













































































Whyte, 1991, Yeich & Levin, 1992, as cited in Zimmerman, 1995). PAR incorporated all
the other previously mentioned criteria in its concept, with the addition of some new
dimensions. It emphasized the need for community members to develop the knowledge
and the skills needed to have a basic understanding of the sociopolitical system it wanted
to affect. It further encouraged community members to work together towards a common
goal and to-create a mutual support system for each other (Zimmerman, 1995). It is
noteworthy to mention that empowering processes can occur at any level of analysis: the
individual, the community, and the organization. Further, that sometimes the process may
result in both an empowering process and an empowering outcome. For example, it was
discovered that an empowering intervention that was designed to assist Mexican
homosexual men to develop, implement and evaluate an AIDS prevention programme,
also resulted in safer sexual practices amongst the participants of the program

A (Zimmerman, Ramirez, Suarez, de la Rosa, and Castro, 1994; as cited in Zimmerman,

1995).

The measurement of an empowered outcome will depend on the situation and the
challenge being addressed. Thus, each casé merits its own definition of an empowered
outcome. However, Zimmerman (1995) has found’%hat across levels of analysis some
themes were central. They were: mastery and control over important arenas in one’s life;
participation in community activities or groups to work towards a desired outcome;
knowledge of the sociopolitical context, which refers to knowing how systems operate in
a given context; and resource mobilization, which refers to being able to use various
resources, such as skills and knowledge in different contexts. Empowering outcomes will
be examined in more detail at a later stage, to see what shape it takes at each level of
analysis: namely, the individual, the community, and the organization. For now it should
be noted that empowerment outcomes are not absolute, but relative. Thus, empowerment

is a concept that is measured in degrees.

2.3.6 THE THREE LEVELS OF EMPOWERMENT
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There are three levels of empowerment: the individual, the community, and the
organization. The individual level of empowerment has been a point of much research,
and, as Zimmerman (1990) argﬁes, it is the individual, after all, who is the common
denominator of all other levels of empowerment. A word of caution is given, not to
confuse individual empowerment with other closely related themes, such as locus of
control, self-efficacy, and motivation to exert control (Zimmerman, 1990). Whereas these
constructs are independent of context, time and culture, individual empowerment is
deeply rooted in context: it is a person-environment fit. Zimmerman (1990) calls this
Psychological Empowerment (PE). The name, Psychological Empowerment can be
deceiving, as it suggests that it is only about psychological issues, or what goes on in a
person’s mind. However, this is not the case. PE is about the interaction between a

person’s psychological make-up and the environment resulting in a certain outcome.

The other two levels of empowerment, namely community and organizational, are not
simply “a collection of empowered individuals” (Perkins & Zimmerman, 1995, p.571).
Community and organizational empowerment are better understood as structural
constructs in helping people to help themselves. They incorporate elements of giving
members a voice and encouraging participatory decision-making; being flexible and open
to change; sharing resources equally between members; and removing any institutional
practices that result in dysfunctional outcomes (Swift & Levin, 1987). Thus,
empowerment at the structural level refers to policies and culture within an institution.

Each of these levels of analysis will now be examined in more detail.

As previously mentioned, although the concept used for this study is structural
empowerment, it is important to have a clear understanding of the concept of
empowerment in its totality, which includes empowerment at the individual level of

analysis.

2.4 EMPOWERMENT AT THE INDIVIDUAL LEVEL

19



Empowerment at the individual level of analysis has been spearheaded by Marc
Zimmerman, who calls the concept Psychological Empowerment (PE). PE has three
various components: intrapersonal, interactional, and behavioural (Zimmerman, 1992).
PE is an open-ended construct, which means that it is context, people, and time specific.
The three components of PE are abstract concepts, but they are also observable
phenomena, which interact with each other to produce a certain result (Zimmerman,
1995). This network of interaction is called a nomological network, and it can be

empirically tested as it has concrete operational definitions.

2.4.1 THE INTRAPERSONAL COMPONENT

This component is purely intrapsychic. It refers to peoples’ own perceptions of their
abilities and power to influence certain outcomes that are important to them
(Zimmerman, 1992). The elements of this component are: domain specific perceived
control (Paulhus, 1983), domain specific self-efficacy (Bandura, 1977), motivation to

exert control, and perceived competence (Zimmerman, 1992). .

Domain specific perceived control refers to the concept of locus of control (Paulhus,
1983). Levenson (1973, as cited in Paulhus, 1983) points out that people assign control to
three things: chance, others, and the self. If people believe that various events are
dependent on their own behaviour or personal characteristics, then they have internal
locus of control. On the other hand, if they assign events or outcomes to forces in the
environment not within their control, then they have an external locus of control (Rotter,
1966). Paulhus explains that people have three spheres of personal efficacy: the self, the
interpersonal sphere, and the sociopolitical sphere (1983). The sphere of the self refers to
having “personal efficacy” in a nonsocial environment, which in essence is of personal
achievement, such as solving a puzzle. The “interpersonal control” refers to people
interacting with others in various situations. Control in this sphere could mean
developing good relationships or having harmony in one’s family life (Paulhus, 1983).
The “sociopolitical control” refers to people feeling in contrél with relation to social and

political systems, and using such methods as boycotts or demonstrations to achieve a
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desired outcome. People could well feel different levels of control in each sphere, but
ultimately the three spheres of control correlate moderately with each other, and it is the
combined overall score of the three spheres that determines the level of external or
internal locus of control in people (Paulhus, 1983). White (1959) and DeCharms (as cited
in Zimmerman & Rappaport, 1988) thought that people inherently have a desire to
control their environment, and saw this as a motivational component of perceived control.
Rotter (1966, as cited in Zimmerman & Rappaport, 1988) operationalized locus of
control as a personality aspect, whereas Bandura (1977) perceived it as a cognitive

construct, as reflected in his work in self-efficacy theory.

Domain-specific self-efficacy refers to how people perceive their ability and
effectiveness to influence a desired outcome in a specific situation (Bandura, 1977). As
Bandura points out, “expectations of personal mastery affect both initiation and
persistence of coping behavior” (1977, p. 193). If people feel that they do not have the
capability to deal successfully with a certain situation, it is very likely that they will avoid
that setting altogether, or will not exert effort to bring about the desired effect. Thus,
people’s own perceptions of their capability has a strong influence on motivation to exert
control. Moreover, people’s expectations of success largely determines the length of time
they would persevere in the face of challenging situations (Bandura, 1977). This concept
has great ramifications for the South African context: if the system of apartheid was able
to influence black people to doubt their capabilities, and this attitude was passed on to the
new generation, it is likely, even in the face of numerous opportunities, that the
motivation to exert control for a desired outcome will not be present from this population
group, especially in the face of challenging circumstances. It would be important to
understand the implications as it relates to black students in tertiary educational

institutions.

24.2 THE INTERACTIONAL COMPONENT

The interactional component of PE refers to the interaction people have with other people

and their environment. It requires that people have a good understanding of various
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contexts in their community, especially with regard to sociopolitical issues (Zimmerman,
1995). Once individuals learn about the values and norms in specific given contexts, then
they will be able to see clear choices before them, and thus, make informed decisions to
affect a desired outcome (Zimmerman, 1995). The elements of the interactional
component are: having a critical awareness of one’s environment, which refers to
knowing which resources are needed to achieve a certain goal, and how to acquire and
manage those resources (Zimmerman, 1995). Another element is having an
understanding of causal agents, which refers to knowing which people, objects, or events
have a bearing on one’s own influence to have control in sociopolitical spheres (Sue and
Zane, 1980, as cited in Zimmerman, 1995). The interactional component of PE also
consists of skill development, and being able to transfer those skills across life domains.
Specifically, the skills of leadership and decision-making are critical for a positive
outcome, as they will ultimately assist people to become independent and to be in control

of their own lives (Zimmerman, 1995),

These skills can be learned in various settings that are open to change and participatory
decision-making. They can be learnt through direct experience, or observation, or
modelling behaviour (Bandura, 1982, as cited in Zimmerman, 1990 b). Skills can be
learnt from professional therapists (Zimmerman, 1990 b) or alternatively from settings
such.as mutual help groups (Rappaport, 1987, as cited in Zimmerman, 1990 b). There has
been some research regarding skill building and coping behavior, which has shown that it
is more likely that people with such skills would participate in community organizations
and activities, than people without such skills (Rappaport, 1981; 1985, as cited in
Zimmerman, 1990 b). Moreover, research on individual effects of participation and
involvement in community organizations has suggested that such participation enhances
individuals’ perceived control and réduces the feeling of alienation (Levens, 1968;
Zurcher, 1970; Langer &Rodin, 1976; Rosi, 1982; Kieffer, 1984, as cited in Zimmerman,
1990 b). As Zimmerman (1992) suggests, more research must be done on the
interactional component of PE, because it may be the link that bridges the gap between

the intrapersonal component and the behavioral component. In other words, skill
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development and understanding one’s context may be the bridge between the cognitive or

what goes on in peoples’ heads, and initiating constructive behaviour.
2.4.3 THE BEHAVIOURAL COMPONENT

The behavioural component of PE refers to actual actions that people take to ensure a
certain outcome (Zimmerman, 1992). Obviously, the behaviour will be different for each
context and desired goal. For adolescents it could be joining a sport team in their school;
for patients released from a psychiatric institution, it could be following up with mutual
help groups or securing employment (Zimmerman, 1995). The elements of the behavioral
component are: community involvement, organizational participation, and coping
behaviours (Zimmerman, 1995). As noted previously, empowerment is not only an
outcome, but also a process. Thus, involvement in community activities that are
participatory are part of the empowering process. Unfortunately, the situation is not
always so simple: people with skills and knowledge do not always get matched to work
in empowering institutions. In fact, it would be likely that individuals who were
empowered at the intrapersonal and interactional levels, and who worked in hierarchical
organizations, where little room existed for participatory decision-making, would feel
high levels of frustration. Thus, when professionals want to assist a certain person or
group to become empowered through an intervention, they must first ask themselves if

empowered individuals will be happy to function in the given settings.

One other aspect of behavioural empowerment is that participation in community
activities can give people a sense of belonging or a sense of community. Maton and
Rappaport have found that having a sense of community is associated with individual
empowerment (1984, as cited in Zimmerman, 1990 a).

244 PSYCHOLOGICAL EMPOWERMENT AND RELATED CONCEPTS

Other concepts that are closely related to PE are self-efficacy (Bandura, 1977), self-

esteem, competence, mental health, power (Zimmerman, 1995), and learned hopefulness
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(Zimmerman, 1990 b). Learned helplessness is the reciprocal construct of PE (Campbell
and Martinko, 1998). Zimmerman cautions that although these constructs at times seem

very similar to PE, they should not be confused with PE (Zimmerman, 1995).

Self-efficacy is only one part of the intrapersonal component of PE. Zimmerman and
Rappaport (1988) found that the combined variance of eleven different measures of
perceived control formed a single dimension that distinguished people with different
levels of involvement in community activities. The eleven measures included general
seif—efficacy, political efficacy, locus of control, and motivation to control. Thus, the
study concluded that self-efficacy was only one of the elements of the intrapersonal

component of PE.

Coopersmith refers to self-esteem as people’s “personal judgment of their own worth
(1967, as cited in Zimmerman, 1995, p.591). Self-esteem is generally thought of as a
personality trait, although some researchers have suggested it to be a domain-specific
trait (Harter, 1990, as cited in Zimmerman, 1995). Zimmerman points out that it is
possible for people with low self-esteem to be involved in community organizations and
activities, because they may have an illusion of incompetence, whereas in reality they
may be quite capable (1995). Whatever are the dynamics of self-esteem, Zimmerman
argues that unlike PE, this concept does not “include perceptions about one’s perceived
control, participatory behavior, critical awareness, or specific skills necessary to exert
control in a particular setting (1995, p. 591). Thus, self-esteem is not synonymous with

PE.

The construct of competence is another concept that must be distinguished from PE.
Zimmerman points out that although perceived competence is an element of the
intrapersonal component of PE, it does not usually address sociopolitical factors, such as
political awareness, causal agents or social change. Nor does it include organized action
to strive with others towards a desired goal (1995). Whereas in most cases competence is
associated with coping with environmental events, PE is connected to more proactive

behavior (Zimmerman, 1993).
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Mental health is defined either as “the absence of mental illness” or “the presence of
healthy behavior and cognition” (Zimmerman, 1995, p. 591). PE is associated with the
latter definition. Most people would probably think that PE is interchangeable with the
concept of mental health. But in reality, it is possible to have individuals with mental
illness striving for PE. They may do this by trying to gain a deeper understanding of their
illness, developing coping skills, understanding how the medical system operates to their
best advantage, and thus, gaining some degree of control over their lives (Zimmerman,
1995). Several studies have supported the fact that psychiatric patients feel an increased
level of empowerment by helping other patients (Rappaport, Reischl and Zimmerman,
1991, as cited in Zimmerman, 1995). Thus, PE is not, and cannot be defined as “mental
health”.

The relationship between power and empowerment is an interesting one. Zimmerman
(1995) suggests that individuals do not necessarily need to have power or authority to be
able to realize their objectives, and thus, feel psychologically empowered. He further
argues that power is suggestive of authority, whereas PE is associated with feelings of
control, having a critical awareness of one’s environment and being actively involved in
it. He further argues that real power or control may not be the desired goal for some
populations, rather, that they would benefit more from learning various skills or gaining
knowledge or taking part in decision making. Zimmerman (1995) cites several examples
of people with low social status affecting social policy, and thus, feeling empowered
(Checkoway & Doyle, 1980; Fish, 1973; O’Sullivan, Waugh, &Espeland, 1984; Piven &
Claoward, 1977). But in most of these cases, even though people did not ascend the
social or political ladder to make a contribution, the institutions that they approached
were open to change. In essence, the institutions were willing to “share” power by
inviting comments from the public, or including others in the decision making process.
Thus, it is not accurate to say that empowerment does not neg;essari}y need the sharing of
power. There is no doubt that those same individuals would have felt very frustrated had

their ideas or comments not been noted.
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One other concept that is closely linked to PE is the concept of “Learned Hopefulness”
(Zimmerman, 1990 b). Learned Hopefulness is defined as “the process of learning and
utilizing problem-solving skills and the achievement of perceived or actual control” (p.
72). 1t is suggested that learned hopeful ne\ss is a process whereby people learn skills and
coping mechanisms, which in turn would develop a sense of PE. Perceived control is the
main variable associated with this theory (Zimmerman, 1990 b). When people can expect
meaningful future events to be controllable, characteristics of learned hopefulness appear.
These include an increased sense of PE, proactive behavior, and reduced alienation
(Zimmerman, 1990 b). On the other hand, if individuals feel that they are unable to
control meaningful future events, characteristics of learned helplessness become evident.

They are withdrawal, alienation, and depression (Zimmerman, 1990 b).

It has been suggested by Campbell and Martinko (1998) that learned helplessness is a
reciprocal construct of PE. Thus they exist on different ends of the same continuum.
Learned helplessness is defined as * a debilitating cognitive state in which individuals
often possess the requisite skills and abilities to perform their jobs, but exhibit sub
optimal performance because they attribute prior failures to causes which they cannot
change, even though success is possible in the current environment (Martinko and
Gardner, 1982, as cited in Campbell and Martinko, 1988). However, not all people
respond to uncontrollable events the same way. It was found that individuals’ cognitive
styles were the main factor in determining how people interpreted events. In the face of
uncontrollable events, action-o;‘iented individuals increased their efforts to control, while
more dependent individuals decreased their efforts (Brunstein and Olbrich, 1985, as cited
in Zimmerman, 1990 b). Again, learned helplessness is a concept that is closely
associated with perceived control. It is interesting to note that Zimmerman and Rappaport
(1988) found that different types of perceived control existed in citizens who were
actively involved in voluntary organizations and community activities. However, all the
measures pointed to one characteristic of perceived control, which was effective

leadership. They also found that it correlated negatively with the concept of alienation.
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There is no doubt that all the above mentioned concepts are closely related to PE, but
exactly how they coexist with each other, and what effects they have will become more

- apparent as research in the arena of PE becomes more advanced.

2.5 EMPOWERMENT AT THE COMMUNITY AND
ORGANIZATIONAL LEVELS

Over the years research in the social sciences has increased its focus on how people come
together to address common issues of concern and to improve the quality of life in the
community. A community can take many shapes: it can be represented as a physical
place, as relationships between people, or as collective political power (Gusfield, 1975;
Heller, 1989; Suttles, 1972, as cited in Chavis & Wandersman, 1990). The process by
which communities make changes in their environments also takes on various forms:
community development, or community building, or community organization (Chavis &
Wandersman, 1990). There are a variety of issues from all spectrums of life that are
addressed through community organizations. For example, they are addressed in
churches, self-help groups, neighboufhood organizations, unions, professional
associations, and political parties, just to mention a few. Each group, of course has its
own mission and goals, but many of them operate in similar ways or face similar

challenges.

It is important to note that communities or groups or organizations are made up of people
and relationships, and do not function in a vacuum. Therefore, empowerment at the
community or organizational levels depends greatly on whether individual members are
empowered or not. It was found that a stron g link exists between individual
empowerment and empowerment at the collective level, such as an organization or a
community or a group (McMillan, Florin, Stevenson, Kerman & Mitchell, 1995). On the
one hand, when examining the dynamics of community and organizational
empowerment, the “individual’s” interaction with the environment should never be
minimized; and on the other hand, it should be remembered that organizational and

community empowerment “are not simply a collection of empowered individuals”
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(Perkins & Zimmerman, 1995, p.571). It is the “interaction” between the individual and

the system that leads to empowerment or lack of it.

Community empowerment is defined broadly as “the process of gaining influence over
conditions that matter to people who share neighbourhoods, workplaces, experiences, or
concerns” (Fawcett, Paine-Andrews, Francisco, Schultz, Richter, Lewis, Williams,
Harris, Berkley, Fisher & Lopez, 1995, p.679). It is important to note here that people
may come together to address certain concerns, but that does not necessarily lead to the
formation of an organization. An organization is formed if the community or group
ensure that the cause lives on, that it gains momentum and becomes more powerful over
time, that others join in and funding becomes available, and that initiative is taken,
usuél}y by leaders, to set up a system to manage the affairs of the cause (Gutierrez &
Linnea, 1995). Speer and Hughey (1995) have a different opinion about community
empowerment. They argue that social empowerment can only be achieved through
organizations, which in turn, are built upon the strength of the relationships between jts
members. Relationships develop as individuals interact with each other in a “cycle” of

assessment, research, action, and reflection.

In whatever way organizations are created it is possible to distinguish between
“empowering” and “empowered” organizations (McMillan et al., 1995). Empowering
organizations have certain characteristics or elements in the way they operate that they
manage to empower their members. These characteristics will shortly be examined in
depth, but consist of such things as coalition climate, decision-making processes, and
communication patterns (McMillan et al., 1995). Empowered organizations, on the other
hand, refer to organizations that are viable, that manage to influence and make changes in
areas of concern, and that are able to mobilize and access resources for such purposes
(McMillan et al., 1995). Some researchers have argued that it is possible to have
empowered organizations without them necessarily being empowering to their members
(Zimmerman, 1995, as cited in McMillan et al., 1995), but McMillan and his colleagues
found empirical support for the contrary. They found that “the extent to which a task

force was empowering of its members was related to the task force later being
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organizationally empowered” , specifically if the “organizational climate was more
focused, inclusive, and satisfactory” (p. 720). In essence, by nurturing members, those
same members created organizational capacity. Along the same line, several other studies
have found that participatory decision-making and task focus were elements that
promoted involvement and time and service given to voluntary organizations (Milburn &

Barbarin, 1987; Prestby & Wandersman, 1985, as cited in McMillan et al., 1995).

The fundamental question is to distinguish between an organization that in objective
reality practices principles of empowerment, and the “perceptions” that members have of
the organization, which will be based upon their own “‘subjective” interpretation of the
organization (Spreitzer, 1995). Bandura suggests that people are affected by their own
perceptions of an environment (1989); and Thomas and Velthouse (1990) reiterate this
point by arguing that individuals make interpretations of observable organizational
conditions, which may not be in accordance with objective reality (as cited in Spreitzer,
1995). For example, Lawrence and Lorsch found that individuals within the same
environment viewed their work environment differently (1967, as cited in Spreitzer,
1995). Thus, it becomes imperative to try to gain an understanding of how individuals
within a community or organizational seiting perceive, interpret, and internalize their

objective reality. -

2.5.1 COMPONENTS OF COMMUNITY AND ORGANIZATIONAL
EMPOWERMENT

Probably the major component of organizational and community empowerment is that of
participation. This component has been the focus of much research over the past decade
(Prestby, Wandersman, Florin, Rich, Chavis, 1990; Zimmerman & Rappaport, 1988;
McMillan et al., 1995). The general finding is that individuals who participate in
community or organizational activities, have a higher level of empowerment.
Zimmerman and Rappaport (1988) discovered that across a variety of organizations,
members with a greater degree of participation had higher scores of personal and political

efficacy. It must be noted that the findings have all been correlational in nature and not
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causal. Maton and Salem (1995) found that in all of the three empowering organizations
being examined, members achieved their personal goals in the context of interactions
with others, of active participation in the organization, and consequently, of gaining a
sense of control over their lives. In essence, participatory behavior was the very axis of
the framework developed. McMillan et al. (1995) define organizational participation as
“the amount of time an individual devotes to the organization, the different roles that an
individual plays for the organization, and the proximate benefits and costs expected” (p.
705). In a study McMillan and his colleagues examined several variables important for
Psychological Empowerment. They found that above and beyond any of the variables, the
strongest relationship to Psychological Empowerment was that of participation (1995).
They mention that “achieving * and “doing” are the important elements, and that it is

unlikely that members feel empowered by being a “bystander”.

Prestby et al. (1990) expanded on the concept of participation, and tried to find out what
made people participate in community organizations, and what made them avoid it. Using
social exchange and political economy theory as guiding principles, Prestby et al. argued
that individuals will participate if the benefits are greater than the costs of participation;
and if the benefits are varied, and thus, more valuable (1990). Examples of participation
costs could be people’s time, money, effort, absence from family members, interpersonal
conflict, lack of social support, lack of organizational progress, and disagreement with
organizational goals or activities, to mention a few. Benefits range from satisfactory
relationships to skill development, ego gratification and enjoyment of leadership. Varied
benefits refers to “selective” or “private” rewards, which benefit only those who have
participated, as opposed to a blanket approach, in which everyone receives the same
benefits or recognition regardless of the level of participation. For this study, three types
of benefits were examined: material benefits, which refers to tangible rewards; solitary
benefits, which refers to social interactions, group identification, and recognition; and
purposive benefits, which were derived from doing one’s sense of duty, bettering the
community, and fulfilling a sense of responsibility (Prestby et al., 1990). Research
suggests that most active participants in voluntary organizations are motivated by

purposive benefits, and to a lesser extent, by solitary benefits (Rich, 1980; Silloway &
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McPherson, 1986; Yates, 1973, as cited in Prestby et al., 1990). The study showed that
“higher levels of participation in block associations were significantly related to higher

benefits and lower costs.

Effective leadership played an important role in encouraging members to become active
participants in these voluntary community organizations. If the leaders had an “incentive
and cost management” approach, it was likely that they could promote participatory
behavior from members, which ultimately pfomoted individual empowerment (Prestby et
al., 1990). This type of leadership required an assessment of the needs of the members in
the organization, and subsequently, a tailored approach to the needs of each member. For
example, if it was found that lack of childcare facilities was a major cost to mothers in the
organization, then organizational leaders would try to address that particular need. It was
also found that leaders could, through incentive and cost management efforts promote
organizational viability, whereby members’ commitment and satisfaction, and

organizational productivity and cohesiveness were influenced (Prestby et al., 1990).

Leadership is another important component of organizational and community
empowerment. Not only are leaders usually responsible for programme development and
administrative support in organizations, they are, most importantly, responsible for
initiating vision, and keeping that vision ever fresh in members’ minds (Gutierrez &
GlenMay, 1995). One of the characteristics that Maton and Salem (1995) found to be
empowering to three diverse settings was leadership that was inspirational. By this is
meant that leaders conveyed a clear vision to, and set an example for organizational
members. Moreover, effective leaders had to be organizationally and interpersonally
talented, which in essence meant that they could easily engage with diverse people and

~ had the knowledge and wisdom of facilitating change in the organization. Maton and
Salem (1995) also found that leadership that was shared and committed to the institution
and the setting, was also effective. Thus, responsibility for leadership was not resting
solely with one person, but was open to expansion. Committed leaders encouraged
organizational members’ participation and welcomed their ideas in the decision making

process.
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Related to its leadership is culture within an organization. Culture is defined as “ the
values and beliefs that produce cognitions and norms of behavior in organizations”
(Smircich, 1983, as cited in Spreitzer, 1995, p. 609). In essence, the culture of the
organization defines what is important and what should be given attention or cared about
(Spreitzer, 1995). Evered and Selman (1989, as cited in Spreitzer, 1995, p.609) define
empowering cultures to ““ value the acknowledgment, creation, and liberation of
employees” whereas disempowering cultures “value control, order, and predictability”.
An empowering organizational culture views organizational members as assets of
creativity, and as key to organizational success. Spreitzer (1995) found that in the work
environment employees were more empowered if they felt knowledgeable about the
organization and its environment, which created a sense of ownership. Moreover, a
participative culture helped employees to feel that they were important assets to the
organization, and that they truly made a difference. Other researchers have found similar

findings.

Maton and Salem (1995) discovered that one of the empowering characteristics in their
study, which was present in different empowering contexts, was the culture or value of
the organization. The organizations were empowering if they inspired growth by
indicating salient goals and ensuring the presence of clear means to achieve those goals.
Moreover, members were not only viewed as having the capability to achieve the
organization’s goals, but to be valuable resources to the organization. Lastly, the
empowering culture of the organizations encouraged members to look beyond
themselves, and to feel loyalty to a wider group, outside the organization. Gutierrez and
GlenMay (1995) argue that “ in an empowerment -based approach, awareness of the
power imbalance must be followed by movement toward partnership” (p.10). Other
research has found that two factors promoted participation in organizations, which in turn
promoted empowerment: one was if the organization was perceived by members to be
task-focused; and the other, was if it was perceived to include members in discussions
and decisions (McMillan et al., 1995), Thus, a culture of power sharing in the form of

participatory decision-making is important to organizational empowerment. Moreover, in
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their study McMillan and colleagues found that organizational climate was the strongest

variable associated with empowerment of members and the organization itself (1995).

Perkins (1995) describes two forms of organizational empowerment that are directly
related to its culturé: that of Organizational Development, and Participatory Workplace
Democracy. Organizational Development (OD) is a strategy by which the process of
change is facilitated within people, organizations, and in technology (Perkins, 1995).
Change within people refers to styles of communication, skill development or values. At
the organizational level, change could refer to roles, decisjon-making processes, and
work relationships, just to mention a few. OD facilitates the diagnosis of change at the
interpersonal, group, and intergroup levels with regards to organizational planning,
communication, and decision-making (Friedlander & Brown, 1974, as cited in Perkins,
1995). Amongst many other things, OD theories have touched on organizational climate
or culture, which can have a direct effect on workers’ moral, job satisfaction, and
ownership of the work. Although OD is not directly linked to empowerment, the issues
that it addresses are very relevant to empowerment. For example, it was found that
perceptions of community members of their organizational climate played a significant
role in deciding whether to become active participants in the community organization or
not (Pretsby et al. 1990). The strong link between participation and empowerment has
already been touched on. Another example is that OD encourages respect for oneself and
for one’s co-workers. Prestby et al. (1990} points out that tension in interpersonal

relationships is seen as a “‘cost”, and thus, a hindrance to members’ participation.

Participatory Workplace Democracy (PWD) recognizes the value of power sharing and
participation by members of the organization. Thus, the culture of the organization is
sensitive to unnecessary hierarchies and needless layers of supervision; to the need for
team building and participatory decision-making (Perkins, 1995). Moreover, PWD is
cognizant of the importance for members to feel ownership for what they do, and thus,
take responsibility for their work; to have the opportunity to learn new skills on the job,
to have variety, to feel challenged, and to be able to look to the future with new

prospective (Perkins, 1995). These strategies help members to feel satisfied and useful,
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and to feel a sense of control over what they do, which in turn is closely linked to
empowerment. Closely linked to organizational culture and empowerment are what
Spreitzer (1995) termed as social structural characteristics that would either enhance or

hinder an empowering context.

Spreitzer posed a framework of intrapersonal empowerment' in the workplace that
examined the relationship of social structural context with behavioral outcomes of
innovativeness and effectiveness (1995). She argued that role ambiguity could act as a
hindrance to an empowered context. Role ambiguity occurs when individuals are unsure
of their authoritative and decision-making boundaries within an organization; when they
do not understand how the goals of their unit fits in with the larger picture; and when they
are unsure of other peoples’ expectation of them in the organization. It was found that
elements of role ambiguity could make individuals hesitate to act and to take forward
their work (Sawyer, 1992, as cited in Spreitzer, 1995). It is the responsibility of managers
and leaders to communicate clear visions, goals and boundaries to overcome this

challenge.

Spreitzer also found that access to strategic information and resources could play an
effective role in context empowerment (1995). Resources such as funds, materials, space,
and time can increase individuals’ sense of control over their environment and can create
a feeling of empowerment (Zimmerman, 1995, as cited in Spreitzer, 1995). Moreover,
access to such resources allows individuals to take initiative in their sphere of work
(Hoffman, 1978; Kieffer, 1984, as cited in Spreitzer, 1995). Access to strategic
information could include information about workflow, productivity, competition, and
top management strategies about the direction for the future of the organization (Lawler,

1992, as cited in Spreitzer, 1995).

In essence, empowerment in the workplace context calls for more transparency of
information, specifically information that is usually available only to certain individuals
in high-ranking positions. Spreitzer (1995) also identifies sociopolitical support as being

a key factor in workplace empowerment. This refers to “endorsement, approval, and
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legitimacy from various organizational constituencies” especially from “organizational
political networks” (p.608). It is the “interdependence” within the network that creates a
feeling of personal power, and conversely, it is the lack of interdependence that can lead
to feelings of powerlessness and alienation (Crozier, 1964, as cited in Spreitzer, 1995).
An organization’s culture can also affect the sense of community and commitment that

members may have towards the organization.

McMillan and his colleagues (1995) argue that individual levels of commitment and
identification with the organization are directly linked to perceptions of relationships
amongst members, leadership, and the organization’s efficiency. Thus, organizational
perceptions is again linked to participatory behavior, which plays an important role in
empowerment (Florin & Wandersman, 1984; Kieffer, 1984; Gruber & Trickett, 1987;
Riger, 1984; Serrano-Garcia, 1984; Swift & Levin, 1987; Wallerstein, 1992;
Zimmerman, 1990, 1995, Zimmerman et al. , 1992, as cited in McMillan et al,, 1995),
McMillan and Chavis (1986, as cited in Cahvis & Wandersman, 1990) point out that a
sense of community can be developed through a process, which “stimulates opportunities
for membership, influence, mutual needs to be met, and emotional ties and support”
(p-56). An important element in feeling a sense of community is the interaction
individuals have with their co-members. It is the face-to face contacts, and the shared
emotional connections that mainly create a sense of belonging. Maton and Salem (1995)
also found that having a sense of community was important for empowerment acrdss
diverse settings. A psychological sense of community was achieved when members gave
"to and received support from their peers, and when members shared common goals, and
when there was an emphasis on group solidarity. Once again, research has found a
“strong association” between Psychological Empowerment and individuals’ perceptions
of belonging, identifying, and committing to a group that is inclusive and focused on the

importance of group effort (McMillan et al., 1995).
There are elements other than a sense of community, an encouraging organizational

culture, and inspiring leadership, that can act as an incentive for participation in

community organizations, and make way for empowerment. Development of skills has
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been identified by Zimmerman (1995) as an important factor of the interactional
component of Psychological Empowerment. Specifically skills such as decision-making,
problem solving, and leadership play a major role in empowerment. McMillan and
colleagues (1995) reiterated the importance of knowledge and skill development for
Psychological Empowerment by including this as one of the five constructs in their
framework of empowerment in their study. They defined it as “the degree to which
individuals feel that participation in the group or organization has served to increase their
own knowledge and skills” (p.702). Maton and Salem (1995) found similar results in
their study. Organizations were empowering to their members when they provided
meaningful opportunities and roles that assisted members to grow, to develop and to
participate. Through such skill-building mechanisms, members were able to achieve their
own personal goals. Guiterrez and GlenMay (1995) interviewed administrators and
workers from six different human service organizations which were engaged in
empowerment practise, and found that staff development was one of the key factors in
maintaining and facilitating an empowerment approach. Staff development included
advanced training, in-service training, educational opportunities and conferences, being
encouraged to participate in development of specific skills that would match individuals’
interests, and being rewarded for pursuing self-defined learning goals. Thus, on the one
hand, development of skills can act as incentive to active participation in community
organizations, and hence, to empowerment; and on the other hand, it can empower

individuals to interact with competence and efficacy with their environment.

2.5.2  BARRIERS TO COMMUNITY AND ORGANIZATIONAL
EMPOWERMENT

Most of the literature on empowerment has focused on frameworks, components and
factors that can enhance empowerment at the individual, community or organizational
levels. Few have examined the challenges or barriers to empowerment, especially at the
community or organizational levels. Gutierrez and Linnea (1995) identified some barriers
to empowerment in their study. The first, was funding challenges. Many voluntary

community organizations depend on outside funding for their work. The difficulty
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emerges when those who provide the funding have a traditional approach to dealing with
the problem. In such cases, funders do not appreciate the necessity of approaching
challenges in an empowering way, which is usually time consuming. Moreover, it is very
difficult to measure progress, especially incremental ones over time. Significant change,
at the individual level is a process that is organié, which means that it has its own time
reference and stages of progress. Yet, it is the positive and tangible results that need to be

seen if financial support is to be continued.

Secondly, the social environment can be a challenge to empowerment (Guiterrez &
Linnea, 1995} if the politics and the philosophies of empowering human service agencies
or organizations clash with the more traditional services. Thus, lack of support and
networking can hamper empowerment efforts. Competition between similar agencies can
have similar effects, especially if funders expect to see collaboration and cooperation
between such organizations. Competition within the community can also impede
organizational empowerment, as volunteers have limited time and resources to distribute
amongst the various organizations.

N\
Another barrier to organizational and community empowerment is that of “old ways” of
leadership (Belasco and Stayer, 1994). Paternal leadership exercises power by deciding
on the vision and goals for the organization, and consequently, imposing such vision on
workers. The style of paternal leadership is controlling and the way leaders interact with
workers is based on the assumption that workers are untrustworthy and uneducated. It
responds very slowly to change within and outside the setting, and concentrates its efforts
on the present and not the future. It tries to rescue workers and situations from problems
in the setting, and attempts to have the correct answers, rather than ask the right questions
(Balesco & Stayer, 1994). Such behavior from organizational leaders robs members of
the opportunity to grow, to develop skills, to feel responsible for their own work and to
be creative in their approach to their work. In many ways, it creates an organizational

climate that stifles any traces of empowerment.
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Speer and Hughey (1995) point out that those who are in positions of social power, have
the means to identify challenges or issues that need to be addressed with regard to
organizational empowerment. But by the same token, they also have the power and
ability to disguise issues or to steal attention away from worthwhile concerns, especially,
if addressing such issues may jeopardize their own positions of power. This is one of the

reasons for hesitancy in transparency in organizations by people who hold power.

2.6 DEFINITION AND FRAMEWORK USED FOR THIS STUDY

The issues to be examined in this study are varied and complex. It is for this reason that a
constructivist paradigm is used. Such an approach takes into account that knowledge is
grounded in history and context, and that context can change over time and across
settings (Gergen, 1985, Hare- Mustin & Marecek, 1988, as cited in Foster Fishman et al.,
1998). The emphasis of the constructivist approach is that individual experiences are
merged in personal histories that are the result of particular contexts. Thus, individuals
are seen as experts on their own lives. This approach is sensitive to empowerment’s
dynamics, which emphasizes people, time, and context specificity, and has therefore been
chosen for this reason. It is hoped that through the use of this paradigm a deeper
understanding will emerge of the degree to which UCT has been successfully

empowering its black students.

The framework used for this study is based on the 1995 research conducted by Maton and
Salem (See Appendix 1). Their framework is embedded in the ideology that
empowerment is a process which enables individuals to achieve their goals through
participatory behavior. The purpose of their study was to identify key organizational
characteristics that would be empowering in community settings. To achieve this goal,
they examined three different contexts: a religious fellowship, a mutual help organization
for persons with severe mental illness, and an educational programme for African
American students. Their analysis showed that four key empowering characteristics

existed amongst all three contexts. They are: “ (a) a belief system that inspires growth, is
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strength-based, and is focused beyond the self; (b) an opportunity role structure that is
pervasive, highly accessible, and multifunctional; (c) a support system that is
encompassing, peer-based, and provides a sense of community; and (d) leadership that is
inspiring, talented, shared, and committed to both setting and members” (Maton &

Salen, 1995, p. 631).

The belief system refers to the system’s ideology, values or culture. The system must
understand the views of its members, and be cognizant of their needs, challenges and
potentials in the setting in which they aspire to achieve their goals. Belief system is
synonymous with an organization’s culture, in which values and opportunities are put in
place to motivate, guide, and sustain the efforts of members. If a culture is inspiring of
growth, then it will clearly define goals and ways of achieving those goals. If it is
strength-based, it will view its members as assets, capable of achieving those goals. If the
organizational culture encourages members to look beyond themselves, it inspires them

to broaden their boundaries and to be all embracing of others.

The role structure in the framework refers to the availability of roles that “provide
meaningful opportunities for individuals to develop, grow, and participate” (p.643).
Rappaport (1981, as cited in Maton & Salem, 1995) found that participatory behavior has
two aspects: that of the recipient and the provider. In the recipient roles individuals are
given the opportunity to develop competencies; and in the provider role they enhance
their sense of self-efficacy by using their skills to help others, and contributing to the
organizational goals. In Maton and Salem’s model (1995), pervasive roles refer to the
large and varied number of roles available to members at different organizational levels.
Highly accessible roles are those that require different levels of responsibility, self-
confidence, and skills. As members develop these characteristics, they are encouraged to
take on new roles that would be of interest to them. Lastly, multifunctional roles refer to
structures that provide the opportunities for members to develop and learn skills, utilize

these skills, and exercise some responsibility.
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The third empowering characteristic of Maton and Salem’s model is that of the support
system (1995). This refers to resources within a setting that “contribute to individuals’
quality of life and to their ability to deal with stressful life situations™ (p.646). An
empowering support system can work in two ways: to help members who are not in
positions of power to cope \yith their stressful and challenging situations; and to help
members to gain control over their lives so that they can accomplish the goals they have
set for themselves. An encompassing support system refers to the variety and diversity of
support. Many of these support systems should be peer-based, because peers can relate
and identify with each other and each other’s challenges better. Lastly, the support
system should go beyond just providing support. It should create a sense of community

and belonging for members.

The final empowering characteristic of Maton and Salem’s model (1995) is that of
leadership. Leaders are usually those who have responsibility for a setting or
organization. They can affect the setting in two ways: by directly being in contact with
members; and by creating an encouraging and empowering culture, through motivation of
key individuals in the setting. Leaders are inspirational when they have a clear vision of
the goals before them, and they communicate this vision to others in an inspiring way.
Moreover, they are able to inspire and motivate others, and are viewed by members as
role models who have achieved important goals, and share significant life experiences
with.other members. Talented leaders can work well with others, and at the same time
manage the changes within the organization by mobilizing resources, maintaining the
stability of the setting, and responding effectively to external threats. Shared leadership
means that the responsibility of leadership is not on the shoulders of one person, but
rather, that it is shared, especially as new leaders emerge. Lastly, committed leaders are
those who are committed to the setting and to the growth of the members. They
encourage participatory behavior, and do not feel threatened by members’ involvement in

the decision-making process.

Maton and Salem’s definition of empowerment as “the active, participatory process of

gaining resources or competéncies needed to increase control over one’s life and
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accomplish important life goals” is particularly relevant to the study (1995). One of the
important goals of students is to be academically successful, and when graduating, to
have learned all the needed skills and knowledge for the arena of work. Using the above
mentioned definition and framework of empowerment, this study attempts to examine the’
degree to which black students are empowered at a tertiary institution, namely, UCT.
Thus, the study focuses on the perceptions of black students with regards to the
institution’s culture and values, its system of leadership, its support systems, -and also its
role structure. Although empowerment is a process, it produces certain byproducts and
outcomes. In this study, the measured outcome of empowerment for black students at
UCT is academic success. It is beyond the scope of this study to examine the individual
or psychological factors (such as motivation, a sense of self-efficacy and competence)
and their interaction with the present setting. It is hoped that the study will provide a
deeper understanding of the challenges that these students face, and the degree to which
the present institutional system is being effective and empowering in assisting them to

achieve academic success.
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CHAPTER THREE: METHODOLOGY

3.1 RESEARCH DESIGN

3.1.1 QUALITATIVE AND QUANTITATIVE APPROACHES

A multi-method approach was used for the research. The primary approach was
qualitative, and the secondary approach was quantitative. The qualitative method used
was that of semi-structured interviews, which dealt with topics such as students’
perceptions, experiences, and the factors that contributed to their challenges and
academic success at the institution. The quantitative methodology consisted of a
questionnaire, which included topics such as helpful resources at the university, the level
of stress pertaining to various university activities, and the students' perceptions of the ‘
university and its staff. The interview protocol and questionnaire used are to be found in

Appendix 3.

The main aim of the study was to gain a deeper understanding of the degree to which the
institution was empowering black students to achieve academic success. This information
could assist this institution to provide support better suited to the needs of these students.
For any kind of support or intervention to be useful, the needs of the group in question
first have to be assessed. As previously mentioned, other research in this area had been
quantitative in nature (Hall et al., 1995). Although the data from the quantitative étudy
was useful, it did not provide an in-depth understanding of the issues and possible
patterns and connections involved in this area. Aas(}yl_i]gs_and Hubf:rman (1994) point out,
qualitative approaches to research are the most appropriate mgth(;c“ls used when studying
people in their natural settings, and finding out about real life events. Moreover, such an
approach must be used when trying to understand the meaning of a situation, or
discovering latent and subtle issues. The qualitative approach also takes into account the

context of the case, which gives meaning to the information collected (Silverman, 1993).
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No individual lives in a vacuum; people are embedded in context. In this study, students’
experiences were investigated with the view that besides academic experiences, students
also have experiences that are social, that include friends, family, residential life, and so
on. All these experiences affect the individual and influence academic performance.
Therefore, it was imperative to use a method that would be sensitive to this need and

thus, the use of a qualitative approach as the primary method for this study.

Semi-structured interviews were used because they allowed the researcher to probe areas
of concern, which may have been of a sensitive nature. Although an interview protocol
was available, there was room for flexibility in the way the questions were phrased and
the order in which they were asked, to accommodate the emotional needs of participants

with regards to sensitive issues.

There were several reasons for making use of the quantitative approach. Firstly, it helped
to create an understanding of the context in which the students were functioning, which is
very important. It provided information regarding the resources that students found
valuable at the institution, the types of stress that they experienced while pursuing their
degrees, and their perceptions of the institution and its staff. Secondly, the results of the
questionnaires acted as a compass, and assisted interviewers to probe in the right
direction during the interviews. In essence, the questionnaire prepared the path for the

main research method, which was qualitative in-depth interviews.

It was also hoped that the results of the questionnaire would provide triangulation for the
main research method. Triangulation refers to a technique in which a construct is
examined using two or more different methods. It has been compared to a system of
navigation, by which the correct position of a ship is determined by comparing its
position with two other navigation points (Huysamen, 1994). The value of triangulation is
that it assists in adding construct validity to the research, by giving some indication of
whether the measuring instruments used for a certain variable are actually measuring

what they are supposed to be measuring. It can be said that the more similar the results
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from the different methodology used for the same construct, the higher the level of

construct validity in the research.
3.1.2 BACKGROUND INTERVIEWS

At the formulation stage of the research, some time was spent on informally interviewing
people within the various university structures. The purpose was to gain a general
understanding of the way the university functioned, the type of structures and systems it
had, and how these structures were created; and lastly, what the perceptions were of the
black students. The registrar at the university was approached to understand the vision of
the university for its students, and how, and by whom such a vision had been created. A
psy‘chologist at Student Health was approached to get a better understanding of the issues
and challenges that many students seemed to be dealing with, especially black students.
An officer at the Transformation Forum was interviewed about the programs and systerﬁs
of support which were being put in place at the institution to especially help students
from academically disadvantaged backgrounds. A staff member from the Student
Services Centre was approached to gain an understanding of the type of non-academic
support systems available to students at the institution, and the main challenges that she
felt black students were faced with. A warden of a residence was interviewed about the -
structures within the residences and the way they are run, and possible challenges that
black students could be facing. The coordinator of the Academic Development Program
(ADP) for the Bachelor of Commerce degree was also approached to gain a deeper
understanding of the way the ADP functioned, its successes and challenges, and the
difficulties facing black students. Finally, the Dean of the Centre for Higher Education
and Development, a faculty responsible for ADPs, was interviewed twiée about the

academic and non-academic challenges facing black students.
The information gained from these interviews later helped to choose the methodology,

and later on, to formulate some of the questions in the interviews and the questionnaires.

It also assisted in shedding light on the context in which students were functioning.
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3.1.3 QUESTIONNAIRES AND INTERVIEW QUESTIONS

The framework of empowerment characteristics used for this study was that of the one
developed by Maton and Salem (1995). Dr. Maton was contacted and permission was
obtained to use and to also adapt the questionnaire and interview questions used for their
study. Maton and Salem’s questions were both general and specific. They assessed the
level of empowerment of a black American support programme , called the ’Meyhoff
Programme, at a predominantly white university in the United States. The specific
questions 'rélatcd to the Meyhoff Prbgramme were replaced with specific questions about

UCT, and questions that related to black students in the South African context.

The questions were reviewed by the researcher and the supervisor to ensure that they
were not too long, that their meaning was clear, and that they were not difficult to read. It
was also ensured that that there were no double-barrelled questions, which refers to two
different issues being examined through the use of only one question (DeVellis, 1991).
The Likert Scale was used to assess students' opinions and attitudes in the questionnaires.
As DeVellis points out, the Likert Scale is the optimum type of scale used when trying to
measure people’s opinions and beliefs (1991). The interviews started with general
questions in order to make students feel comfortable, and they ended with questions that

generally summarized the interview.

3.1.4 INTERVIEWERS

The study aimed to provide a deep understanding of complex issues in the lives of black
students at the institution. To achieve this purpose it was felt that it would be important to
be sensitive to the gender and culture of those being interviewed. It was felt that black
males may not feel all that comfortable to share their personal experiences with a white
female researcher, especially if the experiences that they would want to share required
empathy with regard to issues of being male and being black. Indeed, Huysamen (1994)
cautions researchers to be mindful of the South African context. He argues that black

research participants may give false information to white researchers should they feel a
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lack of trust in the relationship, due to the years of segregation and difficulties. T herefore,
two black male postgraduate students were trained by the researcher to assist with the
interviews. The purpose of the study, and the issues surrounding the research were shared
with them in detail. They were also trained in the rules of good interviewing, of how to
be sensitive to the participants’ needs, of how to probe and what to probe for. The
researcher closely monitored the process and directly supervised a number of the

interviews,
3.1.5 ETHICAL CONSIDERATIONS

The Ethics Council of the university reviewed the research topic and methodology, and
permission was granted to carry out the research. All students were approached to
participate in the study on a voluntary basis, and were given the understanding that their
answers would remain confidential. Moreover, during the interviews, the students were
not pressed to share any experiences which they wished to keep to themselves. Their
boundaries were respected. The study posed no harm to the students, and tried to be

sensitive to their background and culture.

32 DATA COLLECTION

3.2.1 THE SAMPLE

This study focuses on a finite sample, namely black male students at this institution.
Several reasons existed for choosing such a focused sample. Firstly, one of the most
significant findings of the pilot research conducted at this institution was that it was
predominantly black male students who felt the greatest frustration and alienation at the
institution, and who were doing poorly academically (Hall et al., 1995) Therefore, there
was a natural, pre-determined grouping from which to draw a sample. Secondly, only
male students were invited to participate in this study because the researcher wished to
avoid gender issues compounding the research. It is possible that black female students

may have different perceptions from black male students of the institution’s leadership,
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support systems, role structures, and belief systems. Thus, the institution’s empowering
interventions may have affected them in different ways. The focus on male students
enables the research to examine the issue of empowerment solely from a racial
perspective, free from other issues that could affect the results of the study. It should
however be noted that the results from such a focused sample are restrictive, and may not

necessarily be generalizable or applicable to female black students at the institution.

It was decided that it would be useful to examine the experience of students who would
already have had two years in the ADP and six months in the mainstream program to
observe the adjustments that the students may have had to make during this transition.
Moreover, by their third year of study, students would have had the opportunity to
investigate and make use of the various resources available to them at the institution. This
was more appropriate than sampling first year students, as they would possibly still be
adjusting to university life and not had exposure to the support system available. There
were twenty two black male students in the ADP Bachelor of commerce degree. Their
| addresses were obtained from the faculty of Commerce and they were written a letter, in
which the purpose of the research, and the way the research would be conducted was

_ explained to them. Sixteen students agreed to participate.
3.2.2 THE COLLECTION OF DATA

Appointments were made ahead of time with the participants. A quiet room at the
uni\;'ersity was ﬁsed to conduct the research. The purpose of the study was explained to
the participants, along with the potential value of the information in facilitating
empowerment strategies. The participants were assured of confidentiality. Thereafter the
questionnaire was administered with interviewers available to clear up any ambiguity
regarding any questions. After the completion of the questionnaire, some time was taken
to ensure that all questions had been completed, and note was made of various answers
that could be probed during the in-depth interviews. Then the interviews took place,

which were recorded on audiotapes, and later transcribed.

47



33 DATA ANALYSIS

3.3.1 ANALYSIS OF THE INTERVIEWS

A thematic analysis was done of the transcriptions of the interviews. Colour and number
coding was used to achieve the purpose. The framework of empowering characteristics
by Maton and Salem (1995) was used to code the material. In addition to this, other
themes that seemed to be emerging were also noted and bound into various groups. Thus,
the end result of the thematic analysis yielded two sets of data: data in relation to Maton
and Salem's (1995) framework; and other emerging themes, which were mainly related to
specifics of the institution in which the research was carried out, and issues related to the

South African context.
3.3.2 ANALYSIS OF THE QUESTIONNAIRES

Most of the questions were quantitatively analyzed, by being coded and then charted on a
spreadsheet. Frequency tables were generated and the mean of each question was
formulated. Figures of significant results are presented in the body of this document. The
remaining data can be found in Appendix 2. Questions sixteen and seventeen in the first
section of the questionnaire which related to mentorship at the institution, were

thematically analyzed and the results are available in the results section of this document.
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CHAPTER FOUR: RESULTS

This chapter presents the results of both the thematic analysis of the in-depth interviews,
and the questionnaires. In the first part of the chapter the results will be presented in the
context of Maton and Salem’s framework (1995). The themes and sub-themes are briefly
explained before the results are presented. The latter part of the chapter deals with
emerging themes that are specific to the South African context or that of the institution in
question. These emerging themes did not fit into the framework of Maton and Salem

(1995), but added value to the research topic.
41 BIOGRAPHICAL INFORMATION

Out of the twenty-two students (hereafter referred to as participants) who were invited to
participate in this study, sixteen participated. This is a return rate of seventy three
percent. The mean age of the participants was 22 .4 years, and the age range was from
twenty to twenty seven years. All the listed participants lived in university residences. All
participants spoke a language other than English as their first language. Although as
much as eighty one percent of participants stated that their preferred language of
communication was English, this does not necessarily indicate that their level of mastery
of the English language was sufficient to meet their needs at a tertiary institution. All
participants were born in, and attended schools in rural areas. The majority of the parents
of these participants had had no educational training in a tertiary institution, which meant
that they could offer little guidance to their children with regard to academic material,
and successfully dealing with challenges at the university. The above information
supports the contention that participants had received a relatively disadvantaged

education.
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4.2 RESULTS IN THE CONTEXT OF THE FRAMEWORK

The following results were identified according to Maton and Salem's framework of -

organizational characteristics common to empowering community settings (1995),

4.2.1 GROUP-BASED BELIEF SYSTEM

The belief-system is related to the institution’s values and culture. It views the needs, the
challenges and the potential of its members, and provides structures and settings that
assist members to achieve the desired goals. Moreover, it provides members with
opportunities for growth, and motivates, guides and supports members change efforts. At
UCT, the members of the institution are its s_tudents, and its academic and administrative
staff. This study, however, is limited to examining only a section of the.institution’s

members: namely, the students.

INSPIRING GROWTH:
This refers to the culture or belief system of the institution, in which goals, and the means

by which those goals can be achieved are clearly defined.

The majority of the participants did not clearly know the goals or the mission of the
institution for its students. Most of them guessed that the aim of the university wasto
teach them knowledge and skills to enable them to find good jobs. Skills such as
leadership skills, time-management skills, computer literacy skills, and the skills of being
able to easily interact with people were valued for this end. Very few participants

reported academic excellence as one of the goals of UCT.

Some participants expressed the view that the culture of UCT lacked sensitivity to the
black student population, and was at times even racist. It was felt that more room needed
to be made for black African expression at UCT, and that diversity management and

integration could be improved. It must be noted that the perception was that there was a
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difference between the culture of UCT as a whole and its residences. The residences were

perceived to be more tolerant of black African expressions.

With regard to making available “clear means” by which students were enabled to
achieve the goals, participants were aware of some of the resources that the university
provided, but again, they were not very clear about all the resources available. However,
even though the participants were aware of some of the resources available to them, such

as the library, many of these resources were not used.

The majority of the participants also felt that the ADP had not really taught them the
skills they felt they needed to do academically well in the mainstream, and thus, had not
given them clear means by which to achieve their goals. Once they entered the
mainstream they were overwhelmed by the relatively heavy academic workload.
Participants suggested that the ADP needed to be more organized, and should make

students aware of the challenges of the mainstream programme awaiting them.

A number of participants also thought that there was a lack of guidance and services from
the university, specifically related to course counselling. They were confused about the
logical sequence of courses that needed to be taken for their degree, and the
consequences of taking the courses in a sporadic way. They felt that they needed
| guidance about the content of courses, and when to take the courses. The information in
the booklet from the faculty, and speaking to administrative staff was not enough to

satisfy their questions:

“I think the guidance as well...I don't know where to go to for instance- it's like
continuing my courses...I mean the questions that I have- I don’t know who to ask...right
now the second semester, I need really advice with my courses, because it's like stressful,
what to do now- I mean which courses to add, or something...Okay, I've got the
booklet...but there are other questions which I have, I mean they can't even answer on

that booklet. So that really was really stressful for me.”
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STRENGTH BASED:

This refers to the perception that the institution has of its members. “Strength-based”

indicates that it perceives them as having the capability to achieve the institution’s goals,

and also as being a valuable resource by helping others to succeed, and to maintain a high

reputation of the institution.

More than half the participants believed that the university staff and administrators had

the perception that the students were capable of doing well in their studies

(Figures 1 & 2).

The Teaching Staff believe that | have the capability to
succeed
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Figure 1: THE CAPACITY TO SUCCEED: TEACHING STAFF

The University Administrators believe that | have the
capability to succeed
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Figure 2: THE CAPACITY TO SUCCEED: ADMINISTRATIVE STAFF



However, some of the participants felt that it was the general perception at the university
that white students were more clever than black students, and this affected their self-
confidence and thus, they kept quiet during lectures and tutorials. Only about a quarter of
the sample thought that the university staff and administrators had the perception that

students were a resource to the university (Figures 3 & 4).

lam viewed as a valuable resource to the university by the
Teaching Staff
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Figure 3: PERCEPTIONS OF TEACHING STAFF

| am viewed as a valuable resource to the University by the
Administrative staff
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Figure 4: PERCEPTIONS OF ADMINISTRATIVE STAFF

BASED BEYOND THE SELF:

This refers to the institution’s encouragement of members to think beyond themselves, as

part of a larger humanity. Just less than twenty percent of the sample did not believe that

the university encouraged students to think more widely than their studies (Figure 5). For
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many of the participants, coming to UCT gave them a unique opportunity, as it was their
first time to interact with people other than their own race. Thus, in this way UCT had
broadened their circle to include diversity. However, some students expressed concern at
the lack of integration at the social level, which hampered their sense of loyalty to the

larger community at UCT.

The university encourages me to think more widely
than my studies
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Figure 5: BROADENING VIEWS

4.2.2 OPPORTUNITY ROLE STRUCTURE

This refers to the availability of roles within the institution that enhance individual
participation, growth and development. Such meaningful opportunities build skills that in
turn increase members’ self efficacy and competencies, and encourage active

participation within the institution.

PERVASIVE:
This refers to numerous roles available to members at varying levels of the institution.
Such roles could be within study groups, internship programmes, and service oriented

projects.
87.5 percent of participants thought that the university provided them with a large

number of roles at various levels of the organization, which provided many opportunities

for self-development (Figure 6 & 7).
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At the University ther are many roles for students to play
besides being a student

= 8
6
" 1 1
— NN 4 . : ;

strongly disagree uncertain agree strongly agree
disagree

Figure 6: AVAILABILITY OF VARIOUS ROLES

| have learnt a great deal from playing roles other than that of
a student at the University

strongly disagree uncertain agree strongly agree
disagree

Figure 7: LEARNING EXPERIENCE FROM ROLES

Those participants who reported being involved in such roles, also reported a sense of

belonging and a feeling of achievement. However, whereas, in the Meyehoff Programme

of Maton and Salem’s study such a system encouraged the formation of study groups,

(Maton & Hrabowski, 1995, as cited in Maton & Salem, 1995, p.645) in which students

were “provided tremendous motivation” not to “otherwise deviate from their studies and

succumb to social activities or to procrastination”, at UCT the results were not so
promising. The role structure at UCT was reported to be widely available, but it did not

encourage participants to develop themselves with the aim of improving their academic

standing. Most of the roles provided participants with opportunities for socialization and

financial gain.
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HIGHLY ACCESSIBLE:

This refers to roles, which require varying levels of responsibility, being accessible to
members. These roles require different levels of skills, responsibilities, and self-
confidence, and members are encouraged to take on new roles as they develop

themselves.

The perception of participants was that such roles were easily accessible, and required
varying skills. Students reported that the majority of these roles were available through
university clubs and various jobs at the institution, such as being a residence receptionist.
Very few participants reported being aware of more academically inclined roles being
available to them, such as roles offered in internship programmes and summer research

programmes.

MULTIFUNCTIONAL:

By multifunctional it 1s meant that the role structures provide many levels of

responsibility, and opportunities for members to develop and use their skills.

Seventy five percent of the participants thought that they had learnt a great deal from
being involved in such role structures, and 87.5 percent of them thought that they could

apply their newly learnt skills to various situations (Figure 8).

| can apply what | have learnt from my University experience
to other situations in my life
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Figure 8: ADAPTIBILITY OF SKILLS
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4.2.3 SUPPORT SYSTEM

The Support system, refers to resources within an institution that make a contribution
towards the quality of life, and also assist members to deal with stressful situations. The
system works in two ways: it supports people who lack power and thus face many
challenges in their lives by directly assisting them with disempowering conditions.
Secondly, the system offers support to those who are trying to exert control over their

lives and to achieve their goals.

ENCOMPASSING:

_This refers to support from the institution that is wide in variety, and offered through

various channels, both formal and informal. Moreover, the support systern is both
proactive and reactive. It provides support to members, monitoring their needs, and

tailoring the support to suit the needs as they emerge.

- Almost all the participants felt that the university had many resources that they could take
advantage of, both in the social and the academic arena. Thus the perception was that the

support system at the institution was encompassing.

An overwhelming number of participants reported that computer facilities at the
university had been very helpful with regard to their academic studies. This was also
supported by the results of the questionnaire (Figure 9). Many of the participants knew
very little, if anything at all about computers when they came to the university. Computer
literacy and having access to the Internet was perceived as having made a great

contribution in terms of being better equipped to find a job in the future.

Equally important to participants were the tutorials services at the university, which was
also validated by the results of the questionnaire (Figure 9). They found these services
helpful, and felt that in many cases they could ask questions or approach the tutors for

help.
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Use of Computer facilities
Orientation Programme
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University Financial support

Tutorial Services

Residence Orientation[where applicable] [2
Careers Office

Interaction with students from other races
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Academic advising |

Campus Newspaper |
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Sponsored cultural/social activities
Medical attention at Student Health

Interaction with faculty re: majors

Work Study Programme
The Writing Centre
Job location & dev programme

Student Health Counselling

Interaction with Administrators

Vacation Researxch Programme

Campus Radio

SLC Computer Training
Student Guidance Counselling
Staff Counselling

Sexual Harassment

Racial Harassment

Student Disability Unio

Figure 9 : VALUE OF SUPPORT MECHANISMS
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The majority of the participants had financial difficulties. For many of them, the
university had assisted them financially in the first year of their studies. Even so, they had
to pay some of the tuition themselves, which was very difficult for them. The major- |
financial problems began to affect the students from their second year at the university.
They were not able to register for the second year of study until they had fulfilled their
financial obligations to the university for their first year of study. Thus, even well into the
first semester, participants were uncertain of their status at the university. Moreover, due
to the lack of funds, some of the participants were unable to buy the required textbooks
for the courses until most of the semester had passed. They had to rely on lecture notes
and tutorials to understand the material at hand. Having spent their funds on paying for
tuition and books, very little money remained for food and even less for entertainment.
The participants faced with such financial pressure found their situation stressful and
depressing. This finding was also supported by the results of the questionnaire, in which

| participants reported high levels of stress due to financial challenges (Figure 10).

To add to this problem, many of the participants also failed many of their courses while
at university, which meant that they had to repeat the course and spend more money.
Participants complained that there were no clear criteria from the university regarding
bursaries for students in their second and third year of study, and that bursaries were
granted in a haphazard way. The only participants who seemed to be coping financially
were those who had managed to find full bursaries from companies that had hired them to

work during their holidays.

The large majority of participants had found the ADP helpful. Participants reported that
the ADP had taught them to work with othefs in groups, had taught them to be
independent, and to a lesser degree had taught them time-management skills. But the
majority of the participants found ADP valuable as a stepping-stone, because it gave
them the opportunity to be accepted to study at the University of Cape Town. Participants

also found the ADP orientation useful, as it gave participants the opportunity to get to
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Figure 10: SOURCES OF STRESS
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know staff and students, and the university facilities before the semester officially began.
This finding was also validated by the results of the questionnaire, in which participants

on average found the orientation programme very useful (Figure 9).

On a more negative note, most of the participants felt that although ADP had been useful,
it had not prepared them for the mainstream Commerce programme. Some participants
stated that the ADP "makes you lazy", because firstly the material is not all that
challenging, and secondly, the course work is spread over two years instead of one. The
participants' perceptions were that the ADP makes students relax because of the slow
pace of the studies, and that students then feel overwhelmed when they have to face the
comparative heavy workload of the mainstream. The majority of the participants wished
that they could get the special attention they received when in ADP, during the other
years of study as well. Closely related to this was also the issue of monitoring academic
progress. Whereas in the ADP participants' progress was closely monitored, and
assistance was offered when struggling, no such support system continued to exist in the
mainstream. Participants were expected to be responsible to monitor their own academic

progress. Participants found this difficult to cope with:

“I think this should start from the first year until like your last year, because like you go
to school, we are from the disadvantaged school- you go to school like for 10 or 12 years,
then you just come here one year- they assume that you are well prepared for the

mainstream.”

There were, however, a small number of participants who felt very negatively towards
the ADP. They felt that the ADP carries a negative stigma, and that it is known to be a
programme for academically disadvantaged students, who may not be as "clever" as other

students in the mainstream:

“ADP- well, I think- well, okay I think it must be demolished, you know, it's like...there

mustn't be an ADP anymore. You know- ja - there must just be a mainstream thing.
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Cause if you get put in the ADP, you know you feel like, you know people of the
mainstream are better than you, you know, so you feel down, and feel like - er...when
people ask you, "what are you studying?” you know - "Okay, I'm doing B.Comm."” "Oh

mainstream?” "No, ADP". "Huh!" so they...put you down, you know.”

In addition, some participants felt that the ADP encouraged racial isolation, as the

majority, if not all of the students in the ADP are black. Interaction with and learning

from students from other racial backgrounds was important to the sample, and this result
- was confirmed by the results of the questionnaire, in which participants reported that

interaction with students from other races was helpful (Figure 9).
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Many participants reported being happy in the residence because they had friends in the

;‘same residence, and this gave them a sense of "home” or community. Residence life was
{ reported to be conducive to socializing and friendships. However, many participants also j

f complained that it was difficult to study at the residence because it was too noisy. They /

the townships or other institutions and making a great deal of noise: ‘ e

chiplained of students getting drunk, of relatives and friends visiting for long hours from

" s, RS

“...because you find that people visit you and they stay for a long time, and then you don't
get to study...res shouldn't be a place to chat all the time, it should be a place where you

can study, and stay back home.”

Although the support system at the institution was perceived to be comprehensive, only

half the sample reported that the support system actually met their needs (Figure 11).
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The support system at the University addresses my needs
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Figure 11: UNIVERSITY SUPPORT SYSTEM

It is important to note that even though the majority of the participants were experiencing
various challenges in their personal and academic lives, the formal systems of
counselling at UCT were reported not to be of much value to them, as indicated in

Figure 9.

PEER-BASED:

The support system of the framework is largely peer-based. Support is given and received

from those who share the same academic goals, similar academic problems, and shared
ethnicity. Examples of such peer-base support are study groups and friendships, by which
high levels of academic and emotional support is received. Such a support system plays a

critical role within the general system.

A large number of participants reported that they both received support from, and gave
support to their peers (Figures 12 & 13). Such support was mainly social and emotional,
and to a much lesser extent, academic. Participants felt that they could turn to their
friends for encouragement and for sharing their difficulties and challenges, such as

having failed a course, or lost a family member.
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