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A hout the series
{ Widening circles
Case studies in transformation

Saeries editor: Melissa Steyn

Within the context of a changlng South Africa, which itself is grappling with finding
its place in a global community, every organisation and Institution Is affected and
must address questions of tranaformation if they are to survive,

INCUBISA is publishing this series of case studies to contribute to a necessary
information bage for practical use by organisations committed to taking up this
challenge In constructive and effective ways, In this endesavour, we are ail sailing
new waters, and nead to share the charts as we go, Every time an organisation or
institution embarks on a process thelr experlence can provide meaningful guidelines
for others.

Each context has particular permutations and needs to be understood on Its own
terms. Case studles show exactly how the detalls in a specific context are addressed.
Where ane Is dealing with change management, thera is no single madel that can f
be applied across the board without careful contextualisation. In whatever way the
underlying generic lssues may be articulated in an organisation, interventions have
to be appropriate and carefully structured to meet the needs of that situation. Case
studies are usefut in showing this process of engagement with a particular context
at a particular time - the misunderstandings, successes, diversity lssues, canflicts,
breakthroughs — that form the dally flved experience of a changing environment,

This serles rests on the principle that the more carefully one understands the
it specific issues of a particular case and the degree of success it achieves, the mere
useful [t becomes to people facing similar issues in a different context. i

Melissa Steyn, Dlractor
(INCUDISA}

QOther titles In the series:
Case study 1: ismall, Salma (2002} Diversity Intervention for Health Educators.

't Case Study 2: Faull, Andrew (2006) Because the country says they have to
i change: A diversity intervention in a South African Police Service (SAPS) statlon,

Case Study 3: Van Zyl, Mikkl (2006) Networks of Accountability: HIV/AIDS actian
research in action on Western Cape farms.
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Executive Summary

Over the past few years the Facuity of Health Sclences at the Unlversity of Cape Town
embarked upon a serles of transformation processes. Despite these efforts, students
at Medical School continue to lodge complaints about racist practices on the part of
staff at the School and to claim such practices undarmina their learning and academle
performance. Following some camplaints lodged early In 2001, the Dean of the Faculty
corvaned a meeting where & study was commissioned to provide a sgan of [ssues o
infarm terms of reference for a panel to be tasked with an in-depth evaluation of processes
of transfarmation at Medical School. Thesae issues are specifically related to students’
expariences and perceptions of ‘race’ and racism. Dr Zirmityl Erasmus from the Department
of Sociology at the University of Cape Town, assisted by Dr Jacques de Wet of the same
department, conducted a quatltative study te address this issue. This summary provides
a general overview of the methads and the findings, with recommendations for further
action.

Chapter one outlines the concaptuat framework and methodological and analytical
procedures followed during the study. Chapter two provides an analysis of black students’
experiences and perceptions of ‘race’ and racism at Medlcal School. Chapter three provides
an analysis of white students' experiences and perceptions of ‘race’ and racisim at Medical
Schoal, Chapter four clases the study with a scan of the issues emearging from this research
and suggestions for further exploration,

1. Methods

A total of npineteen (19) white students and twenty-two (22) black students were
interviewed using an in-depth interview schedule. Students were drawn from 209, 4t and
6 years during 2001. All interviews were treated as confidential and participants’ data
remalned anonymous. Students were interviewed by a researcher of the same ‘race’ (white
/black) ta increase thelr ease with the interview situation and reduce reactivity.

1. For a more detalted aceaunt of meathodalngical and analytical procedures followed kindly
see De Wet, 1, & Erasmus, Z, ‘Towards Rigour In Qualitative Research’ in Qualitative
Raszearch Journal, 52 (2), 2005, In addition, see Erasmus, Z. ‘LivIng the future now:
‘Race’ and Challenges of Transfarmation In Higher Education’ in South African Journal
of Higher Education 20 (3), 2006 for an analysls of this data using the wark of Frantz
Fanon,

-
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Originally, the project intended to conduct Focus Group Interviews with students
stratified by year, ‘race’ and academic performance. However, the practical liritaticns
of finding students willing to participate In group discussions led the team to change itz
method to In-depth individual interviews with students who were willing to particlpate.
Data on academic performance could also not be linked to specific interviewees because of
commitments ta confidentiality,

Qualitative methads were chosen as appropriate for the study purposes of obtaining
in~depth information an sensitiva toples which are nat amenable to quantitative instruments,
Study findings fram gualitative methods are not intended to be representative but, rather,
to give textured understanding to the experiences particular to specific problems. As
such, it was the preferred methad to Investigate experiences and perceptions of students
regarding racism and to recamnmend terms of reference for further actlon.

Data analysis was conducted in a thrae-stage process, uging the approach of Miles
and Huberman {1994}, with strategies for ensuring analyticat rigour {Morse et al. 2002)
such as Investigator responsiveness, methodelagical coherence, thaoratical sampling and
sampling adequacy, an active analytic stance and saturation. Careful attention was paid
in the analysls to parsing out unspoift data, repeated readings of the text prior to coding
and sequential completion of first-level manual coding. Furthermore, electronic capture
of data sets for a second round of comparative first-level coding was done by the two
researchers to ensure inter-coder agreement for the purposes of Increasing rellabllity and
validity of the study. Researchers used interactive dialogue to check first-— and second-
level coding. Thereafter, standard amalytical procedures were usad to generate themes,
and crossecheck for discrepancies, before exploting relationships In the data. These are all

steps in qualitative methads directed at maximising the rigour and robustness of analytical
findings.

2. Findings

Although ali respondents were asked the same questions and probed equally well by
interviewers, black students provided much more data during Interviews than did white
students. More material on black students’ experiences was therefare available for analysis
in this report. The findings are presented for black students first, and then for white
students, before reflecting on the overall results,

. et il L
2. Dne of the students says cross-ractal Interaction doss happen; the other remaining
student says racism does not exist in the ¢lassroom and that there Is more prejudlce
with regard to religion.
3. For the purpases of this report ‘the classroom’ refers to all learning envirpnments that
involve studants in group work and/or in which students are placed In groups. It thus
includas lectures, tutarals, practicals, and group work in communitias and hospitals,

Ty L o A W T
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3. Black Students’ Experiences and
Perceptions of ‘Race’ and Racism

The majority of black students (20/22) repeatedly mention that thay and thelr classmates
(both black and white) “stick to racial groups” in the classreom.’ This is & significant
finding. Some students say this patiern persists beyond the classroom to include university
residences, student societies and other spaces of student life. Several say this pattern of
clustering around ‘race’ does not necessarily indicate antagonistlc relationships among
black and white students, Instead, about three quarters of those interviewed say black and
white students "waork well together”,

Furthermore, when asked diraectly, the majority of hlack students (19/22)* say that
they have not had any personal exparlences of raclsm at Medical School and that they have
not been personally hurt, compromised and/or misunderstood around ‘race’ (18/22})% In
the context of the data as a whole, this finding Is significant for various reasons.

First, it points to the complex ways in which these students work with ‘race’ in this
particular context. In this case, the reported absence of personal expeﬁem:es of explicit
racist acts does not mean students have not experienced marginalisation and powerlessness
with regard to ‘race’. Tnstead, a little over half of those who claim no personal experience of
‘race’ disgrimination and no parsonal hort with regard to ‘race’ say that interaction across
race’ is limited ard that such interaction, when it does occur, causes them discomfort
{11/19%. These students mention a range of factors that trigger such discomfort. These
include, in no order of importance,

« the abrupt shift for tham from segregated living and schooling to the raciaily
heterogeneous untversity anvironment;

s |anguage differences as a source of discomfort among themselves;

« their marginality and powerlessnass |n both learning and social contexts which they
perceive as dominated by white students and staff;

= that it i hard for anyone to name ‘race’ in this environment;

i T LT T T A e P M TN U o i ilarhe i 4 o ? I P

4. Here we account for what the remaining three raspondents say. With regard (o personal
experiences of racism, the first student says there are individuals who are raclst and
that raclzm at Medical School occurs in "small pockets” and cannot be generalised to
the school as a whale, The second says that nobody has been overtly racist towards her
but that “you are still a black, even !n class”. The third student spoke atout experiénces
of raclsm in another Facuity. For the purposes of this study we are concernad only
with experlences in the Meaith Sclences Faculty. Furthermore, we focus on the broader
patterns emerging from the study and have not regarded these singutar findings as
slgnificant.

5. Here we account far what the remaining feur respondents say, Two students say that
they have been hurt with regard ‘race’. One of these reports feeling hurt by a black
lecturer who he claims made a generat statement that most cases of rape are enacted by
black men. Another mentions feeling hurt by assumptions on the part of white staff that
black students lack confidance. OF the remaining two students one says he spmetimes
feals misunderstood with regard to religion and culture, not “race’, while the other
provides an unclear onswer to this guestion.

6, The rest of the respondents do not specifically mention ‘race” discamfort

i
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« white staff and students’ perceptions of them and insensitivity to difference in these
contexts and

* their perceptions of differences among themselves.

Second, this finding suggests that a liitle over half of the students who say they have no
personal experiences and/or hurts around ‘race” fing it difficult to name and/or talk about
‘race’fracism when asked directly. This suggestion Is confirmed by a more explicit pattern
emerging from the data, namely, that some students do have difficulty naming ‘race’ and
experiences related to ‘race’ and furthermaore, tend to downplay encounters with ‘race’ that
ara hurtful and/or reinforce racialised relations of power, This manifests when students do
not seerm Lo recognise experiences of racism as such; when they take responsibility to act
carefully around ‘race’ and not cause white people discomfort; when they explain away
the hurt they experience and power relations at play by reducing 'race’ Issues to perspnal
issues, and when they blama themselves entirely for outcomes that are maost likely related
to contaxts shaped by raclalised relations of power,

Rejated to the above pattern of downplaylng ‘race’ a further significant finding
is that in the context of the limited and uncomfartable Interactions across ‘race’, black
students do the 'race’ work, What does deing the “race’ work mean? First, the burden
of responsibility for enabling cross-racial interaction lies entirely with kiack students.
Second, in psychodynamic terms, black students carey the negative projections of failure
and incompetence at Medical Sehool, Third, these students hold the bulk of awareness of
these ‘race’ dynamics at the Schoal, Fourth, at the same time, white staff and students
consciously and/or unconsciously expect these students to disprove negative constructions
of blackness, Fifth, black students sometimes expect themselves to work against these
negative constructions. Sixth, the feelings related to this burden of ‘race’ (anxiety, anger,
irritation, powerlessness, invisibility, marginaiity, fatigue) are for the most part held by
these students, This dynamic leaves white students free of any responsibility for and
discomfort arising from such interactlon. Furthermore, the privileged position of white staff
and students leaves them free of the necd to be aware of their contributions to the ‘race’
dynarntics at Medical Schoaol.

Importantly, black students are not passive victims who have no contribution to
this dynamic and/or simply accept this role of doing the ‘race’ work, Instead, two factors
seemn to make a few students resist doing this ‘race’ work. First, the discomtort of such
interactions makes thern withdraw from contexts that require them to do the 'race’ work,
Secand, a few students say they are *tired” of doing the ‘race’ work when with their white
counterparts, There is some evidence to suggest that sarme black students find themselves
in a complex sityation. They might acknowledge the necessity for interactlon across
‘race’ for the purposes of transformatlon whie at the same time find it hard to Interact
partly because af the responsibility for making such Intaraction work lies with them.
Interestingly, the data suggests these students often do not choose to engage with thelr
white countarparts in ways that challenge the latter to take on some of this respensibility.
Instead, they withdraw fram such interaction into more comfortabla and safe spaces with
ather black studants. These are spaces that for the most part do not require race’ work
on their part. Although one could argue this withdrawal is understandable considering the

IRCEUDIS A Wldaenlng civeles 2
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cortext, one could also arque that it contributes te white students’ sense of freedom from
this burden.

However, these black spaces are themselves by no means free of difficuity. For some
black students discomfort is not limited to black/white relations. Interactions among black
students are shaped atong lines of nationality and expesure to racially heterogeneous
schaoling. Although these divisions are most likely shaped by class, students talk about
them in ‘race’ terms. For example, for vartous reasons some black students refer (o
those from racially heteregeneous schools as 'white’, In these cases black students use
the language of ‘race’ to police blackness and to create hierarchical divisions among
themselves.

A further significant Bnding is embedded In the warnings received from senior black
students about raclally exclusionary practices at Medical School. Although only a few {about
8} students talk about such warnings, their effects are significant. As will be lilustrated later
these warnings profoundly shape some respondents’ perceptions of the School and the
ways In which they negotiate their way around i,

4. White Students’ Experiences and
Perceptions of ‘Race’ and Racism

On the whale white respondents have far less to say about 'race’ and racism at Medical
School than do their black peers. At times it may have been helpful for the interviewer
to probe students further. However, as noted earlier, black students seem to have more
information to valunteer. When asked directly, about three guarters (15/19) of the white
studerts categorically say they have had no personal experiences of racism at Medical
School nor have they been hurt, misunderstood or compromised with regard to ‘race’, At
first, these responses seem similar to those of black students. However, an examination
of the data reveals significant differences, namely, that the bulk of white students show
comparativaly fess awareness of ‘race’ and particularly of covert forms of racism, and that
they da nat talk about ‘race’ belng a burden for them in the way that black students do.
Nor. for that matter, do they talk about ‘race” as a saurce of relief for them, These patterns
indicate limited engagement with these issues on the part of white students during
interviews.

Like their black peers, a little under three guarters of white respondents say all
students tend to cluster around ‘race’, byt that this tandency does not necessarlly reflect
raclal antagonisims amang students, Instead, they say black and white students "get on
well together”. This confirms the slgnificance of this finding. While about two thirds of white
respondents seemn to accept this grouping around ‘race’ as unproblematic, a little aver a
third (7/19) show a ganuine concern about this practice. Furthermore, in contrast 1o a
little over half of their black counterparts who share moments of ‘race’ discomfort, very
few white students talk about such discornfort, [nstead, they describe what they regard as
positive experiences during encounters across ‘race’ boundaries.

Significantly, about a quarter of the white students interviewed (5/19) are unhappy
about what they percelve to be reverse discrimination, They say black students have an

wimiterl] Erasmus @ Jacgues de Wet A i 3 I
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unfair advantage over white students either through the "quota system”, access to extra
tutarials and/or to mentoring. Lastly, like their black peers, almost all the white students
use the dichotomous language of “us” and “them” In what seems to be a benlgn fashion.
Howaver, a few students perpetuate racist discourse by constructing their black peers as
inaccessible Others and as lazy, intellectually deficient beings wha, In thelr view, should not
have access to Medical School.

5. Reflecting on the Data: Experiences
and perceptions of ‘race’ and racism

The data suggests racialised relations of power, expressed in covert form, persist at UCT's
Medical Schoal,- Furthermore, it suggests both black and white students tend to deny
and/or downplay the effects of ‘race’. Although they de this in different ways, both sets of
students tend to prefer leaving any possible feelings of antagonism unspoken, However,
fractions of the data suggest some hope for change, as has bean brought to the reader’s
attention, which could usefully serve as a basis for further action.

Ilssuas for a Panel to Explore

In an attempt to work towards a more Inclustve institutlonal culture at Medical School we
suggest that a panel of relevant stakeholders explores ways in which ta
a) facilltate more meaningful interaction across ‘race’ among students,

b} help staff members create a more inclusive and safe learming envirenment,

t] challenge the discourses of deficlt and reverse discrimination circulating at tha School
and

d) facilitate constructive exchanges between junlor and senior students at the Schoal,

iMCUDINA Widening sircles 2
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CHAPTER OME

Introduction to the Study

Stimulus for the Research

Over the past few years the Faculty of Health Sciences at the Liniversity of Cape Town
embarked upon a series of transformation processes. Despite these efforts, students at
Medical Schoo! continue to lodge corplaints about racist practices on the part of staff at the
School and to claim such practices undermine their learning and academic performance,
These farmally lodged complaints have recurred sporadically.

On 14 March 2001 a meating was held to discuss passible ways of respending to
student allegations of racism within the Faculty of Health Scignces: The following people were
present at this meeting: Prof Neaylyana {then Deputy Vice Chanceller), Prof Padayachee
(Dean of the Faculty), and Drs Kaunda (Dean of Students), Perez {Transformation Officer),
and Erasmus (Socliology). These events were the stimulus for this preliminary research.

What this study does and does not do

In this study we focus specifically on an analysis of some black and white students’
expertznces and perceptions of ‘race’ and racism at UCT's Medical School, The data is
used to provide a scan of issuas for further exploration. Other schools and/or departments
within this faculty are not part of this research and we do not focus on staff experiences
and percaptions,

Furthermore, we do not review the history of transformation nor the creation and
itnplermentation of paficy in this regard at UCT as a whole or at Medical School in particuiar
We also do not provide a profile of the student composition by 'race’ for sither UCT a5 a
whale, ar Madical School in particular,

Conceptual Framework

The jegacies of colonlalism and apartheid have shaped raclalised relations of power in
contemporary South African society. In this context, one could adopt a llberal humanist
approach that tries to transcend “race’ by ignoring or attempting to leave it behind. Despite
this approach, 'race’ and divisions shaped by ‘race’ persist,

Atrernatively, ane could adopt & ‘race’ cogrisance approach (Frankanberg, 1943), as
does this study. This entalls, first, an acknowledgement of the continued presence of ‘race’
i all our everyday lives and of racist practices In contemporary Sauth Africa with the view

Timite! BEropmusg @ Imcegumess de Wetb , ZH03
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of working towards transforming the effects of this legacy, Such acknowledgement creates
the space to examine ways in which both Individuals and Institutions may be implicated
in perpetuating ractal Inequality. In acknowledgement of this past, the University of Cape
Town ts committed to a process of institutional transformation.

Second, a ‘race’ coghisance approach conceptualises ‘race’ as a soclo-histerlcal and
political construct, This challenges the idea that ‘race’ has any biological basis. It also
challenges the notlon that raclsm is about tindividual prejudice, Instead, ‘race’ understood
as a social construct draws our attentlon to the meanings we attach to real and/or imagined
bisloglcal and/for cultural markers. Furthermore, it draws our attention to the hierarchiss
of power and privilege embedded within these structures of meaning, In this view, racist
practices on the part of individuals cannot be separated from racialised relations of power.
Far our purpeses, raclst practices (whether covert ar overt) refer to actlons (whether
intentional or unintentional) that serve to perpetuate already existing structural racial
Inequalities. We work with Essed’s (1991} definitions of overt and covert forms of raclsm,
She writes, "overt raclsm refers to acts that openly express negatlve intentions towards
[hlack peoplel” (ibid.46) while with covert racist practices “negative Intentions cannot be
inferred from the acts themselves” (ibid.).

Often, dynamics around ‘race’ are spoken about as illusory because there is no
blologlcal hasis to ‘race’. However, this way of talking about*race’ tends to deny the realities
of racial relations of power. Instead, a ‘roce’ cognisance approach acknowledges that
constructions of whiteness and blackness have real effects on positions of ‘race’ privilege/
non-privilege within the broader soclety, and In its institutions, such as the Medical School,
where the respondents in this study work and learn. Furthermore, these congtructions
shape people’s perceptions of everyday occurrences and relationships that develap in
these soclal spaces, This approach helps move away from, in our view, an unhelpful and
accusatory questlon, namely, Are black and/or white people racist or not? towards Davids's
{2001) challenge to ask a different and, n our view, more helpful question: What are the
ways in which we work with ‘race® and what are the implications of these in particular
centexts? The latter question frames this study,

paycho-dynamic understandings of ‘race’ bring new insights to the ways in which we
work with 'race’. We do not claim to apply this approach to ‘race’ i this study, However,
small parts of the analysis are informed by psycho-dynamic interpretations. For example,
Davids {2001) argues that racialised inner constructs of reality are part of normal
human development and that all of us, black and white, work with such constructs. This
conceptualisation of “race’ helps ask challenglng gquestions; What role does each party/
social collectivity play in keeping 'race’ dynamics slive? and How do these roles draw
on discourses of ‘race’ circulating in our society? Furthermore, Powell (1997) and Young
{19593 argue that racism can be understood as a process of projective identification. In
the process parts of one’s Seilf which are not integrated into the psyche and which are-hard
to own are split off and projected onto the Gther This process of projective identification

N LR e VA B oot Ul
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1. The phrase "ways [h which we work with “race™ |5 different in meaning from “delng the
‘race’ work”, The first refers to the meanings we attach to ‘race” and the implicatlons of
these meanlngs In practice, The second refers to the burden of 'race’ carried by black
students In this study.
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applies to collactivitles (such as those racialised as white and black) as well as individuals
and provides valuable insight into the ways in which *race’ works.

Finally, for the purposes of this study, ‘race’ matters are understood as relational in
their dynarnics. This requireg an examination of bath black and white students’ experiences
and perceptions In order to provide a comparative analysis of these experiences and
perceptions.

2imitrl Breremos K lacgues de Watl 20031
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Methodological and

Analy'tic:al Procedures

Resaarch Aim

The aim of this preliminary research I3 to provide a scan of issues to Inform terms of
reference for a panel to be tasked with an in-depth ¢valuation of pracesses of tra nsformation
at Medical School. These lssues are specifically retated to students’ experiences and
perceptlons of ‘race’ and racism. It is well established that quaiitative methodologies are
most appropriate for examinlng variables assoclated with human subjective experiences.
This study used the qualitative technique of seml-structured, one-on-one intervlews with
ctudents. We work with a total of farty-one interviews, ninefeen with white students and
twenty-two with black students. This study Is not representative and the findings cannot
be generalised. With regard to tdentification by 'race’, wa use the term ‘Black’ to refer ta a
transnational political category defining the experiences of people who have suffered and
continue to suffer white domination. In this contaxt this weuld include those historically
classified Indtan, Coloured and African/black In South Africa, as well as black people from
elsewhere in Africa. We are aware that this usage of the term tars over students who raight
self-ldentify as either ‘coloured’, ‘Indiar’, or atherwise.

Ethical Considerations

All interviews were treated as confidentisl and the agreement was that participants would
remain anofymous. Furthermore, the research assistants were bound by confidentiality
too. In cases where respondents may have named particular staff members and/or
particular departments, these have been kept confidential,

The Journay towards
a Workable Method

Initially the method chosen for data collection was Focus Group Interviews (FGIz). Students
were selected from 2™, 4 and &% year mediting, Second year is the entry lavel, 4 year
the crucial gateway to becoming a gualified medical practitlaner, and. 8" year the final
year of training. The rationale for choosing to work with students In these years of study
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was based on the significance of these years in the overall training because these are the
more demanding years of study both academically and psychologically. We also nesded
to engage with students at different times in thelr training experlence in order to assess
possible varlations in their experiences and perceptions of ‘race’ and raclsm,

During the plarning and recruitment phase of the fieldwork, participants for the
FGIs wera selected using & purposive sample stratified on the basis of student academic
performange. The facully noted a possible pattern of complaints about racism put forward
mainly by black students at times when their academic performance was weak, Stratification
based on performance, it was thought, would access both strong and weak students’ views
and experiences thus limiting bias in the sample. FGIs were organised by ‘race’ and year of
study to facilitate comfort of disclosure, Furthermore, FGI facilitators’ raclal identities were
matched with that of participants.

The research assistant dillgently contacted each student selected, First, contact was
made by telephone in order te gain a commitment to participate. This was followed by a
written invitation that, in turn, was followed by a further telephonic reminder the day befare
the FGL was scheduled. Despite these efforts, too few (between zero and two) students
turned up for the arranged FGI sessions. Because of this the research team explored the
poss/biity of holding such discussions with students in resldences. Thic strategy was also
unsuccesstul, We have not conducted research into the reasans for this low response rate
and so cannot provide any conclusive evidence in this regard, However, the Interviewers
informally probed same students about their reluctance to participate in either FGIs or
workshops, These informal conversations shed some fight on the failure of this method.
The interviewers reported that some students felt unsafe discussing lssues about "race’ In
unfamiliar group settings, One of the reasans given was their fear of possible consequences
of rank at Medlcal Schocl. This was expressed along the following lines: “what If someone
in the FGI with you later became your tutor, This was desplte their knowledge that
groups would be racially homegeneous and organised according to year of study. Cther
reasons given weare lack of time because of & heavy workload. Finatly, students responded
negatively to the idea of workshops complathing that they had been asked to participate
in these before and that these discussions were meaningless as it had not changed their
lives on campuls.

This struggle to access students, further exacerbated by thelr unavailabifity at
axamination perlods, delayed Lthe research process significantly (by almest one year).
The research teamn therefore declded to change the method of data collection to oneé-
on-one Interviews with students fram the years of study stated above. Interviews wera
conducted in Engllsh, To reduce reactivity and for comfort of disclosure the racial identities
of interviewers were matched with those of respondents. A total of nineteen (19) white
students and twenty-twe (22) black students were interviewed. We had to rely on students
who were willing to participate. This tmeant the actual sample was purpesive but not
stratified by performance. Nevertheless, the data reveals students (across ‘raca’} whose
judgement of thalr own performance is both weak and strong. Importantly, this is not a
tongitudinal study, We did not track the same students across the years of study, Instead,
the study is based on three different sub-sets of students purposively selected using three
criteria; year of study, ‘race’ and willingness to participate,

*imite: Erasmus % Jacques de Waek Toal
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Guidelinaes for Methodological and
Analytical Procedures

Qualitative research and data analysls s often construed &5 ad hoc, intuitive, unsystematic
and thus without academie rigour. This study challenges this notion. We thus proceed o
outline the guidelines and procedures followed in this study while working towards rigour.

We were guided by Mlles and Huberman's {1994 58, &5) pragmatic approach which
combings the use of Interview questlons (which were obvlously shaped by the research
questions) and themes emerging frem data to inform analysls, The “purely inductive”
approach In early Grounded Theory does not allow the analyst to use research and
Interview gquestions In this way.

Morse et al’s (2002;9) strategies for introducing rigour during analysis include
“investigator responsiveness”, “methodological coherence”, “theeretical sampling and
sampling adequacy”, *an active analytic stance” and “gaturation”. The guldelines and guide
guestlons below are a product of three processes: first, a close reading and application
of Morse et al.’s strategles, sccond, utilising Miles and Huberman's (1994) procedure for
anatysis, and third our own thaughts on how best to start thinking about and working with
the data.

Shaped by our reading of Miles and Huberman (1994) we suspended (as far as
possible) any pre-conceived nations of the ways in which ‘race’ might shape intervieweaes’
responses. We worked with the fullewing questions:

» Who are the people who are saying similar things?

» What are they saying?

v Why might they be saying similar things?

Drawing on the strategles developed by Morse et al. we asked the following questions
during analysis:

v What are the decisions we have taken about data?

= What prompted us to make particular decisions/ what wes the rationale for particular
decisions?

« What are the consequences of particular decisions for the data and for analysis?

v How do the strategies we use during analysis contribute to optimising the research
outcome?

Sampling and Method

An initial enalysis of the learning trajectory in Medical Schoal shaped our decigion to work
with a purposive sample based on particwlar years of study. In addition, analysis of the
workings of 'race’ shapad both our decision to have 'race’ {understaod as shaping the lives
of bath black and white students) as a criterion for selecting participants, and for matching
interviewears with respondents, This “investigator responsiveness” to broader and specific
contextual lssues resulted in “theoretical sampling and sampling adequacy”, a strategy for
working with rigour (ibid.12}, The latter refers to the fact that participants interviewed
had knowledge of the research topic: their own experiences -and perceptions of ‘race’
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and racism. Respondents atso expressed different views on the toplc. Furthermore, the
rationale behind purposive sampling in this study will enable replication of the research, a
further possible verification strategy.

For Morse et al. “methodologlcal coherence” reférs ta ensuring that the research
question, method, data and analytic procedures match (2002:12), They write: “As the
research unfolds, the process may not be linear. Data may demand to be treated differantly
so that the question may have to be changed or methods madified. Sampling plans may be
expanded or change course altogether” (ibid.). .

In this study, methods were madified tn response to the context while maintaining
congryence between the research question and rmethod employed. Both the research
question and the method employed are exploratory, The consequence of changing the
method (From FGIs to ohe-on-one interviews) was that sampling pians ehanged (from a
sample stratified by year of study and academic performance, to one stratified only by
year of study) thus introgucing a greater possibility of bias in the data, Active awareness
of this possible blas during data analysis enabled critical reflection on coherence hetween
data, analytical procedures and claims made In conclusions. The code "performance’ was
introduced to provide some sense of students’ judgements of their ewn performance,
whate this was available, Because the Interview guide did not include a specific question
on performance, not all respondents’ transeripts could be coded accordingly. From the
transcripts we could code In this way, we gather that the sample Included students with
various judgements of their own performance. Furthermoere, the instrumant (interview
schedule) eliclted responses that provided data relevant to the research question.
These strategies as well as the analytic procedures helped researchers work towards
methodological cohergnce.

Analysis during Data Collection

Many authars on qualitative analysis agree that analysis occwrs in various degrees
throughout the research process, including the data collection phase. In the case of this
study we cannot comment on analysis during data collection because we did not collect
data. Interviews were conducted and transcribed by varlous assistants, Delays in accessing
students meant there was little contact between the primary researcher and asslstants
during fieldwork. In some cases the pilot and actual Interviews were dane by different
asslstants. When reading the data closely (as described below), we discevered this practice
had several drawbacks, In some cases interviewers probed participants using leading
guestions. Furthermore, the interview guide was sometimes 'trenstated’ into multifacetad
questions ieaving parts of the question unanswered. In addition, transcriptions were
sometimes Incomplete and unclear. This renderad some of the data unusable. As & result
we declded to split the data into 'spoilt’ and "unspollt’ working only with the fattern Unspoilt
data included responses to apen-ended questions and clear transcriptions. Despite these
limitations the bulk of the data was not spoilt in these ways thus sllowing us to obtaln much
infarmation from the transcripts, For future research we suggest that pliol interviews be
done by those empioyed to do the actual interviews and that professional transeription
services be utlised,

il ibri Brasmus & Jaoavaes de Wet , ZOO35
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Although we did not do what Miles and Huberman refer to as “early analysis™ {1994:
50) during data collection we acknowledge the merits of this practice in refining further
data collection, However, we embarked on a form of “early analysis” by analysing a subset

of the data before proceeding with analysis of all data, This analytical procedure i outlined
helow,

Peveloping an Analytical Procedure

In sum, our analytical procedure during the first phase of analysis was as follows: Zimitrl
Erasmus, the primary researcher and author, did a ¢lose reading of and then first level
coded (explatned below) a subset of the data: using this subset, her coding process was
reviewed in dialogue with Jacques de Wet who also caded a subset of data; during this
dialogue we produced a joint journal of our reflections on and thinking about the data and
coding: where necessary, we introduced corrective mechanisms quided by the quest for
rigoun, We refer to this process as a trial run of the analytical procedure that includes a
dialoglcal step in the research process. Miles and Huberman (1994:11) refer to this dialogue
as “inter-subjective consensus”, a practice In fine with Marse et al’s (2002) concept of "an
active analytical stance”. In line with the Iattér, the purpose of this trial run was to test our
analytical tools on a subsat of the data so that wo could refine our analysis of the subset
and apply these tools to the rarmaining data with greater ease later A more detailed review
of this analytical procedure follows.

Phase One of Analysis

A glose reading of a subgset of data
The first step in our analysis invelved a first close reading, before cading, of a subset of the
transcripts by Zimitri Erasmus. This step is drawn from Grounded Theory (QOpen University,
1983:15), a practice that Miles and Huberrman (1994) build upon in arguing for systematic
procedures in qualitative analysis, The subset included some variations initially observed
in the data: gender, nationality, viewpoint and experlences, This first reading gave the
researcher an Initial sense of some of the aspects arlsing from the data. It allowed her a
chance to interact with the data as a whale in a refatively *‘unmediated’ way. It also. helpad
her understand fragments of data in context, a practice central to qualitative data analysts.
It gave her an opportunity to hear the voices of respondents rather than simply listening
to ‘chords’ thus giving her a sense of the 'spirit of the text’ before imposing codeés and
categories on it. It helped her hear responses she might not have expected,

During this first reading she observed a consistent structure in the data that matched
the structure in the interview schedule, This was a slgn that interviewers were abiding by
the Interview guidelines.

Firgte-leval coding

Mites snd Huberman (1994:58) recommend that transcripts be read “for regularly
occurring phrases, and with an eye to surprising or counterintuitive material® In line with
thls recommendation, Zimitri Erasmus read transcripts more than once 50 as not ko fose
alternative narratives to what emerges as the predominant experiences and perceptlon of
‘race’ and raclsm,
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First, she read all the transcripts in the subset, Only on a second reading of each
transcript (ore by ane) did she begin with manual first-level coding, This Involves a process
of naming and classifying data that results in a werking set of codes. Codes bring together
selected data and identify emerging themaes, hance this is part of what Miles and Huberman
(1994} refer to as "data reduction”. More specifically, these authors talk about first-level
coding. Al this level codes might be simply descriptive or could be more interpretative in
character,

Each transcript was read and coded in Its entirety before moving on to the next one.
This strategy prevented the possibility of respondents’ voices ‘flowing inte each other’ in the
researcher’s mind in an attempt to hotd onto the Integrity of each transcript. Fellowing this
process, transcripts were captured in electronic date sets and then coded {with the <odes
developed manually) electronically using QSR Nvivo. Following Miles and Huberman (1994:
58), codes wers developed both from the research questions and by paylng attention to
categories emerging from the data. In some cases multiple categorles were developed for
single segments of text.

On this secand (electronic) round of first-level coding, definitions of categories were
further refined in dialogue with Jacques de Wet. Zimitrl and Jacques coded the same subset
of data independently. We then discussed the simlilarities and differences in our codes. In
the odd exception where our codes were not the same, we came to 2 cansensus regarding
a common code. Our dialogical process helped produce safeguards against bias. This
procedure helped us work towards “inter-coder rellabifity” (Miles and Huberman, 1994;
64),

Phase Two of Analysis

Second-level coding in diatogue

once we had completed most of our first-level cading we entered into dilogue about pessibla
patterns in the data and ways of mapping concepts for data display. This conversation
marked the beginming of the second phase of our analysis. Zimitrl and Jacques coded
different sats of data and entered Into dialogue about the emerging second-level codes
informed by Miles and Huberman’s (1994: 70) use of pattern codes. Second-level coding is
a meta-coding process (Miles and Huberman, 1934: 69) that ciusters data 5o as to reveal
themes, regularities, patterns and possible explanations. They note that “fi]f first-level
coding is a device for summarizing segments of data, Pattern coding Is a way of grouping
the summaries inte a smaller number of sats, themes, or constructs” (1994:70).

Phase Three of Analysis

We wera now aware of ways in which some of the codes seemed te link and began 1o play
with possible relationships In the data, During the third phase of our analysis we followed
specific procedures. First, guided by the research questions, we proceeded to select the
primary (level one) theme most pertinent ta the research alm, namely, 'race’ and racism
in the learning environment and worked with this theme in producing the Hnal repert.
Second, within this primary theme we created secondary themes {level two) by selecting
fram themes that emerged during first-level coding, Third, we then generated electranic
reports for each of these secondary themes and proceeded to re-code segments of text

Zimiter: Erasmus & Ipeques de Weot , 2003
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with new categories, thus creating tertiary (level three) themes. Fourth, after creating
tertiary themes we generated electronic reports on each of these and produced summaries
of the findings. These summarles Included evidence in the form of quotations from the data
and » weighting of such evidence based on the number of occurrences across interviews
of a single tertiary theme (in ather woards, how many respondents say the same thing),
on patterns of repetition among respondents when talking about a topic, on unusual
disclosures and on conslstent silences, The latter appliad particularly to white respondents.
Fifth, we proceeded to check for consistencles and inconsistencies across particular terflary
themes and developed a set of relationships and patterns in the data. Finally, we made

sure that all interviewees’ answers to guestions were accountad for in all of the reports an
tertiary themaes,

IRLSUDISA Widaning girelas 2
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CHAPTER THREE

Black Students’
Experiences and
Perceptions of ‘Race’ and

Racism

This chapter elaborates and substantiates our findings, By means of our analysls of these
findings using the conceptual framework cutlined in chapter one, we point to the significance
of and relationships between the findings. We also give the reader a sense aof the nuances
in what Interviewees say. In this chapter we focus on six themes. These include

(a) limited interaction among students across “race’ boundaries,

fb)  factors causing black students 'race’ discomfart,

{c} what these students report about what white staff and students say and do,

{d} ways in which black students do the ‘race’ work al Medical School,

(2}  discomfort beyond the black/white binary and

(f} other students’ warhings regarding Medical School,

Limited Interaction Across ‘"Race’:
“it'’s almost like a line down the
middle”™

The majority (20/22) of interviewees repeatedly mention that they and their classmates
(black and white) “stick to racial groups” in the classroom. This confirms the findings of
Steyn & Van Zyl (2001:35) who report a simllar pattern among students at UCT, A second
year student sums up this experience among students in all years of study when he says,
_.In my class that was definitely a big thing especiaily In first year, we had one lecture
theatre and there were three sort of groups ... everything was really segregated and
separated (Int 01 2™ Yr BM, para 132).
Several say that this pattern is related to “wantfing] to work with your friends”, in othar
words, thase with whom you feel comfortable. Later in the same interview the student
above sums up a pattern in the data that suggests grouping along racial lines persists
unless a staff member disrupts it by ereating learning groups that are at least numerically,
if not actually, racially inclusive, He says,

Pimitri Grasmus B Jacgues de Wet , 200U
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1a, that's mixed [tutorials] and then again we have our dissection graups where we
choose the people we want in that group, And if you go on second floor, third flear
and you just look at the tables and you see .... some groups are all white and some
groups are all black. My group are (skc) all Moslem (laughs).

Interviewer: And you think thats by choige?

Respondent: Ja, [t Is. Because you choose those people that you're in a group with.
Whereas In the tut groups you can't chogse, you get put [by lecturars or tuters] In
those groups (ibid. para 224-228),

About three quarters of the students (17/22} say that black and white students “work well
together” and “get on well” when In these learning groups. However, some note that this
amicable interaction across ‘race’ is limited to the learning group because “when [they]
walk out of that tut group, everyone goes his (sic) separate way” meaning that black and
white students "don’t socialise together” (Int 01 2™ ¥r BM). One student takes responsibliity
far hig role in this pattern when he says,

I think bath races [play a role]. It's also my fault that I'm not calling {en the
telephane] tham [white friends]. [ can't Just say, hey, why aren't you calling me. I'm
not calling them as well (Int 03 4% Yr BM).

While the second year student first quoted above (Int 41 2 ¥Yr BM para 224-228)
auggests segregation In the classroom is voluntary and consciously chosen by students, a
fourth year student suggests the contrary. He says this pattern results from unconscious
separation around ‘race’!

In clazs thete i a very clear segregation ... [when a tutorial group veluntarily split
to work with two different registrars] they realised that, hey, hang on, it's just black
guys [in the one group] and then they stopped and from there on nobody said
anything. It just happened that way, But it happens all the time, I'm nat sure If
people are aware of it but it just happens. It's almost fike a line down the middie ... I
think it becomes like a learned habit [choosing to be with people of one's raclalised
experience]. You just do it unconscleusly now. It's not that ' nat going to sit with a
white guy. You Just become s0 used to sitting with black peopla you just do it anyway,
without reallsing it (Tnt 03 4 Yr BM).

This view that grouping by 'race’ is not consclously engineered Is confirmed by the student
quoted below. Furthermore, he repeatedly reassures the interviewer and, in line with a few
ather students, explicitly states that this pattern does not result from racal antagonlsms
among students;

... I think mostly there are dligues. 1 mean ... nobody I8 mean to anyone. Nobody s
sort of, Ja, nobody is mean. Everyone is friendly and stuff like that ... I don't think I've
seen people actually being mean. I really haven't, Ja, it's a sad fact but you always
going to have your cliques ... I mean it's not like you don't want to talk to them, It's
just that you, you know, maybe Just feet comfortable with whom you work. It's just
secure with the people around you. It's nathing personal about anybedy else .. no
one is shutting anybody out 1 don't think, I don’t think 1 shut anygne out. I try to
speak to everyone vou know equatly .. [ don't think anyone read tnto the idea of just
chaosing, okay let's just choose all coloureds. T think people went in there actually
wanting to ba with their friends and it just so happened that | got my coloured friends
and the white guys and girls have their friends and they want to be with them. It’s
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really not an attack against ary of the other races, definitely not ... I hape I'm not
making it sound as if this is so calculating and cruel because it's not flke that, It's
really not an attack on anyone (Int 03 2% ¥r BM).

Like a few other black students, this respondent seems to accept “cliques” formad around
‘race’ as “a sad fact” of life. Another student also repeatedly says,” ...it [sticking to racial
groups] doesn’t bother me ... it's just one of those things, The world we're living In* {Int
01 2M Yr BM), The first mentloned students (Int 05 2% Yr BM) repeated insistence that
there is no racial antagonism amony students Is in itself intaresting. It might suggest racial
antagonisms are, in fact, present, but best kept hidden and unspoken. If there were no
such antagonisms, why then the need to engage primarily with students with whom “you...
just feel comfartable..[and]...secure™? In similar vein, one student when talking specifically
about dynamics among students In residences says,

... there wasn't really much racial tension per se, It was just sort of an unwritten

divide but not a confrontational sort of thing (Int 05 6 yr BF),
About half the sample interviewead observe that fellow students form groups around ‘race’
in the classroom. The data overwhelmingly suggests the norm is for students to form
groups on racially excusive linas,

Factors Causing Black Students
'Race’ Discomfort: “it’'s not our

satting, you know?”

The Legacy of Apartheid

Here we explore what causes biack students ‘race’ discomfort and what makes interaction
across ‘race’ hard for them. Three senlor students acknowledge that their particular
historles of segregated living and schooling make it hard for them to negotlate interaction
across ‘race’ in the univarsity setting. Their experiences show ways in which the legacy of
apartheld continues to shape such interaction today. One student reports:

.. Tknow that we ail mix well and there’s sort of no racism. And in aur hearts everything
is fing, but ... we were young in the era of apartheid where everyone was separated
. We werepn't likc brought up you know whete your best friend Is of a different race.
And I think to some extent you still feel more comfortable with people of your own
race and who are of the same cufture ._it's tust what you feel comfortable, it's cultural
differences also, religious diffarences, language difference alzo, But L think In our
times still there isn’t 100% urmm that comfort you feel you know, umm, being like
completely with another. I think we still associate with our own races and stuff but
there isn’t sort of prejudice. There ts never a bad feeling to it at all or harshness,
ummim there's no open prejudices anything like that {Int 05 4™ Yr BF).

This respondent suggests while on the surface students seem to "mix. well”, and at some
level (*in our hearts”) they know this is the demand of the present and the hope for the
future, In reality, soclal divisions of the past remain alive in the present. She highlights
cultural, religlous and language differences as sources of disceynfort. She echoes patterns
noted in the theme discussed immediately above, namely, that racially homogeneous

Yimitri Era3sgmuas B Jacguen de Waet , 2003
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settings are the comfortable normm-for most students while raclally heterogensous contexis
cause them ‘race’ discomfort, even though "“bad feeling[s], "harshness” and “open
prejudices” are nat articulatad,

A second student notes, “it's not always easy” to deal with the shift from a
predominantly coloured school to Medical School, He notes 'race’ as a barrier to Interaction
with whites and, reiterates languaga and differential racialised experiences as barriers to
imteraction among black students:

As an Indian fellow who came from a previously coloured school, T find It easier ta
get along with other coloured people, Personally, I find it easy to get along with some
white people, Generally speaking, it's not always easy. But as you come Lo university,
from a predominantly shettered environment and a coloured school, you come to
university where everybody is not segregated. And than you meet all the different
people, And then I And It easler to get alang with them, T find it most difficult to get
along with people who didn't use English as a first language. 5o Xhosa speaking 1
find it difficult to get along because 1 had no shared interests. With white people you
atways talk about the rugby or the spart or whatever the case may be., But [ suppose
it was partially insecurities on my part and also because I didnt know if thare was
shared interest or what the shared interest and 1 think also because an thelr part it's
really & very different world you know (Int 08 6™ Yr BM),

For this student, a common language facifitates Interactlon with some white people
while racial difference sometimes hinders such Interaction. Furthermore, he notes that
language differences hinder Interaction ameng students from different black experiences.
Imterestingly, he takes responsibility for his rele in limiting interaction with black students
who speak Xhosa when he says “it was partlally insecurities on my part”. Howeavar, in the
same breath, he relnscribes these black students as Other when describing thern as of “a
very different world".

With the benefit of hindsight, a third student highlights that far her, and others like
her, interaction across ‘race’ is a difficulty which does not necessarily stem fram resistance
o such interaction. In alerting us to different schooling experlences amang black students,
she explains why she finds such interaction hard white others might find It easler:

. but 1 think maybe with the children that are coming behind me, mostly now they

learn in mixed schools, 5o It wilt be easier for them, It wasn't easy for me because I

only sort of mixed with other races here and it was not & easy thing, you can't just
say "hi” I mean yau have so different Interest .

Interviewer: Sao you say because you didn't have mixing when you were younger, It
was more difficult for you?

Respond: Ja. Ja its not like people don't want to mix, ke we don’t want to mix, we
Just find it hard that's all.

Interviewer: So it's not like you don’t want to mix?

Respond: Na it's not ke that, we find it hard and the other thing is, ob ja, the other
thing is ke when we in 15t year and 2nd year, okay the first time you are in a group
with someane who is not Black (Int 01 &% Yr BF).

The assumption that interaction across “race’ will be easler for black students from racially
heterogeneous schools |5, however, not necessarily true. Two students in the sample

T CLPBESA Widaening slrebes 2

e BT e e s i i e



G R Taue Wrudenly R

mention that black and white students from the same class at high schootl often end up at
Medical Schoal together, They say the former oRlen rermain in this cirele of friends at first,
but then shift away fram this one towards a black tircle of friends (Int 07 2™ Yr BF, Int 03
4" ¥r BM). As one of these students explains,
.. the first few weeks I spent a lot of my time with the white guys that I came down
fram high school with, And then 1 met some other black guys. And then, I can't reaily
say what changed from hanging gut with the white guys to the black guys ... It 15 just
a matter of comfort realy, T couldn’t discuss music with a white quy, couldn’t discuss
girlfriends, couldn't discuss any sort of interest really ... I don't think that's anyone’s
fault. I couldn’t really he myself {Int 03 4% Yr BM).

This suggests that some students with a histery of racially heterogeneous schooling also
experience ‘race’ discornfort at Medical School. It also confitms a finding mentianead earller,
namely, that black and white students work wall together but generally do not sociafise
beyond the classroom. This student gives us some idea why this Is the case as he indlcates
a sense of discomfart and estrangement In social situations with white students.

Marginality and Powerlessness In the Laarning Environment

More importantly, such discomfort is not limited to social situations. Four students mention
marginality and powerlessness In the learning environment. The first reports on her
experience in tutorials:

But in tuts, as I said, I tend to get very intimidated. I feel like in a tut if there is a lot
of them [white students] then I feel ke inferior. I don't know maybe It's just the way
they speak. They sound mere intelligent or something. And 1 feel like stupid, 1 feel
like 'm golng to say something ... They’re more confident and I'm not Yke that. So,
gvan IF their anawer is wroang they sounded fike It could be right because of the way
they bring it, they express themsealves ...

Like last year [ was in a graup, I was the only coloured and there were four white
glrls, and I really felt like I'm deolng something wrong. I never gave, like we had,
we used to see patients together and I wouldn't give kike, like suggest something
because they ... it might be wrong, But I always tell myself, ‘'don’t think like that', you
krow, “just say it 1 mean, they can be wrong. I don’t know that's just me, ja.

Interviewer: Because you think that they speak with more confidence.

Respond: Ja, because I'm not very confident. I've always been minor in class and yet
whenaver they say the answer it's always right what 1 thought, but I'm not confident
enough to like say “this Is what I think’.

Interviewer: And If you were In 2 group of all coloureds would you feel the same?

Respond! No, like this year 1t's Hike that, just it's me and Itke friends of ming, only one
white girl and she's ke one of us basically so I don't feel intlmidated at all, T answer
and present patients and things llke that.

Interviewer: So you're feeling absolutely confident now because of the groupings?

Respond: Yes, I do, and I know thern, they're my friends, Hke It just happens, o it
worked out to be we were all in the same group, and It feels much better (Int 04 4%
Yr BF).
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This respondent associates whiteness with being intelligent, articulate and conRdent. This
raclalized inner model of reality leavas her grappling with her swn lack of self-ronfidence
when she tells herself “don’t talk like that’, When she iz the only black student among
several white peers in a tutorlal, this racialised inner construct of reality renders her
powerless, silent and fealing “stupid”. Significantly, when #mongst her [coloured] friends
and with a change in the dermographics of the class, she Is able to regain her confidence.
Similarly, the second respondent tells us his confidence, and that of others, was challenged
in the learning environment. He says,

I fing that I was very confident in areas where 1 knew peaple and where I was

comfortable. And, especially when 1 came to UCT for the first time, T wasn't that

comfortable. And then it's not easy to speak up. In second year .. a friend of mine
was telling me, 'you guys raust not be scared to ask questions in class’ And 1 thought,
where did that come from? And it was so true because 1 actually watched, And I saw
the people that are asking guestions it 1st and 2nd year were white students. No
coloureds or blacks will ask guestions becauss they just weren’t confident enough.
it's not our setting, you know. We don't have all these things at our schoel, It's
atrmost a stranger attitude. And thett you withdraw into your shell where you rebel ...

(Int 08 &% Yr BM).

He alsa suggests this is because black students do not oewn the ‘setting’ ar the learning
space and, because they feel ke ‘strangers’ at Medical School, they tend to withdraw Into
silence. Both these students suggest that white deminance hindars their learning, In the
first quotation above (Int D4 4™ yr BF) we see bow this student’s own perception of ‘race’
leaves her feeling powerless. Seerm out of context, this student’s inner canstruct of reality
could be reduced to the only factor at play In this situation. However, the second quotation
{Int 08 & Yr BM) raises the Important camplermentary question: What about “the setting”
rmakes black students reel “it is not thelrs"?

In addition, a final year student tatks about her senze of powerlessness in the context
of oral and clinical examinations. Although what she says s hard to prove, she suggests
that examiners in some way signify, early on in the process, that they have no hope that
ehe would pass, and that this shapes her performance. She says,

. T haven't had any sort of help because what 1 get ... frorn the examiners [in oral

and clinical exams], ke they give up and then | also give up. It's like, I don't know, 1

sart of read from thelr faces and 1 get frustrated and I can’t think anymore. And sort

of [the] exam ends at the beginning. It's what T've experienced {Int 01 &th ¥r BF),

Numerically, this evidence is not significait. However, these three students reveal thelr
vulnerabliity In the ledining environment. This generally requires a certain degree of self-
reflection and self-awareness and, In some cases, is in itself a powerfut act. Although it
would be safe to assume most students are unlikely to share such difficuit experiences in
an Interview, this needs further exploration. At this stage, we do not know how many might
be silent about similar vilnerabllitles and feelings of estrangement.

Furtherrmore, while some black students, like those quoted above, struggle with feeling
marginal and powerless, others are able io act differantly in the learning environment, For
example, while this student observes the powerlessnass of others when learning in the
hospltal satting, she choeses to respond from a position of power. She says,
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A few weeks 2go, in our ward, we had a private patient come in, and it was a
white fernale. And before she came, esverybody warned us and sald, ‘here's this
while middle-class lady coming and she's a private patient and she's used to have
svarything on time efc,, etc.. And so everybody was all hyped up and nervous
about thiz whole thing. And I chose to see her and checked history and everything.
And it's just the whole black/white issue, It wasn't, it was & non-issue. And T think
people tend to create issues where they'rg totally irrelevant ... 1 think it depends on
a person’s attitude as well, Because for me it's not such a big lssue. Whereas for
somebody else for whom It Is an issue, it will always come up. And on a daily basis
and every encounter that they have, they can find sorne underlying racialistic tones
(Int 04 & ¥r BF).

This student works with a different inner model of reality from the one first quated (Int 04
4th Yr BF) in thls section. Hance her view of ‘race’ as a "non-issue” and as *irrelevant” in
this context Is interesting in itself. The easy next step would be to say, ‘well, if she can do
it, athers should be able to do the same’ For some, the logical gquestion to follow waould
be ‘what fs wrong with those black students who do not do what she does?” This line of
guestioning would reinscribe the uncritical and simplistic notion that black students are the
problem, As researchers, our task Is to ask a different question. That Is, given the history
of our country, why and In which way is ‘race’ an issue for those black students who feel
marginal and powerless? 1t is this question that guldes our analysis,

This data tells us that among black students there are differant racialised Inner
constructs of reality with different real effects on the ways in which they negotiate the
learning context. From these few voices we learn significant lessons. -about the ways in
which canstructions of Salf and Other shape some black students’ actions and experiences
in the learning environment. It is clear from the above quotations that coming ta voice
and standing in authority In white dominant learning contexts is not an easy task for soma

black students. We argue that, reclaiming these volces and this autharity requires work:

by everyone in the learning environment: white staff, white students and black students.
The challenging task ahead Is to define what this work might be and how it might begin.
Significantly, one student gives us hope as she reminds us that biack students are not
passive victims in this context. She says,
.. there are sltuations whera you fesl you have been unfairly treated but I think
interpretation of those situatlons, and circumstances, change over the years ..
Previously it was sasler for one te see things happen to you because you are uhder-
privileged (our emphasis) ... and you start blaming other people, But ... you learn ..
on my part things are getting better ... [because] ... I ne longer think. that people are
dalng things to me ... {Int 07 & ¥r BF).
This final year student who (s part of the extended programme reflects on the changes
in her own perceptions over the past seven years, Importantly, she constructs hersclf as
having grown out of a perception of herself as a victim of other's actions towards one of
herself as an agent, She gives Us a sense of part of the work some black students might
need to do. For the moment, we continue to explore what causes black students ‘race’
discomfort.
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Consequences of an Apolitical Approach to Learning

Interestingly, three students rmention the difficulty of naming ‘race’ as a source of discamfort
for both students and staff. One reports:

There's a sensitivity araund race which is strange. Uke the lecturers often find it
difficult to say things like ‘black’ children ... If we're discussing something like TB and
the lecturer wants to tell us, you know, Its predarminant in the black areas, he just,
he can't say that, even though that's the most accurate deceription. He would say
samething like ‘previousty disadvantaged’ or *previously disadvantaged races’. There
was a guy actually, we had a tut early in the week and one of the top students in our
class, he was very biunt. He didn’t really care. And I can't remeamber what he said,
But he just used the word ‘black person” and the whale group, including mysealf, we
were just kind of, because we had, we got black guys.

Interviewer: He's a white guy?

Respond: Ha's a white guy and we have black guys in the class. And his comment was
directed to black ... I mean it wasn't a joke or It wasn't @ derogatory remark In any
way. It was a valid point about the work. It's just bacause he said the word ‘black’.
And it just, I den't know, it just makes everyone feel uncamfortable, More so than
saying ‘white’, or “coloured’ for Instance. I don’t know why.

Intarviewer: 15 It that the whole class feels uncomfortable, all the races or is it
particular paople that feel uncormfortable?

Respond: 1 think in particufar the white guys are very wary of seeming racist, 50
they will go out of their way to aveid anything like that, Ja. It's probably true
abaut coloured people as well, But it's always directed at like, the yau know, like
the previously disadvantaged races, So discussing those kinds of things is always
uncomfortable, We had a case about a coloured man who came to the hospital with
liver faliure and emphysema. And then it's very difficult for a tuter to say, you know,
alcoholism is very commen in the coloured community, even though the statistics
show it to be true. It's just we have ait of these politlcal(ly] incorrect statemenis
nowadays that you've got to be caréfut (Int 08 End Yr BM).
This guotalion highlights a difficuity with naming ‘race’ that is not nacessarily limited to
Medical School, Instead, it illustrates one way in which post-apartheid discourses have
delimited the ways in which we can speak about ‘race’, For example, by talking about the
‘previously disadvantaged', ‘race’, and particularly continued white priviiege, is obscured.
This is a term that refutes ways (n which historical relations of 'race’ privilege contihue to
shape the present, For example most black people in this country remain 'disadvantaged’
in various ways. In this report, we read specifically about ways in which young, migldle
class black students remain ‘disadvantaged’ in the context of UCT's Medical School, It is the
task of higher education institutions such as UCT to challenge such discourses,

The case reported above suggests that staff members concerned draw on these
discourses and struggle to contextualise (historieally, socic-economically and socio-
politically) particular racialized patterns of disease, This would require naming white
privilege and its role in the equation, an uncemfortable ack that most white South Africans
prefer to avold, Although one can argue this discomfort is understandable, itis important to
note the effects of this silence about privilega. In the absence of such tantextualisation, TB
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remains a disease which black people carry because they are black rather than as a result
of raclalised patterns of poverty, Similacly, alcohelism remains a disease which coloured
people carry because they are coloured, rather than as a result of a long history of the ‘tot
system’ utllisad by white farmers in the Western Cape to keep farm workers subordinate.
‘Race’ discomfort for black students in the instance described above is caused becalse
of the absance of a context far these diseases. An apolitical and ahistorical approach to
these diseases means thai ‘race’ and the accompanying relations of power and privilege
cannot he named. Furthermaore, this approach legitimates as sufficlent awkward apologies
on the part of white paople, while its politically correct language frees them from owning
thelr ‘race’ privilege. Another student gives an example of such apolegy:
I've noticed ... say you have a white and black South African talking about anything,
you know, the white persort will say, "Oh there’s some black peaple’ whatever and
instantly they'll get nervous and they'l say, "Oh I'm so sarry, is It akay if I say black
people, should 1 rather say Africans?’, you know peaple are just 5o aware and so
sencitlve about this toplc and at the same time I find ... on the one hand white people
are scared to offend .. (Int 04 6 Yr BF).

Such paralysis around revealing privilege and naming ‘race’ simply leaves the power
dynamics and racial divisions unspoken, and In the process ‘protect[s]” white privilege, It
does not facilitate an engagement with these dynamics with a view to changing them. As
one student says,
... {white] peaple are very careful actually .. they don't really want to inftinge on
someone else ... They try to protect other people and themselves at the same Ume,

it's hard to get close to someone actually, because there Is 2 lot of barrers put up.
And ... it's hard to get through sometimes.

Interviewer: on a racial level?

Respondent: Ta ... like they're retracting ... It's just with some people from ather races
you know, most pecple are alright {Int 04 2% Yr BM).

Another says,
... you hiave to watch what you say and how you say it. They watch what they say and
how they say it (Int 02 6™ Yr BF).
Iri light of the theoretical frame Informing this report, namely, that ‘race’ is dynamic
and relational, the above-mentioned experlences of marginalisation, pawerlescness and
dizsromfort on the part of black students rmust be seen in the context of ways in which
white students and staff work with ‘race’, We learn from the above case that some white
staff work with ‘race’ in ways which obscure privilege. This report now proceeds to focus
on what some black students report about white staff and students say and do further to
contribute to their discomfart.
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What White Staff and Students Say
and Do: “there’s always besen that

patronising smila”

White Staff Perpetuate Racist Discourse

The evidence suggests that white staff work with ‘race’ in ways that reveal particular

assumptions about black students., For example, after repeatedly asking for academic

assistance, this student returned to his tutar only ta be dismissed as ‘emotional’:
... he {the tutor] sald to me ... '] can’t help you now. I'm very busy now. I'm looking
at specimens. Go and wait and we will talk about this next week’, And I stood there
and I have been telling him 'but I've been coming in and you say come back later’
.. He didn't give me a chance at ail. He told me 1 was belng emotlonal and I should
excuse him, he's busy he has no time dealing with emotional students coming into
his office (Int 02 4th Yr BM),

Below, a second student describes an interaction between her group and their tutor In

this encounter, the tutor constructs black students as h:xud', pbnoxlous ard also lazy as he

questions whether they *study at all. She says,
- he {the tutor] is forever, not as such picking on us as such, but always making us
feel small and stupid and stuff ... he will aiways constantly go over aur specimens and
making comments like 'you guys are always so loud” and “do you guys study at all”,
And T don’t think it's falr because our marks reflect the fact that we do study ... I don't
feel that he's got the right to say that.

Later In the sama interview:;
Interviewer: What was he saying to your?

Respond: Oh, but we were always like loud, ar we will talk sbout nothing to do with
[the subject] ... Tt was on a Monday marning and he will say, *just stop discussing
what you were discussing last night, hecause you guys are always the peopie that
make the hatl suckt a loud obnoxious place to be In® and everybody was like taken
ahack because he was forceful about, but he's ald, so {Int 03 2nd Yr BF).

Historically, the idea that black people are primarlly ematlonal is intricately linked to the
racist idea that they have little, If any, cognitive ability, Constructions of black people as
loud and lazy are part of this racist discourse. In the two cases tllustrated above, white
tutors work with ‘race’ in ways that parpetuate such discourse,

Covert Exclusionary Practices by White Staff and Students

Furthermore, one respondent notes that white students "don’t. greet you...fand 50 do not]
ackowle[doe] you [are] there [even though} we used to work together” (Int 07 2™ Yr BF).
In similar vein, a final year student gives examples of ways in which white staff members
make her both invisible by ignoring her, and hyper-visible by giving her extra special
attention. She also describas ways in which they treat her as a ‘prototype’ of black people
and limit her to partcular tasks understaad by themn to be suited to black students because
they are black. Shea savs,
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... {first,} generally you do get people who just ignore you in a group, who will just
taik to the whites, And you just sit thers and you're wondering ‘am T here or not?’ Not
he asked any questlons, just ignored, you know, And then {second,] you just get to
other peapfe who just go out of their way to kind of make you feel you matter aven if
they go averbaard. And you just sit there and [you're] thinking, ‘is there a problem?’
And [third,] sometmes you get people whe kind of like, T don' know, use you as a
pratotype: because you are black, you're supposed to know everything about being
black. And ... when you're in hospitals you get some people they will be assuming
that you speak Xhosa just because you're black and you're in Cape Town. And you
are supposed to act as an interpreter Now, you dan't get to do, what Is there to do
as such besides just running around interpreting ... (Int 03 6th Yr BF).

This quotation lllustrates the complex racialised power dyhamics at play in a learning
context where it seems only white students are considered worthy of being spoken to,
and only their volces are considered worthy of being heard. In the first instance described
by this student, the white staff member seems to assume {consciously or unconsciously)
that, intellectually, the student has nothing to contribute. Underlying this assumption is
tha notion that the inclusion of black studants In the white classroom means that they
are there simply to observe, listen to and learn from what white students and staff have
to say. This idea reinforces the notion that whiteness carries Intellectual authority in the
learning environment. In the second instance described, the exaggerated attentlon given
to the student highlights her presence as an exceplion to the norm. In the third Instance
described, the white staff member seems to assume that all black people are the same
or have the same experlences and that they all speak the same language. In this case,
the student Is assumed to be a representative of all black students. Furthermore, her
tasks In the hospital setting are iimited to ‘interpreting’, in other words, facllitating and
complementtng the medical tasks rather than delng the latter herself. These examples
further ilflustrate that white staff members work with “race’ in ways that covertly perpetuate
inequality. Practices such as these position black students as marginal and powerless.

In additfon to the practices outlined above, one student says white staff and students
collude with one another in patronising and making fun of black students:

Even the staff peaple around this campus .. the patranising smiles that they give

black people, I don't understand what that’s all about, Everywhere you go there's

always been that patronising smiles and it's like, am I supposed to be amused by that

or something? They're very undermining,

Interviewer: and it's [patronising behaviour from whites] commeon you say?

Respond: Very common, if you're a black student you get the patronising smile and
with the class mates as well It's there {Int 07 2™ Yr BF).

Latar in the same interview:

.. one of our lecturers made this remark that some people {because they're doing
taste buds) ... say 'tasty’ buds, They [white students] would laugh, but so 1 don't get
the point. He's referring to taste buds, So 1 guess those comments on the side could
decreasa ...

Interviewer: and he was referring to black people when he said that?

Respond: Yes ... (Int 07 2nd Yr BF).
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Later in the same interview;

Well, okay, fine, we had this lecturer-and he was black, black African I suppose and
[he kept] on making examples that if you were in Khayelitsha or something you could
be stabbed here and there and he kept on making examples of roads in tha Eastern
Cape,. al the hospitels don‘t have equlpment and stuff like that and people were
laughing and I didn’t think it was funny at ail {Int G7 2rd ¥y BF).
The guotation above referring to “tasty buds” confirms the argument put forward by Steyn
and Van Zyl (2001:39,40) that language use and pronunciation in the English fanguage
Is used as a signifier of difference in the tearning envirenment in a way which clearly
stipulates a ‘normal’ way of speaking English, Furthermore, these authors note the subitle
ways in which humour produces insiders and vutsiders (ibid.41). When white students
taugh, as in the case reported immediately above, they collude with white staff in making
fun of black students in ways that make them fgel marginal.

Black Students’ Parceptions of thelr White Paers

Some black respondents say there are also other ways in which white students contribute
ta their discormfort. These further reveal the dynamic and relational character of ‘race’. For
example, nine students talk about "race’ dynamics in the ¢lassroom and note the white
students’ dominance (tn this setting. One student sums up thls dominance as she shares
her experience of working an a group project,

White girls tend to presume things, They tend to boss you around and, in front of
peaple, get very loud ... when we had a project earlier on .. people were in a group
together, you know. And the other races in that group ... you find that they were quiet

Interviewer: So the black, coloured and Indian weren't saying anything?

Respond: Ja, they're qulet, They won't speak up, you knaw, I can't say It happened
because they were white. There was a lot of other white girls who also didn't tatk. But
vau'll find there’s never a black person or any other race who would do that, to start
be the dominant one, especially the guys can do that, too.

Interviewer: And it would be a white guy?

Respond: 1t would be a white person, either sex, They're just generally very confident
and very comfortable taking the lead ... (Int 01 4% Yr BF}..

While this student says black students remain quiet in the face of white students’
dominance, another says they challenge such dominance in srmaller groups and tend to
remain distant in larger ones:

... white students always want to dominate so that causes problems.

Interviewer! So they just take aver the group?

Respond: Ja

Interviewer: And what are the responses of the black students when that happens?
Respond: They complain, they argue.

Interviewer: Thay argue with the white students or betwesn themselves?
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Respond! Between themselves and some complain to the person.

Later in the same {nterview:
Interviewer: And within the big group, how do people relate to each other?

Respond; There are no fights or anything. It's kind of very subtle. You keep your
distance. It's not out in the open that I don't want to be with you. You're kind of
thare, and I'm here (Int 01 & Yr BF).

Yet another reparts a more positlve experience which she says is facilitated by the way In
which the tutar relates to the students,
... aur tutor picks on people, so hall ask you to say something ... 1 think when we
first started out umm, the white students were more talkative than soms of the black
students in our class but I think as we like got to know each other and progressed
it's now much better.

Interviewer; What do you mean by much better?

Respond: Umm, there's nobedy that sits quietly and walts to be asked a guestion or
hasn't got anything to say as well. Everybody just comes prepared. We've spoken
about It and we know what's going on and we discussed amongst ourselves before
the tutor comes and, yes, it flows basically (Int 02 2™ Yr BF).

This student suggests a pracess, facilitated by the tuter, by which this class moved bayond
white students dominating the class towards a more inclusive learning context, This
cxample stands out as an exception in the data.
in addition to seeing white students as dominant, black students have a few other
perceptions of thelr white counterparts. One student describes what she rmeans by “nlce
white peopla”,
1 get irritated if people ... just because I'm coloured, make an effort to be nice to me
.. ] find it extremely Irritating. Just be who you are, If you are racist, be racist. But
don't put on an act .. (Int 03 2 Yr BF}.

This suggests that *nice white people” are patrenlsing and not genuine in their interactions.
in contrast two students teli us what they mean when they falk about “sincere whites”, One
student reports;
.. I've actually met a sincere white person ... someong who's interested in what you
do and even it's a new experience for her, its net like ‘oh don't you wanna do this
instead’ ... someonc who is sincers, who's going to be interested in the way I llve and
my lifestyle (Int D1 & Yr BF).
Anather says,

.. there are really some sincere white people that ! like .. they try their best to
accommodate without being patronising ... I admire that in some people, who actually
acknowledge that, okay fine, I've heen racist and I'm trying, I'm trying.

Interviewer; You've got more respect for that?

Respondent: Hmm, At least you own up, you know ., (Int 03 &% ¥r BF).

Significantly, for this student, white people are "sincera” when they are able to acknowledge
their role in keeping the ‘race’ hierarchy intact and make some effatt to change this practice.
These instances need to be highlighted as exampies to emulate. Nevertheless, they are few
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and far between, The data suggests the predominant pattern is that of dominance by white

students. These practices on their part contribute 10 a context in which black students are
positioned as marginai and powerjess.

The Discourse of Paficlt

Several students observe that mainly black students under-parform, fall and/for are
academically or financlally excluded from Medical School, Importantly, four students are
concerned about why "black people always get low marks” (In 01 6% Yr BF) and " why it

works out that black people fajl, and black people have problerns, and white people don't”
(Int 07 2nd Yr BF). Another grapples with the same dynamic,

- I mean it wasn't just a matter of it was Just black students struggling, There were
a whole lot of white students struggling. But an issue was never made of that. It was
always well, focus on the black students becavse they're doing badly you know. I
don’t want to make a thing about it, there wasnt much realty, much to say, but it just
didn’t feel right (Int 63 4th yr BM).

The quetations immedtately above are clear examples of what Bowell refers to as tha
“discourse of deficit” used by white staff and with which white students callude (1997:4).
Writing abeut the challenges of change in North American higher education, this author
explores the pervasiveness and complexity of patierns of ‘black under-achievernent’
through a psychodynamic lens. She posits first, that a racially coded and merit-based
discourse of competence circulates in racialised Institutions. Second, that white staff and
students’ fear of incompetence is projected onto black students via the discourse of deficit,
Third, this discourse and these projections {when taken on by biack students) have real
effects, It devalues black students’ excellence and potential white privileging their falluras,
As one student notas, “.. It will take a while even for a black person to fesl that thay
have something to offer to value” {Int 07 2™ ¥r 8F). Thiz burdens black students with the
pressure to prove themselves and has a negative effect an thelr performance. One student
further guestions this under-performance when she reports that in particuiar departments
at meadical zchool,

.. most of the time you'll see the people who haven't passed are all black people.

And I think that's a very strange coincidence that it doesn't searm ta happen In the
other departments ... many people don't say anything about it because they're afrald

of being victimised. It just seams that the whole department Is stuck In this raclsm ..,
which is not avert ... (Int 04 6% Yr BF).

Several examples of covert racism have been illustrated abeve. Such insidious practices
are often hard to name in the moment when they occur. More 50, when students are
marginalised and/or made hyper-visible, it is understandabfe that they remaln silent for
fear of victimisation in a setting they do not regard as thalr own,

The practices outlined above serve to. perpetuate white dominance. The discomfort
around ‘race’ that black students say they experience in the learning environment cannot be
undarstaoad in lsolation fram these instifutionalised practices. In the context of a dominant
white Institutional culture the discourse of deficit presarves and affirms the value of such
culture, Tn this cultures, Powel argues, “white students are supported, [and] empowered
.. via the discourse of potential (as though they had no deficlts) and it just feels like "they
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earped it 7 (ibid.). White students are thus left “unfettered by the complexities of race and
thelr whiteness ... [while] black students carry a burden of awareness and clarity about
race on behalf of all” (ibid.5),

Black Students Do the ‘Race’ Work

Consequences of the Expactations of a White World

This “burden of awareness and clarity about race” (Ibid.) which black students carry for
averyone in the learning environment is what we refer to as daing the ‘race’ work. The
material cavered thus far gives the reader some sense of what carrying this burden entalls,
Here students talk more specifically about this burden of ‘race’. For example, black students
have to prave themselves worthy of being in the faculty, they have to answer white people’s
quastions or axplait things to them, and, they sit with the feelings of discomflort around
‘race’. One student reiterates what others say when she reports:
I dor't know I guess, like generally I know a lot of white people here get the
imprassion that English is not your first language and that you shouid ... generally
1 get approached a lot ‘where do you come from?” and you know, peopte think it's
a campliment, but it’s really annoylng you know, it's Hka they expect less of you or
they're surprised when you do better than, I don't know than they expected you to
do, there’s nothing that I can quite you know, but I feel [ have constantly have to
prave semething.

Interviewsr: As a Black person?

Respond: Ja constantly (Int 01 4% Yr BF).

From what this student says, the general expectation among mast white people she
encounters at medical schoal Is that 2 black student cannot speak English and when she
does, she cannot possibly be “ene of our blacks’ hence the question ‘where do you come
from? The assumption of deficlt imptied in this expectation leaves the black student fecling
*annoyed’ and that she constantly has to prove herself warthy and/for different from white
people’s stereotypical views of black students. In this way, she Is left to do the ‘race”
work,

Furthermore, black students do the ‘race’ work when they have (0 change thelr ways
of balng to fit into a white world, A second year student ilustrates this paint and expresses
a sentiment held by other black students when she says:

We always have to go up or down and go to their [white peopia’s] levels and even

with friendship it will never be on your terms It wiill be on thelr terms ... For you to be

considered an intelligent black person or well-rounded black person, you know like I

said it must be on their [white people’s] terms, in my [white] world, its how you fitin

my [white] world {Int 07 2nd Yr BF).
This guatation highlights the ways In which black students experlance their positioning as
marginal and themseives as in need of adjustment. It points to two of the many burdens
black students carry. Firstly, the difficult decision about whether or not to assimilate and
sacondly, the cansequences of this decision, The student quoted below talks about some of
these consegquences. He says,
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.. to become friends with a white person it takes a lot more sacrifices on your part

for you guys to find comman ground of any sort, A ot of the time you've got to Qive
up ..

Like 1 sald, 1 went a white school and 1 learnt everything In English and 1 speak
English all the tirme and I came to varsity you're taught [in] Engllzh agaln. A lot of the

time you just don't want to speak Engiish anymere . not many, If any, white people
are prepared to learn any other language ...

... that's the problern that I've come across [white pgople} wara not prepared to take
a step and say, okay, fine, tisten, I'm going to do that to make this work, it always has
to ba initiated by the black person, and lot of us Is [sle] just getting tired of it, and
say, okay, well, fing, we can do it on our own without the white persen ...

I mean [ went to a school where in our matric group therse were 3 black pecple in a
class of 27 and It's just stuff we have to deal with ali the time, you couldn't really get
ecceplance unless it's something extra special about yvou, We found that, if I look at
the guys that 1 went to high school with now, there’s something, you couldn’t just be
an average ordinary black guy and get acceptance from the white peapie in our class
because. It was, fust, I guess, in a way, you can look at It the same, there was no
reason for them to talk to yau, what are they going to say, what.can you talk about
- you're just ancther black person and that's it and it's the sarne here at varsity as
well (Int 03 4th Yr BM).
This student brings to the fore the weight of the consequences of what can be seen as
forced assimilation, One of these Includes glving up that part of one's sense of Self that is
deeply shaped by language or ' mother-tongue’, We were reminded by Professor Wa Thiongo
at the Biko Memaorial Lecture {12 Septermber 2003} that language domination is the key
to cultural subjugation, Another is the fatigue associated with the constant requirement of
white worlds, at schoal and then again at vniversity, that black students be extraordinary,
in other words, not themselves. The alternative Is a more pronounced isolation and
denlgration: *... there was no reason for them to talk to you ... you're just another black
persan”. This quotation suggests the cholce for hlack students is between alienation from
Salf and, atlenation from Self and the environment. It echoas students’ voices cited earlier
in the report, 1t also shows that black students do the ‘race’ work when they are expected
to toge aspects of their identities and 1o be extracrdinary in order to be recognised.
Consldering what these students have told us so far about their experiences in the
learning environment at Medical Schonl, it is nat surprising that they retreal into safe
places. As one fAnal year student says,

You're safe with your people, You fee! you don't have to perform or explain yourseif
(Int 02 6 Yr BF).

Black Students Downplay "Race’

In addition ta the burdens noted above, some black students do the ‘race” work when they
tand to downplay or demy hurtful *race’ experiences. Here we refer to the studert quoted
eartier on who was dismissed by his tutor as “emotional”, Despite this experience in wilch
the student is clearly sterectyped as emotional and irrational, and despite hls description
of this experience as “my worst experience at varsity”, this interviewee sald he was "very
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lucky” not to have been hurt, misunderstood or compromised around iszues of ‘race’ and
“fortunate not having had bad experiences with staff” (Int 02 4% Yr BM). Similarly, the
student quoted earlier on who was described by her tutor as "loud”, "abnoxious” and “tazy”
says, “when it happened T thaught it was a really racist thing to do” but later she concludes
it “could be a persanal thing” becauss “he's old” (Int 03 2™ yr BF),

Ajthough this student recoonises raclsm ag the problem in this case, she dismisses
It as a personal error on the part of her tutor because of his age. We argued earlier in
the report that this Is not simply a personal is5ue, Instead, it Is an example of white staff
parpetuating raclst discourse, The real effects of such discourse are political rather than
persanal. In addition, when black students downplay ‘race’ in this way, they contribute to
white staff's sense of freedom from this burden.

These are examples of ways in which black students downplay the racist content
of their experiences, For most black and white people who have some ‘race’ cognlsance,
these are clearly racist acts in the sense that they serve to rmarginalise and stereotype
black students. Certain questians in this regard need to be explored: Why are some black
students at Medical School downplaying the role of ‘race’ in thelr experiences? Is this a
common tendency? Are they in denial as a defense against the pain of being stereotyped?
1z it fear of naming ‘race’ because of the consequences of speaking out or talking b{hack? If
it were the latter, what do students imagine these consequences to be? Are these imagined
consequences based in fact? What needs to be done to change these facts and/or black
students’ constructions of these realitles?

Furthermore, twao black students downptay ‘race’ when they explain away their hurt
and/ or blame themselves for outcomes that are not necessarily entirely their responsibility,
hut clearly shaped by raciafised relations of power. We guoted a final year student earlier
in the report who shares her vuinerability during oral and clinical exams. This is how she
makes sense of her fallure,

I wasn't happy about falling it [a supplementary exam]. T know most people are not

happy about failing any course, hut I don't think It was because I didn't know [my
wotrk].

Interviewer; What would you imagine the problem was?

Respond: Like I say, [ don't know .. 1 think maybe failing Is expressing yourself
[not being able to express myself] because I don't put much on race, I give myseif
reasnns.

Interviewer: So you give yourself reasens so that it's something you can change?
Respond: Ja, [this way] I can do something about it because if 1 blame it on race,
then there's someone else involved (Int 1 &% Yr BF).

Thata ig a fine line between taking respansibility for one's own fallures and blaming oneself
entirely for one’s faltlures without an awareness of ways in which particular racialised
contexts shape one's performance, As indicated earlier In this report, both the discourse
of deficit and particular inner constructs of reality have real effects on black stidents’
performance. Another respongdent makes sense of her failures In a similar way when she

5aYs,

Fimivil BPrasmuops i@ Jodfues Ma Waei ., aUfH3



) LIS T (TN T S L ¢ S SV S

. for my failures T tend to look at myself and see where [ have gone wrong Instead
of... sayling) maybe iU's the department or maybe it's the faculty and trying to
ascartalts blame, Although in some ways ... I did feef ke If .., I've studied a whole
year .. and I spend one month after the exam (Studying] ... and not going out ... and
getting less marks than when I got bafore, T just couldn't understarnd what was golng
on there. But then I just told myself maybe this is something § have to do. 1 just have
to repeat {Int 03 6th Yr BF).

Black Students Act with Care

Tn addition, three students take responsibility to act carefully around ‘race’ and net cause

white people discomfort. For example, this student says,
. You want ta excuse these whites [because] they graw up like that and sometimas
they probably act that way hot knowing that they are being racist, you know. And
it's such a pity because I'm sure some whites do get into situations where they think
they're acting normal [sic], But becausea thera's this awareness around [on the part
of black students] one tends to be on their toes and you keep the person at arm's
distance and you walch them. So once they acting you pick it up quickly ... So for me
I'll meet you and Il keep you at arm‘s distance ... [ won't do anything fancy. I will
never ever make you feel uncomfortable. But when I feel like you trying to treat me
fike I'm inferior to you, that’s when you'll see ... (Int 02 40 vr BM).

This respondent empathises somewhat with white peopte who are unaware of the effects
of thelr actions, At the same time, he reveals some distrust of them when he keeps them
at a safe distance while watch'ing their actions. He does “race’” work when he acts carefully
around ‘race” by not “de[lng] anything fancy”, by “never ever mak[ing a white persan}
feel uncomfortable” and when, as he says later in the interview, he "{doesn't] get into
arguments with lecturers, [and he doesn’t] say unmecessary things when you don't have
to". The second student expresses a similar empathy when she says “I'm always trying
to be understanding of the ather person® {Int 03 6 ¥r BF). She, hawever, ends up doing
the ‘race’ work when she carries the angry feelings and remains silent for fear of belng
constructed as a weak student whao carmplains about recism. She continues,
but thare are thmes when it [white staff's stereotypical perceptions of black students]
gets to me and I just angry .. although like I don't come out and say anything
because, you know, sometimes you don’t want to be the person [about whom staff
say], 'oh, well, she doesn’t even do that well at school and the next thing she jumps
... (Int 03 & ¥r BF).
it Is Impaortant to note that black students are not simply the passive recipients of this
burden of ‘race’. Instead, they resist by disengaging from interaction across ‘race’, The
two students guoted Immediately above are not passive when the first says, "we can do it
on our own without the white person” (Int 02 4 Yr BM) and when both choose ta protect
themselves by remaining siient about white staff's covert racist practices. Similarly, another
student disengages by turning down invitations from white people because she “.. really
[doesn't] feel like making the effort” (Int 01 4™ Yr BF) while another says, ... If I have to
change wha 1 am to At, then I'm not going to do Iit” {Int 01 6% Yr BF). With regard to white
students who worked with her bafore and who do net greet her, another respandent says,
“ .. no, I would not suck up to a white person ... why should I say, "hi. Why can't they say
‘hi' ta me?” {Int 07 2% Yr 8F),
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1t Is important to note this resistance. However, it is equally important to note
the subtle ways in which black students unconsciously contribute to keeping the power
dynamics of ‘race’ alive. Here we need to be vigilantly aware of ways in which particular
racialised inner constructs of raality as well as pattei-ns of ramaining silent about "race’ in
particular contexts can keep such dynamics alive. These practices are important to notice
precisely because they polnt to the work which some black students need to do In arder to
reclalm their voices, confidence and authority and in order to make Medical Schoal a place
which Is rightfully theirs.

Discomfort Beyond the
Biack /f White Binary

Some students alert us to the reality that uncomfortable Interaction is not limited to
relations among black and white students, but extends to relations among black students
themselves. Earlier In this report two respondents mention different black experiences
and language differances among black students as a barrier to interaction, Here, students
alahorate on these barriers to include intra-continentat dynamics (how black Africans from
slsawhere on the continent relate to black Africans from SA and vice versa) and intra-
national dynamics (how black {inclusive) students from SA talate to each other). The data
prasented here does not provide any conclusive evidence. However, it points to particular
issues and dynamics that some students say they encounter. For example, one student
fram a country bordering South Africa says,

.. I am aware of what's going on, There are cerfain situations where I can't be
myself,

intarviewer: Like which situations?

Respond: Like, you know, you have your black friends, your white friends but you
almost find that the black people {frorm South Africal almost look at you diffarent.
They wor't say It. It's almost an inferiority complex more than anything ...

tnterviewer: They feel Inferior or they make you feel inferiar?

Respond: They feel inferior and they feel like yvou basically think youTe better than
them. But it's not raised, but it's definitely thare.

.. my partner [on a project] is pretty much just like me. She's South African and she's
different to a lot of the black {South African] girls. I personally don't get aiong with
a lot of the black students. 1 find that they're just as rigid to work with ... {Int 01 4ht
Yr BFY.
This black student finds it hard as a non-South African to relate to most fellow black
Sauth Africans, She suggests there are unspoken perceptions among local black students
about ‘who is better than whom'. This suggests national differences are used to establish
hierarchleal divisions among black students. This suggestion needs further exploration.
A final year student alerts us to @ further divisive dynamic among black students.
significantly, this Information Is freely volunteered rather than solicited, She says,
... the Black paople who did not go to mixed schoals, in English medium schools, mast
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of thern are struggling, like myself. I've been here lunger than I'm supposed to be,
And then we kind of have something In common that we'te struggling, We wark hard
to get somewhere, We're working very hard. 5o ... we form friends[hips] In that way,
We zhare somathing In comman that we want to graduate and we must wark hard.
S0 we encourage each other .. fand] fortm a strong band, And then we get other
blacks wha come from good mixed schools ... 1 think who don't have to work as much
a5 we have to. I think it's much easfer for them. So they assoctate better with other
races than we do.

Interviewer: And hecause of their background as well?

Respond: 3a, and there's sort of 3 gap now between us and them, We're like o longer
the same. Wea're differant and they turned whita (laughs).

Interviewer; Really? ... do they get called?
Respond: They get catled ‘whites”.

Interviewer: Really? Do they know about it?

Respond; No (laughs), You don't go to a person’s face and tell them that, but they
may hear about it somehow (Int 01 & Yr BF).

This respondent measuras degraes of blackness In terms of her perception of "hew much
one struggles’ and ‘how hard one works. In the process she constructs herself, and
other students in her position, as a victim of circumstances. In addition, she suggests
that students In her position “form a strong hond” based an this notion of themselves as
victims. She further implies that “other blacks”, namely, studenis from English medium
and racially heterogeneous schoals, “don’t have to work as much” or as hard, and that it is
aasier for them to negotiate the racially hetercgeneous environment at Medical School. We
have already shown that these assumptions about students she refers to as “other blacks”
are not necessarily true. Neverthelass, In the light of her assumptions, she makes sanse
of these differences in schooling experience by constructing these students as “white”.
She further admits that this naming and these assumptions generally remain unspoken in
the presence of these students, but notes that they are aware of it. This student uses the
language of ‘race’ and its embedded hierarchy to create new hierarchical divisions among
black students, As a defense against her own sense of hardship she Others black students
wham she perceives as not having to work as hard and struggle as much.

I have argued elsewhere that there are various ways in which blackness is policed in
SA today. For example, the term ‘coconut’, which carries negative connotations, hecame
part of the South African vocabulary in the mid-1990s when predominantly middle-class
black African learners gained access to historically white high schools, Gradually these
learners were percelved by their less priviieged counterparis to have irpbibed ways of being
*whitely” [Frye cf Balley 1999:86). Speaking English with & 'white’ accent is one of the
primary stgnifiers for the ‘coconut’, who is seen to be black on the outside but whita on the
inside and hence not "truly’ black. In response, these middie-class black youth have named
their rivals ‘dusty-crusties’, a term signifying rural, *backward’, not so *hip” blackness.

This language points to the continued significance of‘race’ In SA, Maregver, It reveals
the resilienca of essentialist understandings of ‘race’. As ‘race’ intersects with class and
the urban/rural divide to produce heterogeneous black experiences, younyg black South
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Africans atternpt to canstruct and enforce a homageneaous, rigid hlackness. These attempts
are premised on understandings of heterogenelty (and hybridity) In everyday life as
pathoiogical. The quatation imrmadiately above reveals an attempt at policing blackness.

Othar Students’ Warnings

About eight students mention specific advice and warnings from their senlar counterparts.
One respandent says, “.. black students from previous years tend to warn you about
certain departments and [about] the person in the department [who] is known for
discrimination” {Int 01 4% ¥r BF). In some cases these warnings produce fear and caution
and so profoundly shape the ways in which students negotiate and percelve the learning
environment, for example, the student quoted above contlnues, ™. a lot of us worked
really hard, we're scared of falling ... everyone talks about [racism towards hiack students]
but you can never really put your finger on it " (Int 0} 4" Yr BF),

These warnings have real effects, for exaimple, this student was asked whether or
not he will speciatise at UCT. In his response, he told the Interviewer about a registrar whao
warned him of racist practices at Medical Schoot in the year 2003, This registrar told the
student he was limited to working at the blood blank, felt he was axcluded by his seniors
and was not learning much, and so decided to leave UCT for another university, As a result
of this warning the student says,

. it would be nice [to specialise at UCT]. All the good guys [academlcs) are here.

But you know If the system is llke that [if Black students are excluded as in the case

described by the registrar concerned], no (Int 02 4 Yr 8M),

A second student expresses uncartainty about whether she wants to specialise at UCT or
not because,
. & [black] registrar [told] me that they have to work doubly as hard to prove
themnselves ... I llke a challenge. So for me, I'd love to infiltrate that circle and move
their comfort zone ... But it's not pleasant to go into something knowing you're ganna
have to fight. I mean It's hard enough studying and working, and whatever, It there
is & farnily, You don't want to be flghting raciai things (Int 02 thy Yr BF),
For this student the burden ‘race’ makes her reluctant to retorn to Medical School. In
contrast, another student |s scepticsl of warnings. She says,

.. reglstrars .. tell ... scary stories .. [they] telt you that you won't get acceptad, and

you do get accepted. And they telf you that you will fall and they're going to chuck

vou out. You fail, and they don't chuck you out ... they give you a chance and thay
support you .7 (Int 03 6% Yr 8F),

Yat anather says,

.. [ have heard ... If you're  black person and you want to survive at Madical Schooi,
yau must make sure that you do not, whatever you dg, ... challenge the system In any
way. Because once you do that, you wil ... be known and you will be marked down
and you will never graduate ... {Int 07 2™ Yr BF},
Allegations of racism are an issue in their own right, Racist practices are a problem In their
ownt right. Such allegations and practices significantly affact public perceptions of Medical
Schoal and ways in which some of its students nedotiate this learning environment.
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Summary of the Findings Presented

Fram what black students tell us, the eviderice indicates that black and white students ar
Medical School tend to. group argund 'race’, In addition, black students sometimes group
around divisions among themselves forming groups of colourad, Muslim and black African
students. Repeated mention of these patterns In the data makes it a significant finding,
This tells us that interaction across ‘race’ among students 15 limited, Furthermore, the
predominant reason students provide for this phenomenon Is that they prefer to work
with their friends (wha are generally of the same raclalised experience) and with people
with whom they feel most comfortable. The tatter are also genarally from similar racialised
experiences. This repeated ermphasis on comfort suggests there might be antagontstle
feelings towards white students, and that some students feel safer when these are left
unspoken. We gather from these voices that racially homogeneous settings are the norm
of comfert for most students. In contrast, as indicated by a little over half the students,
raclally heterogeneous contaxts cause them ‘race’ discomfort even in the absence of overt
racial antagonisms among students.

Among some of the factors causing themn ‘race’ discomfort, black students mention
the zhrupt shift for them from segregated living and schoaling to the racially haterogeneous
university environment. They also mention language, cultural and religlous differences
sometimes as a source of discomfort among themselves, Thase factors alert us to the
ways In which social divisions under apartheld continue to shape the prasent, even in
the absence of overt racial antagonisms among students. Furthermore, some students
mention thelr marginality and poweressness In both fsarning and social contexts which
they perceive as deminated by white students and staff. Although one respondent was able
to act powerfully as a learner when in @ hospltal setting, we cannot slimply expect others
ta follow suit. The challenge is to acknowledge that black students are nof completely
powerless while simultanecusly exploring what gets In the way of thelr ownership of this
learning environment, Such exploration cannot exclude an examination of the effects of
varlous raciallsed inner constructs of reality held by black students, Importantly, we niote
the real effects of learning about diseases without placing them in context and of some
staff members’ paralysis around revealing privilege and naming ‘race’,

Furthermore, the avidence suggests that some white staff perpetuate racist discourse
when they refer to black students as emotional and loud, and suggest they are lazy, It also
suggests white staff engage In covert exclusionary practices and white students somatimes
collude with these practices, In addition, black students say thelr white counterparts
dominate the classroam. In response, some say black students remaln silent while others
say they challenge such dominance, There is also some evidence that a discourse of deficit
operates at Medical School. The real effects of this discourse are to devalue black students’
contributions and emphasise thelr fallures while, simultaneocusty, affirming those of white
students and remaining silent about their failures. In reality, of course, all students have
strengths and developmental needs,

The avidence suggests biack students carry, though net without resistance, the
burden of ‘race’. This means that they constantly have to prove themselves worthy of
being at Medical Schoal; they carry the feelings assoclated with the discomfort caused by
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‘race’; the onus Is on them to disprove white staff and students’ stereotypical perceptions
of black students; they are expected to lose parts of their identities in order 1o fit into the
white world; they are expected to be extraordinary in order Lo be recognised; they make
decisions about and weigh up the consequences of various ways of negotiating this world,
and they downplay the significance of ‘race’ In shaping thelr experiences.

Cur approach to ‘race’ as a dynamlc and as relational implies that all partiss are
agents with capacities to change these dynamics and refations. In light of this approach,
it Is Important, firstly, to recognise particular practices on the part of same back students
that might contribute towards keeping these ‘race’ dynamics alive. We point to examples
and countar-examples of such practices. Secondly, it is Important to nete that in suggesting
this we do not simply blame black students, It is clear from this report that we sae the
difficulties they talk about in context, Although it might be hard 1o acknowledge these
practices, on their part, we argue that they are key to defining the work some students
can da to empower themselves in this learning environment. As these dynamics stand
at present, white students are left free of responsibility for and discomfort arising fram
Interaction across ‘race’. Futthermore, the privileged position of white staff and students
Jeaves them free of the need to be aware of their contributions to the ‘race’ dynamics in
the fearning envirgnment.

Some students alert us to the fact that uncomfortable interaction is not jimited to
relations among black and white students, Instead, there is some evidence to suggest that
bath intra-continental and intra-nationat differences are used by some black students to
actablish hierarchica! divisions amang themselves. Finally, warnings from senior students
regarding racist practices at Medical School shape new students’ perceptions of the School
as well as the ways in which they negotiate the learning environment.
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CHARTER FOUR

White Students’
Experiences and
Perceptions of ‘Race’ and

Racism

This chapter elaborates the findings regarding white students’ experiences and perceptions
of ‘race’ and racism at Medical School, The findings are substantiated by what white
respondents say. As noted earlier, these respondents have far less to say about these
issues than do thelr black counterparts, Although this leaves us with less material to
analyse, the available data reveals some ways in which these students’ expetlences and
percaptions are both simifar and different. As will be illustrated, white students’ stlence i
Iny itself a comparatively significant finding.
In this chapter we focus on five thames. These include
(2} that white students have little to say about ‘race’ and racism at Medical School,
(b) their confirmation that thers Is Hmited interaction across ‘race’ among students,
(<) that they express little “race’ discomfort In raclally heterogeneous settings,
(d) that some argue equity practices result in reverse discrimination and
(e} the ways In which some students marginalise their peers through deminant
practicas and perceptians of them as Other

Little to Say about
‘Race’ and Racism

When asked directly, about three quarters {15/19) of the white students categerically say
they have had no persanal experiences of racism at Medical School nar have they besn
hurt, misunderstood ar compromised with regard to ‘race’. Af first, these responses seem
similar to those of black students. However, the data reveals signiflcant differences.

Firgt, it is interesting Lo note that a/f but oene of these students give short answers
like "Na” ar "Not that I can think of”, with very little furthar engagement on the taple even
when probed by the interviewer. On the contrary, most black students would say they
have not had personal experiences of racism but have heard of ather students who have.
Alternatively, they would say they have not had experiences of overt racism, We did naot
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spacifically ask white students how they thought their whiteness affected their experiences

at Medical Schoal. In retrospect, it may have helped to Include in the interview schedulg
a question along these lines: What js it like to be a white student at Medical Schoo!? Thig
may have given us some inslght inte the ways in which these students position themselves
in the racial hierarchy,

MNevertheless, In the context of the data as a whale, and considering that black
students (who were asked the same questions) did tell us how ‘race’ shaped thelr
experiences, this lack of further engagement from white students Is In itself significant.
It might suggast that thase students {consciously or unconsclously) do not see ‘race’ and
racism as issues which affect their learning experiences. Should this be the case, this
view holds that whiteness s not racialised and that white peaple carry no rasponsibliity
for racist practices, whether overt or covert. Instead, in this case, If there were any forms
of racism at Medical Schoal, it would be black students’ problem. For us, this view is
problematic. First, It dentes that growing up white results in racialised experiences shaped
by ‘race’ privilegae, Second, considering the histories of colonialism and apartheid, it denies
white students’ Implication in racialised relations of power and inequality by virtue of their
beneficlary status in this society. Third, it frees white students from responsibility for their
implication as benefictaries and for their actions, when these marginalise black students,
This Is significant considering that black students say their white peers work with ‘race’ in
ways that marginalise therm.

There is a second way in which the data reveasls significant differences among white
and black students’ responses to these particular questians. Unlike their black counterparts,
all but two white students say they have not withessed ragist (overt or covert) practlees,
and they are not aware of anyone who has experienced “race’ discrimination at Medical
School. One student sums up this lack of awareness when he says, "I really haven't come
across any real issues around race, ... while I've been at UCTY (Int 04 47 Yr WM. Another
suggests all the dynamics around ‘race’ have been resolved and that ‘cligues’ among
students ‘hajve] nothing to do with race’. He says,

... there’s more openness {at Medical School as opposed to Departments of Natural

Sciences] about it ['race’], there is more frank discussion ... and basically anything ..

that might have stood in the way of helping people to mix with each other ... has been

talked about .., has been blown open ...

Later In the same intarview:

.. I the [racial] dynamic is to talk about any blockages then that's not there ... my

class is getting along with itself very well, you know ... there’s room for improvement

but ... It has nothing ta do with race .., cliqueiness [sicl, that's just a syndrome of high

school (Int 03 &% Yr WM).
The evidence gatherad from both black and white students suggests the contrary. Far
example, one white student says, “[racial] issues come out very fraquently”. She seems to
contradict herself when she says this racial tension is not “antagonistic at all”. Significantly,
she suggests that black and white peers get on well ang engage with gna another about
these Issues. Unfortunately, the interviewer did not ask this student to give exarmples and
elaborate on these engagements and the tensions, She says,

... There was some friction and that's expected sometimes ... i didn't notice anything
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that was like nasty and artagenistic at all ... Well, these [racial] issues come out very

frequently. Weil, not always in a bad way and we are discussing them, And T think

it's because we are going through a transformational stage and we're kind of young

peaple and it's our prerogative to question things. So, I mean and race is just like

pretty much out there (Int 02 4% vr wWF),
Thig respandent’s view stands out as somewhat of an exception, The lack of awareness
shown by most white students, and IHustrated In the first two quatations above, 15 In sharp
contrast to the heightened awareness among black students of covert ‘race’ dynarmics at
the Schoot, This is a significant finding. A third significant difference is that, in contrast to
the numerous, various, detailed and explicit accounts given by their black counterparts,
when asked other questions during the Interviews, the bulk of white students do not talk
about ‘race’ being a burden for them In any way, or for that matter, a source of rellef, This,
also, is a significant finding. When considered in relation to the burden of 'race’ carried by
black respondents, one can only conclude that the data suggests white students are left
free of these concerns mainly because of their position of *race’ privilege.

Consldering the long history of racial dominatien in our country, it is highly likely that
mast white students (and staff) do not see ‘race’ and ractsm as Issues that profoundly affect
thefr lives and everyday practices, Agaln, the point here (s nat to blame white students for
this lack of awareness, Instead, It is to point to the work these students and staff can do
in order te contribute to a more genuinely interactive and affirming learning envirenment
for all students.

Limited Interaction Across ‘Race’

Like thelr black peers, a little under three guarters of white respondents say that alt
students tend to cluster around ‘race’, but that there is no overt raclal antagonism among
students, Instead, they say black and white students get on well together, One respandent
sums up this view expressad by students across all vears of study,

It's ['race’ dynamics In the classroom] fairly good | would say, I mean, T don't see
any sort, of racism in our class as such, but we are quite segregated. There're not
many sort of black and white peoplae that are friends as such, Thera're sort of groups
of people and they stick to themselves {Int 04 6% Yr WF).

Another says,

... like our dissection groups there’ll be a black group and there's a white group and
you know another black group ... Very separate. But I mean, I don't think that's
racism (Int 01 2™ Yr WF),

In contract, anpther respondent, quoted below, comments that there is only “a little bit
of segregation” and “lots of Interaction” ameng black and white students even though
Interaction is “not brilliantly integrated”:
My experlence i5 that we relate well to each other, [Aithough] generally I'think there
tend to be like white students’ closest friends will be other white students and likewlsc
with the ather raclal groups. But like for example, we were down in the computer lab
and it was myself and another white person and then four black people. And we were
having & great laugh about ordering pizza and stuff, 50 there's always interactlon,
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It's not okay if you are anti-black people ... or that sort of attitude is frowned upon.

So thera's iots of interaction ... not brilliantly integrated, there's still @ little bit of

seqgregation (Int 06 2 Y WF),

Unfortunately, she was not asked to elaborate an what she refers to as “anti-black attlitudes”
and what she means by "not brilliantly integrated” interaction.

Two out of the nineteen white studenis seem to be genuinely concerned that
“[stucdlents] are quite segregated”. They note that “there are nat many sort of black and
white people that are friends as such” and that there ara “groups of peopte and they stick
to themselves”, Ona of these students summarises this sentiment when she says, 1 think
It's just who people feel comfortable araund, but I think that is the problem" (Int 01 2™ ¥r
WF, our emphasis). Similar ta what some black students say, the other says the language
bartler makes it “hard to interact” with African students i particulan

Little "Race’” Discomfort in Racially
Heterogeneous Settings

While a little over ha!f of the black respandents indicate a sense of ‘race’ discomfort when
interacting across ‘race’, few white students talk about such discomnfort. Instead, five share
what they see as positive personal experiences of intéracting with black students in the
classroom.

Individually, these respendents talk about opportunities to “share your culture”,
being “forcad to make new [rlends” across ‘race’, and one says he “ha[s] great fun with
thern [black students)”. Below another student describes her experlence of what she refers
to as "cross-cultural” relationships. She says,

I think definitely yau still stick with your groups, like your cligues, umm, like your

friends that may probably be the same culture. But cross-cultural like relationships, 1

think they're very goad, fram what I've experienced, ['ve got wonderful friends that

are coloured friends and black friends. They are some of my best friends, It seems
after that ... you see relationships just are equal. It doesn’t matter what colour you

are. The friendships [are] just totally equal (Int 04 2™ Yr WF, para 46),

This respongent adopts a colour-blind approach to “race’, Although this approach is widely
understood as anti-racist among popular perceptions, it has been the subject of much
eriticism, The problem with this approach s embedded in its denlal of the real effects
of ‘race’ in shaping one’s identity, life and learning experlences, and in perpetuating
particular relations of power and ineguality. Frankenberg, in her analysis of ways in which
white wamen in North Ametica work with ‘race’, refers to this way of talking about ‘race’
as a “power-evaslve discursive repertoire” that uses “*palite’ language” in its “selectlve
engagement” with ‘race’ (1993: 139-143). This colour-blind approach is not unreiated to
our earlier suggestion that white students are unaware of thelr whiteness as racialised.
This lack of awareness is part of a discursive understanding of ‘race’ that sees whiteness
as ‘race’-less or not having ‘colour, and blackiess as ‘raced’ or having ‘colour’, Within
this discourse, Frankenberg arques, not noticing “colour’ “suggests that “color’ ... is bad in
and of itself” (ibid.145). For the student quoted above, two strategles make It easier for
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her to negotiate relationshlps across ‘race’. First, her friends’ blacknass is “*bracketed and
ignored” (ibid,147) and second, the seemingly more benign language of ‘culture’ aliows
her not to notice ‘race’, For this respordent, “cross-cultural relationships” are “very gaod”
and "equal’ because her approach to ‘race’ allows her not to engage with any hidden,
unspoken inequallties and/or antagonisms. In other words, her approach aliows her not to
experience ‘race’ discomfort,

it is important to note not only white students hold this appreach. A few black
students are complicit with this discourse. Furthermore, we reiterate, the purpose of the
analysis here is not to blame white students, Instead, it is to bring to the surface the
imiplications of ways In which some of these students work with ‘race’ with a view to helping
them change these ways of working with ‘race’.

The student quoted above shows little awareness of the difference ‘race’ can make. In
contrast, another student shows sorme awareness of such difference and suggests a sense
of discamfort and/or lack of awareness on her part, She says,

I had a lot of black students In my group and ! related to them very well ... it was

enlightening and quite 8 positive experience for me ... I always ... felt maybe black

students [in the four year programme] felt bad because they had a lot to live up
to, and there was a lot more pressure on them, and maybe that white students
didn’t understand that pressure and gdldn't understand the academic pressure that
they feit ... but .. it doesn't seam to be {the case] .. there's ... an understanding
that everybody's under acadernic pressure ... [I] somatirmes ... [1] felt that I didn't
understand enough about their situations. But I mostly find that like the students
that T work with are excellent and umm very like open abaut the whole thing {being
on & four year programme] (Int 01 4" Yr WF} .

Although this student does not show an overt awareness of her white privilege and its
effects, she shows some awarenass of the difference “race’ often makes. In this case she
learns about the difference 'race” makes through engaging with her peers about the four
year pregramme Introduced at Medical School to facllitate black students’ entry inte the
School. Sha also suggests that white students like herself might not be fully aware of
black students’ experiences of the learning envirgnment, Furthermaore, in contrast to the
diszourse of deficit mentioned earlier in the report, this student suggests that black students
are not the only ones who sometimes struggie academically. This level of awareness s an
exception among the respondents Interviewed,

Reverse Discrimination

One white student who says she receives extra Lutorials says acadernic support
programmes at Medical Scheal are open to both black and white students. Nevertheless,
two white students are particularly unhappy with academic support programmes llike “extra
tutorials” and mentoring. Thay see these as exclusively for black medical students. Both
these students cite this as an example of racial discrimination against white students,
They suggest that academic support is based on one's 'race’ and not on one's need for
assistance. Whan asked whether he noticed any racism In the faculty, one student talis
about how his friend ™., wag upset that same black students were getting extra tutorials ...

IMCHBISA Widening sirales 2



o R bt e B iaden b B

[which] weren't offered to white students ..." (Int 01 & Yr White Male). The other student
5aYS,

1 den’t knaw if you can calt it racism, but ... in first year I ... didn't understand what

155 was ... I was brand new and didn't know anything ... 155 is a ... hlack student

soclety at Medical School and they [black students] were taiking about mentors and

I thought It should be a very good thing, I would like to have a mentor And 1 went

there and 1 was the only [white] one who was in thare and I got a tot of strange looks

frorn peaple, like, but why are you here'? (Int 01 4th ¥r WF),

This respondent suggests she falt excluded from access to a mentor and black students
present seemed to signify that she did not beleng at this meeting, It remains unclear
to us whether these support programres are open to alt students. Furthermore, a few
students, black and white, mentian that in their view the Impeie Student Society does have
exclusivist practices that they do not support. In addition, a few black students mention
that Shawco involves predominantly white students in its activities and also has covert
exclusionary practices. We do not have any conclusive evidence in this regard. This matter
remains apen for further exploration,

Three white students express some ambivalence about what they cail "affirmative
actlon” and “the quota system”. They suggest equity programmes allow academically
weaker hlack students into medicing and keep good white students out. These students
strongly suggest this is a form of racial discrimination against prospective white students,
The first says,

1 do know of people who've been refused admission to UCT with excelignt marks,

sxcellent all-round ... Interviewer: White people?) Ja. (Interviewer: They've been

refused .7} Ja, from my school particularly, and I struggle to rationalize that. And on

Lthe other hand ... people... with two or three grades below their grades ... have gained

admission because of thelr colour. 1 think there's a necessity for that ... not ta that

extent (Int 02 6th Yr WM).

Another says,

... (It 1s] much harder [for white students] ... the kind of hoop T had ta jump through
... 1 would say was stress a lot highar than the students of colour for whom the quota
system was more amenable, you Know, much more conducive to getting in (Tnt 03
B ¥r WM),

And the third student says,
... the only problem I've ever had was with the whole racism issue was the selection
process for medicine ...

I'm all for affirmative action, but when you'ra in that position ... being one of seven, [
think they're taking it a little hit to the extreme, I mean, the number of white males
in my 4™ year class (s probably about 13 ..

1f there was one thing I could change that would be it {Int 04 4th Yr WM).

These students show little awareness of the historical and socio-political arguments for
equltable practices in institutions of higher learning. Instead, the first suggests black
students gain admission simply because they are black. The other two respondents suggest
white students are victims of equitable practices.
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Marginalising and Othering
Black Students

Like their black peers, almost all the white students use the language of “us” (to describe
themselves) and “them” ({o describe black students) in what seems to be a benlgn fashlon.
There are however, a few examples that confirm seme of tha things black students say
about their white peers,

For dxample, this student reveals what some black students in the sampte might
describe as a patronising attitude towards his peers whan he says,

I've got a lot of non-white frends and they seem quite happy. And I think efforts have

been made if they're not up to speed, becausze of circumstances, they've been helped
fInt 02 6% Yr WM). ‘

This student assoclates black students with acaderntic under-preparedness and with
needing support. Another student gives an example of what some black students might
see as dominance on the part of their white peers, She says,

If you're writing up a [olnt]} report and English isn't someone’s home language and

then if everyone contrlbutes the information ... you have to re-write the whole thing
(Int 05 4™ Yr WF).

This quotation suggests white studenats re-write group project reports withaut necessarily
engaging with their peers about this practice. The act of re-writing a joint report could be
construed as an assertion of Imagined intellactual autharity.

Anather student implies that black students live in a different world that whites fing
hard to access, She says,

I find it 50 fascinating ... where they come from, what thay've been through and
everything ... you know, you can't speak to them. I find black people are still a littie
bit sensitive, you knaw, like they're a bit over-sensitive actually ... and not so trusting
{Int 01 2% ¥Yr WF),

This respondent portrays black students as different and mysterlous outslders, A white

fmale student related his feelings about equity,
I have seen black students who come In and ... they can't cut the work, They can't do
it, you know, they can't keep up. And they just don’t have that motivatien for It, but
they were allowed in because ... they fitted the quota of being a black male and female
... that gave themn the great advantage of being accepted, you know. E wouldn't mind
if a person gets accepted on a basis of ... merit, that’s all fine. I'm very certain that
.. quotas for hlack male could easily be filled with exceptional black male students,
you know. But that I've seen black male students ... or black female students ... T've
seen them come in you know ... with no problem. They've had no difficuity getting in
and they can't perform in the course, That means to me that there's a white guy out
there who did very well, and had his heart set on it, that didn"t get in, because there's
comeone else thare who's actually just fazy, Isn't committed to the course. But for
reasong outside of ... he |s now In that course, He got the place. The poor guy who
wanted it so badly didn't {Int 03 &th Yr WM},

First, this respondent suggests that black students "can’t cut the work”, namely, that they
are intellectually incapable of dotng medicine, because they are black, Second, he says
black students “don’t have the mativation” to study medicine and that they are “actualty
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just tazy". Third, he suggests these students are admitted to Medical School because they
are black, rather than because of their intellectual potential, Fourth, for him, black students
have to be "exceptional” in order to meet the requiremants of merit. Here he canfirms
what some black students say, narnely, that they have to be extraordinary to be accepted
in the learning environment at Medical Schoel, He alse confirms our earlier suggestion that
a discourse of deficit in relation to black students circulates among both white staff and
students, Furthermore, this respondent constructs himsealf and fellow white students as
vietims of affirmative action when he says “the poor [white] quy who wanted it [a place a5
Medlzal School] so badly didn't {get it]”

The students guoted here may not reveal any consclous antagonism rowards black
students. However, the first two respondents construct black students as deflclent while the
third describes her peers as inaccessible Others. The senlor student quoted immediately
above perpetuataes racist discourse and practice both overtly and covertly. Such practices
are constitutive of what Essed (1991) calls “everyday racism”, namely, the everyday
practices which draw on racist discourse ta keep racialised relations of power alive.

Summary of the Findings Presented

Black and white students say some similar things about ‘race’ and racism at Medical Schoal.
First, like their peers, most white students say they have had no personal experiences of
racism and nor have they been hurt, compromised or misunderstood with regard to ‘race’.
Sacond, they say that all students tend to cluster argund ‘race’ despite the absence of
overt raclal antagonisms among therm. These are significant findings. These students also
sometimes work with *race’ in similar ways. For example, ltke some of their white peers, a
few black students adopt a catour-blind approach to ‘race’, We note the prablems with this
approach. In addition, both black and white students tend to downplay the role of race’
in the learning environment, even though they de this in different ways. Finally, although
they do this for different reasons and in different ways, some black and white students
construct themselves as victims of the dynamics of ‘race’. There are also a few students,
bath black and white, who construct themselves ag agents in their own experiences. in this
report we attempt ta expose the reader to both these self constructions an the part of both
groups of respondents and we note the imptications of sach for dyhamics of ‘race’.

Alongsige these similarities, there are significant diffarences in the data shared
by white and black students. Firstly, with one exception, white students show very little
awareness of the difference ‘raca’ makes in their own expetiences and perceptions of the
learning envirenment, as well as in these of their peers. secondly, with the exception of
thase students who argue that equitable practices amount to reverse discriminatian, about
three guarters of white respondents do not talk about ‘race’ being a burden for them in
any way, or for that matter, a source of rellef. These are significant findings. They reveal
the dynamic and relational aspects of ‘race’ and the ways in which these students have
tearnt to work with ‘race’. Crudely put, black students’ burden aliows white students'
freedom. The challenge is to bring to view for critical reflection (and without plame) these
dynamics and the cantributions various parties make to help keep them ative. This Is what
we attemnpt in this report.
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CHARTER PIVE

Closure: Some

Observations and Issues

for a Panel to Explore

At this point it might be useful to remind ourselves what prompted this study. Despite
Medical School's efforts at transformation, black students continue to lodge complaints
about racist practices on the part of white staff at this School and to claim such practices
undermine their learning and academic performanca. These complaints recur sporadically.
This study suggests covert racist encounters between staff and students and discomfort
with ‘race’ are an everyday reality for maost black students at the School. In other words, it
suggests sych encounters are a norm.

The cumitative affect of such experiences becomes a burden for these students.
Often, such encounters are considerad in isolation of the broader context and of other
similar experiernces on the part of the student. In such cases the student’s experience as a
whale is fragmented and so diminished. Adjudicators in cases whare students allege racism
need to be carefyl not to focus on students’ weak academlc perfarmance as the key facton
This approach fails to see the full picture and can often dismiss thelr allegations. Such
practices might re-inscribe the discourse of deficit while simultanesusly legitimating covert
racist practices, We suggest that, as far as possible, the allegations and the students’
performance be dealt with as separate issues.

If covert raclast encounters are a norm, as this study suggests, why then are the
complaints from students sporadic? There might ba several reasons for this pattern. One
Is that covert racist practices are often not easy to name making it hard to formulate a
complaint. A second reason might be refated to the cumulative effect of the burden of
race’. In this case students might wait until the burden has become too haavy for them to
bear befare they take action,

It must be rememberad that the aim of this preliminary research Is to provide a scan
of issues to Infarm terms of reference for a panel to be tasked with an in-depth evaluation
of the processes of transformation at Medical School, These ssues are specifically related
to students” experlences and perceptions of ‘race’ and racism at Medical School. Drawing
on the findings presented here we note ceriain dimensions of ‘race’ and racism and suggest,
possible ways for a panel to begin to address tham. These are simply suggestions to be
further discussed or jettisoned, as is deemed suitable, Panclists would have tu decide on
the limits and parameters of the issues and any possible interventions,
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In general, students voluntarily group themselves along lines of ‘race’” in the learning
environmant. Thig [nhibits Interaction across 'race’. Panelists might want to explore ways
in which to facilitate rmore meaningful mteraction across ‘race’ among students. In thiz
exploration strategies beyond forced interaction by a quota system need to be considered.
Furthermare, considering how marginatised black students feel in white dorninated learning
contexts, panelists might want to explore ways of ensuring samewhat of a balance in the
racial compositian of learning contexts to help redress some of the power dynamics drawn
from the data. In addition, educators might need to fearn some skills in facllitating a more
inclusive learning environmeant.

The data reveals particular racialised inner constructs of reality on the part of both
black and white students. These canstructs contribute to keeping the pawar dynamics of
‘race’ alive when they depict black students as powerless, lacking confidence and academic
ability and white students as confident and academically able, and/or both these students
as victims. Panelists might want to explore ways In which ta help students deconstruct
particular mental frames of themselves and of Qthers, One way is to actively challenge
the discourses of deficit and reverse discrimination. In addition, black students can be
informed of the implications of constructing new divisions among themselves, *Race’ and
racismn raise questions about how to build an institutional culture that is inclusive and
affirming for all students.

Panelists might also want tor explore ways in which to make white staff members aware
of the impact of their authority and practices when these perpetuate raclst discourses and/
or racialised Inequalities, whether in overt or covert ways: Dne passibility for starting such
a process is that panelists find ways to assist staff membars with curriculum develapment
In order to help contextualise particular raciallsed disease patterns such as tuberculosis
and alcohollsm, Another possibllity would be for panelists to find ways of engaging with
staff about thelr difficulties in the learning environment while at the same time alerting
them to examples of covert racist practices (this report provides some) from which they
could refrain.

In light of the warnings junlor students recelve from their mere sentor paers, panelists
might want to think about ways te facllitate social learning/mentorship relationships
between senler and junior students that enable the latter to step out of the fear and
distrust with which some step into Medicat School, These relationships could pramote an
gasier antry into the learnlng environment on the part of new students.

Finally, it is important to bear in mind that the task of transformation cannot be left in
the hands of a transformation officer or a set of panelists. All members of the community at
Madical School need to take responsibility for changing the ‘race’ dynamlics at the Scheol,
To begin with, there needs to be some recognition of what these dynamics actuaily are. This
report points to certain work students and staff might cansider daing in ordar to promote
thae transformation of the Medical School. It |5 our hope that this research constructively
contributes to this process.
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Appendix

interview Schedule for Student Interviews
Health Sciences Faculty

Age

Male/Femaia

Nationality

Religion

Tdentification B/W

Year of Study

No of years registered at UCT?

Have any members of your family attended UCT medical school?

. What do yau enjoy about belng a medicat student/a student in the Health Sciences

Faculty? Where you can, please give examples of the things you enjoy.

. What are the main stressas you face a5 2 270 / 4 / 8™ year student? Please give

examples of these.

What are your experlences of the learning environment with regard 1o
staff

their teaching

staff feedback on your [earning

tutoring

examinations

living in residence/not living in rasidence (explore why white students are nat living in
residence if thay are not).

(NB) Please ask students to give examples, If they |dentify problems, please ask them to
suggest constructive ways In which they think these can be addressed.

4,
5.

&,

7.

.

8.

What are your experlences regarding racism in the faculty? Please give examples.

Mow do black and white students relate to each other In class and when warking in
groups?

Have you at any time felt hurt, misunderstood or compromised around issues of ‘race’?
Please give axamples.

If you were to specielise will you choose UCT for this specialisation?

Why would you choose UCT?

If pot, why not UCT?

If you have not thought about it, can you think about why it has not yet crossed your
mind?

What would you most like to see changed at medical school/in the Heaith Sciences
Faculty?
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