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ABSTRACT

This study focuses on the Langa Enrichment Programme an educational support
programme for black students studying under the Department of Education and
Training in the Cape Peninsula. The study aimed to determine students' reasons for
attending the programme, their perceptions of its strengths and weaknesses and
their recommendations for improvements. Student expectations of the programme
and reasons for the high dropout rate especially amongst Standard Nine and female
students were explored.

To contextualise the study and to give further insights into student views a brief
summary of the apartheid education crisis is given. Educational support
programmes are reviewed as is liberalism's response to the crisis in education and
the history and culture of the South African Institute of Race Relations. The
methodology used was two-fold: self-administered questionnaires to 126 Standard
10 Mathematics students and a series of focus group interviews with small groups
of students.

The findings may be summed up as follows. Students were generally positive
towards the teachers, teaching methods and administration of the programme. They
requested that teachers should teach and complete the syllabus, emphasizing exam
questions, revision and scientific experiments, and explore alternative small group
teaching with critical discussions. Students also requested a comprehensive career
guidance programme, bursary information and increased financial assistance.

Students expressed a reluctance to pay fees and this, coupled with increasing
requests for financial and educational support, raises the issue of welfarism on the
programme. Reasons for the high dropout rate amongst Standard Nines included
that they write an internal examination. Social pressures from boyfriends and peer
groups and regarding clothes were given as reasons for female students dropping
out of the programme.

The students appear to determine the direction of the school in that as a result of
their demands the programme has changed from an enrichment programme to a
compensatory one.

Recommendations in the concluding chapter of this study are that the Enrichment
Programme should draw up clearer policy guidelines in conjunction with staff and


















1.2 THE AIM OF THE STUDY

The aim of this study is to explore the perceptions of students of the Langa
Enrichment Programme in order to improve the functioning of the programme. The
study does not attempt a complete evaluation of the programme but hopes to
highlight certain issues so that policy guidelines can be developed. It is a general
study 1n an area not well researched and its generalizability to other secondary
school support programmes is limited by the context.

Student suggestions for improvement are needed to inform policy guidelines. The
study aims to inform the programme of the motivating reasons for attendance and
to provide feedback for staff to see if they are meeting the needs of the students. It
highlights the issues of welfarism, dependency and student demands and attempts
to address the corrupting influences of welfarism through policy guidelines. It also
explores the reasons for the high drop out rate generally and specifically amongst
women and Std Nine students.

STUDENT PERCEPTIONS WERE SOUGHT IN THE FOLLOWING AREAS:

(a)  Beneficial aspects of programme.

(b)  Weaknesses of the programme.

(¢)  Expectations of the programme.

(d)  Improvements needed to the programme.
(e)  What is understood by good education.
(g) Reasons for attending the programme.
(h)  Should students pay a fee?

(1) Should there be more or fewer free handouts, free lunches, printed notes,
busfares and books.

(G)  Issues of dependency and welfarism.

(k)  Reasons for the drop out rate especially amongst women and Std Nine
students.
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increased the demand for tuition were the political strife (1984 to 1987) and
closure of schools (1986).

Khayelitsha was the fastest growing black area. A large number of students on the
LEP came from this area. Therefore a second programme was started in
Khayelitsha in 1991 to relieve the overcrowding at LEP.

The co-ordinator tried in various ways to restrict attendance. In 1989, registration
cards were issued to help identify LEP students but students either forgot or lost
their cards. In 1990, a short list of provisional students was kept to take the places
of those who dropped out or did not attend regularly. However, this system caused
problems at the entrance gates and on registration days as students pushed each
other to get through gates or doors or jumped over the walls. This system required
policing by teachers which was harmful to the image of the programme. The large
numbers at the beginning of the year cause overcrowding in classrooms and a very
noisy teaching environment and when the bell rings at the end of periods, students
rush to get places in the classrooms. Thus far no solution has been found to this
problem. Staff have coped by "anxiously waiting for the first big numbers to drop
out" (LEP teacher 1992).

Teaching staff

The ever increasing population of EP students meant that the staff increased from 8
to 20 over a period of 4 years. Staff salaries have increased almost every year,
from R10 per 45 minutes lesson, to R13 and then R25. At present teachers earn
R40 per lesson and are paid for attending extra meetings or workshops.

Student Participation in the programme.

Student activity on the EP reflects events in the schools, the townships and the
wider socio-political arena. Political space for students on the EP was created in
the period 1985 to 1990. Students chose an SRC which plays a role in the
arrangements of the school especially at Winter and Spring school.

During the boycotts (which started in 1984 and reached peak periods during 1985
to 1987 and have continued sporadically in the 1990s) the LEP on Saturdays
offered students the only schooling for the entire week. The LEP was a safe place
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teachers. At the beginning of the year joint meetings were held to discuss a plan of
work for the year.

Liaison with tertiary institutions

Co-operation between the Institute and tertiary institutions was formalized in
March 1985. A small sub committee of tertiary educationists was convened as a
referral body for the co-ordinator. However this sub-committee lost its function as
people could not meet due to time constraints.

Payment on the programme

The programme was not always free. In the early days funding was limited and
there was no printing facility. Then students paid toward set books of revision
questions and maths instruments. Payment of transport costs was made on
individual application. As requests for transport increased money was given as a
prize either at the end of year or end of term. This prize was based on attendance.
Later when the Paarl students attended, a bus was provided.

However their numbers increased and students from areas further away such as
Ceres and Stellenbosch started to attend. This made it impractical and expensive to
provide transport. From 1988 busfares and train fares were paid out in cash. Care
was taken to ensure that the recipient was eligible for a bus subsidy by having
principals send a list of their students and by issuing deserving students with
certified letters as well as computerizing names of recipients to provide a checklist.

However the programme does experience problems in this area. Students not
eligible for the fares try to obtain money in various dishonest ways. Related to this
problem are the unlimited financial and teaching demands by the students on the
Institute and the tendency to demand rather than request assistance.

Success of the LEP

The success of the programme has partly been measured by comparing the
regularity of attendance on the EP to the pass rate. These results are then compared
to the DET pass and exemption rates.
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The LEP pass rates were much higher than DET pass rates for example in 1987, of
the students who attended 70% of the time 98% passed and 45% obtained
matriculation exemption. See appendix no. 2 for figures of 1991.

Another measure of success was indicated by the number of students who received
bursaries and the number who entered tertiary institutions. In 1987, 17 students
received DAAD scholarships and 20 SAIRR bursaries. A number of these students
were accepted into courses such as medicine, dentistry and engineering.

Teachers and co-ordinators say that they feel a real sense of achievement when
students come into the office and thank them for the programme and say how much
it has helped them.
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CHAPTER TWO: BACKGROUND TO THE STUDY

This chapter is divided into four sections. The first section contextualises the study
and provides the rationale for educational support programmes. This section argues
that apartheid education functions to control and limit the economic, political and
social advancement of black people and seeks to reinforce the rules of apartheid
power. The protests and national rebellion against apartheid and apartheid
education played its role in the weakening of the apartheid State. However as the
struggle for a decent education continues, the learning environment at black
schools deteriorates and the students become the victims of their own struggles.
The educational support programmes act as a reformist measure to provide
educational opportunities against a backdrop of continuing educational crises
which one hopes will be resolved in a future democratic non-racial SA.

The second section is a review of educational support programmes in SA. It
sketches their important features, similarities between them and the LEP and
problems these programmes have experienced, and concludes with short critical
overview of ESPs.

The third section attempts a definition of the term liberalism and its features in the
SA context. 1 felt it was important to include this section as it is a liberal
philosophy of education that underpins and drives the LEP. The response of
liberalism to apartheid education is traced from the 1940s to the present. It also
comments on the challenges liberalism faces and the ways it attempts to address
the inequalities of the apartheid system.

The fourth section outlines the role of the SAIRR as it is the organization which
manages and controls the LEP. It describes the role that the SAIRR has as a liberal
organization in educational activities which seeks to "uplift" black people. It
comments on the association between liberalism and welfarism which is a feature
of SA history.

2.1. THE CRISIS OF APARTHEID EDUCATION

The educational support programmes for secondary school students and those at
tertiary institutions are a response to apartheid education and the socio-economic
conditions of the political system of apartheid.
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The crisis in education has been deepened by the current economic crisis and a
growing awareness of the illegitimacy of the State and its various Education
Departments. Poverty, poor housing, menial jobs, extreme exploitation of labour,
poor nutrition and medical facilities amongst the black population from the system
of racial capitalism. These conditions are exacerbated by using racial divisions in
all facets of life, and racist notions of inferiority and superiority to explain
exploitation.

The apartheid education system has been extensively described elsewhere and will
only be briefly summarized here (see Race Relations Annual Surveys, Hartshorne
1992, Brickhill and Brookes 1980; and the pamphlet in appendix no. 3). Education
was provided to the black populace with the aim of maintaining a division of
labour in which black people would remain at the lower levels of society.

"This goal shaped the system in all its aspects from financing to administration
from curricula to the training of teachers and the number of schools. The ills that
beset black schools and colleges because of this policy were overcrowding, high
drop out rates especially in the junior high schools, racist content of school
programmes, inadequate facilities especially in scientific, technical and vocational
fields, low standards and poor examination results, high costs to parents who have
to pay fees, buy books and even contribute directly to school buildings and
maintenance" (Brooks and Brickhill 1980;35).

"These factors act together to produce the characteristics visible in black
classrooms viz. the authoritarian and hierarchical controls, the absence of adequate
models of quality educational practice, low level of qualification, experience and
professionalism among teachers. Moreover these conditions taken cumulatively

produce a downward spiral of competence and achievement" (Morphet et al
1986;28).

Student Protests

These conditions are the root causes for the student protests and rebellion since
1976. Education has now become the focus of the national crisis and the struggle
for a new society. However the protests have led to the learning culture
disintegrating in both rural and urban areas.
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Hartshorne (1992;79-81) comments on the political protests and their effects on a
learning culture. His opinion is that there is a need to call for re-establishing a
learning culture. This opinion is shared by educationists, politicians, student
leaders and the National Education Co-ordinating Committee (NECC). Hartshorne
describes the situation as follows "Pupils came to school at different times, left
when they felt like it, did not bring their books to school, refused to do homework
or tests and generally increasingly rejected any kind of authority . There was an
overconfidence in what they could achieve on their own without the help of
teachers and when they failed there were ready made excuses at hand - everything
from apartheid to poor schooling, incompetent teachers, through to untrustworthy
examinations all the more seductive because of the large measure of truth in them!
And so the high school leaders of the political struggle became the victims of that
struggle.

This is reflected in the collapse of secondary schooling, with its deteriorating
learning environment, demotivated and burnt out teachers, unsettled conditions in
which violence and intimidation are rife, haphazard and spasmodic school
attendance are all leading to disastrous matriculation results" (Hartshorne 1992;
81).

He quotes a few frightening statistics: In "the ten years 1980-89 just over a million
black full time candidates wrote the matriculation exam; of these 12,9 % gained
matriculation exemption, 37,2% a senior certificate and 49,9 % failed. Many of the
latter attempted a second exam. A safe estimate would be that 400 000 left
secondary school without a certificate in this ten year period. The majority joined
the ranks of the unemployed in spite of having completed their secondary
schooling, became disillusioned with the value of education, suffered from a sense
of failure, became alienated from their commumties and turned to violence and
disruption of their communities" (Hartshorne 1992;81).

This is the context in which ESPs function. They are programmes of reform, in
which donor organizations see the upliftment of black education as a social
responsibility issue or, in the case of the private sector, to supply manpower needs
and to maintain stability. Some of the projects e.g. Science Education Project and
the Academic Support programmes on some university campuses are working for
structural change within the system. This change is not linked to transforming
society but remains within the institutions. It is envisaged that these programmes
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will improve equality of access and opportunity for black students and will lead to
better performance at tertiary institutions.

The author foresees that ESPs will still be needed for many years. The inequalities
created by apartheid policies run deep and have left a poor, inefficient education
system. The loss of learning due to political protests has deepened this crisis.
ESPs provide one of the attempts to compensate for lost and inadequate schooling
and also provide a route into tertiary education.

2.2. EDUCATIONAL SUPPORT PROGRAMMES (ESPS) IN SOUTH
AFRICA

Most education support programmes began after 1976 when student protests
highlighted the conditions at schools. They have been called "building bridges for
the future post-apartheid South Africa" (Agar et al 1990 vi).

The ESP programmes are important in the current South African context "due to
the interplay of a number of factors” which are, according to Agar:

(a) asmall pool of black matriculants with mathematics and science.

(b) high failure rates at Universities.

(c) shortage of skilled manpower.

(d) segregated, unequal educational systems.

(e) the learning backlog due to school boycotts and political protests” (Agar et al
1990; vi-vii).

In my view, additional factors which play a part are:

(f) socio-economic conditions (unemployment, poor housing, poor health
facilities , gangsterism).

(g) the desire to speed up the creation of an urban black petite-bougeoisie.

Education Support programmes for secondary schools in South Africa are poorly
researched. Most of the literature on ESPs concerns tertiary education either at
University, College or Technikons. A further disadvantage for this study has been
that much of the literature consists of evaluative studies of specific programmes for
funders or management. These reports have been useful in describing ESPs and
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informative as regards policy development in an unstable political environment.
However student perceptions, culture, and issues of welfarism and dependency
have hardly been explored in context of ESPs for secondary schools. 1 will
comment on the background, main features and problem areas of some educational
support programmes and adult education programmes.

A Brief Description of ESPs in the Western Cape

One of the first (1976) secondary school level ESPs in the Western Cape was the
Cape Herald Urban Tramways (CHUFT) Saturday school programme funded
by the Urban Foundation (Morphet et al 1984) . The two other funders involved in
this project were the Herald from the Argus newspaper group and City Tramways.
The three parties saw this venture as serving a community interest and providing
the necessary skills for industry as well as encouraging stability in the country. The
Urban Foundation stayed in the background because its links with big business
meant that it was seen by the community as collaborating with the government.
The school was generally referred to as the Herald-Tramways school. The
programme was held at St Savio School in Lansdowne on a Saturday morning. It
was open to all population groups although specifically targeting the African
population. It was linked to a bursary programme and its educational goals were to
create an interest in the sciences and to increase black graduates in this field.

Students paid a registration fee of RS. Their attendance was recorded by clip cards.
Attendance was voluntary, students dressed in casual clothes, the atmosphere was
informal and sociable, students from different schools met and the programme was
used by some students for revision. The most positive feature of the programme
"was the freedom, trust and flexibility felt by students” (Morphet et al 1984:85).

The main problems for teachers were, a high drop out rate especially amongst
African pupils, huge numbers in the classes at the beginning of the year, the
irregular attendance, different levels of ability of students and concerns about
language and terminology.

Because of these problems teachers found it difficult to plan work and the
enrichment component of the programme was restricted. The teachers could not
introduce new materials or monitor progress. The teachers and co-ordinator were
not evaluated, acted autonomously and were not accountable to the funders or
students. They taught mainly by "chalk and talk" methods interspersed with the use
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of the overhead projector, films, and experiments. The teachers made no links with
the schools from which the students came, thereby reducing the impact of the
project.

The teachers took the content of the syllabus as their context and the individual
student as their target audience and therefore could not be expected to affect the
overall schools performance.

The learning problems that the CHUFT teachers experienced were similar to the
LEP teacher's experiences. Students came to the project to pass matric and improve
their symbols. Whether their attitude towards science became more positive as a
result of the project was not measurable. The funders of the project intended to
have some impact on the community but did not have sufficient credibility in the
community to pursue this goal.

At that time the black community was suspicious of the Urban Foundation's
motives as it connected the Foundation to one the State's strategies to "maintain
stability". After the bus boycotts in 1984 the City Tramways group was less visible
on the project as less media coverage was given to its role in the project. The
evaluators i.e. Morphet and Schaffer recommended that the project be discontinued
as they did not think it was meeting the set goals. The attendance of African pupils
ceased when similar programmes started i.e. LEP and Protec (Morphet et al
1984;60).

Science Education Project (SEP)

This innovative project based itself within the black school system and defined its
goals in three areas. It wanted to provide for the needs of black science pupils and
teachers, to introduce innovative practices in the teaching of science and to work
towards closing the gap between black and white schooling. Needs were defined as
material resources, curriculum development, teacher training, school
administration and system parity and efficiency. It was hoped that this innovative
method of teaching would gradually diffuse to other subjects and thereby give the
project a developmental capacity (Morphet et al 1986; 17-22).

The evaluators felt that the project's goals were too wide and open-ended for a
venture which must negotiate support within a relatively unstable environment, It
was felt that because the project was situated within the school system the project
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team had to negotiate with the different department officials, teachers, pupils and
funders and all the different parties had different conceptions of the project. The
evaluators recommended that the project team clarify and reassess the goals taking
into account the context. They also recommended that the project team work to
reduce the levels of misconception and confusion about goals by working towards
a common strategy with the parties concerned and lay the foundation for
agreements. This would professionalize the operation and reduce accountability
tensions between the parties (Morphet et al 1986;62).

The SEP experience as regards policy development has important lessons for the
LEP as it also has to negotiate with different parties (i.e. department officials,
principals, teachers and students) which might have different perceptions of the
role of the programme.

Alternative Matriculation Programme

The extent of student alienation and estrangement in black secondary schools was
researched by Sandy Lazarus. The students she interviewed were DET students
who had not been readmitted to school because of the age restriction in DET
schools. They were attending an alternative matric programme based at the St
Francis Adult Centre.

She identified the following factors as leading to alienation and estrangement in
the DET school setting: authoritarianism, the stunting of critical thinking,
segregation of academic and non-academic students, non-participatory teaching
methods, corporal punishment, indoctrination of dominant "white" ideology, lack
of exposure to different views and experiences and difficulty experienced with the
school language medium. The Bantu education system was seen by the students to
educate them to be labourers in the capitalist class system (Lazarus 1983;xiv). She
identifies these as the main reasons which cause poor motivation and lead to the
high drop out and failure rates in secondary schools (Lazarus 1983; X1v).

Black student perceptions on the high failure rate in matric

Two other studies which confirm Lazarus's research are Bosschieter and Cullinan's
(1983) discussion on the findings of the Buthelezi Commission and Simon and
Beard's (1985) study done in the rural areas of Natal amongst matriculants. These
studies focussed on black matriculants’ perceived reasons for the high failure rates



29

in their last year. The four most important reasons perceived for high failure rates

were teachers, facilities and equipment, themselves and unfair exam marking
(Simon and Beard 1985;82).

Adults Studying for a Second Chance

A study of adults who studied part-time at St Anthony's Adult Education Centre on
the East Rand was done by Sharon Fitzgerald in 1990. This study investigated why
adults perceive education and the matriculation examination to be of importance.
Fitzgerald (1990;78-108) concludes that they are motivated to study because they
see education as a means of social and economic advancement, the matriculation
certificate facilitates students entry into tertiary institutions, and holds the promise
of better jobs or entry into professions such as nursing, medicine, law, and
teaching. They are encouraged by parents or partners to study and receive little
encouragement from employers.

They perceived a matriculation certificate as a symbol of intelligence and thought
it was easier to secure a job if one had a matriculation certificate and that this
certificate would win them more respect within their community.

Their choice of centre was important. St Anthony's had a reputation for producing
high examination pass rates, had good teachers, was not in the black township and
was outside the DET. The adults were aware of the inadequacies of apartheid
education and felt disadvantaged by it. They perceived that their aspirations would
be more successfully met in another education department.

Factors which affected their success were overcrowded homes, no electricity, noise
and not understanding the language of the textbook or subject that they were
studying. Some adult students could not understand the language of the teacher and
sometimes this was made worse by the fact that they could not afford the
textbooks. Students dropped out or did not attend regularly due to financial
constraints. They could often not pay fees, busfares or buy the text books.

The Adult Night School Movement

A study done by Daphne Wilson (1990) of the Cape Non-European Night Schools
Association in the Western Cape reveals similar motives for black adults to embark
on study i.e. for individual success and social advancement. Students attended
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voluntarily and teachers were not paid. Because teachers came out of social or
political commitment, these students were especially grateful to their teachers. The
credibility of the school was enhanced because the school was outside of the State
system.

Interestingly, Mrs Wilson who took over the African Adult Night Schools also
initiated the LEP and organized and managed it in much the same way. The
schools were not politically allied and emphasized individual success. The Adult
Night Schools were closed by the State in December 1967.

Language Support Programme

Professor Millar's (1989) evaluative study on the Nico Malan Nursing College's
language support course offered to Afrikaans speaking students commented on
reasons for its success. A significant reason was that teachers who taught this
course came from outside the college, brought another perspective to the institution
and taught in a different style. This curriculum of the "outsider" had a hidden
agenda which included politics and exposure to a new culture.

Other reasons were the informal atmosphere, low interference by staff of the
college and non- exam orientation. The project had the goodwill and support of the
college staff. The main weakness of the language programme was its isolation from
the core curriculum as this affected its developmental capacity.

Discussion

From the above descriptions of different programmes it appears that the features
that most ESPs and adult education programmes share with the LEP are that they
are directed at black students or black adults mainly at matric level and usually
specifically for mathematics and science. Attendance is voluntary, there is a social
and informal atmosphere. Students find it interesting because they meet students
from other schools and learning is more interesting because the teachers are
"different". In some cases this difference is a cultural one at other times it is
because teachers are qualified, use resources, are flexible, not authoritarian and
show empathy towards the students' circumstances. The programmes are usually
linked to a bursary scheme which is an incentive for regular attendance.
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The weak features of the programmes and adult school are similar to those
experienced at LEP. These are the high drop out rates, irregular attendance, poor
command of English and learning problems, lack of basic concepts and exposure to
critical teaching methods. In the case of the CHUFT programme it did not attempt
to make links with secondary schools and its legitimacy within the community was
poor, and its impact on the community was negligible.

The Science Education Project experiences similar problems to LEP in that they
both have open-ended goals and the parties involved have different conceptions of
the goals and terms of accountability. LEP could learn from SEP on how this issue
1s being resolved.

The voluntariness of the programmes and the perception that the matriculation
certificate is the key to success are important in building a positive image for the
programmes and adult schools. The success of the programmes is dependent on a
number of factors i.e. legitimacy, choice of centre and the credibility of the
funders. The degree of legitimacy seems dependent on the choice of teachers,
centre and funders and their distance from the DET system. Significant
psychological motivating factors for the popularity of the programmes are the
desire for individual success and social advancement.

Much of the success of the programmes and adult night schools may be attributed
to the commitment and dedication of its teachers, and not least of all the zeal,
courage, hard work and vision of its co-ordinators. The success of the programme
is ultimately shown by the commitment of the students. The high level of
motivation and enthusiasm and determination to strive for an education which
many show despite apartheid "education", political and economic difficulties are
impressive.

Recommendations made by Agar, Hofmeyer and Moulder in their paper Bridging
Education in the 90s take into account the problems in ESPs. They have written a
significant and comprehensive report on ESPs in SA which "provides a thick
description and analysis " (Agar et al 1990;v) of ESPs. However they have
commented mainly on ESPs housed at tertiary institutions.

A crucial recommendation made by them (Agar et al 1990;43 -46) which
secondary school support programmes should take into account is that ESPs should
have legitimacy and credibility amongst black students. The background to this is
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the hostility from black students towards ESPs especially on "white " campuses.
They recommend that in the informal sector, funders should continue to fund
programmes "which tackle the problem of underprepared students and where
possible link programmes to bursaries” (Agar et al 1990;45). They alert ESPs to
the following possible problem areas.

ESPs are minute in terms of the scale of the problem they have to address, are
positioned on the periphery and operate in opposition to the norms and values of
the school system. The consequence is that ESPs have marginal power in relation
to the system. This marginality is reinforced by financial vulnerability. Projects are
in a constant state of tension between the competing and conflicting interests of the
funders and project managers. The people involved in the programmes have to
mediate the different interests of the stakeholders. This task is very time
consuming and exhausting. Most of the projects are growing fast, are understaffed
and typically therefore staff are overloaded and operate in a crisis management
mode. Thus burn out is an ever present threat on ESPs ( Agar et al 1990; 10).

Educational Support programmes internationally

Educational support programmes in the United States, Britain and Australia are
programmes funded by the respective governments of these countries. The
emphasis of these programmes is typically either to reintegrate youth back into the
school and society or to provide vocational training at school so as to extend the
school leaving age. Many of the support programmes are directed at minority
groups, delinquents and immigrants. I will quote comment on one typical example
of these programmes.

Robert Stake (1986) commented on "Cities in School" project. He said that
"Cities m School" was a collection of urban youthwork projects. "The goal was to
find the most estranged youth of the urban ghetto and to bring them into the
mainstream of urban society ultimately to become educated and employed, legally
respectable and humane. This was a program with noble intent, educational and
social services integration was a major part of the plan " (Stake 1986;5). Most of
the literature commenting on programmes is evaluations undertaken by State
employees and could be biased in favour of the interests of the State.

Rachel Sharpe (1984) criticizes programmes of this type and questions their noble
intentions. She asserts that the changing policies in education are a result of what
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she calls a capital accumulation crisis and these policies (e.g. multi-culturalism,
schools for delinquents) are necessary for political control over the working class.

"Amelioration of disadvantage, in the absence of any changes in the underlying
structure of capitalist production relationships, could only mean management,
containment and control. What was aimed for was that those at the bottom should
have a fairer go. Justice was seen in distributional terms and a problem of access"
(Sharpe 1984;66-67). Her theory has found resonance here with Marxist theorists.

Hyslop (1990) argues that increased State expenditure on black schooling in the
1980's can be seen as a measure of social control. As unemployment was growing
the aspirations of the youth could not be met in the labour market and therefore the
longer they were at school, the longer the problem was stalled for the State. This
theory can be extended to the educational support programmes in that the ESPs do
not challenge State education and can be seen as buffers against angry and
frustrated youth who feel down by apartheid education because they cannot enter
tertiary institutions.

However one theorizes the function of ESPs, I feel that ESPs do help to keep alive
the aspirations of black youth and this is important especially in a society where
black youth have found so little encouragement.

2.3. LIBERALISM'S RESPONSE TO APARTHEID EDUCATION

A review of the literature regarding the SA liberal community's response to
apartheid suggests liberalism "has been for the most part the political expression of
a small body of white educationalists, philanthropists, missionaries and social
workers" (Rich 1984;123) who are concerned to help alleviate the harsh economic
and social consequences of apartheid and capitalism as it has affected black
people.

Recently theorists have said that "it is misleading to speak of the liberal tradition as
the preserve of English speaking whites, for it includes Afrikaners and blacks as

well" (Leatt et al 1986;;53). This opinion is probably more valid today than in the
earlier history of SA.

There is agreement that SA liberalism has European roots and has therefore had a
Eurocentric perspective and value system and has been preoccupied with race
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assistance that was unconnected with a system of selection for financial aid.
Students make forceful requests and expect these to be met in a short time. This
behaviour of students in demanding increased financial and material support can be
linked to their perception of the Institute as a white liberal organization that needs
to redress the wrongs of apartheid and to their view of themselves as victims of
apartheid. These perceptions have been theorized as constituting a "culture of

entitlement” amongst people who see themselves as disadvantaged by apartheid
(Ramphele 1992).

Ramphele argues that individual entitlement demoralizes those on the receiving
end, treats them as inferior and limits their capacity to act as agents of social
change. However Ramphele also emphasizes that the victim image amongst
township youth is also a strategy for survival against the disintegration of township
life, poor economic conditions and the rising expectations of youth not being met
by the government. She offers guidelines towards greater awareness of the problem
and calls for the inclusion of the youth in making decisions that affect their lives in
developmental processes and for assistance to be based on individual performance
and responsibility. Welfarism that is practised without an adequate social contract
can lead to the problems Ramphele has outlined and have a corrupting quality.
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CHAPTER THREE: RESEARCH METHODOLOGY

Two methods of investigation were used; the reasons for this were to validate and
verify data, also to explore and clarify questionnaire data. The instruments chosen
were a questionnaire and focus group interviews.

1) QUESTIONNAIRE

A copy of the questionnaire can be found in the appendix no. 4.

Motivation for this research method.

The questionnaire is a quick method of obtaining data from a large group of
students at one sitting with a high response rate. The data gathered in the
questionnaires provided the me with a student profile on which to build and
explore during the interviews.

Generally students do not respond well to attending interviews during school time
because it means loss of lesson time. There is a greater sensitivity about loss of
time because of the June mid- year exam. In my experience students do not
respond well to interviews after classes.

The population of the study was all Std Ten students registered with the
enrichment programme for 1992.

The_sample consisted of all Std Ten students present at the 8.30 am Mathematics
lecture.

Reasons for choosing this particular sample.

This sample was chosen for practical reasons.

Considerations such as time had to be taken into account. These students have an
hour of maths in the early morning and thereafter a choice of attending one of four
tutorials. They could make up the lost time in the tutorials. Instead of disturbing all
the matric classes for a sample I confined this disturbance to only one class,
numbering 128 students.
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The Maths students are very important on the programme. Therefore it is most
important that their views are canvassed. They are the reason for continued and
generous funding. They are prioritized in the bursary scheme of Race Relations,
Headstart, DAAD and private companies.

Development of the questionnaire

When drawing up the questionnaire I referred to many research guides, research
and evaluation literature (see references). I also consulted with teachers and gave
them an opportunity to suggest questions. I took into account errors made in a
questionnaire issued to all the EP students in November 1991. These errors
included problems with the language of the questionnaire, open-ended questions,
length, time of issuing i.e. in November near their final exam, and that they had to
be returned by the students. Not many were returned, many were incomplete and
not properly answered. I consulted with the treasurer and thesis supervisor before
finalizing the questionnaire. Refer to appendix no. 4 for a copy of the
questionnaire.

The questions 1 -6 were included to determine student profile. Question 1 was
asked to strengthen links with the schools where necessary. Question 8 was
included to see if the programme's advertising strategy was effective. Questions 8
and 13 were included to determine the factors which motivate students to attend
the programme. Questions 10 and 11 were asked to determine the popularity of
LEP. Questions 9 and 12 were asked to see if there was continuous attendance
from Std Nine to Std Ten and to see whether attendance was consistent. It was
asked to test which percentage of Std Nines are taught the basic concepts at LEP
and then go on to Std Ten at LEP.

The open ended questions 15, 16, 17, 18, 23, 24, and 25 were asked to initiate a
more individual response about the strengths and weaknesses of the programme
and to explore student ideas and suggestions for the programme. Questions 19, 20
and 21 were included to gauge the opinion of payment of a larger sample than
could be obtained in interviews. It was also included to initiate discussion on this
topic during interviews. An error in question 20 was not to include time i.e.
payment per year or term. Questions 22 a and b were included to give the staff an

idea of student political opinion and whether they saw the programme as a constant
feature in their lives.
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Sample

Std Ten students who volunteered to come to the interview during July 1991.
Sampling had to be done this way as the Director felt that the interviews should be
held after school. Students' attendance on the programme is voluntary and
therefore it is difficult to be certain that students would be present for pre-arranged
interviews.

Reasons for choosing this time of vyear.

Practical considerations affected the choice of time. By this time of year students
had been involved in Winter School and had a fair amount of experience on the
programme. I assumed that they would know what the programme offered them
and that this knowledge and their experiences would inform their perspective of
the programme.

I would have the analyses of the questionnaire data to inform me of particular areas
for in depth discussion. Time anxiety regarding the final exam would not be high

enough to adversely affect attendance at the FGIs.

Problems in this method.

Since the response time is increased by the number of participants the number of
questions that can be asked is limited. Unexpected diversions may occur, conflicts
may arise and power struggles be played out among participants.

There may be problems in the analysis due to researcher bias and peer pressure.
The results may not be generalizable due to small sample size and non-random
sampling. The process can be costly (e.g. transcriptions) and time consuming
(Patten 1982;140 and Skinner 1919;84).

Ethics

Before embarking on FGIs, I discussed the method with the Director, Treasurer
and Thesis supervisor. The Director gave permission for the FGIs and suggested
that it be held after school in the staff-room. He agreed that if there was a poor

attendance at this time of day then the FGIs could be shifted to the third or fourth
period.
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Teachers gave permission for their classes to be disturbed for ten minutes during
the second period to notify students of the interviews. During the interviews I
confirmed that all responses would be confidential, welcomed students and
thanked them after the interview. Permission was obtained from the group for the
interview to be audio-taped.

The Method of Focus Group Interviews

Obtaining the sample

I went to each Std Ten class, explained the purpose of the research i.e. to improve
the functioning of the programme and for academic purposes. Students were asked
to attend an informal discussion. The word interview was not used when inviting
students to the FGIs. I then wrote the time and venue on the board, and informed
students that a light lunch would be served.

After the first interview the same method was used to encourage students to attend
the FGIs. This request was written on the general noticeboard then and every week
thereafter until the end of the interviews. After the first interview despite continued
visits to classes to ask for volunteers, none came. Then the campaign for
interviewees was stepped up. The SRC, Co-ordinator's assistant and an ex-EP
student informally obtained commitments from students to come for interviews.
They appealed in Xhosa for students to come to the interviews. They recorded the
names of students who agreed to come to the interviews as a method of ensuring
commitment on the student's behalf. A second interview took place as a result of
these new approaches. Due to the continued low response the third interview
occurred when the author spontaneously asked a group of Std Ten students sitting
in a classroom if they would participate in a FGI.

Where held

The FGIs were held in the staff-room at St Francis. This is a quiet area with soft
couches and a small kitchen. I prepared sandwiches and tea. Biscuits, chips and
sweets were provided to create a relaxed atmosphere and students could snack

during the interview. This venue changed for the third interview which was held in
a classroom.
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How

The students and 1 were seated in a circle and I acted as facilitator and observer.
The interviews were audio-taped with the permission of the students. The intention
was to have an ex enrichment programme student present to facilitate discussion if
there were language problems. However, due to the erratic times of the interviews,
he was not present on the days of the FGIs.

At the beginning of each interview I introduced myself and the students present
and again explained the purpose of the FGI. I provided an overview of the topic,
explained my role as observer and facilitator and outlined the ground rules for
discussion.

Time
The FGIs were initially scheduled after school when there would be no
interruptions and students would not have to lose valuable lesson time. The time

was changed to the third period after the first interview.

The Interview Guide Schedule (IGS)

The IGS is a guide so that definite areas of inquiry could be covered without
sidetracking. Some of the questions were chosen because of the inadequate
response in the questionnaire e.g. questions relating to teaching and teaching
methods. Others because of their sensitive nature could best be spoken about in a
closed social setting e.g. questions relating to possible welfarism in the
programme.

The Questions in the IGS

1. Why do you come to the programme?
What are your experiences here?
How different are they to your day school experience?

What do you mean by good teachers and good teaching methods?

U

What are your views on receiving free tuition, lunch, busfare, printed notes
and free Winter School?
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6. In which ways can you contribute to the programme? Financially and/or in
other ways.
7. Suggest reasons for the huge drop out rate of Std Nines and women.

8. What are your future plans?

9. Does the programme help you with your future plans and how?

Reasons for choosing these questions.

The first question was asked to explore the factors on the programme which attract
students to it. The questions relating to student experiences were asked to see
whether factors other than educational motivate and keep students on the
programme. The questions relating to good teaching and teaching methods were
asked to see whether students could distinguish between good and bad teaching
and to question the reasons for their opinion given in the questionnaire that the
teaching is good on LEP. The questions relating to payment were included to
explore whether students thought this was harmful to their independence and to
gauge their opinion of the corrupting influences of welfarism on the programme.

The question relating to the drop out rate was included to get clarity on reasons for
the drop out and to see if these reasons are linked to the programme so that
effective measures could be taken to curb this behaviour. The questions relating to
their future plans were included to see if the programme can and did make an
impact on their future lives. All the above questions were asked to inform policy
development in order to improve the functioning of the programme so that student
performance could be improved.

Problems experienced during the FGIs.

a) The most serious problem was the non-attendance and poor attendance of
students especially female students. I have described how I tried to counteract this

problem, by changing time, venue and increasing ways of getting students to
interviews.

However after the third interview I decided to present this problem to a seminar.
The seminar group consisted of my thesis supervisor, lecturers and a masters
student. I decided with the seminar group that a fourth interview should be set up,
but if no students attended, then to reassess the situation. No fourth interview took
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place due to the absence of students. In consultation with my thesis supervisor I
decided to end the process of FGIs. Reasons for this was the non attendance of
students. The data from the 3 interviews and questionnaires was not significantly
different or contradictory. The sample in the interview was 10% of the population
of the questionnaire therefore data could be validated and verified.

b) The teachers and students were expressing irritation at having the class
disturbed every week especially since it was nearing the September examinations .

¢) I was experiencing levels of frustration and demoralization as despite all efforts
to arrange times, places and refreshments convenient to students there was
decreasing interest and commitment amongst students to attending interviews. In
took eight weeks to have three interviews.

d) The female attendance had to be specifically canvassed. During one of the
interviews they had to be prompted most of the time to get a significant response.

e) The poor usage of language which I was aware of from the questionnaire results.

f) My bias, after each interview I asked the treasurer and my husband to listen to
the interviews. They noted bias and thereafter I tried to correct this in the following
interviews.

g) I am the co-ordinator of the programme. This may have influenced responses in
the interview discussions.

h) Selection of questions as the I am guided by an interview schedule.

1) The site of the interview (at St Francis) could lead to biased responses in favour
of the LEP as this is where the enrichment programme is held.

My experience of poor attendances at the interviews was not unusual as indicated
by Zokufa and Mofokeng (1992). In their study with the female students who had
dropped out of the LEP only 3 out of 22 students honored interviews. These
.Interviews were conducted at times and venues suggested by the students and were
held in Xhosa. They had posted 225 questionnaires with self-addressed and
stamped envelopes and only 37 were returned. In view of their experience I think
that my response rate was fair.
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In the questionnaires the poor literacy level limited the usefulness of responses.
The language problems in the interviews limited the depth of discussion, meanings
of some things said were unclear therefore the analysis remained general. The
methodologies together provided basic information on student perceptions.
Feedback provided was generally positive and reinforced suggested improvements
for the programme. The methodologies provided a systematic way of obtaining
student views other than SRC structures which are sometimes not representative of
student opinion as suggested by the previous co-ordinators Anne Mager and Derek
Joubert. The methodologies provided important and efficient mechanisms for the
exchange of ideas but cannot generalize across the whole student population.
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DAY SCHOOLS

The students indicated that they attend a range of day schools. This is shown in
figure 2. There were 121 full-time and 4 part-time students.

FIGURE 2

DAY SCHOOL ATTENDED
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The grades that students have attained in their previous year of study is shown in

figure 3.
FIGURE 3
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OTHER SUPPLEMENTARY PROGRAMS ATTENDED

Most students (64,8%) had not attended other supplementary programmes. 30.5%
had attended other programmes including Protec (18%), Masifundise (2.3%), Plato
at University of Western Cape (UWC), Step at University of Cape Town (UCT),
Physical Science programme at Pinelands High, Khayelitsha Enrichment
Programme, Mobil Engineer or received lessons from private tutors (1.6%).
Students initially heard about the programme from teachers (59.4%), friends
(50%), posters (12.5%) or relatives (1.6%). Most students (59%) attended the
programme for the first time in 1992 whereas 39.1% attended in 1991. 86.7% of
students said they attended LEP regularly.

Students said, in response to a closed question, that they hoped the programme
would help them to get: matriculation exemption (62.5%), bursaries (48,4%), into
University (39,8%), into Technikon (32,8%), a job (14,1%), a teachers college
(3.9%) or into the Headstart Programme (3,1%). Their hopes are shown in figure 4.

FIGURE 4
REASONS FOR ATTENDING
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Pregnancy was not given as a significant reason in this study, possibly because
"whenever possible families prevented pregnancies from disrupting schooling.
From evidence available it seems that many school girls are already mothers but
their own mothers look after their children " (Morrell 1992;7). Much of the reason
for the gender discrepancy in the gender drop out cannot be found within the LEP
and is related to wider social and gender issues. Zokufa and Mofokeng found that
the women students applauded the teaching and teachers on LEP and did not feel
excluded in the teaching strategy. Reasons given by male students for the female
drop out reflect the division between men and women in the black community. It
shows that women's status is low in comparison to men's.

Peer Pressure

Women appear to respond strongly to peer group pressure. It is within these groups
that women socialize. When groups split an important reason for being together on
LEP is lost. Morrell in his study accounted for "women moving in groups"” in terms
of violence against women in the township and at school and sexual abuse by
gangs, teachers and male students. He noted that female teachers also "stick
together for emotional support, to resist or deal comfortably with the demands
made on them by male colleagues" (1992;9). It appears from these findings that
women move in groups as a survival strategy.

Student expectations

The expectations as expressed by students indicate that students want
compensatory schooling. The shift away from an enrichment programme
restricted to maths and science students in 1985 won the programme political
legitimacy and community sanction.

Since then the German funders have played a minimal role in determining the aims
of the project. Their main concerns appear to be the programme's legitimacy and
performance. These concerns are crucial to the success of the programme as
without community support it would not have been able to withstand the political
upheavals of the 1980s. The low level of community involvement in the CHUFT
programme was one of the factors which led to its closure.

The programme's legitimacy was further enhanced by its co-operation during the
school boycotts of the 1980s. An example of this was in 1987 when the LEP held
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no Winter school at the request of the junior students. Further examples are the
political space given to the joint SRC and that LEP was known as a safe meeting
place for students during the time of the emergency in 85 and 86. The history of
student participation in the programme suggests that they have gained a measure of
control over the functioning of the school. This is indicated too by the easy manner
in which students make unlimited demands on the programme.

Student Requests and Demands

There is a real problem that if teachers do not meet student demands then the
programme loses credibility and legitimacy. The students appear to be the main
actors in changing the nature of the enrichment programme. They have changed
the enrichment programme to a compensatory school which they hope will
provide for their educational and material needs. This situation has led to a
number of problems such as unrealistic student expectations, problems of
dependency, charity, "culture of entitlement" and the long standing teaching
problems that the programme has not adequately addressed.

The frustration experienced by teachers as a result of the changing and unlimited
demands placed on them is evident by questions asked in the workshops of the EP
teachers. The questions asked are whether they are enriching or doing what they
would in a "normal" secondary school illustrates the severity of the problem.

Since 1989 various workshops have outlined the aims of the EP and teachers have
expressed their inability to meet these aims. They express confusion as to aims
determined in the workshops and the demands made on them by students. Teachers
are expressing a need for clarity on the aims of the programme since they cannot
solve all the problems of apartheid education in one moming of the week. The only
way to fulfil student expectations and give teachers a clear understanding of their
function in providing compensatory education lies in developing a systematic and
structured educational programme that can accommodate student expectations in
more realistic and creative ways.

Payment of fees and "the culture of entitlement"

Students did not view willingness to pay fees as an indicator of how much they
valued the programme as illustrated by questionnaire and interview results. While
students felt very easy with asking for support it is of concern that they do not feel
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CHAPTER SIX: POLICY GUIDELINES ARISING FROM THE STUDY

This chapter explores the issues and problems highlighted in the discussion and
suggests possible policy guidelines. Policy guidelines are suggested taking into
account the discussion in chapter five, the context of the issues and their
relationships to the history of the programme, evaluations of other programmes
and my experiences on the programme as teacher and co-ordinator.

Negotiated Contract by staff and students.

The discussion on student demands and the "culture of entitlement" points to an
unsatisfactory relationship between staff and students on educational grounds. The
staff do not appear to be using their expertise and authority adequately as
educationalists. The results indicate that students value and respect the LEP
teachers. Therefore the staff could act from a position of strength to address
corrupting influences of welfarism and dependency. A certain degree of financial
assistance and material support is necessary but the staff and students should be
clear of the terms of such support. Several of the problems and issues outlined in
the discussion can be addressed by a negotiated contract between staff and
students. This I think is urgently required if the programme is to function
effectively both in terms of its educational and political goals.

The SEP evaluation outlines steps that could be taken towards a general strategy
for a negotiated contract. These should include a thorough assessment of the goals,
objectives and standards of the project. The activities of the project should as far as
possible proceed through detailed common agreements between staff and students.
"Through this procedure the professionalism of the programme will be secured and
accountability tensions reduced in particular the burden of managing the project in
a unstable environment would be reduced" (Morphet et al 1986;62).

Such a contract should take into account the history of the programme, its basis for
legitimacy in the community, lessons from other programmes and its revised goals.
Students and staff should be clear on these goals and formulate a contract which
outlines clearly the terms of admissions, how funds are spent and the obligations of
staff and students. This contract should be published on orientation day and when
advertising the programme.
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to LEP teachers. An improved relationship with day school teachers 1s important as
then the day school teachers will be more encouraging of the programme. Students
may attend more regularly and this may decrease the drop out rate. Meetings
between teachers could be set up to discuss teaching materials, ideas on which
sections of the syllabus LEP teachers should be emphasizing, exchange of
examination question papers, ideas on different teaching methods, areas for
revision and discussions on language development. Good contact with the day
school would mean "that the beneficial aspects of the programme won't remain
insulated within the Saturday morning" (Morphet et al 1984;83).

Attendance and Drop Out Rate

The erratic attendance and drop out rate is a problem that the programme has tried
to counter in the past by restricting attendance to avoid overcrowding. The
rationale for this was to monitor regular attendance so that learning could be more
effective and thereby decrease the drop out rate. This study has outlined some
reasons for the drop out rate and the suggestions which follow are remedial
measures which should slow down the drop out rate and contribute to more regular
attendance.

Std Nines

As mentioned earlier liaising with the day schools could improve attendance and
help stem the drop out rate. Teachers could explore ways of attracting students
back after the June holidays and Winter season. Examples of doing this is to
advertise examination preparation sessions and work through old examination
papers of the different schools. If students are aware that teachers are discussing
issues relating to exams then they may return to the programme.

Another suggestion is to link Std Nine attendance to bursaries, programmes of
career guidance and admission into the Headstart College.

Women

The suggestion made by the treasurer that the EP provide subsidized LEP T-shirts
to counter the clothes competition should be implemented. However this is a
remedial measure and more research is required to address the problem of women
dropping out. Women's organizations should be included in this research and
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POSTSCRIPT

At the end of 1992 the author presented a report on this research to the Enrichment
programme teachers of Langa and Khayelitsha and the Race Relations Committee.
The research was well received, the policy guidelines were discussed and some of
them will be implemented. The Institute will employ a full-time co-ordinator to
take on the tasks as described and will investigate the issues around dependency
and demands made by students.

I hope that this research contributes to increasing the performance of the Langa
Enrichment Programme. |
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STD 9 STD 10 T0TAL
30 1284 2214
152 422 374
128 424 952

467

STD 9 STD 10 TO0TAL

658 840 1498
81 184 265
69 240 309

248
STD 10
8
12
STD 10
10
STD 10

11

24
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ref: epstat

PASS RATES MATRIC 1990

National pass rate

Cape Town

This can be broken down

CT EAST
Boland)

(34,8%)
(7.5%)

2278 candidates

(Khayelitsha,Worcester,

1000
348
79

ApreNbix

No.2,

36 ,4%

681

passes
138 exemptions

(incl X) 29.8%

6 .04

into Cape Town East and West

CT WEST(langa,Bugs,Nyanga

Paarl)

candidates

pass(incl X)
exemptions

COMPARATIVE STATISTICS FOR EP STUDENTS

25% ATTENDANCE

(19.5%)
(2,6)

50% ATTENDANCE

(34 .0%)
(7.0%)

8O0%ATTENDANCE

(67.8%)
(21.0%)

FAILURE RATES FOR

]

729 candidates
143 pass(incl X}
19 exemptions
185 candidates

63 pass(incl X)
13 exemptions
143 candidates

Q7 pass (incl X)
30 exemptions
CAPE_TOWN

XHOSA 0.5%
ENGLISH 13.5%
AFRIKAANS 20.0%
MATHS 96, 7%
BIOLOGY — B86.4%
SCIENCE  &5.2%
GEOGRAPHY &4 .6%
HisTory tso %

My Sivicnivi ST

1278
333  (26,0%)
63 (4,9%)

7806 Al AE

bk b it

\V)I"\/. Tt



Preeenpix No.&

REPORT DN T

REZSULTS  OF  ENRICHMENT  PROGRAMMY

While there are inconsistencies between the EP pass rate

figures (56,5%) given on this page and the graph showing the
EP pass rate on the next page, students on the EP exceed the
average pass rate of the Western Cape DET secondary schools.

These figures were taken from the Ep records and the
inconsistencies have been noted.
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Arrenpix.  No. H

Langa

Ehfichmant Prograhme

Questionnaire to

Matric students - June 1992

HWe would like to find out how good our Saturday Enrichment
Programme 1s. Your opinion and ideas are very important so please

share them with us.

The information that you give wus is confidential.
Ask your teacher if there are some things that you do not

understand.

Thank you for your help.

Please indicate if you are malel female

1. Which school do you attend during the day/night?

........................

2. Do you attend school full-time I part-time?
3. Is this the first year that you are in Std 10 7?7
Yes No [_T_J
4. If no, how many times have you written Std 10 exams before
this year ?. ey S
once I twicei E three t1m95| ‘more than 3 times[ l
5. Your final mark in 1991 for Std 9 [ Std 10. __[

8. Hhich subJjects do you attend on the LEP(Langa Enrichment

Programme. You may f£ill

English Poetry

Biology

Accounting

History

in more than one block.

Romeo and Juliet I heard the owl

Physical Science Maths

I
Business Economics

Geography

8. How did you first hear about the LEP? You may f£fill in more¢

than one block.

teacherl l poateri ] -fr@endl ]

other(sdﬁwhow else).....

1 |
9. Did you attend the LEP in 19917 YesL  No [ﬁ l

—— i

10. Did you attend any,other'aupplemehtary programnne in 1991%?

11. Do you attend any other

12. How often do you attend

nearly every week

less than half the time

-
No Yes[—- iI attended ............. ... ... ...

supplementary programmes this year?

No Yes r ]I am attending ...................

the LEP?
halfthe time

only when I need help

e e [UUSR §

13.You may tick more than one block for the next question.
Are you attending the programme because you hope it will help

you:
pass matric

get a bursary

get into a university

get a better Job

e =

get matric exemption

get onto Headstart

er eyaen

gaet into a technikon

L » get into a teachers college




14. How is the teaching compared to’ your day/night school?’
Better a bit better Ithe same _] worse
15 If better ,what 13 better? _;,..; ..........................

16 1If worse, what 1s worse? .. ... ... ..t

...........................................................

18. How 1s the running(administration) of the Enrichment
Programme compared with your day/night school?

same worse

better ‘a bit better |

17. If better, what is better? .................. et
18. If worse, what 13 Horge? . ... .. ittt iiiiirnnenn

19. Would you attend the programmeif you had to pay a fee Lo
covaer the costs? yes no

20. If yes, would you attend if the fee was : R10 R20

R50 | | R100| RZOO‘ RSOO[ I B R

21. If no, what is the problem with paying fees?........... B

22 In a changing SA, do you think there is still a need for a
' programme like this one? Yeal I Nof—w Dont lnow

22bL Do you have a reason for your answer?

...........................................................
..........................................................

..........................................................

24. What do you dlslike most about the programme?

..........................................................
...........................................................

----------------------------------------------------------

..........................................................
..........................................................

.............................................
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CRADUATES 1987 BY RACE AND CATEGORY

:n
4592
a5 -7

(T sznrd =9

eIy

BLERIESS EMGIHEERING SLIBNCE WA AT =

WHITE COLDURED LITIan Ead armican

MY T ECHNIEOR)

GRADUATES 14987 BY RACE AMD CATEGORY

P Theusand 55

nmyg

¢aq

Gt

|

i e — £

ELEINESS ENGIMEERING SCIRICE MATHE /HAT 5

[T e [0] omier races

g—i"r Rl;'l ?.tiL\hL';\S Sy VCY





