabus ....... 120

T 3.2.4.6. Advanced placement programme = 120

+ 3.2.4.7. The parallel syllabus plan . 120

I 3.2.4.8. The individual progress plan 120

T 3.2.4.9. The semester plan .......... 121

T 3.3, OVEIVIEW tevvnianronnancceaacroaocaneaaaaeenen. 121

T 3.4. The role of guidance in a sound dlfferentlated

17 ° progranme - b 80w s E S e LU N B B R R I R A B B B BRI I R 121

T 3.4.1. Preamble cec.ceiiescscencrcanaacaannns 122

i 3.4.2. The nature and essence of guidance ... 124

I ' 3.4.2.1. Definition of concepts ..... 124

* 3.4.2.2. The aim of the school guid-

f AnCe SerViCe .ceececccenesss 128

+ 3.4.2.3. The methodological aspects

T of the school guidance ser-

+ VIiCe ierrecncceernnnanconnna 128

E 3.4.2.4. The correlation between
educational, vocational and

1 person-structure guidance .. 129

I 3.4.3. The urgent need for a school guidance

i serVice ® 8 8 8 & &S F PSS e aeE P AE e rar 130

t 3.4.4. Personnel involved in guidance ....... 131

T ' ~ 3.4.4.1. The teacher-counsellor ..... 131

+ 3.4.4.2. The professional counsellor 133

T 3.4.4.2.1. His training ... 133

i _ 3.4.4.2.2. His duties ..... 134

E 3.4.5. Overview ....cvcccan... teeccnemarsenna 135

¥ | |

14. G[IIDELINES_-o-o--o.---...--- ........ *> & 5 5 &0 & s s e s 0 136

I | -

is-' REFERENCES seees s s enes e tEessEmRemeaaa P R L N 137

T | |

+H++F+FH++++H+FH—F+++++++4+H4++++F++++F+H4+H4—E+{+++++H;P+



CHAPTER TIIT

~ ASPECTS OFVABILITY GROUPING AND IMPLICATIONS FOR DIFFERENTIATED
EDUCATION

"The aim of ability grouping is to bring
together pupils who will be able to work
together and to progress together under
conditions permitting the fullest possible
development of the individuals involved"

(Turney, 1936: 84)

-l. INTROIUCTION

- The goal of providing equal educational opportunities for
the optimum development of all children presents a challenging
problem. The extent of individual differences in the capacity
' to learn has directed the attention of educators and adminis-—
trators to the need for adjusting methods of instruction and
school tasks to the learning capacity of each pupil. Educators
generally believe that in order to stimulate successfully and

to quide properly the individual pupil, the classroom situations
must be adjusted carefully to his ability to learn. There are
many ways in which school work may be adapted to individual
differences. Frandsen (1961: 220) warns that providing “identi-
cal curricula and methods of teaching" is not a solution to the
problem of individual differences among pupils. Behr (1974 b:
9) is more explicit and categorical: "It is wrong to demand the
same degree of performance from all pupils, and to blame the
child entirely for his failure". The view is also being ex-
pressed by educators throughout the world that no child should
be summarily categorized as ineducable (Behr, 1973).

The individual differences in mental abilities and in
school achievements constitute a basic factor in education.
Therefore, one of the most outstanding problems in education is
to work out methods of dealing with large numbers of pupilé in
such a way that each pupil will receive the direction, guidance,
and 'special work which he requires in order to improve himself
to the maximum of his capacities (Kelly, 1956). Since pupils



differ so widely in capacity to learn with regard both to the
rate of learning and the level of attainment, the problem is

to adapt school training and instruction to the varying needs,
interests, and capacities of the pupil in such a way as to
prepare him best to live his life and to render the most valuable
service within his powers and capacities. This view tallies
with Peel's (1958: 4) aim of education, namely, "to promote the
_ devélopment of a well-integrated person, capable of exercising
such responsibility in society as his powers allow." It is

not intended that the school should make all pupils equal, but
- it is important that the school should make all pupils better.

The extent to which individual differences may be affected
through education is important. Psycho-pedagogics can merely
demonstrate the existence and significance of individual diffe-
rences. Methods of.teaching, curriculum content, and devices
of administration must be adapted to individual differences in
-order to solve this problem (Kelly,‘lQSG).

- Although the extensive differences among the pupils in a
typical classroom complicate the problem of providing indivi-
dualiied teaching and guidance, each child needs a curriculum
in which he can efficiently develop his useful talents to
optimum levels (Frandsen, 1961). Each child needs to experience
daily successes in learning tasks in which he is interested and
ﬁhich he considers worthwhile. There are several ways in which
schools seek to provide for pupils' needs. Frandsen (1961)
states thét at the high school level children are guided to
some extent into differentiated curricula suited to their
individual interests and patterns of abilities. He further
maintains that each of the three ability groups constituting
the eduééble pupil population {i.e. the bright, average and
dull) should be homogenecus with regard to Y.Q. and that curri-
cula and methods of teaching should be differentiated.

_ -This.phenomenon of adapting instruction and school tasks
to individual differences among pupils is today generally
known as differentiated education or individualization. This
type of education is a feature of post-primary schools in
préﬁably all developed countries including White education in




South Africa. These considerations point to the importance of
differentiation in African education as well. More will be said
in this regard later in the chapter. Attention is now turhed to
the concept abllltz g;ouplnq and its significance for educational

differentiation.

2. THE THEORY AND PRACTICE OF ABILITY GROUPING

2.1 The challenge of individual differences for the African

teacher

Teachers of the African child must realize that individual
differences in respect of mental ability, academic aptitude,
and school attainment are a reality and constitute the most

basic factors in education or upbringing. These differences

- peose a challenge to the teacher to examine and update regularly
~ his methods, techniques, aids, etc. Teachers should not be
satisfied or complacent with their traditional teaching methods
- methods which have long become dbsolete - but they must feel
obliged to keep abreast of times regarding new methods and in-

- sights pertalnlng to dealing with big numbers of pupils, so that
every 1nd1v1dual pupil receives the guldance, attention and
special conslderatlon which are essential for the maximum devel-
opment of his abilities (cf. Dreyer, 1969). This leads us to a
reflection on ability grouping which should promote the said

'maximum development'.

2.2 Grouping procedures

Pupils in the same standard or form may be classified in
two ways,,nameiy, in hetercgeneous groups, which take no account
of the ability‘and aptitude of the pupils, or in homggeneoﬁs
gggggg based on.general ability or on ability in a particular
subject (i.e. éetting). Needless to say, "extreme heterogeneity
would not be a desirable situation for the learning of school
subjects" (Turney, 1936: 82). A brief exposition of these two

. forms of grouping is given below.
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2.2.1 Homogeneous grouping

A pedagogically grounded homogeneous grouping is the classi=-
fication of pupils into comparatively homogeneous class groups
‘on the strength of achievements and scholastic ability. The
dominating aim of homogeneous ability grouping has been to im-
prove the learning situation by bringing together pupils who
will be alike in achievement at the end of a period of learning
(Turney, 1936). It should be pointed out, however, that no
matter what criteria are used for grouping, the class will still
include individuals with a wide variety of interests and apti-
tudes, abilities and motivations. In this sense, there is no
perfectly homogeneous group but merely a group which has been
selected on the basis of certain similarities (Stratemeyer,

F.B. et al., 1957). Nevertheless there is no doubt that the
greatest success in internal differentiation will be obtained
when pupils are divided into homogeneous groups (cf. Stevyl,
1966). It is obviously much easier to make suitable provision
for a group of pupils whose needs are similar than for a group
in which there is a great variation in needs. The homogeneous
grouping of pupils facilitates the application of differentia-
tion in its logical entirety in respect of aim, content, method,
measurement, evaluation, and certification. Homogeneous grouping
is the natural solution for the problem which arises as a result
of the fact that group teaching, on the one hand, is a practi-
cal necessity, and there are, on the other hand, pedagogical
requirements in respect of individuality and self-activity
which must be catered for. However, the problem is to get
really homogeneous groups and to decide according to which
criteria the class groups must be homogeneous. Moreover, one
must guard against the danger of grouping pupils according to
administrative instead of pedagogical considerations; that is,
grouping for the convenience of the administrator instead of
for the benefit of the pupil. Moreover, there is a general
view among most educationists that it is the lower intelligence
group rather than the higher one which benefits most from homo-
geneocus grouping and that the reverse is true in the case of

heterogeneous grouping {cf. Brown, 1972; Yates, 1971).



2.2.2. Heterogeneous grouping

This form of grouping refers to the classification of
pupils with divergent abilities and capacities in the same
class. It represents a natural and true-to-life situation in
the co-existence of people. A strong case can be made out for
heterogeneous grouping when a system of separate schools is
~used, because in that case the pupils are selected for their
various courses at the end of the primary school course and
homogeneous grouping Will take place by means of subject-
grouping (Van Wyk Report, 1955). In a comprehensive school
 which enrols pupils of all types, there is a heterogeneous
school population with widely differing abilities, aptitudes
and interests. In heterogeneous grouping the less gifted pupils
are inspired by the more gifted ones to work harder. However,
on the debit side, it may happen that gifted pupils will not be
called upon to exert themselves in accordance with their poten-
tial, since the tempo and standard of work is often adapted to
- the "average" child. The ensuing exposition of the bases of
classification will throw more light on the grouping phenomenon.

2.3. The classification of the educable school population

into_ability groups

A variety of criteria are employed in the classification
of pupils in an educational system. However, each of these
criteria has its limitations and cannot always be regarded-as
absolutely correct and as an indication of the full potential
of the pupil. The most effective use of these criteria would
be their collective utilisation in order to obtain a global

picture of the pupils.

As pointed out earlier, differentiated secondary education
presupposes the division of a heterogeneous school population
into abiiity groups for the purposes of effective instruction.
As a prerequisite to any scientific adaptation of the school
system to individual differences there must be a general testing
‘programme before or at school entrance so that the differences
in capacity may be known (Ellis, 1936)}. As Engélbrecht (1936:
29)$putsiit; "the problem of pupil classification must be
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attacked through carefully planned experimentation”. The
following criteria may, inter alia,be used to effect this di-
vision (Shiels, 1963):

(a) The intelligence quotient (I.Q.).
(b) The scholastic achievement.
{(c)} The bent towards a vocation.

In this regard Shiels (1963) states that it is not only
the intellectual side of the child which is important, but pro-
vision must also be made for his physical, emotional, social,
and future occupational needs and his later vocational training.
Thus as a means of measurement, the I.Q. should only be consi-
dered as indicating a trend, and the following factors ought
to be taken into account as well: scholastic achievement,
effort, interest in a vocation and physical condition. These
factors point to the importance of the guidance service in an
educational system, a matter which will receive attention later

in this chapter.

The part played by the factors mentioned above in the
overall situation is not denied, but mental testing plays a
crucial role with regard to ability grouping or classification.
Through mental tests it is possible to identify the four ability
groups found in any pupil population, namely, the gifted, the
normal, the dull-normal and the mentally retarded. According
to recent research in South Africa, these four groups represent
about 9%, 66%, 16% and 9% of the White pupil population res-
pectively (H.S.R.C., 1972}. 1In terms of I.Q. scores the sub-
normal group scores 80 or less, the dull-normal 80 - 89, the
normal 90 - 119 (average %0 - 109, above average 110 - 119) and
the gifted 120+ {120 - 129 gifted, 130+ highly gifted). It
would be interesting to find out what the position is in Kwa-
Zulu in this regard. Our next concern is with the principles

underlying classification.

2.3.1 The bhases of classification

Man is a multidimensional personality. In psychology
personality means "the whole of a person's outstanding charac-
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teristics, his abilities, his emotional and social traits, his
interests and attitudes" (Lovell; 1971: 74). Personality is
multidetermined by genetic, cultural, social class and familial
forces which interact with one another to constitute the whole
man. The education of the whole man originates from the prin-
ciple that every pupil is entitled to the fullest development
of his complete personality, so that his talents can unfold to
the full in'drder to enable him to take his rightful place in a
changed and still changing community life. A heterogenecus
school population necessitates that there will be differentiated
educational aims which will take the ability and requirements
of each child into consideration (Van Wyk Report, 1955)}. The
sectioning of pupils into groups in the school situation cannot
be avoided.

The results of ability grouping appear to depend less upon
the fact of grouping itself than upon the theory behind the
grouping, the accuracy with which grouping is made for the
purposes intended, the differentiation in content, method, and
speed, and the technique of the teacher, as well as upon more
general environmental influences (Cornell, 1936). Boyer's
(1936) view is that ability grouping must be defined in such a
way as to exclude a rigidly standardized procedure on any group
level. It must enhance the effective educational growth of
pupils by providing social settings which are significant for
both group and individual. There must be provision for temporary
or supplementary groupings for specific purposes within the
several ability groups or cross grouping may be introduced.

The ideal would be the non-grouping of pupils and the
arranging of a separate course for every pupil, but this is
obviocusly out of the question for financial and practical
reasons. The only practical alternative for administrative
and teaching purposes is to divide the pupils into classes or
groups. The fundamental aim of sectioning pupils into classes
is to group them in such a way that their requirements can be
met in the most efficient manner. Flexibility in grouping is
a sine qua non. The future progress and welfare of the indi-
vidual pupil should be the main consideration in grouping
procedures (Behr, 1971). One of the most decisive factors in
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respect of grouping appears to be the child's intellectual
ability. A detailed discussion of the concept intelligence

is therefore absolutely necessary.

2.3.2 The concept "intelligence®

2.3.2.1 Nature and definitions of intelligence

Various definitions of intelligence are given by different
authorities with the result that up to date there is no general
agreement among psychologists, educationists and others con-
 cerning the actual meaning and proper definition of intelli-
gence. The numerous definitions and attempts at defining
intelligence may be classified according to that aspect of
intelligent behaviour which is emphasized. Thus some writers
define it as the ability to learn: some as the ability to engage
in abstract thinking:; still others say that intelligence is in
proportion to the individual's effective adaptation to new
circumstances; while same psychologists have a more analytic
approach to the definition of intelligence. This diversity in
the definition of the term "intelligence" may account for much
of the controversy regarding differences in abilities between

ethnic groups and subgroups.

A good way ocut of this confusion seems to lie in grouping
the various definitions into three categories according to
emphasis, namely, the functionalistic, the structuralistic and
the pedagogical approaches which are discussed briefly below.

2.3.2.2 Theories of intelligence

2.3.2.2.1 The functionalistic approach

Here intelligence is defined according to its function.
There are several exponents of this view, but only a few will be
mentioned. ILowvell (1971) states that British psychologists have
reached a measure of agreement that a good working definition of
intelligence (although not necessarily a good one) is: (a) the
ability to see relevant relationships between objects or ideas:
and (b) the ability to apply these relationships to new but
similar situations. Vernon (1960) perceives three broad cate-
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gories for defining intelligence. These are: (a) biological;:
(b) psychological: and (c¢) OperétiOnal. Biological defini-
tions emphasize the individual's capacity to adjust or adapt

to environmental stimuli. Psychological definitions stress
mental efficiency and the capacity for abstract reasoning which
requires the use of symbolic language. Operational definitions
involve making detailed specifications of intelligent behaviour
and then finding measures of these specifications. Intelligent
behaviour thus becomes expressed in terms of these measures.
Heim {1970: 29) defines intelligent activity as consisting of
"grasping the essentials in a given situation and responding
appropriately to them". Heim's definition goes a long way to-
wards embracing the biclogical and psychological views of in-
telligence in the design of inteliigence tests whilst at the
same time satisfying the common sense view of intelligence.

2.3.2.2.2. The structuralistic approach

Emphasis here is placed on the structure of intelligence.
In 1904, Spearman, using a prototype factor analysis, formulated
his Two-factor Theory. According to him there was one funda~

mental ability underlying all cognitive activities, a general
factor which he called 'g'. Further, each test was thought to
require a specific ability, 's', unique to each test. A testee
with high general ability would therefore be expected to per-
form well in most aspects of an intelligence test, whilst at
the same time displaying variations in test scores arising'from

his special talents.

Spearman's oversimplified theory was soon superseded by
the work of Burt who proposed the hierarchical group-factor
theory widely supported in Britain. Spearman's choice of test
material was restricted and insufficient to allow for the
existence of groups of tests which reflected common skills.
Many tests, for instance, require verbal ability; in addition
to a specific ability. Therefore Burt suggested "group”

factors as well as 'g' and 's'.

| An American psychologist, Thurstone, was not satisfied

=

with the all-inclusive measure 'g' because it revealed so
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little of the special talents of each person. In the 1930's
he employed another factor analytical procedure which compounded
'g' and 's' to give several factors referred to as primary '

mental abilities. Examples of these are verbal comprehension

(v), number ability (n), word fluency (w), perceptual flexibi-
lity and speed, inductive reasoning, rote memory (m) and de-
ductive reasoning. Thurstone did not deny the possibility of

a general factor, but his factor approach enabled him to isolate
independent mental abilities which he regarded as more produc-
tive when applied to educational or vocational guidance than
would a single score of intelligence.

Hebb (1949) distinguished between Intelligence A and
Intelligence B. The first component is an innate potentiality
which is neither observable nor measurable while the second
component is the average level of intellectual development at
some later date. Intelligence B depends largely upon the in-
fluence of the environment, and intelligence tests purport to
measure this camponent. Child (1973) identifies Intelligence A
and Intelligence B with the genotype and phenotype, respectively,
of intelligence. In 1955 Vernon (1969} added to Hebb's defini-
tion Intelligence C which represents the score of an individual

on a recognized intelligence test.

Lastly, we mention two controversial contemporary, sophisti-
cated models of human ability expounded by Cattell and Guilford.
In Cattell's (1963, 1967) theory two general factors are postu-
lated, namely, fluid (gf) and crystallized (gc) genetal ability.
gf.is regarded as a measure of the influence of biological
factors on intellectual development and thought to be comparable
to inherited ability. gc represents the ocutcome of cultural
experiences such as parental and educational contacts. Clearly
gf and gc are not directly related to Hebb's Intelligence A and
B respectively because the latter cannot be directly assessed,
whereas Cattell has claimed to have measured both gf and gcC.

Guildford's (1968) model of the intellect was first proposed
in the 1950's. In this ambiticus model no less than 120 mental
factors are postulated, of which he claims to have exposed about
85. These mental factors are derived fram three independent
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dimensions which he calls operations, contents and products:

that is, each intelligent act requires the individual to carry
out various thinking "operations” (such as memory, convergent
thinking, divergent thinking)} using "content" media (such as
symbols, figures or semantics) in order to "produce" such things
as classes, relations or implications. With this three-dimen-
sional arrangement, 5 operations X 4 contents X 6 prodﬁcts, we
get 120 possibilities for intellec#ual factors.

2.3.2.2.3 The pedagogical approach

Here reference must be made to Langeveld's phenomenological
approach to the problem of intelligence, namely, that intelli-
gence is the power of the individual to break through his Umwelt
or his world in his continuous confrontations with new situa-
tions (cf. Nel, B.F. et al., 1965). In other words, one is
intelligent to the extent that one is able to understand one's
wardld and to cope successfully with its demands. Incidentally,
this is the approach that was followed in African traditional
society in assessing a child's intelligent behaviour. In this _
way a child could be categorized bright, average, dull, or feeble-
minded.

[

2.3.3 Various forms of mental testing

2.3.3.1 General

In this section we shall mention the various tests designed
to measure intelligent behaviour and the raison d'etre for such

tests.

From the foregoing it must be evident that intelligence is
a multidimensional phenomenon. Originally intelligence tests
were.devised to determine an individual's general intellectual
level, but it soon became clear that only certain aspects of
intelligence were being measured thereby. There is now a
special stress laid on verbal ability as well as the ability
to handle numerical and other abstract and symbolic relation-

ships {(Anastasi: 1968).

5
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‘Now, as many of the so-called intelligence tests measure
a combination of the abilities that are required for academic
work, a change in terminology has come about and some intelli-
gence tests have become known as scholastic aptitude tests
(Anastasi, 1968). 1In this regard Bernard (1965: 208) declares
that "an intelligence test might justifiably be considered an
aptitude test - one that indicates an important part of capacity

to perform in many areas". He observes that there are, in fact,
intelligence tests called Differential Aptitude Tests, The
General Aptitude Test Battery, and the Factored Aptitude Test,
and that there are others with similar names.

Along with the change in name has come a shift of emphasis
in the content. There is now more emphasis laid on verbal skill

and quantitative reasoning (American Council on Education, 1959).

The term "intelligence" is also assuming a better conno-
tation. Some make a distinction between academic and practical
intelligence, while others speak of abstract, mechanical and
social intelligence. Warters (1964) holds that abstract intel-
ligence has to do with the ability to understand concepts and
the connections that exist between them. These concepts are
generally expressed by means of symbols, and as symbols are words,
the ability is named verbal, and if these are numbers or geome-
trical figures, it is referred to as the numerical or quantita-

tive ability.

A further elucidation of this problem is supplied by Eng-
lish and English (1967: 268) who distinguish between abstract,
mechanical and social intelligence as follows: "Abstract in-
telligence - the ability to deal effectively with abstract
concepts and symbols, social intelligence - effectiveness in
relations with persons, mechanical intelligence - effectiveness

in dealing with concrete objects as mechanisms".

We now proceed to a brief exposition of the various types
of tests mentioned in the foregoing. '

2.3.3.2. Aptitude tests

According to Bernard (1965), an aptitude test is designed
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to estimate probable future performance. Good (1959) describes
it as a group of characteristics, native or acquired, deemed

to be symptomatic of an individual's ability to acquire profi-
ciency in a given area. It is evident that the aptitudes,

which make for prediction, are stable. Super, as quoted by
Ahmann and Glock (1959: 380) elaborates: "Whether largely

innate or largely acquired, the aptitudes about which we know
something appear to become crystallized in early c¢hildhood and
that after that they are relatively constant". Bernard (1965)
states that an aptitude test may also be considered a prognostic
test, as it attempts to predict the future performance of the
individual in a specific area. Thus there are reading-readiness
tests which predict the probable course of the pupil's acquisi-
tion of reading skills. There are musical ability, or aptitude,
tests that predict the individual's probable success in singing
or playing some musical instrument. Aptitude tests have also
been designed to predict success in mechanical pursuits, foreign
languages, and various branches of mathematics (Bernard, 1965).
Duminy (1969: 84) holds a similar view: "... aptitude tests ...
are designed to indicate a person's potential ability or ap-
titude for performance in a certain, most limited, field of

education, like music, languages, art".

2.3.3.3. Achievement tests

An achievement test measures proficiency in certain areas
of school work. Specifically, it measures the results of
teaching and learning. Achievement tests may be divided into
two types, namely, those that concentrate on factual knowledge
and those that concentrate on comprehension and the .application
of knowlege in new situations (cf. Engelbrecht, 1970: 28).
The former may be called the memory type of test and the latter
the thought type of test, or the reproductive and the productive
(interpretational) types respectively (Ndaba, 1969). On the
broadest general plane achievement tests are found which measure
the influence of education on logical thought, critical evalu-
ation of conclusions, technique of problem-solving and dréative
‘thought. It is also on this plane that achievement tests surpass
the traditional intelligence and aptitude tests (Anastasi, 1968).
in' this connection Engelbrecht (1970: 28) observes that "scho-
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lastic achievement in the broadest sense also refers to non-
intellectual outcomes of education such as interests, attitudes,

appreciations and social adjustments"”.

2.3.3.4. Test batteries

Several group tests contained in a testing programme are
called a battery of tests. The history of the development of

the group battery of tests is interesting. The nature of the
correlations between the scores that were obtained in different
tests were investigated statistically. Such investigations
were carried out by Spearman in 1904 and 1927, Kelly in 1928
and Thﬁrstone in 1935 and 1947, and later this method became
known as factor analysis {Anastasi! 1968). The data that were

gathered in this way showed the presence of a number of rela-
tively independent factors. Factors such as verbal comprehen-—
sion and numerical reasoning are present in traditional intel-
Aligence tests whilst spatial, perceptual and mechanical aptitude
tests more often than not are found in separate special aptitude

tests.

One of the most important consequences of factor analysis

was the development of group aptitude test batteries. Instead
of one total score a score is obtained for each test. This
gives a better image of Ehe different abilities of a person in
contrast with the general image which is provided by intelli-
gence tests. Now in one all-embracing and systematic programme
all the information is obtained which earlier could only be
elicited with the help of special aptitude tests. Most of
these test batteries are a combination of general intelligence
and achievement tests. Human nature is so complicated that a
limited number of factors cannot give a full picture thereof.
With regard to the selection and classification of students

for the secondary and higher education test batteries normally
comprise these factors: verbal comprehension, numerical ability
and general reasoning. As mentioned in the final chapter,

tests employed in Bantu Education are of this nature. (cf. H.S.R.C.,
'1975).
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2.3.4. Intelligence, I.Q. and environment

In this connection these crucial questions could be posed:
Is there an intelligence test which can be applied to all popu-
lation groups, say in South Africa, and have valid conclusions
therefor? 1Is there a culture-free intelligence test? Lét

" authorities in this field answer these questions.

Lovell (1971) contends that intelligence is reflected in
a person's all round ability in daily life. The thinking skills
involved give powers of insight, understanding, conceptuali-
zation, quickness of thought and practical judgment. These
skills are dependent to socme extent on the environmental sti-
mulation received since birth. Lovell (1971: 58) observes that
intelligence is affected by early learning and its transfers
and that it "can only be measured by a test appropriate to the
culture". Elsewhere (pp. 72 - 73) he reiterates the view that
"most psychologists are now agreed that no material can be used
in intelligence tests which is cultural neutral®. Indeed, the
overwhelming opinion from the evidence is that there is no such
thing as a "culture-fair" or "culture-free" test. As Dennis
Child (1973: 171) puts it, "whichever medium we try to communi-
cate in - verbally, spatially, and so forth - it is evident
that cultural differences produce variations in test results".
Individuals evidently develop only that portion of their po-
tential which is required by their environment (Bernard, 1965).
Thus if there is no uniform degree of familiarity with the
tests employed, as a result of cultural differentials between
different sections of the population, no worthwhile conclusions
can be drawn (cf. Lovell, 1971). In fact, comparison in this
sphere is inappropriate and fraught with misconceptions. The
view of Berry (1969) is that if we engage in such cross-cultural
comparisons we are actually trying to compare the incomparables.
Vernon {1969: 110) warns against the tendency to "evaluate the
intelligence of other ethhic groups on the same criteria" as
intelligence "develops differently in different physical and

cultural environments".

In the case of Europeans in South Africa, the intellectual

kY

stimulation received fram the environment is fairly uniform for



- 110 -

all children. They all receive more or less the same kind of
education which employs the same language, concepts, and pic-
torial or other symbols. Furthermore, they are all trained to
study printed questions and write down their answers quickly.
These factors vary, of course, between schools, between éocial
classes and between families within such classes, though not
enough to account for more than 25 to 30 per cent of the I.Q.
variability (Lovell, 1971}.

Therefore, worthwhile investigations could be undertaken
not only into the intellectual development, but the whole living
- world of the particular child - his Umwelt or milieu (cf. Dreyer,
1969, 1973). For instance, in the case of the African child,
his Umwelt will have to be investigated thoroughly before far-
reaching conclusions about his intelligene or educability can
be drawn (cf. Duminy, 1966). The specific life-situation of
the South African Black child contrasts sharply with that of
his White counterpart. The latter, as we have already mentioned
above, is born and bred in the scientific-technological world
of Western culture. On the other hand, the former's world is
an environment without any experience, on therchild level, of
the highly specialized technological demands characteristic of
~modern Western society.

_ Before leaving off this aspect of our discussion, it is
important to put the matter in its proper perspective in order
to obviate misconceptions and mischievous allegations. The

point at issue is the environment or culture into which one is

born irrespective of one's colour or race. It is as impossible
to eScape the influences of one's historico-cultural milieu as
it is impossible to jump out of one's skin. Respondents from
the same culture (irrespective of colour) tend to give like
responses in intelligence tests. In this regard, Lovell (1971}
states that the.cioser the culture of the race to that of the
race for which the intelligence test was devised, the more
likely the average scores for the two races will be the same:
or, again, the longer the migrants have been within the new
éulture. the more likely it is that their scores will be equal
- to,those of the native peoples. With regard to the African
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situation in the South African context, Duminy (1966: 12) is
even more explicit: "The Bantu child need not, as far as in-
tellectual potential is concerned, stand back to any race”.
He maintains that what is sometimes seen by superficial ob-
servers as a permanent backlog in reality involves explicable

and even remediable educatiocnal and cultural phenocmena.

It would appear then that the way out of this quandary
lies in the formulation of tests that take into consideration
"the cultural milieu of the testees. A uniform degree of
. familiarity with the test material should be ensured. No test
gréup should have an unfair advantage over another. In this
way the danger of test results being exploited by racists and
the lunatic fringe of political parties for their own selfish

ends can be avoided.

2.3.5, Overview

In the light of the foregoing reflection, the pupil popula-
tion could now be properly classified according'to certain
criteria, bearing in mind, of course, that, besides the mental
criterion, in the interests of the child as many other accoun-
table criteria as possible will have to be taken into conside-
ration to ensure a reliable grouping or classification of pupils.
In this way "exceptionality" (i.e. mental superiority and sub-
normality) and "normality" can be identified and congenial
educational provision geared thereto. This leads us to a
‘detailed account of adaptation of instruction for ability
groups as set out below.

3. THE ADAPTATION OF iNSTRUCTION FOR ABILITY GROUPS

3.1. " Introduction

In the light of the foregoing reflection we now focus our
attention on the principle of individualization in practice and
the role of guidance in this regard. These are central problems
in_this treatise.threquent references will be made to different
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educaticnal systems in an endeavour to elucidate the problem
in hand. 1In short, the whys and wherefores of instructional

differentiation will receive the spotlight in this section.

3.2. The system of differentiated education

3.2.1. Why differentiation has beccme imperative

- In modern democracies the high school has become the
people’s college. While nobody would like to see a single child
deprived of an education, there still remains the fact that
traditional subject offerings must be revised and invigorated
and supplemented, that new areas of useful experiences must be
added, and that methodology and teaching must be reorientated
and rejuvenated to meet the needs and demands of the young
millions attending secondary schools. Ways and means must be
devised to strengthen the holding power of these schools in an
endeavour to reduce or eliminate the rate of drop-outs and the

phenomenon of "square pegs in round holes”.

The late 19th century saw the introduction of legislation
for free, compulsory and universal education in most European
countries and the U.S5.A. However, at this stage the principle
of universal education was not extended to include secondary
'schools, which continued to be selective institutions, and, in
Europe at least, retained some of the aristocratic features of

the previous eras (Kazamias & Massialas, 1965).

The process of industrialization, urbanization and secu-
larization gathered momentum in the 20th century and in its
wake brought about radical educational changes in all communi-
ties which were affected by them (Cupido, 1969). In the early
1950's Kandel (1951: 17) observed that "we are now passing
through one of those periods of transition which see the
efflorescence of new theories of education, whose practical
realization is dependent upon conditions beyond the control of
éducators”. This period of transition has been characterized
by three "explosions®: in population, in knowledge and in
aéEirations, with far—reaching educational implications. More-
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over, the 20th century has witnessed two catastrophic world
wars which created certain conditions conducive to educational
change. It has seen overwhelming events, technological and
scientific spectaculars like earth satellites, moon landings,
docking in space, heart transplants, heart-and-lung transplants,
etc.

The introduction in all countries of compulsory school
attendance to an age not lower than sixteen years as soon as
circumstances permit was advocated by the International Labour
" Conference in 1945. It recommended that in all cases school
attendance should be compulsory up to the age for admission to
employment, with continuation of education compulsory up to the

age of eighteen years (Kandel, 1951).

Turning to South Africa, we find that the school-leaving
age for Eurvpean pupils is sixteen years. Although Coloureds
and Indians enjoy free education, theirs has not been compulsory
up to 1974. 1In recent decades some African states have intro-
duced free, compulsory education, for example, Ghana, Ivory Coast,
Gﬁinea, Dahomey, Chad, Gabon, Liberia, to name a few (cf. Sasnett

& Sepmeyer, 1966).

Thus in most industrially developed societies the compulsory
school-leaving age has been raised to include post-primary edu-
cation, and attempts haéé been made to broaden the social base
of recruitment into secondary schools and institutions of
higher learning (Cupido, 1969). Just as the need for primary
or elementary education was recognized with the scientific and
industrial reveclution a hundred years ago, so present-day
thought has to be directed to the kinds of primary and secondary
education which provide the needs of an individual growing up in
a modern industrial society {(Sclaomon, 1967).

with the great influx of pupils into schools in recent
decades, a changing philosophy of education has emphasized the
point that the children of all the people should be given the
opportunity to secure appropriate training in secondary schools
(Bﬁtler. 1961). Not only is elementary education considered the
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heritage of every pupil but secondary schooling is also regarded
as his right. Child labour laws, compulsory attendance, the
demands of the professions and industries, and the prerogatives
of youth compel secondary schools to cater for an ever in-
creasing number of adolescents. Today, society is demanding
more training for its youth and a different kind of training.

The high school must afford educational opportunities for those
who knock at its door (Butler, 1961).

Therefore, the large increase of pupils means that more and
more of these pupils come from all levels of society rather than
from the upper level as was the case in the distant past. Not
only the able and academically minded section of the post-
primary school population seeks the advantage of secondary
education but more pupils from all social and e€conomic levels
of society are also seeking more training. The schools have to
cope with a markedly mixed intake, in the true sense of that

term. Obviously the competence and expertise of the administra-
tor and the educator will be put to a severe test in such a

situation.

The most significant aim of the new educational trend is
-to inspire the pupil to the pursuit of a standard of excellence
which is commensurate with his ability, aptitude and interest.
This concerns the gifted as well as the less talented child who
is now in a position to attain his goal through greater effort
and perseverance. The provision of equality of educational
opportunities means that the differences in the abilities and
aptitudes of the pupils must be considered and that different
types of courses should be offered to meet the wide range of
individual differences. Thus differentiation at secondary
school level becomes imperative in all educational systems of

developed countries, and, to some extent, of developing societies.

In the South African context the distribution of intelli-
gehce in the Eurbpean population at large, based on test results
obﬁained with the New South African Group Test (S.A.G.T.), is
given in the table below (cf. Behr, 1971).

»
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TABIE T

Distribution of intelligence obtained with the N.S.A.G.T.

Ability Grouping Pefcentage of Population I.Q.
Subnormal + - 2,3 , 69 and lower
Borderline + 6,9 70 to 79
Dull-average + 16,0 80 to 89 .
Average + 49,6 90 to 109
Above average + 16,0 110 to 119
Superior + 6,9 120 to 129
Very superior + 2,3 130 and above

The above table illustrates the fact that the educable ordinary
school population is composed of three groups, namely, (i) a
group of dull-average pupils or slow learners with I.Q. ranging
from 80 to 89 and comprising about 1/6 of an ordinary unstrati-
fied, heterogeneous class: (ii) a group of average and slightly
above average pupils with I.Q.'s from 90 to 119 and comprising
about % of the class: and a group of bright pupils with I.Q.'s
above 120 and comprising about 1/12 of the class (Behr, 1971).
The table also emphasizes the danger of applying uniform
standards to a class of mixed abilities. Such procedure is

- followed for the benefit of the averagefmajority but at the
expense of the dull and bright minorities. Differentiated edu-
cation is intended to rectify this anomaly which gives a semblance
of bowing to the "tyranny" of the majority at the expense of

minorities.

3.2.2. The bases of differentiation

From the foregoing exposition- it is evident that rates of
learning vary infinitely in tempo for pupils with different degrees
" of intelligence and from different environments. We cannot postu-
iate'.uniform norms of attainment at any stage for all pupils.
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It has been estimated that somewhere between 10% and 20% of the
school-age population deviate sufficiently from the cultural
norms to require special social and educational services (cf.
Sawrey & Telford, 1969; H.S.R.C., 1972). We must apply the.
principle of individual differences and this means differentiated
norms for different pupils. Every pupil's capacity is the measure
~of his attainment. The school must make, provision for these
varying capacitiés and the problem of differentiated education

is to offer effective teaching to pupils of varying ability.
Differenﬁiatiou at secondary school level can take place by
means of different aims, different content of subjects, varying
rate of teaching methods, adjustment classes or by means of the
comprehensive school (Van Wyk Report, 1955).

To obtain a still greater degree of homogeneity in the same -
class or standard, the bases of achievement, intelligence and
age are extended to such an extent that groups are formed in a
certain class. The pupils are classified into certain streams,
for example, the A-stream includes all the bright pupils, the
B-stream the average pupils and the C-stream the weak pupils.
In big schools these sections may form different classes, whilst
in smaller schools the teacher should be aware of these three
sections in his class and adapt the work and method accordingly.

Differentiation, then, is based on the fact that pupils
differ and that different opportunities should be created to
fulfil the needs of every pupil. Educators must now recognize
the vital role played by the three A's in the pedagogic-didactic
'situation: that is, ability, aptitude and age. To differentiate
in a general way these variations in éapacity to learn, the
terms "bright", "average"” and "dull" are co - - - used, which
may be abbreviated BAD (cf. Butler, 1961). Thus the schools
must purposefully cater for the "BAD" in the pupil population.

The need for differentiation increases at the higher levels
of education. In primary education all pupils get the same
work in the same time; that is, general education is offered.
IVHowever, this does not mean that individual differences must be

- . . . .
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ignored at the primary school level. On the contrary, the aim
of the primary school should be the general moulding of the
child and its teaching should be based more on the individual
aptitudes of children (Van Wyk Report, 1955; H.S.R.C., 1972).
Ability groups should be the rule and not the exception, and the
level of achievement should be in accordance with individual
ability. Failure and retardation should be eliminated by

means of adjustment classes and remedial work. At secondary

- school level pupils have a choice between either academic,

A

technical, vocational, agricultural or domestic science training.

3.2.3. The meaning of differentiation

Differentiated education in general means that as far as

possible provision is made for the development of the ability,
talent and interest of each child. It seeks to educate all
children by providing equal though not similar educational
facilities, taking individual differences among children into
account. "Subject-matter and method must be matched with the
individual pupil’s ability" is the operative slogan of diffe-
rentiated education. Inevitably such a system of education
calls for differentiated aims, pupil grouping, curricula, sub-
ject-matter, method, examinations and certification (Van Wyk
Report, 1955; H.S.R.C., 1972).

Differentiated secondary education presupposes the divi-
sion of a heterogeneocus school population into ability groups
for the purpose of effective instruction. Pupils should be

classified into homogeneous groups. Intelligence tests,

achievement in school and the bent towards a vocation should

be taken into consideration.

- Effective differentiation is'also based on differentiated

curricula. The subject-matter for secondary education must be
chosen in such a way that it will make provision for the
religious, moral, social, intellectual, aesthetic, physical and
vocational development of the adolescent. The academically

inclined pupil can manage the subject-matter with less effort,

Ed
>
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but the weak pupil finds it to be beyond his capacity. The
purpose of differentiated secondary education is to plan the
subject-content in such a way that it will be in accordance
with the level of intelligence, aptitude and interest of the
individual pupils. The syllabuses must be drawn up in such a

way that the content will link up with and emanate from the
intellectual requirements and the abilities of the various
ability groups.

Differentiated education presupposes that differentiated
methods will be used so-that the subject-matter can be dealt

with in such a way as will suit the intelligence and capabili-

- ties of each of the different ability groups. Bright pupils
should have opportunities to proceed more directly to indepen-
dent work, abstract generalizations and to extended applications
of concepts, while more concrete methods should be used when
teaching the dull pupils: that is, for the latter group there
should be more concrete experience and greater practice of

concepts and skills.

Differentiated examinations should be used and differen-

tiated certificates issued which should indicate clearly the
standard of scholastic achievement. In this way each pupil is

. judged and rewarded according to his ability and aptitude.

In the light of the foregoing we can now proceed to discuss

the techniques or methods of differentiatiocon.

3.2.4. The technigques of differentiation

For purposes of further elﬁcidation of the concept of
differentiation we shall examine briefly some techniques of
differentiation in other_educatibn systems {cf. H.S.R.C., 1972;
Transvaal Education Dept., 1973; Brown, 1972).

3.2.4.1 Differentiation in tracks or streams

(differentiation in subject-matter)

This form of differentiation entails the classification of
pupils into hamogeneous ability groups according to I.Q. and the
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offering of a specific subject at different levels. This stream
- (track) grouping may be extended so that a pupil takes all his
- subjects at the higher, middle or lower level.

3.2.4.2. Setting or cross grouping

When pupils take different sﬁbjects at different levels,
cross grouping or setting'occurs. This method of grouping is
used particularly in England, Scotland and the U.S.A. For
instance, a pupil may be in the A group for mathematics, D for
. English and B for geography.

3.2.4.3. Differentiation accoréding to choice

of subiject and courses of study

This form of differentiation is the most common in certain
countries, e.g. West Germany, France, Belgium, Norway, Sweden
and England. A core of basic subjects is prescribed for all
pupils. There is, in addition, a wide choice in respect of a
field of study and choice of subjects. These courses are mainly
of an academic, technical, commercial, domestic science and
agricultural nature. This form of differentiation may occur
either in separate single track schools (i.e. external diffe-
rentiation) or under cne roof in a camprehensive school {i.e.

internal differentiation).

3.2.4.4. Differentiation in tempo

. " 'Within a comprehensive or single track school differentia-
tion may also occur with regard to the tempo at which children
‘learn. This technique amounts to the fact that one pupil, for
example, takes five years to complete a course while another
may take seven years as a result of the fact that he has to
repeat two years. In this case there is no differentiation in
the subject-matter or in the method of examination. 1In the U.S.A.
this system is especially characteristic of the non-graded
school, that is, where there is no division into standards.
Consequently, pupils do not fail standards but write an exami-
nation'at'the end of two or three years, which permits them,




- 120 -

if successful, to proceed to the following phase of two or
three yeafs; or which dictates that they should remain in the
former phase for a further year.

3.2.4.5. Differentiation by enrichment of the
syllabus

A minimum subject content is prescribed for a specific
subject and pupils are divided into homogeneous ability groups
according to some criterion. The learning programme of the
quick-tempo group is enriched with additional subject-matter,
but everybody writes the same examination at the end of the

year.

3.2.4.6. Advanced placement programme

In the U.S.A. especially, this method is related to the
enrichment of the learning programme. Enrichment may be accom-
plished in various ways, but by means of this programme an
attempt is made to allow the clever pupil to take part in the
college programme at an earlier stage. In the final year at
the Secondary school, therefore, certain subjects are taught at
thé college level and the student receives credit for them when
he is admitted to a tertiary educational institution.

' 3.2.4.7. The parallel syllabus plan

: This plan is used in Massachusetts, U.S.A. The pupils
progress in two parallel streams. The syllabus of a particular
subject includes the same subject-matter, but one stream com-
pletes the work in eight years while the other takes six.
Pupils are transferred periodically from one group to the other

' in accordance with their abilities and progress.

3.2.4.8. The individual progress plan

24‘ This scheme originated in Colorado, U.S.A. It makes pro-
vision for every pupll to work and progress at hlS own indivi-
dual_tempo ' As soon as the pupil has completed the work of a
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particular standard, he may be promoted. This may happen at any
time during the school year. At the commencement of each -school
year the pupil merely continues from where he left off the pre-

vious year.

3.2.4.9. The semester plan

A further differentiation technique found in the American
" schools is the so-called semester plan by which pupils are pro-
- moted or failed at the end of each six months. Thus pupils

" who fail would have to repeat only six months' work.

3.3. Quverview

The various techniques employed in educatiocnal differen-
tiation discussed above are based on the premise that pupils
differ from one another in background, special aptitudes,
interests and in methods of working. Various innovations have
been evolved in an attempt to adapt instruction to individual
differences. Educational innovations as such have no particu-
lar wvirtue. Their whole value depends on the competence,
quality and expertise of the teachers. More important still,

"there must be a sound scheme for identifving the nature of the

individuality of each child. The traditiconal school acted in
terms of the “avefage ¢hild", which is merely a statistical
concept and not an individual unique person. In a situation
like that there is no precision in determining whether the learn-
Jng as brganized is really suited to the hypothetical average
member of the group. The teacher's job is to assign the right
tasks at the right time, to chart the learner's course, to help
him on his way, to show him how far he has progressed. The
pupil must be properly matched to his curriculum. The teacher
can only do this if the pupil's whole personality structure

has been evaluated. This is the task of guidance which is dis-
cussed below. ' |

.3.4. The role of guidance in a sound differentiated pro-

- gramme
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3.4.1 Preamble

‘The cdmplexity of modern society makes properly organized
guidance services essential in contrast to preliteratersocieties
- whose simple social and cultural structures called for no such
guidance. In the pretechnoldgical societies there were, by
and large, only three possible occupations, namely, those of
hunter, shepherd or tiller of the soil, and very often en-
vironmental factors would limit the choice to one or two of
these occupations, thereby simplifying still further primitive
man's choice-making. Thus the primitive young person did not
find himself in a polyvalent milieu where he would be faced with
a multiplicity of alternative careers from which to choose.
Usually he followed in the footsteps of his father who gave him
the necessary guidance and training.

As developments took place in social organization, economy,
science and technology, society gradually became more compli-
cated. From a behaviouristic-psychological point of view, a
need for gquidance is found wherever the environment is suffi-
ciently complex to permit a variety of responses and whenever
individuals are not equipped to react instinctively or habi-
tually to the stimuli of the enviromment (cf. Traxler & North,
1966). The behaviour-psychologist would see guidance as a form
of stimilus-response behaviour. On the other hand, fram a
-'psychb-pedagbgical perspective, we would see guidance as the
help and guidance given by the adult to the non-adult so as to
lead him up to the point where he can decide for himself.

‘Radical changes have taken place in &eveloped societies
within the last half century, and by now economic life and the
employment market have become so complex that the ordinary child
and his parents are lost without specialized information and _
guidance. Phenomenal developments in pure and applied science
and the mechanization and electronization of industry have led
to minute vocational spéciélization and to an infinite number
of vocational choices, ﬁany of which are new and require an
ever higher degree of basic education and training.
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Soufh Africa was also caught up in the vortex of breath-
taking changes brought about by industrialization and urbani-
zation. Until late in the 19th century the chief and tradi-
tional forms of occupation were arable farming and animal -
husbandry. However, the discovery of gold and diamonds
chariged the picture drastically. The erstwhile agrarian
society was transformed into an industrial community. The
growth of huge industries and the pyramiding of the financial
structure led to dense concentrations of the population in
towns which sprang up rapidly in what had been rural areas. _
' These changing environmental conditions have placed a much greater
responsibility upon young people for making wise choices. Edu- ’
cational and psychological agencies have become aware of large
differences among individuals in their potential for success
in different areas (Traxter & North, 1966}.

. Industrialization lays premium on literacy, numeracy and
appropriate skills. The introduction of free, compulsory edu-
cation in all developed countries is a logical step to satisfy
the economic needs of the day. This mass education makes
available to virtually everyone within reach of a school a
common body of the skills and information that are essential
for functioning in a civilized world. However, the needs of
the pupil population cannot be met by the procedures and provi-
sions of mass education alone. In this regard Lindgren (1967:
580) states that "every student needs some special and indivi-
dualized attention at some ﬁime or'other during his educational
career”. This is the job of the guidance specialist who is
charged with the task of helping the individual student - with
individualizing education. The opportunity to get the right
type of education a pupil needs is "the birthright of each
child" {Froehlich, 1958: l). Irrespective of the place of
domicile or the size of the school attended the child must re-
ceive an education consonant with his needs, talents and in-

terests. ' ' ' .

Thus the need for guidance in today's schools has grown
out of the belief in educational opportunity for all. As the
practical expression of this belief, guidance serves as a
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primary means for providing the contact and help needed in fhe
school on a personal level. Guidance serves a triple function:
through it the individual is aided to develop in ways that will
enable him (a) to strengthen the use of his own abilities,

(b) to make wise choices, and (¢) to face the problems he will
encounter in and out of school (Mortensen & Schmuller, 1960).
This strengthening of the individual's determinétion*and power
to use his own abilities is the "central function of guidance"
(Mortensen & Schmuller, 1960: 4)}. Glanz {(1967: 4) declares

that "guidance is the primary instrument for the individuali-

zation of the entire process of education.”

The foregoing reflection reveals that in the course of
time guidance assumed a new dimension in that it began to
concern itself with the whole individual, in all aspects of
his life, and with the interrelationship between him and society

(Behr, 1974a). The aim of guidance has come to signify the
helping of youth "to attain a life that is individually satis-
fying and socially effective" (Jones, 1963: 4).

3.4.2. The nature and essence of guidance

3.4.2.1, Definition of concepts

The terms "guidance", "counselling" and "personnel work"
were rarely, if ever used, in a school setting until the 20th
century (Traxler & North, 1966). However, since about 1910
these terms have gradually found their way into common usage
until they have become an integral part of the basic vocabu-~-
lary of education, particularly in the U.S.A. (Traxler & North,
1966). '

The tefm "guidance” had its origin in the "vocational
guidance movement” (Froehlich, 1958: 4). "Vocational guidance”
was first used in a printed document in 1908 by Frank Parsons,
the founder of-the Vocational Bureau of Boston, and "father of
the vocational gquidance movement" (Traxter & North, 1966: 3).

Thé meaning Parsons attached to the term amounted to the pro-
vision of help to the youth, to aid them in choosing an occu-
pation. - It apprqPriately described the narrow range of acti-
vities undertaken by some early guidance workers. They conceived
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of éuidance as helping some perscns find jobs and assisting
others to gain advantage in their economic situation by f£inding
better jobs. According to Froehlich (1958: 4),"the whole
orientation was in terms of the world of work". Similarly
Jones (1963) states that in its beginnings guidance was

centred on problems related to vocations. In 1913 the National
Vocational Guidance Association was founded in the U.S.A. and
was largely concerned with finding jobs for the youth in order
to keep them gainfully employed and thus reduce juvenile de-
linquency. However, it was soon discovered that merely finding
a job for a youth was not enough. The solution lay in matching
the job with the abilities and needs of the individual (cf.
Behr, 1974a).

Thus the early vocational counsellors soon realized- that
they were not dealing with a segmented individual, that they
could not counsel one part and pay no attention to the rest of
the counsellee. They discovered that it was essential to counsel
with the whole person - with his hopes and prejudices, his aims
and ambitions, with vocational and personal problems. Thus they
began to drop the term "vocational" and to speak of themselves |
not as doing vocational guidance work, but as rather doing
guidance work (Froehlich, 1958). Guidance became conceived of
as being concerned with the all-round development of the indi-
vidual - his physical, mental, moral, social, and spiritual
self - focusing upon the individual and his problems in their
totality. The Van Wyk Commission (1355: 34} reports that in
all the countries visited (i.e. U.S.A., Canada, U.K., Belguim,
Holland, Sweden, Denmark) seldom are the words "vocational
guidancé“ used but only the word "guidance" which “implies more
than the term vocational guidance since it includes jnot only
that, but also the idea of guiding a pupil throughout his
school career in order to supply the necessary advice in choosing

and'planning_a course".

In the light of the foregoing it can be stated that the
guidance function consists in the enhancement of individual
growth and development.‘ In this broad sense, guidance may be
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described as the "personalization of education both in theory
and in practice" (Mortensen & Schmuller, 1960: 3).

The definition of Mortemsen and Schmuller (1960: .3) puts
the matter in a nutshell: "Guidance may be defined as that part
" of the total educational program that helps provide the personal
opportunities and specialized staff services by which each
individual can develop to the fullest of his abilities and ca-
‘pacities in terms of the democratic ideal®. Thus this defini-
tion implies that the individual has not only certain rights
but also distinct responsibilities within the society. It
implies further that in order to achieve the objectives of
guidance pupils, parents, teachers, guidance specialists, in-
spectors, school administrators, school board members, and the
community must work co-operatively as a team. Furthermore, it
connotes that the major goals of guidance and of the school
are identical, namely, the preparation of desirable citizens

who accept effective roles in society.

There are also the questions of (i) the relationship
between guidance and teaching, (ii) who should be given
guidance at school? and (iii) should guidance be a subject or a
service? Writers such as D.S. Arbuckle, R. Ojemann, J.A. Kelley,
D.V. Tiedeman, R. Strang, and others have attempted to equate
guidance with teaching. However, the view that guidance results
can be achieved mainly in an ordinary classroom is disputed by
those who perceive it as a specialized activity pertaining to
self-defining and self-conceptualizing processes (Mathewson,
1962). 1In pursuant of the latter viewpoint, Behr (1974a)
takes the stand that although only a minority of pupils may have
overt adjustive, orientational or learning problems, all will
need guidance in getting the most out of school, developing
personal-social understandings and skills, and orienting them-
selves to future opportunities. Needless to say, all this will
need specialist intervention. Moreover, the term "school
' guidance service" definitely establishes that it is not a school

subject which is at issue, but a service which is confined to

those who are of schodl—going age (H.S.R.C., 1572).
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Although guidance, as portrayed above,; is a totality con-
cept, nevertheiess certain major facets of it may be distinguished
in the school situation, namely, educational and vocational
guidance. The term educational quidance was first used in 1914
by T.L. Kelly who explained it as the help given to a pupil in
his choice of studies and other adjustments there. More will
be said below on these two facets. '

Sometimes there is confusion regarding the relationship
between guidance and counselling. Although in South Africa the
terms mostly used are guidance (Afrikaans “voorligting") and
vocational guidance (Afrikaans "beroepsvoorligting”) rather than

counselling, nevertheless the term school counsellor (Afrikaans

"skoolvoorligter") is invariably used in both Black and non-
Black schools. Counselling is a key concept of guidance and
basic to its functioning. Behr's (1974a) view is that guidance
and counselling are closely interwoven and involve absolute
skill in interpersonal relationships and the understanding of
personality structure as well as a unique style of communication,
which only evolves in the counsellor in the course of time,

following upon adequate and expert training.

Thus the views expressed by the various authors cited
above and others immediately suggest that the function of guid-
ance is far broader in scope than the one that has traditionally
been accorded to teachers. Guidance always involves the adijust-
ment of the whole person to his total environmental situation.
It can, therefore, be.rightly considered as a pedagogical con-
cept since it involves the help and guidance rendered by a
mature person to the child who is still on his way to maturity.
Education implies intended exertion of influence by the mature
upon the immature, with the basic idea that to educate means to
"lead higher", to enable the immature to become mature and self-
responsible.i The child is not responsible for his existence or
being-there; he is in fact the responsibility of the adult both
. in the biological and in the spiritual (moral) sense. The adult
is,'thefefore, duty bound to render guidance in this process of

becoming, of growing.
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3.4.2.2. The aim of the school guidance service

The aim of guidance as a service within a system of secon-
dary education should be an auxiliary service whereby pupils are
guided, according to their person-structures, as regards edu-
cational and vocational matters so that they will receive
differentiated education in accordance with their abilities,
aptitudes and interests and the requirements of a nation. In
this way the aim of an educational system would be realized
(H.5.R.C., 1972). In the light of this reflection, it is evi-
dent that guidance should not be offered as a subject. but as
a service which pérmeates the whole spectrum of the school situ-

~ation.

3.4.2.3 The methodological aspects of the

school quidance service

There are some particular methodological aspects of the
school guidance service which reflect the specialized efforts
of the school guidance officer on behalf of the child. These
aspects of the service include, inter alia, the following
(1.5.R.C., 1972):

(i) The general informative aspect which is involved when

the school guidance officer supplies pupils with factual
vocational information.

(ii) The pedo-diagnostic aspect which is employed when the

' guidance officer, for purposes of compiling a "picture"
of the person, or because of the distinction between

puplls who are ready for school and those who are not,
amasses a pupll s anamnestic and/or psychometric data
and 1ntegrates and 1nterprets them for himself. Com-
pilingla peréon's profile is a prerequisite for any of
the possible working methods of the guidance officer,
éxcept in the provision of general information.
(iii) The counselling aspect which is applicable when the
guidance officer, on the strength of pedo-diagnostica-
" tion, gives the pupil, or the teacher and parent for the
sake of the pupil, advisory support by interpreting the
_pﬁpilis personal profile in an educationally accountable
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manner. For the most part this counselling will be
directed towards preventing, at an early stage, the
primary school pupil's less serious problems with re—
gard to matters of education and person-structure from
becoming permanent manifestations.

(iv) The orthopedagogical aspect which is involved when the

guidance officer, on the strength of pego—diagnostica-
tion, has established the manifestatiom of certain short-
comings in the pupil and commences remedial or therapeutic
treatment to re—-orientate the pupil. These therapeutic
efforts of the guidance officer on behalf of the pupil
will be particularly valid in problems concerning person-
structure and thought and learning processes.

'(v) The referential aspect which involves all cases where

the guidance officer, on the strength of pedo-diagnosti-
cation, discovers that the pupil concerned will benefit
from more extensive and specialized pedo-diagnostication.
counselling and pedo-therapy on the part of the personnel
of the school guidance clinic. Besides the specialists
- in each of the fields of orthodidactics, logopedics,

orthopedagogics, socio-pedagogics and vocational guidance,
the co-opted services of pediatricians are alsc available

to the c¢linic.

These methodological aspects of the school guidance service
represent the distinguishable, possible methods of approach
according to which the guidance officer can give expression to
that which is proposed in the various fields of the school
guidaﬁce service, namely, educationalrguidénce. vocational
guidance and guidance concerning the person-structure, whose

correlation is discussed below.

3.4.2.4. The.correlation between educational,

vocational and person-structure guidanc

Langeveld states that the child is someone who wants to be
-somebody himself, and the task of the adult is to assist or
guide him to realize this ideal. Guidance as a service within
f;n'educatioh systemfattempts to make provision for the assistance

which the school-going young person needs, and it implies that
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the young person as'a non-adult wishes to be led towards adult-
hood which is the supreme aim. Vocational maturity is one
éomponent of adulthood. In view of the fact that education
purports to elevate pupils to adulthood and that no teacher

can instruct without educating, differentiated efforts will

have to be made on behalf of pupils in their progression towards
adulthood. For this reason pupils must be guided in educational
and vocational matters with due observance of their person-
structures. Educational, vocational and person-structure
guidance implies distinguishable but inseparable components of
the school guidance service. The three areas of concern are
completely integrated in the form of the school guidance service
and each is implicit in and supports'the others (H.S.R.C., 1972).

3.4.3. The urgent need for a school guidance service

Guidance is indivisible. It is a process which must
commence at the primary school level, or even earlier, and link
up with the secondary school stage. This linking-up refers to
the basic principles and aspects of guidance which must be
included in both services, because the auxiliary service at both
" educational levels will be concerned with the child in his full
school context, the basis and foundations of which are already
laid in the primary school. Therefore, it will often be neces-
sary. in practiéing school guidance at secondary school level,
to refer back to the efforts of the school guidance officer on
behalf of the child at primary school, in order to be able to
understand and explain, with greater insight, the young person's
development at a particular stage. This implies that the
auxiliary service at primary school level must not only be com-
pletely responsible, but that the'guidance has a remedial as
well as prophylactic function. This approach on the part of
the school guidance service at primary educational level will
mean that young people with problems will not receive specialized
attention only at a more advanced égé at secondary school, but
that they will already be guided at primary school in such a
lwaf that problems are as far as possible cbviated. In this way,
an attempt will be made to prevent problems from becoming in-
eradicable at a later stage (H.S.R.C., 1972).
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It was mentioned earlier that the guidance service must
give all young people the benefit of the full guidance programme,
that is, it must serve all non-adults who are in need of aid ox
support from primary to secondary school age. This implies
that the service must not only be available to young people who
experience problems, but that the full guidance programme will
be of positive benefit to every child from his primary to his
secondary school career, irrespective of whether or not he

experiences difficulties.

3.4.4. Personnel involved in quidance

3.4.4.1. The teacher-counsellor

—~ -

A distinction is made in respect of the effectiveness of the
services rendered by teacher-counsellors and those rendered by
. professional counsellors. A view is expressed that the former
are first and foremost teachers in orientation and outlook, and
are viewed as such by their pupils (cf. Arbuckle, 1966). The
teacher—-counsellor is a staff member who devotes part of his
time to counselling and the rest to teaching. The drawbacks of
 such a teacher-counsellor are numerous and seem to eclipse the

merits, if any.

In Froehlich's (1958) work cogent reasons are cited why it
is more desirable to have a full-time counsellor rather than his

equivalent in teacher-counsellors, namely:

(é) Every'teacher at times must also be a disciplinarian. If
a person tries to be both a teacher and a counsellor, it
may turn into a Dr. Jekyll-Mr. Hyde sort of relationship.
‘The child will not know, during casual contacts, which
éerson he is dealing with.

(b) Pupils will open up more to a person with whom they do not
come in daily contact. It is a little hard on both parties
for the pupil to pour out his deepest problems to a coun-

- sellor one period and have that same person as his teacher
durlng the next perlod.

fc) A full time ccunsellor will be able to operate more

. efficiently than several part-time counsellors because he
can concentrate his attentfon on guidance matters.
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{4) By offering a full-time counselling job, a school has a
better chance of securing a person prepared for_guidanée
work than if it tries to operate with several teachers as
counsellors, each of whom has only a period or two a day

for counselling.

The arguments in support of the teacher-ccunsellor position
usually deal with the benefits to be derived from having the
counsellor maintain contact with the classroom, the greater
acceptanée of the teacher-counsellor by other teachers, con-
veniepce of scheduling when several persons have counselling
duties, and the greater ease of having a budget approved when
counselling time is dribbled among the staff rather than when it
is concentratéd in a full-time position. Whilst in some schools
these arguments may carry weight, "but in most schools they are
probably excuses for not shifting to a more adequate counseling
program" (Froehlich, 1958: 214). Behr (1974a: 7) also strongly
criticizes the idea of a dual role of a teacher~counsellor and
- dismisses it as "an anachronism" which is inconsistent with the
sound principles of guidancé. There are several other authori-
ties who point out that the pedagogic xrole of the teacher is
very different from the listening and effective role of the

counsellcer.

This whole problem is also very much relevant to the edu-
cation of the African child. Here it is a matter of "half a
loaf is better than no bread". It is a necessity. - It is
sensible to begin at least with a teacher-counsellor than having
no guidance service at all. Needless to say, this is a periphe-~
'ral service which can do no more than scratch the surface of the
iceberg. The ideal would be to have a full-time counsellor.

Although we stress the important role of a full-time
counsellor iﬁ the school situation, nevertheless it is eésentia;
that all teachers should have scme knowledge of "practlcal
guidance". It is the task of every teacher to offer guidance,
from the prlmary school onwards, on personal appearance, health,
relationships, public behaviour and other personal matters, and
- in teaching a subject to poiht out its vocational possibilities.
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For this reason it is imperative that teacher trainees should
follow & course in guidance as part of Educational Psychology
so that they should be of assistance.in guidance of a general
nature. In this way the guidance officer can devote his at-
tention to specialized education and vocational guidance
(H.S.R.C., 1972). Moreover, teachers with some knowledge of
guidance, however elementary, will make the work of the profes-
sional counsellor easier by creating a congenial atmosphere in
the school. A hostile or nonchalant staff can frustrate the
efforts of a counsellor. There must be a sound teacher-

counsellor co-operation.

. 3.4.4.2. The professional counsellor

3.4.4.2.1. His training

It is reasonable to assume that the professicnal training
of the counsellor should be closely related to the professional
functions of his position as a counsellor. The standard level
of professional counsellors in the U.S.A. is a two-year post-
graduate course {cf. Arbuckle, 1966). In the first year a
theoretical background to guidance is provided, while in the
second year the course takes on a more practical form in which

students are supervised in fieldwork.

In South Africa there is no fully fledged professional
training to enable counsellors to fill their roles satisfactorily
(Prozesky, 1967). This view is confirmed by the H.S.R.C.
Committee on Differentiated Education (1972: 111) exhortation
that "advanced training in guidance should be offered in order
to equip the guidance officer for his task”. This Committee
states that South African universities offer guidance as a
subject.or part of a subject in the curriculum for the teacher's
diploma and the B.Ed. degree. Guidance is also offered as a
part of: psychology. The provincial education departments
organise vacation courses for qﬁalified teachers to acquaint
them with guidance. Prozesky (1967} observes that careers
ﬁasters'(i.e; teacher-counsellors) are found in the schools,
many of wham have received some form of in-service training in
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vocational guidance, and that professionally trained psycholo-

gists also operate within the various provincial systems.

Various authorities are agreed on the question of a
properly organized training programme for professional coun-
sellors. Behr's (1974a: 14) view is that the training of the

counsellor must be "rigorous and of post-graduate standing”.

He feels that the counsellor's status in the school in terms
of salary and career structure must be commensurate with his
role. He pleads that "these are issues which our universities
and education departments need to investigate and resolve".
Behr's plea is echoed by the H.S.R.C. Committee (1972: 210)

" which states that "since advanced training in guidance must be

offered by the universities, a degree in education or school

guidance should be awarded" (their emphasis). They suggest that

the school guidance officer must have a knowledge of Educational
- Psychology, Philosophy of Education, Didactics, Social Pedagogy,
Clinical Child Psychology, and Guidance in order to be able to
carry out his guidance task in the school. The course must
embrace a theoretical grounding as well as practicai training at
a clinic. The whole course should take four years to complete.

3.4.4. His duties

Central to the whole concept of the guidance service is
the calibre of the counsellors. In addition to certain personal
qualities, the counsellor must possess psychological expertise
and intimate knowledge of the pedagogical setting - hence he
must be trained as a pedagogue {cf. H.S.R.C., 1972). He is able
to draw on a reservoir of skills from many sources, and is
strategically placed to contribute to the overall efficiency of
thé school through follow-up and research activities without
undermining the teacher's position or arousing the latter's
personai defénces (Behr, 1974a).

Thus the counsellor plays a crucial role in the educatiocnal
establishment. Behr {(1974a) describes the duties of a counsel-
lor as follows: '

(d) He has to intervene actively in the life space of the
pupils within the schools.

-
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(b) He is a mobilizer of resocurces; he acts as a link bétween
the school psychological and medical services, and esta-
blishes liaison with the home and social welfare services.

{(c) He 'is in possession of -crucial information related to
pupils, which can be .rapidly retrieved in crucial situa-
tions. _

(d) He has to know the intimate and complicated dynamics of

~ the classroom group as a social system with the delicate
network and interplay of the nomothetic (i.e. role-
centred), idiographic (i.e. person-centred), biological,
sociological, anthropological, and other dimensions.

(e) He has to fulfil a supportive role in respect of teachers,
who themselves have personal needs and goals. It is a fact
that the teacher projects in the classroom situation his
own fears and aggressions, and this is also true of his
pupils. A particular child may symbolise for the teacher
a person he feared or admired, and so unconscicusly feelings
of hostility, jealousy, or affection may be aroused towards

-

him.

The foregoing reflections emphasize very strongly the fact
that guidance must be handled by experts in order to avoid
pitfalls. Behr (1974a) warns that guidance in the hands of
immature and inadequately trained personnel could easily de-
generate into a subtle form of persuasive communication coercing
pupils into the acceptance of courses, careers, and types of
education that fit the utilization of the pool of talent to meet
the economic and other objectives of society at the expense of
- the individual's own personal abilities, aspirations, and needs.
Moreover, guidance in the wrong hands could degenerate into a
‘kind of sickly therapeutic for incompetent teaching by diverting
blame away from the school and its staff through labelling '
pupils who are not coping with their work as immature, lazy,

. disinterested, inattentive, and so on.

. 3.4.5. . Overview

It appears that White educational authorities have realized
the vital importance of guidance in a sound differentiated pro-
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gramme. Consequently serious attempts are being made to improve
the current situation. The foregoing reflections have far-
reaching implications for African education. However, in view
of the fact that the whole problem of ability grouping and
attendant instructional differentiation as well as gquidance in
respect of African pupils will be probed in depth later in this
treatise, treating the matter at this stage would be tantamount

to prejudging the issue.

4. GUIDELINES

From the foregoing discussion it would appear that success-
ful teaching and meaningful learning consist in the recognition
of individual differences among pupils and adapting instruction
to such differences. As Mursell (1954: 172) puts it, "meaningful
learning must proceed in terms of the learner's own purposes,
aptitudes, abilities, and experimental procedures". Inevitably,

this means ability grouping in one form or another and the

adoption of the wvarious techniques of differentiation e.g.
setting, streaming, comprehensive schools, team teaching, etc.
to suit the circumstances of each country. Moreover, the nature
of the individuality of each pupil can only be determined by a
properly organized guidance service. All this points to the

urgent need for the introduction of differentiated education in
the African school situation. Indeed, we wholeheartedly agree
with Reisner (1936: 38) that "the needs of our heterogeneous
school population will be met only as we succeed more and more
completely in getting the right children together to follow
those school experiences that are adapted to their abilities

and their economic future". So these reflections lead naturally
to a discussion of the next chapter, namely, a survey of rele-
vant vital innovatory patterns in the British educational system
in an attempt to get a fuller understanding of how these devices
~aid differentiated education and what lessons we can derive

‘therefram, if any.

dededekddeiekkikkdiki
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CHAPTER IV

HISTORICAL TRENDS AND PRESENT PATTERNS IN DIFFERENTIATED
EDUCATION IN BRITAIN

"In recent years there have been many changes

in the organisation of secondary schools and

a great increase in the number of comprehensive
schools which provide for children of different
abilities and attainments"”.

(Dept. of Education and Science, U.K., 1973: 6).

1. [PREAMBILE.

Several South African educationists who have written on
differentiated education have touched on the educational system
of Britain on a comparative basis. Such writers include Lynch
(1952), Davies (1958), Shiels (1963), Solomon {1967), Prozesky
(1968), Cupidc'(1969). Dobie (1969), to mention only a few. For
this reason the present writer will not repeat their expositions
of the said educational system but will confine himself to the
innovatory aspects of the system and the resultant reorganiza-
tion at secondary school level with special emphasis on the
- comprehensive high school which purports to cater for the wide
range of abilities among pupils. In order to put the matter in
its proper perspective a brief historical sketch of the devel-
opment of the whole spectrum of education in Britain will be

given, with special reference to educational differentiation.

As a rule,.the terms "Britain" and "United Kingdom" are
used synonymously to mean England, Wales, Scotland and Northern
ireland together. However, in this chapter Britain will refer
to England and.Wales, which constituted a political unit as well
as an educational entity at the time of writing this treatise

(1975).

2.. HISTORICAL DEVELOPMENT
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2.1. Bird's eye view ‘

English education has been less consciously nationalist
than that of continental European countries, but it has been
deeply influenced by social class structure. Traditionally,
the English have held that the activity of the government should
be restricted to essential matters such as the defence of pro-
perty and should not interfere in education, which was the
concern of the family and the church. Thus England and Wales
have a long tradition of education for those wanting to go to
university, but the provision of education for all dates only
from the end of the 19th century when the government began to
take a more positive responsibility for social welfare. For
centuries formal education beyond the elementary stage was the

sole prerogative of the privileged few.

The first government grants for education were made in 1833,
but the main development of publicly provided primary education
dates from the Elementary Education Act of 1870, which accepted
the principle of compulsory elementary education with government
ajid. Its object was virtually achieved by the end of the 19th
century. Public provision of secondary education dates from
1889 in Wales and 1902 in England. The system in England and
Wales is now governed by the Education Act of 1944, which aimed

to widen and improve educational opportunities at every stage.

The Established Church of England exercised a profound
influence on English education from time immemorial. Ever since
Henry VIII's breach with Rome in 1545 the church dominated edu-
cation. England, more than any other great state of western
Europe, delayed the organization of a public school system and
relied upon philanthropy to do the ‘work of the state in education
(Duggan, 1948). The earliest provision for elementary education
was in parish and "dame" schools. By the late 18th century there
was a fairly wide network of charity schools, mainly established
through the Society for Promoting Christian Knowledge. Then,
as a result of the social and econcmic changes generated by the
'Ihdustrial Revolution and the enormous growth in population,
| vuihntary provision for elementary education was greatly extencded.
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The Sunday Schools (for children'at work during the week) were
among the first to try to provide facilities on a national
scale. They were followed at the beginning of the 19th century
by the monitorial schools of the National Society (as it was
usually known; its full title being the National Society for
Promoting the Education of the poor in the principles of the
Church of England, which absorbed the Society for Promoting
Christian Knowledge) and the non-denominational British and
Foreign School Society. Their educational methods were as-
'sociated with the names of Bell (1753 - 1832) and Lancastexr
(1778 - 1838), founders of the monitorial schools where the
headmaster was in sole charge and taught only the monitors
(selected older children) who passed on the instruction they

had received to groups of pupils.

England has a much longer tradition of secondary education
(for boys) provided by the endowed grammar and public schools:
nearly all were religious foundations. One public school,
King's School, Canterbury, traces its origins back to the 6th
century;: Winchester and Eton, founded with associations with
the universities of Oxford and Cambridge, date from the l4th
and 15th centuries, and many others from the 16th century, the
classic period for the foundation of the endowed grammar schools.
These schools prepared their pupils, by way of the universities,
mainly for the learned professions, especially the Church and
the Law. Latin and,later, Greek were the essential subjects:
"grammar", meaning Latin grammar, gave the schools their name.
Some of them began to be known as "public" schools as they
cutgrew their purely local associations.

University education dates from the late 12th and early 13th
centuries with the foundation of Oxford and Cambridge: their
first colleges were established in the middle of the 13th century.

such technical education as existed by the time of the
first government grants for education came through trade guilds
and the apprenticeship 5yétem. The original guild schools of
the Middle Agés usually gave elementary instruction in the verna-
‘cular as a foundation for the industrial education received by
the apprentices in the guilds themselves. Same guilds established
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schools of great repute, which have had long histories. The
Merchant Taylors' School of lLondon is probably the most notable
(Monroe, 1954). . '

The universities and nearly all the older schools were,
since they were religious foundations, confirmed as the preserve
of the Establishéd Church of England by the Act of Uniformity
of 1662. The exclusion of non-conformists led to the establish-
ment of "dissénting academies" which were active until the
greater religious tolerxration of the late 18th and early 19th
centuries. These academies had a breadth of curriculum, unique
at the time, whiéh exerted a great influence on educational

reform in the 19th century:(Duggan, 1948).

The consequences of the Industrial Revolution during the
early 19th century led to efforts to bring pressure to bear on
the government to prevent the exploitation of children in mines
and factories. The humanitarians were backed up by the influence
of the Methodist and Evangelical Revivals and legisiation was
brought in under which the government accepted some responsibi-
lity for the improvement of social conditions. The 1830's, when
Parliament made its first grant for education, was also the
decade in which the‘first Reform Act (reforming parliamentary
representation), the first substantial Factory Act, and a law
abolishing slavery in the British Empire were passed.

The growing interest in education by the second half of
the 19th century and its increased importance in national policy was
shown by the establishment of commissions of inquiry: on the
state of popular education (the Newcastle Report, 1861), on nine
of-the public schools (the Clarendon Report, 1864}, and on other
secondary schools (the Taunton Report, 1868).

2.2. The Acts and Reports of 1870 - 99

The growth of a national education system throughout the
19th century continued without a clear plan or a national
decision. It is interesting to recall that compulsory education
'for any age—group in Britain is only 100 years old. The corner-
stone of the modern system was laid by the Elementary Education
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Act of 1870, which was passed three years after the second
Reform Act gave the vote to the working-class people in towns.
The Education Act accepted the principle that the establishment
of a system of elementary schools should be the responsibility
of the state. Thus this Act, the most important educational
development of the century, for the first time empowered the
government itself to provide educational facilities. Popularly
elected School Boards could be set up to manage schools for
pupils between the ages of 5 and 13 in areas where no voluntary
schools existed or the provision of elementary education was
inadequate. This was the beginning of the controversial "dual”
system of two types of grant-aided elementary schools, one pro-
vided by the churches and voluntary bodies (nearly all religious
bodies) and the other by the State through school boards. 1In
1880 elementary education became compulsory and in 1891 education
was given free in most centres. The compulsory age was raised

to 12 years in 1899.

The effect of progress in elementary education was to
emphasize how much needed to be done for secondary and for
scientific and technical education and also for the admihistration
of the educational system. Grants were made for science classes
fram 1859: the Technical Instruction Act of 1889 empowered local
authorities to spend part of the rates on technical instruction:
and same school boards started to provide secondary education,
finding that they could not restrict themselves to providing
elementary education where facilities for secondary education
were in demand and were obviously inadequate. A Royal Commis-—
sion report on secondary education (the Bryce Report, 1895) made
recamendations on the content of secondary education and the
administration of the system which were embodied in the Act of

1902.

The government's powers were strengthened by the Board of
Education Act of 1899, which established a Board of Education

~and provided for a consultative cammittee.

2.3, Education for Girls

=
B

Educational history throughout the world seems to indicate
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that education for girls occurs as an after-thought, and develop-
ment in this regard usually assumes a snail's pace. England is
no exception. The establishment of Queen's College, in Harley
Street, London, in 1848, marked the first step towards secondary
education for girls. Two other well-known schools followed: in
1850 the North London Collegiate School under Frances Mary Buss,
and in 1854 Cheltenham Ladies' College, which from 1858 to 1906
was under an equally famous headmistress, Dorothea Beale. 1In
1869 the Endowed Schools Act laid down that, in forming schemes
"under the Act, "provision shall be made as far as conveniently
may be for extending to girls the benefits of endowment". 1In
1873 the Girls' Public Day School Trust was fcrmed and by 1891
it had established 36 high schools. )

At the same time higher education was gradually being made
available to women. Bedford College, London, was started in
1849. However, it was not until 1920 in Oxford and 1948 in
Cambridge that women were accorded ' the full status of members
of the university. All the colleges of London University

established for women only now take men as well.

2.4. The Education Act of 1902

The Education Act of 1902, known, after its sponsor, as
the Balfour Act, implemented the main proposals of the Bryce
Commission and made some significant changes in educational
control. It introduced for the first time a co-ordinated national
system of education, and, with its emphasis on local administra-
tion;_is still the basis of much of the education system. School
boards were abolished and elected councils of counties, county
boroughs, boroughs and urban districts (created at the end of
the 19th century) made the local education authorities (L.E.A.'s).

Their duties included appointing non-elected education commit-

tees, some of whose members were to have educational expertise.

All L.E.A.'s toock over the school boards' responsibilities
for elementary education. The larger authorities (the councils
of counties and county boroughs) were additionally made respon-—
siﬁle-for the provision of secondary and technical education
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and their powers also included training teachers (great short-
ages of teachers had been shown up by the extension of education),
providing scholarships and paying students' college and hostel
fees. These aspects of the education system developed rapidly.

Another important feature of the Act was the power it gave
to L.E.A.'s over volunﬁary schools, while maintaining and
strengthening the "dual” system. The continuance of voluntary
schools on a stable economic basis was ensured by the regquirement
- that L.E.A.’s should maintain schools which wished them to do
" so: in this event they would assume control of secular instruc-

tion and the management of the schools.

2.5. The Period 1918 - 38

The succeeding Acts and official reports concentrated on

widening opportunities, as indicated below.

The Education Act of 1918 (the Fisher Act) raised the upper
age of compulsory attendance without exemptions to 14 and it
charged L.E.A.'s with the duty of providing advanced and practi-
cal instruction for older children in secondary schools other
than grammar schools. It also provided for part-time compulsory
attendance at day continuation schools for boys and girls between
14 and 18 who had given up full-time schooling, although this
last provision was not put into effect because of the economic
difficulties after the end of the first world war in 1918.

In 1926 the consultative cammittee of the Board of Education
issued a report.on the education of the adolescent (the Hadow
Report). This report, which influenced subsequent educational
orgaﬁisaticn deeply, proposed a complete educational break for
all children at the age of 11 and transfer to separate schools
for oldei children, according to ability. The report also
‘recammended the raising of the school-leaving age to 15, so as
to ehsure at least four years' progressive schooling for

children over ll years of age.

-



- 149 -

The Hadow Report inaugurated a new era in education. The
term "elementary® education was discarded and replaced by
"primary", which we have also inherited in South Africa. More
important still, the Report was the first major study of the
problems involved in developing post-primary education at a
level different from that provided by selective-entry secondary
schools, and of the needs of their pupils. Therefore it must
be regarded as an important milestone in the growth of diffe-

rentiated secondary education and in the development of an

appropriate rationale in this connection (cf. White, 1971).

Thus the Hadow Report was the most influential of the
reports of the inter-war years, and was the main shaping force
behind the 1944 Act. It was an attempt to codify and rationalize
the existing structure of secondary education in accordance with
those pressures towards a more egalitarian and more uniform
form of education summed up in the slogan "secondary education
for all". The Report accepted the concept of a child-centred

form of education, but failed to reconcile such an ideal with

the obvious relationship between levels of formal educational
achievement and occupational choice by placing the concept in

a peculiarly English context which emphasizes the development

of "character". The idea of regarding education as a continuous
process in which secondary education followed six years of
primary education was also established. With endless qualifi-
cations and reservations the Report recognized the existence

of vocational aims in the curriculum, though scarcely enthu-
siéstically, for it was conceived in that very English educational
tradition which attaches so much importance (but less in practice
than in theory) to the ideal of a "general education”. Technical
edﬁcation was scarcely mentioned, but the new secondary schools
which were to be set up after the Report were expected to give

a préctical bias to their third and fourth year courses. The
principle of secoudary‘edﬁcation for all was accepted but
although the Report recognized the limitations of the conven-
tional grammar schools and was sure that they were not suitable
for the majority of children, it found difficulties in outlining
a viable contept of mass secondary education (Griffiths, 1971).
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The next Report, set up in 1933 under the chairmanship of
Will Spens, considered "secondary education with special re-
ference to grammar schools and technical high schools”. The
Spens Report of ‘1938 advocated an expansion of the existing
junior technical schools which recruited boys and girls from
the elementary schools at 13 and also recommended the continued
development of secondary education in separate grammar, technical
and modern schools - the "tripartite" system. The Report took
an irreproachably child-centred view. According to it, "the
curriculum should be thought of in terms of activity and expe-
rience rather than of knowledge to be acquired". vYet, although
it castigates the grammar schools for holding precisely the

reverse idea, the Report cosily went on to say "... we see no
reason to recommend any revolutionary change in the subjects
and activities for which the grammar school must offer facili-
ties". 1Instead, the Report recommended the setting up of
technical high schools in addition to the grammar schools and
the "modern schools" which had appeared as a result of the
decade or so of Hadow reorganization. These technical high
schools were to be quite distinct from the grammar schools,
although they were to have a similar curriculum until the age
of 13. After this the curriculum should be designed so as to
permit a liberal education with science and its applications
as the core and inspiration. What the study of Greek and Latin
were to the idea of a liberal education, the study of engineering,
it was suggested, might be to the scientific and technical educa=-
tion provided by the technical high schools. These were re-
volutionary proposals which, however, have never been put to
the test. The traditional dislike of technical or overtly
vocational education, unleSs it occurs under the possibly
"civilizing" and certainly prestigious shelter of the grammar
schools, proved too strong, so that in 1970 only 62 00O children
of secondary school age were enrolled in technical high schools
(Griffiths, 1971).
[ .

However, on the credit side it can be said that in giving
rise to the technical high schools the Spens Report set in
maticon a development which fnay eventually result in the reali-
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zation of one of the Hadow Report's recommendations, namely,

that a practical bias might be seen as a means of providing a
sound general education. There was evidence that the junioxr
technical schools and some trade schools, providing a powerful
pre-vocatiOnal incentive to their pupils, and a sense of reality
and practical importance of most of their educational objectives,
enabled many pupils who had been rejected by the grammar schools
to obtain a good education. Outputs of these schools proceeded
to pass academic examinations in increasing numbers. The
principle underlying the introduction of technical high schools
was to apply this same kind of motivation to children of higher
academic ability, and to build a broad curriculum for them
around a core of studies of the technological data of the 20th
century. The fact that technical high schools have not increased
in numbers as anticipated in the Spens Report, the Norwood
Report of 1943, or The New Secondary Education, Ministry of
Education Pamphlet No. 9 of 1947, is not becuase of any failure
of the principle but rather because of its success - that is,

the result of parity of esteem and requirements between the
grammar and the technical schools. White (1971) observes that
even before the comprehensive school system began to swallow up
all the other kinds of secondafy schools, the grammar schools
had seized upon the possibilities of technological studies, so
that differences between the curricula of grammar and technical
high schools were greatly diminished. The acceptance of techni-
cal and techhological studies as being academically respectable
and worthy_bf study by the most academically able pupils should
lead to their more widespread and hopeful use as core subijects
in the education of the below-average children. As White (1971:
59) puts it,"as long as there was a general feeling that techni-
cal subjects were mainly for the non-academic children, the

idea was a non-starter”.

~ Widespread developments took place in the 20 years after
the first world war, especially in the increase in the numberr
of publicly provide& secondary schools giving a grammar school
education, the development of separate "senior" schools for
other older children from elementary schools, and the advance
of techﬁicalueducation. The Education Act of 1936 was designed
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to make the reorganization of secondary education possible, but
many of its provisions, including the raising of the school-
leaving age fram 14 to 15 from September, 1939, were nullified
by the outbreak of the second world war. However, preparations
for thoroughgoing educational reforms began during the war.

2.6. The Education Act of 1944

The Education Act of 1944 involved a thorough recasting of
the educational system of England and Wales. Its advent and
far-reaching implications may be likened to the Bantu Education
Act of 1953 in the South African context except that this Act
was not generally accepted and welcomed by the people affected
as was the case with the British Act.

The main promise of the Act to the British children was
free secondary education for all. This promise and the effort
to bring together existing educational services meant changes
in administration, school organization and the state's rela-
tions with religious bodies. The aim of the Act was to reform
the law relating to education in England and Wales, and it
introduced the most sweeping changes in that law since the Act
of 1870. Indeed, it replaced and reformed almost all previous
laws relating to education.

Prior to this Act British educational law had had social
as much as educational objectives, emphasizing the protection of
children rather than the promotion of education beyond the
elementary stage. For instance, stipulating a compulsory school
attendance age was traditionally designed to protect children
from employers' malpractices. On the other hand, the 1944 Act
was, comparatively speaking, educational, and aimed at providing
every child, irrespective of his social background, with an
opportunity to receive an education suited to his age, ability

and aptitude. This was a significant pronouncement on diffe—

rentiated education.

A synopsis of  the main changes proposed in the Act is given
below. :



(1)

(2)

(3)

(4)

(5)

(6)

(7)

(8)

(9)
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It abolished the Board of Education and in its place it

created a Minister of Educatién who was charged with the
duty positively "to prcmote the education of the people

of England and Wales".

It made the county and the county borough councils the
local authorities for education and gave them their powers

and duties for education.

It reorganized education in three "progressive" stages
called primary (for pupils up to 12), secondary (for pupils
over 12 and under 19), and further (for pupils of any age
after leaving school). The compulsory school age was
raised to 15, and could be raised to 16-without further
legislation. Fees were abolished in maintained (i.e.

. state) schools.

Denominational schools were incorpofated in the state

system as "aided" or "controlled" schools, A daily act
of worship and regular religious instruction were made
compulsory in state primary and secondary schools.

It made registration and inspection of independent schools
compulsory from a date to be specified.

It gave the L.E.A.'s certain welfare functions: medical
inspection, free medical and dental treatment, "milk,
meals and other refreshments", clothing (if need be),
board and lodging for:needy children, and clothing for

physical training for any children.

Tt made the L.E.A.'s responsible for the special education

of handicapped children.

It enabled L.E.A.'s to pay fees for pupils at fee-paying
. schools, to grant scholarships and awards for futher and

higher education, and to pay maintenance grants for chil~

dren in state schools.

It gave the L.E.A.'s the duty to make arrangements for

"leisure-time occupation in organized cultural training
and recreative activities" and to provide, after a date
to be specified, compulsory part-time education equivalent

to one'day'a week in "county colleges" for those under

18 not getting other education.
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(10} It required the L.E.A.'s to pay their teachers according"
. to scales agreed to by the Burnham Committee and approved
by the Minister. It enacted equal pay for women.

Legally, the provisions of the Act are now in operation,
-with two very impottant exceptions. The compulsory attendance
of young people at county colleges will be delayed until the

Minister decides to enforce it: that is, probably for ever
(Burgess, 1972). The compulsory school age was raised to 16
only in 1972.

The Ministry of Education's interpretation of the type of
secondary education to be provided under the 1944 Act was the
touchstone applied to every local development plan submitted.

On this interpretation, to provide an adequate secondary edu-
catioﬁ in accordance with age, ability and aptitude, it was
necessary to establish separate schools with different programmes
to which children were recruited at 11 by means of selection
tests. If, in exceptional circumstances, such provisions were
made in a single school, then the school must be large enough

to comprise the three separate schools under one roof.

The tripartite system of grammar, technical and secondary
modern schools did not, in fact, flourish. The Ministry had
never been specific about the proportion of "technically minded"
children in the population, but, in terms of school places pro-
vided in practice; it was about 5%. Since, on the average,
grammar school places were available to 20%, this left 75% of
the child population to be directed to the secondary modern
schools for which the Ministry advocated ad hoc courses not
designed to lead to any form of qualification. More will be
said on secondary schooling later in this chapter. Suffice it
to say at this stage that the 1944 Act enabled the L.E.A.'s to
experiment with different types of schools and encouraged some
of the new secondary modern schools to try out new curricula
and new methods. The failure of the Act may be ascribed to the
inabilitieé of the educational practitioners (the L.E.A.'s and

‘ tﬁe school staffs) to convince parents generally that education
infa secondary modern school, however successful that school
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" was, was better suited than that offered in the grammar school
- to the needs of children who had failed to pass the grammar
school entrance examination (White, 1971).

2.7. Develomnents since 1944

Since 1944 nearly all aspects of the educational system
have been examined in the light of modern educational thought
and practice and the need to accammodate the changing require-
ments of society, particularly the pressures created by a growing -
population and demands for wider educational opportunities.

Primary education and the transition to secondary education
were examined in Children and their Primary Schools, a report of
the Central Advisory Council {England) under the chairmanship
of Lady Plowden, published in 1967. Among the Plowden Report's

recommendations were a new structure for primary education com- -

‘posed of a three-year infant and a four-year junior course
(involving the establishment of "middle" schools which children
would entef at the age of 8 and leave at 12, the age, it was

considered, when secondary education should begin); the establish-

ment of educational priority areas in the poorer neighbourhoods

to which more teachers and finance would be channelled - "a policy
of positive discrimination in favour of areas where children

are most deprived socially”: the expansion of nursery education:
and the involvement of parents more fully in the life of primary
schools. Iﬁplicit in these recommendations was the ending of
11+ selection -~ the practice of allocating pupils to different
types of secondary schools or courses on the basis of selection
tests at the age of 11. More will be said on this later in the

'_chapter.

In 1963, the Newsam Report, Half our Future, was published.
It was concerned with children of average and less than average
ability in the 13 to 16 age groups. In order to combat boredom
and frustration the Report recommended meaningful participation
" by these pﬁpils in classroom activities. It urged that a wide
réngelof courses should be provided and that attention should
befbaid'both'tolimaginative experience through the arts and to
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their personal and social develogment; It proposed lines for
guidance to adolescent boys and girls on sexual behaviour and
suggested that the school courses in the final year should be
outward-locking, as an initiation into the adult world of work
and leisure. Thus the Newsom Report laid down important guide-
. lines regarding the education of the less endowed children in
accordance with their abilities and aptitudes. This is an
important facet of differentiated education.

2.8. Further Education

"Further education” is a third stage of English education.
This is a broad term which covers all education beyond the
secondary stage. Section 41 of the 1944 Act defines it as
follows:

*{a) full-time and part-time education for persons over
compulsory school age, and

(b) leisure-time occupation, in such organized cultural train-
ing and recreative activities as are suited to their
requirements, for any persons over compulsory school age
who are able and willing to profit".

Within this general definition there exists the system of
"higher education”. L.E.A.'s are responsible, under the 1944
Act, for providing full-time and part-time courses of further
educétion with the aim of enabling people to start courses at
various stages and to attain the highest qualifications to
which their abilities entitle them and also for providing,
through the adult education system and the youth service, facili-
ties for leisure-time education for recreational ends. Further
education is also provided at a few direct-grant institutions,
including the national colleges and the agricultural colleges,
and at a number of independent colleges. Voluntary associations
play an important part in the provision of non-vocational

further education.

The'importance of further education within a system of
differentiated education cannot be overemphasized. The impli-
cation here is that the terminal point of campulsory school

LS
L



attendance must not serve as a cul-de-sac for one's learning
but that there should be continuation whereby one's abilities
are developed further.

2.9. Higher Education

"Higher education" consists mainly of work at universities,
‘which are self-governing, and at various colleges under local
education authority control - colleges of education, polytechnics
and those technical and otﬁer colleges of further education

- which undertake advanced work. The advanced courses are those

above the standard required for the Advanced level of the
General Certificate of Education. This is a definition of
standards used by the committee under Lord Robins' chairmanship |
set up in 1961 to examine the future of higher education in
Great Britain (i.e. England, Wales, Scotland and Northern
Ireland). The Robbins Report, Higher Education, was published
in 1963.

A number of completely new universities have been founded
in the second half of the 20th century. 1In this context, the
Open University, which provides its own degrees and is open to
applicants irrespective of academic qualifications, is of par-
ticular importance. It received its charter in 1969 and began
its courses (based on the calendar year) in January, 1971, for
its first 25 000 registered students. This numbef rose to
38 000 in 1973. The university provides degree and other
courses using a combination of television, radio, correspondence
and residential courses together with a network of viewing and
listening centres. Although no formal academic qualifications
are required to register for these courses, the standards of
its degrees, which are awarded on a system of credits for each

. course completed, are as rigorous as those of other universities.

Having ﬁriefly reviewed the whole spectrum of English
education, we now turn to current patterns in this regard with
particular emphasis on innovations and change in the sphere of
secondary eddcation. with a brief reference to the pre-secondary

stage.



- 158 -

3. CURRENT PATTERNS IN SECONDARY EDUCATION

3.1. Introduction

Thertendency in Britainrtodéy is to regard education as a
continuous phenomenon commencing at the nursery stage and pro-
ceeding to the sixth form at the age of 18 as illustrated in
Figure 2, which shows the main elements in the provision of
maintained schools and of higher education.

FIGURE 2: EDUCATIONAL PROVISION IN ENGIAND AND WALES
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Primary education is no longer regarded as a distinct type
of education which is different in quantity and quality from
the secondary school stage. One of the most important and
striking features of English education is the organic connection

between these two stages of education, a connection which in-
duces a smooth transition and facilitates the organization of
a well articulated system of education.

With these introductory remarks as badkground we now pro—'

ceed to examine secondary education.

3.2; Secondary Education

. 3,2.1. The status quo

3.2.1.1. General

The wvarious reports mentioned in the foregoing sought to

implement the principle of educational differentiation. The
1926 Hadow Report marked a significant milestone in this regard
and the principles outlined in it have since guided educational
policy in Britain. The 1938 Spens Report envisaged three types
of secondary education varied to meet the different needs of
the pupils concerned, that is, the tripartite system, which was
ostensibly pedocentrically orientated. 1In these and other-
reports the need for post-primary differentiation was recognized
in the proposals that education beyond the primary level should
be provided in three distinct types of schools. However, the
rigorous selection examination meant that children at the early
age of 11+ had to be typed as academic, technical or modern.
This procedure has been severely criticized by educational
psychologists who could find no justifiable grounds for such
selection at this early stage (cf. Burt, 1943).

The abovementioned reports culminated in the passing of
the 1944 Education Act which has formed the basis for reforms
in future years. This Act aimed at providing equality
of educational opportunity in ac¢ordance with the age, ability
| and,aptitude of each pupil. It is the cornerstone of differen-
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tiation in secondary schooling by means of separate schools,
which are discussed briefly below.

3.2.1.2. Typés of schools

3.2.1.2.1. The grammar school

This is the traditional academic school which is held in
high esteem in Britain. It is designed for the education of
the intellectually superior pupils only and its curriculum is

' . progressive from a broad base of general subjects to a compa-

ratively narrow platform of specialized studies in the sixth
form in preparation for university entrance at the age of 18.

The subjects normally offered include religious instruction,
English-langﬁage. English literature, modern languages (French,
German, Italian and Spanish), Latin, Greek, mathematics,
¢themistry, physics, biology, history, geography, art, music,
woodwork and metalwork for boys, housecraft for girls, and
physical education. Some take additional subjects like engi-
neering, architecture, economics, commercial subjects, and
philosophy, and a few do gardening, agriculture and horticulture.

in_1969 there were 1 089 grammar schools taking 631 948
pupils taught by 35 COO teachers, about 75% of them graduates.
- They vary greatly in size. Over three-quarters of them, for
example, have between 400 and 800 pupils. The average size of
classes is 20,9 and the pupil-teacher ratio 16:1. A pupil in
a grammar school is very much more likely to be taught in a
single-sex class than a mixed one. There are 361 boys' schools,
373 girls' schools, and 364 mixed (Burgess, 1972).

3.2.1.2.2. The secondary modern

school

Most British children go to these schools which offer a
general education with a practicél bias, closely related to the
_:interests and environment of pupils. These are the pupils who
could not make the grade in respect of grammar or technical
' school requirements, that is, about 60% of the age group. These
: SChéols ﬁave‘not attained any distinctive ethos of their own.
© In fact, most parents regard them as the last resort in a
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desperate situation.

The subjects offered at these schools include Engliéh,
history, geography, religious knowledge, mathematics, geheral
science, (often biology for girls), music, art, light crafts,
useful crafts, i.e. woodwork and metalwork for boys, housecraft
and needlework for girls, and games. The distinguishing
characteristics of this type of school are manifest in the level
of difficulty of work (Shiels, 1963).

At first no external examinations were written since it was
presumed that the pupils were ofltoo modest ability for success. -
However, it was soon discovered that pupil ébility ranged from
subnormal to much above'average. Consequently, an increasing
number of the modern schools began to offer academic courses
léading to the General Certificate Examination (G.C.E.) (ordinary
level). With the introduction of the Certificate of Secondary
- Bducation {(C.S.E.) the secondary modern schools achieved greater
- status, possibly because they offered courses that could lead to
~ the possession of certificates. However, this development did
not eradicate the stigma which seems to be attached to attendance
- at these schools. On the whole, these schools have not func-

" tioned as ideally as had been expected, largely because the
rigid division of pupils into certain"types" coupled with the
use of seemingly inflexible selection procédures which earned
public criticism from many informed quarteis could not form the
basis of a sound educational system (Dobie, 1969).

Even the quality of the staff leaves much to be desired.
In 1969 over 63 000 teachers, of whom about 10% were graduates,
. taught over one million children in 2 954 secdndary modern
- schools (Burgess, 1972).

-’

3.2.1.2.3. The secondary technical

school

As mentioned earlier, the Spens Report recommended the
replacement df the existing junior technical schools with the
secondary technical schools as an alternative to the grammar
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schools, offering a five-year course starting at 11+. Thus
theoretically intake was from among the same ability groups as
were eligible for grammar school education. However, these
schools failed to catch on in spite of apparent parity of

status with the grammar schools. They tended to be overshadowed
by the greater prestige of the latter. Both parents and teachers
tended to view these schools as a second best.

As might be expected, the technical school curriculum is
basically similar to that of the grammar school, though it may
- not offer Latin and Greek, or more than one foreign language.
It is doubtful whether these schools do more mathematics or
sciences than grammar schools but they are certainly biased
still towards particular trades like engineering or building.
The pupils might get rather less history, geography, English
literature and music, though art may take a higher, if indus-
| trially biased, position. There were 109 technical schools in
1969 catering for 56 000 pupils taught by 3 000 teachers, about
a third of wham were graduates (Burgess, 1972}.

3.2.1.2.4, Bilateral and multilate-
ral schools

These titles describe forms of combination of the three
types of secondary school in the same establishment. If two
schools or departments are involved the establishment is re-

- ferred to as bilateral and if three, multilateral. The theory
- is that proximity will facilitate transfer of pupils from one
"stream” to another. However, in practice this is doubtful.
These schools are now being swallowed up into other categories

as secondary reorganization proceeds.

: Criticé of the status quo eﬂvisaged a type of school which
would go the whole hog in meeting the individual needs, interests
and abilities of pupils, unhampered by rigid selection proce-
‘dures. Wheeler {1939: 224) was expressing the sentiments: of
most informed critics of the time when he observed that "there
'should be varieties of provision to fit the chief varieties of
‘ability and interests found at one period, for exanple, ll+ to
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16". Thus was born the idea of the comprehensive school, which

is discussed in the ensuing paragraphs.

3.2.2. Secondary Reorganization

3.2.2.1. The comprehensive concept

| As is the case with many countries today, Britain is chang-
ing its pattern of secondary schooling, by abolishing the much
criticized selection tests by which the bright go to the

. grammar schools (in some areas to technical also) and the rest

are dismissed to the secondary modern schools. The traditional
schools are being replaced by comprehensive schools which are
essentially non-selective in respect of intake. Just as there
is no 5+ examination to start infant school, so there is no
11+ to enter a comprehensive. Into the social melting-pot of
the comprehensive school are thrown children of all degrees of
ihtelligence and from every type of home background. With its
enormous specialized staff and its excellent range of equipment
the comprehensive school aims to tailor each individual pupil's
education to his own needs, interests and abilities. Thus
reorganization of secondary education along comprehensive

lines is a change from a selective to an all-inclusive system,
a sort of an open house to all comers thirsty for education,
irrespective of native endowment or socio-economic background.

The advent of the comprehensive school on the British
scene is actually the logical outcome of the clamour by psycho-
logists and educationists for child-centred education. There
is no need for any system of selection for admission to com-
prehensi%e;schools because it is their task to discover ﬁhe
needs of their pupils and to offer suitable courses to meet
them. Because these schools are child-centred rather than
- syllabus oriehtated.or teacher dominated, they tend to be flex-
ible in théi: timetables and cﬁfricula. They have been intro-
duced to give administrative effect to the conviction that not .
. only have different pupils different educational needs but that
the scholastic requirements of the same pupils may vary from

»
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subject to subject, and may vary for the same progress through
the school (Conway, 1970). 1In other words, a truly comprehensive
school acéepts all children of secondary school age in a defined
area or district, whatever their ability or social class. With-
in the maintained sector of education, only if a boy or girl |
required specialized help or tuition or has physical, intel-
lectual or emotional handicaps should he be permitted to attend
another school (Ross et al., 1972).

Because of its egalitarian principle, the comprehensive
school is the pet child of the Labour Party whereas the Conser-
vative Party is indifferent towards it, to say the least. The
Labour government came to power in 1964 and in 1965 they issued
Circular 10/65 asking L.E.A.'s to prepare plans for the reorga-
nization of secondary education on comprehensive lines. An
appreciable number of L.E.A.'s complied with the said circular
irrespective of political affiliation (Corbett, 1971). However,
when the Conservative govermment took office in 1970 they issued
Circular 10/70 withdrawing the Labour circular and suggested
the maintainance of the status quo. Again, the Labour Party
returned to power in 1974. Soon after taking office in March
the Labour government issued Circular 4/74 withdrawing the

Conservative circular.

In the said Circular 10/65 all L.E.A.'s were asked to re-
organize their schools along comprehensive lines. Six patterns
were suggested:

‘i. "All-through" comprehensive schools for ages 11 - 18

- {the most popular kind}.

Tiered schools where all pupils transfer at 13 or 14
from a ‘lower tier (the leicestershire pattern).

H.
e
3

iiis} Parallel tiered schools where only some pupils (a) choose
 or (b) are selected for. transfer to the upper tier (the
Teeside pattemrn). | '
iv. Tiered schools where all ﬁupils (a) choose or (b) are
selected at 13 or 14 between long-course and short-course
7 iupper tiers (the Bradford scheme).
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V. Schools for ages-ll - 16 followed by (a) a sixth-form
college (e.g. Preston, Luton) or (b) a junior college.
A common variant has one 1l - 18 school providing sixth-
form education for several 11 - 16 schools. '

vi. "middle schools"” straddling the age of 11, e.g. 8 - 12
years or 9 — 13 years, leading to variations of schemes
ii, iv or v. This solution, popular with teachers, relies
on suitable buildings to work well. '

From the foregoing it is apparent that there are various
ways in which comprehensive education is being developed in
England and Wales. It is accepted that a local authority may
adopt more than one form of organization in the area for which
it is responsible. Therefore, there is no typical British
comprehensive school. The common factor is that each contains
secondary pupils of every ability except the educationally

subnormal. Some schools work in systems retaining selection,
some are single-sex, some retain segregation by ability and
should more properly be termed bilateral or multilateral schools.
However, one thing has become clear - the British comprehensive
schools are not, as early enthusiasts suggested, a social ex-
periment. In a society with class and racial differences the
"neighbourhood school" has emerged, reflecting all sections of

a local community in the proportions in which they are present,
and not distorting them as in a system where one class dominated
the selective schools and another the rest. One cannot hide
from society in a big neighbourhood school. Social engineering
is not attempted. Tensions are present but at least they offer
to the adolescent an opportunity to come to terms with reality,
if not to effect an improvement through experience. |

- The question of size in a comprehensive school remains a
coﬁtroversial subject. However, "the Size of a school does not
seriously affect the validity and efficacy of educational prin-
ciples" (Conway, 1970: 15). 1In practice factors such as age-
range, geographical locality, available resources (particularly
‘buildings), and the strength of teacher-opinion are decisive,.
butr a theoretical optimum size would consider additional
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factors such as the need to produce a viable sixth form, the
composition and size of the community which the school serves,
the economies of scale in a larger school, permissible staffing
ratios, and the availability of trained directing personnel.
Generally speaking, the earliest comprehensives were unpopular
as being too big and supposedly inhuman, and the more recent
ones because they have been "small”. Admittedly, the small
school, which is rich in homeliness and community life, re-
quires a generous staffing ratio to foster educational progress
adequately, aﬁd pupils also miss the stimulus of sharing ideas
in large groups, especially in advanced subjects. Current
opinion seems to be that the comprehensive admitting five classes
of 30 children annually is the smallest successful size and is
more likely to be an 11 - 16 school. A large school of ten-
form entry or more offers problems of management, although

there is evidence that children like it, and it is usually very
efficient. Recent statistics of all-through comprehensives show
that 55% have between 600 and 1 200 pupils, 25% have over 1 200,
20% under 600 and a fraction of 1% over 2 000 pupils (Anderton,
1972).

There are many factors other than size which determine a
comprehensive school's success. They include the following:

i. Its internal organization geared to cover essential

educational tasks.

ii. Its pastoral care of pupils, social organization, and the
partnership of pupils, parents, teachers and outside
influences in an adolescent's growth.

iii. Its links with the neighbourhood, and its degree of

involvement in community provision.
iv. Its relationship to the primary schools which feed it.

‘v. Its concern for training its staff and student teachers,
and its attitude to changes in educational method.

vi. Its educational philosophy - democratic or authoritarian,
conservative or modernist.
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It appears that the comprehensive school movement has been
growing from strength to strength, particularly in the last few
years. According to the new Circular 4/74, by January, 1973,
38% of all secondary schools in England and Wales, housing
48 ,4% of the pupils, were designated comprehensive. Of the 163
authorities existing up to 31lst March, 1974, 72 had received
approval to reorganize totally on comprehensive lines, 76 had |
reorganized in part, and only 15 had received no approval to
reorganize. Given the present momentum, by 1980 comprehensive
schools will be the standard pattern of secondary education
throughout Britain {Anderton, 1972).

'We now turn our attention to an in loco scrutiny of an
actual comprehensive school to see how it functions. Our choice
is a school in Birmingham as it was in August, 1972 (Anderton,
1972).

3.2.2.2. A comprehensive school in action

- We focus our attention on the Hodge Hill Comprehensive
School in Birmingham as shown in Figure 3 (cf. Anderton, 1972:
6). The organization and characteristics of such a school may
illustrate the points mentioned in the foregoing, particularly
the factors which determine the success of a comprehensive

school.

The Hodge Hill Comprehensive School is an 11 - 18 all-
through school, admitting not less than ten classes of thirty
pupils annually in the apprcximate proportion of two classes
of able children, six of average ability, and two of slow-
learning children. It serves a neighbourhood of mostly working-
class or lower middle-class homes, of which over half are in
two municipal housing estates. Thé school has reached three-
quarters of its estimated final size, with 1 350 pupils and 82
full-time or part-time teachers from a staff-pupil ratio of
1: 18. About 5% of pupils are Black. It shares a campus with
a small Girls' Grammar School, a Primary and an Infants' School.
An Evening Institute for some 2 000 adult students uses the

premises every evening.
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The school is in every way a shared expefience with staff,
pupils and parents involved in decision-making, in the provi-
sion of resources and in the acquisition of new skills. 1In
this way:

a. The Headmaster recognizes and uses everyone's ability and

expertise.

b. Decisions, especially innovatory decisions, are readily
acceptable. (How often does hostility arise from

ignorance?)

' ¢. Everyone has a valuable check on his own judgment and more
clearly sees "the art of the possible”.

d. Staff and pupils are encouraged to adopt mature and pro-
fessional attitudes in areas of contention, the ocutcome of

which may need their co-operation.

e. Consultation confers insight into management problems and
same training for further responsibility.

Hodge Hill has a "horizontal" organization and "vertical®
consultation. Year Groups are joined as follows: First Two
Years in Lower School, Third Year Middle School, Fourth and
Fifth Years in Upper School. Each ‘School has a Head and Deputy
and is self-governing .within the agreed policy framework. The
Sixth and Seventh Years (Sixth Form) are semi-autonocmous under
the First Deputy Head. School policy is determined through:

i. "Cabinet", uniting the Headmaster, his Deputies, Senior
Master and Heads of Schools, and meeting weekly to discuss
major issues, settle minor policy, arrange administration,

exchange information, and co-ordinate future action.

"ii. "Combo"  (Cambined Bodies), which draws together every
fortnight the Cabinet, Deputy Heads of Schools, Heads of
Departments, Chairmen of Committees, Teacher-Librarian and
Teacher-Counsellor. Non-members participate by invitation.
Major policy is reviewed, or referred for investigation
to Departments, work-parties, Cabinet or Houses with a
tiﬁe—limit for reporting back. Information is called for,

-  and no issues are barred. Members are expected to repre-
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sent their Jjunior colleagues and keep them informed of
non-confidential matters. Inﬁexed minutes are circulated

in staffrooms.

School Staff-meeting, which ratifies or rejects propo-
sitions by Combo or Cabinet, receives information and
instructions, resolves points of administration, discusses
pupils' progress, etc. All teachers in the school attend,
meeting monthly on a different weekday each time, on
dates fixed a year in advance. Attendance is compulsory.
One man, one vote is the rule, with Chairman's casting
vote. Minutes are published and available to the Parents'
Committee. Each school has its own more frequent staff
meeting where domestic issues are resolved and common

policy decided.

Standing Committees and work-parties responsible to Combo
include the School Fund, by which representatives from
each school control the common purse. This can influence

policy indirectly by helping Departments, teachers or

pupils. A Cabinet representative puts the Headmaster's

views, which are by no means always followed. Combo
keeps a critical eye on all payments and the reasons for
them, and an annual summary of accounts is published for

parents and pupils.

The Parents® Association Committee, meeting monthly under
its own officers. Staff members are the Headmaster and

Heads of Schools ex officio, and one teacher representative

from each school. Twenty families constitute a quorum.

No 6ffices may be held by teachers. Heads report news

of interest and seek opinions on current issues: all major
policy must get parental support, also all projects invol-
ving money, and the School Diary. Parent-Teacher dialogue
is genuine but perhaps curiocusly neither Parents nor
Teachers want a combined Association. The only committees
where pupils sit with teachers and parents are feasibility

committees investigating particular projects.

Pupil-participation, working through Councils. Each
school has one: no subjects are banned from discussion.
delegates to the School Council Meeting

Each Council sends
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as required: two Lower School, four Middle, four Upper,
four Sixth form. "One man, one vote" operates, with ma-
jority decision and quorum of 75% possible attendance.

Two teachers are nominated as advisers and must both be
present before business can proceed, thus a walkout by
either safeguards teachers and pupils against unaccept-
able personal criticisms. Recommendations are given
equal consideration to Staff proposals, individual pupils
can be praised or censured, and R60 per annum may be spent
from School Fﬁnd without restriction.

The basis of Pastoral Care is the Tutorial Group. Virtually
every teacher below Deputy Head of School rank has charge of
all-ability, saﬁe—age group of about twenty-three pupils.

Groups are linked vertically in Houses under Housemaster/House-
mistresses, and the First Deputy Head co-ordinates their work
and that of the Teacher~Counsellor. Groups move up the school
with their tutors as far as possible, and meet weekly in a
Tutorial period. Houses additionally meet in weekly Assemblies
and are the basis for Sport, Social Activities, the Arts Festi-
val and a Merit Competition. Tutors and Parents meet in
Consultation evenings or social gatherings, but most parents
prefer to work through Heads of Schools or the First Deputy

" (who has special responsibility for the girls®' welfare). The
Teacher-Counsellor assists in difficult areas of pastoral care,
makes regular routine visits to families in need of reassurance
and support, offers personal counselling to pupils, and links up .

with the Social Services.

- Curriculum and Staff Training are responsibilities of the
Second Deputy Head. Several groups work on the curriculum
throughout the year, such as the timetable, work-party which
considers topics of general significance like meaningful subject
options, length of working day, pattern of lessons, etc.: the
Integrated Studies Team (part of the curriculum is based on
Tutorial groups and is unstreamed, some parts are team-taught,
in the first year same specialist subjects are integrated),
and the Humanities team which explores new departures in teaching
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oclder pupils. Departmental meetings of an average frequency of
less than a month co-ordinate and examine work within each
department. Every teacher's views about the curriculum and his
personal contribution are obtained before next year's timetable
and teacher-deployment are attempted. Great emphasis is put on
training: the school accepts very large numbers of student-
teachers, whilst serving teachers are encouraged to take long
or short training courses. In 1972, twenty teachers including
all the Cabinet were studying for a Diploma in Programmed
Learning, in connection with the Resources Centre.

Pupils for most subjects are initially divided into three
broad bands of ability, with setting in some subjects. The
first year has a common timetable and movement is easy in order

to obtain the appropriate level for each pupil. Differences
begin in year two {e.g. a second foreign language for some
pupils) but movement is still common. The third year sees many
differences between bands, but in the fouth year every pupil
returns to a common basis, comprising a compulsory "core" study.
for 40% of his time, and free choice between (in 1972) twenty-
nine optional subjects for 60%. Virtually all subjects may be
taken for external examinations, many on syllabuses devised by
the school and accepted by the Examining Boards, marked by the
school but moderated by independent assessors. Setting and
grouping allow pupils' wishes to be honoured as far as rooms
and teacher-availability allow.

The school shares some courses and facilities with the
adjacent Grammar School to mutual enrichment. A Links-with-
Industry scheme provides support from local firms in certain
materials, works-experience for older pupils, and training for
teachers in industrial and management techniqueé. Feeder
Primary Schools are linked to the campus in several ways: Head
Teachers meet at regular intervais to exchange ideas, an annual
one—-day Conference for teachers explores topics of common
concern, the school has established resources banks for asso-
ciated schools in Science and Mathematics; the schocl premises
are made available to Junior Schools for subjects like Swimming,

Drama and Language teaching. A ‘campus orchestra contains Infant,
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Primary and Secondary pupils and teachers.

The school fulfils its responsibility to the neighbourhood
in a variety of activities. A Play Group (the only school-
based one in the city) is organized by Fourth Year girls for
pre-school infants. Teams of pupils care for old people, dig
gardens, visit hospitals, help with the mentally-handicapped
children, repair and make equipment for groups and schools in
difficulty, provide ancillary help in Infant Schools, the Church
Day-Centre, the Youth Club. Lower Schoeol every year collects
and distributes quantities of packaged goods to needy homes.
Many more individual initiatives go unremarked. The overall
result is that the neighbourhood for good or ill identifies
itself with the school, which can give a lead to educative

thinking in the widest sense.

Finally, an extensive programme of out-of-class activities
reaching into most week-ends and every holiday develops pupils'
character and enriches their lives. Staff and parental help is
all voluntary and unpaid. Between them, parents, teachers and
pupils raise very large sums of money every year to supplement
grants from the Local Authority, and to provide extra resources

for the school.

The opportunities open to a school like Hodge Hill are
obvious, but there is another side to the coin. Efficient
organization is essential to a big schoeol and this implies
management skills and perhaps special aptitudes in the directing
team. A Tutorial System is only as good as the individual
teacher wishes to make it. Government by discussion is time-
consuming, sometimes tedious. Lack of vision can be at best
stultifying and at worst counter-productive. It seems that a
camprehensive school is either good or bad - there is no comfor-

table shelter of mediocrity between (Anderton, 1972).

A peep into the inner working of a school which has attemp-
ted to go the whole hog along comprehensive lines should give
us an insight into the effectiveness of comprehensive education
as- an answer to the problem of individual differences among
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pupils. This brings us to a brief review of the characteristics
and problems of the English system of secondary schooling, with
special reference to selection and grouping procedures as well

as important agents of innovation.

3.2.3. Characteristics and problems of secondary

schooling

3.2.3.1. Agents of innovation

Innovation and change in Britain are not haphazard but have
a scientific basis, particularly in the sphere of curriculum
develocpment and examinations. Various bodies are involved in

educational innovation.

There are three points to note in this regard, namely:
(1) that, historically, change has been rooted in the schools
or at any rate the L.E.A., (2) that attempts at centralised
initiative have not been successful and tendencies to centra-
lisation have been resisted, (3) that the new strategy is a
central servicing operation to assist local initiative. There-
fore, first in this connection is the local roots level: the
teaching profession and the L.E.A.'s. Then the national level
follows: the Department of.Education and Her Majeéty's Inspectors
of Schools (the H.M.I.'s) and then the National Council for
Educational Technology, and the strategies they use: in-service-
training and the teachers' centres. Last come those who have
had a long standing role in the promotion of ideas: the research
- bodies, the teacher training institutions (universities and
colleges of educatibn) and government advisory committees.

A brief reference must be made to the new style innovators,

namely, the Nuffield Foundation, the Schools Council and the
National Council for Educational Technology which have an aim

in common. Nuffield and the Schools Council, both primarily
concerned with curriculum development, also share a method.

Though the Schools Council's functions range wider than Nuffield;s,
they have both concentrated their support on curriculum develop-
ment teams working to an elaborate and seemingly efficient pro-

cedure.
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English curriculum development owes the Nuffield Foundation
a great debt, for it pioneered the idea of curriculum develop-
ment on a national scale while at the same time maintaining
the principle that teachers should play a large, if not domi-
nant, role in development.. It started by taking up some of
the ideas of the teachers' specialist associations and offered
to finance and organize full-time development work. The stra-
tegy of development is essentially co-operative, with teachers
playing a dominant role. The range of Nuffield-supported acti-
vities and the fact that these share so many characteristics
with the Schools Council's approach shows how much groundwork
had been done before the School's Council was set up in 1964.

The Schools Council epitomises the most systematic of the
English approaches to school innovation. Its novelty lies in
an organized approach which is still consistent with the de-
centralized structure of the English educational system.
Having been set up to solve two problems (one professional,
one political}, the Council has evolved in its solutions to
those problems as an important institutional device. It is a
force for variety and for greater professionalism in education
{(Corbett, 1971). The responsibilities of the Schools Council
in the field of public examinations derive from those of the
former Secondary School Examinations Council which it replaced
in 1964.

The Schools Council interest in innovation has broadened
from a primary concern with curriculum development to a related
concern with research and the training of teachers. But the
Schools Council has not concerned itself with the management of
innovation - with suggesting how changes in content need to be

. integrated into a teaching method.

These are, however, the concern of a newcomer to the edu-
cational scene, the National Council for Educational Technology.
The Council was set up in 1967, a modified Government response
to a recommendation for a National Centre for Educational
Téchnology. The centre was intended by those who put forward
the suggestion to'be a focal point for future research and
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development. The N.C.E.T.'s remit is to act as a central agency
for promoting research, co-ordinating training and disseminating
information on educational technology. The N.C.E.T. has also to
advise bodies, including government departments concerned with
education and training in industry and the service, on audio-
visual media and on the most appropriate and economical ways of

using them.

All in all, therefore, the various agents of innovation
are geared towards meeting the needs of individual children in

a pattern of differentiated education. In this regard there

are three other factors which are likely to make the child-
centred schools the rule rather than the exception. Firstly,
there is the Government decision that secondary education should
no longer be selective as set out in the latest Circular 4/74;
this is freeing the junior schools from the thrall of the
"eleven plus" in areas which had not already gone camprehensive.
Secondly, there is a much greater awareness of the importance

of the early years of schooling. Thirdly, Schools Council
projects provide stimulus on a national scale.

3.2.3.2. From tripartite to comprehensive

There are several salient features of the English educational
scene which are relevant to the present study. These are enume-
rated below (cf. also Prozesky, 1968; Conway, 1970}.

(1) The traditional types of secondary schools were founded with
limited and specific academic objectives which necessita-
ted a procedure of selection at the primary stage of edu-
cation to discover those pupils who would best fit into
the academic pattern of each of the different types of
schools. Thus as a consequence of the 1944 Education Act
the dominant pattern of differentiated secondary education
which emerged was the tripartite system. The variations
within this system are bilateral, multilateral and the
fast growing comprehensive schools. The Labour government
declared a national policy along comprehensive lines in

.. 1965, and the camprehensive movement has grown from strength

to strength ever since.
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(2) There has been increasing criticism of the selection
device employed.in the allocation of pupils to the diffe-
rent schools in the tripartite system. The comprehensive
school seems to offer the answer to the problems attendant
upon early and clear-cut selection, which made it almost
impossible for a pupil to transfer fraom one "stream" to

another.

(3) The curriculum at the camprehensive school is geared to-
wards meeting the needs of the individual pupil, and to
- suit his ability, aptitude and interests a general course
of subjects is offered at the initial stages of his school-
ing. As he moves upwards he is exposed to a basic core of

subijects coupled with several electives.

(4} A properly organized system of guidance in the comprehensive.
schools assists the child to discover his study direction
and prevents the development of “square pegs in round holes".
Emphasis is laid on identification and allocation rather

than on selection and rejection as is the case with the

tripartite system.

(S} Thus emphasis is given to the provision of adequate infor-
mation about the progress of each pupil during his journey
through the school, but comprehensive schools will be
judged ultimately by the degree of their success in dis-
charging their cbligations to each pupil in accordance
with his specific needs. In order to ensure that each
pupil receives an appropriate education, a headmaster re-
quires, in an acceptable form which can be easily inter-
preted by all who need it, readily available essential in-
formation about each pupil from the time he is accepted
until the time he leaves and beyond (Conway, 1970).

4. CQVERVIEW

A historical development of the whole spectrum of the
English education system was given with a view to exposing
developmental patterns which might be relevant to the present
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study. Certain trends may be discerned:

There is a concerted effort to make the education of
children an organic unit from the nursery to the secondary.
However, entry into the secondary phase is fraught with problems
in schools where the "iniquitous" 11+ examination applies, i.e.
in the tripartite system. The advent of the comprehensive school
on the scene is an attempt to remedy this anomaly in the British
set up. The comprehensive movement is définitely gaining ground.
The 48,4% of all secondary school pupils being housed in compre-
hensives in 1974 is conclusive evidence of this trend, which
should be accelerated now that the Labour government is firmly

. back on the saddle. | '

Various agents of innovation have made significant contri-
butions towards educational reorganization especially at secon-
dary school level. The system can be more accurately described
as a net rather than a chain, a net traditionally kept at tension
point by-powerful pressure groups, the teachers and the L.E.A.'s
especially. Recently the Schools Council and the National
Council for Educational Technology have been superimposed as
development bodies. Their success depends on how far they can
work through the various key groups.

Care must be taken not to regard the comprehensive -school
as a panacea for all secondary school ills. Moreover, emphasis
must not be placed on the comprehensive school buildings but on
comprehensive education and the principles it stands for, namely,

a wholesale provision of opportunities to cater for individual
differences among pupils. - Indeed, it should be noted that
whatever the system of grouping decided upon, grouping as such
does not solve educational problems. Teaching methods and
content need to be adapted to suit the pupils concerned, in a

truly differentiated system.

The selection procedures at eleven plus are important for
the present study. The results of such selection determine
what type of secondary schooling the English child should follow.
In. this selection some of the following techniques, methods or
procedures are used in varicus combinations (cf. Shiels, 1963):
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(i) An assessment of the pupil's ability as shown in the

primary school.

(ii) Objective standardized tests of intelligence and attain-

ment.
(iii) Primary school results.
(iv) 'Teachers' and headmasters' estimates.
(v} Measures of personality. |
(vi) Interviews. -

(vii) Parents' wishes.

One notes in this regard that progressively less value is being
attached to the I.Q. as the sole c;iterion in the placement of
pupils in fields of study. Aptitude, interest, personality
structure, characteristics, scholastic tests, school record,
the judgment of teachers and parental choice are criteria which
are collectively used to place pupils in fields of study.

The guidance programme is an integral part of the compre-
hensive secondary school system (cf. situation at Hodge Hill
‘Comprehensive School). The guidance given to parents, teachers
and children is to place pupils in a field of study in accord-

ance with their potential.

With this background in view we now proceed to examine the
situation in the South African secondary education system.
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CHAPTER V

A CRITICAL REVIEW OF THE DEVELOPMENT OF DIFFERENTIATED WHITE
SECONDARY EDUCATION IN SQUTH AFRICA WITH SPECIAL REFERENCE TO
THE TRANSVAAL AND NATAL

"—- various commissions in the different
provinces carried out thorough investigations
over the period of more than thirty years
and made recommendations which eventually
culminated in the present system".

(Transvaal Education Dept.., 1974: 27}

1. PREAMBLE

The South Africa Act of 1909 stipulates that the central
government and the provincial councils should exercise control
over certain aspects or levels of education. Thus five diffe-
rent departments (one central and four provincial) are respon-
sible for the education of Whites in contrast to the one de-
partment responsible for the whole spectrum of education in
respect of Africans, Coloureds and Indians. In this way was
born an educational administration which became untenable and
was commonly known as "the problem of divided control in educa-
tion", a problem which plagued the White educational scene for

many decades.

The problem really lay in the manner in which the division
in education occurred - not the division between the provincial
departments, but the division between the provinces and the
then Department of Education, Arts and Science (now the
Department of National Education). Instead of a division on
horizontal lines, i.e. a boundary between secondary and higher
education, so that the types on the horizontal boundary line
(i.e. primary and secondary) are managed by the provinces and
education above the boundary (higher, i.e. post-matriculation
education) by the central government, an untenable, illogical
vertical dispersion has crept in over the years so that one
now finds two bases or administrative bodies on the same level.
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Thus under this vertical segmentation of White education,
vocational and technical education of a secondary type. training
of specialist teachers, including nursery teachers, and spe-
cial education,which includes both primary and secondary work,
were progressively removed from the provinces and placed under
the central department (Behr & Macmillan, 1971).

Obviously this type of administration militated against
the introduction of a properly organized system of differen-
tiated secondary education. However, far more detrimental to
the welfare of the population group concerned was the phenomenon
whereby the unity of the child and the unity of education was
completely separated from academic education (the ordinary
high school) not only by the existence of different types of
schools, but also and particularly by the fact that the different
types of schools were controlled by different departments -
the vocational high schools by the central department and the
ordinary academic high schools by the provincial education de-
partments. It was not until 1967 that the transfer of secon-
dary level vocational education to the provinces was effected
and the door opened for the introduction of a fully fledged
system of differentiated secondary education.

Needless to say, the problem of differentiated secondary
education needed careful study and planning. Consequently,
in the last three decades several commissions were set up in
the various provinces to investigate this problem. Their terms
of reference included recommendations for educational reform

at secondary level.

For purposes of the present study, we shall briefly re-
view developments in two provinces which Lave long accepted and
implemented the principle of educational differentiation,
namely, the Transvaal and Natal. Finally, reference will be made
to recent trends in this regard emanating from the Report of
the Committee for Differentiated Education and Guidance for
the R.5.A. and S.W.A. (H.S5.R.C., 1972).
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2. DEVELOPMENTS IN THE TRANSVAAL AND NATAL

2.1. T;ansvaal

The Transvaal can be rightly called the leading province
in educational reform and innovation. This view is confirmed
by a number of reports of education commissions which indicate
an uninterrupted line of development, particularly since the
second world war. These reports are briefly discussed below,
each report being named after the chairman of the commission.
The reports appear in their chronological order. '

2.1.1., The Nicol Report, 1939

The Nicol Commission was set up in March, 1937, and its
task was to investigate the education system of the Transvaal
"in order to make recommendations which might lead to an im-
provement in the efficacy of the system, to cause it to be
adapted to the most modern developments in the field of edu-
cation and to enable it to comply‘satisfactorily with the re-
quirements of all classes of the population" (Transvaal Edu-
cation Dept., 1939: 5). The Commission's report was issued
in August; 1939. This report was a small step by the Trans-
vaal Province in particular but a giant leap in the cause
of differentiated education in South Africa in general.

In its importance the Nicol Report could be equated to
the Hadow Report of 1926 in BEngland. It appears that the
former was not uninfluenced by the latter, directly or indi-
rectly. The Hadow Report inaugurated a new era in English
education. Primary education was restricted to the period of
11 years of age. Secondary education meant education of two
types, namely, the grammar school with a leaving age of over
16 and the modern school with a leaving age of 14 plus.
Hitherto secondary education was exclusively academically
orientated to the total neglect of the less intelligent pupil.
The Report recommended a transfer at ll+ years of age.'pro~
motion on a§e in the primary school and a separate secondary
school. Promotion and classification of pupils should depend
on physical, psychological and emotional factors and not
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exclusively on intellectual attainment. This view had a
tremendous impact and continuing influence on educational
thought of many countries, including South Africa (Behr &
Macmillan, 1971). '

The Nicol Commission reported that many children were
being admitted to academic courses although they were not
suited to these courses. There was one-track uniformity about
the said courses and this anomaly was coupled with an exagge-
rated reverence for the matriculation certificate. By impli-
cation this meant that all pupils attended high schools with
the sole aim of obtaining matriculation exemption. Conse-
quently these pupils were taught in the same way. The truth
is that some pupils were interested in trades, some in general
education, some in clerical work and some in university training.
The high number of failures led the Commission to the conclu-
sion that many less able children were admitted who should never
have attempted the course in the first place. In this regard
the Commission recommended that the solution should be sought
"in a comprehensive differentiation for the secondary school
course” (Transvaal Education Dept., 1939: 83).

In order to achieve the said differentiation it was
recommended that the Province should institute alternative
secondary couwrses: a shorter and more practical course of
three years and a longer, more academic course of five years.
These two separate and parallel types -0f schools were to be
named the "Modern School", which had a practical bias, and the
"High School", which was academically orientated. Here we
note the influence of the Hadow Report mentioned earlier on.
The Modern Schools became known as the Junior High Schools
of the Transvaal. The aim of these schools was to offer
pupils who would leave school at 16 a choice of differentiated
courses which would partly equip them economically for entry
into the adult community. This type of school was designed
to cater for pupils in standards 6 to 8, and purported to
provide vocational training in the technical, commercial, do-

“mestic and agricultural lines on the foundation of a broad
cultural education (Behr & Macmillan, 1971). Thus the Junior
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High School was not the lower half of the High School but a
different parallel type of school with a distinctive character
of its own, neither inferior nor superior to the High School

- but different from it. There should be no thought or possi-
bility of a Modern School ever developing into a High School.
Incidentally, this was also the motivation behind the establish-
ment of the British Modern Schools in relation to the Grammar
Schools. |

The Commission!s recommendations were accepted and
nine junior high schools were initially established on the
Reef, in Johannesburg and Pretoria. Entrance to these schools
was based on an admission examination at the end of standard 5.
However, this condition was later amended and admission was
determined by the inspector, in consultation with the princi-
pal, based on the pupil's achievement, intelligence quotient,
opinions of teachers and the wishes of the parents (Transvaal
Education Dept., 1939},

The Junior High School was far from being a success story.
The experiment itself ran for some l4 years. These schools
subsequently became increasingly unpopular, began to wane and
gradually reverted to being ordinary secondary schools again.
Nevertheless, the experiment provided invaluable experience in
the field of secondary education during a difficult period in
the Transvaal's educational growth, the post-depression period
followed by the Second World War (Behr & Macmillan, 1971).

2.1.2. The Lynch Report, 1950

The Lynch Commission was appointed in 1949 to inquire in-
to the recommendations of the De Villiers Report (1948), with
a view to making recommendations on the matter. The Lynch
Report was released on the 31st July, 1950. As a result of
these recommendations the Junior High Schools were abolished,
and this step heralded the introduction of a new era in post-
primary education in the Transvaal. :

The Lynch Commission recommended that every Eurcpean

‘child shﬁuld receive secondary education for at least three



- 187 -

years; that the school leaving age should be 16; that wherever
possible the secondary school should be superseded by a type
of comprehensive high school in which there would be room for

all normal post-primary pupils, making provision for more than

~one course (i.e. differentiated education must be provided
for): and that a committee should be sent overseas to make a
careful examination of adequate differentiation. This report,
together with the Steyn Report discussed below, helped to lay
the foundation for major developments in the field of differen-
tiation (Behr & Macmillan, 1971).

2.1.3. The Stevn Report, 1953

The Steyn Committee was appcointed on the 7th August, 1951,
to sulmit a report on differentiated education in the Trans-
vaal. The Committee reported on the 5th March, 1953, after it
had made a thorough and extensive study of all available edu-
cational literature and had visited various parts of South
Africa and Rhodesia. This was described by the Committee as
an interim report because it was considered that a visit over-
seas would be necessary for its completion. This was done in
the Van Wyk Report outlined below.

2.1.4. The Interdenominational Committee, 1954

A statement by the Interdenominational Committee in 1954
is very relevant to our study of the development of differen-
tiated education. It was stated, inter alia, that a stop should

be put to the practice of compiling a secondary school syllabus
for the small percentage of pupils who proceed to the university
and then applying it to the large percentage whe have no inten-
- tion of going to the university. That is, it stressed the’

fact that secondary education should be fully differentiated
(Transvaal Education Dept., 19?3).

. 2.1.5. The Van Wyk Report, 1955

Largely as a result of the Steyn Report a mission was
sent overseas in March, 1955, to investigate and report on
differentiated secondary education in a number of countries
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abrocad. The Report of the Oversea Mission in connection

with Differentiated Secondary Education or the Van Wyk

Report, as it is commonly known, is one of the most important
educational documents in South Africa. This report was re-
leased on the 20th Octobe?. 1955, and proposed several changes
in the existing system of education. The most drastic were
the following:

(a) That the final examination of the Transvaal high schools
should be revised with the aim of extending the period in
which it can be written over two years and to give credit
for each subject which is successfully completed.

{b) That certificates be issued to pupils who passed in a
course culminating in

(i) matriculation (university exemption):
(ii)} standard 10 (no university exemption).

(c) That the teacher—-guidance service be extended.

{d) That all secondary education be transferred to the

' provinces. '

{e) That, with a view to effective differentiation, the
educable school population of school age be classified
on the strength of level of intelligence, achievement
and aptitude, into four ability groups and that provision
be made for the transfer of individual pupils from one
ability group to another.

(£) That a high school should have an enrolment of approxi-
mately 750 pupils in order to make provision for effec-
tive differentiation (Transvaal Education Dept., 1955).

Unlike the Nicol and De Villiers Commissions which advo-
cated differentiation in separate schools. on the other hand,
the Van Wyk Report insists on differentiation in which various
ability groubs all receive their education under one roof,
according to a homogeneous classification, i.e. in the compre-
hensive high schocl, which was explained in detail in the pre-
vious chapter. The Transvaal had already accepted the compre-
hensive school as the most suitable vehicle for its educational
policy. This meant that differentiation in separate schools,
either of the specialized academic, technical, etc., types or
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of the selective senior secondary and the non-selective junior -

secondary types were not acceptable (Behr & Macmillan, 1971).

The recommendations of the Van Wyk Mission were accepted
and implemented, as from 1958. - According to these recommenda-
tions, in practice the principle of differentiation must be
effected in grouping, curricula, content, methods, measurement
and testing, and certification. Regarding grouping, the
Van Wyk Report states that the best way to provide for the
needs of all is through homogeneous ability grouping based upon
intelligence, scholastic achievement, aptitude, interests;
principals' and teachers' opinions as well as parents' wishes.
This ability grouping or streaming, as it became known in the
Transvaal, assumed the pattern illustrated in the table below.

TABLE 2: ABILITY GROUPSAS PROPOSED IN THE VAN WYK REPORT

Ability Group 1.Q. % of Pupil
Population
Group A 110 + 20%
Group B 100 - 110 30%
Group C 80 - 100 43%
Group D 80 and less 7%

The Group D pupils are catered for in special schools, a field
in which the Transvaal has taken the lead in South Africa. The
rest attend ordinary schools.

The ~curricula for the various groups was prescribed.
Each group was to have its own curriculum designed to offer a
broad, general training which would serve as the foundation for
vocational or specialized education at a later stage. This was
‘an important recommendation because in the modern era the
need for general education up to the junior secondary level is
being increasingly recognized. At this stage the school pro-
gramme should broaden and not narrow. For this reason educa-
- tionists felt that the handing over of secondary technical and
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commercial education by the Central Government to the prqvinces
would be an important step towards a fully comprehensive
school in the Transvaal.

Furthermore, the Van Wyk Report reCOgnized the importance
of a "core curriculum" consisting of compulsory subjects which
give the essential basic knowledgé. the skills, religious
training and social adjustment; or, in other words, the
"learnings" expected of all in a democratic society. Then
there are "optional subjects" which give the individual full
reign for his special aptitudes. interests and aims
(Behr & Macmillan, 1971).

Standard 6 was regarded as an exploratory year when class
teaching is more important than specialist subject teaching.
After standard 5 the grouping or classification of pupils was
based on the pupil's "total" attainment or aggregate. No pro-
vision was made for different levels of ability in different
subjects (i.e. there was no setting or cross-grouping), for
instance, a pupil in Group A or A Stream might be on A level
in mathematics and science but B or even C level in one or
more of the other subjects. The problem of transfer from one
stream to another was also a difficult matter {Behr & Macmillan,
1971). The three streams have become known as the University
" Entrance Course {(the U-Stream), the Standard Ten Course (the
T-Stream) and Standard Eight Course (the E-Stream)}. More scope

was offered for inter-stream transfer. A "C-streamer" at the

end of standard 8 might, for example, fail outright or pass in
the C stream and leave or satisfy the requirements for promo-

tion in the B stream and proceed to standard 9 in that stream

(Behr & Macmillan, 1971). ¢

Guidance plays a crucial role in a properly differentiated
system of education. Conscious of this requirement, the Van
Wyk Report recommended in this regard as follows:

{a) That quidance services in Transvaal high schools should

o be considerably extended so that they are not only the -
means of giving information regarding trades and occu-
pations.. but will also assist the pupil in planning and
choosing his courses and subjects while at school, and will
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" be of assistance to parents when they are considering
the future of their children.

(b) That further training by means of holiday week-end

- courses be given to teacher-counsellors.

(c) That specific periods be set aside on the timetable
during which the teacher-counsellor may deal with in-
dividual pupils. '

(d) That since this scheme will demand that more of the
teacher-counsellor's time be used for guidance to be
given to both individuals and classes and less time
for ordinary teaching., suitable provision should be

" made in the staffing scales by granting an additional
post in each high school of 500 pupils and more.

(e) That the work of guidance in such a school be entrusted
to at least two‘teachers.

Once more we note that the Transvaal is the leading province

in the field of guidance as well, a factor which will receive

further attention in this chapter. This year (1975) the

" Transvaal is the first province to introduce a three~term

school system.

2.1.6. Further developments

The abovementioned era of differentiated education in
the Transvaal has, however, already come to an end. On the
basis of the H.S.R.C. Report of 1969 a new differentiated sys-
tem was introduced at the beginning of 1973 in Stds 5 to 8.

At the end of 1975 pupils in the Transvaal secondary schools
will, for the first time, sit for their final examinations
under this new differentiated system. This system of diffe-
rentiation will receive due attention when we discuss recent
developments in the overall educational set up. In the mean-
time we shall review the situation in Natal.

2.2. Natal

The educational development in Natal should be of parti-
cular interest to KwaZulu which. at present, is an integral
part of the Province. Moreover, before the advent of Bantu

-
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Education African education was under provincial control.

For purposes of planning the future deveioPment of its educa-
tional system Natal needed as early as possible a blueprint
for educational reform on which to base the structure of a
system that would meet the increasing demands of a rapidly
approaching technological era (Mans, 1970).

2.2.1. The Consolidated Education Ordinance, 1942

From 1877 to 1942 the Natal education system was based on
the education laws of 1877. It became imperative to review
the educational situation in order to keep pace with the latest
trends in the educational world. The first progressive step
was taken when the existing education ordinances were consoli-
dated by means of the Consolidated Education Ordinance of 1942.
This Ordinance marked the beginning of differentiated education
" in Natal. It brought about the first modernisation of the
1877 education laws.

2.2.2, The Wilks Report, 1946

A further significant step in the direction of educational
reform in Natal was the appointment of the Wilks Committee on
the 10th February, 1944. The Committee's terms of reference
were extensive -and included, inter alia, an examination of the

school system, the curriculum and syllabuses, promotions and
examinations, teacher training, and supervision and staffing
of schools. Its report was presented in July, 1946.

The Committee strongly recommended that standard 5
should be the terminal class of the primary school and that
the compulsory school age should be raised to 16. It noted
the presence of a large group of pupils who, by inclination
and aptitude, were unsuited for the high, academic standard
demanded by matriculation, preparation for which was the main
purpose-of the schools.

In order to provide for the needs of all children the
Committee recommended that four distinct and separate courses
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be provided. All these céurses should be offered to pupils in

one school with multilateral "sides". 1In this way the edu-

cation of children could be viewed as a whole and the in-
tellectual snobbery of academic courses be counteracted

{Behr & Macmillan, 1971). In fact, this is the major motiva-

tion for the comprehensive school. The recommended courses

were as follows:

(a) A practical course useful to a large number of pupils who
would leave school at the completion of the compulsory
age minimum, which should be offered in all secondary
or high schools. ‘ '

(b) A commercial course for girls, and, while specially
designed to give a good secondary education to those
going into the business world, will prove extremely
valuable to those who cannot complete the full four
years. _

(c) A pre-vocational course mainly for boys who have tech-
nical and professional careers in view.

(d) An academic course leading to university admission.

After standard 7, where differentiation was to begin, the
subject offerings would be such as to constitute a broad foun-
dation of the curriculum which must not be uniform but suit
the needs of the different groups of pupils. All the courses
would be run through to standards 9 and 10, an unusual develop-
ment because most such courses elsewhere ran for three years
only. Thus in the curricula proposed by the Committee attempts
were made to bring them into line with educational reforms in

countries overseas and in the other provinces.

Making recommendations is one thing and having them imple-
mented by the relevant authorlty is a different matter. Such
was the fate of some of the 1mportant proposals of the Wilks
Commlttee. At the time the circumstances were such that the
multilateral school as proposed by the Committee never mate-
rialize&. This is regrettable becau$e such a step would have
placed the Province of Natal in the forefront of developments
in secondary education in Southern Africa. However, where it
laf'within the Province's powers to do so some of the recommen-
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~dations were implemented, as indicated below.

2.2.3. The Practical Course, 1959

The proposals of the Van Wyk Commission in the Transvaal
regarding differentiation had a stimulating influence on Natal
in its efforts to diversify education at secondary level
(Mans, 1970). The first real step in thisrdirection came when
the Director of Education in his 1958 annual Report announced
the introduction of a Practical Course as from January, 1959,
for the less gifted secondary puplils who wished to proceed to
the Junior Certificate only (Natal Education Dept., 1958}. The
Report stipulated that in future standard 6 passes would be
classified into two categories, viz. a Pl or P2 pass. P2
passes were assigned to the Practical Course where they might
proceed only as far as standard 8. If one of such pupils
wished to proceed to standard 10, he was obliged to repeat
standard 6 and attempt again a Pl pass.

From the foregoing it is clear that up to 1959, thirteen
years after submission of the Wilks Committee's recommendations,
Natal had made no real progress in providing the type of diffe-
rentiation proposed by the Committee. Hitherto differentiation
consisted mainly of the following:

{a) The Practical Course which was designed for the less
gifted pupil in the secondary school. This course was

of a terminal nature and took pupils only as far as

standard 8 and had a number of weaknesses which eventually

caused its demise. It had been intended to serve the needs
of below-average pupils, but because by its nature it sub-
scribed to the unfounded "compensation theory” {i.e. that
those not academically proficient are "good with their
hands"™) and partly because of the general lack of pres-
tige accorded it by parents, the course was a flop

{Dobie,. 1969). It went the way of the ill-fated Junior

High School of the Transvaal described earlier in this

chapter. ' _

(b) An academic course for the rest of the pupils who wished
to continue their education to standard 10. This course
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served a dual purpose, namely, pupils who satisfied the
groupings of the J.M.B. at a sufficiently high standard
could proceed to the university, while others would have

a wider choice of subjects and could gain a school leaving
certificate. Both ,these academic type courses were
offered at the same level and no provision was made for
those pupils who could only benefit.minimally from the
depth of the study required, if at all.

In order to cater for all secondary school pupils in a
properly differentiated school system adequately diversified
programmes were essential. Regrettably the existing courses
served only as a partial soclution to the problem of the day.

Needless to say, the introduction of the Practical Course
was motivated by a desire to provide a suitable course for
those pupils who could not benefit from an academic course.

. The latter was designed for the rest of the secondary school
pupils. While it provideé some differentiation in the choice
of subjects, levels of ability were completely disregarded as
all pupils had to study their subjects at the same grade, which
was geared towards university admission (Mans, 1970).

2.2.4. Committee of Inquiry into Differentiation in

Secondary Classes, 1860

The inadequacy of the existing secondary school system
prompted the Director of Education to appaint a committee in
1960 to investigate the position and report on differentiation in
secondary classes. In due course the Committee suhbmitted its
report (Natal Education Dept., 1960).

The Committee recommended, inter alia, that differentiation

should take place in bilateral secondary or high schools by
way of a two-stream system which would accept all pupils who

wished to proceed to the Senior Certificate in whichever stream
it was decided they should continue after passing standard 6. .
The general nature of the two streams would be:
(a) That the Advanced Stream would be much the same as the

’ existing course for pupils in standard 7 to 10 and that
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it would cater for the more intelligent section of the
pupils. ' A

(b) That the Ordinary Stream would be in its curriculum
broadiy the same but.would differentiate in syllabus
content and in its examination. . Pupils in this stream
would cover the main essentials but in the least in-
volved manner.

The motivation for the introduction of a twin-stream sys=-
tem was that, unlike in the more densely populated countries
where three streams are provided, more than two streams would
be impractical in Natal because of the relatively small num-
ber of pupils. The Committee'’s standpoint in this regard
has been criticized as being "shortsighted and hedonistic"
{Mans, 1970: 97). It should have been clear by 1960 that Natal
would experience considerable development resulting in a
substantial demographic growth. The Committee's recommenda-
tions received a favourable consideration by the Director of
Education, who subsequently implemented them.

2.2.5, The implementation of the two-stream system

The directive for the implementation of the two~stream
system in all secondary schools in the Province was contained
in the Director's memorandum published in October, 1961. This
was effected at the beginning of 1962.

The new system generated an early general satisfaction
{Natal Education Dept., 1962). The thorny question of cross-
stream transfer was ironed out because the facilities offered
for the transfer of a pupil from one stream to another had
been used to real advantage. Moreover, the Director's annual
report for 1963 reveals that a larger proportion of pupils
had proceeded to standard 8 than in the past (Natal Education
Dept., 1963). Of particular significance also was a marked
drop in the failure rate in standard 7 from 29,2% in 1961 to
16,4% in 1962 (Mans, 1970).

N It was estimated that 63% of pupils would be in the Ad-
vanced Stream and 37% in the Ordinary Stream. However, the
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first Junior Certificate Examination completed by the 1963
two-stream group showed 67,7% in the "A" group and 32,4%
in the "0" group, and the total number of candidates had
increased nearly 25% (Behr & Macmillan, 1971). _

No educational innovation or reform can serve as a panacea
for all current problems in the school system. The newly in-
. troduced two-stream system was no exception. It had its
weaknesses, the chief of which was the introduction of two
streams instead of three as pupils' differing capacities
warranted. Thus feed-back evidence revealed that the easier
course created by the introduction of the ordinary grade for
the below-average pupils had succeeded, but the position of
. the average and above-average pupils had not improved since
they had been lumped together in the advanced grade. There-
fore, the two-stream system did not adequately catexr for the
different needs of these two sections of the secondary school
population (Mans, 1970).

Mindful of the said weaknesses in the existing system,
the Provincial Administration appcinted a new committee which
is discussed below. .

2.2.6., The Lighton Report, 1963

The Lighton Committee was appointed in 1962 to investigate
the effectiveness or otherwise of the newly introduced system
of differentiation. It submitted its report in July, 1963.

The Committee made a number of recommendations (Natal
Education Dept.., 1963). The recommendations which were imple-
mented are those dealing with the following: | _ :

(a) The incorporation of all standard 6 classes into high
schools as soon as possible and practical.

(b) The provision for pupils who narrowly failed the Junior
and Senior Certificate examinations at "A"~level to be
granted an "0"-level pass. '

(c) The external control of the selection for streaming after

'~ gtandard 6. Control subjects existed until the end of
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1965, when the system was abolished (Natal Education
Dept., 1965).

The Committee's major recommendation was that of pro-
viding three streams, but it was not implemented. The Province
could not see its way c¢lear to adoptihg this recommendation.
in view of the fact that the central government still retained
commercial/technical secondary education under its wing. It
was not until 1968 that this was relinquished and transferred
to the Provinces, thereby setting the stage for the provision
of a greater measure of differentiation along the lines of
comprehensive secondary schools as envisaged in the National
Education Act of 1967. In the meantime, despite the recommen-
dations of both the Wilks and the Lighton Committees for greater
differentiation in secondary schools, the twin-stream system
in Natal continued to exist as recommended by the 1960 Committee.

Having sketched attempts at differentiation in the secon-
dary school systems of the Transvaal and Natal, we now turn
our attention to recent developments in the wake of the
National Education Policy Act of 1967.

3. RECENT TRENDS IN DIFFERENTIATED WHITE SECONDARY EDUCATION
IN SOUTH AFRICA

3.1, Moves towards greater differentiation

In each of the four Provinces distinct attempts to pro-
vide differentiated education occurred from about 1940, by
which time the distinction between primary and secondary edu-
cation was c¢lear, and the provision of secondary education be-
came increasingly adequate. The changing educational needs
have resulted in the setting up of various commissions to
examine the existing provincial systems and to make recommen-
dations for improvement. As already indicated earlier on in
this chapter, the reports of these commissions stressed the
need for more adequate provision of differentiation., and. seve-
ral developments resulted, three of which are mentioned below.

»
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(a) The Nicol Commission (1939) in the Transvaal resulted
in the establishment of "Junior High Schools", where
practically orientated three-year secondary courses in
technical, commercial or domestic subjects were offered,
and "High Schools”", which offered five-year academic
courses. '

(b) 1In Natal the Wilks Committee, in its Report (1946), pro-
posed four distinct secondary courses, namely, a practi-
cal course designed for the majority of pupils who would
leave school at the age of 157 a preparatory course for
boys prior to their enrolment in vocational schools; an
academic course leading to university entrance: and a
commercial course for girls.

(é) The De Villiers Commission (1948) recommended a new pro-
granme of education whereby all pupils, after primary
school, would proceed through senior high schoel until
the minimum school leaving age. Thereafter they would
attend either an academic or a Vocational High School.
Another recommendation was that pupils should be grouped
in terms of their ability and achievement in each subject
(i.e. setting) rather than in set "standards". In fact,
this Commission acted as “an enzyme in the bringing about
of adequate differentiation in the secondary schools of
South Africa" (Behr & Macmillan, 1971: 153).

Thus the recommendations of these commissions brought
about certain changes in the various provincial education sys-
tems, particularly in the provision of greater differentiation
at secondary level. However, there still existed the position
that not all the. education departments had made the same pro-
gress in the field of differentiated education and that the
methods they employed differed from each other in many respects.
There was also the anomaly of the policy of divided control
whereby the central government controlled all commercial/tech-

nical secondary educatiocn.

A decision in 1964 by the then National Advisory Education
Council (now the National Education Council) that research should
be undertaken into differentiated education and guidance resulted



in the establishment of the Committee for Differentiated Edu-
cation and Guidance under the chairmanship of the President
of the Human Sciences Research Council, Dr. P.M. Robbertse.
Its terms of reference were to investigate and report on a
national system of differentiated education at primary and
secondary level with school guidance as an integrated service.

After an investigation which took five years to com-
plete and which was undertaken by the Institute for Educa-
tional Research of the H.S5.R.C., the Committee presented its
report -on the 26th August, 1969. The recommendations con-
tained in this report have resulted in the introduction of the
new systém of differentiated education in South Africa. For
the first time the vexed question of differentiation has been
tackled on a national scale and not on a parochial, ad hoc
basis as in the past. The said report is sketched briefly
below. '

3.2, The Report of the Committee for Differentiated

Education and Guidance, 1969

3.2.1. Introductory

It falls beyond the scope of this chapter to go into
all the changes and reforms proposed by the Committee. Brief
reference will be made to the legislation setting up the ma-
chinery for the new national education system and the gist
of the Committee's recommendations. It should be borne in
mind that these recommendations form the basis or gquidelines
for the new system. They are not a prescription for rigidl
uniformity to the smallest detail. The Provinces will imple-
ment them in the light of their experiences and circumstances.
After a brief review of the Report, more attention will be
given to the situation in Natal, examining how the Province

implements the new system.

3.2.2 Enabling legislation

The new system of differentiated education for Whites
is provided for in the Natiocnal Education Policy Act
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No. 39 of 1967. This Act provides, inter alia, for a school
system structured on the comprehensive school concept, with

differentiation and streaming being important ingredients.
Section 2.(1)(f) of the Act states that "education shall be
provided in accordance with the ability and aptitude of and
interest shown by the pupil, and the needs of the country,
and that appropriate guidance shall, with due regard there-
to, be furnished to pupils" (Emphasis by present writer).

Seen fundamentally, the new system of differentiated
education has still to do primarily with the education of a
unique child - a particular boy or girl. The aim of the pre-
sent system, namely, the provision of help and support by an
adult (the teacher) to the one who has yet to become an adult
(the child) with his differentiated human potentialities, is
in agreement with the aim of education in general and with
the criteria for adulthood such as being conscious of the
meaningfulness of his existence, his responsibility, his hu-
man dignity, self-judgment and self-understanding, ethical
independent decision-making and action, norm-directed identi-

fication, etc.

Following upon the Robbertse Report, regulations for
the implementation of the provisions of this Act with effect
from the lst January, 1972, were promulgated in the Govern-
ment Gazette of the 12th November, 1971. Natal commenced with
the new system in 1972 and the other three provinces on the
following year.

National Education Act No. 41 of 1967 deals with the trans-
fer of vocational and technical education in schools (i.e.
up to and including standard 10) to the Provinces. This mea-
sure took effect from the beginning of 1968. Thus the last
hurdle to a fully fledged differentiated system of secondary
education was removed and all the "systems were go® for the
Provinces to move ahead with the_restructured system.

f 3.2.3. Structure of the l2-vear differentiated school
= o system

In the new system, the l2-year pericd of compulsory
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schooling is divided into four phases, each of three years
duration as shown in the diagram below. Further details of

the new system are given in the ensuing paragraph 3.2.4.

STRUCTURE OF THE NEW DIFFERENTIATED SCHOOL SYSTEM

FIGURE 4 :
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3.2.4. Synopsis of some important aspects of the
report

In accordance with the physical, social and intellectual
level of development, as well as with the interests and needs
- of pupils, a 3-3-3-3 education system has been suggested,
which is divided as follows at primary and secondary level:
{a) A primary education system as an organizational unit
which is divided into a junior primary schoocl period
{sub~standard A or Class i to Standard 1) and a senior
primary school period (Stds 2 to 4) as educational
units; and
(b) A secondary education system as an organizational unit
which is divided into a junidf secondary school period
(S;dsi 5 to 7) and a senior secondary school period
(stds 8 to 10).

Although Std. 5 constitutes an educational period in conjunc-
tion with Stds 6 and 7, for the time being Std. 5 remains

attached to the primary school.

In consideration of the fact that the years of study at
the primary school constitute that period of development in
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the life of the child during which basic knowledge and skills
are presented and meaningful formative education is provided,
the curricula and syllabuses in the system of differentiated
primary education were planned accordingly. This planning
provides for a compulsory curriculum for all primary school
pupils while the gradual introduction of subject teaching
in certain key subjects is recommended. Provision is also
‘made for compulsory examination subjects, namely, Afrikaans,
English, General Mathematics, History, Geography and Elemen-
tary Physical Science, as well as compulsory non-examination
subjects, viz. Religious Instruction, Physical Education,
Aesthetic Education and School Guidance as a service. With
regard to the syllabus content of the primary schcol, provi-
sion is made for the individual learning requirements of pu-
piis from the variocus levels of giftedness in that an indi-
cation is given of the core subject-matter, as well as of
possibilities of extension and enrichment. Presentation of
the factual content will be of such a nature that, while the
core subject-matter in every subject is offered to all the
pupils in the various classes, consideration will neverthe-
less be given, in the manner of presentation, to the diver-
gent capacities of the distinguishable ability groups. As a
result of the differences in the intellectual capacities of
pupils, differentiation will also be applied with regard to
the demands imposed in respect of the assimilation and mas-
tery of the core subject-matter. ‘

As regards the curriculum and syllabus of the secondary
school, provision is made for general (formative)} education
as well as specific vocationally directed education. However,
a characteristic feature of this educational programme 1s
that there will be a shifting of stréss from general education
to specific vocationally directed edﬁcaticn, with the empha-
sis on ihe latter in the senior secondary school period  (i.e.
Stds 8 to 10). The curriculum of the secondary school will
comprise compulsory and optional subjects, on the understan—
ding that the compulsory subjects, consisting of examination
and non-examinatiOn subjects which fdrm a core curriculum,

will beltaken by all the pupils. The junior secondary school
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period (i.e. Stds 5 to 7) includes a compulsory formative
programme similar to that of the primary school, as well as
compul sory examination subjects. In both programmes, provi-
sion is made for the undifferentiated presentation of subject-
matter. The curriculum of the senior secondary school period,
on the other hand, makes ﬁrovision for fully differentiated
-fields of study, namely, technical, commercial, agricultural,
natural sciences, human sciences and art. In these fields of
study, provision is made for a common, compulsory core curri-
culum comprising a formative programme which is not subject
to examining, with Religious Instruction and Physical Edu-
cation as subjects and School Guidance as a service, as well
as Afrikaans and English as compulsory examination subjects.
Each field of study offers a choice of subjects in respect of
which a pupil may choose between at least 4 and, at most, 5
subjects in addition to the compulsory core curriculum.

The curriculum for those pupils who are less gifted,
that is, the dull-normal pupils, makes provision for a core
curriculum, comprising a formative programme and compulsory
- examination subjects on the one hand, while, on the other, it
also entails a specific vocationally directed programme which
includes a practical-technical course (for boys and girls)

and a practical commercial course.

The suggested differentiated syllabus for the senior
secondary school period will offer pupils the opportunity of
taking subjects at an advanced level and/cr standard level
in accordance with their capacities, while the subjects for
pupils who are less gifted (dull-normals) will be offered at
a practicaliy directed level. This system, known as crqés-
groupiﬁg or setting, has the particular advantage that it is
not the child, but the subject which is placed in a stream.

In order to support this system of differentiated edu-
cation, an integrated. national school guidance service was
designed, which will function at all schools at primary as
well as secondary level. The nature of this service can be
described as an educational service which will be rendered by
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specialized persons whose activities will be directed towards
informing all young people on their person-structures as well
as on educational and vocational opportunities. A characte-
ristic feature of this service is that it will be an auxiliary
service in the interests of pupils, teachers and parents.

Some important facets of the task of the school guidance ser-
vice are, inter alia, that pupils who are ready to commence

their education and pupils who are not ready for eventual
elementary education should be identified and placed timeous-
ly. Pupils in the senior classes of the primary school, as
well as their teachers and parents, will also receive advice
and assistance in order to ensure their successful entry to
the secondary school. In accordance with the programme of
the secondary school, the school guidance service at this le-
vel has the task of acting as an auxiliary service, through
which pupils receive guidance in respect of educatiocnal and
vocational matfers in the light of their person-structure, so
that they can receive differentiated education in accordance
 with their abilities, aptitudes and interests and the man-
power requirements of the country (H.S.R.C., July, 1972).

Having outlined the salient features of the Robbertse
Committee's Report, we now focus our attention on the situa-
tion in Natal, which has already embarked on the implementa-
tion of the recommendations of this Report, with a view to
discovering how the new system works in practice.

3.3, The new bhlueprint for Natal schools

3.3.1. The range of ability in the school population

Levinsohn {1972), the then Chief Education Planner, states
that the range of ability among-pupils for whom the Province
caters is approximately as follows: 5% of the pupil popula-
tion with 1.Q below 80, 10% with I.Q. between 80 and 90,

70% with I.Q. between 90 and 120, and 15% with I.Q. above 120.
The latter are the gifted pupils and those with I.Q. above

130 are the highly gifted. 1In the new system of differen-
tiation provision can be made for the above categories of pu-
pils on the following basis:



- 206 -~

~{a) The 5% of the pupils who are in the below 80 I.Q. range
constitute the sub-normals and can be transferred to
special classes during the first two phases and to
pre-vocational high schools at the appropriate stage.

(b) The 10% of the pupils who are in the 80 to 90 I.Q.
range constitute the dull-normals and can proceed to
the practical course in standards 6, 7 and 8.

(¢} The remaihing 85% of the pupils constitute the normal
to superior ability range and effective differentiation
can be provided by means of subject choices and the
grade (higher or standard) at which individual subjects
are taken in the fourth phase.

Until December, 1971, the distribution of pupils in Stds 7

to 10 was as follows: 2% of these pupils were in pre-voca-

tional high schools; 39% in the ordinary stream; and 59%

in the advanced streamn.

3.3.2. Restructuring of the old system

The new system of differentiated education, which was
recently introduced into the schools of Natal, covers the
- same period of formal education as was the case previously
i.e. 12 years. However, instead of a 2-5-5- division into.
infant, primary and secondary phases, a 3-3-3-3 system has
been devised which will cater for pupils at primary and secon-
dary level as follows:
" {a) A primary education period of six years, divided into
a three-year junior primary phase and a three-year senior
primary phase; and -
(b} A secondary education period of six years, divided into
a three-year junior secondary ghase and ‘a three-year
senior secondary phase. :
This means that where previously standard 1 was the first
year of the primary phase, pupils at this stage of deﬁelop—
ment will now form part of the infant or junior primary phase.
Standard 5, which previously was the last year of the prima-
ry phase, now becomes the first year of the junior secondary
phase. But although Std. 5 is now part of the Jjunior sécondary
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phase, this does not necessarily imply that it should be
immediately transferred to the secondary school, and in most
schools in Natal this standard will remain in the primary
schools indefinitely (Natal Provincial Administration, 1973).

3.3.3, The aims of the new system

The aims of the new system, as set out in a recent pro-
vincial publication (N.P.A., 1973) on which views expressed
in section 3 of this chapter are largely based, are to:
provide all pupils with a sound general education: provide
an education which, in addition to being formative, will re-
cognize individual differences with regard to ability, apti-
tude and interest and will differentiate accordingly: provide
an education which will form a sound basis for the post-
school vocational needs of pupils: and provide educational
and vocational guidance to pupils at the appropriate stages
of their development. Thus these aims clearly indicate that
education in Natal has taken a new direction along the lines

of comprehensive differentiation.

During the period of primary education pupils are given
the opportunity of developing essential basic skills and are,
in addition, provided with a meaningful formative education.
During the senior primary phase the subjects English, Afrikaans,
mathematics, general science, history and geography will be
taken as compulsory examination subjects. Apart from these
subjects, all pupils receive religious instruction, physical
education and aesthetic education with schoql guidance as a

service.

With regard to-syllabus content, provision is made for
the individual learning requirements of pupils with special
attention to their various levels of giftedness. Presentation
of the factual content is such that, while core subject-matter
in every subject is offered to all pupils, the manner of pre-
sentation takes into account comsideration of the divergent
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capacities of the different ability groups. During this
phase, too, provision is made for pupils whose individual
needs are such that special education has to be provided for
them. These pupils will nevertheless remain in the normal
educational enviromment in the schools and will be exposed
to the same extra-curricuiar experiences as all other
children.

3.3.5. Exploration of aptitudes and interests

The junior secondary phase is normally the period du-
ring which transition takes place from the child phase to
puberty, and it is during this time that aptitudes and inte-
rests begin to emerge more clearly and become more readily
distinguishable. Thus provision is made for the exploration
of aptitudes and interests in order that children may receive
the correct educational guidance. At the same time the for-

mative educational process continues.

Therefore, the education provided during this phase is
of both formative and exploratory nature, and in addition to
the subjects which are regarded as essential ingredients of
a general formative educational programme, pupils will have
the option of selecting two subjects from a third language,
technical drawing, music, art, typing and a commercial sub~
ject. Pupils will be given the opportunity to make contact
with as many of these subjects as possible during this phase
for the purpose of establishing an ability-aptitude-interest
profile for each pupil at the end of the standard 7 year.

Apart from the compulsory non-examination subjects (i.e.
religious education, physical education and class music), all
pupils will take the two official languages, mathematics, ge-
neral science, history, geography and industrial arts for boys
and housecraft for girls. Syllabus content for all pupils in
all subjects is the same in core subject-matter but recognition
is given to ability levels in the presemtation of the subject.

%
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3.3.6., Guidance

 Effective implementation of the new system of
differentiated education requires that a new dimension be
given to counselling and guidance at all levels. The aim
must be early identification in order to facilitate education
suited to the ability, aptitude and interest of the indivi-
dual and groups of pupils. Such requirement calls for an
expansion of the services at present available in this field.
Careful planning will, however, be necessary in order to en-
sure that this service is carefully integrated into the edu-
cational pattern and that it does not become an end in itself,
isolated from the general school situation. (Levinsohn, 1972).

During the junior secondary phase considerable attention
is given to group and individual educational guidance and the
work of the teacher-counsellor is invaluable as it is essen-
tial that pupils receive effective guidance to enable them to
select their correct field of study at the appropriate level
in the fourth phase. The performance of pupils in standardized
intelligence, aptitude and interest tests coupled with their
performance and interest in their various subjects and the
knowledge teachers and teacher-counsellors will have of each
individual pupil will form the ingredients of a profile for
each pupil.

At the end of the Std. 5 year schools are required to
.identify pupils whose aptitudes are such that they will not
cope with the required level of the educational programme
during the third and fourth phases. For these pupils a prac-
tical course of three-year duration extending over Stds 6,

7 and 8 has been designed.

3.3.7, The practical course

This course is designed to cater for the dull-normals'
educational needs and is in keeping ﬁith their abilities, ap-
titudes and interests (Levinsohn, 1972). It has a sounder
pédagogicalAfoundation than the ill-fated one introduced in
1959. It embraces Stds 6, 7 and 8.
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In this course the formative curriculum is virtually
the same as that of other pupils in the third phase, but
the approach to each subject is of a less academic nature
and less demanding with regard to core subject-matter and
level of achievement. In addition to the formative curri-
culum, each pﬁpil also takes three "practical" subjects
which may be selected from industrial arts, business me-
thods, accounting, art and music, typing, housecraft and
technical sketches and drawing.

Provision is made for pupils to transfer. to the edu-
cational programme leading to the fourth phase at any time
during the course if their performance indicates that such
a step would be to their advantage. If, on completion of
the course, some pupils wish to remain at school and attempt
some of the subjects offered in the fourth phase, the ne-

cessary provision is made.

Practical courses for dull-normal pupils, while cate-
ring for the educational needs of these pupils, should not
only be challenging but every attempt should be made to en-
sure that pupils who are placed in such courses are identi-
fied with the normal school situation. Incentives, motivation,
recognition and rewards are as necessary for these as for

~ other pupils (Levinsohn, 1972).

While in the new system of differentiated education it
is the subjects that are being streamed, not the pupils, in
the practical course it is the pupils who are being streamed
and kraaled together. Invariably there is a stigma attached
to those involved in a segregated course of this nature, and
the psyéhological ill-effects of such a situation are real.

" In a truly comprehensive system, for instance, as it obtains
in England, subject offerings are streamed in such a way that
all normal pupils (i.e. except the mental retardates) are
provided for. In a setting or ¢ross—grouping situation it
would be unrealistic and pedagogically naive to imagine that
all dull-normals cannot rise above E 'in an A-B-C-D-E subject-
setting situation. Yet this is what the practical course
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implies. Experience belies this type of thinking. There
are outstanding talents among scme dull-normals in certain
directions. Perhaps this arrangement is the best the Natal
Administration could manage for the dull-normals at this
stage. Moreover, it is one of the recommendations of the

Robbertse Commission.

3.3.8, Pre-vocational schools

These schools are provided for those pupils who, du-
ring the early stages of the prim;}y phase, are identified
as requiring special education so that they will be able to
continue with an educational programme suited to their spe-
cial needs in a secondary: school environment. While they
will continue to receive a broad general education at a level
commensurate with their capacities, special attention will be-
given to a vocational subject of their choice in which they
wish to receive further post-school training. The courses
provided at these schools should not be confused with the prac-
tical course of study at other high schools.

The number of pre-vocational high schools is to be in-~

- creased so that the Province can cater for approximately three
times the present 2% of high school pupils. This will mean
that it will be catering for 6% of the high school population
as against a theoretical 5% of the pupil population requiring
these facilities. In providing these facilities the need for

a high degree of justification on educational and other grounds,
before placing pupils in pre-vocational high schools and there-
by removing them from the normal school situation, must be
borne in mind. In order to avoid undue emphasis on the spe-—
cial nature of pre-vocational high schools, they will be re-
ferred to by name in the same manner as are other high schools,
e.g. Uplands Junior High School, South Hills Junior High
School, etc. '

Pupils_wil norﬁally remain in pre-vocational high schools
until the end of the year in which they turn 16. Those pupils
who have satisfactorily completed the full course offered at
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the pre-vocational high school but are still required to
remain at school, will be provided with a speclalist course
at the pre-vocational high school (Levinschn, 1972}.

3.3.9, Differentiated curricula

During the fourth phase pupils are provided with a
fully differentiated curriculum. This means that the vast
majority of subjects may be taken at one of two levels,
i.e. higher grade or standard grade, and that pupils will
have the opportunity to include in their courses subjects
from the field of study of their choice. Natal has opted
for the comprehensive high school in which a variety of
courses will be offeréd under one roof instead of in separate
schools. Opponents of comprehensive schools usually assert
that these schools are too big both in pupil enrolment and
curricular offérings, with consequent possible loss of indi-
vidual personal relationships between staff and pupils as
well as timetable problems. However, it should be pointed out
that the future of school education lies in this direction
whether people acknowledge this fact or not. The problem is
to work out the kind of organization which, by suitable and
effective decentralization and delegation, makes the school
function in the best interests of the individual child
(Behr & Macmillan, 1971).

Provision is made for eight different fields of study,
namely, general, social sciences, natural sciences, commer-—
cial, technical, art, home economics, and agriculture. The
full agricultural field of study will be offered only at
agricultural high schools. The:following is a complete list
of subject offerings: 3
(a) General : all subjects
(b) Humanities : History, Econémics. Art, Music, Third

_ Language, Biblical Studies (S).
(¢} Natural Sciences : Physical Science, Biology, Mathematics,
- Functional Science.
(d) Technical : Technical Drawing, Trade Theory and Practice
- . _ (s), wWoodwork (S), Metalwork (S). ‘

i
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(e) Commercial : Accounting, Typing (S), Shorthand (S),

_ ' Snelskrif (S), Business Econcmics (S}.

(£f) Agricultural : Agricultural Science, Biology, Animal
Husbandry (S), Field Husbandry {(S),
Practical Agriculture (S).

(g) Home Economics : Home economics, Housecraft (S},
Needlework and Clothing (S).

(h} Art : Art, Music, Design (S), Sculpture (S)., Painting (S).

The letter S in brackets means that the subject concerned is

offered on the standard grade only. Functional Mathematics and

Functional Science will be Group F subjects in the Joint Matri-

culation Board subject groupings (Levinsohn, 1972). Groups A

to E are mentioned towards the end of paragraph 3.7.10.

These fields of study or "subject packages" are designed
for the purpose of satisfying the various aptitudes and inte-
rests of pupils. at this stage of their development and will not
provide specific vocational training. The principle of a sound
general education will remain the basis of education during this

phase.

As regards the level at which subjects are taken, it needs
to be stressed that pupils will not be streamed into higher grade
or standard grade, but a course may include subjects on either
the higher or the standard grade, i.e. only subjects will be
streamed, not pupils, as mentioned previously. The standard of
the higher grade will be somewhat more demanding than that of
the previous Natal Advanced Grade in the former twin-stream sys-
tem, and the standard grade slightly lower.

3.3.10. Compulsory subijects

The two official languages are compulsory examination sub-
jects while the formative subjects religious instruction, physi-
cal education, aesthetic education and civic responsibility are
compulséry non—examination subjects. In order to obtain the
Natal Senior Certificate, pupils have to take a minimum of six
subjects which must include the two official languages, and they
are required to pass in five. The five subjects passed must in-
‘clude the two official languages. In subjects other than the
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official languages pupils have a fairly wide choice within the
subject groupings approved for schools. The Provincial
Education Department will advise each school of the courses
offered at every other school in Natal so that when parents are
transferred to another area they can be advised of the nearest
school where the courses on which their children have embarked
will be available.

Pupils who are successful in the Natal Senior Certificate
will be granted Matriculation Exemption under certain conditions
laid down by the Joint Matriculation Board. The main require-
ments for exemption are that a candidate must have:

(a) offered six or seven subjects at one session of the
examinations;

(b) passed five subjects:

(c) gained a minimum aggregate of 45%;

(d) passed in both official languages, one on the higher

_ grade and the other on the higher or standard grade:

(e} included in the five subjects passed at least one subject
from each of four of the Joint Matriculation Board sub-
ject groupings:

(f) obtained a minimum of 40% in each of at least three sub-
jects on the higher grade, one of these selected from
group A (official languages) and the other two from
group B (mathematics), C (natural sciences), D (thlrd
languages)., and E {social sciences); and

' (g) obtained a minimum of 33%% in subjects taken on the

~ standard grade.
In addition to the above, there are some further requirements.
Details of these are supplied to all high schools.

During the fourth phase pupils will continue to receive
guidance from teacher-counsellors as regards their educational
‘needs and, in addition to this, advice and guidance will be given

on their future vocational needs.

- 3.3.11. A diagrammatical representation of the new
school system in Natal

Figure 5 below portrays the new school system.whichawas
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introduced in Natal in January, 1972. The heavy lines indicate
the division of the l2-vear school period into four phases, each
of three years. The shaded block represents special education
which is provided from the beginning of the second phase and
which continues into the third phase and the first year of the
fourth phase as pre-vocational education.

Provision is also made during the third phase and the first
year of the fourth phase for those pupils who cannot cope with
the academic demands of the courses offered during the fourth
phase, by offering them a four-year practical course. During
the fourth phase a large variety of courses will be available
with the majority of subjects provided at two levels, viz.

standard and higher grades.

FIGURE 5 : THE NEW DIFFERENTIATED SCHCOL SYSTEM IN NATAL

sTX 12
5T1X)8
sTvinle

{Source: N.P.A., 1973: 9)
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4. RESUME

A brief review of educational reform and innovation in the
Transvaal and Natal was given. Various commissions investigated
and reported on the existing provincial systems and made recom-
mendations for improvement thereof, with a view to bringing
about greater differentiation in order to cater for the varied
abilities, aptitudes and interests of different pupils. Thus
the Transvaal evolved a three-stream system and Natal's proposed

solution to the problem was a twin~stream system.

A stumbling block to a fully fledged differentiated system
in the provinces was the anomaly of the "divided control" where-
by vocational and technical secondary education was controlled
by the central government and the rest by the provinces. The
situation was rectified when this section of secondary education
was handed over to the provinces in 1968, thereby setting the

stage for greater differentiation in the provinces.

The Robbertse Commission submitted its report in 196%, ma-
king far-reaching recommendations on the ways and means of effec-
ting greater differentiation involving guidance as a service on
a national scale. The recommendationé were accepted by the
central government and enabling legislation was passed according-
ly. The provinces have already commenced implementing these

recommendations.

Natal was chosen as a case in point and discussed in de-
tail. The discussion reveals that the new education system
does not attempt to be revolutionary but retains what in the past
has been found to be sound educational practice, yet at the same
‘time introducing innovation and change in those areas of the old

system where it was considered to have weaknesses.

Natal has decided to apply differentiation through the com-—
prehensive school and not through separate scliools, except 1n
the case of agricultural high schools only, but there will be
no purely technical or commercial high schools as in tﬁe past.
In support of the system of differentiated education guidance

£
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is being introduced into the schools as a service in the inte-
rests of pupils. This guidance will be developed into a

- sophisticated service by specialized staff as fast as circum-
stances permit. We now direct our focus on to the educa-
tional s.ituat;i.on in KwaZulu.

% % e Je d K do g de e K de ke ke kekok
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CHAPTER VI

THE EDUCATIONAL SITUATION IN KWAZULU

"We would like to have our children educated
~in such a way that they are what God has
wished all human beings to be: we will have
them developed in any heights or depths their.
capabilities can allow them".

(T.A.W. Nxumalo, 1973: 2)

l. PREAMBLE

This chapter is devoted to a description of certain aspects
of the educational system in KwaZulu as they were when this
investigation was conducted. At the time KwaZulu education was
merely a microcosm of Bantu Education and as such its aim,
content and evaluation were still determined by the Central
Government in Pretoria as stated later in the chapter. The si-
tuation was fluid both politically and educationally.

The facts and figures enumerated below refer to the situation
as it obtained in 1974 (cf. Bantu Education Journal, March, 1975;:
Appendix B). However, a “"peep" into the actual classroom si-
tuation was done in the first half of 1575 by means of question-
naires to chief inspectors and principals of secondary/high
schools (cf. Appendices A and C). The responses to the question-
naires constitute an actuality report based on first hand in-
formation submitted by those intimately involved in the opera-

tion of the educational system.

In order to put the matter in its correct perspective brief
reference is made to RKwaZulu territory and its peocple. Although
an educational system is not necessarily dependent upon a
specific territory, a background knowledge of KwaZulu will
contribute towards a better understanding of educational possi-~
bilities and limitations. The map appearing in Chapter I
(Section 2.5) illustrates the final proposals for the consoli-

d;tion of KwaZulu, whereby the foxier numercus pieces of land,
which were dotted all over the Natal Province like a chesshoard,

were reduced to ten.
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2. FACTS AND FIGURES

2.1. Basic considerations

At this juncture it is pertinent to refer briefly to Kwa-
Zulu territory and its people with a view to examining the terri-
torial base and the camposition of the current population.
KwaZulu entered Phase I of the partial self-governing programme
in May, 1970, when it attained the territorial authority status.
It entered Phase II in March, 1972, with the introduction of an
executive council and a White directorate. At this stage of
her constitutional development KwaZulu has limited jurisdiction
over her educational system. This limited control is prescribed
by the Bantu Homelands Constitution Act No. 21 of 1971, which
was published in the Government Gazette of the 31lst March, 1971.
Stage III, which entails a fully fledged cabinet status and a

White secretariat is preceded by a general election. KwaZulu
will probably enter Phase III before the end of next year (1976)
if the issuing of the citizenship certificates proceeds on
schedule. It will be recalled that a special session of the
RwaZulu ILegislative Assembly held on the 17th January, 1973,
unanimously passed a motion to the effect that "elections in
RKwaZulu will only be held after citizenship certificates have
been issued" (KwaZulu "“Hansard", Vol. 2, p. 47). The implication
of all this is that EKwaZulu will only be able to enact its own
laws and repeal undesirable ones when it has attained the
Transkei-type status, i.e. Phase III. In the light of this in-
formation it is clear that at this stage KwaZulu is hamstrung

by constitutional restrictions and therefore cannot bring about

drastic educational reforms, however desirable these may be.

Apart from constitutional matters affecting KwaZulu, refe-
rence must also be made to the territorial preregquisites of a
nation-state. There is no doubt that, in the final analysis,

human resources are the critical determinants of a country's

well-being. In fact, this is the essence of the present writer's
thesis that the fact of the'human rescurces as critical (wvital)
determinants. of a country's progress and well-being is the
concern of the educationist. Hence this research involves:



- 222 -

(i) a survey of present realities,
{(ii} a study of differentiation as principle, and
(iii) suggestions for improvement of the present system,

especially the present "human resocurces'.

However, there are a number of other circumstances and
factors which singly and collectively tend to promote economic,
social and political well-being. According to Best and Young
(1972), these factors include a consolidated territorial base,
a section of coastline with a natural harbour, a wide natural
resource base, a favourable man-land ratio, and strategically
located growth points and transport routes. There is no doubt
that for real progress and genuine independence some of these
prerequisites are indispensable (cf. De Clercqg, 1973).

Turning to the demographic situation, as revealed by the
1970 Census, we note that the present possible population of
KwaZulu is 4,6 million souls. This figure refers to all Zulu-
speaking persons inside and outside the territory who regard

themselves as XKwaZulu citizens. 2,4 million are in the terri-

tory itself whereas 1,4 million are in the rest of Natal in the
so-called White areas and a further 800 000 live outside Natal,
mainly in the Southern Transvaal. The percentage of the age
.group 15 vears and under is 44% and the 6-year-olds number 18%.
Thus the school-going age-group (6 to 15 years) is 26% of the
population. In terms of figures this group numbers 1 196 000
pupils, many of whom are out of school as there is no compulsory
education for Africans. It should also be noted that a big
section of the school population and their teachers is out of
the territory and lives in the White areas which, for adminis-
trative purposes, constitute the Natal Region where their

education is prescribed by the Central Government. The Natal
Region includes areas inside and outside the Province like those
in the Southern Transvaal and East Griqualand. This is a term
adopted for those inspectoral circuits which cater for Zulu-
speaking pupils outside KwaZulu. The local administrative head
of this division of Bantu Education is the Regional director in

Pietermaritzburg. In many cases KwaZulu and Bantu Education

-
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schools exist side by side in the same urban area as is the

case, for instance, in Pietermaritzburg and Durban.

In 1974 the position was that out of a total enrolment of
765 86l primary and post-primary pupils there were 568 352
pupils in KwaZulu and 197 509 in the Natal Region or 25,8%.
Similarly, out of a total of 13 432 teachers there were 9 588
in KwaZulu and 3 844 or 28,6% in the Natal Region.

One mentions these factors in the foregoing paragraphs nét
in a carping spirit but in order to indicate that there are
constitutional, demographic and administrative problems beyond
the control of KwaZulu Blacks which must be taken into conside-

ration whenever any reformative educational programme or innova-
tion is launched. It would indeed be naive of anybody to ignore
these limiting factors which are inherent in the KwaZulu situa-

tion.

2.2. Detailed analysis

From a breakdown of the abovementioned figqures in the case
of KwaZulu, coupled with personal particulars of teachers, a
definite picture emerges (c¢f. Appendices A and B). The following
analysis is based on the 1574 figures in the KwaZulu secondary

school situation.

2.2.1. Tvoes of schools and phases of schooling in

KwaZulu

Table ITII: Different tvpes of secondary schools in KwaZulu in 1974

School | State | Community | Boarding | Day | Boys® Schs | Girls' Schs

Number | 20 101 ! 24 97 . NIL 1

School Rural | Urban | Private

Numbexr 102 19 5
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Table IV: Phases of schooling in KwaZulu

Phase (Junior Secondary | Senior Secondary Imotal

Number 87 34 121

2.2.2., Pupils and teachers in KwaZulu in 1974

Table V: Total number of pupils attending KwaZulu secondarv schools

Pupils B0ys: Girls | Total

Number | 15193 ' 17825 | 33018

Table VI: Breakdown of pupil enrolment in KwaZulu secondary schools

Forms | Boys ' Girls !Total
7

1 | 6669 {7941 | 14610

15397 9797

II E 4400

III | 2772 {3207 5979

v | 897 | 902 1799

v | 455 | 378 . 833

Total:33018

Table VII: Male and female teachers in XwaZulu in 1974

|

Total

Teachersf Male | Female

Number 733 | 286 | 1019

Table VIII: Summary of teachers'® cqualifications in KwaZulu

secondary schools
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[ Qualified Teachers

i

Qualif. S5td. 8+ | Std.lo+
Prof. JSTC

Degree

Courses+: B.A.! B.Sc.i B.Com.|Hons.

I

Teachers 100 ! 450 236

|

| .
iQualif. | PTC etc.| STD etc. j

; : :

i

I

127 12 | 2 16

i Qualified Teachers Ungqual. Ts.
Qualif. | :

:B.Ed.| M.A.| M.Ed.| Doc. [Std. 8 |5td.10 ' Degree

¥
Teachers l ) 1 1 NIL 11 47 é 7

Table IX: Principals' cualifications

2.2.3. Ccmmentary

The above figqures reveal that in 1974 there were 87 junior
and 34 senior secondary schools. 26 of the latter had junior
and senior classes in the same establishment, so that in all

there were 113 schools cffering secondary education in KwaZulu,

excluding schools for technical, trade and vocational training. -

The total pupil enrolment was 33018 of which 5979 or 18%
were in Form III and 833 or 2,6% were in Form V. The teaching
personnel numbered 1019, giving a teacher-pupil ratio of 1: 32.
However, in secondary education a teacher's -locad is caiculated

in terms of the number of lessons or periods he teaches a week

*

; }
Std.10+ Dagree i g
Qualif. JSTC Courses+ | B.A.! B.Sc.! B.A.(S.S.) | Hons. :
BPTC, etc.| STD,etc. i . !
Principals 27 33 32 | 5 | 1 ; 8
Qualif. | B.Ed.{ M.A.{ M.Ed.: M.Sc.! M.com.
Principals 30814 111
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as well as the content of his load i.e. the number of subjects

he teaches. Moreover, urban schools are more crowded than rural
schools and this also holds true in the case of boarding and

day schools. Thus the matter is not as simple as merely dividing
the total pupil enrolment with the number of teachers. The

picture may be different in the actual classroom situation.

We note that of the 1019 secondary school teachers only
175 or 17,17% were graduates. Only 12 of these were B.Sc.
graduates. Of the 113 principals only 53 or 46,9% were graduates.
Of the non-graduate headmasters 27 or 23,9% had standard 1O as
their highest academic qualification. Of the 77 unsubsidized
posts i.e. those of privately paid teachers, 18 were in community
schools and 59 were in private schools. Regarding higher post-
graduate qualifications, it should be pointed ocut that the De-
partment of Bantu Education does not give any additional renume-~

ration for possession of a master's degree.

Later on in the chapter reference will be made again to the
above statistical information regarding whether it promotes or
limits the implementation of a properly differentiated system of
education. Having given this background to the problem in hand,
we can now proceed to examine the empirical investigation of

the current educational situation in KwaZulu.

3. A SURVEY QOF KWAZULU EDUCATCRS' VIEWS CON THE CURRENT SITUATION

'3.1. Introduction

Before his university appointment, the present writer was
invblved in the Bantu Education system as a teacher. In other
words, he was not unaware of what actually went on in the system.
However, his views needed a firm confirmstion by those who were
" still at the helm as administrators, field cificers or teachers.
A survey of their views on the current situation was a sine gqua
ncn before any recommendations could be formulated on the sub-
ject of this research project.

*
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In the circumstances, the most effective method of
eliciting the said views from the people concerned seemed to be
the questionnaire. The fact that the use of questionnaires is

~not wholly satisfactory cannot be denied. Wnether the question-

naire is the closed type or the open type scme people will f£ind
it an arduous exercise. There is also the problem of the falsi-
fication or misinterpretation of some items on the questionnaire.
The problem of the dislike of the author of the questionnaire

cannot be ruled out.

An attempt was made to iron out possible problems attendaht
on the questionnaire. For instance, a draft or trial question-
naire for principals was administered by the reseaxcher perscnal-
ly to a few schools selected at random. As a result of these
interviews, ambiguous questions were improved and additional
items suggested by the said headmasters were incorporated in
the questionnaire. The final product seemed to be understand-
able even to the headmaster with modest qualifications. In any
event, the questionnaire was concerned with the headmaster's

daily experiences in his school.

The survey was not restricted but it was open to all junior
and senior secondary schools which were not less than three
vears old. These schools appeared in the 1973 Departmental
list of all schools in KwaZulu. 1In other words, each school.
had already presented a Form III or a Form V class, so that
these were established schools whose headmasters knew what they
were talking about when they responded to the questionnaire. A

further description of the guesticnnaire appears below.

3.2. Aim and method of the survey

As stated in the first chapter of this work, the aim of
this survey was to get first hand information regarding the

actual conditions in the XwaZulu secondarv schools, i.e. the

actual operation of the Bantu Education system in the period
1974/1975, with a view to determining how far differentiation
had been implemented, what problems were being experienced, and

what suggestions could be made towards implementing a fully
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fledged differentiated system of education in KwaZulu. The re-

quired information was obtained from three key sources, viz.:

(1) Principals {cf. Appendix A).
{ii) Chief Education Planner (cf. Appendix B).

(iii)} Chief Inspectors (cf. Appendix C).

Thus three questionnaires were sent out. The headmasters
supplied detailed information regarding the coperation of the
educational system. The Chief Education Planner supplied sta-
tistical information for the vyear 1974, and the Chief InsPeétors'
role was to confirm or improve on the information supplied by

the principals.

It was stated above that in 1974 there were 113 secondary/
high schools in KwaZulu. 32 of these were new schools which

were less than three vears old, and as such'they were still

faced with "teething” problems. The sample would have included all
113 schools, but for the abovementioned reasons questionnaires

were sent to only 81 established schools.

As mentioned earlier, the questionnaire is not the most
satisfactory method of gathering information. In this regard
Travers (1964) states that posted gquestiocnnaires rarely exceed
40%. However, for purposes of this research,this method proved
to be very satisfactory. The overall return from the 81 secon-
dary/high schools was approximately 77%. Moreover, the quality
" of the responses was good, and they revealed that the respon-
dents were interested in the subject and had taken care and
pains over completing the gquestions. In the event of a poor
fe5ponse from the headmasters, a further safeguard was provided
by the responses from the Chief Inspectors who are, as it were,
overseers over the principals. That the responses from the two
sources coincided is a telling proof of the effectiveness of the

questionnaire method in this particular investigation.

Before the final form of the questionnaire was drafted and
sent ocut to principals, ten schools were selected at random and
given trial questionnaires personally by the investigator in
February, 1975. As a result of these initial interviews, modi-
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fications of certain items and additiocnal information were in-
cluded in the final questionnaire which is reproduced in
Appendix A of this work. The final questionnaires were sent
out at the beginning of March and the closing date was 10th
April, 1975. The researcher remained anonymous in the sense
that the responses were to be retdrned to "The Educaticnal
Researcher" whose name was not revealed. The purpose of this
step was to make the whole affair as impersonal as possible.

By the closing date 39,5% of the responses had been received,
and no other responses were received until a reminder was sent
out 10 days later. In the reminder the investigator revealed
his identity. The response was surprising. Within no time
several replies poured in, some with apclogies for the delay.
Some even asked for new copies of the questionnaire as the

' driginal ones were miéplacedl This startling development indi-
cates that the author of the guestiocnnaire as a person is an
important factor in the questionnaire methed. Further particu-

lars on the survey are given below.

3.3. Construction and analvsis of the cuestionnaire

Copies of the gquestionnaires to the principals, the chief
education planner and the chief inspectors appear in this work
in Appendices A, B and C respectively. The questionnaire for

principals was divided into twe parts, with questions concerning:

(a) General information pertaining to type of school in the
administrative sense {e.g. rural, urkan, junior, senior,
boarding, etc.), enrolment, staffing, subject offerings
and facilities: '

(b) Inquiry regarding the teaching-learning situation with
special reference to:

(1) Type of school in the pedagogic~didactic sense (e.g.
"ordinary’ bilateral, multilateral, agricultural, etc.):;
the term “ordinary", in this context, refers to the
commonest type of school which cffers the usual
academic curriculum:

(2) Selection procedures for the Form I and Form IV

groups;



(3)
(4)
(5)
(6)

(7)
(8)
(9)
(10)
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Criteria for grouping pupils within the school;

The use or otherwise of cumulative record cards:
Subject specialization by competent teachers;
Whether or not contents of prescribed textbocks are
graded to meet the varied needs of mixed-ability
groups;

Provisicn to meet individual differences:

Teaching methods used:

The function of the Departmental School Counsellors;:

The role of guidance in the school.

The questionnaire for the chief education planner socught

statistical information concerning schools, pupils, teachers,

principals and school counsellors. The questionnaire for chief

inspectors was also divided into two parts like that for princi-

pals, viz.:

(a) General information in respect of their function and area

of operation, number of secondary/high schools and facili-

ties availability of graduate, science and specialist

teachers;

(b) CQuestions concerning:

(1)

(2)
(3)
(4)
(5)
(6)

The role of psychological tests regarding the
identification and placement of pupils:

The extent of choice of subjects;

Setting;

Guidance services:

Educational planning;

The desirability or otherwise of a sound philosophical

basis of education in KwaZulu.

Except for the education planner's questionnaire, in the

other two questionnaires the questions restricted the respon-

dents to definite chocices, although they were given a latitude

to add their own answers and comments where desirable. These

multible-choice questions proved valuable in the present study

because the majority of the respcndents lacked pedagoegical
training. In this connection, Gordon (1851: 407 - 412} insti-

tuded an investigation into the validity of the "forced-choice"
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and "open" questionnaire forms of investigation. He comes to
the conclusion that the former method gives more valid results
than the latter method. It is also Brogden's (1954: 141 - 42)
considered opinion that forced-choice items constitute the most
successful method of combating distorted answers. He states
that "forcedfchoice procedures appear to offer the most promi-
sing lead to the control of distortion or faking in question-

naire responses"

The foregoing are general comments which will attain more
meaning and direction in the next section where the results of

the survey are presented.

3.4. Results of the survey

3.4.1. Important issues in differentiated education

From what has been said in previous chapters it would
appear Ehat the most important factors in differentiated edu-
caticn include:

(1) The gquality and competence of teachers.

(2) The diversification of the curriculum to meet the needs

and interests of a mixed-ability pupil population.

(3} Adeguate school egquipment and facilities like laboratorles
' and libraries.

(4) Pedagogically grounded selection and classification
~ procedures.

(5} An effective guidance service.

(6) . Carefully planned adaptations of content and method.

In the investigation into the existing practices questions
were designed in such a way as to produce information of a
guantitative nature, i.e. the answers to these questions corro-
borated a statement of fact and provided information on an
existing concrete situation. The answers obtained were those
of knowledgeable and responsible perscnnel and could thus be
regarded as responsible views. Such answers should reveal to
_ what extent differentiation (if any) has been implemented in

the current educational system and what problems are being ex-
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perienced in this regard. A closer scrutiny of the factors

investigated in the survey follows below.

3.4.2. B critical appraisal of existing practices in

differentiation in KwaZulu sccondary schools

At this juncture we focus our attention on what is actually
happening in secondary/high schools in KwaZulu with regard to
differentiation. A critical appraisal of existing practices in
this regard appears in the ensuing paragraphs. This is done on
the basis of the factors enumerated in the three questionnaires

for principals, chief education planner and chief inspectors.

3.4.2.1. The guality of the teaching personnel

Needless to say, the aims and objectives of any educational
system can only be realized through the appropriate performance
of the teachers in the various classrooms. A patient can benefit
from an efficaciocus medicine only through the efforts of a com-
petent doctor. The availability of a good medicine as such
cannot save the life of a sick patient. Similarly, it is only
the "educational practitioners" who can implement desirable
educational reforms and innovations. Grandiose educational
schemes per se will remain empty dreams unless there are compe-

tent teachers to implement them.

As stated earlier in the chapter, the survey has revealed
that in 1974 only 17,17% of the 1019 secondary school teachers
were graduates (vide Table VIII), only 12 were graduates in the

science direction, of the 113 principals only 46,5% had univer-
-sity'degrees, and of the non-graduate headmasters 23,9% nad
standard 10 as their highest academic qualification (vide Table
IX). Teachers with modest or poor qualifications (vide Table
VIII) incluaed 100 with standard 8 as their highest academic
qualification, 450 with standard 10 as theilr highest academic
qualification, 11 ungualified teachers with only standard 8, 47
with onl? standard 10 and 7 with degrees only. The rest were
~.qualified teachers with some degree courses. In other words,
615 teachers or 60% of the teaching force in 1574 were not



oroperly qualified to teach in secondcary schools. Several
scnools, including some senior seccndary scaools, had three
or less graduates on the steff including the principal. This

means that secondaryv education in XwaZulu is predominantlv in

+*o hands of non-graduate tezchers with modest or poor cualifi-

cations.

The &bove picture vis-a-vis RKwaZulu educators is not a
rosy one. An ill-qualifiéd teaching force can be a limiting
factor in the implementation of a fully fledged system of dif-
ferentiated education. However, this is one of many factors.
We need to examine other factors with a view to determining how
far they enhance or inhibit educaticnal cdifferentiation.

3.4.2.2. Tvyoe of school in the pedagogic-

In the questionnaire for principals it was explained that
educational differentiation may take two forms, namely, inter-
school or external differentiation and intra-school or internal

differentiation. The former signiiies the tvpe of school used

in thlS connection and the latter involves the internal crgani-

. sation employed to achieve effective differentiation. Thus we
may have one school designed to offer a variety of courses
(academic, commercial, agricultural, domestic science, technical,
etc.) for all pupils in a given area, and this type of schocl is

called the comprehensive schcol. On the other hand, a school

may offer two "streams® under one roof (e.g. academic and com-
mercial, academic and domestic science, etc.) and such a school

is referred to as a bilateral school, or it may offer three or

more streams and be referrad to as a multilateral school.

Furthermore, a school may offer cnly cne stream,e.g. vocaticnal,

agricultural, technical, domestic science, or "ordinary" school
(which offers the usual academic curriculum: science, mathermatics/

arithmetic, languages, content subljects).

asked to state 'hether his scncol is crdinary, bilatera*,

descrloed their schools-as criizmarv, that is, they offered the
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traditional "book learning". Of the remaining 7, 4 were described

as multilateral (i.e. they offered both domestic science and

commercial subjects in addition to the academic curricular

offerings}.

In this connection we may mention that in KwaZulu there
were 2 schools for technical secondary education,l for advanced
technical education, 4 for trade training and 3 for wvocational
training with a total enrolment of 1332 pupils. In addition,
there were 2 spcecial schools for 284 physically handicapped

children and none for mental retardates (cf. Bantu Education

Journals of April, May and Octobker 1975).

The foregoing exposition points to the fact that:

(a) External differentiation by means of academic and non-
academic schools is very limited: in fact, it is still
in its infancy.

(b) Internal differentiation is also minimal. More will be

said in this regard in the next chapter.

3.4.2.3. Selection procedures for the Form I

and Form IV groups

frincipals were asked to state the procedures which they

" use to select pupils for the Form I and Form IV groups. Such

procedures normally involve cne or more of the following:

(a) Standard VI/Form I results.

(b} Primary/junior secondary school reports.

{c) Psychological tests.

(d) Combination of (a) and (b}

(e) Combination of (a), (b) and (c).

All respondents stated that admissions to initial classes of the

junior and senior secondary school classes were based on the

results of the previous class and previocus school reports. These

principals have to deal with thicusands of applicants and are also

faced with the problem of limited classrocm accommedation. In-

evitably, the headmasters' unenviable task is to select the best
. and reject the rest. In such a situaticn the less gifted child

- will suffer most.
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3.4.2.4. Criteria for grouping pupils within

tho school

Having been selected, pupils are then grouped into parallel
classes, especially in the case of big enrolments, namely,
Form Ia, Ib, Ic, etc.; Form IVa, IVb, IVc, etc. Such grouping
or classification is based on certain criteria. It may be done

according to:

(i) alphabetical order of names;
(ii) sex of pupils;: )
(iii) ability and attainment (i.e. bright, average and weak);

(iv) arbitrary {(i.e. grouping is not based on any criterion).

The principals’® responses revealed that in 31 schools (i.e. 50%)
.grouping was done according to ability and attainment, in 22
schools {(i.e. 35%)} it was arbitrary, in 3 schools it was done
according to subjects taken, in 1 according to the sex of pupils,
and in 5 no grouping was done. The picture that emerges from
these responses is that in most schools therxe is heterogeneous
grouping of pupils. As menticned elsewhere in this work, group-
ing as such is not a magic formula for effective educational
diﬁferehtiation. ‘fhere are other crucial factors to be taken

into consideration.

3.4.2.5. The use of cumulative record cards

Record cards are useful as é basis of selection, but are
also of particular value in educational guidance of children
throughout their career, in both the primary and secondary
school. It was therefcre.distressing to learn from the princi-
pals! responses that the cards were rarely forwarded to the
secondary schools by the primary schocol principals. Because
of the ineffectiveness of the system of cumulative record cards,

the Department of Bantu Education discontinued this system in
1974.

3.4.2.6. Subiect specialization by competent

teachers

Successful teaching and effective learning presuppose the



availability of personnel who are specialists in their fields.
Of the principals that responded to the questionnaire, only 6
reported that they had a full complement of specialist teachers
in the variocus subjects. These were fortunate schools which
had a high percentage of graduate teachers. Less than 1% of

the remaining schools had one or two specialists on the staff.
g E

This gloomy situation was confirmed by the chief inspectors.
who described the position of specialist teachers and-graduates
in general in their respective regions as "serious". Regarding
the availability of science graduates the said inspectors

described the situation as "critical".

3.4.2.7. The grading of the contents of

preszcribed textbocks

It was deemed pertinent to ingquire whether the textbooks in
use were designed to cater for individual differences among
pupils; For this reason, the principals were asked to state
whether the contents of the prescribed books were graded in such
a way that the bright, the average and the weak pupils could
benefit from them. They had to indicate whether this was the
case with: -

(a) all books,
(b} quite a number of books,
(¢} very few books,

{d} none of the books.

The results are revealing. 44 of the 62 principals (i.e. 71%)

who responded stated that verv few books have differential con-
tents and some quoted those dealing with Subjécts like mathema-
tics and arithmetic. The remeaining 18 principals replied none.
Tt would appear therefore that most textbooks are designed to
cater for the mythical “average child” at the expense of the
gifted and less gifted children.

3.4.2.8. Provision to meet individual diffe-

rences

vantion has already been made of the modest, in sdame cases,
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poor qualificaticns of teachers in secondary/high schools, a
factor which militates against effective differentiatibn. At
this juncture, attention will be focused on other factors which-
are vital in differentiated education. These are enumerated
below.

{1) Teaching loads for principals

The nature of the teaching load of the staff of any post-
primary school can be judged by the amount of teaching duties
which the principal shoulders. The maximum number of teaching

periods in secendary/high schools is 45 per week.

Needless to say, one of the most important duties of the
principal is to teach so that he can remain in contact with the
pupils, in order that he should always know how they are progres-
sing, what study problems they are exXperiencing and what methods
and approach will give the best results for his school. The
pupils derive benefit from the principal’s professicnal ability
‘and the headmaster gains first hand knowledge of the views of

| his scholars. His colleagues also benefit from his competent
teaching performance. However, a headmaster who 1s heavily
weighed down by teaching duties is rendered ineffective. His
supérvisory'and guidance duties are bound to suffer. The success
of the teaching exercise in any school depends largely on the

principal. For this reascn, in the current Guide for Principals

of Schools the Department of Bantu Educaticn has laid down the

minimum number of teaching pericds which the principal of a
post-primary school must take. With a pupil enrolment of up to
99 he may teach a minimum of 14 periods, for 100 to 199 the mini—
mum is 12, for 200 to 299 it is 10 and for 300+ it is 8.

With the current pupil enrolment explosion, most principalé
are compelled to overload themselves in the interests of the
cducation of the African caild. The questionnaire survey has
revealed that:

{(a) only 2 principals out of 62 (i.e. 3%) had no teaching duties;
(b) 8 (or 13%) taught from 5 to 10 periocds a week;

*{c) 18 (or3ci) taught from 11 to 20 periods a week;



{d) 17 {or 27%) taught from 21 to 30 periods a week;
(e} 14 (or 22%) taught from 31 to 40 periods a week:
(£} 3 (or 5%) taught from 41 to 45 periods per week.

These figures indicate clearly that 54% of the principals who
participated in the survey are extremely coverloaded. In fact,
they are suffocated with work. The next 30% are also overlcaded,
particularly so because they have to deal with abnormally big
classes. To aggravate the situation, most of these principals
have no clerical éassistants. In fact, only 12 (or 1%%) reported
that‘they had clerical staff. Moreover, only 19 schodols {i.e.
31%) had departmentally approved vice-principalships (i.e. paid
due alléwance). There were no approved deputy-principalships

or senior assistantships in any ©f the schools in the survey.

31 of these schools (i.e. 50%) had enrolments ranging from 515

to 841 pupils each.

(2) Teacher-pupil ratio

Earlier in this chapter it was stated that the questicn of
the teacher-pupil ratio is not as simple as merely dividing the
total pupil enrolment with the number of teachers in a sector of
education for a territory cr nation. The concrete classroom
situation may present a different picture. Overall figures for
KwaZulu put the teacher-pupil ratio at 1l: 32. But the question-
naire survey presents a different picture in so far as the 62
raffected" schools are concerned. The total pupil enrolment
for these schools in the first half of 1975 stood at 44027 with
" 750 teachers. These figures give a teacher-pupil ratio of 1: 59,

A situation like this is bound to affect adversely a teacher's

effectiveness.

{(3) Classroom accommedacion

Principals were asked to indicate whether classroom accom-—
modation in their schocls was satisfactory, inadequate or
serious. 27 (or 44%) desgribed accommodation as satisfactory,

23 (or 37%) described it as inadequate,and 12 (or 15%) said it
was serious. Although “satisfactory accammedation" is a relative

term {(what is satisfactory for one princiz:zl may not necessarily



be satisfactory for another}, the investigation at least points
ouat that (37% + 15% = 56%) in more than half of the schools con-—
sulted the situation is inadeguate and gives cause for concern.
The chief inspectors' ccmment in this connection coniirms this
cbservation, since they declared that classroom accommcdaticn

in their respective regions was on the whole "inadequatel

(4) Laboratory and library facilities

From the principals' responses it was discovered that in
3 schools (or 5%) laboratory facilities were good, in 14 {or 23%)
they were inadequate, in 19 (or 31%) they were poor, and in the
remaining 26 (or 42%) there were no laboratory facilities at
all in spite of the fact that these schools offered some Science
subjects. In fact, general science is ccmpulsory in all Jjunioxr
secondary schools. With regard to library facilities the posi-
tion was like this: In 3 schools (or 5%} facilities were de-
scribed as good, in 16 (or 26%) they were inadeguate, in 26
(or 42%) they were pocr, and in the remaining 17 (or 27%) there
were none. This gloomy picture was confirmed by the chief in-
spectors' cbservation that, by and large, the laboratory and
library facilities in their respective regions left much to be

desired.

(5) Summation

In the light of the foregocing, it would appear that pro-
vision to meet individual differences among pupiis is inadecuate.
From the investigation undertaken it appeared that more than 54%
of all school principals were extremely overloaded with teachiing
responsibilities: that the teacher-pupil ratio in the schools
contacted was 1: 59: that the classrcom accommodation in more
than half of these schools was inadequate:; while laboratory and
_ibrary facilities were either very poor or ncn-existent 1n more
than 70% of the schools under investigation. As mentioned
earlier, various factors are responsible for this. More will

he szid in this regard in the next chapter.
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3.4.2.9., Teaching methecds used

An Inguiry was nade regarding teaching methods used in the
various schools. The purpose was to find out which method(s)
was {were) predominantly employed in each school. The given

methods, from which to select one or more, were {a)] the lecture

method in which the teacher is the only one who "speaks®, with

very little discussion, (b} the discussion method, i.e. a dis-

course bhetween teacher and child, (¢} the textbook method in

which the teacher is solely guided by, and follows the textbock

very closely, (d) the inductive and deductive method, (e} indivi-

dualization method, or any other method not mentioned here.

48 (or 77%) of the principals indicated that the most predbminant

method used in their schools was the lecture methoed, with one or

two of the other methods being employed occasionally. For 6

(or 10%) of them the predominant method was the textbook method:

5 (or 8%) said it was the discussion method: and for the remain-

ing 3 (or 5%) it was the inductive and deductive method. Regard-

ing individualized teaching, several principals commented that

heavy teaching loads made this impossible. A significant comment
by some headmasters was that they could not use the textbook
method because textbooks were either not available or they came

very late in the year.

A notable feature of the responses in this connection was
the honesty of the principals. In the guestionnaire each method
was explained briefly. The principals were not tempted to falsi-
fy their responses and opt for the apparently "acceptable"
methods like the discussion, inductive and deductive, and indi-
vidualization methods. This revelation regarding the most pre-
~ dominant teaching method used in secondary schools indicates
one of the main problems that should be faced when considering

introducing a fully fledged system of differentiated education.

3.4.2.10. Tne function of the departmental

schocl counsellors

The survey has revealed that up to 1974 there were Iour

3chool counsellors who visited KwaZulu schools. These counsellors



~ 241 -~

were employed by the Department of Bantu Education. The princi-
- pals were asked to state what the function of these counsellors
was in their schools. The unanimous reply was that these offi-
cers came once in a while to give psychological tests to some
classes like Form III and Form V. The answer to the question
"Are the results of the psychological tests of any benefit to
your pupils?" was "Not at all". 1In this connection, one princi-

pal cammented:

"I have never ccme across a situation where
these tests were of benefit to my pupills.
The position in some of the schools I know
is that the results of these tests remain
exclusively in the hands of the principal
and they are used when filling in the
application forms of students who are
leaving that school”.

Another commented: "The results of the tests come too late for
use". It was further stated by all the principals that they
had no teacher-counsellors on their staff. These views tie up

with gquidance in the school which appears below.

3.4.2.11. The role of guidance in the school

In their replies all the principals expressed the view that
there is a "very urgent need" for guidance services in their
schools. They further stated that their pupils need guidance
in both the educational and the vocational fields. Thus the
principals are fully conscicus of the vital role guidance should

play in the secondary schodl situation.

3.4.2.12. Educational planning

In a sound system of differentiated education planning plays
an important role in the educational structure. The investigator
wanted to find out fram the chief inspectors {vide Appendix C)
what the position was regarding educational planning in the
‘KwaZulu educational set up. Their reply was that at this stage
the educational planning section did not play any significant
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role. This background information from senior officers is
essential in view of further comments in this connection in the

next chapter.

3.4.2.13. Philosophy of education for KwaZulu

There is a widespread feeling among intellectuals that there
is a burning need for a clear articglation of the dormant philo-
sophy that lies in the heart of KwaZulu (cf. Ndlovu, 1974; Ndaba,
1975). It is there. There needs must be articulated what the

people desire or aspire to, what they expect of education and

what its aim should be, their value priocrities, what type of
knowledge, skills and attitudes should be inculecated in the

young, desirable qualities in adulthood, and manhcod nurtured

in a sound philosophy of life. The aim of KwaZulu education and

how manpower should be equipped were mentioned in Chapter I, and
the new image of KwaZulu man and the emergence of a new philosophy
of life were discussed at length in Chapter II. It could be
mentioned in passing here that the KwaZulu citizens' insistence

on English as a medium of instruction at school is in reality

not a wish for English as a medium per se but a burning desire

that children (persons) when they leave school should have
English {as skill)} at their disposal in order to compete effec-
tively in the labour market Zor better jobs in the Western
oriented economy. In view of these considerations, it was
deemed pertinent to sound the views of the chief inspectors in
this connection. Their reply was that the burning need was
there. In the next chapter this point will be developed further.

4. OVERVIEW AND INTEGRATION

In this chapter the educational situation in XwaZulu was
scrutinized in depth. The aim was to get first hand information
from those who are intimately involved in the operation of the
educational system. Thus questionnaires were sent to:

{a) the principals of 81 junior and senior secondary schools

-

which were already in existence in 1972,
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{(b) the chief education planner, and

(c) the chief inspectors.

62 of these schools responded to the inquiry. That is, there
was a highly significant return of ccompleted questiocnnaires of

approximately 77%.

The inguiry touched on all factors which are relevant to the
operation of a differentiated system of education. These included
types of schools, the quantity and quality of teachers, the
curriculum, teaching methods, selection and grduping practices,

guidance services, etc.

Analysis of the results revealed certain problems which
militate against the implementation of a fully fledged system of
differentiated education. These include acute shortage of properly
qualified teachers, limited accommodation, lack of proper class-
room facilities, explosion of numbers, very heavy teaching loads
for principals and assistants, lack of guidance services, etc.

In spite of these problems, the teachers appeared to be doing

their best under difficult circumstances.

In the next chapter the investigation is brought to a close.
A summary and evaluation of conclusions and recommendations will

be presented.
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CHAPTER VIT

- A REVIEW OF THIS STUDY, CONCLUSIONS, RECOMMENDATIONS AND
EDUCATICONAL IMPLICATIONS

"We have decided that the basic need is for
development of an adequate education system
for RwaZulu".

(UMntwana M.G. Buthelezi, 1975: 8)

"A much more far-reaching revolution in edu-
cation can be implemented by us in our

South African situation once we have come

to realize that our system needs overhauling".

(Dr. S.M.E. Bengu, 1975: 5)

l. GENERAL

The above weighty pronouncements are made by prominent
leaders of KwaZulu. Their views reflect the present mood of the
nascent KwaZulu nation. UMntwana M.G. Buthelezi is the first
president of the newly reconstituted KwaZulu Cultural Movement
(Inkatha) and Dr. Bengu is its first Secretary-General. The
former is also UNdimankulu wakwaZulu (leader of the KwaZulu
Government) and the latter is one of the leading educationists
in KwaZulu. These leaders have expressed the dormant "philosophy"
for education - the belief that education through schools must
be given top priority. They have articulated the needs and
aspirations of the community. It remains the task of those
actually involved in educatjonal practice to bring about the
desired reforms on the basis of pedagogical principles.

In this concluding chapter a synthesis of theoretical issues
on the problem at hand and certain practical findings and consi-
derations are presented. To put this concluding section in

proper perspective it is, however, essential to state in short
once again the background to this study as well as the aim and

methods of investigation.

"
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2. STATEMENT OF THE PROBLEM

It was pointed out in Chapter I that the phenomencn of
individual differences is a universal fact of life, a primordial
datum, which has been recognized down the ages. However, this
fact has been blurréd or ignored until recent times in so far as
school education was concerned. The dogma of "all men are born
equal" tended to cloud the issue with the result that pupils were
subjected to the same classroom practice and were expected to
perform uniformly. Those who were unable to measure up to this

uniformity were "chastised" in various ways.

During this century the persistent cry for equal educational
opportunity for all resulted in the extension of secondary educa-
tion to all members of society and the provision of a type of
education designed to develop each child to his fullest capacity.
This néw move had far-reaching implications. The unprecedented
influx of multitudes of pupils of varying abilities into the
schools created new problems of a pedagogic and administrative
nature, and a revolutionary approach to the new situation was

called for.

In the pedagogic sphere., the burning problem requiring
instant attention was that of providing differentiated courses
of study to cater for the great diversity among the new secondary
school population in contrast to the traditional academically
oriented courses designed to lead to scholarly pursuits. The
latter had to be restructured and broadened to incorporate
courses suited to the full spectrum of innate ability. This
resulted in major changes in the form and organization of
secondary education systems as well as the streamlining of the
curriculum and teaching methods. This type of education is today
called differentiated secondary education. In the administrative

. sphere, the various schools either had to be re-designed to
provide different types of courses (i.e. intra~school or internal
differentiation) or different types of schools had to be established
' for the various types of secondary education now demanded (i.e.

»
inter-school or external diﬁferentiatlon).

N

A

\
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South Africa, as an industrial power, was also engulfed by
the winds of change. Both the Central Government and the Pro-
vincial Administrations got into grips with this problem. Thus
various commissions were appointed to study differentiated secon-
dary education abroad or locally and make recommendations for
its implementation. .Today the differentiated education phenomenon
is an integral part of White education as well as Coloured and
Indian education. In the circumstances, the present writer felt
that KwaZulu should not be left behind in this regarxd, particu-

larly so that she was on the verge of self-determination.

3. PURPOSE OF THE STUDY

The new approach to secondary education and the provision of
systems of education designed to provide oppecrtunity for boys and
girls according to their ability, aptitude and interest as out-
lined in the foregoing have been the primary motivation for the
present study. The study seeks to come to a fuller understanding
of the child in the teaching-learning situation so as to teach
and educate him more effectively. For this reason this thesis is

considered under the field of psycho-pedagogics.

The initial step towards solving the problem under discussion
seems to lie in first undertaking a fact-finding study into the
working of the Bantu Education machinery, particularly at secon-
dary school level, with special reference to the KwaZulu area.

It should be pointed out that up to the time this work was com-
pleted (1975) KwaZulu education and Bantu Education were identical’

at secondary level.

The present investigator was interested in three aspects:
firstly, to what extent did Bantu Education provide for individual
differences; secondly, what develomnents were envisaged in this
connection within the next few years: and thirdly., what recommen-
dations could be suggesfed towards further diversification in

KwaZulu? Consequently the study is both diagnostic and prognostic.

» Furthermore, this study has a dual purpose: firstly to con-
duct a survey of developments and existing practices in non-Black
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and KwaZulu education systems in respect of differentiation to
determine the measure of success (if any) achieved by these
systems in the provision of secondary education, and, secondly,
to make suggestions based on conclusions drawn from the study
for a differentiated secondary education system which would be
feasible and viable for KwaZulu.

4. METHODS AND PROCEDURE FOLLOWED IN THIS STUDY

As mentioned in the previous chapter, methods employed in
this study are the interview and the questionnaire (see Appendices

A, Band C). In 1974 there were 113 sSecondary schools. 32 of
these were newly established schools which were three years old-
or less. These were left out and the rest {i.e. Bl) constituted
the sample. Questionnaires (cf. Appendix A) were sent out to the
principals of these schools and their responses were checked
against those of the chief inspectors (cf. Appendix C)}.

Having outlined the scope, objectives, methods and procedure
of this study, we now proceed to give a general review of theore-
“tical and practical findings of this study as well as relevant

conclusions derived from these.

5. GENERAL REVIEW OF FINDINGS AND RELEVANT CONCLUSIONS

5.1. Different perspectives on the individual as a becoming

being who needs education

In the light of the nature and scope of this thesis, the
theoretical framework of this study involves reflection on three
part-perspectives of the basic science pedagogics, viz. philo-
sophical pedagogics, psycho-pedagogics and didactics in relation
to educational planning. It was anticipated that a close study
of each of these perspectives would contribute valuable information
and understanding towards our task of examining and assessing the
individual as a becoming person who needs education that will

-
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cater for his unique individuality, i.e. differentiated education.

It was reasocned that a reflection on the philosophical and psy-
chological bases of individuality would throw light on the role
educational planning should play in a sound differentiated system

of education.

5.1.1. As far as the philosophical-pedagogical perspec-

tive is concerned, it was argued (see Chapter II section 3) that
philosophy of educafion has to fathom theoretical questions and
relate its findings to the practical pedagogical situation. Its
task is to design pedagogical categories, to discern the univer-
saily true categories, but also to describe how these categories
can be given practical meaning. This signifies that various
possibilities exist in accordance with various philosophies of
life.

It is universally agreed that human nature is unique, that
man is a somatic-psychic-no€tic being which has the longest
period of dependency of all God's creatures, and that he is
capable of acquiring culture and education. Hence education
aims at protecting, sustaining, and directing the becoming of
the child-in-learning. The truth of what education is and how
the child should be educated are questions which require philo-
sophic-pedagogic reflection. One overriding, fundamental, crucial
fact that once again emerged from our discussions is that a
child is a being who wants to become someone himself and that man,

as a being who educates, pledges himself to education.

Although man is committed to education, men's goals of
education cannot be identical. Thus there can be no unanimity
" regarding the subjects to be taught to the young. The differen-
ces in the educational goals are fundamentally the result of '
the different outlocks on life of the various peoples.

There are three vital conclusions which flow from the fore-
going, namely:

{(a) Every society has its own philosophy of life on which its

* education is based -~ an cutloock on life which cannot be

duplicate&:
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(b) Every child is a unigue being whose individuality cannot be

duplicated — hence mention of an "average child" is an idle
talk: .
(¢) The articulation of the dormant philosophy of life of the

KwaZulu community is a burning necessity.

These conclusions have a direct bearing on the present
study. Differentiated education aims at meeting individual
differences among pupils in a particular society - hence the
necessity for a specific philosophy of education as a point of
departure in any discussion involving formulating proposals for
educational reform in KwaZulu. Therefore, education in practice
attempts to offer the help that every child particularly needs
in order to acquire the personal qualities demanded by adulthood.
The concern of education is with the child as a present existing
reality viewed in the light of his own adulthood, that is, in
the light of what eventually he ocught to become.

5.1.2. Having examined the philosophical-pedagogical
background to differentiated education, attention is now turned

to the psycho-pedagogical perspective.

The task of psycho-pedagogics(as outlined in Chapter II
section 4) is to fathom the child-in-his-situatedness as a being
in need of the help and support of the adult-in-his-situatedness.
The authentic pedagogical situation is constituted when the
adult's life-world coincides with that of the child in such a
way that the former takes liability and considers himself res-
poensible for the child's becoming adult in terms of his own
- adulthood.

In our reflection on this perspective the notion of regarding
psycho-pedagogics as "applied psychology" was rejected. Modern
pedagogics is not an application of psychology to education: it
should pot attempt to reduce human beings to measurable objects
by an overemphasis of psychological testing and thereby expressing
human beings in terms of figures alone: but mcdern pedagogics
emphasizes that the point of departure in the study of the child
should always be the pedagogical situation. This point of view

brought about a new approach in the investigation of the indi-
vidual child, for instance, in regard to learning or behaviour
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problems. With the aid of the phenomenclogical method as the

primary mode of approach an accountable pedodiagnostic method
has been developed in contrast to a naturalistically oriented

method of psycho—diagnosticatioﬁ.

It was found that as soon as man is studied in his situa-

tion, it becomes clear that this concerns a person-who-is-becoming,

thus a person who started as a human child. Psychology and
pedagogics thus meet each other in genetic anthropology, that is,
from the viewpoint of "development" of the human child, thus in
the psychology of becoming or "developmental psychology", as it

is traditionally referred to. When an adult and a child meet
each other in a situation, we immediately have the adult-child-
situation which we find as a primordial phenomenon in the family
situation as parent (educator) - child (educand) - situation,
which inevitably and necessarily constitutes itself into a pe-
dagogical situation and which then forms our point of departure
for all psychological reflection on the child. From this it
appears that the pedagogical situation is the primary and pri-

" mordial situation from which all psychology results.

Furthermore, the learning that educators hope to facilitate
includes all those things that are considered the objectives of
education. Education is not only the acquisition of knowledge
and skills, but also involves the inculcation of desirable
attitudes, ideals, wvalues, principles, etc., so as to develop

a complete psycho-physical-spiritual being. In fact, this is the

task of differentiated education.

From the psycho-pedagogical reflection on the child, the
following conclusions, which have a direct bearing on differen-

tiated education, can be drawn:

(a) The educator's point of departure in the study of the child
should always be the pedagogical situation:

(b} Every child (likewise the KwaZulu child) is in need of the

help, aid and support of responsible, well educated teachers

to quide him on his way to adulthood:

-
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(c) Differentiated education does not only imply the conveving

of knowledge and facts to the young but also the inculcation

of acceptable attitudes, ideals, values, etc., placing a

great responsibility on teachers (and parents) in KwaZulu.

Having attempted to elucidate the nature and essence of
psycho-pedagogics and its bearing on the unique individuality
of each child, our attention is now focused on the didactical-

educational-planning perspective.

5.1.3. When we reflect upon how best the education
of the non-adult could be planned in order to facilitate his
learning, then we are in the sphere of educational planning.

In the teaching-learning situation, the child receives guidance
on his way to adulthood. The educator is expected to know the
destination which the educand is expected to reach. The route
towards this destination needs planning and calls for purposeful
teaching by the educators. )

In Chapter II (section 5) it was pointed out that in the
pedagogical situation the nature of the child is such as to
require authoritative guidance and the child desires it, while
the educator represents the authority of adulthood. In this
situation the secker and giver of authority come together. The
child needs education en route to adulthood. He requires in-

formation as to where he is, who he is and the goal toc which he

is proceeding.

Therefore, the gquidance of the child from non-adulthood to
adulthood is largely entrusted to the schools by parents - heﬁce
the teacher is said to be in loco parentis. The home is the
primary pedagogical situation and the school the secondary pe-
dagogical situation. It becomes the teacher-educator's task,

" inter alia, to educate the pupils and to allow their poten-
tialities to develop to the full for their own sake, so that
they can be of service to the country and to society. To be
able to take one's place in post-school life as a fully moulded
adult demands both formative education by the school within the

*
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framework of elements pertaining to the philosophy of life and
formal education which enables the child to find a place in the
national economy on the grounds of his acquired knowledge and
skills as well as his moral and spiritual edification as a mature

psycho-physical-noétic being.

Our reflections lead us to conclude that education must
cater for the requirements of the child as well as of the national
economy and that educational planning is the foundation upon

which the future of the child and the national economy must rest.
Therefbre, it appeared to be essential to suggest an integration
of an educational programme with a national economy development
programme,. since the latter is dependent on the educational pro-
gramme, and this is only possible when planning regarding educa-
tion and the national economy occur concurrently. Whilst the
personality of the child must not be sacrificed on the altar of
economic expediency, nevertheless the needs of the pupil and
those of the country usually coincide.

From our reflections on the educational planning perspective,

the following conclusions emerge:

{(a) Educational planning implies planning for education as

teaching (i.e. onderwys) — hence in the pedagogical frame-
work it falls under the part-discipline didactics:

(b) In a fully fledged system of differentiated education

educational planning plays a vital roleg

(¢} In developing countries (including KwaZulu) a sound strateqy

of educational planning would mean direct confrontation

with the thorniest aspects of educational change, involving,

inter alia, the total problem of articulation between .

primary, secondary and tertiary education, with basic

attention to curriculum revision at all levels.

-(d) Defining the qualitative dimensions and cobijectives of
educational change must be the first priority of the

developing country concerned: one has to know what one has

in mind and whither one is going.
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Having indicated same theoretical perspectives against which
this thesis should be wviewed, the study now proceeds to review
the grouping concept in the context of differentiated education

-as set out in Chapter III.

5.2. The grouping concept in the context of differentiated

education

One of the most ocutstanding problems in education is to work
out methods of dealing with large numbers of pupils in such a
way that each pupil will receive the direction, guidance, and
special work which he requires in order to improve himself to

the maximum of his capacities. Thus the aim of ability grouping

is to bring together pupils who will be able to work together
and to progress together under conditions which will permit the
fullest possible development of the individuals involved.

In Chapter III (section 2) it was pointed out that well

known grouping procedures include, inter alia, homogeneocus and

heterogeneous grouping. The dominating aim of homogeneous ability

grouping has been to improve the learning situation by bringing
together pupils who will be alike in achievement at the end of
a period of learning. Heterogeneous grouping refers to the
classification of pupils with divergent abilities and capacities

in the same class.

Tt was found that the results of ability grouping appear
to depend less upon the fact of grouping itself than upon the
theory behind the grouping, the accuracy with which grouping is
made for the purposes intended, the differentiation in content,
method, and speed, and the technique of the teacher, as well as
upon more general environmental influences. Ability grouping
must then be defined in such a way as to exclude a rigidly
standardized procedure on any group level. It must enhance the
effective educational growth of pupils by providing social set-
tings which are significant for both group and individual.
There must be provision for temporarxy or supplementary groupings
for specific purposes within the several ability groups or cross
grouping may be introduced.
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Thus the fundamental aim of sectioning pupils into classes
is to group them in such a way that their requirements can be
met in the most efficient manner. Flexibility in grouping is a

sine qua non. The future progress and welfare of the individual

pupil should be the main consideration in grouping procedures.
One of the most decisive factors in respect of grouping is

intelligence which is discussed at length in Chapter III.

However, it is not only the intellectual side of the child
which is important, but provision must also be made for his
physical, emotional, social and future occupational needs as

well as scholastic achievement, interest and effort.

Within the broad concept of ability grouping there arxe
various techniques or methods which are designed to achieve
effective differentiation. These include streaming which has
tended to be inflexible, setting or cross grouping in each sepa-
rate subject, sectioning pupils into separate schools as in the
English tripartite system, enrichment programme, the parallel
syllabus plan, advanced placement programme, the semester plan,
comprehensive schools and non-graded schools where pupils work

at a tempo which suits their specific capacities.

It was further emphasized (Chapter III, section 3.4.) that
in order that a differentiated system of education may function
properly a guidance service is absolutely essential. The value

of the guidance function consists in the enhancement of individual
growth and development. In this broad sense guidance implies
the "humanization" of education both in theory and in practice.
The guidance service must give all young people the benefit of
the full guidance programme, that is, it must serve all non-
adults who are in need of aid or support from primary to secon-
dary school age. This means that the service must not only be
available to young people who experience problems, but that the
full guidance programme will be of positive benefit to eve
child from his primary to his secondary school career, irres-
pective of whether or not he experiences difficulties. Ability
grouping procedures can only be successful if they are based on
an effective guidance service.
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The following conclusions are derived from this section:

{(a) The psychology underlyving ability grouping is to bring
together those pupils that are able to work and to progress

together:

(b) The main consideration in the grouping procedure must always

be the future progress and welfare of the individual pupil:s

(c) Guidance services are absolutely essential in any fully

fledged differentiated system and thus imperative to the

proper implementation of differentiated education:

{d) Exploratory media (psychological tests) must be employed

to determine the person-structure of each pupil.

At this stage we proceed to review innovatory patterns in
the English system of education, which have a bearing on the

present study.

5.3. Innovatory patterns in the English system of education

vis-a-vis differentiation

In Chapter IV a historical development of the whole spectrum
of the English education system was given with a view to exposing
developmental patterns which are relevant to the present study.
Certain trends and innovations were discerned. It was found that
in Britain today there is a concerted effort to make the education
of children an organic unity from the nursery to the secondary

school phase.

Various reports were mentioned which sought to implement
the principle of educational differentiation. The 1926 Hadow
Report marked a significant milestone in this regard and the
principles ocutlined in it have since guided educational policy
in Britain. The 1938 Spens Report envisaged three types of
secondary education varied to meet the different needs of the
pupils cdncerned. that is, the tripartite system, and its stance
was child-centred throughout. In these and other reports the
need for post—primary differentiation was recognized in the
broposals that education beyond the primary level should be
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provided in three distinct types of schools. However, the
rigorous selection examination meant that children at the early
age of 1ll+ had to be typed as academic, technical or modern.
This procedure has been severely criticized by educational psy-
chologists who could find no justifiable grounds for such selec-

tion at this early stage.

The abovementioned reports culminated in the passing of the
1944 Education Act which has formed the basis for reforms in
future vyears. This Act aimed at providing equality of educational
opportunity in accordance with the age, ability and aptitude of

each pupil. It is the cornerstone of differentiation in secon-

dary schooling by means of separate schools, namely, the grammar
school, the secondary modern school, and the secondary technical

school.

Today Britain is changing its pattern of secondary schooling
by abolishing the much criticized selection tests by which the
bright go to the grammar schools (in some areas to technical
also) and the rest are dismissed to the secondary modern schools.
The traditional schools are being replaced by comprehensive

schools which are essentially non-selective in respect of intake.

There are various ways in which comprehensive education is
being developed in England and Wales. It is accepted that a
local authority may adopt more than one form of organization in
the area for which it is responsible. The common factor is that
each school contains secondary pupils of every ability except the
educationally subnormal. The comprehensive schocl movement has
been growing from strength to streﬁgth in recent years. Given
the present momentum, by 1980 comprehensive schools will be the
standard pattern of secondary education throughout Britain.

The Hodge Hill Comprehensive School in Birmingham was given
as a concrete illustration of how a fully fledged comprehensive
school operates. The mixed-ability intake, the diversified
curricular offerings, the low teacher-pupil ratio, the elaborate
guidance System,'pupil—participation in didactical and adminis-
trative matters, etc. are significant features of the establish-
ment. The school is in every way a shared experience with staff,
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pupils and parents involved in decision-making, in the provision
- of resources and in the acquisition of new skills.

Needless to say, it would be naive for anybody to regard
the comprehensive school as a panacea for all secondary school
ills. Moreover, emphasis must not be placed on the comprehensive
school buildings but on comprehensive education and the princi-~
ples it stands for, namely, a wholesale provision of opportuni-
ties to cater for individual differences among pupils. Indeed,
it should be noted that, whatever the system of grouping decided
upon, grouping as such does not solve educational problems.
Teaching methods and subject-matter need to be adapted to suit
the pupils concerned, in a truly differentiated system.

Various agents of innovation have made significant contri--
butions towards pedagogical renewal especially at secondary
school level. The system can be more accurately described as a
net rather than a chain, a net traditionally kept at tension
point by powerful pressure groups, the teachers and the local
education authorities especially. 1In recent times the Schools
Council and the National Council for Educational Technology have
been superimposed as development bodies. Their success depends
on how far they can work through the various key groups. The
key motivating factor for all these innovators is the concern
for a type of education which takes into consideration the in-
dividuality and unique nature of each child. Gone are the days -
when pupils were classified as "types" to be channelled into a

tripartite organization.

A study of differentiated education in Britain has led us
to conclude that:
(a) TImplementation of a fully fledged differentiated system of
education in Britain has a long history, backed by various
- educational reports, emphasizing once again the importance

of a study like the present ones

{b) Traditional schools in England are lately being replaced
by comprehensive schools which are purported to offer a
solution to the problem of individual differences among
pupils in a given establishment without streaming them into

different types of schools:
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(c) KwaZulu is desperately in need of an educational system

that takes into consideration the individuality and unigque

nature of each child:

(d)}) The school must be a shared experience with staff, pupils

and parents: a collective enterprise which warrants the

support of evervone concerned in KwaZulu.,

With this background in wview the study now proceeds to
review and pinpoint some vital issues in the South African system
of differentiated education as discussed in Chapter V.

5.4, WVital issues in the South African system of differen-

tiated education

The South African education authorities felt that the pro-
blem of differentiated secondary education needed careful study
and planning. Consequently, in the last three decades several
commissions were set up in the various provinces to investigate
and report on this problem. Their terms of reference included
recommendations for educational reform at secondary school lavel.
This development culminated in the appointment in 1964 of a na-
tional committee for differentiated education and guidance under
the chairmanship of the Director of the National Bureau of
Educational and Social Research (now the President of the Human
Sciences Research Council) Dr. P.M. Robbertse, which submitted

its report on the 26th August, 1969.

Developments in the Transvaal and Natal, the two provinces
which have long accepted and implemented the principle of educa-
tioﬁal differentiation, were reviewed. At the end reference was
made to recent trends in this regard emanating from the Robbertse

Committee's recommendations.

5.4.1. Transvaal

Over the years the Transvaal has been the leading province
in educational reform and innovation. This view is confirmed by
a ﬁumber of reports of education commissions which indicate an
uninterrupted line of development, particularly since the second
world war. This year {(1975) the Transvaal is the first province
to introduce a three-term school system.
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The Nicol Report of 1939 was a significant step in the cause

of differentiated education in the Transvaal in particular and in

South Africa in general. 1In order to achieve differentiation

the Nicol Commission recommended that the Province should insti-
tute two separate and parallel types of schools, namely, the
"Modern Schoel", which had a practical bias, and the "High School”,
which was academically orientated. The Modern Schools became
known as the Junior High Schools, and the experiment ran for

some 14 years after which it petered out. 1In the Lynch Report

of 1950 it was recommended, inter alia, that the existing secon-

dary schools should be superseded by a type of comprehensive
high school in which there would be room for all normal post-

primary school pupils, making provision for more than one course.
This Report, together with the Steyn Report of 1953, helped to
lay the foundations for major developments in the field of
differentiation, and they gave rise to the momentous Van Wyk
Report of 1955.

The Van Wyk Report insisted on differentiation in which
various ability groups would all receive their education under
one roof, according to a homogeneous classification, i.e. in the
comprehensive high school; The Transvaal had already accepted
the comprehensive school as the most suitable establishment for
its educational policy. The recommendations were accepted and
implemented as from 1958. On the basis of these recommendations
the Transvaal evolved a three-stream system, namely, the Universi-
ty Entrance Course (the U-Stream), the Standard Ten Course (the
T-Stream) and Standard Eight Course (the E-Stream). The fourth
group pupils, the mental retardates, are catered for in special

schools, another field in which the Transvaal has taken the lead

in South Africa.

The forégoing era of differentiated education in the Trans-
vaal has, however, come to an end. On the basis of the H.S5.R.C.
Report of 1969 a new differentiated system was introduced at the
beginning of 1973 in Stds 5 to 8. '
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5.4.2. Natal

With regard to Natal, the Consolidated Education Ordinance
of 1942 could be regarded as the beginning of differentiated
education in Natal. It effected the first modernization of the

i877 educational acts.

Another significant step in the direction of educational
reform in Natal was the Wilks Report of 1946. The Wilks Commit-

tee recommended that four distinct and separate courses should

be provided, namely, (a) a practical course for a large number

of early school leavers, (b) a commercial course for girls,

(c¢) a pre-vocational course mainly for boys and (d) an acade-—
mic course leading to university admission. At the time the
circumstances were such that the multilateral school as proposed
by the Committee never materialized, except for the introduction
of the Practical Course in January. 1959. BAdequately diversified
programmes in a properly differentiated school system in order

to cater for all secondary school pupils were sadly lacking.

The Committee of Inquiry into Differentiation in Secondary
Classes of 1960 recommended, inter alia, that differentiation
should take place in bilateral secondary or high schools by way
of a two-stream system which would accept all pupils who wished
to proceed to the Senior Certificate in whichever stream it was
decided they should continue after passing standard 6. The
twin-stream comprised the Advanced Stream for the more intelli-
gent section of the pupils and the Ordinary Stream for the less
gifted pupils. The new system was effected at the beginning of
1962. The main weakness of the twin-stream programme was that
the average and the above-éverage pupils were lumped together
in the advanced grade to the detriment of the former, so that
three streams instead of two should have been introduced to meet

all the pupils' varied capacities.

The Lighton Report of 1963 made several recommendations

designed to achieve greater differentiation in Natal, including
the provision of three streams. However, the recommendations
‘which were implemented were those dealing with (a) the transfer
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of all standard 6 classes to high schools, (b) the conversion of
borderline "A"-level failures to an "O"-level pass, and {(c) the
external control of the selection for streaming after standard

6. Despite the recommendations of both the Wilks and the Lighton
Committees for greater differentiation in secondary schools, the
twin-stream system in Natal continued to exist as recommended by
the 1960 Committee.

Having sketched attempts at differentiation in the secondary
school .systems of the Transvaal and Natal, the study now proceeds
' to review recent trends in differentiated White secondary educa-
tion in South Africa in the wake of the National Education Policy
Act of 1967.

5.4.3. Recent trends in White secondary education

In each of the four provinces distinct attempts to provide
differentiated education occurred from about 1940, by which time
a distinction between primary and secondary education was clear,
and the provision of secondary education became increasingly
adequate. The changing educational needs have resulted in the
setting up of various commissions to examine the existing pro-
vincial systems and to make recommendations for improvement.

The reports of these commissions stressed the need for more ade-
quate provision of differentiation, and several developments

resulted.

However, there still existed the position that not all the
education departments had made the same progress in the field
of differentiated education and that the methods they employed
differed from each other in many respects. There was also the
anomaly of the policy of divided control whereby the central
government controlled all commercial/technical secondary education.

The recammendations contained in the H.S.R;C. Report of 1969
have resulted in the introduction of the new system of differen-
tiated education with school guidance as an integrated service.
For the first time the vexed question of differentiation has been
tackled on a national scale and not on a parochial, ad hoc basis
as in the past. The said recammendations form the basis or guide-
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lines for the new system. The Provinces will implement them

in the light of their experiences and circumstances. The last
hurdle to a fully fledged differentiated system of secondary
education was removed by the promulgation of the National Edu-
cation Act No. 41 of 1967 which deals with the transfer of voca-
tional and technical education in schools (i.e. up to and inclu-

ding standard l10) to the Provinces.

The new system of differentiated education for Whites is
provided for in the National Education Policy Act No. 39 of 1967.
Natal commenced with the new system in 1972 and the other three

provinces in 1973.

In the new system, the l2-year period of compulsory schooling
is divided into four phases, each of three years duration, namely,
.junior and senior primary as well as junior and senior secondary
phases. The educational units are Class i to Std. 1, Stds 2 to
4, Stds 5 to 7, and Stds 8 to 10 respectively.

With regard to the curriculum and syllabuses of the secon-
dary.school, provision is made for general (formative)} education
as well as specific vocationally directed education. However,

a notable characteristic feature of this educational programme
is that there will be a shifting of stress from general educa-
tion to specific vocationally directed education, with emphasis
on the latter in the senior secondary school period (i.e. Stds 8
to 10). The curriculum of the secondary school will comprise
compulsory and optional subjects, on the understanding that the
compulsory subjects, consisting of examination and non-examina-
tion subjects which form a core curriculum, will be taken by

all the pupils. The junior secondary school pericd (i.e.

Stds 5 to 7) includes a compulsory formative programme similar
to that of the primary school, as well as compulsory examination
subjects. In both programmes, provision is made for the un-
differentiated presentation of subject-matter. On the other
hand, the curriculum of the senior secondary school period makes
provision for fully differentiated fields of study, namely,

technical, cammercial, agricultural, natural sciences, human
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sciences and art. In these fields of study, provision is made
for a common, compulsory core curriculum comprising a formative
programme which is not subject to examining, with Religious
Instruction and Physical Education as subjects and School
Guidahce as a service, as well as Afrikaans and English as com-
pulsecry examination subjects. Each field of study offers a
choice of subjects in respect of which a pupil may choose between
at least 4 and, at most, 5 subjects in addition to the compul-

sory core curriculum.

The dull-normal pupils are also catered for in this system.
Their curriculum makes provision for a core curriculum, compri-
sing a formative programme and compulsory examination subjects
on the one hand, while, on the other, it also entails a speci-
fic vocationally directed programme which includes a practical-

-technical course and a practical-commercial course.

The suggested differentiated syllabuses for the senior
secondary school period will offer pupils the opportunity of
taking subjects at an advanced level and/or standard level in
accordance with their capacities, while the subjects for the
dull-normals will be offered at a practically directed level.
This system, known as cross-grouping or setting, has the particu-
lar advantage that it is not the child, but the subiject which is

placed in a stream.

Having ocutlined the salient féatures of the H.S.R.C. Report,
the study then proceeded to review the situation in Natal, which
has already embarked on the implementation of the recommenda-
tions of this Report, with a view to discovering how the new

system works in practice.

Natal was selected as a case in point and discussed in
detail. The discussion reveals that the new system does not
attempt to be revolutionary but retains what in the past has
been found to be sound educational practice, yet at the same
time introducing innovation and change in those areas of the

old system where it was considered to have weaknesses.

=
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Natal has decided to apply differentiation through the

comprehensive school and not through separate schools, except

in the case of agricultural high schools only, but there will
be no purely technical or commercial high schools as in the
past. In support of the system of differentiated education a
guidance and counselling service is being introduced into the
schools as a service in the interests of pupils. This guidance
will be developed into a sophisticated service by specialised

staff as fast as circumstances permit.

Conclusions flowing fram the foregoing eprsition may be
stated as follows:

(a) The Transvaal and Natal have made separate attempts over

the vears to arrive at a viable system of differentiated

education:
{b) The efforts of the wvarious provinces at differentiation

culminated in the appointment of the Robbertse Commission

and the subsequent promulgation of legislation setting the

stage for the introduction of a naticnal system of differen-

tiated education:
{(c) The new education policy in South Africa published in the
GCovernment Gazette of 12th November, 1971, serves as the

basis for the design and implementation of a differentiated
system of education {the 3-3-3-3 system) but the actual
implementation will be decentralised to establish a number

of growth points, affording opportunities for local ini-
tiative, thereby stressing the fact that this is no mere

uniformity but a rich diversity in unity for the benefit

of the pupil population:
(d) Natal has embarked upon its own mode of implementation

of the national system according to its experience and

circumstances;
(é) KwaZulu can take what is appropriate from these trends and
developments and adapt them to suit its needs and eircum-

stances.

: At this juncture, we may now direct our focus on to the
educational situation in KwaZulu to xeview the findings set out
in Chapter VI.
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5.5. The status quo in KwaZulu education: a review of

present conditions

The study has revealed that at this stage of KwaZulu's
constitutional development, KwaZulu education and Bantu Educa-
tion are more or less identicél, especially in so far as content,
examinations and teacher training are concerned. XKwaZulu has
limited control over primary and secondary education but tertiary
education falls directly under the control of the Central Govern-
ment. Approximately 48% of the population of 4,6 million lives
outside KwaZulu territory as well as 25,8% of the children and
28,6% of the teachers. According to the final consolidation
proposals for Natal announced in the White Parliament in March,
1975, KwaZulu territory will comprise 10 pieces of land scattered

all over the Province.

In Chapter VI of this work the educational situation in
KwaZulu was scrutinized in depth. 1In order to get first hand
information fram those intimately involved in the operation of
the educational system questionnaires were sent out to (a) the
principals of secondary schools, (b} the chief education planner,
and (c) the chief inspectors.

The inquiry touched on all factors which are relevant to
the operation of a differentiated system of education. These
included types of schools, the quantity and quality of teachers,
selection and grouping practices, teaching methods, guidance
services, pupil enrolment, school facilities, the curriculum,
etc. The answers obtained could be regarded as responsible views

as they emanated from knowledgeable and responsible personnel.

The survey revealed that 60% of the teaching force in 1974
were not properly qualified to give instruction in secondary
schools. Of the 1019 teachers only 175 or 17,17% were graduates.
There were only 12 B.Sc. graduates among these. 550 of these
teachers or 54% had standard 10 or lower as their highest acade-
mic qualification and 65 of them or 6% had no teaching qualifi-
cations. This means that secondary education in KwaZulu is
preécminantly in the hands of non-graduate teachers with modest

or poor qualifications.
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With regard to the type of school in the pedagogic-didactié
sense which was involved in the survey, it was revealed that
88,3% of the schools offered the traditional "book learning"”,
that is, they concentrate on the "academic stream" only. 4
schools were described as bilateral (i.e. they offered either
domestic science or commercial subjects in addition to bock
learning), and 3 were described as multilateral (i.e. they

offered both domestic science and commercial subjects in addi-
tion to the academic curricular offerings). No school offered
comprehensive education. Besides these academic schools, there

were 2 schools for technical secondary education, 1 for advanced
technical education, 4 for trade training and 3 for vocational
training with a total enrolment of 1332 pupils. In addition,
there were 2 special schoocls for 284 physically handicapped chil-

dren and none for mental retardates.

Other factors which were investigated include {a) selection
procedures, (b) criteria for pupil grouping, {c) the use of cumu-
lative record cards, {(d) subject specialization, (e) the grading -
of the contents of prescribed textbocks, (f) provision made to
meet individual differences., (g) teaching methods, (h) the func-
tion of the Departmental School Counsellors, (i) school guidance,
" (§) educational planning and (k) philosophy of education for
KwaZulu. Each of these factors was scrutinized thoroughly with
a view to determining to what extent it contributes towards or
detracts from the effective operation of a sound system of diffe-
rentiated education. The study revealed that there are definite
problems which militate against the implementation of a fully
fledged system of educational differentiation,

Our investigation of the present situation in KwaZulu secon-
dary schools has led us to conclude that:

(a) There is an acute shortage of properly qualified teachers
since 60% of the teaching force in 1974 was not suitably

qualified to teach in secondary schools:

(b} In more than half of the schools investigated (56%), proper

classroom accanodation was inadequate:s

Lo
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(c) There is an explosion of pupil numbars at school, since

the teacher-pupil ratic in the schools investigated was

1:59, rendering individual attention practically impossible:

(d) It appeared that more than 54% of all school principals

were far too heavily loaded with teaching duties coupled

with administrative responsibilities, making it impossible

to fulfil their tasks properly:

(e) It was revealed that laboratory and library facilities were

either very poor or non-existent in more than 70% of the

schools contacted;

(£} In spite of all these shortcomings and burning problems a

happy spirit and a sense of devotion were discerned among’

teachers who were doing their best under difficult and

exacting circumstances.

6. SUMMARY OF CONCLUSIONS

A synopsis of the foregoing conclusions is given below:

6.1. On the philosophical-pedagogical perspective:

(a) Every society has its own philosophy of life on
which its education is based - an ocutlock on life
which cannot be duplicated:

(b) Every child is a unique being whose individuality
cannot be duplicated -~ hence mention of an
*average child” is an idle talk.

(c) The articulation of the dormant philosophy of
Iife of the KwaZulu community is a burning

necessity.

6.2. On the psycho-pedagogical parspective:

(a} The educator's point of departure in the study
of the child should always be the pedagogical
situations

(b) Every child (likewise the KwaZulu child) is in
need of the help, aid and support of responsible,
well educated teachers to guide him on his way to
adulthoed;
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Differentiated education does not only imply

the conveying of knowledge and facts to the young
but also the inculcation of acceptable attitudes,
ideals, values, etc., placing a great responsi-
bility on teachers (and parents) in KwaZulu.

6.3. On the educaticnal planning perspactive:

6'.4.

(a)

{b)

{c)

(d)

Educational planning implies planning for edu-
cation as teaching (i.e. onderwvs) — hence in

the pedagogical framework it falls under the part-
discipline didactics:

In a fully fledged system of differentiated edu-
cation educational planning plays a vital role;

In developing countries (including KwaZulu) a

sound strategy of educational planning would mean
direct confrontation with the thorniest aspects

of educational change, involving, inter alia, the
total problem of articulation between primary,
secondary and tertiary education, with basic atten-~

tion to curriculum revision at all levels.

Defining the qualitative dimension and objectives
of educational change must be the first priority
of the developing country concerned: one has to
know what one has in mind and whither one is going.

On the grouping concept:

(b)

(c)

(a) The psychology underlying ability grouping

is to bring together those pupils that are able to
work and to progress together: '
The main consideration in the grouping procedure
mus£ always be the future progress and welfare

of the individual pupil: |

Guidance services aré absolutely essential in any
fully fledged differentiated system and thus im-
perative to the proper implementation of diffe-
rentiated education.
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Exploratory media (psychelogical tests) must
be employed to determine the person-structure

of each pupil.

On trends and develcopments in Britain:

(a)

(b)

(c)

(d)

Implementation of a fully fledged differen-
tiation system of education in Britain has a
long history, backed by various educational re-
ports, emphasizing once again the importance

of a study like the present one;

Traditional schools in England are lately being
replaced by comprehensive schools which are purpor-

ted 'to offer a solution to the problem of in-

dividual differences among pupils in a given
establishment without streaming them into diffe-
rent types of schools;

KwaZulu is desperately in need of an educational
system that takes into consideration the indi-
viduality and unique nature of each child:

The school must be a shared experience with staff,
pupils and parents: a collective enterprise which
warrants the support of everyone concerned in
KwaZulu.

On vital issues in White secondary education in

South Africa:

(a)

~(b)

The Transvaal and Natal have made separate
attempts over the years to arrive at a viable
system of differentiated education:

The efforts of the varicus provinces at differen-
titation culminated in the appointment of the
Robbertse Commission and the subsequent promul-:
gation of legislation setting the stage for the
introduction of a national system of differentia-

tien:
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(c) The new education policy in South Africa published
in the Government Gazette of 12th November, 1971,
serves as the basis for the design and implemen-
tation of a differentiated system of education
(the 3-3-3-3 system) but the actual implementation
will be decentralised to establish a number of
growth points, affording opportunities for local
initiative, thereby stressing the fact that this
is no mere uniformity but a rich diversity in

unity for the benefit of the pupil population:

(d) Natal has embarked upon its own mode of implemen-
tation of the national system according to its

experience and circumstances:;

(e) KwaZulu can take what is appropriate fram these
trends and developments and adapt them to suit

its needs and circumstances.

'6.7. On the present situation in KwaZulu secondary schools:

(a) There is an acute shortage of properly qualified
teachers since 60% of the teaching force in 1974
was not suitably qualified to teach in secondary
schools;

(b) In more than half of the schools investigated
(56%), proper classroom accommodation was inade-

quates

(c) ‘There is an explosion of pupil numbers at school,
since the teacher-pupil ratio in the schools in-
vestigated was 1:59, rendering individual atten-

" tion practically impossible;

(d) It appeared that more than 54% of all school prin-
cipals were far too heavily loaded with teaching
duties coupled with administrative responsibilities,
making it virtually impossible to fulfil their
tasks properly:

(e) It was revealed that laboratory and library faci-
lities were either very poor or non-existent in
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more than 70% of the schools contacted:l

{(£) 1In spite of all these shortcomings and burning
problems a happy spirit and a sense of devotion
were discerned among teachers who were doing
their best under difficult and exacting circum-

stances.

Having tabulated the above conclusions, we now proceed to
outline their educational implications and to postulate certain

recommendations.

7. RECOMMENDATIONS AND EDUCATIONAL IMPLICATIONS

7.1. Introductory

In making the following recommendations for a system of
differentiated secondary education far KwaZulu it is not the in-
tention of the present writer to derogate from existing practices.
It was mentioned earlier on that the writer's efforts in this
work are not made in a carping spirit but are motivated by a de-
sire to promote the cause of differentiated education for the be-
nefit of the individual child with his unique needs and poten-
tialities. Indeed, the existing system possesses many good fea-
tures, some of which are incorporated in these recommendations.
In fact, it was stated in Chapter I that this study aims at un-
ravelling current practices regarding differentiation and plans
envisaged for reform and then to make recommendations for further

diversification in KwaZulu.

The decision to offer for consideration a complete system
in preference to recommendations which apply to certain problem
areas only stems from the conviction that a system needs to be
presented as a logical entity and to be seen as such. Making
recommendations for certain areas only may in practice not be
possible or in some instances not desirable, particularly in the
case of KwaZulu. KwaZulu aspires to an independent political
existénce in the near future, a fact that shoild not be ignored
by educational researchers. Ignoring this reality would render
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the study irrelevant and reduce it to an academic monument
which embellishes university libraries. Developing communities
expect a: feedback from their academics'® researches. . This is
as it should be.

7.2. Philosophy of education for KwaZulu: an urgent

desideratum

The foremost recommendation which we would like to suggest
in this connection is the desirability of articulating a sound
philosophical basis of education for KwaZulu. It will be re-
called that KwaZulu's existence as an independent Black Nation
on the tip of Southern Africa was terminated at the Battle of
Ulundi in 1879. This episode marked the beginning of an era
of subjugation and the advent of a dominant foreign culture
which tended to obliterate the indigenous culture, wittingly
or unwittingly.

In Chapter II (Section 3) of this work it was observed that
education, as a form of practice, has a theory and philosophy
behind it. The latter is referred to as philosophy for educa-
tion which derives from one's philosophy of life. Since educa-
tion is the business of learning how to live, it stands to rea-
“ son that people's philosophy of education must be in accord
with their philosophy of life. Cilliers‘'s (1975: 91) views in

‘this connection are germane:

"Education has a specific purpose, the aim of
which is to develop and to mould an individual
to the acceptance of a certain philosophy of
life which will be similar to that of the edu-
cator or of the educational authorities who
determine the educational policy”.

- The implication of the foregoing is that the education sys-
tem of KwaZulu must be reorganized to reflect the leaders' wviews,

their ideas of what is good for the nation. This philosophy
must first be articulated for it is there: it lies in the hearts,

speeches and the writings of the persons involved. On the basis
of this philosophy education will then take shape: planning will
be done and educational institutions set up (or at least proposed).
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A distinction must be drawn between felt (known) necessi-
ties (desires) and philosophy (views with reference to life
as a whole - what ultimately matters most). School education
has a philosophical basis, but it is mainly based on manpower
needs which are not philosophical issues. Political, social,

economic, etc. aspirations (i.e. national aspirations) must be

distinguished from the more general philosophical considera-
tions. Aspirations do not only have a philosophical basis but
they are mostly practically oriented. 1In this connection a
brief reference to the objectives of education as well as
KwaZulu objectives for education is pertinent.

Human life and human personality are wvery complex phenomena,
and in educational activity there is an endless number of social
and cultural, psychological, mental and moral aspects of becoming
adult to consider. Parents, educators, educational and curricu-
lum planners, teachers, etc., may then be said to go about their
educational tasks with a great number of cbjectives in view.

These are all subservient to the ultimate aim, namely, adulthood,

and they determine the selection, the suitability and the se-
quence of educational activities in accordance with the parti-
cular emphasis in mind. Objectives may be grouped in categories
such as vocational competence, civic responsibility or citizen-
ship, self-realization or personality development, physical and
mental health, ethic character, etc. (Fischer, 1962).

It is interesting to note that KwaZulu ocbjectives for edu-
cation conform to the general objectives mentioned above. From
a perusal of the Education Manifesto of KwaZulu and the Consti-
tution of Inkatha these categories of cobjectives emerge: self-
realization, healthy human relationships in the context of multi-

racial South Africa, economic efficiency, civic responsibility,
cultural assertiveness, and an informed and effectively literate

populace.

In the light of these 6bjectives education becomes an instru-
ment for nation-building. In terms of national goals, KwaZulu's
WEll?being depends upon the enlightenment of her people because
the conditions of the scientific-technological era require of her
. éntire population high levels of competence, greater breadth of
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understanding and a strong sense of commitment to her basic
values and norms. Education objectives must be related to
national needs. The most challenging problem of the KwaZulu

educationist is that he is called upon to have a clear under-
standing of the education objectives which are correlates of

the national goals. There is a burning necessity to fix the

goals which are relevant to national needs and aspirations and

then to determine how they are to be achieved.

As mentioned above, the advent of the dominant Western cul-
ture has tended to obliterate the indigenous culture of the
African, and in the process of acculturation the latter has ten-
ded to lose his identity as a Black indigene of this continent
in general and of KwaZulu in particular. Acculturation as such
is inevitable and even desirable in this scientific-technologi-
cal era. But it is of wvital importance for a society in tran-
sition to be certain of its core of values, for it is only in
this way that it can stand the disintegrating power of change.
Inkatha understands culturé as "embracing the totality of wvalues,
institutions and forms of behaviour transmitted within a society

as well as material goods produced by man" (Inkatha Constitutiop,

pP- 1). 1In this work culture is used in the sense of "the tota-
lity of values", which implies a group's philosophy of life. This
connotation of culture has nothing to do with a plea to "returnm
to primitive life” or with an overemphasis on primitive artefacts. .

On the contrary, culture in this context refers to the African
personality or negritude, that is, ubuntu in Nguni languages or
botho in Sotho languages.

The advent of the reconstituted and revitalized National
Cultural Liberation Movement or Inkatha on the KwaZulu scene on
the 21st March, 1975, is indeed auspicicus and timely. The fact
_ that His Majesty King Goodwill Zwelithini is Patron-in-Chief of
this Movement indicates the stature of the Movement and what it
hopes to achieve vis-a-vis the cultural emancipation of KwaZulu
_people. In the quest for African cultural identity this is a
welcome development which has long been overdue.

> The Constitution of the Movement was formally and unanimously
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adopted by the KwaZulu legislative Assembly in May, 1975, and

its aims and ideals have to be inculcated in every sector of the
KwaZulu community. At its 57th annual conference held in Pieter-
maritzburg from the 28th to 30th June, 1975, the Natal African
Teachers' Union welcomed the advent of Inkatha and pledged them=-
selves to further its aims and objectives in every classroom

and relate their teaching to these aims and objectives. 1In

this way education objectives and national goals shall be corre-
lated, and the two shall constitute two sides of the same coin.

The foregoing reflection compels us to recommend that

KwaZulu education must have a socund philosophical basis, clearly

articulated obijectives and the right climate to introduce "a

properly organized differentiated education" as advocated by the
Education Manifesto of KwaZulu. Inevitably, such a programme
shall need a proper planning as suggested below.

7.3. Educational planning in the context of a differentiated

system of education

The implications of the faregoing reflections suggest that
those who are engaged in educational planning in accordance with
the stated philosophical ideals and national aspirations are
faced with a challenging task. They have to recognize the fact
that whatever the ideal may be it is not necessarily the most
practical solution to the problems encountered in the existing
educational system, and they have to attempt to marry as far as
possible idealism and realism. While the politician's head tends
to move in the clouds, that of the educational planner is kept
close to the ground. He must be sensitive and perceptive to the
burning issues of the day.

In the case of KwaZulu education cbjectives must be relevant
to national needs and challenges. The KwaZulu Government is
keen to see educational reform consistent with the spirit of ge-
nuine self-determination and interrelated problems. Inevitably,

this calls for a radical change in educational planning. The

programmes of education have to be pedagogically related to
national problems: Here must be emphasized the fact that
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educational thought, effort, whatever, always have two roots =

the individual and the social (national) - and that the one

principle must never eclipse the other. Above all, the edu-

cation planner must be quided bv the needs of the child as a

becoming human being needing assistance and support on his way
to adulthood. '

The implications of the foregoing are that a person's
effectiveness as a planner, especially in KwaZulu as a developing
community, will have to be determined largely by the following:

(a) Knowledge of the existing and envisaged schemes;

(b} A clear conception of the social factors which promote
development:

(c) Knowledge of the political needs of the community as arti-
culated by people's acknowledged leaders:

(d) EKnowledge of educational needs and the determination of
effective methods of instruction.
Moreover, it is essential that those responsible for educational
planning must be sufficiently knowledgeable about the methods
and techniques of planning in order to be able to achiewve the
objectives of overall educational planning. This implies proper
training for the job. KwaZulu is fortunate in that since 1974
the Faculty of Education of the University of Zululand has in-
stituted a course in educational planning at B.Ed. level, and
some inspectors and teachers have since enrolled for the course

on a part-time basis.

Therefore, seeing that the education planner occupies a key
 position in a department of education, he will be in a position
to chart oat the course of an educational system and to suggest
priorities to be adopted in order to reach the desired goal. 1In
the practical situation he will have to consider the following
three main features of educational planning (Ndaba, 1975a):

(i) Academic planning, which is concerned with curriculum

development in the various phases of schooling, by com-
petent persons with a clear conception of national needs
. and problems as well as pupils' needs and potentialities.
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Moreover, curriculum planning must be a co-operative
effort involving the administrative staff, educationists,

teachers, the community and even the pupils (Malie, 1973).

(ii) Physical planning, which involves predicting future en-

rolments and the provision of facilities to accommodate
the rising demand. At the end of this year (1975) the
standard 6 class will be discontinued and at the same
time the standard 5 pupils will also write terminal
examinations like the outgoing standard 6 group. These
two groups will both qualify for entrance into FormlI
(i.e. Std. 6). This means there will be a "bulge" ox
double intake at the Form I level in 1976. As a rule,
proper provision should have been made for this “bulge"
so that no child should be turned away for lack of

accommodation .

(iii) Psychological services, which are designed to give a

new dimension to counselling and guidance at all levels.
The aim must be early identification in order to facili-
tate education suited to the ability, aptitude and inte-
rest of the individual and groups of pupils. Careful '
planning will be necessary in order to ensure that this
service is carefully integrated into the educaticnal
pattern and that it does not become an end in itself,
isolated from the general school situation. Regarding
the media for identifying pupils, which are so essential
in a differentiated system of education, it has been sta-~-
ted categorically that "appropriate psychological tests
are available for our school population from Sub A to
Form V to determine school readiness,'retardation, ap-
titude and general ability or intelligence" (Ndaba,
1975b: 35). A detailed explanation of these tests
appears in the Bantu Education Journal of May, 1975, in

the pen of the present writer.

' The above three wings of educational planning have some

further implications since educational development is a camplex
matter and cannot be left in the hands of one or two people. On
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the contrary, its planning must be the responsibility of a
team of experts with variocus interests and specialized abilities.

In this way only can a co-ordinated planning programme evolve.

Needless to say, educational planning must be dovetailed
with a national planning programme. Therefore, it is gratifying
to note that there is, in fact, a standing Planning Committee
for KwaZulu consisting of all the six Directors of Departments

as well as expert nominees from different fields of human en-
deavour. The Chairman of the Committee is UNdunankulu wakwa-
Zulu (leader of KwaZulu Government).

In view of the fact that:

{(a) there is so much at stake regarding KwaZulu education,

(b} there is no proper planning at present,

{c) KwaZulu children are subjected to two types of education
(i.e. KwaZulu education and Bantu education), and

(d) there is an apparent lack of a spirit of devotion and
commitment to what is their own on the part of teachers
(there is, in fact, nothing of their own as yet),

it is strongly recommended that a commission of inquiry be appoin-
ted to investigate the whole structure of education in KwaZulu
and then report upon what should be authentically called KwaZulu

Education for which the community will be proud and regard as
their own. This Commission must also point cut the immediate

and long—-term needs of the territory. Experts from the commu-
nity should serve in that Committee. In fact, there was a clarion

call for~the appointment of such a committee at the 57th annual
conference of the powerful Natal African Teachers' Union held in
Pietermaritzburg from June 28 to 30, 1975.. The possibility of a
close liaison with the Department of Education of the Natal
Provincial Administration should receive seriocus consideration

by the said committee. Already the KwaZulu Government is repre-
sented by two members of the cabinet in the recently established
multi-racial Consultative Committee of the Natal Provincial Ad-
ministration, whose task is to promote dialogue on matters of
mutual interest between all races in the Province.
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7.4. Selection for secondary education

Before any recommendations are suggested in this re-
gard, it is necessary to first outline the educational situa-
tion in KwaZulu. Up to the end of 1975 the position in Kwa-
Zulu (and in Bantu Education) was as follows (cf. Dept. of
Bantu Education, 1972):

African pupils commenced schooling at the age of 7 and com-
Pleted primary education, which terminated at the standard 6
class, at the age of 14. A terminal examination was written on
the basis of which pupils could be admitted to the initial class
of the secondary school, i.e. Form I. In other words, primary
education spanned a period of 8 years and secondary education

(Forms I to V) 5 years, giving a total of 13 years.

With the advent of the l2-year structure of differentiated
education for Whites the position in Bantu Education will also
change and conform more or less to the 3-3-3-3 system as from
1976. Standard 4 will mark the terminal class of the primary
school period and standard 5 the initial class of the junior
secondary school although it will remain attached to the primary
school as is the case in White education. The significant diffe-
rence is that pupils will still commence their schooling at the
age of 7 and write an external examination at the end of the
standard 5 year on the basis of which they will be admitted to
Form I class on transfer to the secondary school establishment.
The traditional internal classes (i.e. Forms I, II and IV will
write semi-external examinations whereby the KwaZulu Department
of Bducation will issue uniform examination question papers and
memoranda for marking and determine promotions for all schools,

but the schools will mark the examination scripts.

" In the opinion of the writer the status gquo contains some

unsatisfactory features. Hence it is recommended as follows:

KwaZulu pupils must commence their schooling at the age of
6 vears as there is no pedagogical justification for a later start.
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This means that the child will go through standard 4 at the

correct age of 11l years and commence secondary education at the

age of 12 as is the case with most overseas countries in-
cluding England as mentioned in Chapter IV. As indicated in that
chapter, one of the most striking features of English education
is the organic connection between the primary and the secondary
stages of education, a situation which induces a smeooth transi-
tion and facilitates the organization of a well articulated sys-
tem of educationm. '

Under the existing system in KwaZulu selection for secon-
dary education constitutes a problem area in that only those pu-
pils who have cobtained a "good pass" at the end of the standard
4 year and the standard 5 year can be selected for secondary
education. These examinations appear to be a "natural process
of elimination" of the pupils who cannot make the stipulated
grade. The snag is that the examination is the only criterion

which is considered for selection purposes, and another short-
coming is that no provision is made for the less gifted pupil
who cannot measure up to the standard demands. In this connec-

tion, it is recommended that besides examination performance

other criteria like results of psychological tests and teachers®

opinions must also be taken into consideration, and provision

must be made to accommodate the less gifted pupils in the secon-
dary schools. More will be said on this later in this section.
This recommendation refers to all classes including Form III.

7.5. Transitional period

The important lesson derived from the English system of
education is that many incorrect decisions are made when streaming
pupils at 1ll+. For this reason it is generally agreed that there
should be a transitional period between primary education and
differentiated secondary education. As mentioned in Chapter V,
three years appears to be a suitable length of time to allow for
a full exploration of abilities, aptitudes and interests among
the pre-adolescents who do not all experience a uniform rate of
physical and psychological development. This is the junior
séccndary period when provision should be made for the undiffe-
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rentiated presentation of subject-matter. It_is_thus

recommended that during the said . period pupils must have

a _general curriculum, and use should be made of psychological

tests, traditional examinations and teachers' cbservations for

purpeses of educational guidance and the compiling of an

ability-aptitude-interest profile for each pupil. While in the

existing system provision is made for a general fommative edu-
cation, there is no educational guidance as menticned here. In
this way KwaZulu schools do not wholly conform to the principle
of a transitional period.

7.6. Differentiation

From the theoretical reflection in Chaptexr II on the be-
coming individual, the discussion on the grouping concept in
Chapter III, and the review of both the innovatory patterns in
the English system in Chapter IV and recent trends in differen-
tiated education in South Africa in Chapter V, it appears that
an effective system of differentiation provides for:

(a) a properly organized guidance service:

(b) the wide ability range among pupils:

(c) the aptitudes and interests of the individual pupil;

(d) a sound general education during the pre-adolescent period:;
(e) the academically talented and the less gifted pupils: and

(f) sufficient flexibility to meet individual needs which are
not specifically catered for in the organized school system.
The perscnal investigation outlined in Chapter VI has revealed
that inadequate provision is made for the spread of ability among
pupils in KwaZulu. The generél trend in the education systems
reviewed in this study is to make provision for four ability
levels among pupils, namely, the talented, the average, the dull-
normal, and the mentally retarded. It was indeed disturbing to

discover that no provision is made whatsoever for the mental re-
tardates. Minimal provision is, however, made for a few physically
handicapped children. It can therefore be concluded that Kwa-
Zulu conforms only minimally to the principle of adequate provi-
sion for the wide ability range of pupils. '
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According to recent research in South Africa, as mentioned
in Chapter III (paragraph 2.3), the abovementioned ability groups
represent about 9%, 66%, 16% and 9% of the White pupil popula-
tion respectively. The picture in KwaZulu may not differ sig-
nificantly from this.

7.6.1. In view of the above exposition, it is recom-
mended'that the educational planning section of the KwaZulu

Department of Education must conduct a well organized talent

survey to ascertain the present status of pupil talent in

KwaZulu.

7.6.2. To further remedy the current situation and
bring about effective differentiation it is recommended that
provision must be made for the above categories of pupils on
the following basis:

{(a) The sub-normals should be transferred to special classes

attached to ordinary schools during the first two phases

of schooling and to pre-wvocational secondary schools at

the appropriate stage.

({b) The dull-normals should proceed to a practical course in
standards6, 7 and 8 (i.e. Forms T to III).

(c) For the normmal and talented groups, effective differen-

tiation should be provided by means of subject-choices and

the grade (advanced or standard) at which individual sub-

dqects are taken in the fourth phase.

7.7. Size and organization of secondary schools

The size and organization of secondary schools in KwaZulu
needs urgent attention. Basic considerations in this connection

are:
(a) The explosion of numbers, especially in urban areas.

{b) The lamentable lack of motivation and'interest.for non-—
academic education. '

(c) Financial implications of classroam accommodation and faci-
lities. -
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To cope with this problem, the following example is gquoted:

If two adjacent schools have a total enrolment of, say, 800
between them, this means a duplication of services, viz. two
principals (and vice-principals), two or more laboratories,

two libraries, two-sports fields, etc. Apart from classroom
facilities, there is also a duplication of the infrastructure
(water, electricity, roads, etc.). One school with diversified
curricular offerings wauld, however, be far more economical and
more beneficial to the pupils and the community than two schools.
It is more economical to add new classrooms to an existing school
than to build a new school. There is alsc the added advantage
of pooling teachers' resources and expertise. However, this

does not mean that no new schools should be built since there
will always be a demand for expansion and development. It is,
however, strongly recommended that existing schools must be re-

organized along comprehensive lines and new ones must be built

with this view in mind.

The implications of this recommendation are that:

(1) Secondary education is best provided for in a single
institution designed to cater for the varied needs of the
developing adolescent and not in separate institutions
{(cf. the tripartite system in England; the "“ordinary"
schools and the "non-academic" schools of KwaZulu).

{(2) Such a comprehensive school must have a general curriculum
at the junior secondary level and differentiated curricula
" at senior secondary level. The latter should comprise these

fields:

(a) Humanities: history, geography, economics, art,
music, languages, biblical studies.

(b} Natural sciences: physical science, biology, mathe-
matics, functional mathematics, functional science.

(c) Technical: technical drawing, trade theory and prac-
tice, woodwork, metalwork.

(d) cCcommercial: accounting., typing, shorthand, business

econcamics.
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(e} BAgricultural: agricultural science, biology, animal
husbandry, field husbandry, practical agriculture.

(f) Home economics: home economics, hausecraft, needle-

work and clothing.

(g) Art: Art, music, design, sculpture, painting.
Some of these subjects will be taken in the advanced grade and
others in the standard grade according to the aptitude and in-
terest of the pupil. A decided advantage is that the vocational/
technical direction will enjoy the same status as the academic

bias and in this way it will lose its traditional "undesirability"
as a line of study by the able pupils. This also applies to the
agricultural "subject package”. KwaZulu, as a developing nation
in dire need of trained personnel in many fields, would benefit
tremendously from this comprehensive programme. The question of

qualified staff to shoulder such a programme will receive atten-

tion later in this section.

7.8. School guidance

The importance of guidance as an integrated service in a
differentiated school system cannot be overemphasized. Through-
out this study the crucial role of guidance has been stressed.
Therefore, it is recommended as follows:

(a) Since every teacher must be involved in guidance work

among his pupils, serving teachers should get some training

in practical quidance at the in-service training centre.

(b) Primary and post-primary teacher-training courses which

are offered at the teacher-training colleges and at the
university of Zululand must include guidance. Prospective
teachers must have proper training in guidance work to en-

able them to serve as teacher-counsellors in their schools.

School counsellors, who are specialists in gquidance, with a back-

ground of psychology, must do an intensive course at B. Ed.

level.

{c) There must also be introduced cultural qguidance whereby
civic responsibility and cultural assertiveness will be
purposefully and conscicusly fostered smong the pupils in
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accordance with the aims and ideals of the Cultural Move-

ment (Tnkatha). Such quidanée is imperative in view of
(1) the present day conflicting ideologies and the ero-

sion of norms and values and (2) the fact that indivi-

duals are taken on their way to adulthood in many (if not

most) cases out of one civilization (traditional) into a

Western way of life where individuality and personal in-

volvement are emphasized in contrast to the traditional

collective responsibility. Therefore, provision must be

made in the curriculum of the proposed comprehensive school

for a "yvouth preparedness programme" or "cultural studies".

7.9. Teachers

7.9.1., Their training

The study has revealed that the teaching force in KwaZulu
is highly inadequate both in quantity and guality. In recent
years KwaZulu has been producing teachers at a deficit of 300
to 400 a year (Buthelezi, 1975). CObviously with compulsory
education in force that deficit would be doubled. At present
(1975) teacher training facilities are as follows:

(a) Primary teachers (with the Junior Certificate qualification)
take the two-year Primary Teachers' Course (P.T.C.) offered

at five training colleges.

(b) Junior secondary teachers (with Senior Certificate or Matric
qualification) take the Junior Secondary Teachers' Course

(3.5.7.C.) offered at two training colleges.

{c) Junior and senior secondary teachers (with Matric qualifi-
cation) take respectively the Secondary Teachers' Diploma
(S.T.D.) and the University Education Diploma (U.E.D.)
offered at the University of Zululand. The output from this
source is very inadequate; it is a mere drop in the ocean.
The S.T.D. is being phased cut gradually and will be replaced
by the recently instituted four-year teaching degree course
called the Baccalaureus Paedanamiae (B.Paed.) which has three
study directions, viz. (i) the Arts Bias, {(ii) the
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Science Bias, and_(iii) the Commercial Bias. The third
year of this degree course is devoted entirely to pro-
fessional work, and students who decide to leave at the
third year level will be granted the Senior Secondary
Teachers' Diploma (S.S.T.D.). |

In order to improve this position, it is recommended that:

(1) The building of new teacher training colleges should be

" speeded up in order to wipe cut the current teacher deficit

and the undesirable system of unsubsidized teachers and

double sessions _at the lower primary school level and also

reduce the present teacher-pupil ratioc. Commerce and indus-

try and other interested parties could be asked to assist

in this regard.

(2) The serving uncertificated teachers should be granted a

dispensation whereby after three years' service they could

be given study leave to attend a training college for one

yvear in order to acquire a teaching qualification.

{3) The J.S.T.C. should be extended by one vear for prospective

senior secondary teachers. The present practice whereby

S.7.D. and J.5.T7.C. teachers teach Matric classes 1s unde-

sirable as it is conducive to the lowering of standards.

(4) A variety of incentives should be used to motivate prospective

teachers to take up the teaching career. Such incentives

could include outright bursarjes, attractive and realistic

salary scales, a concerted publicity campaign through the
radio and the press and through Inkatha, etc.

(5) A programme of teacher exchange should be instituted whereby

KwaZulu teachers could "swop" positions for varving periods
with teachers in, say, Zambia, Ghana, etc., in order to en-

rich themselves experientially for the benefit of their

pupils and the community.

7.9.2. A suggested code of ethics

Once the current phenomenon of the teacher supply falling
.far short of demand has been rectified, attempts should be made
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to clean the profession and rid it of dead wood and “"passengers"
whose unprofessional actions and conduct detract from the good
name of the noble profession and create an unpleasant image to
the public and prospective teachers.

Regarding the perscnal growth of the teacher and the develop-
ment of altruistic attitudes, it is imperative that the teacher
should participate in research and in curricular activities as
well as in social and public life. 1In this way he will live
the philosophy of his society and thus apprehend the unity of
education objectives and national needs. The crucial element in
the future development and emergence of a KwaZulu education
system will be the calibre of the professionals who will man the

educational institutions.

In the light of the foregoing reflection on the teachers® -
personal growth and society's expectations of him, a code of
ethics to which KwaZulu teachers should adhere is suggested
beiow. Teachers must always aim at attaining the same status as,
say, members of the Medical ard Dental Council, the Nursing
Council, and the Law Society, Such a status must be earned on
merit, and if such merit is lacking, vociferocus clamours at
teachers' conferences for the granting of a statutory status to
the teaching profession is so much hot air and idle talk which
will impress nobody, let alone government authorities. Thembela
(1975: 3) hits the nail on the head when he declares that “"pro-
fessional pride demands that the teachers render service of the
highest order and that they adhere to a teachers’ code of ethics."

As a first step towards improving their image and earning
a higher status for themselves, it is recommended that the teachers

must adopt a code of ethics along the following gquidelines:

A EKwaZulu teacher will:

(1) accept as his primary professional responsibility the gui-
dance of the pupils in his care in the pursuit of kﬁcwledge
and skiils arnd in the develépment of their full potential
so that they become socially responsible and self-supporting

'A‘éitizens in a democratic states
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(2) Dbe loyal to his employers, public and private, by serving
them to the best of his abilities, obeying all their
lawful instructions and regulations, and by conducting pro-
fessional business through the proper dhannelé:

(3) do his best to maintain friendly co-operation with parents
of the pupils in his area, do everything possible to up-
hold the pupil's confidence in his own home, and keep the
parents adequately informed about the progress of their
children while they are pupils in his care:

(4) accept his duties and responsibilities as a member of a
profession that should give a lead to the community in re-
spect of attitudes to study and the advancement of educa-
tion, and also in respect of the acceptance of personal in-
volvement in communal and civic.affairs:

(5) strive at all times to foster tolerance and mutual appre-
ciation between all groups of human beings irrespective of
social status, profession, language, religion, race or na-
tionality:

(6) contribute his due share to the dignity and public image
of the teaching profession both by his personal conduct and
by fair dealings with all other members of the profession}

{(7) continue to increase his knowledge and skill by further
studies and research, wide reading, discussion and atten-
ding conferences and by being a member of a professional
organization (cf. Bengu, 1972; Thembela, 1975).

Needless to say, adoption of a document per se signifies
nothing in this regard unless the group concerned applies the
principles and ideals contained in it in their day to day acti-
vities until these have became part and parcel of their fabric
of life.

Finally, it is gratifying to note that the KwaZulu Govern-
ment is fully conscious of the sericus shortcomings in the teach-
ing sector and -that attempts are being made to remedy the situa-
tion (Buthelezi, 1975). For this reason they deserve the support

and advice of teachers, educationists and educatiocnal researchers.
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8. SUMMARY OF RECOMMENDATIONS

By way of summation the foregoing recommendations are pre-
sented below in a synoptic form.

8.1. Educational philosophy and ob-iectives

KwaZulu education must have a sound philosophical basis,
clearly articulated objectives and the right climate to intro-
duce "a properly organized differentiated education" as advo-
cated by the Education Manifesto of KwaZulu.

8.2. Educational planning

{a) There must be a radical change in educational planning
whereby the programmes of education are pedagogically
related to national problems.

(b) The three sections of planning, viz. academic projects,
physical amenities and psychological services, must be de-
veloped, co-ordinated and directed by a chief education
planner and a team of experts with a view to meeting the
needs and demands of a differentiated system of education.

8.3. A commission of inquiry

A commission of inquiry must be appointed to investigate
the whole structure of education in KwaZulu and then report upon
what should be authentically called KwaZulu education for which
the community will be proud and regard as their own.

%

8.4. Selection for secondary education

(a) EKwaZulu children must commence their schooling at the age
of 6 as there is no pedagogical justification for a later
start.

(b) Besides examination performance other criteria like results
of psychological tests and teachers' opinions must also be
taken into consideration, and provision must be made to
accommodate the less gifted pupils in the secondary schools.
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8.5. Transitional period

During the junior secondary school period pupiis must have
a generél curriculum, and use must be made of psychological
tests, traditional examinations and teachers® observations for
.purposes of educational guidance and the compiling of an
ability-aptitude-interest profile for each pupil.

8.6. Differentiation

{a) The planning section of the KwaZulu Department of Education
must conduct a well organized talent survey to ascertain
the present status of pupil talent in KwaZulu.

(b) Provision must be made for the different ability levels
among pupils in the teaching~learning situation.

8.7. Size and organization of secondarvy schools

Existing schools must be re-organized along comprehensive
lines and new ones must be built with this view in mind.

8.8. School guidance

(a) Serving and prospective teachers must receive proper training

in guidance.

(b) cultural guidance in the form of a youth preparedness pro-
. ¢ gramme or cultural studies must be introduced into the

schools with a view to fostering civic responsibility and
cultural assertiveness in accordance with the principles
and ideals of Inkatha.

8.9. Teachers

{({a) Teacher training facilities must be expanded and incentives
provided in order to attract prospective teachers and to '
retain the services of practising teachers.

(b) The teachers must adopt and adhere to a code of ethics in
' order to improve their public image and enhance their
status.
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9. THE NEED FOR MORE. RESEARCH

The present study has its limitations. The chief short-
coming is that it seeks to grapple with a gigantic problem by
adopting a global approach to it instead of a piecemeal one.
Such an approach is bound to be géneral and peripheral. Per-
haps merit in this particular investigation lies in the fact
that the global peripheral survey has. while scratching the
surface of the iceberg, unravelled a number of problem areas
which need immediate attention. . In the ensuing paragraphs some
of these problem areas are isolated or pinpointed and possible
lines of research suggested.

9.1. Aim of education

In view of the fact that a child's life is naturally an
unrelenting progress towards adulthood the aim of education
with reference to an individual is the particular image of
adulthood towards which his educational experiences are taking
him, the specific ideal personality at which his life and edu-
cation are directed. This image of adulthood as the desired
end for a child (pupil) is defined in terms of his society’'s
culture and the philosophy of life that underlies the educational

thought. N
Research Proposal 1l: Research in depth into the aim of education

, for the KwaZulu community should be undertaken as soon as possible.

9.2. Guidance

In a properly organized system of differentiated education
guidance plays a crucial role. It should be an integrated service
in the teaching-learning situation and should function at all
schools at primary as well as secondary level. It is a service
which is rendered by specialized persons whose activities should
be directed towards informing all young persons on their person-
structures as well as on educational and vocational opportunities.
The training of such specialists in KwaZulu is imperative.
Research Proposal 2: A thorough survey of educational and vo-

' cational needs and opportunities for school leavers and matri-

culants should be made with a view to drawing up a programme of
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counsellor training to meet individuai, social and national goals.

9.3. Educational planning

The purpose of educational planning in the context of a
differentjated system of education is to help every individual
pupil to develop each of his abilities to the optimum as far
as possible. This implies the need to offer curricular activi-
ties which are likely to reveal -and enhance those abilities.
Research Proposal 3: An extensive research should be undertaken

into psychic needs of the Black adolescent with a view to de-
termining whether the present curricular offerings are in accor-
dance with those needs and to suggest adaptations in this re- |
- gard where desirable.

9.4. Textbooks

Textbocks play an important role in the teaching-learning
situation. Subject-mattef contained in the textboocks should be
presented in such a way that all ability levels are catered for.
Pupils should be liberated from the unhealthy situation whereby
they are dependent on the teacher's word and notes far their
learning. ILearning is effective to the extent that the learner
is enabled to proceed with his studies independently of the in-
structor. The overwhelming majority of the principals contacted
"in the present investigation revealed in their responses that
the prescribed textbocks were not graded according to ability
levels. This problem is compounded by the fact that all text-
books, except those relating to Zulu as a subject, are written
by non-Blacks who obviocusly lack the inimitable African expe-
rience derived from his existential situatedness.
Research_Propgsal 4:.An intensive research should be conducted
into the requirements of the various secondary school syllabuses
with a view to compiling graded textbooks which will take into
consideration the pupils' abilities and be relevant to their
situatedness. |

10. EPILOGUE: THE WAY AHEAD

The core or central idea in this chapter, in fact, in the
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whole thesis, is the notion of bringing out an individual's

best potentials. The emphasis is on potentialities as a direc-

tive for school education. The goal to be reached by means of
the development of a person's optimum potentials is the indivi-

dual's self-realization and experience of fulfilment of life.

The educator's endeavour should relate the educational goals to
the pupil’s own strivings. That is, teaching and curricular .
offerings must be geared towards enabling the pupil to actua-
lize his potentialities. Differentiated education seems to be

the answer to this desideratum. Innovation in education at this
peint in time in the context of KwaZulu is necessary for the

good of both pupils and society.

Consideration of self-realization and individuality does
not, in fact, should not imply neglect of sociality. Educational
endeavour has two roots, namely, the individual and the social

(national), and both roots must be equally nourished, otherwise
a stunted and truncated personality will be the end product of
the endeavour. Manhood and manpower are two sides of the same
- coin. Through education man is enabled to take his rightful
place in society. This implies playing his expected vocational
role in it. In this way the individual attains fulfilment in
life. In the final analysis, all educational aims are governed
by norms derived from values inherent in the life of people or-

ganized in culture.

Almost everything that is and everything that should be
has been mentioned in this work. It now remains the task of
every member of the community, ©ld and young, schooled and un-
schooled, authorities and subordinates, professionals and non-

professionals, individually and collectively., to help towards the
achievement of everything recommended above. An educational re-
searcher’s effort is successful: to the extent that it is able to
"switch on" a significant section of the community into some po-
sitive action. Conventional bhattles are lost and won in terms of
the performance of those fighting in the front line. 1In the educa-
tional battle for innovation and nation-building, especially in a de-
veloping "nation” like KwaZulu, inevitably the teachers occupy the
front line, so that, in the words of Fischer (1962): 210), "more thar
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any other Qrcup, the professional educators are in a position
to hasten both the approach to excellence in education itself
and the better use of education to reach all cur other major

goals".
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APPENDIX A

QUESTIONNAIRE FOR PRINCIPALS

Please note that:

1. The information supplied will be kept strictly confidential.

2. You are not required to write your name anywhere on this

questionnaire. The identity of schools is irrelevant.

‘3. This 1s a fact-finding investigation designed to assess

present conditions in our secondary/high schools with a

- view to making suggestions for their improvement, where

necessary, in the interest of effective educational diffe-

rentiation. Knowing our strengths and weaknesses is a

.prerequisite for any contemplated reform or innovation.

DIRECTIONS FCR ANSWERING

1. In most cases, for each question possible answers are
supplied, and you are only required to select one which
is most appropriate, and make a cross in the small square
like this [:]-

2. If you don't find an appropriate answer, write down your

answer in the blank space between that question and the
next one.

3. Statistical information should be filled in as required.

The completed questionnaire should be returned
as soon as possible, but not later than
10th April, 1975, to:
' Educational Researcher,
P.QO. Box 50,
- ' ' KWA-DLANGEZWA.
" ' 3886 ‘
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A. GENERAL INFORMATION
1. What type of school is yours? _
~a. [} Junior Secondary [_]| Senior Secondary since the year...
b. [ ] Boarding School [ ] pay - [[] Predominantly either
c. [] Boys' school [] Girls' school [] Mixed School
d. [} Rural School [[] Urban School
e. ,[[] Territorial School[ ] Community School
2. How cld is your school?
It 18 vevecncas ..years old.
3. What is the pupil enrolment?
Day SChOlarsS: eeeeeveseece.../BOarders:...... caeae
BOYS:.-o.--c-.o-o----oo-...-/G’irlS: -.....Q;.....
Total enrolment:i.iceeeecavecns
4. What other paid senior positions are available in your school?
B Deputy Principal D Vice-Principal D Senior Assistance:
nuUber.ceeenvennas
5. What is the strength of your clerical staff?
Mention number: ..ee.eeceecceas
6. What is the position regarding maintenance staff (i.e.
labourers), excluding kitchen staff in the case of boarding
schools?
Mention NUMbEriceeececessscses
7.

The Principal: which one typically describes your position
in the school? '

[C] Runs the school, has only administrative work to do.
D Apart from supervisory and administrative duties,

teaches «.c.e... periods per week.



8.

S.

l1o.

- 314 -~

What is the teaching staff position like?

a. Sex: Men: ..ccececes-. /Women: ....... Total: .eee-...
b. Qualifications: Graduates: ........ Non-graduates: ....
¢. Subject offerings and specialization:

Subiects ' ' Specialists

Domestic Science : ves/no:..... yes/no:.....
English cemvn  eeses
Afrikéans - vaees  eemaes
Geography T eeaes ' ce e
History sesne  eeewn
Agriculture = Lieee ceeen
Commercial Subjects  ..... _ e
Mathematics = Leeee eeaaes
Science Subjects ceeen ceenn

Arithmetic ceeer  eseas

What are the classroom facilities like?
a. Classroom accommodation:[ | satisfactory D inadequate

| D seriocus
b. Laboratories: [ ] one [ Jtwo [_] three D none

' D not applicable ,
c. Lab. facilities: D good D inadequate [ | poor [ ] ncne

[] not applicable
d. Domestic science facilities: [_] good [ linadeq. [_] poor
[CJ none [] not applicable
e. Woodwork facilities: 'f_'] good [ inadequate [_] poor
: [] none [ ] not applicable

f. Library facilities: [_] good [_] inadeguate [_] poor

] none.

What sporting activities are available in your schoaol?
[[1 at least one activity for boys and one for girls.
[] activities for boys only.

[ more than one activity for both boys and girls.

THE TEACHING-LEARNING SITUATION

Educational differentiation is designed to meet individual

differences-in ahility, aptitudes and interest among pupils.
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There are two main methods employed to meet these differen-
ces, namely, external and internal differentiation. The
former signifies the type of school used in this connec-

tion and the latter involves the internal organisation em-—

ployed to achieve effective differentiation. Thus we may
have one school designed to offer a variety ©f courses
{academic, commercial, agricultural, domestic science, tech-
nical, etc.) for all pupils in a given area, and this type
of school is called the comprehensive school. ©n the other

hand, a school may offer two "streams" under cne roof (e.g.
academic and commercial, academic and domestic science, etc.)

and such a school is referred to as a bilateral school, or

it may offer three or more streams and be referred to as a’

multilateral school. Furthermore, a school may offer only

one stream e.g. vocational, agricultural, technical, domes-

" tic science, or “ordinary" school (which offers the usual

academic curriculum - science, mathematics/arithmetic,

languages, content subijects).

In the light of the above explanation, how would you de-~
scribe your school?

a. - Ordinary school.
b. Bilateral school

Multilateral school

Comprehensive school

Agricultural [_] Domestic science [ ] Commercial

Technical [ ] Vocatiocnal

Oooaon

Principals are usually faced with big numbers of applicants
who require admission to Form I or Form IV classes.
‘a. How do you select pupils for the Form I group?

s Selection is based on [] (i) * standard VI results
(ii) primary school reports

(iii) psychological tests (std. VI)
(iv) combination of (i) and (ii)
(v) Combination-of (i), (ii)

and (iii)

aonn
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b. How do you select pupils for the Form IV group?
Selection is based on C:] (i)} Junior Certificate

results |

E:] (11) Jjunior secondary
school reports

(1 (iii) psychological tests
(Form III)

[ (iv) combination of (i)
and (ii)

1 (v) combination of (i),

(ii) and (iii)

Having been selected, pupils are then grouped into parallel

classes, especially in the case of big enrolments, namely,

Form la, Ib, Ic, etc.; Form IVa, IVb, Ivc, etc. Such grouping

or classificaticn is based on certain criteria. How is this

done in your, school? ’ |
It is done according to [_] alphabetical order of names |
sex of pupils

ability and attainment (i.e.

bright, average and weak)}

arbitrary {(i.e. grouping is not

based on any criterion)

O O 00

No grouping is done (i.e. no
parallel classes)

In the higher primary schools there used to be a system of
cumulative record cards which followed the pupils to the
post-primary schools. Which statement below typically
describes the use that was made of these cards in your school?

[:] The cards were not forwarded to my school.
{1 They were verv rarely consulted - had a limited wvalue

and use in our school.
They were only occasionally consulted ~ e.g. in problem

cases.
They were most valuable throughout the year - we made

use of them for various purposes.
We would use them more regularly if.....cceeeveveneennn

0 o 0

(complete).
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5. At secondary school level subject specialization plays a
vital role. People who hawve keen trained in certain fields
specialize in those fields without being burdened with
other subjects. What is the position in your school?
Specialization is [ ] fully fledged

- O 1imited
D not possible

6. The textbook is the student's best friend.

Are the contents (subject-matter) of the prescribed text-
books graded in such a way that the bright, the average and
the weak pupils can benefit from them?

[C1 all books [] quite a number of bocks [_] very few books

[(] nomne

7. In a mixed-ability class, and even in the so-called homo-

| geneous (same-ability) class, there are usually weak pupils
in certain subjects. Is there provision made to deal with
such cases?

[0 Beavy teaching loads make this impossible.

[:] Yes, there is ample provision.

E] Only occasicnally able to make provision.

[Cl 1t is left entirely to the teacher's conscience.

8. Mention of teaching methods should also be made in this connec-
tion. Which method or methods from the following would you
say is (are) the most predominant in your school?

a. [[] Ilecture method -~ teacher just explains, gives home-
work, and pupils have to accept the
truth of everything: big classes do
not allow use of other methods.

b. [] Discussion method ~ pupils take part in the progress

' ' of the lesson, teacher explains, pu-
pils ask questions: teacher tries to
draw information from them.

c. [[] Textbook method - teacher e:éplains work from textbook,
refers pupils back to textbook for

* ' further examples and applications.
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d. [[] Inductive and deductive method - in which teacher
tries to lead pupils gradually to make their own
conclusion by either method.

e. D None of the above: Our method isS..icecniceveceaenen,

{complete}

9. Guidance (i.e. educational, vocational and personal counsel-
ling) plays a crucial role in a properly organised system of
differentiated education.

a. What is the functioh of the Departmental School Counsellor
in your school?
D He only gives psychological tests to scme classes.
[[J apart from these tests, he frequently visits the
school to give guidance to pupils. _
[] 1t is not quite clear to us what he is exactly
doing in the school.

b. 1Is there a teacher-counsellor on your staff?
1 ves - [ wo

c. Are the results of the psychological tests of any bene-
fit to your pupils?
[l pefinitely
[:] To some extent
D Not at all

d. Do you feel thatthere is a need for guidance services in
your school?
D A very urgent need
[3 Yes, from time to time

[:] Very rarely
[:] No need at all

e. In what fields do you think pupils need most guidance?
[ E&ucational field - e.g. choice of subjects, school

prablems, social relationships, etc.
D Vocational field - choice of future careers, in-
formation about different careers,

etc.
[ A combination of these two fields.
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D There is no particaular field

- Y A W e e e dae M mE e em e ewe e o e e mm mm mm W mm mm R AR om R e e am

THANK YOU VERY MUCH FOR YOUR CO~OPERATION AND PATIENCE.
PILEASE RE-CHECK YOUR ANSWERS.
THEN POST QUESTIONNAIRE.
LEST YQU FORGET:
SIYA BONGA.
DANKIE.
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APPENDIX B

QUESTIONNAIRE FOR TEE CHIEF EDUCATICN PLANNER

Please note: The information supplied will be kept strictly

confidential. It is required for academic pur-
poses only and for the benefit of cur education.
Only statistical information for 1974 in respect
of secondary/high schools is requested. When
completed, the questionnaire should be returned
as soon as possible, but not later than

31st March, 1975, to:

Educational Researcher, P.0. Bax 50,
KWA-DILANGEZWA 3886

Your co-cperation in this extremely important
matter will be highly appreciated.

l. Types of Schools

Table 1: Types of schools

. I _
School State Community Boarding | Day Boys' Schs
Number
{School Girls' Schs | Rural ; Urban f Private j
i : ;
Number ’ i i
Table 2: Phases of schooling
7 d
Junioxr Secondary | Senior Secondary Total |

. Jnase

Number

DN SN
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2. Pupils and Teachers

Table 3: Total number of pupils

Pupils | Boys | Girls | Total
Number
Table 4: Breakdown of pupil enrolment
Forms Boys Girls Total
I
I1
ITI
Iv
v
Total:
Table 5: Male and female teachers
Teachers Male Female Total
Number
Std 10+ Degree
J3TC Courses +
Qualif. PTC, etc. STD, etc. B.A. B.Sc. B.Con. Hons.
Principals
Qualif. B.Ed. | M.A. | M.BEd. | M.sc. ! Doc.
Principals

3. Unsubsidised Posts

In 1974 there were .......... privately paid teachers.

=
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4. In 1974 there were ....i..... Departmental School Counsellors
in RwaZulu. '

KEY: JSTC = Junior Secondary Teachers' Certificate
PTC = Primary Teachers' Certificate
STD = Secondary Teachers' Diploma
Doc. = Doctorate

Ts = Teachers
Prof. = Professional

— e E— . . —— e —— —— — — Ve — — — o — — v— — — — o — — e m— — — —
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APPENDIX C

QUESTIONNAIRE FCR CHIEF INSPECTORS

Please note that:

1.

The information supplied is confidential and will be treated
as such throughout. It is required for academic purposes
only and will be used in the interest of educational reform
in KwaZulu. '

Information is required in respect of secondary/high schools
6nly.

In most cases, for each question possible answers are supplied,
and you are required to select one which is most appropriate
and make a cross in the small square like this .

If you don't find an appropriate answer, write down your
answer in the blank space between that question and the next

one.

When completed, the questionnaire should be returned as soon

-as possible, but not later than 30th AprilL_1975.to:

Educational Researcher,
P.0O. Box 50,
KWA-DIANGEZWA.

3886

“Your co—operation in this extremely important matter will be

“highly appreciated.
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GENERAL INFORMATION

Yours is a new senior post in the KwaZulu educational set
up created at the beginning of this year, for which we
congratulate you. Could you explain briefly what your
portfolio entails in respect of function and area of opera-

tion as indicated below?

1010 Function: S RS Bk e d SIS EES S ES LS T AS S SRS AL S SO S AEa e

e 5 80 68 SAe bt BF e BB A8 B A S S8 B A8 B EE S R PSS S se e 2N s ee e
A8 PE DS Sd FEP PTS SSS B RE S S A FE e es PR AE S S S es PEE T A A B
T A EE S BE S LR P L S ST TP LT BN ST A AT U GG ES AP S e sk B e ww Ew b

S ok o S FES 2SS0 TS S8 SES S &S ES S Be B ee PAE P a S s re W e Pr o =

1.2. Area of operationi: ctete ttr ses ottt e searrias seanrane vo e

® A PP S8S 5 EF B BP S e HPS E S S GBS B LS ST B e BES S EE S B PR A EE e

LA N N N A A B I B R N IR N A B S B T R R SR N S N Y

1.2.1. Number of old post-primary schools in exis-
tence since or before 19572:

Secondary & high sSchools @ ...eee e vecneccn s

How would you describe the following factors in your area
on the average?
(a) Classroom facilities (accommodation, laboratories,
libraries, technological aids, etc.). '
D good [ ] satisfactory [ ] inadequéte ] boor
(b) Availability of graduate teachers:
[[] adequate [[] inadequate [ | serious [_] critical
{c) Availability of science graduates:
[[] adequate [ ] inadequate [ ] serious [] ecritical
(d) Availability of specialist teachers in various subjects:
[l adequate [] inadequate [] serious [] critical

- THE PEDAGOGICAL SITUATION

. Differentiated education is designed to meet individual diffe-

rences in ability, aptitude and interest among pupils. Any
given school population will have bright, average and dull
pupils apart from the mentally retarded group which needs

£
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special education. Important methods designed to achieve

effective differentiation include the following:

(a) Identification and placement based on psychological
tests or "exploratory media":

(b) Offering a multiple choice.of subjects:

{c) Setting (i.e. grading subject content according to
pupil ability):

{d) Guidance (i.e. personal, educational and vocational

counselling).

‘In the light of the above explanation, could you comment on
the methods (a) to (d) as indicated below as far as your area

is concerned?

(a) [] applicable (C] not applicable
(b) E:] applicable [] limited choice of subjects
{c) D applicable D not applicable
(@) [[] applicable [[] not applicable

2. In a sound system of differentiated education_educational

planning plays an important role. Would you say that this
is true of RKwaZulu education at this stage?
[ true [] not true

3. There is a widespread feeling among scome intellectuals that
there is a burning need for a sound philosophical basis of

education in KwaZulu. Do you agree?

[(] ves [] no

— S EES RS Shay  sams PR e EEmh S e e
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SUMMARY

1. INTRODUCTION

Preparing the young adolescent to take his rightful place as
a useful and contented member of adult society is the paramount
task of school education. Continual research has to be under-
taken in both developed and developing nations in order to keep
pace with the changing demands made on education in this scienti-

Afic-technological age.

Today in all parts of Africa education plays a crucial role
in national planning and development. The present study was a

humble effort at providing scientific data for contemplated
changes in the direction of differentiated education in KwaZulu.

2. STATEMENT OF THE PROBLEM

In recent times the burning problem has been that of providing
differentiated courses of study to cater for the great diversity '

among the secondary school population in contrast to the tradi-
tional academically oriented courses designed to lead to scholarly
pursuits. In South Africa various commissions were appointed in
the last 30 years to study differentiated education abroad and
make recommendations for its implementation here. These provin-
cial endeavours culminated in the introduction of a national
system of differentiated education for Whites in 1972. 1In the

circumstances, the present writer felt that RKwaZulu should not
be left behind in this regard.

3. . METHODS AND PROCEDURE OF RESEARCH

Methods employed in the investigation are the interview and
the questionnaire. Questionnaires were mailed to the principals
of secondary schools, the chief education planner, and the chief
inspectors in order to get first hand information about the present

educational situation in KwaZulu.
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4. CONCLUSIONS

The follbwing are the most important conclusions flowing
from this study:

4.1. The articulation of the dormant philosophy of life of
the KwaZulu community as a basis of education is a burning

necessity.

4.2. Differentiated education does not only imply the
conveying of knowledge and facts to the young but also the in-
culcation of acceptable attitudes,ideals, values, etc., placing

a great responsibility on teachers (and parents) in KwaZulu.

4.3. In a fully fledged differentiated system educational
planning plays a crucial role.

4.4. Guidance services are absolutely essential for the
proper implementation of differentiated education.

4.5. KwaZulu can take what is appropriate from trends and
developments elsewhere and adapt them to suit her needs and

circumstances.

4.6. KwaZulu experiences an acute shortage of properly
qualified teachers, classroom accommodation, as well as labora-

tory and library facilities.

‘5. RECOMMENDATICNS

The following recommendations are suggested:

5.1. There must be a radical change in educational planning
whereby the programmes of education are pedagogically related

é to national problems.

5.2. A commission of inquiry must be appointed to investigate
the whole structure of education in KwaZulu and then report on
what should authentically be called KwaZulu education.
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5.3. XwaZulu pupils must commence their schooling at the age
of 6 years as there is no pedagogical justification for a later
start.

5.4. A well organized talent survey must be conducted to
ascertain the present status of pupil talent in KwaZulu with a

view to making provision for the various categories of pupils.

5.5. Existing schools must be reorganized along comprehen-

sive lines and new ones must be built with this view in mind.
5.6. Serving and prospective teachers must receive proper
training in guidance and school counsellors must do an intensive

specialist course at B.Ed. level.

5.7. Teacher training facilities must be expanded substan-
tially.

5.8. The teachers must adopt and adhere to a code of ethics
in order to improve their public image and enhance their status.

% Je e dr e g Jede kAo de dede dedrhede ok
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OPSOMMING

1. INLEIDING

Die voorbereiding van die jong adolessent om sy regmatige
plek as bruikbare en gelukkige 1lid van die volwasse samelewing
in te neem, bly die skool se hooftaak. Voortdurende navorsing
moet in sowel ontwikkelde as ontwikkelende gemeenskappe onder-
neem word om tred te hou met die veranderende onderwysbehoeftes
in hierdie wetenskaplik-tegnologiese eeu.

' In alle dele van Afrika speel onderwys vandag n beslissende
rol in nasionale beplanning en -ontwikkeling. Hierdie studie is
n beskeie poging om wetenskaplike gegewens daar te stel ter oor-

weging van veranderinge ten opsigte van gedifferensieerde onderwys

in KwaZulu.

2. FPROBILEEMSTELLING

'n Didaktiese kernprobleem van die huidige tydsgewrig is die
voorsiening van gedifferensieerde studiekursusse in ooreenstemming
met die groot verskeidenheid in die sekondére skoolpopulasie, in

teenstelling met die tradisionele akademies-georiénteerde kursusse

wat bloot terwille van "geleerdheid" ontwerp was. In die afgelope
dertig jaar is wverskeie kommissies in Suid-Afrika aangewys om
gedifferensieerde onderwys oorsee te bestudeer en om aanbevelings
te maak vir die plaaslike implementering daarvan. Die verskil-
lende provinsiale pogings het in 1972 gekulmineer in die invoering
van n nasionale stelsel van gedifferensieerde onderwys vir Blankes.
Van die bevindinge van hierdie kommissies en die ervaring van
provinsiale onderwysdepartemente in hierdie verband kan met vrug
gebruik gemaak word by die impiémEntering van ' behoorlik gedif-
ferensieerde onderwysstelsel vir KwaZulu.

3. NAVORSINGSMETODES EN —~PROSEDURES

_ Die metodes waarvan in hierdie ondersoek gebruik gemaak is,
sluit onder andere die onderhoudtegniek en die questionnaire
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(vraelys) in. Vraelyste is aan hoofde van sekondére skole, die
hoofonderwysbeplanner en hoofinspekteurs van skole gestuur om
sodoende eerstehandse kennis van die huidige onderwyssituasie
in KwaZulu te verkry.

4. GEVOLGTREKKINGS

Die belangrikste gevolgtrekkings wat uit hierdie studie
voortspruit is: : '

4.1. Die artikulasie van die kollektiewe lewensbeskouing
van die Zulugemeenskap as filosofiese basis vir die onderwys
blyk 'm dringende noodsaaklikheid te. wees.

4.2. Gedifferensiecerde onderwys impliseer nie alleen die meer

effektiewe ocordra van feitekennis en vaardighede aan die jeug nie,

maar ook die inskerping van aanvaarbare gedragspatrone, ' waardige

lewenshouding, mooi ideale, intrinsieke waardes, morele standaarde
- met ander woorde gedifferensieerde onderwys veronderstel be-
hoorlike opvoeding. Dit plaas 'n groot verantwoordelikheid op

die onderwysbeplanners en opvoeders van KwaZulu.

4.3. 1In M volwaardige gedifferensieerde onderwysstelsel
speel onderwysbeplanning n beslissende rol.

4.4. Voorligtingsdienste is uiters essensieel vir die be-.

hoorlike implimentering van gedifferensieerde onderwys.

4.5. RwaZulu kan uit tendense en ontwikkelings elders, dit
neem wat toepaslik is en aanpas by sy plaaslike behoeftes en
omstandighede.

~ 4.6. KwaZulu ervaar tans m akute tekort aan behoorlik
gekwalifiseerde onderwysers, aan klaskamerakkommodasie, sowel as
aan laboratorium— en biblioteekfasiliteite — almal essensi&le

kamponente van n effektiewe onderwysstelsel.

11
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5. AANBEVELINGS

Die volgende aanbevelings word voorgestel:

5.1. Daar moet radikale veranderinge in die onderwysbeplanning
teweeggebring word . sodat onderwysprogramme sowel in die lig van
die nasionale probleme as in ooreenstemming met pedagogiese be-

ginsels ontwerp kan word.

5.2. ™m Kommissie van ondersoek moet aangewys word wat die
‘hele onderwysstruktuur in KwaZulu moet ondersoek en verslag
uitbring cor dit wat outentiek as KwaZulu-onderwys bestempel kan
word.

5.3. EKwaZulu-kinders moet hul skoolloopbaan op die ouderdom
van 6 jaar begin aangesien daar geen pedagogiese regverdiging
vir 'n later begin bestaan nie.

5.4. 'm Goedgeorganiseerde talentopname moet van stapel ge-
-stuur word om die huidige status van leerling-talent in KwaZulu
vas te stel, met die oog daarop om voorsiening te maak vir die

verskeidenheid van leerling~potensiaal.

5.5. Bestaande skole moet gereorganiseer word volgens die

komprehensiewe gedagte, en nuwe skole moet gebou word om in

hierdie skema te pas.

5.6. Diensdoende en voornemende onderwysers moet behoorlike
opleiding in voorligting ontvang en skoolvoorligters moet 'n in-

tensiewe spesialisasiekursus op B.Ed.~vlak volg.

5.7. Onderwysersopleidingsfasiliteite moet aansienlik uit-
gebrei en kursusse in die lig van bostaande bevindinge georgani-

seer word.

5.8. Onderwysers moet ' etiese kode opstel en dit handhaat,
sodat die beeld van die professie daardeur verbeter en die status
van die onderwyser sodoende verhoog kan word.

* e e e e e & e Jo e de e T e de e
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