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Also, as we have seen, time may constitute an important
issue of conflict between teachers and pupils ...

(emphasis added)

The concern of these writers with time derives from their
interactionist position. I1f they have been read correctly,
their concern is not so much with time as a factor in the
psychology of learning (which has been well researched; see,
for example, Smyth (1985)), but with time’'s heuristic

potential to inform and disclose.

Intriguing questions began to appear: What would a study of
time tell us of the ideological pressures bearing down on
teachers and students? Would such a study lend substance to
the correspondence theory by showing parallels between the
school and factory? Were there different forms of time
itself: student time, teacher time, classroom time, time as
a moment, time as a season (that is, were there multiple
meanings to the term time?). If it were true that time was
literally involved in the workaday conflicts of teachers
(for example over simultaneous access to resources), then
could it also be true that time was metaphorically involved
as well? That is, was it possible that teachers and
students struggled metaphorically with one another over

time? 1In other words, was there (beyond the literal) a

metaphorical level at which teachers and students were
competing with one another for something else? And if this

were so, what were they competing for?



The struggles needed to be decoded. But how? What were
they really fighting over? For a while the most
satisfactory answer seemed to be that they were struggling
to gain possession not so much of the literal value of time,
as its symbolic value. It seemed that possession of time
said something symbolically to the other actors. But, what

was the message?

It was at this point, while puzzling over the relationship
between time and conflict, that an answer suggested itself

in conversation: autonomy. (2)

4, Autonomy

One of the characteristics of the State schooling system in
South Africa is a continual requirement to render proof.
Both students and teachers have to show proof that work has
been dong, and done competently and timeously: that
homework, class assignments, tests and examinations have
been written and assessed and that marks have been kept.
Record books have to show that the syllabus is being taught
methodically and in keeping with the teachers’ guides.
Class registers of attendance have to be kept, monies have
to be collected and accounted for, and lists for this and
lists for that have to be compiled and handed in to the
office. This administration may take up much of classroom
time (because it is usually only when teachers and students

are together in class that accounting can be done). As the
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accounting is invariably set to a deadline, conflict arises
over how classroom time should be used: there is a tension
between the need to count heads and the need to pursue the
syllabus. The conflict arises precisely because the
available classroom time is limited and because, as we shall
see, classroom time may rank far down in the school’'s real
scale of priorities. According to the teachers interviewed
in this study, a school’'s rhetoric may well be saying that
academic time is important, while an undermining of that
academic time may be taking place tﬁrough an official
insistence that other matters be attended to first. This
can lead not only to frustration amongst teachers, but to
confusion about the real priorities of the school. This
issue will be addressed more thoroughly in Chapter Four. In
this conflict of priorities, what is really at issue is the
extent to which the teacher has the autonomy (in this case,

the expertise authority) to make decisions at variance with

the positional authority of the school hierarchy.

What, then, is meant by a teacher’'s autonomy?

We may approach autonomy itself by looking first at two
other concepts: accountability and responsibility. Morrow
(1989: 4) has sought to distinguish between the two in the

following:

One might say that one difference between ‘accountable’
and ‘responsible’ is that the former is, in a sense,
stronger than the latter. ‘Accountability’ is more

firmly rooted in the notions of justification and



obligation. My being responsible for something does not
place me under an obligation to justify what I do. By
contrast, if I am accountable for something then I am
obliged to provide a justification for what I do in
relation to it. Sockett says that "'To say that an agent
is accountable for his actions to another is not merely
to say that he is able to deliver an ACCOUNT (sic), but

to assert that he is agbliged to do so.’

I am not sure whether to ‘deliver an account’ is the
same as to ‘pravide a justification’. The former might
be simply to explain, as opposed to justify, what one
has done. Indeed, there are etymological grounds for
linking ‘accountability’ to the idea of ‘delivering an
account’ but then, I think, one needs to go on to say
that it is a particularly (sic) kind of account which
one is obliged to deliver if one is accountable.
Namely, that kind of account which shows why you
considered it right to do what you did. And I think
such an account is a justification.

(emphasis in the original)

Now, this is a useful statement on the distinction between
deiivering any kind of account and delivering a particular
kind of account. We might find both notions present in what
the classroom teachers have to do on a daily basis: they
have to count heads, draw up lists, and present these to the
office for what might be called bgokkeeping purposes. These

actions may perhaps be included in Weber’'s notion of the
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written characteristic of a bureaucracy, that written forms
of evidence are kept (see Beetham, 1987). On the other
hand, what the teacher does goes further than the idea of
bookkeeping. For example, he has to show proof that he has
marked a class’'s exercise books. Such a rendering of proof
could be required by the head of department, the principal,
the subject adviser, or the circuit inspectar. Any of these
officers has the authority to see not only that the marking
has been done (the bookkeeping), but also that the teacher
has discharged his pedagogical requirements (that he has
marked according to the teachers’ guides). It is with both
requirements that we find the teacher having to give
justification for what he has done. In other words, it is
here that the teacher has to answer questions such as, ‘Why
aren’'t these books marked?’, and, "Why did you give this

mark?’

At first, it might seem that the first question falls under
the heading of bookkeeping, but it doesn‘t: the teacher is
being asked to justify bis use of time. For, unless the
unmarked books are an oversight, they must be the result of
the teacher’'s having made a decision naot to mark the books.
And that decision the teacher will have to justify. In
other words, what appears on the surface to be a bookkeeping
gquestion, is really a question about how the teacher has
decided to use his time. The teacher may then have to

Justify his use of time. And when this happens, it can be

argued that we are dealing with autonomy.
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Returning to Weber’ s identification of writing as one of the
definitional characteristics of a bureaucracy, it could be
argued that at tne base of this characteristic is a lack of
confidence. Indeed, one could say that the State displays a
lack of confidence in the teacher: proof of this is that
the State continues to inspect the teacher. No matter how
competently the teacher was shown to be at the last
inspection, there will always be future inspections, which
in turn means that the State as a matter of practice
continues to doubt the competence, and thus the credibility,
of the teacher. Here then, is perhaps a key: the State
doesn’t operate from a position of trust in its official
(that is, the teacher). It usually operates from a position
of distrust (hence the bureaucratic need to show proof in
writing, rather than relying on the teacher’'s word for it).
The analogy in a court of law would be to regard the accused
as gquilty until proved innocent. In today’'s complex world,
no one should doubt the need for some forms of written
records. That is not at issue here. Rather, it is the
State’'s attitude that the teacher is not competent to make a
certain kind of decision. To see that the teacher makes the
kinds of decisions the State is satisfied with, the State
directs that certain tasks shall be done (the syllabus), how
‘they shall be done (the teachers® quides), and when they
shall be done (the timetable). In this way, they strip the
teacher of the competence to make independent decisions on
the basis of his or her expertise. In other words, acting

through its supervisory officials, the State ensures that
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Notes

(1)

(2)

It is important to note that much of the conflict
occurs between teachers, and between teachers and those
in authority above them. Teachers are often in
sympathy with the goals of the political activism of
students, but struggle with the attendant damage being
done to their education. The dilemma of divided
loyalties is at the root of much teacher conflict over

what is happening to classroom time.

This arose in conversation with my supervisor and 1
thank him for pointing me in the direction of

autonomy.
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the analytical procedure to begin with such assumptions?
Again on reflection, I decided it was fair. After all, the
teachers had been asked about their perceptions of time and
conflict, and about their strategies in managing their daily
time, both at home and at school. They were already
answering those assumptions. It wasn’'t possible to go back
and begin again de novo. The data were already gathered. I
would have to accept that conceptual categories had already
been introduced structurally into the interviews and thus
had affected the nature of the data. The ideal of theory as

process would have to proceed on that ‘contaminated’ basis.

This decision meant that it was possible to begin building
new hypotheses on the basis of those two assumptions,
hypotheses that were not necessarily part of the
interactionist tradition. In other words, it was possible
to begin developing substantively towards a stage of formal

theorising.

It was also possible to begin comparative analysis by
examining what other observers had found using these

concepts or ones similar to them.

The rest of this chapter, then, will introduce these two
basic assumptions of perceptions and strategies, and will
elaborate on them with evidence from the interviews and from

the work of othef'observers.

The chapter will conclude with a discussion of the title of
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(1965) outlines how a school situation is defined through a
‘Gestalt’ of the school. By this he appears to mean an
active perception of the school, involving an interaction

between the observer and the school.

It would appear reasonable to conclude that as people
perceive the school differently, so they will define it
differently. It will be argued in this study that because
teachers and students perceive the school differently, they
define situations differently, and therefore behave

differently.

An example may help to support this. At my Cape Flats
school, which I have fictitiously called Oregon Secondary,
it was found at the end of 1989 that the Standard Nine
students were behaving differently from the rest of the
school: Standards Six, Seven, and Eight were coming to
school; the Standard Ten students were at home preparing
for their finmals. The Nines, however, were following the
example of the Tens, and were staying at home. Very few
were coming to school. One could understand the behaviour
of the Tens, but why were the Nines behaving as they were?
Some teachers even admonished those who came on the odd day,
urging them to come back to school regularly, where they
would be able to learn under the supervision of the
teachers. When questioned by me, the Nines said that they
preferred to stay at home because they got more work done
there than at school, where their classrooms were

near—-empty, and where their day was ’'boring’.
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What in fact had begun to happen was an action - reaction
series. Some of the Nines had begun to stay at home,
leading to partially empty classrooms. Those students who
then came to school found themselves without their friends,
in what they perceived to be a lonely, boring place. Why it
was boring was that staff had begqun to respond to the
student action by checking the classrooms and then, finding
few children, returning to the staffroom. Yet the staff saw
the school as a place of learning, where they were in
charge, and where they defined how the time was to be used.
To some of the teachers, the Nines were not only being
disobedient, they were being ‘"lazy’, as the teachers put

it.

The result was an impasse. Both sets of people, teachers
and students, had different perceptions of the school. From

their different perceptions came the differing behaviours.

What is interesting as far as the teachers are concerned, is
that they re-defined a formal situation for themselves.

When a teacher discovered there were very few students in
the classroom (where he was due at that period to teach), he
ignored the situation and returned to the staffroom. The
few students who had been in the classroom then either
continued playing music, chatting, trying to work, or left
the classroom to wander about, or went home. This whole
process happenedvfairly quickly until there were almost no

Nines at all at the school. I discovered the student
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viewpoint only because I asked the few who were at school
why they were there. Their parents had sent them. Why
weren’'t they there on other days? Because it was boring and
lonely. As far as the Nines were concerned, they were not
being lazy at all: they wanted to work,; they wanted to
prepare for the examinations, but school was not the place
to do it in. They were simply choosing another venue in
which to work hard. (It needs to be said that this was the
student version of what was taking place. It is reasonable
to expect that this goal was not shared by everyone. There
could well have been students who saw this as an opportunity

to stay at home and laze about.)

Let us now return to Waller and explore the question of
perceptions more closely. Waller (1965: 292) has this to

say:

Strictly speaking, the definition of the situation is a
process. It is a process in which the individual
explores the behavior possibilities of a situation,
marking out particularly the limitations which the
situation imposes upon his behavior, with the final
result that the individual forms an attitude toward the

situation, or, more exactly, in the situation.

Waller chooses to see this process as Gestaltist, that there
is an active component in which the individual forms the
configuration of”the whole. Such might be the process
whereby the new teacher forms a perception of a class, and

then imposes his or her definition of the situation upon the
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class, or even where the class re—-defines the situation when
the new teacher enters the classroom. Waller (19265: 297)

gaes on to say:

Many teachers have learned that it pays to spare
themselves no unpleasantness in order to establish andl
make secure their dominance in the first few days and
weeks of school. They exert themselves particularly to
define the situation as one in which the teacher is
dominant. Until this definition of the situation is
accepted, there will be some conflict between teacher
and student, and some hostility of students towards the
teacher; the problem will be more severe in a school

that has previously been poorly disciplined.
He also says (1965: 297), just prior to that:

The experienced teacher who faces a new class faces an
undefined situation, and it is part of his job to
impose his definition of the situation upon the class
quickly, before any alternatives have had the

opportunity to be considered.

This is precisely what one of the interviewed teachers did.
Soraya, a Mathematics teacher, was asked how she
communicated to the students how she felt about time and

working, and replied:

There is no way you can be nice to these children. When

I walk in the first day, when I met my kids, I took out
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a timetable and I said to them, ‘On such and such a day,
vyou're writing Maths Test No 1°, and I gave them for the
quarter how many tests they were going to write and on
which days. That already puts them, 'You know, we must
be careful of her ... She’'s not playing around with

you, ’
and,

When I walked into class first the kids thought, 'Gee,
she’'s young, it's a female ...° You know I've got a lot
of boys in my class and much older than the other kids,
and they thought they could, like, you know, walk over

me but I glued them to their desks. I nailed them down!

{laughter)

By comparison, in his study of total institutions, Goffman
(1968: 26) has the following to say of the breaking down of

resistance to authority:

Because a total institution deals with so many aspects
of its inmates’ lives’ with the consequent complex
squaring away at admission, there is a special need to
obtain initial cooperativeness from the recruit. Staff
often feel that a recruit’'s readiness to be
appropriately deferential in his initial face—-to-face
encounters with them is a sign that he will take the
role of the routinely pliant inmate. The occasion on
which staff mémbers first tell the inmate of his

deference obligations may be structured to challenge the
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inmate to balk or to hold his peace forever. Thus these
initial moments of socialization may involve an
‘obedience test’ and even a will-breaking contest: an
inmate who shows defiance receives immediate visible
punishment, which increases until he openly ‘cries

uncle’ and humbles himself.

It should be said that Soraya came to be loved and respected
by her students. Clearly, her strategy was correct for her:
she perceived a situation requiring her to be in control.
She had to get the control and retain it. Out of the
control would come respect and then friendship. But she was
the one who would decide how the time was going to be spent.
She would tolerate no challenge to her definition of

classroom time.

Regarding such initial encounters, Ball (1980: 143) points

out that:

«-» surprisingly little attention has yet been given to
the evolutionary and developmental nature of teacher -
pupil relationships in the classroom setting. The
tendency has been (with one or two exceptions in the
American literature) to treat and portray classroom
relationships as fixed and static patterns of
interaction within which teachers and pupils select
strateqgies or act out the constitutive rules or
procedures which serve to structure this interaction.

Little attention has been given to the ways in which
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strategies are tested or rules established and in my
view this has tended to inhibit the development of a

coherent formal theory of classroom interaction.

It is interest;ng to compare what Soraya said with the way
another teacher imposed his definition of the situation on
the classes he had to supervise. In this case a History
teacher, Michael, outlined what he did when he was asked to
give up one of his free periods to supervise for a teacher
who was absent. It needs to be said that the giving up of a
free period to supervise for others can make some teachers
rather angry. The term 'babysitting’ is a colloquialism for

supervising someone else’'s class. Michael said:

It quite honestly didn’'t used to bother me because I was
never as strict as when I was babysitting somebody
else’'s class, because it was my time. I1'd walk in there

«e. The teacher should have provided work. If he

didn‘t, I'd simply say: ‘Get on with some homework!’,
or, ‘Get on with some work! I want no talking, I°'ve got
work to do!® And I'd actually find it quite a

productive time, because it would be quiet and I°'d get

on with my work.

{emphasis in the original)

What had happened here was that Michael had lost control of
his time when the teacher who made up the roster had come to
him and asked him (in effect, told him) to supervise for
that period. Michael would have planned to do something

else with that time. Now he had lost control of it. One
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way of regaining control was to be tough and to brook no
competition from the students about how that time was going
to be used. He still perceived it as his time, he was in
control, and he would do the defining for the class. 1In
effect, he had lost his autonomy and to regain it he had to
see the situation (to perceive it) as one in which he was
still in control, still autonomous. In this way, Michael
defused (for himself) a potentially conflictual situation

over his time.
Waller (1965: 297) speaks of just this kind of situation:

From the fact that situations may be defined in
different ways and by different groupé arises a conflict
of definitions of situations, and we may see the wholé
process of personal and group conflict which centers
about the school as a conflict of contradictory
definitions of situations. The fundamental problem of
school discipline may be stated as the struggle of
students and teachers to establish their own definitions

of situations in the life of the school.

In their study of ’‘trouble’, Rosser and Harre (1976: 172)
point to a strategy which closely resembles what Michael
did.

They say as follows:

Distinct situations (as recognised by our participants)
called for distinctive presentations of self involving

distinctive demeanours to others. Correct behaviour is
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career perception no longer took in their being at that
place. In their mind’'s eye, they had moved on. They
therefore found it difficult to accept interference with
their time: both Soraya and Vanessa were deeply distressed
by what they saw as a lack of discipline at their school, as
a result of the run—-up to the General Election, when
students had been able to define the time as they wanted to,
to come and go more or less as they pleased, and even to
enter the classroom and to challenge what the teacher was

doing.

Challenges to the authority of the classroom teacher may
take several forms. For example, it is ppssible for a class
to influence the nature of a lesson by competing with the
teacher for control of the lesson content or, in Bernstein’'s
(1971) view, contesting the teacher’'s framing of the lesson.
In such a contest, the students are attempting to create or
construct a reality that accords with their perception of

what schooling should be about.

Two examples from Oregon Secondary may be cited of
differences of perception concerning what schooling should
be about. Firstly, the ‘official’ perception of schooling
stresses the individuality of academic achievement (in
almost every academic test, students compete individually
with their fellows), yet there is a growing counter -
perception which stresses communal achievement and communal
values. This perceptual opposition results in classroom

conflict between those students who want to spend their time
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studying and being taught, and those students who want to
spend their time expressing solidarity with the suffering
and protesting community, through boycotts, marches, and
other political acticn. There has been a real cleavage
between the matriculants and others in the school over this

very issue.

Secondly, there has been a strong emphasis at the school on
regular testing and examining. This may be linked to a
tradition of transmission teaching at the school. Attempts
by teachers to move away from this direction and style of
teaching have been resisted (a form of behaviour also
reported in Hargreaves (1988)). It appears that at least
some of the students don't want to be invblved in activities
that won’'t help them in the examinations. In this way,
classroom time can be powerfully coerced by students in the

direction of examinations.

This type of behaviour was also reported by Michael, the

History teacher interviewed. He said:

It was soul-destroying. I had a very naughty Standard
Nine class and I tried everything to really get things
going in History. And we were doing Rhodes, the Jameson
Raid, events leading up to the Anglo-Boer War and I got
what 1 thought was interesting material. I got actual
transcripts of the court-case with Jameson, where they
ask him a whole lot of questions and how he tries to
protect Rhodeg and how they’'re cross—examining ... It

was very exciting. Well, I found it exciting stuff, so
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cope within the confines that are peculiar to their station.
Thus, we see how Soraya, the Mathematics teacher, faced the
difficulties of teaching at a physically large (spread—out)
school, where she had to move from classroom to classroom,
and where it was not possible to establish a presence
through teaching aids such as wall-charts and other visual
stimuli. At the time when she was interviewed (at the very
end of the school year of 1989), vandalism was rife at the

school. Her form of response needs to be noted. She said:

I could not use an overhead this year. It was difficult
for me because I have to walk from the one end of the
school to the other end, and that's to me ... I could
not afford to walk with it {({she was afraid of dropping
it and being faced with replacement expenses) ... that’'s
actually a snag, because when I was practice-teaching I
used the overhead for almost every lesson that I taught
and it was great because the kids could actually see the
things, it was better than a chalkboard because they’'re
so used to everybody using the chalkboard. Variation.
That's what the kids need and that’'s what makes it
interesting and somehow they understand it better,
because you’'re using a different method. It was a bit
difficult to use charts. I tried that in my first year
and ... there’'s a problem at this school ... if I had a
classroom of my own I would have been able to have had
beautiful charts, because I made good charts and they

were all wasted. I actually gave my charts away
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because of that ... But you have to walk around with the
charts each time, you know. And if you leave it up in a
classroom, you're guaranteed not seeing that chart
again, or it had been tramped on. (She was asked if it
had been vandalised.) Yes. Because that’'s what
bappened to me last year and I was absolutely disgusted.
I made such beautiful charts and that’'s what happened to
us now (unclear). I was very upset about it actually.

You know, I took such a lot of time in making them, that

was the crux of the thing.

(emphasis added)

Despite Soraya’'s best intentions, her tea;hing style was
gradually reduced to chalk and talk: this in fact became
her coping strategy. She coped with the overcrowded and
discouraging conditions by reducing her classroom style to
its simplest and poorfst, when her wish would have been to
have taught in many different ways in a rich, stimulating
environment. She resigned and left at the end of that year,
vowing never to return to teaching. We shall see that her
"final strategy’ was not unusual: others used similar means

to escape what they saw as intolerable conditions.

It is instructive to note that Soraya‘'s perception at the
end of that quotation, above, was that the crux of the
matter was how much of her time had gone into the making of

the charts.

By way of sharp contrast, Jessica Howard teaches at a

private, ’‘progressive’ elementary school in rural Vermont.
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The school programme aims at creating the kind of open, rich
environment which allows for the creation of knowledge. In
such an expansive setting, the rocle of the teacher is
essentially that of facilitator, making it possible for the
children to share, explore, and build their own knowledge.
Howard describes her literal and metaphorical ‘place’ in the
process as being that of the 'middle ground’. She describes

the process (19B9: 227):

Thus, as a teacher I am creating a setting that gives
plenty of room and time for the making of knowledge.
This pursuit takes lots of time and requires a feeling
of expansiveness around it. I want my children to feel
that they are in the middle of plenty of time and room.
I want them to learn how their own perspectives position
them in the larger world. Sometimes I think I create
the middle ground for the children as I work
continuously on the setting, its space, provisioning,
and group expectations. Other times I think I am the
middle ground as the children use me as a calendar,
mediator, advisor, resocurce.

(emphasis added)

This picture is included to show how it is possible for a
teacher to create the ideal environment, given the right
conditions of employment and social milieu. From the full
description given‘in her paper, it is clear that Howard has
considerable freedom to create her curriculum: in the light

of this, she can become the middle ground for her children,
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worlds.

To make the actual selection of issues, I asked myself what
aspects of their daily time did local teachers get most
upset about, or talked most about, or that we knew least
about? On the basis of personal experience, and what has
been said, I judged the following would be important to ask

the teachers about:

(a) their personal timetables

{b) their attitude to free periods, and the loss of those
free periods when asked to supervise a class for an
absent colleague

(c) when lesson preparation took place aﬁd the factors
that affected when it took place

(d) their attitudes to extra-mural duties in terms of how
those duties affected the rest of the day

(e) their attitudes to aftermnoon and evening meetings that
they were obliged to attend in the course of their
duties, in terms of how these meetings affected the
rest of the day and whether they saw such attendance
as part of their professional requirements

(f) their attitudes to homework: whether they used this as
an extension to the lesson-time, and whether they saw
it as worthwhile in terms of its effect on the time
that could be given to teaching in the following day’'s
lesson

{g) their attitgaes to tests and examinations in terms of

their effects on the allocation of teaching time in the
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year
(h) Their views on the question of time as an aspect of

professionalism

In addition to these eight issues, other issues suggested
themselves in the course of the interviews (see below, under

Interviews).

4, The Choice of the Teachers

The object here was to find twelve teachers in the Cape Town
area who would be prepared to be interviewed. The number
twelve was chosen as it seemed initially important to get
about four teachers from each of the three levels of
preparatory, primary and secondary teaching. It wasn’'t
known how much data each teacher would generate: too few
teachers would mean going back for more data, or finding
other teachers. Too many teachers would mean being swamped

by the data. ©So, twelve was an arbitrary figure.

It is important to see this as an exercise in finding out
what some teachers were currently thinking about these
issues, rather than seeing it as an exercise aimed at
establishing trends. Ffor trends, a far larger number of
teachers would have had to be interviewed. However, some
attempt was made to obtainm a limited range of teachers by
getting interviewees from different kinds of schools. The
total number was.limited to the Cape Education Department

(six teachers), the Department of Education and Culture of
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the House of Representatives (five teachers), and a diocesan
school (one teacher). No comparison of Education

Departments was intended and none will be made.

Another factor that was borne in mind when approaching
teachers was that they should not be first-year teachers.
The reason for this is that the newcomer to the profession
is fairly well studied, but the seasoned teacher by
comparison is not. In fact, Lacey (1985) has commented that
little research has been done on the older teacher. As it
turned out, only one teacher was young: she was a
second—-year teacher, but was chosen because she was an
outstanding Mathematics teacher. This was an illuminating
choice (from the point of view of the study) for she had
decided to leave the profession because of her
disillusionment with the disruption of schooling experienced
at our Cape Flats school, and proved to be a voluble
interviewee. For the rest, the teachers were spread from

four years to twenty-eight years of experience.

An attempt was also made to obtain a spread in terms of
training, specialty, or level of post. In all, the
following subjects were represented at the secondary level:
Biology, Counselling, English, General Science, History, and
Mathematics. The rest of the teachers were generalists,
from the primary and preparatory levels. One interviewee
was a teacher—liﬁrarian. Two were principals, one was a
deputy-principal, two were heads of department. The rest

were class teachers at Post-level One. Finally, one
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interviewee had resigned from a secondary school at the end
of 1989, had recently joined a private company, and was able

to speak reflectively four months after leaving teaching.

Eleven of the teachers were known to the writer, and all 12
agreed immediately upon being asked about their willingness

to be interviewed.

After beginning with the ideal pattern of an equal number of
teaéhers from each of the three levels, it seemed important
to concentrate upon the secondary level, for it was at this
level that the political activity of the students was taking
place, and the interaction with the teachers unaer those
circumstances seemed important to documenf, particularly in
view of the emergence of the Defiance Campaign. Althoughyl
knew teachers at each of the three levels, I knew probably
the greatest number at the secondary level, so this was also

a factor in the choice of the secondary teachers.

In the end, two teachers were from the preparatory level,
two were from the primary level, and the remaining eight

were from the secondary level.

Several of the teachers were Afrikaans—-speaking, or were
more familiar with Afrikaans than they were with English,

vet they generously agreed to be interviewed in English.

The verbatim records are accurate. Readers should accept
that oddities of language stem from the use of a second

language.



S. The Interviews

The interviews were semi—-structured, or what Madge (1953)
refers to as the ‘focused interview’', that is, not
free-flowing after the manner of some psychotherapeutic
methods, but directed at certain topics. The list of issues
(given above) made up what Madge calls the
‘interview—guide’, so none might be forgotten in the course
of the discussion. However, the discussion was sufficiently
loose that it could flow with the interesting answer.
Sometimes issues were subsumed in the course of talking
about something else. In the interests of what Wilby (1980)
calls the "illumination of the relevant particular’, it was
clearly important at times to follow the crucial point at

the expense of a slavish adherence to the interview guide.

The interviews were tape-recorded on 90-minute cassettes and
these were copied. The originals were then deposited for
safe-keeping in a strongroom, together with photocopies of
the hand-written, verbatim notes of the interviews, as these

were made.

6. Confidentiality

An undertaking was made to all the teachers interviewed that
their participation would be anonymous: in no way would
they or their schools be identified. This undertaking will

be respected. In each case, the teacher has been given a
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fictitious name.

7. 0Other Research

To ensure that this research was not covering work already
done by someone else, scans were made of the data-bases held
by the UCT Libraries, and the Institute for Research

Development, of the Human Sciences Research Council.

Whilst a large number of titles of books and theses related
to time (and its derivatives, such as timetable, schedule,
and perspective), none appeared to cover the field that this

study covers.
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CHAPTER FOUR

THE FINDINGS

1. Introduction

In this chapter the findings of the study will be presented.
This will be done by listing the eight issues and the views
of the teachers as they arose in the interviews. Clearly,
some selection of material will be made: this wili be done
on the basis of relevance to the central issue of time, and
the attendant issues of conflict and autonomy. No attempt

will be made to quantify the views.

2. The Issues

(a) Their personal timetables

It should be pointed out at the start that different kinds
of timetables exist in local schools. For example, at the
preparatory level, the integrated day is the usual approach.
This means that each teacher, who is the class teacher of
only one class and with whom she stays for most of the day,

has a timetable with subjects such as Mathematics, the
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Languages, Environment Study, Bible Education, or
Handwriting scheduled into each day. However, some subjects
may be fixed at certain periods in that day for management
reasons suci as access to the music room, or the hail. With
these subjects, the teacher has no choice about what to do
in that period. Faor the rest of the day, however, although
periods are allocated to subjects, it remains the teacher’'s
prerogative to switch these around should she so desire. She
may also allocate more time on one day to a particular
subject, than she would normally, provided that she catches

up with the allocation.

In other words, the teacher has a great deal of flexibility
to decide how her day should run, should she want to change
the order of the subjects taught. She may not skip subjects
unduly, nor should she fall behind. Despite this, the
preparatory teacher has some recognised autonomy of choice

about the allocation of her time.

This freedom to allocate time may still exist at the primary
level, though this can vary from school to school, depending
to some degree on who teaches what, for there may be a

greater degree of specialisation, particularly at the higher

end such as Standards Four and Five.

These two levels, however, contrast with the pattern that
may emerge at the secondary level. With its high degree of
subject specialisation, teachers at this level usually teach
one subject, poséibly two, rarely three. At this level,

timetables can vary considerably in form and approach. Some
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schools adopt a cyclical timetable of fortnightly cycles.
Others may drop subjects such as Music, Bible Education, and
Physical Education, for a given term, and use the acquired
time for augmenting the allocation to the study subjects by

extending their length from, say, 35 minutes to 50 minutes.

In regard to time, the principle that emerges is that as
subject specialisation grows, soc the teacher ' s freedom to
make choices diminishes: the teacher is tied to the
framework of the timetable, which instructs the teacher
where to be at what time. The only choice remaining is the
choice of what to do within the confines of the classroom
for the period allocated to that class. The situation thus
varies considerably from preparatory, through primary, tol

secondary levels.

Of the observations that the teachers made when they talked
about their timetables, then, some are specific to their
level of teaching, others may apply to all levels of

teaching.

The interviews were begun by asking about their personal
timetables. This provided a convenient ice-breaker to get
discussions going. The initial guestion posed was: Are you

happy with your timetable this year?

An affirmative or negative response was then followed by
asking why they felt that way. This led them to give their

reasons and in this way deeper issues were revealed.
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Teachers were seldom perfectly happy with their timetables.
In almost every case, they were happy but said there were
problems. Iin other words, tney were making do within a less
than perfect situation. Bearing in mind what was said
earlier about the coping strategy, this would seem to be the
appropriate kind of area for such strategies to emerge: when
the teachers were in situations not of their own choosing or

their own making.

An English teacher, Mrs Dawson, with 28 years of experience
but who was still only a class teacher, responded to the
initial question by saying that timetables were drawn up
according to the regulations, and that we had to accept
them. This response suggested that she had learned over the
vyears to accept what was given to her. She was a meek,
somewhat frail widow and breadwinner to her family. Despite
her reply, it turned out that she had been given three
double periods on one day, and she found them ’very
exhausting’. To accept the situation, to cope with the
incontestable timetable, was then her means of survival. It
is likely that her main aim was job security, and she used
whatever strategies she could to serve that end, even if
this meant acceptance of an exhausting timetable. It should
also be noted that she had very little power: she was at
the bottom of the hierarchy: she had nothing to bargain

with.

Her view contrasted with that of the Mathematics teacher,

Soraya, who was energetic, confident, and who ’'quite
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enjoyed’ double periods for they gave her an opportunity to
‘flow’. By this she meant that she was not interrupted by
the shortness of the single period and could accomplish some
kinds of teaching pbest with double periods. But this had a
price. She too was exhausted. She felt she deserved her
free periods as time in which to recover, and felt that it
was ‘so grossly unfair’ that she had to go to a class and
supervise for an absent colleague. She was happy with the
rest of her timetable. So, despite strong feelings about
the loss of her free periods, she was unable to do anything
about the loss: she too was at the bottom of the hierarchy.
As has already been noted, her coping strategy took a severe
form: she resigned and left teaching at the end of the
vyear. Until then, her perception of the situation was one

that she would have to bear. She coped.

Vanessa, in need of a great deal of time because of her
dramatic, story-telling teaching style, found a unique
answer to her timetable problem. She was given permission
to take Bible Education periods and use them for her General

Science classes. Her opening words were:

I'm one of the older ones here ... I've cheated along
the years in that I always ask for the religious periods

so that I could have them as well to teach my children.

She had argued that nothing was happening in those periods
and that it would be better if she could have them to give
her the extra time she needed. Of all the teachers

interviewed, she was the most aware of time and the most
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move to a new subject or to a new standard can pose severe
problems of time management for the mover. The perception of

the timetable therefore needs to be seen in that light.

It is not often tnat teachers in South Africa have the
opportunity to write their own contract with a school. When
this happens, it is worth recording. The person in question
was Sandra, a Mathematics teacher. She was approached by a
private school in the Cape Town area and asked to join the
staff to teach Mathematics. She was at first not very
willing to do so, for time with her family was important to

her. She put it this way:

1 was asked to teach which I was.not really keen to do
basically because I do things in order of priority and
to me one of my biggest priorities is looking after my
children, and to me teaching would clash with that, so I
wasn’‘t keen to go and teach. But what I did was I said
I need to be with my children in the afternoon, so the
guy said, ‘'All right, in that case, you can teach in the
morning.’ But he gave me to start with a complete like
a full timetable and I said I cannot do extra—-murals
because that ... is the same as when I want to be with
my children. So I went on the understanding that I was
teaching but not doing extra-murals, and that if hy

children were sick, I would not come to school ...
She then explained how this arrangement failed:

So I started off on a full timetable, but it was crazy
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because I had absolutely no free periods, because what
he did was he put me on for seven lessons in a row every

day. (...}

... the worst thing about i1t was that ... I suppose
there were two things. The one was that the only break
1 had was 15 minutes, which meant I never really got to
know the staff. (This was) the first break which
occurred during my time there. So, and I felt that a
huge handicap because I need to understand the people
that I'm working with. And the second problem was that
all my preparation for reading up or marking had to be
done at home. There was no time to do it at school. So
I had to basically do that in the evening, and it was
just too heavy going because I had other commitments
during the afternoon and normal things that I1°'d do
outside of teaching which I don't want to give up,

because it’'s part of being a total person.

We should stop at this point and examine what 1is happening.
This is a process of negotiation: both parties need
something, but for the moment the principal’'s need is the
more urgent, and therefore the more powerful. He has to
find a Mathematics teacher. Sandra’s need is weak: it is
to respond to a call for help, to render service, to teach.
She hadn't needed the money, and hadn’'t made the first
approach. So, in fact, her negotiating position was

strong.

Furthermore, her bargaining counter was made the more
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(b) Their attitude to free periods and the loss of those

free periods when asked to supervise a class for an

absent colleague

To begin with, a definition is needed: a free period is an
unallocated period within a teacher’'s timetable. How that

time should be used produced a variety of responses.

One view saw the free period as a time to recover. This
view believed that the teacher should be able to decide how
to use that time. The other view, believed that the free
period should not be seen as free at all: it was an

administrative period, not a time to relax.

The first view is captured in the following response by

Soravya:

There were times when ... like for example, I think it’'s
on a Tuesday, I have to teach seven periods and then I'm
free in the last three and I'm absolutely bushed by the
time I get to the seventh period, but I deserve that
three periods that I have, and then they still put me on
to invigilate (supervise) which I think is so grossly
unfair, because I am so deadbeat by that time, you know
like your interval is about 15 minutes, and you just

about get to the staffroom and the bell goes again.

Ed, a teacher-librarian, defended the right of a teacher to

go into the staffroom and relax:
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be able to smoke and relax without the

headmaster coming in and giving him a job ...

A view midway
was expressed
have a cup of
try to finish

free time for

setween that of relaxing and that of working
oy Debra, who saw it as a teacher’'s right to
coffee and relax, but preferred personally to
her marking at school. She therefore used her

that or for the administrative work connected

with being a head of department. Her view was that how the

time was to be used should be up to the teacher.

In contrast with those views, the attitudes of most of the

senior teachers interviewed was that the free period should

be an administrative period. The clearest expression of

this attitude

As far as

came from Anthony, one of the principals:

the timetable is concerned, we don't ... there

aren’'t free periods ... the time that they’'ve got free,

they 've got to write there what they’'re going to do, you

know, like admin or preparation, or whatever, so they

can’'t just leave it: ‘Gee, I'm free during that period.’

But the majority of ... what we've done also with the

Standard Five classes, if we’'ve got 18 in the one class

and 18 in

the other, then we will combine them for their

content subjects, because you can take a whole class of

say 36 for History or Geography or Science, or whatever,

and we’ve

got rooms for that, so then that sets ane

teacher free at that time. So we try to share the free

periods according to their seniority. So the heads of

department are going to get of course far more and the
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teachers at an average will get say about four free
periods per week which is not, I mean it’'s not a lot,
but they 1l get at least four and I say that most would

be my senior members of staff with about eight.

The other half of this question related to the attitude
taken when a teacher lost a free period by having to
supervise for an absent colleague. Michael’'s strateqgy has
already been outlined, where he so re-defined the situation
with the class that he was able to regain control of the
time and mark. Soraya’'s attitude has also been given, in
her response above. Generally, teachers disliked giving up
this time, particularly as this tended to disrupt the plans
they had made for the day. Many activities could have begn
scheduled for that time: marking, meeting with a colleague
for discussions, telephoning in connection with forthcoming
sports fixtures, checking on details of lesson preparation
in the library ... It could of course also include simply
sitting down and catching one’'s breath. Despite this, it
should be said that supervision was often accepted, even by
those who disliked it, as part of the job. Classes could
not be left without teachers in charge, so it simply had to
be done. What tended to irk, though, was the sudden removal
of the right to use that time as one had planned, and this

relates to the teacher’'s autonomy.

(c) When lesson preparation took place and the factors

that affected when it took place
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One of the aobservations that emerged in the interviews with
the teachers was that some of them were aware of the fact
that 1t was possible to take short—-cuts in some aspects of
the teacher s daily time. This will be discussed more
thoroughly in the next chapter, but here it should be said
that teachers recognised that it was possible to save time
in marking, in lesson preparation, and in actual classrocom
teaching. As these three issues are related, it would be

best to deal with them together.

Many of the teachers said that they spent some two hours or
more each night preparing for the following day’'s lessons.
There was no way of checking on the accuracy of these
claims. At least one teacher, Michael, was quite open about
his failure to prepare adequately. He was asked whether,'in
order to achieved a balanced life, teachers were not
short-changing the children somehow, such as in lesson

preparation. He replied:

Yes. In my case, that was the case often. There were
some days when I'd walk into class and I knew I'd done
five minutes of preparation, so the children were
disadvantaged to a degree. I still think I sometimes
had very good lessons like that, but I mean that
shouldn’'t be the norm ... I'm quite a conscientious,
sensitive person and I would go through tremendous
torment during the period, because I knew that I hadn’'t
»e. 1'd feel very guilty that I hadn’'t prepared. There

are other people who have different personalities and
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that wouldn’'t bug them at all, and 1 know people said
to me, "Michael, you take teaching too seriously. Just
calm down. Don’ <+t take everything so personally.’ And I
wanted everything right and that was one of the
pressures. I1'd feel so guilty when I hadn’'t prepared
for a day, or I1'd be up late at night and then marking
and still have to do preparation. I was running around
with this guilt trip all the time that I was not doing

anything to the best of my ability ...

He went on to talk about short-cuts:

I have this tremendous sympathy for the teaching
profession. They 're working incredibly hard and as I
mentioned earlier, unless they’'re very capable and doing
well and getting through all these things, and being
involved in all these things, then they must be taking

short-cuts ...

He was then asked if the taking of short—-cuts with
preparation had anything to do with not having to show the

preparation publicly. He replied:

Yes. I had my own priority system that I'd first
prepare Matrics and would drop down to the Standard
Sixers, so if a class was not going to have preparation,
it would be my poor Standard Sixers. And sometimes my
Standard Sixers had my worst lessons ... And 1 know a
number of other teachers who had a similar sort of

prioritising of Matrics first. So my Matrics I'd say, I
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was always prepared for them, and I always went out of
my way to make sure that was a good lesson ... And so
that’'s what I'd co with my Standard Sixers: I'd chalk
and talk. I wouicon't do a proper preparation. I'd have
notes there and I'd literally do it text-book style. If
we were doing a History lesson, I would try and make it
as much fun as pcssible. I1'd say, 'Let’'s just read this
paragraph ..., and try and put enthusiasm in my voice,
and would read through a paragraph that 1 hadn’'t even
read through the night before, and 1 actually caught
myself once or twice saying, ‘Good Grief! Your teacher
makes a mistake!’” Because I hadn’'t gone through the
work. So my short-cut was that the lesson was badly
prepared. And I was not using my best style of

teaching.

The implication here is that the Matrics were more important
than the Standard Sixers. Michael was the only teacher to
have been aware of the prioritising of work that results
from a ranking of classes. This was an important
observation. When this was explored in the interview with
him, it appeared that a ranking could be made of the power
that classes could have over a teacher. For example, a
teacher would prepare well for awlarge class, as opposed to
a small class. This it was thought had something to do with
control: a large class was easier to control if the lesson
had been well-prepared. A lesson for a bright class would
be better preparéd than for a dull class: the bright class

could be more pleasurable to teach than the dull one, and
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thus preparation would ensure that pleasure with the bright
class. Fear could play a role: a teacher might prepare
better for z—lass that he feared than for another class in
which contrci was easier. And lastly, preparation would be
unusually thorough for an inspection lesson: here there was
the factor of being shown up before a colleague, or a
superior, and that the resulting judgement could affect
one’'s career, in terms of merit awards and promotion, and so
on. This 'showcasing’ was readily recognised by teachers as
a farce, an act of hypocrisy. Furthermore, the model lesson
showed what could be done, what was possible, but which was
not done as a norm. However, Michael spoke of one teacher
who clearly disagreed with this 'hypocritical' approach and
who had made a point of doing nothing more than the usualv
for an inspection. It is possible to see in this teacher’'s
(perverse?) stance an assertion of autonomy against the

bureaucratic requirement of inspection.

Most teachers used some system for both preparation and
marking, with the most efficient (that is, those claiming to
give back sets of books or tests the following day) having a
system of marking everything immediately. Most attempted to
do the marking at school, thus saving themselves the burden
of taking the books home and of working in home time. In
this system, they used part of the lesson period for marking
some of the class’'s books. They attempted to do some
marking in each class, each day. In this way, they created

cycles of marking and were able to keep a check on what the
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classes were doing. Marking is closely related to remedial
teaching, and so affected the preparation for remedial
lessons. The preparation and the teaching that followed it
could not oe done until the marking was done. Marking
strategies were therefore crucial for the flow of the
teacher’'s work. Wherever the marking was interrupted and
was not done, the teacher’'s preparation and teaching were
bound to be affected, if only by having to avoid the areas
covered in the tests or books, until the marking had been
done. If marking was not structured into the lesson itself,
it would have to be done at some other time, such as the
free period, and if that was not possible it would have to
be done at home. But if home time was itself affected by
extra-murals and evening meetings, or weekend sporting
management, then the marking would not get done in time, and
this would have a snowballing effect on the course of the

teacher’'s work over several days or even weeks.
Michael observed :

... marking essays would take me a long time. As a
result I could never get through as many written pieces
of work., I think I was doing the department bare
minimum of trying to get through three pieces a term.
And I really liked written work, and I'd have liked to
have done more and I always wanted to do more but I
could never ... it was like a vicious circle. 1[I could
never mark them and so I°'d sit'with a batch of books

that would be at home for two weeks as I tried to mark
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them ...

He found the students reacting to this:

... and they d say, 'But, Sir, whyn't you mark it last
night?’ And the dear old pupils ... they have no

concept I realize of the teacher’'s time ...

The inter-relationship between marking and lesson-content,
that is, remedial work, can be seen in the following

response by Charles, the History teacher:

eso I would say I do it as it comes, right? Say for
instance I've written a test (sic) , then I°11 do the
marking as soon as possible. If the test has been
finished and I°'ve got two administration periods, that
is what we call free periods, then I°11 use those two
periods to mark a test. If for instance I have a class
of about 15 pupils and they also write that same test on
that same day, and I don’'t have any administration
periods in between to mark those books, then I will
distribute my pupils in such a way that they may not
copy from one another and then I°11 sit at the back of
the class and I use that time as well for doing some
marking. Otherwise if I can’'t finish my marking at
school, then I take my books home especially over a
weekend, because a test that I normally write (sic) is
towards the end of the week: Thursday or Friday.. So
Friday I take my books home and I complete my marking at

home and I bring it back.
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He was then asked if he tried to get work back to the

children as gquickly as possible.

That's rignt, yes. I think that is a very good

objective because the children want to see results, you

see, and if they see good results, if they see how they

have done in the test, it might motivate them to do much

better in the next test. Right? So when they write the

next test they are eager. They know already that the

teacher will come with the marks the next day,

so they

are eager to wait for their marks, but if you are going

to delay the marking for two, three, four days then it

won't be so effective on the pupils.

Soraya, the Mathematics teacher, said much the same:

What I would do is, I would mark it immediately.

Always. There was no delay for me. I would never delay

a test, because I know those kids want to know if ...

it’'s important to them. The test could have been a

challenge to some of them. And to some of them
competition, so it's important that you hand it

them and they can see where they went wrong.

Vanessa, the General Science teacher, said the same
thing. She maintained that she had never failed in
vears of teaching to hand back a test the following
would do this even if it meant staying up the whole

finish the marking.

it was

back to

sort of
several
day. She

night to
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At least two of the teachers, Debra and Mrs Dawson,
mentioned sitting down as a matter of practice after supper
and devoting about two hours to school work. Mrs Dawson
mentioned having to turn down invitations from friends to
come round and have a cup of tea. She would tell them she
couldn’'t, that she still had too much to do. She made the
significant remark that it was only in the holidays that she

was finally able to catch up on her friendships ...

It would seem that the cost of delivering the goods to their

classes can be very high for some teachers.

(d) Their attitudes to extra-mural duties in terms of how

those duties affected the rest of the day

Once again, there was a cleavage between those teachers who
saw extra-murals as part of the duties of the teacher, and

those teachers who felt it was an unwarranted requirement.

The majority saw extra—mural work as a reasonable
requirement, and extra-murals as an important part of the
development of the whole child. If this then affected the

rest of the day, that was regrettable but inevitable.

A minority, all secondary teachers, felt strongly that
extra-murals were inappropriate work for school—-teachers to
undertake. Extra-murals should not be part of the
professional package of requirements. Others, such as
parents or even sﬁorting professionals, should be used to

provide what teachers were now providing, at great personal
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