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ABSTRACT

This research study attempted to gather, present and analyse information regarding the current
role of the Parent-Teacher-Student-Associations in the democratic governance of secondary
schools for purposes of contributing towards the education governance policy discourse as

South Africa moves away from apartheid to democracy.

Centfal to this largely fact-finding exercise was an attempt to make a contribution to an
understanding of how the 'Parent-Teacher-Student—Associatibns, in the execution of their
duties, practice both .'democracy' and accountability; operate; resolve tensions and/or
differences among parénts, teachers and students; impact upon the schools in general; and

relate to both the Department of Education and Training and other organs of civil society.

Further, this survey attempted to ascertain in which crucial areas the
Parent-Teacher-Student-Associations are most lacking, and how these could be strengthened.
And finally, an attempt was made in this study to contribﬁte to the possible future role of the
Pareﬁt-Teacher—Student Associations in the new democratic education dispensation, and how,
in the execution of this ﬁew role the Parent-Teacher-Student-Associations should relate to the
new, future d¢mocratic government. The study concluded with a number of recommendations

for policy in the area of democratic school governance.

The study used largely a survey method. The Parent-Teacher-Student-Associations of three

secondary schools under the auspices of the Department of Education and Training in the



Western Cape region were surveyed. The single most important data-gathering instrument

used was the interview.

Nurherous conclusions were arrived at. First, t’he Parent-Teacher-Student-Associations studied
were found to be very powerful and effective in their areés of operation in school governance
despite their inability to have access to resources of power, wealth and expertise. These
Parent-Teacher-Student-Associations are important education policy actors who are not only
influencing pd‘licy, b.ut are in total control of very crucial policy areas in their schools.

Second, the study concluded that ‘whereas the Parent-Teacher-Student-Assosiations studied
represent an important step towards the full democratisation of education in general, and in
their schools in particﬁlar,_ their role in school governance could not be described as an
.unqualiﬁed success. However, despite the problems associated with the PTSAs involvement

in school governance, their role does have the potential to make for better schools.

And finally, because of the limited nature of the study in terms of the methodology, scope and
time, the conclusions arrived at here cannot and should not be generalised beyond the confines

-of the study as no attempt was made to embark upon regional or national research exercise.
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CHAPTER ONE
RATIONALE OF THE STUDY
1.1 INTRODUCTION

The South African schooling system has for a long time been in a state of disarray. This is
true especially with reg#rd to secondary schools in African education. There are many reasons
for thisy state of affairs. However, one reason for this is that the massive injustice which is at
the heart of South Affica's social and political life is glafingly seen in her schooiing system,

which has systematically and persistently betrayed the aspirations of the majority of the people.

Those betrayed by the schooling system have, over the years, engaged in long and taxing
struggles of resistance, which have frequently involved a self-sacrificing disruption and
abandonment of individual school careers, serious risk of injury, and sometimes death itself

(Morrow, 1988:56).

These chilling words describe in part the contentious nature of education governance in South
Africa. Central to popular struggles against Apartheid Education has always been, amongst
others, the issue of education governance, an issue that has been contentious in this country

for the better part of this century.



As Kulati (1992:2) puts it :

"The demand for community involvement in the P
administration and control of education, through
structures such as the PTSAs, has been central

to the struggle against the Bantu Education systent.
This struggle has been waged within a context
characterised by the apartheid ideology of separate
development; a highly repressive state which....
sought to use education....to produce a docile,
servile labour force capable of servicing the

needs of racial capitalism; and a voteless majority
who had no say on how they wanted to be governed,
what form of education their children should

have, where they could find work, etc.”.

- The demand for comrriunity involvement in school governance in African education can be
traced back as far as the time prior to the Union of South Africa in 1910, when African
education was then administefed and controlled by the missionaries. That was the time \;/hen v
the church - through its ﬁﬁssion stations - played a central role in the education of Black South

Africans (Ch,ri\sti_e,‘_l2§§:64).

However, Lodge (1984:266) argues that there is lack of documented instances where
communities participated in.the day to day running of schools, as participation in this area was
linked and limited to the building of schools by the communities themselves. Neverthgless, the
issue of education governance struck a resonant chord within African communities,

presumably because of their contributions in building those schools themselves.

/453 The introduction of the Bantu Education. in 1953 was met with opposition by African

communities despite the fact that School Committ_ees and School Boards were established "to
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allow involvement by parents" (Kulati; 1992:5). Kulati attributes this opposition to the fact
that African people were aware that Bantu Education was part and parcel of a broader stategy

of political subjugation to deny them representation in key institutions.

Kulati (1992:5) further argues that the establishment of School Committees and School
Boards was aimed not only at legitimising the system of Bantu Educatioﬁ, but also at
extending central control of schools. This realisation led the teachefs and parents to
vehemently reject Bantu Education, thus laying a solid foundation for subsequeﬁt struggles

against Bantu Education and all it stood for.

The dramatic developments of the mid 1980's and February 1990 which were characterised by

the call for People's Education and the beginning of real social and political transformation in

South Africa respectively, led to increased calls for community control of education. In
African education in particular, the developments of the 1980's which also saw the formation

of the National Education Crisis Committee (NECC) and the rise to prominence of the

People's Education movement, ushered in a new and unique notion of community involvement

ineducation, namely, the Parent-Teacher-Student-Associations (PTSAs).

In his study carried out in the 1980's, Molteno found that parents and communities complained
about the lack of studénts' control over their schooling (Molteno, 1984:80). The education
struggles of the 1'980’5 were not only .riational in charaéter, but involved all primary
stakeholders in education, némely, parents, teachers and students, aﬁ attempts were made to
turn schools into sites of struggle for the transformation of the education system. |

3

)

&)



d

Despite the lack of legal recognition by the education authorities, the
Parent-Teacher-Student-Associations became established in many schools in Affican,
Coloured and Indian schools. They became the orgaoisational expression of the demands for
parents, teachers and st‘udents to have a say in the governance of their schools. However, it
soon becamo clear  that little research had been done on the
Parent-Teacher-Stud'ent-Associations' and the role they'played in schools where they existed.
It valso becafne clear that little wﬁs known about the form and nature of factors - either positive

or negative - that influence the PTSAs in the day to day execution of their duties.

Inasmuch as school governanoe has always been and still is a thorhy and highly contested
terrain, there are indications already that issues about governance would remain contentious in
the future when attempts would be made to put in place a new democratic education
governance system in the/ country. Issues about the policy-making processes and how the new
system is to be coritrolled; managed and administered are clearly of paramount 'importance to
education governance. The recent multi-party talks in the country have already shed some

light of what to expect when transformation of established institutions takes place.

The key question 'in this study was 'What is the current role of the
Parent-Teacher-Student-Associations in the governance of secondary schools?' In relation to
this, determining the PTSAs' conceptions of democracy and democratic accofmtability, as well
as how the PTSAs relate to the Department of Education and Training (DET), organs of civil
society, gender equality, the parent community, and how the PTSAs should relate to a future
democratic government, were all crucial t.o thisstudy.

4



W (’ﬂ)ﬁ focus of this survey was on secondary school governance bbecause the ;ise and
development of the Parent-Teacher-Student-Associations in South Africa have always been
and still are centrally linked to issues of power and democratic control of schools.

Due to limitations of time and degree requirements, the study was limited to three schools

in the Western Cape.
1.2. METHODOLOGY
‘The study focused specifically on two areas, namely, the survey of literature and field research.

1.2.1. LITERATURE SURVEY

A survey of the infemational literature on the subjects of democratic governance of schoolS,
community involvement in education, school effectiveness, school-community collaboration
and partnershibs, school-based-management; and parental involvement in both developed and

developing countries, was made.

A suﬁey of these subjects in the international literature assisted in two specific ways. First, it
- helped define mechanisms of parental, teachers and student involvement in education. Second,

it helped develop and strengthen the argument that despite all the problems associated with it,

community involvement in education does make for better schools.

With regard to the South African case, a literature search was made of the writings on thé

education crisis, education governance, parental involvement in education, the People's

Education, the Parent-Teacher-Student-Associations, statutor& school governance structures,

5



as well as on the most récent policy proposals on school governance contained in the state's
Education Renewal Strategy (ERS), the Urban Foudation's Education Policy and System
Change Unit (EDUPOL), the National ‘Education Crisis Committee's National Education
Policy Investigation (NEPI), and the African National Congress's Policy Guidelines for a

Democratic South Afric_:a.
1.2.2. FIELD RESEARCH

For this part of the study, a series of semi-structured interviews with twelve people
participating in the three PTSAs surveyed and six representatives of organisations working
closely - though in different ways - with the PTSAs, was undertaken. The interviewees were

chosen on the basis of the positions they occupy either in the PTSAs or in their individual

organisations or both.

In keeping with the sufvey method, all eighteen respondents were asked the same questions
under more or less similar conditions (Bell,1993:11), with opportunity for follow-up on
significant points in discussions. A more detailed explanation on the methodology is found in

Chapter Four, sub-section 4.1.



CHAPTER TWO
REVIEW OF INTERNATIONAL LITERATURE
2.1. INTRODUCTION

Recently in South Africa there has been increasing talk in education circles about the need to
tackle head-on the issue of governance of education, an iséue that has been highly contentious
for the better part of this century. Whereas it is common knowledge to many South Africans
that structural change in the country's current education system is inevitable, the actual
process in which the final form and nature of a future democratic education system would be
decided upon, is yet to get underway despitev the launching of the National Education énd
" Training Forum (NETF). Much of this would undoubtedly depehd on the outcome of the

all-inclusive negotiations involving major internal and external interest groups in education.

At the same time there have been some devélopments recently, in both the democratic
education movement,‘ the African National Congress and state circles to formulate policy
options for a post-apartheid system of education governance in general, and school
governance in particular. The Nationﬁl Education Policy Investigation (NEPI), which was a
project of the National Education Crisis Committee (NECC), interrogated various policy
options in all areas of education, including governance and administration, within a value
framework derived from the ideals of the broad democratic movement in South Africa.

7



Since any attempt to transform the present South African education system would have to

devote considerable attention to decisions about the policy-making process and how the

.system is to be controlled, managed and administered (NEPI,1993:1), it is therefore important

to examine the experiences of the international community with regard to both the notions of

- community and/or stakeholder (parents, teachers and students) involvement/participation in

education. This is significant for purposes of attempting to inform the policy discourse about

a future democratic school governance system in South Africa.

There were several questions this literature survey attempted to answer :

v
o,

‘ y
* What does the democratic goveménce of schools imply? Included in this question was an
. '}j,’

y
attempt to ascertain who cont,/rols schools and what powers they have; the nature of the

relationships between schoo‘{governance structures and their respective gbvernments; if

involvement by parents, teachers and students in school governance is seen as desirable,

what the perceived benefits of such involvement are, and what the most appropriate

forms of involvement -and/pf participation in school governance by parents, teachers and

students are. ; i

* What are the problems cof;r}.x[only'faced by parents, teachers and students in participating
’ in school governance?

* What are the criteria for assessing the success and extent of involvement by parents,

teachers and students in school governance?



* What lessons, if any, can be deduced from the international experience that would be
relevant for South Africa as she would be attempting to redefine her future education

governance system?

2.2. THE CHANGING EDUCATIONAL ENVIRONMENT

Any education system's merits and demerits can neither be reasonably evaluated nor can its
future be properly planned and decided upon unless there is consideration of the major forces
in the world that strongly impinge on education and are already shaping its future. While
some of these forces have only domestic roots, others are global in scope, and as such have
far-reaching educational implications. These forces are economic, demographic and political

(Coombs,1988:11).

With references to these forces, Coombs writes that the political changes that were
accompanied by the world-wide economic crises in the 1970's and 1980's left their mark on
education. He goes further to argue that while some of these changes were peaceful and
positive, a distressing number of them involved tragic military conflicts, both within and

between nations :

"It was a time when established institutions and power
alignments were being stoutly challenged, when newer
nations were striving to achieve political stability and
older nations to keep theirs from crumbling, when

heightened nationalism, insecurity, economic rivalries,

it



and cultural collisions precipitated a rash of internal
and external conflicts, and where a rising wave of
protests against repression and of popular demands
Jor participation and greater equity swept across the
world"” (Coombs, 1988:11-12).

Coombs notes that schools were ihvariably in the middle of such political and socio-economic
disruptions, and that they were often charged with being part of the problem or having failed
to avert it as teachers and students were frequently in the vanguard of these protest
moverhents; including outright civil wars and revblutions. These crises left many institutions

fragile and vulnerable (ibid.:12).

Closely linked to Coombs' analysis of the education environment is Scott's (1981) analysis of -
theories of educétionallgovernance, which are seen to be directly linked to distinct historical
periods associated with schools of management theories current with those times, and Sander's
(1989) paradigm for the study of educational governance in different economic, political and

cultural contexts.

For Scott (1981), since the changing theories of educational governance are linked to distinét
historical periods associated with échools of management theory current at the time, each
historical era of governance can therefore be assigned a single key criterion that best describgs
its focus. On the other hand, Sander (1989), for whom culture is seen as providing the
context in which education is practised, argues for adoption of cultural relevance as the major

criterion for assessing the applicability of educational models and administrative practices.

10



Further, since the world economic and political crisis of the 1970's and 1980's, there has been
a move towards the democratic governance of schools (Fraser,1988:45-46), a move
corresponding with sinﬁlar approaches to the management of industries. This movement
towards the democratisation of schools has been characterised By increased calls for greater
participation as a result of which components of civil society demand a greater say in decisions

that affect them directly (Fraser,1988:45:Bustos et al,1991;Baron,1981:7-10; Boyd,1990:31).

On the other hand, the education environment seems to be influenced by educational priorities

of individual countries, as EDUPOL (1993:4) notes :

" ...developing and industrialised countries face
the challenge of educating people in quite different

”

ways and for different purposes....".

" This might imply that the forms of social participation, among others might be quite different

among countries because of their differing educational priorities, as this observation suggests :

" ..a striking difference between industrialised
and developing countries is the tendency of the
former towards centralisation of educational
governance and the tendency of the latter towards
decentralisation of control” (ibid. 14). '

Although EDUPOL's above suggestion can be refuted on the basis that many  countries in the
world, irrespective of whether or not they are industrialised, have governance systems that
reflect both centralisation and decentralisation, Hallak (1990) argues in its favour. Hallak's

11



‘argument is that in the 1990's the state in developing world is forced to look for partners to
share the burden of correcting past and present imbalances, reaching the target for universal
literacy, reducing inequalities of access to education, \expanding the coverage, improving the
quality and increasing efﬁéiency in the use of resources, while in the industrialised world a key

measure of social participation in education policy and implementation is its effects on student

performance (EDUPOL,1993:4).

However, the significance of this debate about linking educational priorities of both the
industrialised and developing countries to the changing education environment is that it
suggests a further debate about the modes of educational governance, that is, the extent to

which the governance systems are centralised or decentralised.
2.3 THE CENTRALISATION - DECENTRALISATION DEBATE

A survey of the international literature reveals two important facts about the centralisation-
decentralisation debate. First, there is evidence that throughout the world, the goverrjance
debate revolves around these two structural arrangements. Buckland and Hofmeyr (1992:3) -

are in agreement with this view :

"The main structural difference between education
systems is the extent to which they are centralised
or decentralised over time. Centralised or
decentralised systems remain very different
structurally, although a progressive segmentation
and systematisation develops side by side after

the initial emergence of each type of system".

12



Second, the international literature reveals that there is no absolute case for either
centralisation or decentralisation of education governance since all the benefits usually

associated with edch are not necessarily caused by either of the two.

Winkler (1989:4) notes that cenfralisation-decentralisation can be viewed as a spectrum
ranging frém a unitary governmental system where the central government has most power or
authority to make decisions to a governmental system wherer local governments and
community organisations exercise large amounts of power. Following from Winkler's
conception of centralisation-decentralisation is that the ultimate centralised system is one in
which all decisions are made in the nation's capital, whereas the ultimate decentraliséd system
is one where all decisions are made by individuals, community organisations, and small local

governments.

Since Parent-Teacher-Student-Associations are usually a component of community
involvement in secondary school governance, and aé it has been conventionally argued
elsewhere that the demand for community control of schooling and for the involvement of
legitimate primary stakeholders in the daily management of schools is best facilitated within a
decentral_ised system of education governance (Sayed,1992:2), it is therefore necessary to give

'decentralisation’ further attention and scrutiny.

One of the major problems in trying to understand educational decentralisation is the
terminological confusion (Sayed,1992:3). The concept 'decentralisation' means different
things to different people. The problem seems to be that the 'decentralisation’ is often used

13



loosely, and yet it covers a wide range of processes and structures. While on one hand
decentralisation refers to the creation of additional sites of administration distinct from the
central office, on the other hand it refers to policies that attempt to transfer power and

increase participation.

Nevertheless, Rondinelli (1987:16-17) distinguishes among five forms of decentralisation,

three of which are also identified by Winkler (1989:5) :
a) Deconcentration

This refers to the transfer of authority to lower levels within central government 'agenc,ies.
Often deconcentration takes the form of creating or expanding powers of regional
directorates, as has been the case in Peru, Colombia, Chile and the Philippines
(Winkler,1989:4). However, in its weakest sense, deconcentration simply means rel-ocatingl
administrative oﬁices of central government to regions or smaller communities, but does not
imply real decentralisation since decision-making powers remain in the central authority

~ (Buckland and Hofmeyr, 1992:6;Sayed, 1992:3-4).
b) Deregulation

Deregulation is not specifically a decentralisation strategy, but is frequently used to facilitate
decentralisation and privatisation by removing the control and regulations which tend to keep
decision-making powers in the hands of the authorities at central level. However, according

14



to Buckland and Hofmeyr (1992:6) deregulation can, nonetheless, facilitate the entry of
community-based groups into a service provisioning area and thereby result in a small group |
effectively gaining control of service provision in the area without protection provided by the

state's network of regulations.
¢) Privatisation

This involves the transfer of responsibility for provision of a service to a private, but not
necessarily local organisation. Privatisation can involve no more than converting a state
department into a parastatal corporation, or selling a public corporation to a private

organisation.

Although neither of these necessarily implies transfer of power to smaller geographic units,
nor does it imply greater‘ opportunities for wider community participation in the
decision-making process, it is, however, pos_sible. to privatise public services to local
community-based groups.  This ’would involve decentralisation, although it does not

necessarily guarantee a greater degree of participation in decision-making by community

members (Buckland and Hofmeyr, 1992:6).
d) Delegation
 This is the transfer of governmental tasks or functions to autonomous bodies such as public

corporations and many regional development agencies, which may then receive public funding

15



and are ultimately accountable to the government (Winkler,1989:4).

On the other hand, Rondinelli (1987:17) defines delegation as the transfer or creation of broad
authority to plan and implement decisions concerning specific activities or a variety of
activities within specified territorial boundaries to a ‘semi-autonomous public or private

organisation that is technically and administratively capable of carrying them out.

As much as there is nothing in Rondinelli's definition which necessarily implies movement of
authority closer to local communities (Bucland and Hofmeyr,1992:6), so is the case with
Winkler's. Delegation becomes decentralisation only in the sense that it transfers power away

from the central administration, and not necessarily to a local administration.

e) Devolution

Devolution implies "the creation of autonomous and independent subnational units of
government which have authority to raise revenues and spend" (Winkler,1989:4), and as such
"involves transferring responsibility for provision of a service to a local government or

regional administration" (Rondinelli et al,1987:62).

Devolution, which is seen as the ultimate form of decentralisation (Bray,1985:56), may also
result in a federal form of government in which regional or local .goverm_nents have
responsibility for the finance and provision of elementary and secondary education. Of the five
forms of decentralisation identified by Rondinelli, only devolution necessarily implies transfer
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of powers to local levels, although all five can be used to remove decision-making powers
from the centre. However, decentralisation, in its ideal form, means ensuring wide

participation by legitimate interest groups (Weiler,1990:66).

The policy of decentralisation may be an outcome of the failure and weakness of centralised
forms of governance. In his study of the democratic governance of education, Fraser
(1988:46) argues that centralisation may not only fail to respond to the needs of education
consurﬁers at lower levels of the education system, but may also deny parents, teachers and
students space to effectively influence the education system at the level where decisions are

not only made but are also operationalised.

Specifically, the rationale for decentralisation may be grouped into several broad categories

(Winkler, 1989:2;Weiler,1991;EDUPOL,1993:5;Farrar and Connolly,1991) : '
i) The culture of learning argument

The éulture of learning argument emphasises the decentralisation of educational context, thus
making it more relevant to local vconditions. Responding to this argument in his study carried
out in 1991, Weiler argues that in reality the linkage between learning and culture tends to be
replaced by the linkage between learning and technology, because the demands of modern
labour markets and corﬁmunication systems seem to require more generalised uniform levels
of skills and certification at the national and even international level for which centralised
governance is more appropriate (EDUPOL.1993:5).
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The culture of learning argument has very serious implications for parents,. teachers and
students. Clearly, the main concern here is whether or not it is a good bolicy decision to
overemphasise localisation of education content at the expense of its uﬁiversalisation thereof
in an honest attempt to make education relevant to local condition's. One would argue that
given the demands of the present and. most certainly-future market forces, the culture of
learning 'argument becomes a non-starter as the disadvantages of such a policy would far

outweigh its advantages.

Local people such as parents, teachers and students who would qualify from an education
- system whose very foundation would be preference of localised education. would have their
mobility severely inhibited as their skills and certificates would have no validity outside their
boundaries, both at rgg_ional, national and intefnational levels. This view is also expressed by

EDUPOL (1993:iv) :

"By allowing the curriculum focus to be local
specific, it conflicts with the need for universal
and general standards of accreditation of skills
demanded by labour markets both nationally and
internationally”. '

Localised c_aducation can reinforce imbalances in equity becausev funding is likely to be
dependent upon resources of local people. This could lead to a situation where parents would
incur additional costs, thus exacerbating economic inefficiency in communities where resoﬁrcé
allocation and capability_ is very low. This is more so in the South African society in general,
and the African communities in particular. There is no doubt that localised education could be

18



used by governments as a means of abdicating responsibility for provision and delivery of
education as well as allowing the state to shift its responsibility and accountability for the

system onto others, such as parents (ibid.:iv), for example.
ii) The efficiency argument

Farrar and Connolloy (1991:25), using the term 'administrative argument", see the efﬁciency
argumént as enhancing the cost-effectiveness of the educational system, and as being
concerned with the most efficient way of delivering educational resources.

However, for Weiler (1991:67), the efficiency argument rests on whether or not there is going
to be a sigpjﬁcant trade-off between the loss of economies of scale and enhanced efficiency in
the use of resources (EDUPOQOL,1993:5). On the 6thef hand, Winkler (1989:2) argues that the
efficiency argument focuses on the high unit costs of primary and secondary education
provided by the inadequate capacity of national governments to administer a centralised

educational system.

One can also argue that another explanation for such high unit. costs if the cost of
decision-making in a system where even the most minor local education matters must be.
decided by a geographically and culturally distant bureaucracy in the capital city. This view is
in agreement with Winkler's (1989:2), when he argues that centralv to these high unit costs is
the frequent application by education ministers of a national standard for curriculum.
construction and teacher quality, thereby preventing cost savings through adjustments of
educational inputs to local or regional price differences.
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Nonetheless, EDUPOL (1993:50) argues that research, despite all these, indiéate that

generally, the decentralised generation and utilisation of résources is favoured. EDUPOL |
further argues that communities' commitment to providing additional resources is bound to be
contingent on a real sharing of power in the decision-making process. However, this is
complicated by the fact that governments are happy to accept the additional resources, but are
rarely willing to relinquish control and place themselves in a position where their policies can

be undermined and ignored (Weiler,1991,cited in EDUPOL,1993:5).
ii1) The redistribution argument

The redistribution argument has to do with the sharing of power. The argument suggests that
decentralised governance structures allow a wider representation of legitimate interests and
sources of conflict to be dispersed and diffused. Hence decentralised governance can be a

means of conflict management and compénsatory legitimating of the state (EDUPOL,1993:5).

Whereas Weiler (1991:45) argues that the presumed outcomes of decentralised planning, that
is, greét équity or efficiency, are often less important than its legitimating function, Winkler
(1989:3) on the other hand argues that the redistribution of political power is rarely stated as
an objective of decentralisation, but democratisation or inclusion of marginal groups in society

is a frequently stated objective.

Winkler, citing the argument by McGinn and Street (1986) that the redistribution of political

power is the primary objective of decentralisation, nonetheless argues that with that as the
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objective, decentralisation may be undertaken to empower those groups in society which
support central government policies or to weaken groups posing obstructions to those

policies.

Winkler's arguments are particularly true of the Mexican example where decentralisation has
served to reduce the pbwer of the teachers' union by transferring salary negotiatior;s frombthe
central state to regional governments. Undoubtedly, from this perspective, decentralisation is
less concerned with the transfer of power from one level of government to another. And
irdnically, one consequence of decentralisation may be to increase the effective control of the

central government, or at least that of the key decision-makers in the central government

(Winkler,1989:3).
iv) The effectiveness argument

In response to the effectiveness argument, Winkler (1989:3) notes that it implies that
centralised planning policies popular in the 1960's have resulted in expensive education with'

decreasing quality.

After independence, many countries, like Guyana, nationalised and centralised their
educational systems and established free education as a right. Given current fiscal constraints,
such a policy can continue to be followed only with decreasing educational quality.
Administration and accountability can be improved in education, it is argued, by making
schools more responsive to parents and local communities and eliminating the need for central
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government decisions on local educational matters (ibid.:3).

Although decentralised control is reported to have its own benefits - benefits which are mainly
administrative, political and ideological (McLean and Lauglo,1985:44) - it is, however, clear

that it can also lead to problems as Bray (1984: 17) notes :

"Decentralisation cannot be seen as a means

of achieving a wide range of objectives, it should
not be seen as a solution to all problems and a
panacea for all evils. The extent to which decentralisation
will achieve any objective depends on its degree and
Jform, most of the objectives which decentralisation
is intended to achieve cannot be achieved by
decentralisation alone. Decentralisation can itself
create new problems, the nature and extent of which
depend on its degree, form and factors specific

to the country in question”,

This view is also supported by Hurst (1985) who argues that

"From what we know of formal organisations in
general, there is little evidence to believe that

the benefits and advantages so widely associated
with decentralised administration are likely to
accrue. Changing a system from centralisation to
decentralisation may or may not bring about these
advantages, it may leave matters no better than
before, or make them significantly worse. This is
because nearly all the benefits popularly associated
with decentralisation are not actually caused by it"
(In Lauglo and McLean, 1985:42).

Central to Hurst's conclusion is the argument that there are many interested parties to
educational decisions, for example, national policy-makers, local administrators, school
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worse. In some countries decentralisation has been regarded almost as a panacea, and has
been expected to achieve objectives which have been unrealistic and sometimes even

contradictory. As Bray (1984:1) argues :

"More circumspect governments have also encountered
the complexities of decentralisation. Many projects
- have proved unexpectedly difficult to operate, and
some planners have found their intentions frustrated
by the activities of pressure groups within the
population. For example, decentralisation of powers
is often resisted by officers at the centre who do not
wish to lose their political influence and means of
livelihood, and it is sometimes abused at local levels
by factions which become petty tyrants".

Flowing from the foregone discussion is the conclusion that neither complete centralisation
nor decentralisation would be desirable. Rather than thinking in terms of centralisation-
decentralisation polarity, it would be better to think in terms of the distribution of power on a

great many actors within and outside the school system.

Since nearly all societies are combinations of centralised and decentralised structures of action
(Lecy,1966:14), the question then is not whethef a system should be centralised or
decentralised, but which policy issues are more effectively determined at other levels in the
system (Buckland and Hofmeyr,1993:44), the term 'decentralisation' would therefore in
different contexts refer to shifts in favour of rather‘diﬂ'erent interest groups, and these shifts

are likely to differ greatly in their antecedents and consequences in different countries.

Further, there are other dimensions to examine - notably the variety of types of decisions and
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functions. The point being made is that the degree of centralisation-decentralisation of
decision-making differs by component in many education systerﬁs. For examplg, curriculum
decisions in one education system may be highly centralised at the same time that school
construc£ion and finance are very decentralised. Most education systems are a mixed model,
reflecting both (;entralisation and decentralisation. Therefore, one woﬁld argue that striking
the balance between the two seems to be the ‘most appropriate pol.icy of education

governance.

The previous discussion has seQeral important implications for parents, teachers and students
in the democratic governérice of 'schobls. First, it reminds us that whereas the concept
'decentralisation' has become a widespread phenomenon albeit societies with different histories
and make-up, it is hot an unqualified good this. What has emerged from the international
literature is that not all benefits that are usually associated with decentralisation are necessarily
~caused by it. For gxample, a decentralised governance system can reduce and limit
stakeholder participation to local elites only instead of enhancing and promoting mass

participation.”

Secondly, the fact that most societies in the world reflect education governance systems that
are a cémbination of centralisation and decentralisation begs the questioh 'Which policy
functions are best served at the centre, and which are best carried out at the periphery; where
parents, teachers and students operate? Central to this very important policy que_stion is an

attempt to find out how school governance structures such as the Parent-Teacher-Student-
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‘Associations should relate to their respective governments. Should they be organs of the state
where they are totally dependent upon and accountable to it, or should they
be organs of civil society where they are independent of the state and are accountable to their

respective constituencies, or should they be semi-autonomous structures that work closely

with the state but have some degree of autonomy?

Undoubtedly, tﬁe latter-seems to be the better arrangement as it acknowledges the significance
of the mixed model of: educatioﬁ governance on one hand, and the fact that participation by
primary stakeholders such as parents, teachers and students in the decisions that affect them
directly has, over the years,' become a widespread phenomenon. While it is ‘ghe primary
responsibility of the state to provide educational services to all and sundry, the call for

representation and participation by parents, teachers and students in their countries' operations

continues to be heard all over the world.

2.4, WHY DEMOCRATIC GOVERNANCE OF SCHOOLS ?

"If we win our demands for democratic decision-making,
they (principals) are going to have to change their
management styles" (National Education Conference
Report, 1992:61).

The above statement rﬂay be interpreted in many ways. Among others, it may be understood
as reflecting the need for a rgorientation in the governance and leadership of schools. A
demand for a change from the traditional and impersonal bureaucratic style of governance to
one which promotes neW valués and principles séems. to be embedded in the statemeht. v |
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Although this statement was uttered in South Africa, the call for a decentralised and
democratic governance for education in general, and schools in particular, continues to be
heard all over the world. Communities demand not only greater consultation but also active’

participation in the governance of their country's operations.

In recent years and in many countries there have been major changes in the organisation and
governance of public education. In association with these changes, there have been
subnational revisions to the principles governing the organisation and operation of schools and

a reshaping of relations between the centre, regions and schools within the education system.

~ In most countries, shifts in the locus of educational decision-making have been characterised
by difficulties and tensions between democracy and bureaucracy, control and autonomy, as
well as centralisation and devolution (Chapman and Dunstan,1990:1). The general trend of
this movement is to involQe far more people than hitherto in the decision-making and
opinion-forming processes in education. In not a few cases those who are so involved are
little more than observers and in others their roles are limited to relatively minor matters.
Nonetheless, increasingly parents, teachers, non-teaching staff, pupils and local citizens are
becoming part of the govemmental and administrative agencies responsible for educational

policies and their implementation (Baron,1981:1).

There are several reasons why there is a need for and movement towards decentralised

governance of schools:
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a) The tension between democracy and bureaucracy

- Beare (1990:9-10) writes that in a literal sense, bureaucracy and democracy cannot co-exist
because they are two mutually exclusive terms. Both words contain the suffix (cracy),
~ meaning 'rule’ or 'govgrnance'. About bhreaucracy, Beare argues that it is a technical term
meaning 'government by the departments' (bﬁreaux), by dividing the task into several
components and then by alloWing specialist units each to control the component allocated to
it. Beare furfher notes that in the case of bureaucracy, the government structure is hierarchical
with the person at the top of the pyramid finally responsible for the whole ﬁmction and for the

organisation which carries it out. Therefore, bureaucracy implies ‘top-down' management.

In response to this concept of democracy, Beare, a key analyst in this area, further argues that

"....since the term means government by the
people (demos) through a kind of town meeting
or an assembly of all those citizens who make up
the city state, decision-making in this way would
be unwieldy and quite impractical unless a
representative government is put in place".
(Beare, 1990:9).

Democracy, therefore, implies round-the-table discussion and collective decision-making.
Because both 'democracy' and 'bureaucracy' deal with control, with governance, the critical
question behind both words is 'Who has control, who is in charge, who has the power and

must therefore accept the final responsibility?'
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However, on the other side of the spectrum are Chapman and Dunstan (1990), who write that
"in the late nineteenth and twentieth centuries public schools were organised in large
bureaucratic cysts, charact'erised by a high degree of centralised control, a clearly defined
hierarchy of authority, and extensive set of regulations designed to ensure faif, equitable and
uniform treatment of members of the teaching service and an efficient, equitablé distribution of

resources to schools" (Chapman and Dunstan, 1990:1-3).

What was disturbing; though, was the fact that the operation of these systems was rarely
questioned. School principals and staff exercised few degrees of freedom, and structures were
in place to enforce compliance in curriculum, pversonnel, finance and administrative facilities.
However, Chapman and Dunstan (1990:12) argue that recently there has been considerable
divergence from this pattern as school systems - in response to a broad range of social,
political, economic and management pressures - have attempted to decentralise administrative

arrangements and devolve responsibility to regions and schools :

“In so doing it has become necessary for policy-
makers, system level administrators and representatives
of teachers' and parents' associations to address

the considerable tension between bureaucratic
concerns for hierarchy, impersonality, consistency,
economy and maximum efficiency, which characterised
traditional practices, and the concerns for participatory
decision making and increased localised autonomy

in the twentieth century”,

Despite the fact the bureaucratic structures are an indispensable requirement in any successful

system of administration of public education, the momentum towards democratic governance
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and the move towards decentralisation and devolution continues to increase because the
tension emerges in decisions about how much control central authorities should retain and
how much autonomy should be granted to regions and schools. It is agaiﬁst this background
that schools and regional administrators are increasingly introducing democratic
decision-making involving parents, teachers, students and administrators deepite the fact that
such decision-making is constrained (ibid..2), for it is exercised‘only within the boundaries of

government policies and guidelines.

Arguing that the democracy-bureaucracy is a felse dichotomy because democratic structures
apply throughout many educational bureaucracies, Chapman and Dunstan (1990:3) conclude
that the democratic structures, participation and school-based decision-making are all
necessary as they are elements of school improvement which enable a bureaucracy to be more
responsive, less éuthoriiative/authoritarian and in control only over the macro issues of policy,
thereby leaving to schools the maximum degree of freedom possible for their own

determination of principles, policies and practices.

Chapman and Dunstan's conclusion has important implications for the possible relatlonsth
that might exist between the parents, teachers and students on one hand and the state on the
other. Their conclusion is in line with the view that was expressed earlier on in this study,
where the Parent-Teacher-Student Associations are thought of as some kind of
semi-eutonomous structures that have links with the state but have some degree of autonomy.

The fact that macro issues of education policy would be largely the terrain of the state, while
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micro issues of policy would be the responsibility of individual schools, is indicative of the fact
that the principle of the separation of policy functions is preferred to any other.

/

'b) Improved school performance

Although there is no coﬁclusive evidence to supporf the idea that involvement by parents,
teachers and students in school gov'emance improves student and/or school performance,
Fullan (1991:227), a k.ey analyst in thfs area, nonetheless, argues that there is some evidence
that indicates that parental participation in learning activities affects student learning in the
school, and as such should not be abandoned. A number of studies does sup;on Fullan's

ai‘gument and conclusions (Bowles,1980;Melargano et al,1981;Moore et al,1981;Epstein and

Dauber, 1 980).

On the other hand Weiss (1993:69-70), using the concept 'Shared-Decision-Making' (SDM),
notes that its advocates claim that it yields better policies. Weiss argues that because teachers
have detailed and variegated knowledge about students and curriculum, decisirons in which
they participate would be based on intimate understanding of context, and thus would be

wiser.

Given the areas of teachers' expertise, decisions under SDM would focus on teaching, learnin
, . p 18 g

and students' issues :

"Unlike administrators who devote serious time
to bureaucratic concerns, paperwork and
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managerial routines, teachers can be expected to .
point the decision-making apparatus at things

that matter to student performance”

(Rallis and Highsmith, 1987, in Weiss, 1993:69-70).

The above argument is also supported by Darling-Hammond (1987:356) :

"Shared-decision-making unleashes teachers’
creativity. Given a choice, teachers will
supply fresh ideas and innovative proposals.
They may help revolutionise teaching itself,
devising practices that encourage teaching
for understanding, critical thinking, and
higher order knowledge" (in Weiss, 1993:70).

Further, it is argued that school-based-management, founded on the belief that many decisions
inescapably must be made at the schdol level where parents, teachers and students actually
come together, forms part of the critical ingredients in successful education (Boyd,1990:31).
According to Boyd, the significance of this argument lies in the fact that the school is where
the people closest to the students and their distinctive needs can decide what needs to be done

and how general goals and policies set at higher levels can be best implemented.

In his study of democratic governance of education carried out in the late 1980's, Fraser,

whose conclusions are expanded by Boyd, argues that :

"as a result of democratic governance of
education, parents, teachers and students
feel a sense of ownership of the school...

and students all have their morale improved...
and the school becomes effective in terms of
student performance..." (Fraser,1988:45-46).
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Emanating from the foregone discussion is the conclusion that democrafic governance of
“ schools, school-based-management and shared-decision-making are consistent with trends in
modern business arrangements that emphasise the advantages of maximum delegation of
decision-making to the operational level within a centrally co-ordinated framework. As Boyd

(1990:31) has witnessed :

"School-based-management also builds
on the widely documented finding that
effective schools are, among others,
characterised by active staff involvement
in school improvement efforts, involvement
that fosters commitment and a sense of
ownership".

By bontrast, highly prescriptive 'top-down' approaches to school governance, as McNeill
(1986:54) has observed, diminish the professionalism and commitment of educators, and may

even result in them performing substantially below their capacity.

c) Teacher professionalism

When schools are govémed democratically and decisions are shared, teachers get treated as
professionals who are in charge of their own practice. Shared-decision-making signals to
teachers, parents and the broader community that teachers - as professional - are worthy of
regard and respect. Shared-decision-making heightens their sense of vorcation and improves
their mbrale (Lieberman,Saxl and Miles,1989:87). White (1992) comes out strongly in

support of this argument:
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"Because they share in decision-making, teachers
become committed to the decisions that are made.
They gain a sense of ownership of decisions and
are more likely to carry them out. They can also
be held accountable for what the school does and
does not do" (In Weiss, 1993:70).

With regard to the above argument by 'White, one. can conclude that shared-decision-making
has the potential to make for better and effective schools as student performance is likely to be
raised as a result of heightened teacher professionalism. ~ Also, flowing from the sam;
argument by White is the possibility that more positive results are likely to accrue especially if
participation in the schools' decision-makihg mechanisms can be extended to other primary

interest groups, notably parents and students.
d) Adding democracy to governance

Writing about industrial democracy, Baron (1981:10-11) argues that in any industrial or
indeed in any complex work situation, "participation in terms of co-operation, the sharing of
~ information and the distribution of decision-making is inevitable". Baron goes further to argue
that the essential feature of industrial democracy is that participation goes beyond this and

mean that the workers have a substantial say in management and policy-making.

There are two clear messages that come from Baron's analysis of industrial democracy. On
one hand, Baron's conceptions of industrial democracy suggest that it is totally opposed to
what one can call the 'master-employee' cleavage of the past. On the other hand Baron's
analysis suggests that worker interest should at éll costs be represented. This analysis also
holds true if transferred to a school situation, where not only the interests of teachers and
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governments should be represented, but also those of parents. and students as educational
consumers and/or non-professionals should be taken care of. This is very important as for

ages parents, and more so, students, have been left out of the system as odd men out.

In response to the democracy argument, Fraser (1988:45-46) argues that in a democratic
society, schools which are to serve and prepare future citizens for a democracy must,

obviously, be governed democratically,

"....and to learn about democracy, people
must, obviously, be given the opportunity
to practice democracy....especially on the
part of parents, teachers and students".

Fraser's argument leads to what Dahl (1970) refers to as the 'principle of affected interests',
which lays down that all those who are affected by a decision have a right to participate in
making it (cited in Baron,1981:8). The principle of affected interests, undoubtedly, paves the
way for the greater involvement of workers in the management of industry, and Qf parents,

teachers and students in the policy-making processes and governance of their schools.

In conclusion, it is important to argue that at the root of the 'adding democracy to governance
argument' lies the basic democratic principle that all those affected by decisions have a right to
participate in the making of those decisions, and this should be a desirable characteristic of all

organisations, despite the problems associated with such participation.

As it has already been argued earlier on in this study, it is through the representation and
participation of parents, teachers and students in the decision-making processes of their
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schools that they can be brought to identify themselves with policies placed before them and
give these their considered support. In this context, participation do‘és not mean that everyone
participates in everything, but it however means the enlargement of representative democracy |
SO fhat no individual or interest group feels alienat_ed from those who represent him/her in

matters which are his/her intimate concern.

The argument is that there can be no such thing as preparation for a democratic society which
itself is undemocratic, and undemocratic in the sense that parents, teachers and students do not
participate on a footing of equality in all decisions affecting their schools. As Morrow

(1989:119) puts it :

&Y 1The phase of preparation for, and that of

4
H ’ . . [y . :
;2 U participation in, democracy are inseparable...

the only way to learn how to engage in democratic
decision-making is by participating in such
decision-making. Democratic decision-making ™ "l
is not something which can be learned at a distanc \
abstracted from a particular context. In short,

the only way to become educated for participatory
democracy is by participating in democratic
decision-making; education for participatory
democracy is not some preparatory exercise which
hopefully, will be applied to 'real’ situations later,

it is itself an instance of participatory democracy".

The time is now upon us when it is necessary to ensure that decisions are acceptable before
they are ever made, and this means that many and varied SMW’* such as
pérents, teachers and students, would have to feel that they have been able to play some paft
in actually making those decisions. It is against this background that the majority of people, in
both established democracies and undemocratic societies, continue(to demand greater
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consultation and participation in the governance of their respective countries' operations.

One would conclude tﬁat there is no sign that this call for democratic governance would
diminish at least in the foreseeable _future as more people become aware by the day that
participation by parents, teachers and students in school governance does offer one promising
model for public education for the future. This conclusion is further strengthened by the
'democracy mania' that is currently sweeping across the entire world, especially in the political
terrain. Although democratic participation by all the primary stakeholders in education may
not necessarily be the only alternative for restructuring schools, it is hard to imagine how
school improvément can be widespread without adopting many elemeqts of democratic

governance.
e) Educational change and school improvement

Writing about developing countries, Shaeffer (1991:8) argues that there is a need to establish
partnership between the school and the community for purposes of facilitating educational
change and school improvement. Shaeffer's argument rests on the following quote from the

Declaration of Jomtien:

"New and revitalised partnerships at all levels

will be necessary partnerships among all
sub-sectors and forms of education recognising
- the special role of teachers and that of
administrators and other educational personnel:
partnerships between education and other
government departments, including planning,
finance, labour, communications, and other school
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sectors; partnerships between government and
non-governmental organisations, the private
sector, local communities, religious groups,

and families....Genuine partnerships contribute

10 the planning, implementation, managing and
evaluating of basic education programmes. When
we speak of ‘an expanded vision and renewed
commitment’, partnerships are at the heart to it"
(World Declaration on Education for All, 1990:7).

Several reasons are identified as to why the partnership between the school and the community
is a desirable part for educational change and a possible solution to educational problems

(Shaeffer,1991:8) :
i) The crises of economics and management

According to Shaeffer (1591:8), there are crises of economics and management in the world
today, both in the North and South, resulting in considerable difficulty in implementing
centrally-organised innovations and reforms. There is often neithef enough money available
nor enough control able to be exercised over the daily workings of the average school, at the
very bottom of the education bureaucracy, to guarantee that any reforms planned and pfojects
planned at the central level can achieve their anticipated goals at the school and development
activities out to other actors, both for ﬁnancialvan'd material resources and for assistance in

planning and implementing educational change (ibid.:9).

In response to Shaeffer's 'crises of economics and management argument’, Mkhwanazi
(1992:2) argues that securing partnerships between the school and the community can be done
in two ways. The first would be to involve the parents of pupils in the education of their
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children both individually ahd céllectively through the Parent-Teacher-Student-Associations,

the second way of securing partnerships between the school and the co.mmunity, according to
| Mkhwanazi, would be "to go beyond the .PTSA's to include a wider range of actors in larger,
more comprehensive organisations such as village education committees, district education

authorities and school management committees" (ibid.:2-3).

”fhe two arguments by Shaeffer, (1991:8) and Mkhwanazi (1992:2-3) have far-reaching
implications for education in general. First, they advocate a policy which recognises the right
of community members such as the parents, teachers and students to actively participate in the
governance of their schools, and this kind of a partnership - as it has been argued earlier on -
has the potential to make for better schools, both in terms of the schools' organisatio_nal

climate and pedagogical benefits.

Second, vShaeﬂ‘er's and Mkhwanazi's arguments have the potential to relieve the state of é
heavy financial burden in as far as education provision and management is concerned. This is
particularly true in developing countries where fiscal constraints and imbélances are greater,
and consequently, it becomes a necessity to allow parental governance as a form of financial

responsibility.
it) The problem of reforms and innovations
The growing importance of partnerships between the school and community is also attributed

to what Shaeffer, (1991:8) describes as "the persistent problem of the relevance,
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appropriateness and sustainability of reforms and innovations,

Central to Sheaffer's argument is the observation that even if reforms that are designed in a
central ministry' could be impleménted in the average school, financially and bureaucratically,
they might. not be relevant to school needs and thus would be unable either to stimulate local
demand or.to be sustained. This is probably why there is ah increasing realisation of the need
to decentralise and devolve authority down to other parts of and partners in the system. Such
a process is, undoubtedly, more and more evident around the world today. Devolution 6f
power, representative and participatory démocracies have become key and opératioﬁal
concepts in many established institutions today; in schools; industries, governments, the

World Bank, the International Monetary Fund, and the list is endless.
iii) Participation as a means and an end

It would appear that there is also a growing awareness on the pért of many people that
participation can be uséful both as a means to more relevant and sustainable development and
as an énd in itself. According to Shaeffer (1991:8), as a means, participation is a way of
providing more resources, facilities, and even more places to the education system; of helping
the school become more relevant to local needs and conditions; of making the school more
effective and efficient through community inputs and monitoring of both students and teacher

attendance; and of helping the community to see the value in the school.
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However, in addition to collaboration and participation becoming a means to these ends, they,
nonetheless, can also become an end in themselves. According to Shaeffer (1991:8-9), there

are three levels where this can best be illustrated :

* The individual level
At this level, Shaeffer argues that participation can be an end to changes in knowledge,

attitudes, skills, greater awareness, efficiency, self-reliance and better practice.

* The community level
At the level of the community, collaboration and participation can be an end to greater control
over information and technologies, the formation of alliances and networks, the generation of

new ideas for resolving educational problems, more effective management and control of

iocal resources and the development and strengthening of local organisations.

* The social level
Finally, Shaeffer (1991 :8-9) argues that at the social level collaboration and participation could
be an end to lower educational costs, greater equity of benefits, and the greater utilisation,

maintenance and sustaihability of educational programmes.

Shaeffer's analysis of partnerships between the school and the community clearly implies that
participation by interest groups such as parents, teachers and students in school governance

must be encouraged as they represent democracy in action.
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The argument is that irrespective of its shortcomings, democratic participation by parents,

- teachers and students in the governance of their schools gives them a say in the making of

decisions affecting them directly, and consequently, reduces power differentials in the school

system.

However, it is equally important to appreciate and acknowledge the problems associated with
such participation. Contrary to expectations, participation by parents, teachers and students in
the democratic governance of their schools may give them merely a semblance of authority
while real power remains securely anchored in the principals' offices or in the hands-off the
lbcal elites and regional education officers. Unless carefully planned, the possibility would
always exist that the democratic governance system .would be either what Weiss (1993:70)

describes as

"a gambit of smoke and mirrors used simply
to make participants feel good, or an inexpensive
means to deflect demands for school reform,
- a cheap way to show that the system is
doing something, without in effect doing
much of anything"

Further, it is also possible that participation by parents, teachers and students in school
governance may noi only be an easy way out for the governments of the day to abdicate their
educational responsibilities, but it may also be a way to spread the blame for schools' poor
showing and/or performance by putting participants' heads beside administrators' heads on the

chopping block.

And finally, one cannot h_elp.it but argue that stakeholder participation alsd has the capacity to

be self-destructive as it is likely to be a way to undermine its very base, namely, parent
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associations, teacher unions and student organisations. The argument is that because
participants would have increased control over their schools, they would, at times, find it
extremely difficult to challenge the set power as they themselves would supposedly be an
integral part of that power. Nonetheless, the reality of lthis argument reets primarily on the
nature of the relationship between such envisaged school governance structures as the PTSA's

on one hand, and the state on the other hand.

However, despite these concerns, the world continues to witness efforts in both democratic
and still more in undemocratic societies to amplify consultative, representative and
participatory democracies. According to Baron (1981:7), the common-sense use of the
concept 'democracy' implies that the right and power to make decisions in pubtic matters - of
which education is one - "does not reside in a single individual or group or class of individuals,

but in each and every citizen".

Flowing from Baron's comments is the argument that the basic democratic institution then is a
general forum in which all may sit and speak in which each case has a vote equal to that of
his/her fellows. However, because not all can sit and speak, the people have a basic

democratic right to elect their representatives who can sit and speak on their behalf.

If the above is in line with democratic practices, then one is forced to conclude that the
democratic govemance of Lschools should be understood as being intrinsically fair, and as
providing a model to all of what democracy is all about. If properly planned and implementetl,
democratic schoel governance has the potential to improve schools, thus contributing

43

Aymﬁ[’
‘]

o



positively towards the reduction or even elimination of the world crisis in education,

And one of the alternatives to this crisis in education is to allow real and meanjngﬁﬂ
participation by parents, teachers and students as most of these problems emanate from what
Fraser (1988:46-48) refers to as "alienation or exclusion of parents, teachers and students

from the schools' decision-making structures". According to Fraser, alienation of parents,

teachers and students from such important structures makes them frustrated. He further notes

that - the times in which teachers in particular feel appreciated for their enthusiasm and
commitment are all too rare as the situation "is more often one in which they feel undermined

and ineffective, and in which parents and students feel dissatisfied and undeserved" (ibid.:48).

The problem of alienation is likely to be amplified by the bureaucracy which, in many ways,
has resulted in schools being turned into outposts of the distant and unresponsive bureaucracy
on one hand, and the constant subversion of stockholder inputs as they wend their way

through bureaucratic mazes on the other hand.

Citing the National Coalition of Advocates for Students Board of Inquiry, Fraser (1988:47)

writes :

"From parents we've heard about practices and
policies that present barriers to their involvement
...parents seeking more input are stymied by
teachers and administrators who perceive their
autonomy, turf and professionalism are being
challenged. We've heard of school officials who
developed very effective techniques for deflecting
parents' attempt at involvement".
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About the alienation of students from their school's decision-making bodies, the NCAS Board

of Inquiry notes that v:

"...the ideology about the present school

system is based on the idea that students

are not going to learn, and therefore

someone has to make them. If you base

a system on control rather than on interaction,
the results are apathy, alienation and dropouts.
This is not the kind of experience to prepare for
active democratic involvement either in school
or in the larger society” (ibid.:47-48).

It is clear that the exclusion of parents, teachers and students from the governance systems of
their schools can impact negatively on education. It is also clear that their involvement can be
part of a broader strategy to help resolve some major educational problems, and there are
some strong arguments from the international literature that support this conclusion. In
su}mmary the international fiterature informs us that despite all its shortcomings, stakeholder

involvement and/or participation can :

improve student performance

improve schools' organisational climate

raise teachers' morale

heighten teacher professionalism

develop sense of ownership of the schools by communities
resolve financial and management crises in schools

democratise schools, education and society

help sustain educational reforms and innovations

make bureaucratic accountability more responsive and transparent
realise teacher commitment and creativity

and most importantly, participation is a basic democratic right for all citizens, including
parents, teachers and students.

L B R S K R BT N
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2.5 EXAMPLES OF COMMUNITY INVOLVEMENT IN SCHOOL GOVERNANCE

This section of the international review explores some issues related to the notion of
community involvement, of which parental, teacher and étudent involvement is one aspect, in
the democratic governance of schools. Emphasis would be placed specifically on those

countries in which 'community involvement' in school governance appears to be taking. thé
form of the Parent-Téacher-Student-Associations (PTSAs), even though terminology may

differ from one country to the other.
2.5.1. EUROPE
a) FRANCE

According to Beattie (1981:183), French schools are governed under the Education Act of 11
July 1975 (the Loi Haby), which distinguishes among nursery (ecoles maternelles), primary

(ecoles elementuires) and secondary schools (colleges and lycees).

In the secondary sector, the school governance structures are School Councils (conceal

establishment), which are constituted by the following :

the head teacher v

five members of the administrative personnel

five rather ill-defined, but co-opted persons representing the locality

five elected teacher representatives

five elected parent representatives A

as well as five student representatives for the upper secondary (the lecce) and two student
representatives for the lower secondary (the college)
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Dependent upon the School Council and reporting to it is a Discipline Council responsible for
~ serious matters such as suspensions of teachers and students from school. Representation and
participation is also provided at class leve.l, where each class has attached to it both the
Teachers' Councils - consisting o.f all those who teach it - and the Class Council, w’hich is

constituted by two delegates from each of the following constituencies -

* teachers

* parents

* students

* pastoral personnel

* and medical personnel (Beattie,1981:184)

The Class Cbuncil, whose main responsibility is to discuss progress and promotions, is chaired
by the school's Head Teacher (ibid.:184). Beatti.evfurther notes that the functions of the
French School Councils remain generally unclear and uncertain because‘ of the central
government's refusai to contemplate effective devolution of power from Paris to electéd local
authorities or schoqls. Nonetheless, despite these problems, the pivot of the participatory
system in France remains the School Councils which consists of the principals, teachers,

parents and students as well as community members in the case of secondary schools.

“And finally, parental organisation is so widespread in France to an extent that French Parent
Associations are not only reported to have considerable power of their own, but also receive
funds for their roles from the Ministry of Education, and have a legal right to be consulted in

all educational policy issues.
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b) NORWAY

In Norway, the school governance structures at secondary level are also known as School
Councils. A constitutional provision exists for parents, teachers, senior -students and
non-teaching staff to have their own councils and for representatives of these sectors, together
with the principals and representatives of their fespective Municipal School Boards to come

together on School Councils.

Perhaps the two most important aspects of the school governance in Norway worthy to be
highlighted are firstly, the fact that not only parents, teachers and students are represented, but
also members of other formations such as the Municipal School Boards enjoy participation,
and secondly, that their right to participate is entrenched in the constitution, ihus legislating
".‘.accountabili'ty on the part of the school and have consequent legal sanctions for ensufing

compliance..." (EDUPOL,1993:7).
¢) DENMARK

The Danish education system is said to give more legal recognition and informed support to
school-community partnerships than any other in the world. The education system in general,
and the school governance system in particular, appears to be rooted deep in the notion of

community involvement.

In Danish education, the school governance structures are called School Boards, and are
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constituted by parents, feachers and students, and all have equal voting rights. And one of the
most important functions of the School Boards is that they have the power to appoint teachers

(Ace, 1991, cited in EDUPOL,1993:7), which is an important policy function.
d) ITALY

The school governance structures in Italy are the Participatory Councils. -And writing about
these councils in the Italian secondary schools, Pridham (1981:227-230), notes that these
councils are composed of an equal number of parents, teachers, students and non-teaching

staff (six of each in a school under five hundred students, and eight in larger schools).

There is, however, a condition for student participation in these councils, namely, that "only

those students whose ages are above sixteen are eligible to serve" (ivid. :227).'

Further, Pridham (1981:228) writes that the elections for Participatory Councils take place
every three years, with the exception of the student representatives who are elécted annually.
Whereas the meetings of the Participatory Councils are shared by a parent chosen by absolute
majority of the council, an interesting aspect of these councils is that their work is directed by
an Executive Committee elected from all the constituencies represented on the Participatory
Councils. The Executive Committee comprises one parent, one teacher,. one student, one
member of the non—teéching staﬁ’, and the prinéipal who serves as the chairperson of the

committee.
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There are, however, differences between the role of thevParticipatory Council on one hand and
the Executive Committee on the other. For example, the Executive Committee is responsible
for drawing the agendas of the Participatory Council meetings, submitting broposals to it, and
implementing its decisions. On th¢ other hand, the Participatory Council is responsible for the
allocation of classes to students, adoption of the school calendar and time-table to local needs,

and additions to the curriculum and extra-curricular activities such as school trips.
e) GERMANY

Dekker (1989:39) writes that the educational policy and governance system in Germany are
guided by participatory democracy, and are protected by all educational legislation. This view

is stressed by the German Educational Council

"In the present context it has become
impossible to exercise central control
over social institutions as complex as

the modern school. A democratic society
demands that schools should have their
own decisions about internal matters
within the legislature framework, of
course” (cited in Dekker, 1989:45).

‘The German school governance structures are called School Councils, and sometimes School
Committees, and comprise parents, teachers and students. Also in the scene are Parents'
School Councils which reportedly yield a considerablé amount of power in the field of
feaching. For example, the approval of this council is a prerequisite for any changes in
teaching and expériments. Further, the German parents, as an organised sector, have strong
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influence over the revision of the examination for secondary schools and university entrance

requirements (ibid.:47).
f) THE NETHERLANDS

In the Netherlands, both primary and secondary education are provided for privafely, and this
means that parents are lafgely responsible for the establishment and running of educational
institutions. A legal entity which usually forms part of an umbrella church organisation -
which is either Protestant or Catholic - or a public educational organisatibn is appointed

(Berkhout,1989:107).

Parents and the church form part of the controlling and administrative structures of schools
through umbrella organisations. Each Dutch school has a Joint Authority Council which has
the power to make decisions with regard to the schools, and parents, teachers and students are

represented on them (Ministry of Education and Science,1987:107).

- Although education policy formulation is the domain of parliament, the Joint Authority
Council and other social structures with an interest in education are consulted, and can make

contributions in the form of advice.

To conclude, in the six European countries thus briefly reviewed, there is a general emphasis
on each constituent element of the school community - whether parents, teachers, students or

the non-teaching staff - having its own body from which representatives are drawn.
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In the main, despite the fact that parents, teachers and students enjoy their democratic right to
participate, a much analysis of their role, powers and duties indicates that they lack real power
as most of their functions are advisory rather than executive, although in some cases they have

minor administrative responsibilities.
2.5.2. BRITAIN

In Britain, the school governance structures are known as the Governing Bodies, and are
found fargely in England and Wales. Governing Bodies are composed of parents, teachers and
students, and unlike in the past, they are no longer subordinate to the Local Education

Authorities (Dekker,1989:45).

Dekker (1989:46) writes that the British parent‘s are highly organised and powerful largely due
to the Parents Charter, which is quoted as béing a prime example of constitutionally effective
parental involvement in education. Nonetheless, Wragg (1990) argues that although the
British Parent Charter has given parents some degfee of power in the education system, it is,
however, not real power .as compared with their counterparts elsewhere in the world,
especially at crucial decision points (cited in EDUPOL,1993:8).

In addition to the Governing Bodies, British. secondary schools also have School Councils

which together with their sub-committees, provide for direct participation by students.

An interesting aspect of the British Governing bodies is that they share a general overall
responsibility with Local Education Authorities and the school heads in the area of curriculum,
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and play an active role in the appointment of teachers.
2.5.3. CANADA

Canada has a federal system of governance, and is characterised by a complete devolution of
responsibility for the provision of school education to each of her ten provinces.
Decentralised education governance is exercised through the District School Boards, Teacher

Associations, Student Councils, and Parent-Teacher-Student-Organisations.

The democratisation of the running of Canadian secondary schools has been realised through
the establishment of Administrative Committees, which are constituted by parents, teachers

and students (Katz,1974:29-40).

The Parent-Teacher-Student-Organisations have responsibilities ranging from the discussion of
schooi programmes to fund-raising, while the Student Councils - from which representatives
on the Administrative Committees are drawn - are responsible for extra-curricular activities,
publication of school news;papers, »ﬁmd-raising, maintenance of discipline, drawing and
enforcing of the code of conduct, and ensuring fair treatment of students by staff and other

students (ibid.:40).
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2.5.4. MOZAMBIQUE

Perry (1992:9) writes that the Mozambican system of school governance is a complex web of
representative democracy structures designed to incorporate the éntire school community, that
is students, teachers, maintenance and administrative personnel, in the tasks of implementing

education, running séhools aﬁd in the process of contributing to review and assessment of the

education system.

It would appear that it is the primary objective of the Mozambican system of education to givé
teachers, students and functionaries some degree of responsibility for the administration and
management of their schools as this statement by the Mozambican Minister of Education

(1977) shows :

"As vanguard centres schools must be organised
as places where students, teachers and
Junctionaries create together correct relationships,
developing a revolutionary practice for the
collective advance of all the members of the
school community. Collective work must
constitute the fundamental method employed

in the school. Students, teachers and functionaries
must discuss and plan together, thus contributing
to collective participation in the activities of
school and society” (cited in Searle, 1981:21).

In the Mozambican secondary schools, the major democratic governance structures are the
School Committees, comprising representatives of all school structures such as the Teachers'
Committees, Class Committees, School Sections, as well as Workers' and Directive
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Commissions. The functions of School Committees areto :

* assume responsibility for the smooth running of schools

* take decisions over the governance of schools

* evaluate the school governance system :

* and to consult widely with the entire school population over all matters pertaining to the
governance of schools (Searle,1981:29). :

A striking feature of the Mozambican school governance system is that in secondary schools
large enough to have non-teaching staff such as th¢ secretaries, clerks, cleaners and kitchen
staff, all have representation on the School Committees, and consequently have a say in the '
schools decision-making processes. Funher other than through school-community lmks -
where issues such as literacy programmes, cultural events, building and repairing of schools

are fostered - there are no formal structures that facilitate parental participation.

In conclusidn, it is important to mention that whereas the intention of the Frelimo government
was to at:hieve complete democratisation of the country's school governance system, an
evaluation of this system portrays it as having failed to achieve this objective. Marshall
(1985:175) attributes this failure to the inexperience of the personnel and lack of training in

the democratisation of decision-making :

"While the Party and state at top levels
advocated broad participation, mass
democracy was often shunned.......in
Javour of centralisation”

(cited in Perry,1992:15).
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On the other hand, the Ministry of Education and Culture in Mozambique argues that the

failure of the democratic school governance system was due to :

* a general lack of understanding of the objectives and mechanisms for implementing
democracy '

* inadequately qualified participants

* lack of clarity on the exact role and functions of the school-based structures

* lack of proper communication channels between the District Commission and school
governance structures '

* lack of flexible application of the governance structures _

* and that insufficient efforts were made to transform the old methods of operating
(cited in Searle,1981:34).

Nonetheless, despite this gloomy picture painted by the Mozambican experience, it is

inevitable to arrive at the same conclusion that Searle (1981:32) arrives at, namely that :

"As part of any effective plan for decentralised
school governance....and as part of empowering
principals, teachers, parents and students....
and in order to improve the quality of education,
attention must be given to those closest to the
school, where decisions are operationalised".

There is no doubt that the problems facing our schools require signiﬁcant changes to ‘the
school system, and central to these problems are school governance issues. Ways need to be
explored and found on how best to include parents, teachers, and students, along with
representatives of other organs of civil society in the goverﬁance of their schools. If
democracy is what we are told it is, then, this is how schools should be run as it is the right
way to do business in a democracy. Anything less than this is likely to encourage the

continuation of the education crisis.
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This is particularly true of parent, teachers and students who are "increasingly perceiving the
present devolution movement to be against their interesté, to be inconsistent with their own
goals for stakeholder participation, and to be contrary to the foundations and traditions of
public education" (Connors and McMorrow,1990:96).  And finally, the fact that democratic
participation haé, over the years, become a widespread phenomenon albeit in societies with

different histories and make-up, makes this argument even stronger.

2.6. SUMMARY OF FACTORS RESPONSIBLE FOR UNSUCCESSFUL
DECENTRALISED AND DEMOCRATIC SCHOOL GOVERNANCE SYSTEMS

The key arguments drawn from the international literature on reasons why decentralised and

democratic governance of schools often become unsuccessful can be summarised as follows :

* the unwillingness of governments to devolve real power to lower units of educational
governance, leading to what Hanson (1989:46) describes as "decentralisation as
recentralisation"

* party politics, which usually lead to the extensive politicisation of the education governance
system. '

* lack of continuity, which means that as governments change, existing structures and
personnel are often dropped or transferred in favour of new structures and personnel
stressing the priorities of the new government.

* lack of formalisation, which means that lack of formal and legal recognition of
management structures of the educational system leads to weak and not
well-institutionalised structures. Thus, informal procedures, strong personalities and
personal contacts often dominate the process of decision-making and programme execution
in school governance. '

* lack of capacity, which refers to lack of experiences, trained and skilled personnel for
participation in governance structures.

* insufficient funds to implement the democratic system of administration and management.
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* a general lack of understanding of the objectives and mechanisms for implementing
democracy. :

* teachers feeling threatened by participation of non-professional in the school governance
system.

-

* deliberate efforts to prevent meaningful stakeholder participation by bureaucrats and
- education officials who feel that such participation would erode their power base.
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CHAPTER THREE
THE SOUTH AFRICAN CASE

3.1. INTRODUCTION
- In the past few months, South Africa has been engaged in a process of broader social
transformation, and so many of her social systems have been chariged as a result. It is
therefore appropriate to fnention that the much of the situation described in this chapter

applied largely at the time of writing.

The system of educational organisation and administration in the Republic of Soufh Africa
reflects the pattern of the present Nationalist Party government's past policies. Central to the
South African economic, political and all other social systems lies the outgoing Nationalist
governnient's policies of apartheid which, in very specific ways, get reflected in the

Black-White dichotomy.

As is the case in many social systems in South Africa, the education system in general, énd the
. school governance systém in particular, also cleafly mirrors the country's racial policies and a
constitutionally divided society. Consequently, this has placed the South African school
governance system in a deep crisis, especially on the part of the African education, as every
single state policy on education and school governance has been found to have inherent

'components of the apartheid system, and was therefore discredited.
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This chapter aims at accomplishing five specific objectives. First, it aims at giving a laconic
overview of the crisis in the present South African system of school governance. This will
help to contextualise and highlight the contentious nature of the country' school governance

system.

| Second, this chapter will give an expose' of the theory of the democratic school governance as
it has developed in the South African education context. Central to this would be an in-depth

analysis of the 'philosophy' of People's Education for People's Power.

Third, current statutory school governance bodies in South Africa will be identified and
discussed. These bodies, provided for in African, Coloured, Indian and White schools, would
be analysed and evaluated in terms of their composition, roles, duties and powers. However,
in keeping with the limitation of the study, much emphasis would be placed upon Affican

education.

Fourth, and perhaps most importantly, non-statutory school governance structures currently
operating in African schools would be identified and discussed. Fifth and finally, the most
recent policy initiatives and/or proposals on school governance that have emerged in the

1990's will also be looked at and evaluated.

60



3.2. THE CRISIS IN THE CURRENT SCHOOL GOVERNANCE SYSTEM IN
SOUTH AFRICA

This section of the study does not intend to give the historical evolution of the South African
system of school governance. It, however, gives an analytical account of the crisis in the
current school governance system as it is reflected in the system's major features, criticism,

and the people's response to the state policies on school governance.

The National Education Policy Investigation (1993:6-7) argues that the system of educétion

governance that has evolved in South Afiica this century is not only one of extraordinary
complexity, but to call it a system is in fact erroneous. In effect, the form.of the present South
African education governance system could more usefully be described as a fragrhented,
‘uncoordinated system 6f systems, differentiated on the basis of the racial, ethnic and regional
divisions of the country's society (NEPI, 1993:7,EDUPOL,1993:31-35;Buckland and Hofmeyr,
1993:11). Further, EDUPOL: (1993:32) describes the South African governance bodies as

"uneven and low on accountability, and steered by an obscure and closed policy process”.

As a 'system of systems', education governance in South Affica takes a very peculiar nature,
there are for instance, fifteen ministers of education in the country. And as a 'fragmented and
uncoordinated' structure, there are four separate education systems for Transkei,
Bophuthatswana, Venda and Ciskei (TBCV states), six for Qwaqwa, Kwazulu, Lebowa,
" Gazankulu, Kwandebele and Kangwane, three for White, Indian and Coloured education, and
one general education system for African who live in the so-called 'White South Africa

(NEPL,1993:7).
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Among othér things, the differentiation of the education system as described above has
far-reaching implications for system and resource management. For example, the Whiie
system is provincially-based and makes provision for parental participation on Provincial
Education Boards, while. thé same cannot be said about other systems. Thus, each system of
governance has its own particular characteristics, impulses and inertias. The overall system is

united and integrated by the structures and ideolégy of apartheid (ibid.:8).

These, along with the associated constitutional arrangements which control the functioning of
the various systems, have created racial and class inequalities in the distribution of educational
resources and facilities.v The result is while other systems suffer from a crisis of abundant
resources, both human, material and financial, others suffer from a crisis of undersupply of the
samé resources and facjlities. That is why Buékland and Hofmeyr (1992:10) argue that the
seriousness of this problem was hjghlighted in 1976 when "the glaring probleins of the African
and Coloured education systems were brought forcibly‘ to public attention by widespread

uprisings".

The racial and ethnic fragmentation of the South Afican education system has resulted in the
wasteful duplication of structures and committees for the provision of education, as EDUPOL

(1993:33-34) observes:

"...there are essentially four sets of sub-systems:
the three 'tricamerals’ which provide, separately,
Jor the control of education for Asians, Coloureds
and Whites, the two ‘'general affairs’ departments,
(DET and DNE), the six Self Governing Territories
(SGT's) education departments, and four TBVC
_departments. In all, there are nineteen separate
departments divided on racial, ethnic, geographic
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and functional lines. These nineteen departments
operalte under the control of fifteen Ministers in
Jourteen cabinets implementing an array of
different Education Acts",

The above gloomy picture forces one to agree with NEPI (1993:11) :

"Even when individual departments are administered
- with relative efficiency, the overall effect at the

level of the national ", and more so at the

individual level, "...is one approaching chaos.

Committees that have largely similar if not

identical functions have to be replicated across
all levels of the various departments".

Such a fragmented governance system has resulted to a large and uncoordinated burcaucracy
with long. lines of accountability. What is even more disturbing is the fact that this large
bureaucracy is not only highly politicised at the top level, where Director-Generals exercise
considerable mﬂuence on policy formulation and adoption, but also has vested interest in the

system continuing as it is (ibid.: 12).

The fragmentation of the system, and consequently bureaucracy, has created a situation where
policy formulation is not only fragmented too, but is also contradictory. This crisis is further
compounded and complicateri by what NEPI (1993:13) describes as "parallel structures to
ensure articulation of the policy formulation process", which tends to be left in the hands of
senior bureaucrats and a riumber of advisory bodies reportirlg to racially and ethnically

different political authorities, resulting in extensive Black-White bureaucracies (ibid.:12).

Further, the South African governance system, both at the national and local levels of the
system, suffers from a major crisis of legitimacy. This is particularly true in African education,
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where this crisis has been characterised by a long history of significant contestation of the
education governance process. Apart from the fact that this crisis was due to the illegitimacy
of the political system, a major and popular criticism of the country's present education

governance system is that

~ "..it has not Jacilitated the participation
of parents, teachers and students in
.. decision-making structures” (ibid.:13).

However, it is important to take notice of the complexity of the crisis :

"In some departments, particularly in the
privileged sector, parents are represented
" on high-level bodies such as the Provincial

Education Councils. At the school level, all
departments make provision for some kind of
participation of individuals and members

of communities through School Councils and
Management Committees. However, in DET
schools this has until recently, been confined
10 an advisory role and responsibility for
raising additional funds"” (ibid.:13).

The developments of the mid-1980's and beyond saw the South African system of governance
being pushed further into the legitimacy crisis. The rise to prominence of People's Education
was the single biggest cause for this as the struggles against apartheid education took a new

course, as it is explicitly explained by Mashamba (1992:10) :

"The struggles ranged from protest against
the injustices of the system, to the challenge
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of its power, authority, legitimacy and
structures. They have occurred on a broad
Jront - in the township, in the "homelands’,
on the factory floor and institutions of
learning. Sustained protest in the form
of...stayaways, consumer boycotts and
school boycotts forced the state to react

by sending the SAP and SADF into the
townships, factories and schools in an
attempt to regain control of a situation
which had become ungovernable in traditional
apartheid ways". '

It is commonplace today that the statutory school governance bodies exist in name only,

especially in African education, and where they do exist, they do so alongside alternative
structures such as the Civic Associations, Student Organisations and Councils, and Teacher
Unions which in many ways have become the embodiment of People's Power and control of

their school system.

There is no doubt that the legitimacy crisis from which the present school governance system
suffers had far-reaching educational, political, social and economic implica'tions' for South
Africa. State power was openly defied as People's Power existed alongside it, and it was
"precisely this type of people's organisation that the government's various states of emergency
have been declared. It was the continuing failure of the state to regain control over the nerve
centre of the educational system - the schools - that was responsible for the continuing crisis"

(Mashamba,1992:10).
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3.3. THE THEORY OF DEMOCRATIC SCHOOL GOVERNANCE

The fact that the call for stakeholder participation is a widespread phenomenon throughout the
onrld cannot be overemphasised enough. _People demand greater consultation and
involvement in the control of their schools, and South Africa is no exception, especially when
viewed against the fact that her school governance system has alwaysA been and still is a highly

contested terrain between the state and the people.

In attempting to give an expose' of the democratic school governance és it has evolved in the
context of South Africa, this section of the work will look specifically at the 'philosophy’ of

People's Education for People's Power, because "no any other ideology best supposes a
democratic say in and control of education than People's Education" (van der Walt,1989:139).
: .In order to comprehend the essence of the theory of democratic school governance, the
starting point should be to acknowledge that the current apartheid system of administration
and control in South African schools is undemocratic, and provides no structured opportunity
~ for community participafion in the decision-making and policy-formulation processes; Hence
one of the major demands by the people haS always been for community control of schooling

and for community parficipation in school management and administration (NEPI,1993:4).

Further, it should be acknowledged vthat in African educati.on in particular where parental
involvement vs;as provided for, it was largely discredited and rejected because it was perceived
" as attempting to legitimise an illegitimaté system, it was largely parental governance and was
equated to financial responsibility, it excluded teachers and -stﬁdents, and it was seen as
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co-option of those who. participated by the system. And amongst othérs, it was against such a

background that the theory of democratic school governance evolved.

Clearly the concept 'democratic school governance' supposes a particular form of community

involvement, where the term 'community' has reference to parents, teachers and students. Van

der Walt (1989:139) best illustrates this argument :

"People’s Education is a form of education
which has to fulfil the needs of the whole
community. The term ‘people’ suggests
co-operation among all segments of society,
the pupils, their parents, the teachers and
also the community at large...It is expected
that the whole community will participate...
in a mass effort to acquire a non-racial
democratic South Africa. In most cases
people look at the local school to effect the
necessary changes, although it is recognised
that schools do not exist in vacuums",

Emanating from van der Walt's statement is the fact that democratic school governance
implies participation by parents, teachers, students and the broader community for purposes
of, amongst others, effecting the necessary changes. As a result of this kind of mass
participation, schools would never be the same again, and these changes would permeate the

entire community as schools do not exist in vacuums.
Following logically from this characteristic of complete community involvement in education
governance, is the demand by exponents of People's Education to have a say in the control of

their education (van der Walt,1989:130), and this is where the concept 'democracy’ comes in.
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On the balance, democracy may be consultative, representative or even participatory.
However, in People's Education, ‘the concept ‘democracy' "signifies mass participation by all
people in the organs éf People's Power..." (Mashamba,1992:22). Mashamba goes on to
argue that democracy, a key word in People's Education circles, means that whatever occurs
or is decided, should only be undertaken after consultation of all involved. However, one
would argue that there is a contradiction in Mashamba's conception of consultation on one
hand and participation on the other. The argument is that consultation.need not mean
participation. Although the two concepts have referénce to decision-making process, .in the
former, those who are consulted do not necessarily participate in decision making, whereas in

the latter, they do.

The proéess of control in People's Education differs from that of the Department of Education
and Training. The DET is primarily hierarchical, and this means that it exercises ‘top-down'
control, whereas decisions in People's Education can only be operationalised after consultation
with a wide range of other players has taken place. In this context, consultation is about

consensus-seeking.

The theory of democratic school governance may also be understood as a manifestation of
Marxist-Socialist education which reveals features like anti’-capitalism, communalism and
collectivism (van der Walt,1989:143). Central to van der Walt's statement is the argument

that People's Education is highly politicised and ideological, as he further argues :

"Its (People’s Education) progressiveness
should be seen against the backdrop of the
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politicisation of the Black community of

the Republic of South Africa... The underlying
argument is that Apartheid education is
politicised anyway and that People's
Education has to be politicised in order

to counteract it" (ibid.:143).

Further, democratic school governance implies unity among parents, teachers and students as
the importance of éuch a united action was stressed at many National Education and Crisis
Committee conferences, where parents were encouraged not to participate in statutory school
committees. Instead, participants were encouraged to establish Parent-Teacher-Student-
Associations so that parents, teachers and students could come together to understand each

other's demands and problems.

Writing about the signiﬁcénce of this unity and the role of PTSAs in fostering it, Sisulu

(1986:18-19) argues that :

. "...students, parents and teachers now have
democratic organisations available through
which we have begun to take some control
over education. They provide the vehicle
through which divisions between young and
old, teachers and parents can be overcome..."

The importance of united action by parents, teachers and students was stressed by Johnson
(1986:20) in one of the NECC conferences on the education crisis in South Africa during the

mid-1980's :

"4s students, we have come to realise
that alone there is very little we can
achieve in the face of such a monstrous
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regime. But with our parents...and teachers
we shall be able to pull things together

and protect ourselves in the face of naked
brutality",

In conclusion, the theory of democratic school governance as it has evolved in the context of
T TN

the” People's Education movement} South Africa supposes a united and democratic

. T .

involvement of parents, feachers, students and the broader community in the governance of

- their schools. People have a basic democratic right to have a say in the decisions that affect

them directly, and this can be achieved through either consultative, representative or

participatory deniocracy.

Democratic school governance theory is also pro-change, and recognises schools as important
units for effecting the necessary changes. However, since schools do not exist and operate in
vacuums, the envisaged changes can only be eﬂ'e;:ted if certain social, economic and political
contexts are changed. | This argument rests on the belief that stakeholder participation in
school governance would inevitably lead to the establishment of not only a transformed school
governance, but also ‘a tfansformed community, a just, free, united and democratic
commﬁnity. The fact that it espouses Marxist-Socialist ideals makes it primarily political, and
as such is an instrument for social and political change. And whether this theory would gain
more ground or would die a natural death as South Africa moves into a democracy, remains to

be seen.
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3.4. CURRENT STATUTORY EDUCATION STRUCTURES IN SOUTH AFRICA

The point has already been made that the South African school governance system is not only
complex and fragmented, but it is also differentiated along regional, racial and even ethnic
lines. It is in acknowledgement of these realities that in analysing the education governance
structures as provided for 5y the current South African law, there is no escaping the
Black-White dichotomy that has become a characteristic feature of the South African society
in general, and the school gbvernahce system in particular.

This section of the study will briefly look at the current stafutory and racially-diﬂ‘;rent school
governance bodies in terms of their composition, roles,l duties and powers. Because of the
focus of the study, specific attention would be given to African educatiop. Nonetheless, it is
important to mention that each of the other three remaining racial groups, namely, Coloureds,
Indians and Whites, has its own education sysfem, and consequently, its own school
~ governance structure or structures. The major differences among these bodies are with regard

to their composition, role, duties and powers.

However, with the exception of the governance structures that form part of the Model C
package in White education, where parental involvemgnt is meaningful aﬁd greatest, all others
are lacking in almost every policy function as their roles are largely limited, insigniﬁcaht and
advisory in nature. In both Coloured and Indianvschools, these structures suffer»a legitimacy
crisis, and are largely discreditéd and rejected as they are perceived mainly as Parent

Committees.
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34.1. STATUTORY SCHOOL GOVERNANCE STRUCTURES IN AFRICAN SCHOOLS

Writing in the mid-1960's about community participation under Bantu Education, Feit
(1967:149) argued that "Bantu Education heralded a broadening of participation to parents in
the running of their schools"'., specifically because of the establishment of the School
Committees and School Boards. Makhubela (1978:70-81), in‘ his analysis of the Bantu
Education sysfem, partially supports Feit's argument. However, Makhubela qualifies his
reasoning by arguing that this was so largely because prior to 1948 there had been no coherent

education strategy of policy governing African schools.

On the other hand, Kulati (1992:5) argues that the establishment of School Committees and

Boards was not primarily aimed at increasing parental involvement in education, buf it was
aimed specifically at legitimising the system of Bantu Education and extending central control
over African schools as "Bantu Education was part and parcel of a broader strategy of

political subjugation to deny Africans representation on key institutions".

On becoming aware of this strategy, it became clear that Bantu education was bound to fail: -
Teachers, parents, churches and political bodies - for the first time in the history of the South
African school governance system - embarked on the first of their many mass campaigns
against education to an extent that by 1979, the apartheid regime was forced to pass a new
Educatidn and Training Act No. 90 of 1979. The passing of this Act led to the establishmentb

of the Management Councils (Government Gazettte No. 828 of 30/04/1982 as amended by
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GNR No. 2365 of 25/11/ 1988), Governing Councils and Bodies (Government Gazette No.

2366 of 25/11/1988).

The establishment of these new school governance structures effectively replaced both the
discredited School Committees and Boards in African schools, which had been rejected by
most communities because of their unrepresentative nature and their failure to give

participants a genuine say in school governance.
a) Composition, role and powers of Management Councils

Accdrding to Government Notice No. 2365 of 25/11/1988, the establishment of Management
Councils in Affican schools was aimed at giving parents a greater say in the running of

schools. The view is also expressed by the Education and Training Act of 1979 :

"With a view to providing for active involvement
by parents and the community in education and in
order to make provision that the secretary shall
be advised regarding prescribed matters in-
connection with the control andm‘a’rﬁgement of
state-aided schools and community schools, the
Minister may for any such school or schools
establish such local or domestic councils,
committee boards or other bodies as he may deem
expedient, and he may accord representation on
such council, committee board or other body

any person"”.

The Management Councils comprise nine to eleven members, nine of which are elected in a
parents meeting and the remaining number is co-opted. The policy arena belongs almost
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exclusively to the Minister of Education, who may consult with the Management Council.

The stipulated functions of these Councils are to :

* advise the principal on the school policy to be followed with regard to the school'
admission policy and maximum enrolment of pupils

* consider disciplinary steps against pupils

* look after school property and buildings, and to report any damage or repairs to the Circuit
Inspector

* make recommendations to the office of the CerLllt Inspector about applications for use of

school facilities by the community

have some control over school funds

account for the revenue and expenditure of the school in a general meeting

recommend the appointment and dismissal of teachers to the office of the Director-General

report any teacher for incompetency, misconduct and mental or physical defect

advise the principal on the organisation of extra-mural activities, school functions school

magazines and regular letters to parents

* and finally, management Councils have the power to enquire any complaint levelled against

the school (Government Gazette, 25/11/ 1988) :

* OF Ok X %

b) Limitations of Management Councils

The Management Councils were introduced in African schools to replace the discredited
School Committees and School Boards that were rejected by the vast majority of the African
people because -of their dismal failure to give people genuine participation in school
governance. These bodies were also rejected largely because they were perceived as

instruments of control and of protecting White minority power and privilege in South Africa.

Management Councils are severely limited in regard to their composition. All their members -
~ with the exception of the principals - are parents, hence Mkhwailazi (1993:5) deseribes them
as enhancing and facilitating parental governance. The fact that teachers and students do not
enjoy palticipatien in these structures has made them unacceptable in African Education.

74



While in some cases they have been rendered ineffective, in others they have become

- completely dysfunctional.

And finally, a closer analysis of the functions of Management Councils reveals that their role is
very limited and insignificant. Their duties are primarily advisory and policihg in nature.

Clearly, Management Councils fall short of meeting popular demands as made by the people.
¢) Composition, role and powers of Govérning Councils

According to government regulations, Governing Councils are supposed to be established only

in exceptional cases such as

"....in the case of schools of which students

are boarders and which are located in areas
where there is no local community or only

a community which has fewer or no ties with
the school” (Government Gazette,25/11/88:18).

Governing Councils consist of not more than eleven parents, out of which three are appointed
by the Regional Director after consultations with local interested parties: three are nominated
by a committee; three are elected by parents whose children attend a particular school; and
the remaining two are elected by both the Regional Director and parents. The prihcipals are

ex-officio members of the Governing Councils.
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With regard to their functions, Governing Councils are expected to :

* consider action against pupils who misbehave

advise the principals on the schools' admission policy, especially regarding the ages of
pupils ' .

advise the principals on the opening and closure of schools

advise the principals on the duration of the schools' study periods and breaks

control school funds

recommend the appointment, promotion and discharge of teachers

help the principals to draft schools' policies '

and finally, they are expected to supervise schools (ibid.:20).

*

* X X X X *

d) Limitations of Governing Councils

There are very little differences between Management and Governing Councils, especially with
regard to their composition, powers and duties. Governing Councils remain largely Parents
Committees as still no teachers and students are represented on them. Their duties are also
predominantly advisory and policing in nature, and they have no access to real and meaningful
policy-making processes. And like all those bodies which came b_efore them, Governing

Councils were also rejected and rendered highly ineffective in many African schools.
e) Composition, role and powers of Governing Bodies

Governing Bodies exist in state-aided farm schools, and consist of five members, namely, the
owner of the farm on which the school is built and four parents of pupils attending that
particular school (EDUPOL,1993,Appendix 1:5). The principal participates as an ex-officio

member.
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As far as their role, powers and duties are concerned, Governing Bodies :

* are expected to comply with all regulations relating to the schools' admission policies and
control of the department equipment

* have a say in the appointment, promotion and discharge of teachers though subject to the
education ministerial approval

* are empowered to receive, hand over or even return teachers' salary cheques

* supervise the principals and teachers, subject to control by the Circuit Inspector

* consider inspection reports as well as instituting and defending legal action against the
schools (EDUPOL, 1993, Appendix 1:5).

f) Limitations of Governing Bodies T
\

These structures have very lmuted and insignificant role in schools where they exist. They are

also unrepresentative of all the primary stakeholders with an interest in education.

. The evaluation of Governing Bodies may not be complete unless one contextualises the farm
school governance system. The importance of this context lies in fostering and maximising

one's understanding of the special character of farm schools.

- There are two crucial Acts in the history of farm schools: the Bantu Education Act of 1953
and the Education and Training Amendment Act of 1988 (Graaf,1992:215). The Bantu
Education Act was responsible for removing African farm schools from the control of missions

and giving them over to farmers.

The transference of African farm schools to farmers impacted heavily on education. Firstly, it
meant a further entrenchment of unequal power relations between farmers and their workers,
as farmers who had over time built up an overwhelming position of power over their workers,
had control of schools now added to that (ibid.:216).
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Secondly, although farm schools constitute the second largest category of Affican schools in
South Africa, many farm children are outside fhe school system as not all farmers are wwilling
to provide and maintain schools for children (an undated DET Notice RP45:12). It must be
appreciated, however, that the initiative rests squarely on the farmers, since théy are owners of
the land on which schools are built. The argument here is that building a school on
privately-owned land, despite the availability of subsidies from government, remains more than

a moral suasion for the farmer.

The farmers, despite the establishment of Governing Bodies, wield much power in the
management of schools built on their land. Farmers are not only members of Governing

Bodies, but are in fact the pivotal figures in these schools. As Graaf (1992:216) puts it :

“In theory, the state and the farmers are dual
managers of the schools, but in practice, the

- farmer as owner of the land has the power to
open or close schools and to evict teachers
and pupils from his property”.

There is no doubt that there are many problems that flow from farmers' control of the schools
built on their land, and .thése are problems that are primarily associated with the ownership of
land. These are problems associated with insufficient finance and sluggish initiative in starting
schools, the use of school children as farm labourers, the danger of schools being.closed or

neighbouring children being refused access to these schools (ibid.:227).

Coupled with the farmers' ownership of the land is the fact that four other members of
Governing Bodies are parents who are more likely to be in the same farmers' emplby. Should
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this be the case - as it is suspected and argued - it is clear that the farmers' influence and power
over the school matters would not be challenged as Governing Bodies thus constituted would
have precious little impact upon the farmers' authority. The seriousness of this problem is

reflected in the following comment by Graaf (1992:227) :

"It is within the farmer's discretion
to set up a Governing Body or not".

In conclusion, statutory school governance structures in African education have come and
gone. When the Nationalist _Party government came to ' power in 1948, it pursued two
objectives which the African people were able to identify : segregated and differentiatéd
educatioﬁ governance structures for different racial and ethnic groups, and state control over
all education in the interest of Afrikanerdom. The majority of the Afriéan people became
aware that education was used to divide and control, to protect White privilege and power -

socially, economically as well as politically - ar_id to ensure Afrikaner dominance.

Although it is a historical fact that the chief attempt made by the apartheid governmeht to
broaden community participation in the governance and administration of African schools
came with the inception of the infamous Bantu Education Act of 1953, such an attempt was
bound to fail as it was purely parental governance, and was more of a financial responsibility
on the part of Black communities and a political exercise than it was real and meaningful |

governance. Mkhwanazi (1993:2-3) does emphasise this argument further :
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"The state had clearly intended to transfer
niuch of the burden of financing education...
onto the local commiittees. The state wanted
lo provide a community role for the officially
acceptable representatives of Black interests,
enabling more conservative figures in the
community to strengthen their position by
exercising a degree of real power”.

It is therefore clear that statutory school governance structures in African schools were

perceived by the apartheid state as essential both for creating allegiance to apartheid and

"...as providing a means of squeezing
Black communities financially to
subsidise the kind of cheap mass
- education which the state was aiming
, at”. (Mkhwanazi, 1993:3).

Nonetheless, these structures failed in many ways to play the hegemony role they were
designed to fulfil. The 1976-1(?580'5 was a period of mass political mobilisation in which
activities subjected the Management Councils, Governing Councils and Governing Bodies to

endless attacks and undermined their légitimacy and authority from the outset.

These school governance bodies were also rejected because they were regarded as agents of
an unpopular and illegitimate state, and as such were bound to fgil. Undoubtedly, the final nail
in the coffin of these structures was struck in the mid-1980's when the notion of community
participation took the form of Parent-Teacher-Student-Associations. There is also no doubt
~ that the failure of the apartheid state's policies on school governance could be located within
and ascribed to the broader political, economic and social frarhework as well as to the

fragmented and uncoordinated system of systems.
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However, it musi be noted that the state's school governaﬂce policies in White education have
been relatively successful and legitimated despite the f"act that they are a!so un;epresentative of
all primary stakeholders in education. This is particularly true of the Clase models, where
White parents enjoy meaningful participation ‘in the decision-making organs of their schools.
Nonetheless, Model C schools have problems of their own too. To many people, these
' schools séek to entrench the power of White parents during the peribd of transition and
beyond. The argument }here is that the degree of authority devolution prevalent in Clase
schools may be used to increase the negotiation strength of White parents as South Africa

moves into democracy.

3.5. NON-STATUTORY SCHOOL GOVERNANCE STRUCTURES

\\!on—\stgt/utory school go;'ernance structures that currently exist in South Africa are
Parent-Teacher-Student-Associations (PTSAs), and are reported to exist in fewer than two
hundred and fifty schools under the auspices of the Department of Education and Training
(DET), House of Delegates (HOD) and House of Representatives (HOR), and their

development has been very uneven (EDUPOL, 1993:viii).

Writing about the historical evolution of the notion of community involvement in education in
South Africa, Kulati (1992:11) argues that Parent-Teacher-Student-Associations essentially
emerged as an oppositional response to the sfate's unilateral imposition of governance
structures - using schools as the site of the political struggle against the repressive policies Qf
apartheid.
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A crucial distinctive feature of PTSAs is their insistence on the democratic procéss as an
objective in itself. The involvement of all the stakeholders is seen in itself to guarantee the
achieverﬁent of their aim - the democratisation of school governance. PTSAs are perceived as
sdme form of alternative structures for exercising community control of schooling and 6rgans

through which People's Power could be realised (Kulati,1992:11).

Nevertheless, PTSAs are hampered by the lack of legal recognition by the education
authorities plus. the absence of mechanisms to mediate the conflicting interests of the three
interest groups involved, that is parents, teachers and students (EDUPOL,1993:vii). Further,

it is grgued that even where PTSAs operate, levels of parental involvement remains low as |

parents remain marginal in the running of schools (ibid.:46).

However, despite these limitations, Parent-Teacher-Student-Associations remain the only
school governance structurés inside and outside government circles that had become the
organisational expression of the demands for communities to have a say in the education of
their children (Kulati,1992:11). They represent the first genuine step towards giving parents,
teachers and students real democratic representation on and participation in the management

of their schools.

Unlike all other statutory school governance structures, PTSAs have not been imposed on the
communities they purport to serve, and are legitimated on the ground that they are
representative and democratic, and have been broﬁght about by the mass democrativ(':
mévement in the countfy (NEPI,1993:7). Their relationship with the board democratic
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movement is further shown by the Natiopal Education Policy Investigation's (NEPI) policy

proposals on the future school governance system in South Africa.

NEPI (1993:47) and Buckland and Hofmeyr (1993:69) propose that PTSAs should, in a
future governance system, be key governance structures at school level. Both NEPI and
Buckland and Hofmeyér further propose that at tﬁe level of individual schools, poli»cy should
- be develope(! in consultation with PTSAs. However, policy-formulation should take place

within the framework of national and regional policies.
3.6. SCHOOL GOVERNANCE POLICY PROPOSALS IN THE 1990's

The most recent policy proposals in the area of school governance that surfaced in South
Africa in the 1990's , have emerged from the state. Education Policy and System Change
Unit, _Natiohal Education Policy Investigation, and the African National Congress's policy

guidelines.

This section of the study will look specifically at policy proposals as initiated by the state and
NEPI on one hand, and the ANC policy guidelines for a democratic South Africa on the other
hand. in an attempt to achieve this objective, specific attention would be given to issues of

governance and administration.
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3.6.1. THE EDUCATION RENEWAL STRATEGY (ERS)

In an attémpt to contribute towards the education policy discourse for a future South Africa,
the current state's Department of national Education launched the Education renewal Strategy
in 1991, and later in 1993. This discussion document contains major proposals on how to
change the current sfate_ policies in education. However, of particular relevance to this stud);

are the proposals made with regard to community participation in school governance.

The ERS proposes Management Councils as future school governance bodies in the new
South Africa, and goes further to say these structures "must be established in all schools with
increased decision-making powers and executive functions" (ERS,19911:75-76). The

Management Councils, according to the ERS (1991:75) must have the power to :

provide and finance electrical and water services to schools

acquire educational aids, media, etc.

recommend appointment of teaching and extra-mural staff

subvert teacher salaries ‘

influence the school's admission policies subject to the framework determined by the
regional authority

* and if they so wish, Management Councils can select students to have observer status on
them.

* % * ® %

AL -

f '
- Clearly, the ERS proposals favour a decentralised system of school governance, as there is a I }) o (dt(ﬁ
commitment to delegation of authority over education to the community or school on the ‘

argument that the state cannot or should not be solely responsible for education l

(NEPL,1993:18). Although the ERS (1993:75-76) talks of 'increased decision-making powers
and executive functions' being accord to Management Councils, a clear and detailed analysis
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for their functions show nothing of the sort.

The proposed role of Management Councils would be largely advisory in many respects, and

this argument is also supported by Buckland, Kulati and Sayed (1992:9) :

"The new Management Councils will still play a
largely advisory role...albeit with increased
responsibility for financial management. In
Jact, the only major change seems to be the
Jact that Management Councils will have to
Joot a larger slice of the bill incurred in

the day-to-day running of the school”.

The ERS proposals have far-reaching implications for parents, teachers and students. Firstly,
as participation would be opened for parents only, this would confirm the argument by
Mkhwanazi (1993:9) that throughout the history of community involvement in education in

South Africa, parental governance has always been equalised to financial responsibility.

Secondly, the non-participation of teachers and students in Management Councils almost
certainly rﬁean that they would not be acceptable in African communities. Thirdly, the ERS
proposals do not seek to émpower the communities to have any meaningful say in the
education of their children. There is no doubt that this discussion document regards
comrhunity involvement in school governance more as a means of financing schools than as an

objective in itself.

In fact, the ERS does not propose to give parents more power by advocating a decentralised
policy. However, one would argue that decentralisation as proposed by the ERS aims at
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safeguarding and entrénching current racial and educational inequalities on one hand and
minority interests on the other. As a result of decades of apartheid policies, a decentralised
school governance might as well ensure that wealthier communities retain greater educational

resources at the expense of the poor.

Buckland, Kulati and Sayed (1992:9) emphasise this fact:

"Indeed, the combination of diversity’,

decentralisation and a decision-making

autonomy being linked to greater financial

responsibility means that not only will -
schools remain segregated and unequal '
but that hose schools in control by the

community than the schools in

disadvantaged areas".

It is clear, therefore, that the Education Renewal Strategy proposals on schoél governance
have little that is of value. These proposals do not at all signify a radical departure from the
current apartheid policy as there is no indication that the government is not only willingvto.
broaden and democratise participation in school governahce, but also that there is a
commitment to fundamentally transform the current system of segregated and racial school

governance.

It the history of the South African school governance is anything to go by, then the
Management Councils - as proposed by the ERS - are almost certainly the non-starters as part

of any future plan to democratise school governance.

86



3.6.2. THE NATIONAL EDUCATION POLICY INVESTIGATION (NEPI)

The National Education Policy Investigation (NEPI) was a project of the National Education
Crisis Committee (NECC), and was conducted between December 1990 and August 1992.
The brief of the invéstigation was to interrbgate policy options in all areé.s of education within
a value framework derived from the ideals of the broad democratic movement in the country
(NEPIL,1993.vi). However, only policy options on school governance Were of particular

significance to this section of the study.

Figure 3.1: Governance at the school level
School boards

i1
Association of PTSAs (public forum)

A -

PTSA (school governing council)

R

Management exec.
( day-to-day management )

sl sc2| [sc3 Sc4| SRC | teachers |parents

Notes: '

1. SC1, SC2 = standing committees

2. The PTSA controls the management executive
3. The PTSA is represented on the school board

Source : NEPI [1993) Governance and Administration.
Oxford University Press/NECC : Cape Town, p. 47
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Fig 3.2. The Democratization grid with respecttc mana
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NEPI (1993:25), 'arguing. that the articulation of the demand for increased community

participation in the governance of school emerged in the context of resistance and struggle,

and that most of its proposals assume the existence of an illegitimate state authority, identifies

the Parent-Teacher-Student-Associations as future primary units of school level governance.

This is also the policy position held by Buckland and Hofmeyr (1993:69).

According to NEPI (1993:47), PTSA's would, in the future, function as Governing councils

(see Fig.3.1), and would be responsible for making local school policy within the nationally

and regionally provide framework. Policies would have to be adopted formally by the elected

Governjng Council, and would be limited to those issues which the national policy framework

determine should be the provide of school authorities.
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Nonetheless, responsibility for the day-to-day school management would lie with the School
Management Committee, which would include the principal and senior staff, and could involve
student participation in the main committee and sub-committees (ibid.:41,Buckland and

Hofmeyr,1993:69).

Flirthor, NEPI (1993;47) proposes that PTSAs should aliso have members in both management
and repfesentative capacities (see Fig.3.2), where the former is understood to be primarily the
domain of the government, and involves the day-to-day management of schools, and the latter ¢
is largely the domain of parents, teachers and students, and is concerned with informing the
management mode about the concerns and interests of organisations, groupings and
individuals in the comniunity. The representative mode is largely concerned with the policies
of school management, and representatives are accountable to the people oi organisations they

represent.

An analysis of NEPI's school governance perspective reveals that it represents a radical and
major departure from past and present state policies with regard to the governance of schools.
Apart from contending that a future school governance system shouid consist of national,
regional, local and institutional levels (see Fig.3.2.), the NEPI proposals have, as their central
aim, the democratisation of school governance, especially through civil society partioipation in

that process. As NEPI (1993:44) puts it : |

"These involve making visible the power
relations that underlie administration and

- control, facilitating broader participation
in governance through the creation of dual
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modes of representation and management;
and strengthening the capacity of wider
interest groups in civil society for
participation in governance".

However, there appear to be some problems when one analyses these proposals in terms of
their relationship to some of the principles that guided NEPI in the execution of its brief.
First, NEPI assumés that the future school governance system would be non-racial
(NEPI,1993:50), and that their proposals would promote an overall non-racial governancé
structure. This assuﬁption, at least in part, seem to underplay the fact that the apartheid

system has created a society that is characterised by deep racial, ethnic and class divisions.

Although NEPI does acknowledge this fact, and that a new system of governance would have
to be phased in progressively, one wonders if in practical terms, non-racialism will ever be
realised. The argument hére is that racial, ethnic and class divides at all levels of the South
African society are real, and not ‘artificial' as NEPI claims. A schobl and PTSA in Khayelitsha,
for example, will almost certainly remain purely African for the better part of the
post-apartheid period as it is unlikely that there would be an influx of White, Indian and
Coloured students into African schools at anytime in the future. Instead, it is expected that
more African and Coloured studénts would flock into White and Indian schools than is
currently the case. Non-racialism would therefore be realised on an extremely limited scale as

both White and Indian school systems would not cope with the expected influx.

Second, NEPI uses non-sexism as one of its guiding principles, and one would imagine that,
amongst others, central to this principle is the move towards ensuring equal participation of
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men and women in school governance structures. Without such a commitment, it would be
difficult to imagine how non-sexism could be realised. Sinice NEPI does not raise this issue,
one could therefore argue that in NEPI circles, the principle of non-sexism does not enjoy high |
priority as there was not even a separate research report on the subject of gender and

education.

Nonetheless, NEPI proposals represent the first and real move towards the genuine
democratisation of school govcmance in South Africa. The single biggest challenge facing
NEPI policy proposdls-on school governance, though, appears to be whether or not PTSAs
would enjoy the same legitimacy and acceptance in White schools, if they were to become the

focus of power at school level in a future education dispensation in South Africa.

For now, Parent-Teacher-Student-Associations seem to be the only school governance
structures that do not only enjoy support among African, Coloured and Indian schools, but
they are also the only structures that have the potential capacity to represent the interests of

parents, teachers and students.

3.6.3. THE AFRICAN NATIONAL CONGRESS's POLICY GUIDELINES ON
EDUCATION GOVERNANCE

According to the African National Congress's policy guidelines on education governance, the
administration and management of education on one hand and the development of educational

policy ‘on the other, will be governed by the principle of democracy within a unified national

education and training system (ANC Policy Guideline,1992:29). This policy is driven,

—
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amongst others, by the realisation that the present governance system lacks in democracy,

accountability and efficiency at the local level - the three features that can be built by effective
T——————— - ey

and democratic structures of institutional governance that "should represent the interests of
T T T T T —,

p_a_lre/m_sﬁache{—s—and-s-t-udentsl‘ Draft ANC Education Policy,1993:5) "and workers" (ANC

Policy Guidelines,1992:29) who should actively participate in both formal and non-formal

education.

The ANC argues that the democratisation of the education and training. system can best be
achieved by creating a balance between the role of the central state and that of regional and
local authorities. While the central state would be responsible for the developmen;of national.
poligies and principles, financing education, the development of a national curriculum, and the
development and maintenance of national standards, regiorial and local authorities would be

responsible for the day-to-day administration and management of education and training

system (ibid.:29).

Although the African National Congress does not make specific and detailed education

governance proposals, its guidelines do, however, have a direct bearing on school governance.

e et e

Central to the ANC's policy guideline is a co‘mmitn‘l_ggi to_the_democratic participation of

parents, teachers, students and workers in the governance of their schools :
/—v——'/—\w\‘—_\_u—-_—w‘ e oo e e ey

"The ANC believes in democratic participation,
not only in the development of policy in
education, human resources and science

and technology, but in the administration and
management of institutions in these fields.
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We are committed to the establishment of
relevant structures for such participation”,
(ANC Policy Guidelines, 1992:29).

In conclusion, it is important to mention that the ANC policy guidelines on education
governance are, in very specific ways, similar to NEPI's policy proposals. Both the ANC and

NEPI are driven by the desire to achieve a highly transparent, accountable and democratic

~ )
system of school governance, a system that would recognise that organs of civil society have

the right to actively participate in governance of their schools.
Nonetheless, the ANC policy guidelines are of primary importance to education and training in

general, and school governance in particular, since the ANC would be an influential and major

partner during the next five years of the Government of National Unity in South Africa.
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CHAPTER FOUR
METHODOLOGY AND FIELD FINDINGS

This chapter represents the main thrust of the study, and aims at presenting a detailed account
of the methodology used to gather the data and the findings that have emerged from the field

work.
4.1. METHODOLOGY

As Chapter One has already indicated, the research was primarily an analysis of the role of the
Parent-Teacher-Student-Associations (PTSAs) in the democratic governance of schools. As a
survey, the study was on fact-finding (Bell,1993:11), and was intended to be illuminative and
explqrative (EDUPOL,1993:61), and aimed specifically at obtaining information which can be
- anaiysed and patterns extracted for purposes of contributing towards the school governance

policy discourse in South Africa.

The study was located in two methodological approaches, namely, a survey of literature and

research in the field.
4.1.1. Literature Survey

A survey of the international literature was carried out on the subjects of decentralised and
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democratised governance of schools; community involvement in education;
school-community  partnerships/collaboration/links; school eﬂ‘ectiVeness;' shared
decision-making; school-based management; as well as parental involvement in education in

both industrialised and developing -countries (see Chapter Two).

The survey helped in two specific ways. First, it helped define mechanisms of community
involvement in education. Second, it helped develop and strengthen the argument that despite
all problems associated with it, community involvement in education does have the potential to

make for better schools.

With regard to the South African case, a literature search was done of the writings on the
crisis in school governance, parental involvement.in school governance, current statutory
governance structures in South Africa, particularly in African schools, People's Education and
: Parent-Teacher-Studeﬁt-Associations as non-statutory governance structures, as well as.on
the most recent policy proposals in the area of school governance as put forward by the state's
Education Renewal Strategy’ (ERS) Urban Foundation's Education Policy and System
Change Unit (EDUPOL), the National Education Crisis Committee's (NECC) National
Education Policy Investigation (NEPI), and the African National Congress's (ANC) Policy

Guidelines on Education Control.
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4.1.2. Field Research
a) Introduction

This section explains why the study was approached in a particular way, and not in others.
The instrument that was used to collect the data in this study was the interview, and

specifically the semi-structured interviews, and were carried out on individual basis.

Semi-structured interviews are the most common and useful instruments for data collection in
sufvey research (Borg and Meredith,1989:418). This instrument is unique in that it involves
the collection of data through direct verbal and ‘face-to-face interaction between individuals.
However, the researcher was aware that this direct interaction can also be the source of

disadvantages, unless it was adequately employed.

The principal -advantage of any interview situation, including the semi-structured interview
situation, is adaptability (Jollife,1986:28). The fésearcher was 5ble to make full use of the
respohses of the subjects to alter the interview situation. This enabled the researcher to
follow-up leads and thus obtain more data and greater clarity as feedback was provided

immediately.

The semi-structured interview as a data collecting instrument was also found to be reasonably
objective while still permitting a more thorough understanding of the respondents' opinions
and reasons behind them. Borg and Meredith (1989:452) emphasise this argument :
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"The semi-structured interview is
generally most apportiate for interview
-Studies in education. It provides a
desirable combination of objectivity
and depth, and often permits gathering
valuable data that could not be
successfully abstained by any other
approach”,

Further, the researcher employed semi-structured interviews among certain people in a limited
number of secondary schools in the Department of Education and Training's Western Cape
Region, thus making the study to be narrow in scope. Although the researcher was aware that
surveys may be broad in scope and th‘at survey data may be gathered from eveiy rﬁember of
the population (Van Dalen,1979:286), he was also aware that surveys may be con‘t"med to one
small unit, such as the school system, where the units of analysis may be management

structures (ibid.:286).

In this study, PTSAs were the units of analysis, and the nature of the study was such that the
researcher had to use people participating in them as respondents. As small samples are
usually more appropriate than larger samples in many educational research projects, especially
where role-playing and depth interviews are cent_ral (Jollife,1988:444), the researcher had to

choose certain participants among others in PTSA circles.

Respondents were chosen primarily on the basis of the positions they occupy either in‘ the
PTSAs or in their respective organisations or both. The obvious conéideration involved in the
selecfion of these subjects was to get people who would be able to supply the information thé
researcher wanted. In éttempting to achieve a representative sample of all those who make up
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the school population, one representative of each sector was interviewed. A more detailed

account of this follows later in subsequent sections of this study.

In addition to the above, the researcher was aware of other possible approaches that could
have been employed in»this study. First, the researcher could have used postal_‘questionnaireé
whic_h, together with interviews, are the most common instruments for data collection in
survey résearch (Borg and Meredith,1989:418). Howe\;er, this instrument was not cénsidered

for use because of :

time constraints, especially on the part of the researcher

its inability to provide immediate feedback

its failure to probe deeply enough to provide a true picture of opinions and feelings

fear of low response from the subjects. The problem of non-respondents is, according to
- Borg and Meredith (1989:418), the biggest problem with the questionnaire study.

Obviously the first question that comes to mind is "'How would the results have been

changed if all subjects had returned the questionnaire?'

* % ¥ %

Another instrument used for data collection is the structured interview. However, this tool
was not employed because it does not accommodate open;ended discussions (ibid.:420).
Structured interviews are uéually relevant‘ for public opinion polls, where the interviewer asks
each respondent a brief series of questions that can be answered either 'yes' or 'no', or by.
selecting one of a set of alternative choices. The respondent's answers are not followed up to
obtain greater depth, and the level of structure ‘in this case is such that the déta could be

collected quite satisfactory with a mailed questionnaire.

b) Data gathering
This section of the study gives a detailed account of how the data were collected.
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A series of semi-structured interviews with people participating in the PTSAs on one hand,
and education authorities as well as people representing some organisations that are involved

in school governance issues on the other hand, was undertaken.

Firstly, the data were collected from people participating in PTSAs in three secondary schools
in the DET's Western Cape region. For purposes of anonymity, these schools - which are

described in details later in this section - would be referred to as schools A, B and C.

In consistence with the survey method, respondents were asked the same questions in, as far
as possible, the same circumstances, and information was gathered by means of interview

questions administered by the interviewer (Bell,1993:11).

The interviews, which formed the back bone of the field research, were aimed at gathering the

data related to the following questions :

* What led to the establishment of the PTSAs in each school?

* What was the present role of PTSAs in each school? is this role positive or negatlve?
* Do parents, teachers and students have specific and separate responsibilities with PTSAs,
or do they have a collective responsibility?

What are the PTSAs' conceptions of democracy, accountability and decision-making?
How do PTSAs in each school operate?

What are PTSAs activities and programmes in each school, and to what extent these
‘activities and programmes have been successful or unsuccessful?

What is the nature and form of the relationship between each PTSA and the DET?
To what extent does lack of parental organisation impact upon PTSAs'?

How does each PTSA surveyed relate to other organs of civil society?

Are PTSAs gender-sensitive?

How PTSAs can relate to a future democratic state in South Africa?

What can be the future role of PTSAs in a future democratic education dispensation?
In which crucial areas do PTSAs lack most?

* O *

* X R A X X R
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Semi-structured interviews were also carried out among people representing different
organisations. These organisations were the National Education Crisis Committee (NECC),
Khayelitsha Education and Resource Centre (KERIC), the Congress of South African

Students (COSAS), and the Department of Education and Training (DET). |

Whereas the first three orgahisations were selected phrely on the basis of their involvement in
the PTSA movement over the years, the DET - as education authorities - was chosen because

of its working relationship with PTSAs.

There were several important reasons why Schools A, B and C were used as sites of research.
-School A was chosen specifically because some people within the PTSA circle in the Western
Cape believed that this school has a model PTSA by any standards. School A is known for _its
excellent matriculation results despite the fact fhat it is located in the middle of various
squatter camps, and as such draws its student intake from these informal settlement areas. It‘
was hoped, _therefere, that using this school would shed some light into what a '‘good' and

‘effective' PTSA can and cannot do in the area of school governance.

School B was chosen because firstly, it is not an ordinary but a comprehensive scﬁool with a
teaching staff compﬁsing both White and African ‘teachers. Secondiy, the school has a long
history of the struggle for the establishment of PTSAs (SASPU National,1986:14). The ‘
school was once closed down indefinitely by the. DET during the height of the mid-1980's
students uprisings, and was subsequently reopened by the cembined effort of parents, teachers
and students in an open defiance of the education authorities. With its. long history of and
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experience in the PTSA movement, it was hoped that this school would enrich the study.

On the contrary, School C was chosen primarily because of its ‘unibque history, locality and
PTSA reputation in the Western Cape. The school, formerly located in one of the African
townships in the Western Cape, now finds itself operating from one of the unused school
buildings in a White résidential area in the Cape. Confronted with a severe shortage of space
in the township, the school's PTSA fought and won a battle for occupation of an unused White

school in town.

However, despite this success, the PTSA of School C is known in the PTSA circles in the
Western Cape as the "PTSA where everything went wrong" (KERIC Director, interviewed on
05/11/93). It was hoped, therefore, that this school will also enrich the study by giving a

completely different scenario from Schools A and B.

After establishing that PTSAs in these three secondary schools are cohposed of
representatives of their respective constituencies, thﬁt is, parents, teachers and student, and
that some of these representatives hold executive positions either in their respective
constituencies or in the PTSAs or both, it was then deéided to select the interviewees on the
basis of the constituencies they represent and positions they occupy in PTSAs or their
constituencies or both. The primary objective was to get people who would be able to supply
the information the researcher needed, and it became immediately apparent that selecting

respondents in this manner was the most appropriate way.
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The significance of interviewing different categories of people, that is, parents, teachers,
students, éducation authorities, and prominent leaders of other organs of civil society such as ‘_
" KERIC, COSAS and the NECC, can be explained at three levels. First, it was expected that
these different categories of people would have had diﬁ‘ere}lf perspectives on the issues raised

up by the study, and that these would enrich the study.

Second, given the limited scope of the study, it was important to interview as many different
categories of people as possible as an attempt to strive for some degree of "representativeness'.
It should, however, be mentioned that the researcher was under no illusions whatsoever that

true representativeness could be achieved given the constraints of time and degree

requirements ( see sub-section 5.1.).

Third and most importantly; given the nature of the study's units of analysis, namely, the
PTSAs, interviewing parents, teachers and students on one hand, and education authorities as
well as leaders Of external interest groups'on‘ the other hand, was inevitable. The argument
here is that although the primary fo;:us of the study was on the PTSAs, some attention had to
be directed to those categories of peopie with whom they ( PTSAs ) negotiate directly and/or
work closely. Undoubtedly, education authorities ( DET ) and othér organs of civil society (
COSAS, KERIC and the NECC ) fit these descriptions.

A total number of seventeen interviews was conducted, representing a breakdown c;f twelve
interviews (four per school) among PTSA participants, and five interviews between three
organs of civil society on one hand énd the education department on the other (see Tables 4.1
and 4.2)
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A BREAKDOWN OF INTERVIEWS

AMONG PTSA PARTICIPANTS

Table 4.1
NAME OF PARTICIPANT(S) POSITION(S) HELD NUMBER OF INTERVIEWS
SCHOOL(S) : . PER SCHOOL
Principal A Headmaster ; PTSA ex-officio
member
Parent A PTSA chairperson ; Parent
A accociation chairperson 4
Teacher A PTSA secretary ; SADTU
Shopsteward
- 1Student A SRC Chairperson
Pricipal 8 Headmaster ; PTSA ex-officio
member
) Parent B PTSA Chairperson
8 )
Teacher B PTSA Secretary
Student B SRC Chairperson ; COSAS
" Jtreasurer -
Principal o] Headmaster ; PTSA ex-officio
member
Parent .C PTSA Chairperson
c ) 4
Teacher o] |PTSA Secretary ; SADTU
Shopsteward
Student o] SRC Chairperson
TOTAL NUMBER OF
INTERVIEWS 12
A BREAKDOWN OF INTERVIEWS
AMONG NON - PARTICIPANTS IN
PTSAs
Table 4.2,
ORGANISATION/ {POSITION(S) HELD NUMBER OF
DEPARTMENT INTERVIEWS PER
ORGANISATION /
DEPARTMENT
KERIC Director
NECC Administrative Secretary
COSAS Secretary
Regional Director
DET

Public Relations Officer

Total Number of
Interviews
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N,

4.2. Time Scale

Field study covered the phase 5 October -5 November 1993 during which a total number of
seventeen interviews were undertaken in Cape Town, Khayelitshaa, Langa, Belville, Salt Rive
and Mowbray. Each of these semi-structured interviews lasted approxirhately seventy

minutes.
4.3. Definitional issues

Two concepts, namely, 'democratic governance' and 'community involvement' were central to

the study. The discussion that follows explores these concepts.
4.3.1. Democratic Governance

In attempting to define the concept 'democratic governance', the study was influenced largely
by the discourse of the mass democratic education movement in South Africa, especially the

People's Education movement.

According to Van der Walt (1989:138-139), "People's Education supposes co-operation
among all segments of society: the pupils, their parents, the teachers, and also the community
at large....and all people, irrespective of which ethnic groups they belong to, are expected to

be involved....and to participate in the social process".
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Following logically from this comment is that democracy in terms of People's Education

coincides with the expanded idea of the people. Democracy means that whatever happens or

t

3

is decided, should only be undertaken after consultation and with the involvement and
participation and with the involvement and participation of all involved. This idea of
democracy is also supported by Fraser (1988:45-46); Morrow (1988:146); Baron (1981:1);
and Beare- (19.90:1‘). Democracy is, therefore, either consultatiye, representative, or

participatory.

Govern#nce was understood to mean not simply the system of administration and control of
educétion in a country, but the wholelprocess by which education policies are formulated,
adopted, implemented and monitored. Governance is, thérefore, an issue not simply at the
broad national level, but also at every level of the system down to the individual school

(EDUPOL,1993:64 and Buckland and Hofmeyr,1992:1).

On the basis of the foregone discussion, and specifically fof the purpose of this study, the
concept 'democratic governance' of schools was conceived as referring to a system of school
administration and control where parents, teachers, students and othef members of oréans of
civil society are not only consulted and represented, but actively participate in their school's
decision-making processes and structures where policies are formulated, adopted,

implemented and monitored.

In the words of a student leader in the Western Cape in 1986, democratic control means :
_ i
"...participating is decision-making,
Jormulating policy and programmes of
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action...and implementing an administering M /

them. But because not everybody can be
part of every structure, so people mandate
others to represent their interests and

be accountable to them"

(SASPU National, 1986:23).

4.3.2. Community Involvement and Participation

The conéept '‘community’, like finvblvement', is multifaceted. Connors and McMorrow
(1990:75-78) argue that communities may be defined ih terms of common characteristics,
purposes and interests - geographic, political, economic, racial, cultural, philosophical and
religious. They also note that the concept 'community' can also be used to distinguish 'lay'

from 'professional’ status.

However, in the context of this study, the concept ‘community' was used to refer to both
professionals (;[eachers and administrators) and non-professionals (parents, studeﬁts and other
members of civil society). Underpinning this definition was the People's Education discourse,
which seem to suggest that only thjé type of community has the ability to transform a
historically oppressive and unjust school governance system, and 'install an new democratic

culture jointly with other liberatory forces in the community" (EDUPOL, 1993:64).
'Involvement', according to Connors and McMorrow (1990:76), denotes some form of or level

of inclusion of non-professionals in the operation of a school or system or both. This inclusion

may be formal or informal, proacitive or re-active, subordinate or dominant.
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Further, Connors and McMorrow see 'involvement' as being different from 'participation’, for

the latter implies an active role in edUCatiop_aﬁl’_q§gj§ionimaking, ranging from advisory to

deliberative community participation is specifically about the claims of parents, in some

’ TTe—

circumstances, the students, as well as groups and institutions in the local and wider
community, to an active role in shaping educational policy and practice (ibid.:77).

On the other hand, Shaeffer (1991) distinguishes between tWo forms of 'involvement', that is,
‘collaboration' and- 'participation’ (cited in EDUPOL,1993:64-65). 'Collaboraﬁon‘ is seen as a

consultative process at Mreas 'participation’ implies partnership and intervention.
Although these definitions do not indicate the contentious nature of 'involveme—;lt' as is the
case in the South African context, they were, nonetheless, understood to be communicating
one message across, that is, 'involvement' is either collaborative of participative, and that
'participation’ is the hard edge of 'involvement'.

4.4. Research Process Problems

The issues raised in this section of the study are split into two areas, namely, those related to

the literature search and review, and those that arose out of practice in the field.
4.4.]1. Literature Search and Review
a) International Literature
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Initially, there was one Big problem that arose out of a review of the international literature,
and that was the fact that the concept 'Parent-Teacher-Student-Associations' - as an entity - is
almost unique to South Africa. The closest the researcher came to finding PTSAs per se on
the international scene was through a Journal article that supposedly discusses the
transformation of PTAs to PTSAs. However, this article, entitled “Students Can Make A

~ Difference’, could not be accessed by the researcher despite several attempts to get hold of it.

Nonetheless, this "problem' was later on solved through a survey of several European,
American and African countries' school governance structures, whose close analysis showed
parental, teacher, student, and sometimes broader community participation in school
governance. The only d_iﬁ'erence was that these structures operated under names diﬁ’erent from
PTSAs ( see Chapter Two, sub-sections 2.5.1. - 2.5.4. ). It is therefore proper to say the

subject fell into a neat category and became easily accessible, though with some initial hiccups.
b) The South African Literature

Apart from the crisis in African education - a subject that is well-researched and documented
in South Africa - there has been little work published on the countfy's governance system,

People's Education, PTSAs; and community involvement in education. This was found tov be
the case despite the fact that the South African governance system has been highly contentious

for the better part of this century.
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The lack of material in this regard meant that the study had to rely not only on conference
papers and the little that has been published, bht also on the field work itself

4.4.2. Field Research

There were numerous problems that arose in this regard. The main one was the failure to have

early access to schools between May and September 1993. There were tow reasons why
|
access was not possible at the time. First, there was 'Operation Barcelona' going on then -a

|
theme that was coined by COSAS in the Western Cape - and emerged out of the much -

publicised skirmish between African students at secondary level and the DET over the school

and examination fees nationwide.

As negotiations between the NECC and DET about these fees deadlocked, students took Ito

the streets, and consequently, schooling came to a halt. The impasse which ensued was later

broken at the political levei,' only after intervention by the President of the African National

Congress.

Second, access to schools was not possible at the time because immediately after 'Operation

industrial action against the government because of the dispute over teacher salaries and

Barcelona', the South African Democratic Teachers Union (SADTU) got involved in an

continued rationalisation of Coloured teachers, and unilateral restructuring of education by

government.
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' |
Nonetheless, by the time access was possible, the researcher continued to experience some

problems. Despite adequate preparations and interview appointments made in good tiime,

some would-be- interviewees either failed to honour these appointments or withdrew at the
|

eleventh hour, citing absence of mandates from their respective constituencies as the reason

for their unavailability. What that meant was that one had to wait until mandates v-\i(ere

secured. It took a second and sometimes a third attempt to have some of the appointments
i
honoured. At the same time this meant reshuffling the interview schedule from time to time.

4.5. Research Themes

|
!

This section of the study aims to highlight, and where necessary, discuss themes around wlﬁch
_ : |

the data were collected. Whereas some of the themes were extracted from the .literat#re,

_ \
others were incorporated into the study after indepth discussions with my supervisor and the

director of the Khayelitsha Education and Resource Centre (KERIC) in Khayelitsha, Cape

Town.

!
i
l

4.5.1. Historical Background

I
1

The primary objective here was to ascertain precisely what had led to the establishment: of

PTSAs in each secondary school surveyed. The discussion with the director of KERIC

(5/10/93) revealed that the development of PTSAs can be traced at three different levels, that

is, national, community and school levels, and that each level has its own scenario different

from the other. The KERIC director argued that at the level of individuals schools, diﬂ’erenl
|
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schools would have different factors militating in favour of the establishment of PTSAs despite
the fact that the demand for PTSAs would be called both at community and national levels.

This argument seem to be supportive of EDUPOL's (1993:vii) conclusion that t}he
development of PTSAs has been very uneven since their conception in South Africa. On the

other hand, Kulati (1992:10-17) paints a picture that partrays the development of PTSAs -

being directly linked to crises management in schools, People's Education, and finally t%he

day-to-day management of schools as a result of the phase ushered in largely by tihe

post-February 1990 era.

On the basis of the foregone discussion, it was therefore necessary to ascertain precisely wﬁat
' l

led to the establishment of PTSAs in each school surveyed. This also served as a prelude]to

determining the exact role the Parent-Teacher-Student-Associations play in each school.
4.5.2. TheRole of PTSAs

PTSAs have been identified by the NECC and NEPI, amongst others, as future primary units
of local-level governance. However, there have been few opportunities for exploring not only
the full implications of'the role of PTSAs in school administration and control, but also for -

determing precisely what this role was.

The little that is known about PTSA roles is that they are sometimes conflicting and
contradictory (NEPI,1993:27). Therefore, there was a need for more systematic analysis of
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the role of PTSAs and of parents, teachers and students in the school governance process.
4.5.3. Democracy, Decision-making and Accountability

Kulati (1992:10) writes that the battles fought in the 1980's and out of which PTSAs were
born, did not only arise out of a rejection of the despised Bantu Education system, but became

focused on the question of the democratic control of schools.

Since the concept 'democracy' means different things to different people (Mashamba, 1992:16),
it was important to find out the PTSAs conceptions of democracy on oné hand and

decision-making on the other. Equally important was an attempt to answer the questioris :

* How does each PTSA exercise accountability?
* To whom is each PTSA accountable?

EDUPOL (1993:19) arguing that the meaning of 'accountability' is in its context, writes that
democratic accountability involves some basic recognition that the final control over the
government and administration should be vested in the citizens of the state to whom elected

office-holders are accountable.

Nonetheless, since not all forms of popular accountability are necessarily democratic, it was
therefore important to ascertain  whether or not PTSAs are democratic both in

decision-making and accountability.
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4.5.4. PTSAs Operation

This theme emerged largely from the researcher's observation of and experience in the PTSA
movement. Although it is often assumed that PTSAs are established on the basis of existing
good relationships between parents, teachers and students, on the contrary, there have been
incidents negating this assumption in the past. Some of these incidents have been on mass
media, whose parents would complain bittefly about students' and teéchers' unilateral decisions

to take to the streets, for example.

On the basis of the above, it became important to find out what mechanisms are there for

purposes of managing and resolving these differences among PTSA components.
4.5.5. Activities and Programmes

One of the primary objectives of establishing PTSAs was to get them involved in activities and
programmes within and beyond the schools (SASPU National,1986:15). By stressing parental
and community involvement in education, the idea was promoted that education is not solely

an activity which takes place in schools but one which affects all people in all spheres of life.

This argument, for example, was recognised in the resolutions which proclaim that People's

~Education aims to :

"eliminate illiteracy, ignorance and
exploitation of any person by another
and enables workers to resist
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exploitation and oppression at their
workplace"” (van der Wallt, 1989:25).

In addition, PTSAs were not or}l’y established as alternative management structures for
i

exercising community control of schooling, but also as organs through which People's Power

could be realised in an educational setting (Kulati,1992:11). it was imperative to find out the

nature and form of activities and programmes PTSAs are engaged in for the realisation of

these aims, and how successful or unsuccessful these activities/programmes have been.
4.5.6. PTSAs and the DET

‘These theme emerged purely from the literature. The present apartheid state has never
recognised PTSAs as legitimate structures in schools (NECC Commissioned Paper, Date
Unknown) to an extent that this hampers PTSAs (EDUPOL,1993:vii)) in their daily

functioning.

On the other hand, it has been argued elsewhere that current statutory school governance
structures have, by and large, been rendered ineffective and are dysfunctional (see Chapter

Three), and that PTSAs enjoy legitimacy and support in African communities. .

Flowing logically from the two contradictory positions would be an argument that this
contradiction presupposes the existence of some form of relationship between the DET and
PTSAs. It was therefore important to determine precisely what kind of relationship existed
betweeq PTSAs and the DET, and how the lack of legal recognition impacts on the
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functioning of PTSAs.
4.5.7. PTSAs and Parental Organisation

- In African communities and of the three PTSA components, only parents lack some form of
organisation into local, regional and national organisations or associations. Teachers and
students, on the other hand, are organised into very strong organisations, and wield

considerable power and strength as policy actors (EDUPOL, 1993:28-30).

EDUPOL further argues that although the NECC in particular claims to represent the interests
of parents, there is, however, no parental organisation equivalent to students' and teachers'
that represent parents directly. This state of affairs begs for one question: "In what ways does

this lack of parental organisation affect PTSAs?"
4.5.8. PTSAs and Organs of Civil Sdciety

The policy proposals on a future school governance system by NEPI (1993:47-50) argue for a
direct representation of civil society structures, such as COSAS, in the democratic govemanée
of individual schools. This was also found to be the policy position of EDUPOL and the
ANC. The primary aim here was, therefore, to find out in what specific ways do PTSAs relate

to organs of civil society.

115



4.5.9. PTSAs and Gender

The struggle against Apartheid education, amongst others, aimed at achieving a new

democratic, non-racist and non-sexist education dispensation.

However, there are huge gender imbala;nces in South Africa, especially with regard to
executive administrative and management positions in the country in general, and in the
education system in particular. Administration and policy-making in education remain the
province of men although women make up a large population of educational workers

(Blackmore, 1993:27).

It was therefore significant to find out to what extent are PTSAs gender-sensitive, and finally,

to determine the ratio of male/female participation in each PTSA surveyed.
4.5.10. PTSA limitations

This theme aimed at ascertaining in what specific areas do PTSAs lack, and how these

shortcomings can be strengthened.
4.5.11. The future role of PTSAs
* For purposes of informing the policy discourse on the future school governance system in

South Africa, it was important to investigate the possible role PTSAs can play in the future.
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4.5.12. PTSAs and a future democratic government

This theme emerged largely from an undated NECC commissioned paper on governance. In

this paper, three models of the possible relationships between PTSAs and the state are outlined

a) Model A : PTSAs as Organs of the State

In this model, PTSAs} are completely governed by and responsible to the state. PTSA§
members are appointed by the state and report, as a body, to the state. The state would define
the scope of work and agenda of PTSAs; provide the requisite training for their effective
workings; and outline clear lines of accountability to PTSAs as well as to indiv{dual\sectors

within PTSAs. For example, the state would draw up a code of conduct for students which

would be implemented through PTSAs.

In this model, PTSAs make representations to the state when problems arise and the state
would decide how and whether to act on these representations. The regular workings of
PTSAs would be confined largely to fundraising activities; community outreach and

enforcement of codes of conduct.

The model also proposes that PTSAs should not be involved in political activities, but would
make orderly representations to the state on issues political. The state - assumed to be
democratic - would pay for all activities associated with PTSAs, including a nonhinal fee for

individual members for their contributions to these governance structures.
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b) Model B : PTSAs as organs of Civil Society
In this model, PTSAs are completely independent of the state and are accountable only to the
local, regional and national networks of PTSAs which would be constituted outside of the

state even though they would be located within a state structure, such as a school.

PTSAs members would be democratically elected by all parents, teachers and students who
would be asséciated with individual schools. | Local PTSAs define their agenda for action,
however, they would, in conjunction with regional and national PTSAs, jointly draw up codes
. ‘of conduct and a framework for national action which would govern the activities of local

PTSAs.

The functions of PTSAs would incorporate political, educational and social activities. PTSAs,
for example, would be actively involved in fundraising activities for individual schools, but
would also reserve the right to decide on political action at the national level. In order to
minimise state interferencé, PTSAs would be financially independent of the state, and members

would contribute to them on a voluntary basis.

c) Model C : PTSAs as Semi-autonomous Community Organs

Iﬁ this model, PTSAs \;vould have links with the state, but would be primarily accountable to
communities they serve. The state would finance PTSAs activities, including national training
- programmes for PTSAs structures on issues ranging from 'how to run a meeting' to more

complex concerns such as 'democratic administration'.
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While the state as funder could require certain responsibilities from PTSAs, those
requirements would be specific and limited. For example, the state could require that PTSAs
provide a monthly budget of expenditure to regional state education departments, or that

PTSAs provide annual reports on their activities.

Further, whereas the state would have certain technical requirements for PTSAs, through their
national and regional networks, would reserve the right to protest state decisions. For
example, if the state would not deliver textbooks to regions effectively or the demand for
salary increases for teachers is not met, PTSAs on local/regional/national levels can

collectively and/or individually register their protest in various ways.

Codes of conduct for various sectors would be compiled and legitimated fhrough PTSAs
structures. PTSAs would be school-level structures making representations to the state on |
issues such as unfair dismissals and appointment of teachers. A PTSA member would serve at

different levels, on state education department committees as a PTSA representative.

However, there would be areas in which PTSAs and the state education departments would
have joint duties, such as textbook selection for a particular region and teacher appointments

in a particular school.

As could be seen, the critical question sought here was to determine the degree of distance

between PTSAs as school governance structures and a future democratic state.
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4.6. Field F indings

This section of the study focuses on the substance of the interviews carried out in the field. In
presenting the findings, the study will use research themes. However, full and detailed
interview reports are presented at the end of the study (see Appendix 2). In reporting the
interviews, the researcher did not quote respondents verbatim, and it should be noted that this

was the case for reasons of time and degree requirements.
4.6.1. Historical Background

The aim of this sub-section was to ascertain precisely what factors led to the establishment of
PTSAs in each of the three schools surveyed. The majority of respondents cited the following

as factors responsible for the establishment of PTSAs in their schools -
a) Political turbulence of the mid-1980's

The mid-1980's were characterised by a high level of political repression in South Africa. The
government, armed with a policy of 'total onslaught' to its opponents using 'die swart gevaar'
rhetoric to consolidate its power, experienced one of the worst educational crises the country

has ever witnessed.

In the midst of these developments, the National Education crisis Committee (NECC) was"
launched, and immediately began to contest state power by encouraging the establishment of
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democratically-elected Parent-Teacher-Student-Associations (PTSAs) to exist alongside state

power.

According to respondents in each of the three PTSAs surveyed, their schools were under
tremendous pressure to establish PTSAs. This pressure could be traced at three different

levels, namely, the NECC, community, and individual schools :

* the NECC level

The NECC was mandated to help establish organs through which People's Education for
People's Power' could be realised and operative. At the level of individual schools, PTSAs
were identiﬁed as.relevant for such a purpose, and consequently, the NECC pressurised each

of the schools surveyed to establish PTSAs.

* Community level

Communities, driven by the desire to governs their own schools on one hand, and. yielding to
pressure from the NECCC on the other, exercised pressure onto individual schools to esfablish
PTSAs. Further, the high level of political polarisation in communities led to the emergence of
'war-lords' which were bent to failing the cause of People's Education by whatever means
necessary, including violence, death and destruction. PTSAs, therefore, had to be established

as custodians of activists in school campuses.

* School level
The study found that there were different and specific factors that militated in favour of the
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establishment of PTSAs at this level.

School A cited the principal's leadership style (between 1986 and 1990); racism; ethnicity and
corruption as specific reasons that led to the establishment of its PTSA. According to Teacher
A, "the principal was a typical autocrat who unilaterally made decisions, especially those
affecting the staff and students directly" (interviewed on 25/10/93). The principaI, whd
himself was White, deliberately recruited and appoiﬁted White male teachers in what he calls
"executive positions" in the school, to an extent that in less than a year, all Heads of
Departments (HODs), with one exception, were White and male. Thesé appointments were
made regardless of the fact that there were Black teachers in the school who qualit"1ed for such
positions. This situation, according to Teacher A, Was perceived by all and sundry as naked

nepotism, racism and prejudice.

The appointment of the only Black HOD was controversial. He was appointed to head a
Xhosa department, and yet he was as Tswana speaker who could hardly hear, speak, read and

write Xhosa (Teacher A, interviewed on 25/10/93).

On corruption, it was found that the principal embezzled school funds. Between 1986 and
1990, the principal had ‘'loaned' ten thousand rands to what Teacher A calls "the principal's
favourite teachers", and this money was never recovered and couldn't be satisfactorily

accounted for by the principal.
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Schools B and C cited specifically the political turbulence of the mid-1980's and the

undemocratic nature of the statutory Management Councils as primary reasons that led to the

establishment of their respective PTSAs.
4.6.2. Current roles, duties and powers of PTSAs

Although School A was more informative than Schools B and C on this subject, there were,
however, sufficient responses to determine exactly the current role, duties and powers of

PTSAs in all the three schools surveyed (see Fig.4.3.)

Fig.4.3. Current Role(s), Duties and Powers of PTSAs per school

SCHOOIS) A . B C
* Active involvement and participation * Interviews and selccts teachers for * [nterviews and appoint teachers.
in Staff Development Programmes, employment. * Dismisscs teachers.
Role(s) / whose purposes are to: enable * Appoints and dismisses teachers. * Fund-raises for the school.
teachers to grow and develop - |* Advertises vacant teaching posts. * Maintains and looks after school
{ Duties / professionally ; make teaching effective ; * Disciplines teachers and students. buildings, together with the care taker.
and make learning casy. * Monitors school funds. * Resolves conflicts and crises.
Powers/ |* Advertises vacant tcaching posts in * Gives or denies access to the school. * Manages school funds.
mass media. : * Resolves crises and conflicts. * Liases with the DET.
of * Interviews, screens, sclects and appoints * Promotes community involvement in _|* Formulates school policy.
tcachers . school matters. * Ensures that school policy is properly
the * Dismisses teachers. " ]* Fund-raises for the school. implemented.
* Promotes teachers to scnior positions * Liaises with the DET. * Disciplines teachers and students alike.
PTSAs where such vacancies exist. * Hires non-teaching staff. * Hires non-teaching staff.
* Formulates school policy. * Draws school policy.

* Runs school magazine.

* Raises funds and secures sponsorship
for school activities.

* Appoints non-teaching personnel.

* Punishes and rewards bad and good
behaviour among teachers and students
alike.

* Liaises with the DET.

* Dctermines and controls school funds.

* It is the decision making body in the
school. .

* Revolves crises and conflicts.

* Sanctions all school activities.

123



An analysis of the data in Fig.4.3. provides a wealth of information about predominant areas of
PTSAs involvement that emerged from the field work, that is, those associated with hiring and
firing of teaching and non-teaching personnel, fund-raising, discipline, liaising with the DET,
control of school funds, crisés management and conflict resolutioh, and formulatién of school

policy.

It is, however, important to realise that with the exception of School A, no school reported the
direct involvement of its PTSA -in pedagogical issues and the day-to-dayvmanagement o.f
schools,  Although the role, duties and powers of PTSAs remain large,ly. limited, they,
“nonetheless, have made significant gains and progress in wrestling power away from thé state

. education departments over very important policcy issues (see Fig.4.3.).
4.6.3.1. Predominant areas of PTSA involvement in school governance
a) hiring and firing of teachers

It has emerged explicitly from the field research that PTSAs in each of the three schools
surveyed perform this important policy function. Central to appointments of new teachers are
the following stages: identification of the need to have additional teachers: placement‘ of
advertisements in print media; interviewing of applicants; screening and selection of
appropriate teachers. This entire process is the joint responsibility of all sectors represented
on PTSAs. According to réspondents, the DET's role in this process is to ensure the speedy
payment of the newly-appointed teachérs’ salary chequeS.
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The hiring of teachers by PTSAs includes senior teachers, heads of departments, as well as
-principals. For example, the current principal of Schobl A was hired by the PTSA. Further,
promotions of teachers from assistant teaching ranks to senior teachers and heads of
departments positions, is also the exclusive domain of PTSAs. The criterion used for
_promotion of teachers entails adequate professional and academic qualifications, experience

and merit.

Apart from hiring and promoting teachers, PTSAs in the three schools surveyed were found to
have the power to dismiss teachers, both on temporary and permanent posts, should the need

to do so arise.

In all these three areas, the decision to hire, promote and dismiss a teacher is the PTSA
decision. The DET only endorses. In many respects, this makes the DET an administrative
wing of PTSAs, and serves to demonstrate the amount of power PTSAs have at their disposal

despite the fact that they are non-statutory.
b) hiring of non-teaching personnel

This category of staff includes clerical, cleaning and care-taking personnel. As was the case
with the hiring of teachers. As was the case with the hiring of teachers, PTSAs interview,
screen and appoint appropriate persons in this category, and furnish their decision to the DET

to facilitate their speedy payment.
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¢) fund-raising

Hit hard by shortage of funds, the three schools surveyed - through their PTSAs - are engaged
in fund-raising activities. These activities, among others, include concerts, raffles, and
approaching big businesses for sponsorships. School A, for example, reported huge success

in securing sponsorship for some of its activities.
d) discipline

PTSAs in the three secondary schools are involved in addressing discipline problems regarding

both teachers and students. Four main disciplinary problems were identified :

high rate of alcoholism/drunkenness among teachers and students

high rate of absenteeism, especially among teachers

abuse of power/authority by teachers

and an unwillingness by guardians to take full responsibility over children/students whom
their are not their biological or natural parents. It emerged from the field work that quite
a  substantial number of the students in the three schools surveyed came from the Ciskei,
and Transkei, and that this situation had far-reaching implications for discipline in schools.

%* * ¥ *

Respondénts in all three schools reported huge success in this area, and attributed it té
intervention by PTSAs. Commenting about teacher disciplinary problems in particular,
Student A said that "there have been considerable decline of teacher alcoholism and
absenteeism as the thought of teachers being hauled into a PTSA forum and made to aécount,

scares them off " (interviewed on 05/11/93).
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e) determination and control of school funds

PTSAs have the power to determine the school fees payable annually by students. However,
this cannot be done and become enforceable unless each constituency represented on PTSAs
has been consulted, and mandate given. In school A, for example, the school fees have been

raised by its PTSA from'twenty rands to forty rands in 1993.

In additidn, PTSAs in the three schools surveyed also control school funds. This, amongst
others, means that school funds may not be used without that being sanctioned by PTSAs, and
“that they have free access to schools' financial records and/or books.

Y

f) Crises management and conflict resolution

This emerged from the survey as one of the most common roles of PTSAs in the three schools
surveyed. According to respondents, PTSAs spend most of their time trying to break
impasses resulting from teachers' industrial actions and student boycotts, which usually create

tensions within communities.

Further, much time is spent by PTSAs in trying to minimise or eradicate conflicts among
PTSA constituencies themselve; on one hand, and befween PTSAs or any of its components
and the DET on the other hand. According to most respondents, the role of PTSAs in
crises/conflict management is significant in as far as it has given parents, teachers and students
a rare opportunity to collectively address differences among fhem.

127



g) Liaising with the DET

In the three schools surveyed, statutory governance structures such as Management Councils
are non-existent, and secondly, principals function largely as PTSA members. This means that
PTSAs function as schools‘ governing bodies, and consequently, are responsible for keeping
links and communication between their schools and the DET. Although principals may liaise
with the education department they may, however, not enter into any binding agreements with

the DET without securing the approval of PTSAs.

Further, it has also emerged from the survey that PTSAs reserve the right to give or deny
access to DET officials in scnools. All three PTSAs surveyed reported their respective
schools as 'no-go-areas' for DET officials. This situation should at least have serious
pedagogical implications as it implies that members of the inspectorate can no longer evaluate
teachers, and unless PTSAs so wish, education authorities cannot even know precisely what

goes on in schools under their auspices.
h) Formulation of school policy
All respondents from the three schools reported that their respective PTSAs are responsible

for the formulation of their schools' policies. School C went as far as reporting PTSA -

involvement in the implementation and monitoring of adopted policies.
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TABLE 4.4. PREDOMINANT AREAS OF PTSA INVOLVEMENT IN SCHOOL GOVERNANCE

Advertisement | Day-to-day ]Interviewing [Apointment of Dismissals |Cirriculum [Fund - [School |Peda- ]Liaising | Promotion Crises/  {Discipline JSchool [Maintenance

School Jof vacant school teachers teachers and of issues raising Jfunds Jgogical Jwith of commu- Conflict policy Jof school
teaching managment non-teaching teachers issues |DET nity Involve-  |Manage- buildings
posts staff ment ment

A / X / / / X / / / / X / / 1/ X

B / X / / / X / / X / / / / / /

“IC / X / /. / X / / X / X / / / X

Notes
/ Involvement
X Non-involvement




The majority of responses received from interviewees indicated that the current role of PTSAs
in the school governance is both positive and negative (see Table.4.5.). These data compel
one to éonclude that there is probably no absolute case for PTSAs involvement in school
governance, and this analysis is in line with the findings of the international literature, that in
all criteria of community involvement in education governance, there are 'pros' and 'cons' (see

Chapter Twé);

Three reasons were identified as impacting negatively on the role of PTSAs : -

* the political affiliation of PTSAs

The three PTSAs surveyed are not apolitical. Their participants, particularly teachers and
students, belong to and often hold executive positions in SADTU and COSAS respectively,
and these are charterist organisations. Their proximity to the ANC poses serious threats and

problems to those community members whose political home is not the ANC.

* Stakeholder role within PTSAs

The survey aiSo found that the failure to define precisely what the role of eacl; constituency
represented on PTSAs should be, impacts negatively on PTSAs role. The policy question here
is that 'Should each PTSA sector function separately but within the broad parameters set by a

PTSA forum, or should PTSAs function collectively as an entity?'
* Power relations

Most respondents reported that parents wield too much power in PTSAs forums to the
detriment of PTSAs in general. This may be attributed to lack of capacity in processes such as
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democratic governance on one hand, and failure by PTSAs to define the scope of involvement

by non-professionals in school governance.

Nonetheless, it has also emerged from the study that PTSAs involvement in school governance
has positive results, too. Although there is no conclusive evidence yet to support these claims,
it is, however, encouraging to note that PTSA involvement in school governance does have

the potential to make for better schools.

Fig. 4.5. THE POSITIVE AND NEGATIVE ASPECTS OF PTSA INVOLVEMENT IN SCHOOL GOVERNANCE

ORGANISATION |AREA OF PTSA INVOLVEMENT |+ |- | x EXPLANATION / REASON
SCHOOL

* Staff Development Programme * Teachers have grown professionally ; Parent / Teacher / Student
relationships have improved ; better and more effective teaching and
learning methods have evolved ( TA, 28/10/93 ; Pr A, 05/11/93) .

¢ Fund-raising / | Lessens schoals' financial burden.
* Discipline ! * Minimizes or eliminates teachers' abuse of power on one hand, and
) : teachers' and students absenteism and alcoholism on the other ;
A heightens issues of work and professional ethics among teachers ;

stabilises school environment.

* Interviewing, hiring and * Parents and teachers see student involvement in this area as invasion
dismissal of teachers of teacher professionalism ; students see this as an opportunity {o

know first hand teacher qualifications, and to commit themn to teaching and

nothing less.

-~

-~

* Contol of school funds * School funds are efficiently managed ; however, PTSA involvement in
this area often prevents good use of school funds.

* All primary stakeholders in education are represented ; however, this
process has become the exclusive domain of parents because they wield
too much power in PTSA.

* Crisis / conflict management R * Ensures collective effort to improve schools.

-~

B * Decision - making

[ * PTSA role in general / {*Many positive gains have been made by PTSA, however, the parent
sector inhibits progress as it is largely unorganised.
KERIC * PTSA role in general / }* Enhances community participation in school governance, however,
PTSA’s aliegience and loyalty to one political party is problematic.
DET * PTSA role in general / |* Recognizes the democratic right of everybody to participate in school
matters ; however, PTSA can be very disruptive at times.
: * Improves organisational climate of schools ; however, teachers -
COSAS * PTSA role in general 1 | manipulate parents for their own selfish ends, thus resulting in
confrontations and contradictions in PTSA forums.
* Improves school environment, however, failure to define specific role by
NECC * PTSA role in general ! | parents, teachers and students, remains a problem in PTSA circles.
Notes: + : Positive / - : Negative / x : Both positive and negative
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4.6.4. Democracy, decision-making and accountability

‘With the exception of School C, PTSAs in both Schools A and B were found to be
democratic, both in deciSion—making and accountability ( see Table 4.6. ). Their coﬁception of
democracy was that democracy is consultative, representative and participatory. The idea was
found to be to involve the entire school population - through its elected representatives - in the

decisions that affect them directly.

With regard to the decision-making processes, the survey showed that decisions in PTSA
forums are usually arrived at through compromise and consensus. In fact, the operative word
here is ‘consensus', and it was understood to refer to a general or widespread agreement

among PTSA participants.

In the PTSAs surveyed, particularly in Scﬁools A and B, accountability was found to Be
two-field. First, PTSAs éire; as entities, accountable to individual schools, and secondly, each

individual PTSA component is accountable to the constituency it represents. Thus,
accountability was found to be exercised on two levels, that is, the school and constituency

level. Central to this exercise is the issue of mandate-seeking.
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Table 4.6. Democracy, decision - making and accountability
SCHOOL |NATURE OF DEMOCRACY HOW DECISIONS ACCOUNTABILITY HOW IS ACCOUNTABILITY
' ARE MADE TO WHOM ? EXERCISED ?
* Participation is the right of * Democratic guidelines |* PTSA is accountable * PTSA seeks mandate from
every parent, teacher and exist for decision - to the schoo!. the school population, and
student. making. ' * Each PTSA component report - backto it.
* Democracy is consultative, * Every participant has is accountable to its * Each PTSA sector receives mandate
A representative and a right to influence own constituency. from and reports back to its constituency.
participatory. decisions.

* Decisions are arrived
at by compromise and

consensus.
* Democracy is consultative, * Decisions are arrived  |* Each PTSA component {* Report - back to and mandate
representative and participatory. | at largely by consensus. is accountable to its seeking from individual PTSA constituencies.
* However, parental involvement constituency.
B is low.
* Parents often come to PTSA
forum without mandates.
* PTSA is undemocratic, * Decisions are taken by |* PTSA is largely * PTSA receives instructions from and
it is almost a Parents' parents unilaterally. accountable to reports back to parents.
Committee. * Parents' views and parents.
C decisions are

unquestionable and
undebatable.




4.6.5. PTSAs operation

What has emerged from the survey was that the assumption that PTSAs are established and
function on the basis of good relationships between parents, teachers and students was false.
There are many differences and tensions among participants in PTSAs. The most common

causes of these tensions in the three PTSAs surveyed were found to be :

teachers feeling uneasy about participation of parents and students in matters teachers

regard as purely professional, for example, appointment and dismissal of teachers

teachers and parents feeling uncomfortable about student participation in interviewing

teachers for employment. While teachers and parents perceive this involvement by students

as improper, students on the other hand feel it is their democratic right to participate in all

school matters

* the intransigence of parents as a result of the amount of power they wield

* nepotism with regard to promotion and appointment of teachers

* lack of parental organisation, which often makes parents to come to PTSA forums without
mandates ‘

* disciplinary problems, particularly when they involve teachers

* the tendency by teachers and students to act independent of PTSAs, for example, during
strikes and boycotts

* conflicting interests among parents, teachers and students.

4.6.6. PTSAs and gender equality
Table 4.7. THE MALE/ FEMALE REPRESENTATION ON PTSAs
NUMBER OF NUMBER OF NUMBER OF NUMBER OF TOTAL NUMBER
PSCHOOL MALES IN EXECUTIVE JFEMALES IN EXECUTIVE MALES SERVING FEMALES SERVING OF PARTICIPANTS
POSITIONS POSITIONS IN PTSA INPTSA ’ IN PTSA
A 5 0 15 6 21
B| 5 0 12 3 15
C 5 0 15 0 15
TOTAL 15 0 42 9 51

These statistics exclude the category of principals, who are PTSA's ex-officio members. However,
the Male / Female ratio In this category was 2 :1.
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The survey further ascertained that there was not even any mention of some kind of an

affirmative action programme specifically to promote and facilitate female participation.

The low-level participation of women in PTSAs questions seriously JPTSAs' belief in
non-sexism, especially when viewed against the fact that in South Africa, gender
discrimination has either excluded or subordinated the nature of women's participation in all
socio-economic and political institutions. Combined with apartheid, this has resulted in
African women being the most exploited and poverty-stricken section of the South African

population (ANC Policy Guidelines, 1992:2).

However, most respondents attributed this low level of female participation to factors ranging
from low level of political consciousness among women to the fact that the majority of women
in the Western Cape originally came from rural areas. The combination of these factors,

according to respondents, make non-participation by women unavoidable.
4.6.7. PTSAs activities and programmes
Out of the three PTSAs surveyed, only School A's PTSA was found to be involved in serious

activities and programmes. These programmes 'directly addressed instructional/pedagogical,

management/administrative and community issues:
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a) instructional/pedagogical programmes

There were two programmes run by the PTSA of School A which had a direct bearing on
instructional issues, and the Staff Development Programme and the_ Performance Appraisal
Project. The Staff Development Programme has as its objective the improvement of both
teaching and learning. Parents, teachers, and students come together and delibérate about
how best to achieve effective teaching and learning in the school, and where necessary, expert

inputs from outside the school are sought.

The purpose of the Performance Appraisal Project is to raise the level of commitment and
professionalism among teachers in particular. Throughout the academic year, teachers are
evaluated by their colleagues, parents and students, and at the end of the year best teachers are

‘announced, and each given a merit award.
b) management/administrative programmes
Two specific programmes were identified, namely, the School Administration Improvement

Programme and Financial Management Programme. The objective of these programmes is to

build capacity among PTSA participants about school and financial management.
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¢) community-related programmes

The PTSA in School A was found to be involved in AIDS Education Programmes, where the
objective was to sensitize the community about the realities of AIDS. This indicated the

school's sensitivity to issues of community, national and international importance.

In conclusion, participants in the PTSA of School A were of the opinion that the programmes
they have embarked upon have been very successful and effective. For example, they believed
that as a direct result of their involvement and participation in these programmes, teachers

have grown professionally, teachers' commitment to teaching has risen, learning has improved,

school administration is more efficient, and there has been no embezzlement of school funds.
4.6.8. PTSAs and parental organisation

What has emerged clearly from the study was that out of the three sectors that constitute
PTSAs, only the parent component lacked some form of organisation into local, regional and

national associations, and that this lack of vorganisation impacted negatively on PTSAs.

In the words of the principal of School A, "lack of parental organisation leaves some spaces in |
PTSAs. Organisations such as the South African National Civic Organisation (SANCO) have
pushed their luck as a result because only organised people can participate. The problem was
- that this involvement clouds education with civic and political issues" (interviewed on
05/11/93).
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On the same subject, the principal of School B responded this :

"This is a big problem. Year in and year
out you see the same parent faces in PTSAs
because parents hardly attend their
mieetings to elect new representatives. This
questions the democratic nature of PTSAs.
1t also makes a mockery of PTSA.
accountability” (interviewed on 26/10/93).

The chairperson of School A's PTSA echoed his frustration thus :

"Lack of parental organisation means
- that the majority of parents are left
in the dark about PTSA work. Even
those of us who participate often come
to PTSA forums without mandates. We,
therefore, do not participate effectively
in PTSA forums". (interviewed on 30/10/93).

Lack of parental organisation - as an entity of its own - is clearly a major problem for PTSAs..
Whereas the history of parental involvement in South African showed that in the past, parental
involvement has been lacking because of their unwillingness to collaborate with the apartheid
state, it couldn't be precisely understood why it has not been on the increase lately, particularly

after the establishment of PTSAs.

- However, some of the reasons to have emerged from the findings of the survey on why

parental involvement was so insignificant were :

* high illiteracy level among parents
* high unemployment rate among parents
* lack of parental organisation
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* lack of interest among parents to get involved
* and lack of incentives for involvement.

4.6.9. PTSAs and civil society

‘The concept 'civil sOciety‘I was understood to mean all organisations which operate outside
government circles, for example, labour, religious, civic and bolitical organisations.

'fhe study found that tﬁere are no standing and formal relationships between PTSAs and other
organs of civil society. Ndnetheless; as individual members of their respective communities,
leaders of community organisations do gain representation on PTSAs, particularly in their

capacities as parents or teachers.

Further, the study found that the only form of direct contact between PTSAs and other organs
of civil society usually occurs when either there are functions to rename schools, or when
there are workshops running, or when the need arises to address civic and broader political

problems.
4.6.10. PTSAs and the DET

All interviewees agreed that there is a relationship between PTSAs and the DET, and
responses varied from 'a working' to 'a véry formal' relationship. However, one thing that
remained clear was that PTSAs, despite their working relationship with the DET, are the de
facto and not the de jure school gbvernance structures, and as such, their contact with the
DET has no legal bindings. |
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Apart from the fact that PTSAs are not enacted in the present South African education
dispensation, it is difficult to tell precisely the nature of the relationship between PTSAs and

the DET. The director of KERIC reinforced this argument

"It is difficult to tell the nature of

the relationship between the two.

When schools are orderly, the DET
becomes very intransigent. But

when there is trouble, the DET
co-operates fully with PTSAs. [t

seems 1o me il is a marriage of
convenience" (interviewed on 05/11/93).

This uncertainty serves to confirm EDUPOL's (1993:vii) conclusion that the single biggest
problem confronting PTSAs was the lack of legal recognition by the education authorities as

legitimate school governance structures.
4.6.11. The future role of PTSAs

All respondents unanimously agreed that PTSAs have an important role to play in a future
education dispensation. One of the DET officials interviewed saw PTSAs as being guaranteed
a role in the future, particularly when they were viewed from the deniocracy point of view.
His érgument was that there v;/ould be a democratic government in place, and it would be

obliged to tolerate and promote democratic practices. (interviewed on 28/ 10/93).
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The study identified the following as proposed future roles of PTSAs :

establishment and strengthening of local, regional and national associations of PTSAs
formulation and implementation of school policy

hiring and dismissal of teachers

curriculum development and implementation

in-service training for teachers

provision of services such as health, counselling and educational to students
day-to-day management of schools

fostering democratic practices.

¥R X X X X X *

Of the eight proposed future roles of PTSAs, four of them are very definitely professional in
nature. These are curriculum development and implementation, teacher inservice training,
provision of health, counselling and educational services, as well as the day-to-day

management of schools.

Arising from these envisaged roles is the question 'Is involvement by parents and students in
professional matters desirable ? This question may be answered at two levels. First,
involvement by non-professionals in matters professional may be undesirable because of the
obvious lack of expertise of 'lay' men and women ( parents and students ) in areas such as
curriculum development which, under normal circumstances, are usually left in the hands of

_experts.

However, it is the basic democratic right of all citizens, including parents and teachers, to
participate in their country's operations. Recognising the obvious lack of such skills in these
fields, especially among students, it would be better if their involvement could be informal,
reactive and subordinate, and could only be limited to broad aspects of these areas. In facf, the
new Curriculum Model for South Africa supports this view : "The involvement of all interest
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groups from within and from outside education is a basic principle underlying the development
amd maintenance of the curriculum for pre-tertiary education. ‘The development of the
generally applicable facets of the curriculum must be a joint venture by all the interest groups.
Structures which facilitate development work in terms of inputs at grassroots level are

necessary...." ( ACMSA,1991:2).

What is of paramount significance from the above ACMSA quote is the fact that in outlining
the principles and procedures of some of these professional areas, the state recommends the
involvement of all interest groups, of which parents and students are some. This is in keeping

with developments elsewhere ( see Chapter Two ).
- 4.6.12. PTSAs and a future democratic state

Three models outlining possible relationships between PTSAs and a future democratic state
were presented to interviewees (see subsection 4.5.12), and were expected to make their

choice.

All the respondents saw Model C as the most appropriate arrangement that best illustrates
their perception of future state-PTSA relationships. According to this model, PTSAs should
in the future operate as semi-autonomous community organs which have links with the state,

but are relatively autonomous.
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- By and large, Models A and B were found unacceptable because the former was seen as a
recipe for legitimising state dictatorship, whereas the latter was perceived as a recipe for
continued confrontations between the state and PTSAs. _Ih contrast, Model C would allow
community participation in the provision andv control of education while recognising that the
primary responsibility of providing education services lies with the state (NECC leader,

interviewed on 29/10/93).
4.6.13. Limitations of PTSAs

The aim of this theme was to determine crucial areas in which PTSAs were most lacking. The

main findings of the study may be summarised as follows :

* trained and skilled leadership

financial resources

* failure to give parents significant involvement

* lack of legal recognition by the state

failure by PTSA members to adhere strictly to a code of conduct
* low female representation/participation

failure to define roles for PTSA components

*

*

*

These findings served to confirm NEPI's (1993:57-58). Referring to them as key issues, NEPI
specifically mentioned capacity building, access to resources, and separation of policy
functions as areas that needed further debate and discussion by a wide range of interes”_[

_groups.
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4.7 Conclusions

The field research produced the following answers to the questions asked at the outset of the

study :
4.7.1. The need for PTSA involvement in school governance

As a result of the literature reviewed and participants surveyed in this study, there appeared to
be some general agreement that parents, teachers and students should have a say in the
- governance of their schools. After all, it is a basic democratic right that people should have a

say in the decisions that affect them directly.

In South Africa, specifically, the need for PTSA involvement in school governance would

increase as the new democratic government assumes office.
4.7.2. The present nature of the PTSA role in school governance

Owing to the lack of legal recbgnition of PTSAs by the state education departments and

PTSAs' own organisational problems, the present role of PTSAs is limited but very effective.

Although they'are‘ involved in non-instructional issues such as conflict/crisis resolution, liaising
with the DET, and disciplinary problems, PTSAs have, however, managed to successfully
wrestle away form the state very important policy functions such as -
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appointments of teachers and non-teaching personnel
promotion of teachers

dismissal of teachers

formulation of school policy in general

determining who should and shouldn't have access to schools
determination and control of school funds

* ¥ *

*  *

The significance of these policy functions serves to illustrate the extent to which PTSAs have
-important education policy actors despite lack of legal recognition on one hand, and without

key resources of power, wealth and expertise on the other hand.

o

4.7.3. Prmclples gundmg PTSAs operatlon

e T

In the execution of their duties, PTSAs are guided by principles of democracy and democratlc

accountablllty. Democracy, a key word in PTSA circles, means that whatever is decided

upon, should only be undertaken after the consultation of all involved. It also means that all
who are directly affected by the decisions should not only be represented, but must actively

participate in the decision-making processes. Therefore, PTSAs' conception of democracy 18

e e

e AT SR Y ST

both consultative, representatlve and part1c1patory

T s e,

e e

In line with the democratic governance of schools, PTSAs have created an extraordinary short
circle of democratic accountability. ~The precise and explicit meaning of 'democratic
accountability' in PTSA circles is that. representatives cannot do as they like. They have to
carry out the mandate of the constituencies wﬁo have elected them, represent their views, and

report back to them from PTSAs, and where possible, seck new mandates.
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4.7.4. To what extent are PTSAs democratic and accountable?

PTSAs are democratic and accountable to a limited degree. The nature of their democracy
and accountability is seriously dented by unequal represenfation/participation of stakeholders
in terms of gender and insignificant parental involvement. While PTSAs stress representative
participation and hdld in high esteem the principle of non-sexism, there is, however, no
mention of affirmative action to promote more female participation, especially in executive

PTSA pdsitions.

On the other hand, low or absence of parental involvement means that 'parent representatives'
often come to PTSA forums without mandates from their constituency, and consequently,
report-back to nobody. In many respects, this situation almost turns PTSAs into

Teacher-Student-Associations (TSAs), and contradicts the very essence of PTSAs
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CHAPTER FIVE
CONCLUSION AND RECOMMENDATIONS FOR POLICY
5.1 Introduction and limitations of the study

The aim of this study was to obtain information which could be analysed and patterns
extracted about the present role of Parent-Teacher-Student-Associations (PTSAs) in the
democratic governance of schools for purposes of contributing towards the education

governance policy discourse as South Africa moves into a democracy.

Although the study has yielded a rich variety of perspectives on the role of PTSAs in the
democratic governance of the three secondary schools surveyed in the Department of
Education and Training's Western Cape region‘ on one hénd, and the external interest groups
on the other hand, conclusions arrived at do nbt necessarily represent the views of the

constituencies surveyed as the study was not at all representative.

The study was meant to be illuminative and exploratofy, and it follows logically from this that
conélusions arrived at in this study cannot be generalised as the study did not neceésarily
captﬁfe the full range'of views and perspectives, and as not attempt was made to survey
o PTSAs in school under thé auspices of Houses of Delegates and Representatives. This was

largely due to time constraints and degree requirements on the part on the researcher.
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Further, the study was limited in terms of its methodology. As a survey, the study would
largely manage to provide answers to the questions 'What?'; 'Where?'; 'When?', 'Who?"; and
'How?". It was not easy to find out 'Why?', as causal relationships are rarely if ever prdved by
the survey method (Jollife,1988:446). The main emphasis was on fact-finding, and using the
interview method was a relatively cheap, quick and effective way of obtaining information,

given time and financial constraints.

Nonetheless, the researcher was aware of other methodologies that could have been used, like
the case study methodology, which is an umbrella term for a family of research methods

having in common the decision to focus on inquiry around and instance (Bell,1993: 12).
5.2. Conclusion

While there is some degree of concern, ambi_guity, and sometimes uncertainty about what
PTSAs can and cannot do, the overarching conclusion of this study is that their current role is
not only limited, i)ut is also highly effective and powerful. Despite their involvement in largely
non-instructional issues, lack of legal recognition by education authorities, and their general
lack of access to key resources of power, wealth and expertise, PTSAs control some key

education policy areas in the field of school governance. -

However, PTSAs control over these policy areas is not without some 'contestation' from the
state, especially when this is viewed in the light of the state's continued financial role on one
hand, and that the relationship between PTSAs and the state education departments is
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primarily a marriage of convenience. When the situation best suits the state, it co-operates,
but when it does not, it becomes intransigent. This description highlights the existence of dual

power in schools, that is, state and PTSA power, and each exists alongside the other.

From the international experience it is éxplicitly clear that involvement of parents, teachers and
students in education is not an unqﬁaliﬁed 'good thin'. There is no.absolute case for a
decentralised system of school governance as some of the benefits usually associated with it
are not necessarily caused by it. As EDUPOL (1993:51) puts it : "On all criteria there are

potential benefits and problems".

Nonetheless, the call for community involvement/participation in education continues to be
heard throughout the world. Central to this call are two arguments, namely, that 'participation’
in operations of one's country is one's basic democratic right, and that dé'spite all problems
associated with it, parental, teacher and student involvement in school governance does have

the potential to make for better schools.

In the three South African séhool surveyed, the role of PTSAs was found to be fraught with
problems of failure to define stakeholder role within PTSAs; conflicting interests between
parents,vteacher and students: lack of | financial resources; lack of expertise among PTSA
participants on the democratic governance of schools; and lack of parental organisation;

these rate among the biggest problems hampering the successful operation of PTSAs in

~ schools.
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However, the involvement of PTSAs in school governance has the potential the help resolve

some major educational problems. If properly conceived, planned and implemented, PTSAs

can:

* help achieve democracy and accountabnlnty in schools, thus exemplifying them for the
broader society

* restore the culture of teaching and learning so lacking in African schools

* make education and school bureaucracy more responsive to the needs of people it serves
* legitimise education

* generate additional financial resources for the benefit of schools

* build capacity among parents, teachers and students at the lowest level of the education
system

* improve student performance

* help establish significant school-community partnershlps for the benefit of both
* improve the organisational climate of schools

* create harmony between communities and the state
* foster better relationships between parents, teachers and students

And finally, the fact that all respondents in this study unanimously agreed that PTSAs should,
in the future, serve as semi-autonomous community organs which would have links with the
state but would be accountable to communities they would be serving, is very significant.
Embedded in this model is the assumbtion that the time when education authorities and
bureaucrats could unilaterally impose policies from 'top-to-bottom' has come and gone.
People have the right to demand either consultation, representation or participation in their

schools' decision-making and policy-making, adoption, implementation and monitoring

processes.

No interest group and/or constituency would in the future have the capacity and power to go
it alone. The resolution of the South African political problem in recent months has best
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illustrated this.
5.3. Recommendations for policy

Bearing in mind the sensitivity and complexity to the South African school governance system,
but at the same time recognising both the inevitability of transformation and the relevance of

the principle of 'structural continuity' in this area of education, the research recommends that :

5.3.1.. the concept of 'democratic government' of schools, which respects the democratic
rights of parents, teachers, students, and sometimes workers, to advocate and see to the

successful realisation of their interests in education in general, and schools in particular, should

be promoted.

This could be done formally through the launching and dissemination of The Democratic
Education Governance Charter, or informally ;hrough both the print and electronic media.
The Democratic Education Governance Charter should be constitutionalised sd as to enable
parents, teachers, students émd where necessary, workers, to have effective participation in

school governance.

5.3.2. lack of parental organisation in local, regional and national associations must be
a’ddre_ssed as a matter of urgency. Efforts must be taken by both the National Education Crisis
Comrrﬁttee and other organised PTSA components to help parénts organise themselves as. a
constituency on their own.
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53.3. Parent-Teacher;Studerit-Associations should try and strike a balance between their
involvement in instructional and non—instrﬁctional issues. As is the case with most of the
development countries, community involvement in education aims primarily at improving
students" academic performance. In South Afriéa, particularly in African education, student

performance is the lowest.

5.3.4. The huge gap of representation/participation in PTSAs in terms of gender, must be
immediately addressed. This could be done through targeting women for capacity building or

placing a requirement for PTSAs to have equal representation of men and woman.

5.3.5.  Urgent attention should be given to minimising and where possible, to eradication
tensions, differences, contradictions and confrontations between parents, teachers and
students. This could be done by clearly defining what the role and scope of work of each

PTSA sector should be.

5.3.6. A single non-racial, non-sexist and democratic school governance policy which spells
out precisely what PTSAs can and cannot do, must be developed and put in place. This policy
should be the outcome of inclusive negotiations among all interest groups in education.- This
could be done through the newly-established National Education and Training Forum, or

.through the launching of The School Governance F orum,

5.3.7. PTSAs should be both participants and watchdogs in school governance. This could be
done by ensuring that PTSAs operate as semi-autonomous community organs, having links
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with the state but accountable to their communities/constituencies. This would enable PTSAs
to assist the new state in the provision aqd control of educational services, but it Would also
give PTSAs the right to protest in case the state fails to deliver services.

5.3.8. PTSAs should have local, regional and national associations for purposes of impacting

directly and effectively on education policy.

5.3.9. Empowerment of parents, teachers and students in the democratic governance of
schools should be encourage. This could be done through running workshops involving all

PTSA sectors around issues such as 'democratic governance'.

5‘3‘10', The roles of principals and heads of departments as schools' Management Teams in
the light of the fledging PTSA movement, should be reviewed as a matter of urgency. This
could be reviewed as a matter of ugency. This could be done through engaging a wide range
of interest groups in debates and discussions around issues such as "Who should be respohsible
 for the day-to-day management of schools?', and 'What is it that PTSAs can and cannot do in

practical terms?',
5.3.11. PTSAs should be enacted

5.3.12. community involvement in school governance must be encouraged. This could be

done by giving incentives to participants.
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5.3.13. efforts need to be taken and means and ways explored on how a non-racial, non-sexist

and democratic school governance system could be achieved in South Africa.

5.3.14. and finally, PTSAs activities must be funded. This could be done by the state, and a

separate budget could be drawn for such purposes.
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APPENDIX 1

INTERVIEW THEMES AND QUESTIONS

THE ROLE OF PARENT-TEACHER-STUDENT-ASSOCIATIONS (PTSAs) IN THE

1.

1.1.

2.1.

2.2.

2.3.

3.2.
33.
34.

3.5.

DEMOCRATIC GOVERNANCE OF SCHOOLS : FUTURE POLICY

IMPLICATIONS

HISTORICAL BACKGROUND

What factors led to the establishment of the PTSA in your school?

ROLE OF THE PTSAs

What role(s) does your PTSA play in your school?

In your opinion, is this role positive or negative or both?

Give an explanation.

Does each of the PTSA sectors have separate and specific roles within your PTSA, or »

does your PTSA function collectively as an entity?

- DEMOCRACY, DECISION-MAKING AND ACCOUNTABILITY

. Does your PTSA subscribe to democracy?

If so, how would you describe its nature?
How does your PTSA makc decisions?

To whom is your PTSA accountable?

How does your PTSA exercise accountability?

1



4. PTSAs AND GENDER EQUALITY
4.1. Is your PTSA gender-sensitive?
4.2. What is the male/female ratio in your PTSA?

4.3. What factors are responsible for less, or no female representation/participation in your

PTSA?

S. PTSA OPERATION
It is often assumed that PTSAs are established and operate on the basis of existing good
relationships between parents, tea;:hers and students. However, there have been incidents
negating this assumption in the past.
5.1. Do you experience tensions/diﬁ’erences between parents, teachers and étudents in your
PTSA? |
Explain.

5.2. How do you resolve these differences/tensions when and where they exist?

6. PTSAs ACTIVITIES AND PROGRAMMES
6.1. What kinds of activities/programmes has your PTSA embarked upon?
6.2. How successful have these activities/programmeé been?

Explain.



7. PTSAs AND PARENTAL ORGANISATION
Of the three PTSA sectors, that is, parents, teachers and students, only parents lack some form
of organisation into local,‘ fegional and national associations.
7.1. Does this lack of parental organisation have any effect on your PTSA?

7.2. 1f so, in what specific ways does it impact upon your PTSA?

8. PTSAs AND THE DET

PTSAs are not legally fecognised by the DET

8.1. What effect does this lack of legal recognition have on your PTSA?

8.2. Does our PTSA have any form of a relationship with the DET?

~ 8.3, If yes, how would you describe the nature of this relationship between your PTSA and

the  DET?

9. PTSAs AND CIVIL SOCIETY

9.1. In what ways does your PTSA relate to other organs of civil society?

10. PTSAs AND A FUTURE DEMOCRATIC STATE
Model A : PTSAs as organs of the state.
- PTSAs are completely governed by and responsible to the state, and the state defines the

scope of work and agenda, and outlines of accountability for PTSAs.



Model B : PTSAs as organs of civil society
PTSA are independent of the state and are accountable to local, regional and national
networks of PTSAs. PTSAs members are elected by their constituencies, that is, parents,
teachers énd students. PTSAs define .and draw their own scope of work and agenda

respectively.

Model C : PTSAs as semi-autonomous community organs

PTSAs have links with the state, but are primarily accountable to éommunities they serve.

The state makes certain requirements to PTSAS as it ﬁnance§ their activities. However,

PTSAs have a legal and democratic right to protest when the state fails to deliver educational

services.

10.1. In your opinion, which model best describes your desired future PTSA-state
relationships?

" Explain.

11. THE FUTURE ROLE OF PTSAs
11.1 Do you see any future role for PTSAs in the new democratic education dispensation?

Explain.

12. LIMITATIONS OF PTSAs

12.1. In which crucial areas does your PTSA lack?



APPENDIX 2

INTERVIEW REPORTS

INTERVIEW WITH TEACHER A
PTSA SECRETARY IN SCHOOL A
KHAYELITSHA, CAPE TOWN

28 OCTOBER 1993

Apart from the developments at national and community levels during the mid-1980's, the
- establishment of the PTSA in School A could be attributed to the former principal's leadership
style; appointed of predominantly White male teachers into 'executive positions';, appointment
of a Setswana speaking teacher into the position of head of the Sexhosa department’; and

corruption at leadership level.

According to Teacher A, the former principal was a typical autocrat Who did not believe in an
all-inclusive decision-making process. Highly qualified, experienced and competent African
teachers, whose promotions Was long. overdue, could not get promotion as the principal
embarked on a deliberate exercise of recruiting and appointing White male teachers into 'heads
- of departments' positions. In less than a year, all heads of departments, except one, were

White males.

fhe teachers were angered by these developments, especially by the appointment of a
Motswana teacher in the position of 'head of department’ for the Department of Sexhosa, since
he could hardly read, write, speak and hear Sexhosa. Further, the teachers' anger was fuelled
by the discovery that the principal had misappropriated approximately ten thousand rands of

5



the school funds. It was later found that this money was 'shared' between the principal and his

'favourite' teachers, and it was never recovered.

Lack of legal recognition of PTSAs by the DET affect the operation of PTSAs severely.
However, Teacher A felt that their PTSA is very effective and powerful. In their school, the

PTSA play a role in the following areas :

* staff development; where issues such as professional ethics, effective teaching and learnin
are paramount, ' :
advertisement of vacant teaching posts,

hiring and dismissal of teachers,

improvement of the schools' administration and financial management,

fund-raising,

disciplinary problems,

sanctioning of school activities,

drawing of school policy.

* ¥ X X ¥ X »

PTSA role is seen as being largely positive, particularly with regard to raising‘ teacher
professionalism; achieving effective teaching and learning; reducing teacher and student
alcoholism; improving the school's organisationgl climate; restoration of the culture of
teachjhg and learning; relieving the school of its financial burden; and transparency in the

control and use of school funds.

The key operative words in the PTSA are democracy and accountability. Democracy is both

consultative, representative and participative.



Tensions often exist among PTSA sectors, and are usually addressed both at the PTSA and
constituency level. The significance of referring problems to constituencies is that by the time

these issues are brought to a PTSA forum, decision-making becomes much easier. |

Although no legal recognition of PTSAs exist yet, the DET, however, fully recognises the
PTSA, to the degree that the DET has in many ways become the administrative wing of
PTSAs. For example, the PTSA i interviews, hires, promotes and where necessary fires
teaéhers, and the DET endorses, pays, and keeps records of such decisions.

There is a role for PTSAs in the future, particularly in the light of the politi;al chénges
currently sweeping across the country. PTSAs must operate as semi-autonomous community
organs in the future school governance system. The important. of such a relationship between
PTSAs and the state lies in the fact that financial problems currently experienced by PTSAs

may be alleviated.

The most crucial areas in which PTSAs dre currently lacking are management skills; financial

resources; and failure to give parents a significant involvement in governance.



INTERVIEW WITH PARENT A
'PTSA CHAIRPERSON IN SCHOOL A

KAYELITSHA, CAPE TOWN

30 OCTOBER 1993

PTSAs are very important instruments of bringing order and stability in schools. This is
evidenced by their success in resolving crises and conflicts involving schools and the DET on
one hand, and PTSA components on the other. School A has been successfully stabilised by

the PTSA, particularly following the events prior to its establishment.

Parents A sees student participation in the process of hiring teachers highly unacceptable. His
argument is that students lack maturity and insight into professional issues. School A

responsibility of the defunct. School Committees are now the domain of PTSAs.

Lack of parental organisation was something of the great concern for Parent A. it poses a
serious threat to the survival of the PTSA movement. Quite often parent representatives come

to PTSA forums without clear mandates.

INTERVIEW WITH STUDENT A

SRC CHAIRPERSON AND PTSA

MEMBER IN SCHOOL A

KHAYELITSHA, CAPE TOWN
"5 NOVEMBER 1993

The purpose of establishing PTSAs was to facilitate community control of education. In
School A, this has been achieved, and the school is under total community control. For

example, the PTSA determines who can and cannot enter into school premises, and this

8



includes DET officials.

Student A saw student involvement in interviewing, hiring, promoting and even dismissing
teachers as very important. Firstly, it is their democratic right to participate in the school's
decision-making structure.  After all, schools are meant for them. Secondly, student
involvement in this area gives them a rare opportunity to know first-hand the qualifications
and the degree of commitment of teachers who are going to teach them. Their involvement

gives them an opportunity to commit these teachers to teaching, and nothing less.

'INTERVIEW WITH PRINCIPAL A
PTSA EX-OFFICIO MEMBER AND
PRINCIPAL OF SCHOOL A
KHAYELITSHA, CAPE TOWN

S NOVEMBER 1993 '

School A is governed by its PTSA. All decisions are taken at the PTSA forum. Principal A
sees his role as that of facilitator. Although he acknowledges that the buck stops at him as

- principal, the PTSA was, however, in control.

According to Principal A, the most important aspect of PTSAs was that his burden as the
principal has reduced as a result of involvement by others. PTSA is a process, problems which
arise are merely technical. Success and failure of PTSAs depend upon the culture of the

PTSA itself. PTSAs should be part of the new education dispensation.



INTERVIEW WITH PRINCIPAL B
PTSA EX-OFFICIO MEMBER AND
PRINCIPAL OF SCHOOL B
MOWBRAY, CAPE TOWN

26 OCTOBER 1993

The environment and climate of the school has improved since the establishment of PTSA.
Teacher and student alcoholism and absenteeism have reduced substantially because of their
fear of being brought into a PTSA forum where they are called upon to account. This has

positive results for the school.

However, Principal B was more concerned about PTSA involvement in school funds.
Whereas she acknowledged that management of school funds has improved as a result of
PTSA involvement, she, however, had some concerns, especially with regard to the use of
schdol ﬁlﬂds. According to Principal B, sémetime_s PTSA makes unreasonable demands that

ultimately prevent the release of money for the benefit of the school.

Principal B was also concerned about low level of parental involvement in PTSA activities.
According to her, low parental involvement is due to lack of organisation of parents as a
sector on its own, and this affects PTSA work. PTSAs have not earned full legitimacy and

respectability, as result.
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INTERVIEW WITH STUDENT B
SRC CHAIRPERSON AND PTSA
MEMBER IN SCHOOL B
LANGA, CAPE TOWN

26 OCTOBER 1993

The PTSA represents community interests. Schools belong to communities, and they are too

important to be left in the hands of the bureaucrats only.

Student B sees their PTSA as having succeeded in bringing back the culture of teaching and
learning in their school. Further, their PTSA represents a collective effort by parents, teachers

and student to improve the school.

What was of concern to Student B was the absence of a federation of PTSAs. Such a
federation was necessary for purposes of ensuring that people's demands are better articulated.

- This would give PTSAs more bargaining power than they have at present.

JINTERVIEW WITH PARENT B
PTSA CHAIRPERSON IN SCHOOL B
LANGA, CAPE TOWN

25 OCTOBER 1993

The greatest concern for Parent B was the fact that their PTSA was still largely a crisis
management council. Although Parent B was conscious of other important PTSA functions in
their school, he saw PTSAs as having failed to évolve frém crisis management to mlly-ﬂedged
school governance structures. Nonetheless, the role of their PTSA in crisis resolution was
beneficial and useful. His greatest wish is to see PTSAs being enacted and parental

involvement increased.

11



INTERVIEW WITH TEACHER B
PTSA SECRETARY IN SCHOOL B
LANGA, CAPE TOWN

26 OCTOBER 1993

As a result of the PTSA, the schdol's organisational climate has increased; teacher morale has
risen; and disciplinary problems have reduces. LI-‘Iowever, the greatest concern Was th¢ parent
sector. According to Teacher B, parents wield considerable power and influence within the .
PTSA, possibly because of their financial contributions to school funds. Parents have the
ability to hamper progress in the PTSA forums. Much of PTSA decisions are parents'
decisions. |
- Parents are also a problem in the area of student discipline. Since most of the students are
staying with guafdians and hot their biological parents, parents are generally disinterested in
helping the PTSA to combat unacceptable practices by students. On the other, biological

parents are overprotective of their children.

INTERVIEW WITH PRINCIPAL C
PTSA EX-OFFICIO MEMBER AND
PRINCIPAL OF SCHOOL C
MOWBRAY, CAPE TOWN

28 OCTOBER 1993

The PTSA has brought much discipline and order in the school. Prior to its establishment, the
level of absenteeism and alcoholism was higher among teachers and students. However, all

have changed since the PTSA was established in School C.

The greatest concern for Principal C was the parent component of the PTSA. According to
his experience, parents behave as though they have exclusive powers to run the school.
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Teachers and students are hardly given an opportunity to make a contribution in PTSA
forums. Their PTSA had, in many ways, become a Parents Committee, with teachers and

students serving as rubberstamps.

However, Principal C was convinced that PTSAs have a role to play in the future education
system. All what need to be done is to ensure that power relations between PTSA
components are addressed. Guidelines must be drawn as to how schools must be run in a

democracy.

INTERVIEW WITH PARENT C
PTSA CHAIRPERSON IN SCHOOL C
TOURIST INFORMATION CENTRE
CAPE TOWN

28 OCTOBER 1993

Parent C was highly concerned by the principal's failure to change his old style of leadership in
the light of new developments in education. According to Parent C, the principal is an

autocrat who enjoys unilateral decision-making despite the presence of PTSA.

Generally, PTSAs are very useful, and a future state would not do without them. School

governance must the province of PTSAs to exercise power and accountability.
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INTERVIEW WITH TEACHER C
PTSA SECRETARY AND HEAD OF
DEPARTMENT IN SCHOOL C
MOWBRAY, CAPE TOWN

28 OCTOBER 1993

Generally, the PTSA has stabilised the school. Its fund-raising capacities have eased a lot of
financial problems. Order and discipline.have improved. However, the parent sector remains

a major problem. Parents are the 'bully boys' of the PTSAs. Teacher C attributed this kind of

behaviour on the part of parents to lack of management skills among parents.

Teacher C saw PTSAs as future governance structures in schools. They are democratic and

accountable, and represent an important vehicle of community participation.

'INTERVIEW WITH STUDENT C
SRC CHAIRPERSON AND PTSA

- MEMBER IN SCHOOL C

MOWBRAY, CAPE TOWN
28 OCTOBER 1993

The central issue in PTSAs .is democracy. Despite the fact that the student body comprisés
various student organisations, e#ch pursuing and ideology different from ;)thers, there is
ha‘rmony and unity when it corﬁes to electing student representatives. The SRC is
non-partisan, and every student can gain participation in it irrespective of his/her political

beliefs.
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PTSAs give students an opportunity to control their schools. The greatest concern for
Student C was what he saw as a power struggle between teachers and parents. According to
Student C, parents and teachers are always at each other's throats. Nonetheless, PTSAs are

very useful, and cannot be wished away. -

INTERVIEW WITH KERIC DIRECTOR
KHAYELITSHA, CAPE TOWN
5 NOVEMBER 1993

The development of PTSAs can be traced at three levels, that is, national, community and
school levels. At the national level, the People's Education movement was the power behind
the call for PTSAs as alternative-structures of school governance, and as organs of people's

power.

At the community level, there were developments and patterns that were peculiar to each
community, which strengthened PTSA developments. For example, warlords who were
opposed to the struggle for freedom would attack political activists in schools, and this

situation called upon organisations such as PTSAs to protect activists.
At the level of individual schools, much depended upon the conditions and level of political

activism in each school. Each school, therefore, had its unique reasons why it had established

the PTSA.
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PTSAs are generally very useful and cannot be wished away. However, their biggest problem
was their open bias to one political organisation. This was seen as a major problem for

PTSAs.

INTERVIEW WITH REGIONAL DIRECTOR
DET WESTERN CAPE REGION

BELVILLE, CAPE TOWN

28 OCTOBER 1993 .

The DET and PTSAs have a formal, working relationship. In fact, the DET is tolerant of
PTSAs. However the Regional Director was optimistic that PTSAs have the potential to
improve schools, and would definitely constituté part of a future democratic governance

system.

His optimism emanated from the fact that participants in PTSAs and their respective
communities have tasted power, and would not let it go easily. The fact that the future state

would, hopefully, be democratic was seen as an added advantage for PTSAs.

INTERVIEW WITH THE PRO
DET WESTERN CAPE REGION
BELVILLE, CAPE TOWN

28 OCTOBER 1993

According to the DET;s Public Relations Officer, PTSAs are not the de jure bodies. They are
the de facto structures of education in schools, and as such their contact with PTSAs do not

have any legal bindings.
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Nonetheless, his conception of PTSAs was that they play a very important role in the
governance of schools, and their significance lies in the fact that they give communities a say

in the running of their schools.

The DET PRO was also certain that PTSAs have an important role to play in the future
democratic state, especially in the area of formulation and implementation of policy at the level

of individual schools.

INTERVIEW WITH ADMINISTRATIVE SECRETARY
NECC, WESTERN CAPE REGION

SALT RIVER, CAPE TOWN

29 OCTOBER 1993

Commenting about the role of PTSAs in general; the Administrative Secretary of the NECC
said that PTSAs have improved schools' organisational climate. This was attributéd to PTSA
involvement in disciplinary problems and in giving parents, teachers and students a chance in

the governance of their schools.

‘There is some degree of uniformity in the functioning of PTSAs because of the role played by
the NECC. The NECC was responsible for setting up the code of conduct and constitution
for PTSAs. There are other non-governmental organisations which were also assisting in this
regard. Of note were CRIC and KERIC, which were primarily responsible for building

capacity among PTSA participants.
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However, his greatest concern was failure by PTSAs to define stakehoder roles within PTSAs.

This causes confusion and contradictions within the PTSA movement.

INTERVIEW WITH COSAS LEADER
COSAS WESTERN CAPE OFFICE
SALT RIVER, CAPE TOWN

29 OCTOBER 1993

PTSAs play an important role in school governance. They hire, promote and dismiss teachers,
and this represents a major breakthrough for PTSAs. They also discipline teachers and

students alike for the betterment of schools.

There is no doubt that parents, teachers and sfudents who participate in PTSAs have grown in
stature as they practice democracy and learn what it takes to be accountable. However, the
COSAS leader saw decision-making as one are where PTSAs still lack. He was not quite
happy with the majority vote being used as a dicision-making tool. According to him, a simple

majority vote sidelines the minority who are not agreement with particular decisions.
Further, there was concern about the way teachers manipulate parents for their own selfish

ends. This usually results in confrontations and contradictions within PTSAs, thus seriously

affect the effectiveness of PTSAs.
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APPENDIX 3

A DRAFT CODE OF CONDUCT FOR PTSAs - DEVELOPED BY DELEGATES AT

THE NATIONAL EDUCATION CONFERENCE IN MARCH 1992

A. Student Responsibili'ties

" 1. The primary responsibility of student is to leafn. The education system can work only if
students learn. Students themselves develop as individuals because they learn and the
community and society in general also benefit if students learn effectively.

2. Effective learning involves the following :

a) Each individual should develop to his/her full potential, not only in terms of school work,
but also as a member of society and with regard to culture. : '

b)  Students should develop as active, independent and critical learners who are
self-disciplined and motivated.

] Students should participate in helping to make decisions about the learning process. For

example, they should have a say in curriculum development, and also in the evaluation of

themselves, their peers and their teachers.

d) Students should participate in structures that govern their learning, of example, in PTSAs.

3. For effective learning to happen, we need :

a) Mutual respect between students and teachers and among students themselves. '

i, Students and teachers are equal as human beings. _
However, because of their different roles, they are not equal in terms of their power in the
classroom. :

ii. In the case of relationships among students, equality based on mutual respect means that
students have as much to learn from each other as from the teacher in the classroom.
Students should work together to support each other rather than working individually.

b) Students to develop respect for their parents and for the community in general.
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¢) Students to attend school and classes regularly and punctually.
d) Students to do properly all work assigned by the teacher.

e) Students to avoid anti-social behaviour which disrupts the learning process such as
drunkenness, assault and the carrying of dangerous weapons. This includes any criminal or
oppressive behaviour such as rape and sexual harassment vandalism to school property, the
non-return of textbooks, etc..

f) Students to adhere to the rules and regulations of the school, including grievance
procedures. :

g) Student to tolerate differing views relating to academic, social, cultural and political issues
in the classroom, within the institution, as well as within the community.

h) Students to form Student Representative Councils to represent the views and interests of
the students within decision-making structures of the institution. SRCs should be : i)
non-party political: ii) the supreme body representing the views of the students within the
institution. In the case of student political organisations, while they have the right to exist and
to organise within the institution, they cannot replace or subsume the role of the SRC.

B. Teachers

1. The primary responsibility of teachers is to teach. Good teaching in the classroom is
essential to education and it is the basis of the professional status and dignity of the teacher.
Good teaching also helps students to develop as individuals and to develop the community and
society in general.

2. Effective teaching involves the following :

a) Teachers should continue to search for new, effective and appropriate methods of teachmg
and learning.

b) Teachers should assess students to evaluate whatever they have reached a suﬁ'lcrent
standard of education at various stages of their lives.

- ¢) Teachers should continue to search for new, progressrve and mnovatlve methods of
assessing student performance.

d) Teachers should identify students' aptitudes, strengths and weaknesses so that they can
guide students in their career choises.
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e) Teachers should guide students in dealing with the difficult and emotional trials of youth.

f) Teachers should help students to develop a sense of self-discipline and responsibility so that
they can become active, independent and responsible members of society.

g) Teachers should inform parents regularly about the progress and development of their
children. They should do this in a way that empowers parents and thus allows them to be

actively involved in the education of their children.

h) Teachers should participate with parents, students, authorities and experts in formulating
policy as well as in planning curricula and constructing syllabuses.

i) Teachers should participate in decision-making structures at all levels of the education
.System.

3. In order to undertake these teaching responsibilities, teachers should :

a) Develop loyalty to their profession and to their work.

b) Develop mutual respect between teachers and students, among teachers themselves and
between teachers an parents. In order to achieve this mutual respect, there should be good
communication among teachers, parents and students, and teachers should be open to

constructive advice and criticism.

c) Develop respect for their jobs; in particular, this means that they should be punctual,
attentive, of sober mind and body, enthusiastic and well-prepared in lessons, etc..

d) Participate actively in departmental and union forums.

e) Protect the respect the educational resources in their care.

4. Teachers should develop teacher unions to represent the views and interests of their
members.

This involves :

é) Defending the interests of teachers with regard to conditions of service and levels of
remuneration. :

b) Identifying what teachers need in terms of resources and education, and aiming to meet
these needs together with the authorities.

5. The authorities should provide the following :

a) In-service training that is developed together with teacher unions. The aim of this training
should be to provide teachers with the skills necessary to achieve their responsibilities.
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b) Conditions of service and levels of remuneration that serve to motivate rather than to
discourage teachers in their work.

" ¢) Open channels of communication with teachers and their unions with the aim of trying to
solve problems rather than making them worse. -

d) The authorities eliminate all graft and corruption because these undermine effective
teaching. : ' '

C. Parents and the community -

1. The primary educational responsibility of parents (and of the community through its |
organisations) is to help to develop a healthy, co-operative educational environment at home,
in the community and at school. ' :

2. Tn order to undertake this responsibility, parents and community organisations should :

a) Involve themselves actively, both as individual parents and as a collective, in the structures
that govern the schools, such as PTSAs. These structures affect the education of their
children. -

b) Have regular discussions with their children about general school matters. Such
discussions will help to inform parents about conditions in the schools and about the views and

concerns of their children.

¢) Attend and call for regular class and school meetings. These meetings should keep parents
informed and updated about the school and its environment. : :

d) Get to know their children's teachers and develop a healthy, open and co-operative
relationship with them. : |

e) Be approachable, communicative and understanding in their dealings with students,
teachers and the school administration. '

f) Instil in the children positive attitudes and values of education and of life skills.

g) Try to create a home environment that will allow students to study - for example, by
helping student to put aside time for their homework, as well as for television viewing and for

play.
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h) Protect and respect the educational resources such as textbooks, etc. in their care.

SOURCE : METCALFE, M. and RULE, P. (1992:28-35) | Build Your PTSA : A Manual
for Organising PTSAs. NECC/SACHED TRUST, JOHANNESBURG.
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APPENDIX 4
NECC DRAFT CONSTITUTION FOR PTSAs

1. NAME

The name of the association shall be : Parent-Teacher-Student Association, hereafter called
the Association.

2. AIMS AND OBJECTIVES

2.1 To further the interests, well-being and education of the pupils of the commuhity.
2.2 To foster co-operation and sound relationships among parents, teachers and students.

2.3 To encourage further self-education in the understanding of our society and the
educational system.

' 2.4 To promote, develop and encourage the above ideal 2.2 practically and financially.

2.5 To struggle for one, free, socially relevant education system in a non-racial democratic
society. :

2.6 To do or perform all such other acts, deeds of functions as may be coincidental or
conductive to the attainment of the above objectives.

3. POLICY

" The Association shall by way of resolutions or declarations set out its policies on matters
effecting the interests of its members.

4. ACTIVITIES
To achieve these aims the PTSA will :
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4.1 organise general meetings of the parents', teachers' and students' representatives where -
4.1.1 healthy relations can be established;

4.1.2 parents will have the opportunity to discuss and evaluate the progress of the
students; .

4.1.3 parents and teachers can discuss with student representatives educational and other
related problems;

4.1.4 views can be exchanged on matters such as child-raising, home education, hazards
of drugs, social behaviour and career guidance; ‘

4.2 assist the staff, when asked, in the extra-mural activities of the school;
43 address those matters which in their opinion hamper the progress of the students and
which could benefit them. ~

5. SCHOOL FUND

5.1 School funds shall be raised through :
5.1.1 contributions from parents and guardians which are annually determined,;
5.1.2 additional funds shall be raised through activities organised by the Association.

5.2 These funds shall be used for the development of educational facilities, €.g. sports,
library, laboratory facilities, etc. '

5.3 Any funds raiséd for a particular purpose (e.g. sports facilities, laboratory
equipment, school feeding project) shall be regarded as trust money.

6. MEMBERSHIP

6.1 Membership shall be 6pen to parents and guardians of students attending school.

6.2 Membership shall be open to persons whose children attended the school at any
time in the past

6.2.1 on special application to the Executive Committee (EC), or
6.2.2 at the special request of the Executive Committee.

25



6.3 Membership shall be open to all teachers of the school.

6.4 The Student Representative Council will nominate three (3) students to represent
itself on the PTSA Executive Committee.

PATRONS

6.5 Persons not qualifying for membership in terms of 6.1 or 6.2 or 6.3 but who have
rendered special services to the school or whose co-operation or advice may be of special
‘value to education, can be co-opted as patrons by consensus of the EC and approval of the
General Meeting. Such patrons can attend meetings in an advisory capacity when invited by
the EC.

7. LIAISON

The Association shall liaise with and affiliate to other organizations with similar aims and
objects. :

8. MEETINGS

~ 8.1 Annual General Meeting

8.1.1. Within two (2) weeks of the opening of schools each year the Chairperson will call an
Annual General Meeting (AGM).

8.1.2. At the AGM an Executive Committee (EC) will be elected for a term of office of one
year.

8.1.3. The Annual Reports and Audited Financial Report shall be presented by the Chairperson
and the Treasurer. ' v
8.1.4. Any of the activities mentioned in Article 3 can be raised and referred to the EC for

further discussion and execution.

8 1.5. Notice of the AGM shall be served to members two (2) weeks prior to the date of the
meeting. '
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8.2 General Meetings

8.2.1. At least three (3) general meetings shall be held annually excluding the AGM.

8.2.2. A special general meeting can be called by the EC on its own accord, as well as at the
request of the general membership, with the proviso that at least twenty-five per cent
(25%) of a specific group, i.e. teachers, parents or students, be canvassed.

8.2.3. At least seven (7) days written notice must be given to all members of any general
meetings.

8.2.4. The quorum of any general meeting, including the AGM, shall be fifty-per cent (50%)
plus one of the eligible delegates.

9. ADMINISTRATION

The administration of the Association shall be vested in the Executive Committee ‘which shall

be consist of the Office-Bearers and nine (9) other members.

9.1 Office-Bearers of the Association shall be a Chairperson, Vice-Chairperson, Secretary,
Assistant Secretary and Treasurer. '

Executive Committee

92 The Executive Committee shall consist of the Office-Bearers together with nine(9)
additional members, three (3) of whom shall be teachers, three (3) students and three 3)
parents. The school Principal shall be an ex-officio member.

9.3 The Executive shall review the progress of the Association.

0 4 The Executive shall be elected at the first General Meeting and thereafter at the Annual
General Meeting. They shall hold office until the next AGM.

9 5 The Executive shall be entitled to co-opt members of the Association to form Sub-
Committees or particular purposes, e.g. fund-raising, publications, education, etc.

9.6 The Executive shall execute all decisions taken at General Meetings.
9.7 Vacancies in the offices of the Association shall be filled by decision of the EC.
9.7.1 Any resignation from the EC can only be done in writing.

972 The EC can terminate the office of any member of the EC who, without furnishing an
acceptable reason, is absent at three (3) consecutive meetings.
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9.7.3 Interim vacancies will be filled by co-option.

9.8. In the event of any other vacancies occuring in the EC, such vacancies shall be filled at
the next General Meeting. '

9.9 The Committee may institute, conduet, defend or abandon any legal proceedings by and
against the Association, its Office-Bearers or members, or otherwise concerning the
affairs of the Association.

9.10 All decisions of the EC shall be subject to ratification by the General Meetirig

9.11 Only members present at the election meeting will be eligible for election to the EC.

However, a member may be elected in absentia if he/she has previously expressed in
writing his/her willingness to serve.

10. ELECTION PROCEDURES
10.1 At the AGM a returning officer who shall preside over elections of the EC will be
~ elected.

10.2 At the AGM the returning officer will call on the delegates to nominate and second
candidates for the fourteen (14) seats.

10.3 Students, parents and teachers shall each be represented by not more than fifteen (15)
delegates.

10.4 Nominations can be accepted verbally. However, 9.11 will apply.

10.5 Voting shall be by show of hands. Each voter shall be entitled to one vote only.

10.6 The election of EC members shall take place in the following order : Chairperson,
Vice-Chairperson, Secretary, Assistant Secretary and Treasurer, after which the
additional members shall be elected or nominated.

10.7 The returning officer will hand over the chair to the elected Chairperson who will be
Chairperson of both the PTSA and EC.

11. DUTIES OF THE OFFICE-BEARERS

11.1 Chairperson
11.1.1 The Chairperson shall preside at all general and executive meetings.
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11.1.2 The Chairperson shall sign all minutes of such meetings after same have been duly
adopted upon motion, duly moved and seconded.

11.1.3 The Chairperson shall exercise such supervision over the affairs of the Association that
usage and custom appertain to his/her office. ’ '

11.1.4 The Chairperson shall deliver the Annual Report at the AGM.

11.1.5 The Chairperson shall have a deliberative vote only.

11.1.6 Statements shall be made by the Chairperson in accordance with the spirit of the
Constitution.

11.2 Vice-Chairperson

The Vice-Chairperson shall exercise the powers and perform the duties of the Chairperson in
the absence of the latter.

11.3 Secretary

11.3.1 The Secretary shall attend all meetings and both perform such duties and keep such
records as the EC may from time to time decide upon.

11.3.2 The Secretary shall receive requisitions for meetings and issue notices of such
meetings.

11.3.3 The Secretary shall keep a register of all members, take careful minutes of all meetings
and keep a record of all correspondence received and copies of correspondence
dispatched.

11.3.4 The Secretary shall present the report of the EC at the AGM.

11.4 Assistant Secretary

He/she shall assist the Secretary in the performance of his/her duties.
11.5 Treasurer
The Treasurer shall be required to keep a correct record of the finances of the Association and
shall submit written reports to the EC and general members and a duly audited financial
statement at the AGM.
11.5.1 All monies due to the Association shall be paid to the Treasurer who shall issue a

receipt therefor.
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11.5.2 The Treasurer shall deposit all monies received in a savings account to the decided
upon by the EC.

11.5.3 The Treasurer shall make such payments and purchases as are decided upon by the
EC.

11.5.4 The signatures of any three of the Chairperson, Secretary, Treasurer and Principal shall
be required to draw money for purchases. For payments see 11.5.3.

12. DUTIES OF THE EXECUTIVE C OMMITTEE

12.1 The EC will perform its duties in accordance with the Constitution.
12.2 The EC will plan ways and means to execute the Activities (see 3.1t03.5).
12.3 The EC shall follow up suggestions and resolutions of the General Meeting.

12.4 The EC can appoint from its sub-committee or co-opt other PTSA members from such
subcommittees on specific matters. '

12.5 In consultation with the Chairpefson the EC shall arrange dates and times for General
Meetings and EC meetings or other PTSA functions and give notice to all members
concerned.

12.6 The EC shall prepare the agenda for General Meetings.

12.7 The EC shall meet whenever necessary but at least twice per quarter.

12.8 At the last meeting of the year the EC must adopt a report of activities and finances to
be tabled at the AGM the following year.

12.9 The quorum for all meetings shall be the half plus one.

12.10 In the case of a tie in the voting the Chairperson is entitled to a casting vote.

13. AUDITOR
13.1 The Auditor shall be appointed at the AGM.

13.2 The Auditor shall examine the accounts and relevant docunients of the Association at
least fourteen (14) days before the AGM and submit a written report thereof.
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14. RELATIONSHIP WITH THE STUDENT REPRESENTATIVE COUNCIL (SRC)

' The Association shall facilitate the implementation and smooth running of the SRC at the
school.

15. LIMITATION OF LIABILITY

The resources of the Association shall solely be liable for the debts of the Association, and the
Office-Bearers and members shall not be personally liable for such debts of any portion
thereof.

16. AMENDMENTS TO THE CONSTITUTION

16.1 Amendments to this constitution can be made at the AGM or a special general
meeting only after the general body has been given fourteen (14) days notice of the
proposed alteration.

16.2 The quorum shall be at least fifty per cent (50%) plus one, of whom two-thirds (2/3)
must vote for the proposed alteration before the constitution can be amended.

DISSOLUTION

The Association inay be dissolved at a special general meeting called for such purposes by a
majority vote of two-thirds of the members present.

If upon winding up or dissolution of the Association there remains after satisfaction of all its
debts and liabilities any assets whatsoever the same shall not be paid to or distributed among
the members of the Association but shall be transferred to the School Fund to be used by the
school as it may deem fit except for designated funds.

SOURCE : METCALFE, M. and RULE, P. (1992:90-96) Build Your PTSA : A Manual
for Organising PTSAs. NECC/SACHED TRUST, JOHANNESBURG
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APPENDIX §

SUMMARY OF ADVANTAGES AND DISADVANTAGES OF INCREASED
COMMUNITY INVOLVEMENT IN EDUCATION ADMINISTRATION AND

and responsiveness at local level.

* it can allow greater sustainability of
reform and innovation as they are
likely to be more appropriate school-
community link culture that encourage
a sence of concern about the quality
of life.

POLICY
CRITERIA ADVANTAGES DISADVANTAGES
PEDAGOGICAL |* raises the importance of * it has not been proved to improve student
education in the eyes of performance directly. ‘
students and the value of * by allowing the curriculum focus to be locally
the school in the eyes of specific, it conflicts with the universal and general
the community. standards of accredition of skills as demanded by
* creates a healthier learning labour markets.
enviroment.
* it is thought to improve
student attendance and lower
dropout rates.
* helps appropriate and relevant
curriculum support for new
educational horizons for their
students, particulary disadvantaged
children.
ECONOMICAL J* releases additional resources in an * reinforces inequities if funding is dependent on
environment where governments face | the resources of the local communities.
financial or economic crisis. * requires a better quality of trained staff at all levels
* provides a more effective way of and therefore incur additional costs.
implementing governance as it is less |* it could incur additional costs to enable parents,
likely to face the particular problems | teachers and students to participate effectively.
and constraints of centralised systems. J* it could exacerbate economic inefficiency in
* increases equity of education benefits | situations where there are very low levels of resource
as the state can increase access of allocation.
educational opportunities for commu-
nities which are disadvantaged.
POLITICAL * it does allow for greater accountability]® it could allow the state to shift accountability for the

system onto other groups, such as parents, teachers
students.

* it can be used as a means of inertia of systems,
bureaucracies and even individuals.

* it often implies a particular orientation of national
governance and funding which may undermine it if
not correctly synchronised.
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APPENDIX 6

THE CONVOLUTED STRUCTURE OF EDUCATION IN SOUTH AFRICA - THE
ROAD TO ONE EDUCATION SYSTEM
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