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ABSTRACT

The present d i s ser ta t io n  was designed to  assess  system at ica l ly  

and o b jec t ive ly  the re la t iv e  influence o f  the systems o f  co-education  

and s in g le - s e x  education in a s s i s t i n g  with the reso lut ion  of adolescent  

developmental tasks.  Since i t  was f e l t  by the present researcher that  

any complete evaluation of adolescent development must involve an 

appraisal o f  the s o c i a l ,  h e te r o so c ia l ,  emotional and in t e l l e c t u a l  domains, 

the dependent variables  and measurement instruments se le c te d  for the 

present study were:

( i )  Home Adjustment )

( i i )  Socia l Adjustment ) B e l l ' s  Adjustment Inventory,

( i i i )  Emotional Adjustment )

(1v) H eterosocial Adjustment -  'b o y -g irT  sub -sca le  o f the

Mooney Problem Inventory

(v) Anxiety I P A O n x l S t i ^ B l e

(v i )  S e l f  Concept Coppersmith Self-Esteem Inventory

( v i i )  Achievement Motivation -  Achievement sub-sca le  of the

Edward Personal Preference Schedule

( v i i i )  Academic Attainment -  Final ExaminatlonJTesults

( ix )  I n te l l ig e n c e  -.Mental Alertness Scale of the

High Level Battery

The to ta l  number of subjects  s e le c te d  for  the present stuoy

numbered 301 and comprised 146 males and 155 females. This sample was 

broken down with regard to type of  secondary school attended and present  

educational standard -  that  i s  -  matriculation or f i r s t - y e a r  univers i ty ,



/
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Of the to ta l  sam ple,149 subjects  received  co-education and 152 received

s in g le - s e x  education; 161 subjects  were matriculation students and 140 

subjects  were f ir s t -y e a r  un ivers i ty  students.

The s t a t i s t i c a l  procedures applied to  the present data, included  

Factor A n a ly s i s , Analysis o f  Variance and t - t e s t s .  S ig n i f ic a n t

dif ferences  in favour o f  s in g le  sex  education were found in the area 

o f  i n t e l l e c t u a l  development and s ig n i f i c a n t  d if ferences  in favour of  

co-education were found in the area of heterosocia l  adjustment. The 

psycho-educational implications o f  these f indings  for  both the 

psychology o f  adolescence and the p o l i c i e s  o f  co-education and s in g l e ­

sex education are explored and recommendations for the development and 

implementation o f  psycho-educational intervention programmes in the  

schools are indicated .
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CHAPTER 1

INTRODUCTION

The 'teenage years' which include the periods o f  puberty and 

adolescence comprise an important, t r a n s it io n a l  period o f  

development often c r i t i c a l  to  the ultim ate success or fa i lu r e  o f  

the in d iv idu a l's  s o c ia l iz a t io n ,  adjustment and la te r  achievements 

in l i f e .  In the few years between l a t e  childhood and early  

adulthood the adolescent must develop a philosophy of l i f e ,  a s e t  

of moral o e l i e f s  and standards. She/he must a lso  develop a sense  

of her his  own id e n t i t y  and have come idea o f  who she/he i s ,  where 

she/he going and what the p o s s i b i l i t i e s  are o f  ge tt in g  there.

The development of one's own id e n t i ty  as a person (what Erikson has 

ca lled  ego id e n t i t y ' ;  requires a perception o f  the s e l f  as separate  

from others despite  t i e s  to them) and a fe e l in g  o f wholeness or 

s e lf -c o n s is te n c y ,  not only in the sense of internal consistency  a t a 

particu lar  moment, but a lso  over time. The tra n s it io n a l  years which 

comprise adolescence thus require a number o f  crucial readjustments. 

Since during adolescence the individual i s  in the school environment 

more than she/he i s  in the home environment or in any other environment, 

the school may be viewed as exerting a profound influence upon the 

adolescent and ' the acceptance of formal education as a necessary part  

of man's adjustment equipment' (Young 1959, p 417) thus becomes a

d is t in c t iv e  feature o f our ethos.

Macomber (1 968) has suggested that  the school 1 should act  as an 

in tegrative  agent for the adolescent'  and should define behaviour 

and competencies that are necessary for the adolescent to deal with



her/h is  problems and to resolve her/his  developme ta l  cr ises  (p 6 8 ).

In l in e  with th is  psycho-educational theory there has been a slow 

but d e f in i t e  trend towards extending the tra d it io n a l emphasis o f  

education on s c h o la s t ic  material to  include a concern for  p ersonality  

growth. Increasing concern i s  being given to the mental health o f  

the adolescent with a view to a s s i s t in g  p erso n a lity  adjustment and 

harmonious inter-personal re la t ion sh ip s  (Minuchin et_al_. 1969).

A log ica l  extension o f  the view that the secondary school 

environment i s  o f  major s ig n if ic a n c e  in a s s i s t in g  the p sycho log ica l,  

socia l and in te l le c tu a l  development o f  the ado lescent, i s  that  

d if fe r e n t  educational systems w il l  d i f f e r e n t ia l ly  in flu en ce  the 

ad olescent's  reso lu tion  o f  developmental ta sk s . I t  has been shown 

th a t  s in g le  sex and co-educational schools  d i f f e r  considerably from 

each other in tone or atmosphere (Dale 1969), and i t  fo llow s that  

each must be exerting  a d if f e r e n t  in fluence  on the a t t i tu d e s ,  

emotional w ell-be ing and p ersonality  development of i t s  con stitu en t  

students. Xow strange i t  i s ,  th ere fo re , th a t  the study o f  these  

d ifferen ces  which are o f  psychological and educational s ig n if ic a n c e  

has in the past been so n eg lected , e sp e c ia l ly  in the South African 

context, leaving the protagonists  on e ith e r  s ide to  debate the matter 

with many th eoretica l arguments but few empirical f a c t s .

The debate concerning the r iv a l  m erits o f co-education and s in g le  

sex education may be traced back to 1939 when Pekin published a book 

in which he considered the objections and the advantages propounded 

by c r i t i c s  and supporters o f  co-education. The theoret ica l  arguments 

i d e n t i f i e d  by Pekin (1939) and which are debated to the present day 

centre around the contentious b e l i e f  in an e s sen t ia l  d ifferen ce  in



the natures o f  boys and g i r l s  which favour s in g le - se x  education and 

the d i f f e r e n t ia l  in te l le c tu a l  development o f  the sexes (Newsome 

1948; P h i l l ip s  1963; Kremer 1965; Waetjen and Grambs 

1963; Kolesnik 1969) and the issu e  o f  which system best  a s s i s t s  

heterosocia l and heterosexual development (Aarts et_al_. 1955;

Prison 1959; Levine 1964; de Klerk et_aly 1960; M iller 1967; Lamb

and Pickthorn 1968; Descamps 1931).

Thus some educational-psychology th e o r is t s  (Prison  

1959; Gaertner 1961; Coleman 1961; Jones et_al_. 1972) argue with 

conviction that co-education i s  in im ical to both emotional adjustment 

and academic attainment. On the other hand, supporters of co 

education (M iller 1967; Dale 1969; 1972; Sutherland 1969) content that  

co-education i s  necessary to prepare adolescents to take th e ir  places  

n atura lly  in the world o f men and women. The la t t e r  group argue that  

the environment o f  the co-educational sch oo l, which more c lo s e ly  

approximates the environment of the wider so c ia l  con text, best equips 

the adolescent to adjust to the soc ia l  world beyond the school.

Despite the burning controversy over the rival m erits o f  the co­

education and s in g le  sex education, only rarely  have these is su e s  been 

in v est ig a ted  system atica lly  in th e ir  own r ig h t .  The research which 

has been conducted in the f i e ld  o f  co-education has been la rg e ly  

confined to Britain  and Ireland and even then such research has been 

sporadic in nature and small in volume. The research which has been 

conducted i s  characterised by both an o b je c t iv e ,  s c i e n t i f i c  

orien tation  and by more personal observation -  often  in the form o f

a t t i tu d in a l  surveys.

Dale (1969), N icholls  (1967) and Taucher (1969) conducted

a tt itu d in a l  surveys in v est ig a t in g  the a t t i tu d e s  o f students towards
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th e ir  co-educational and s in g le - s e x  sch oo ls .  The r esu lts  o f  these  

three surveys ind icated  a decided preference for  co-education among 

most pupils in secondary sch oo ls .  Dale (1969) extended h is  research to  

include the responses o f teachers and ex-pupils  who had experienced both 

types of schooling . Dale found that co-education was the preferred  

system by v irtue  o f the fa c t  that co-educational schools were f e l t  to  

o f fe r  'a b e t te r  preparation for  l i f e  in  a bisexual world, a more natural 

atmosphere between boy and g i r l ,  . . . .  a b e t te r  a tt itu d e  to  sex . . . . ' ( p  176).

On an im p lic i t  le v e l  the resu lts  o f  the atticud inal surveys suggest  

th a t the so c ia l  environment o f  the co-educational school equips adolescents  

b e t te r  to adjust to the adult world beyond the school. The only attempts 

to  evaluate system a tica lly  and o b je c t iv e ly  the psychological and so c ia l  

adjustment o f  adolescents attending co-educational schools and those  

attending s in g le - s e x  schools were the stu d ies  conducted by Dale (1969;

1971) and Van Aswegen (1975). These researchers obtained scores for  pupils  

on many personality  measures and both researchers found no s ig n i f ic a n t  

differences  between pupils attending these schools .  Although the 

research by Dale (1969; 1971) and Van Aswegen (1975) was very broadly 

conceived and in te n s iv e ly  assessed , the question of the e f f e c t s  of  

these two systems on h e te r o s ic ia l  adjustment was not addressed. In 

addition to  t h i s ,  Van Aswegen's research which i s  the only study in 

the area of  co-education which has been conducted in South Africa ,  

was confined to  female students. The e f f e c t s  o f  co-education on the 

psychological and so c ia l  adjustment o f male students in South African 

secondary schools has thus never been in v est ig a te d .

Taking cognisance o f  the d e f ic ie n t  s ta t e  o f  research on the 

r e la t iv e  influences  of  co-education and s in g le  sex education on South 

African secondary school s tu d en ts ,  the present research i s  aimed at
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redressing th is  by representing a system at ica l ly  control!eu study 

measuring the p sycho log ica l,  social  and heterosocial  adjustment of

male and female secondary school students.

In addition to the psycho-social  c r is e s  faced by the adolescent,  

the adolescent period i s  a lso  a d e f in i t e  point  in i n te l l e c t u a l  

development. During adolescence,  i n t e l l i g e n c e  as a truly  co-ordinated  

mental organisation involving sensory-motor, cognit ive  and conceptual 

a b i l i t i e s  can be said to  appear (Piaget  1952; Vinacke 1951). Ausubel 

(1962) describes  the tra n s i t io n  during ear ly  adolescence as involving  

movement from 1 a predominantly concrete to a predominantly abstract  

mode o f  understanding and manipulating complex re la t io n a l propositions'  

(p 268). Braham (1965) describes adolescence as 'the period o f  true  

in te l le c tu a l  growth' (p 2 5 ) .  However, Braham points out th a t i t  i s  

p r e c is e ly  'when i n t e l l i g e n c e  i s  beginning to function as a co-ordinated  

structure and requires the most nurturing circumstances, the adolescent  

meets a major deterrent to i t s  development, that o f the i n t e l l e c t u a l l y  

negating peer group stru ctu re , o” sub-cu lture1 (p 252). Braham s 

opinion that  the adolescent peer culture in secondary co-educational 

schools exerts  a s tu l t i f y in g  e f f e c t  on in te l l e c t u a l  a c t i v i t i e s  i s  

supported by Coleman (1961) who found th a t  s ta tu s  in co-educational 

schools  i s  dependent upon popularity rather than upon s c h o la s t ic  and 

in te l le c tu a l  achievement which consequently r esu l t s  in a lowering o f

the leve l  o f  academic attainment.

Systematic research surveys on the in t e l l e c t u a l  achievement o f  

pupils attending co-educational schools in comparison to pupils  

attending s ing le  sex schools have been conducted by Tyson (1926)

King (1945), Sutherland (1961), Kolesnik (1969), S tr ic k ler  and
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P h il l ip s  (1970), Dale (1969; 1971) and Van Aswegen (1975). The 

general trend indicated  by the r e su lts  o f  these  surveys i s  lower 

academic performance on the part o f  co-educated g ir l s  compared to  

the g i r l s  from g ir l s '  schools; however, th is  trend was found to  be 

reversed in the case o f boys where co-educated boys often achieved 

higher academic r e su lts  than boys from boys' schools.

Although in v e s t ig a t io n s  on academic attainment have revealed  

certa in  s im i la r i t i e s  in r e su lts  and although these  r esu lts  are 

c o n s is ten t  with the th eo retica l argument that a lowering o f  academic 

standard o f  g ir l s  occurs in a co -ed u cati .  J  schoo l, i t  i s  a lso  

evident in  considering these s t u d t h a t  fa c to rs  other than co-education  

or segregation may have i n f l u e n c e  the f in d in g s .  The la t t e r  group o f  

fa c to rs  included age d if fe r e n c e s ,  d ifferen ces  in  in te l l ig e n c e  and

d ifferen ces  in soc ia l c la s s .

I t  i s  the in ten tion  o f  the present researcher to take cognisance

o f  the abovementioned methodological shortcomings in the f i e l d  o f  

co-education and academic attainment and to represent a w e ll-co n tro lled  

study a sse s s in g ,  in the South African con tex t,  the r e la t iv e  e f f e c t s  o f  

co-education and s in g le - se x  education on academic attainment.

A further question comes to mind when assessin g  the r e la t iv e  

in flu en ces  o f  co-education and s in g le - se x  education and th is  question  

which a r ise s  i s  whether any d is t in c t iv e  in fluence  la s t s  beyond the 

school to a f f e c t  performance at u n iv ers ity .  Research on th is  issu e  

i s  confined primarily to a study by Dale (1972) who in turn r e s tr ic te d  

his research to measure only the academic progress o f  students who 

had attended co-educational schools and those who had attended s in g le -  

sex schools . Thus, the p sycholog ica l,  soc ia l  and heterosocial
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adjustment o f  students who attended the two school types has never 

been assessed . The present research i s  designed to enter a new 

f i e ld  by in v est ig a t in g  in  the South African context, the p sycho log ica l,  

so c ia l  and heterosocial adjustment, as well as the academic attainment 

of f i r s t  year u n iv ers ity  students who received co-education , and those

who received s in g le - se x  education.

In the present d is s e r ta t io n ,  consideration w ill  be given to a

h is to r ic a l  and philosophical overview of co-education (Chapter 2 ) ,  a 

th eo retica l overview o f  the adolescent period o f  development and a 

consideration o f  the th eo re t ica l  im plications o f  adolescent development 

for  education (Chapter 3 ) ,  and f in a l ly  a review and assessment of  

stu d ies  conducted on the r e la t iv e  merits o f  co-education and s in g le -

sex education (Chapter 4 ) .
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CHAPTER 2

HISTORICAL AND PHILOSOPHICAL OVERVIEW OF CO-EDUCATION 
MsiNGLE-SEX EDUCATION

2.1 General History

In order to g ive proper consideration to the h is to r ic a l  development 

of any e n t i t y ,  i t  i s  useful to confine that e n t ity  within certain  

definable l im i t s .  ft co-educational school may be defined as 'a 

school which admits boys and g ir l s  on equal t e r m s . . . . i t  i s  a school 

in which boys and g ir l s  are educated together, usually  in the same 

c l a s s e s . . . . '  (Howard 1940, p IS ) .  The system o f  co-education l i e s  

in d ir e c t  ju xtaposition  to  the system of monastic or s in g le - se x  

education - the system whereby males and females are educated

separately  in segregated in s t i t u t io n s .

Throughout the long h istory  o f  man, the family has been a basic  

in s t i tu t io n  serving as the cu ltural workshop for  the transmission o, 

cherished tr a d it io n s  and for  guiding the ch ild  in the pathways or 

development. Since education in the home i s  u su a lly  co-education,  

co-education can claim to  be the most ancient o f  a l l  systems of  

education. However, from the h isto ry  o f  education in the narrow sen se ,  

th a t i s ,  the h istory  o f  education in sch o o ls ,  co-education cannot claim 

a d istinguished  h isto ry . Although co-education has grown considerably  

in  the nineteenth century and tw entieth  century, i t s  growth has been 

spasmodic and, in  e a r l ie r  tim es, only b r ie f  glimpses o f i t  are to be

obtained.

Glimpses o f  the j o in t  education o f  boys and g ir l s  can be seen in 

c la s s ic a l  times - though the evidence i s  fragmentary. Howard (1940) 

points out th a t in Sparta, where the p osit ion  o f women was higher
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than in mos' ommunities of the time, the sexes were by no means 

e n t ir e ly  separated. I t  i s  known, for  example, that the educational 

endowments o f Teos provided th at the professors of l i te r a tu r e  should 

teach both boys and g i r l s .  A Roman tombstone e x is t s  which depicts a 

schoolmaster with a g ir l  on one s id e  of him and a boy on the other.

In the f i r s t  century AD Musonius wrote in favour o f  co-education. He 

argued that the v ir tu es  required in boys an-., g i r l s  were a l ik e .

However, the prevailing  in s t in c t  o f ancient Rome was aga in st  a common

upbringing of boys and g i r l s .

Boys and g i r l s  seem to have attended the monastery schools  of  the

Greek Church for  some cen tu r ie s ,  but a f te r  that a l l  trace o f  co-education  

in schools has been l o s t  for some hundreds of years. Howard (1940) 

bel ieves  that the adverse in fluence  of p r ie s ts  was a powerful factor  

accounting for  co-education being terminated. Right up to the present  

day, in countries in which Roman Catholicism f lo u r is h e s ,  co-education  

has made comparatively l i t t l e  headway. The monastic schools o f  the 

Middle Ages were attended by boys alone; the g i r l s ,  when educated at  

&l 1 , attended a nunnery school.  Another factor  accounting for  the 

fa i lu r e  o f  co-education to advance in medieval times i s  a ttr ib u ta b le  

to the general view o f  the posit ion  o f  women and the s p e c i f ic  duties  

for  which they were to be trained. For centuries  the status  of  women 

was low and th e ir  role  was perceived to be in the home rather than in 

the outside world. With such a view of t i e  posit ion  of  women, i t  

would be i d l e  to have expected co-education to f lo u r ish .

The ear ly  Humanists of the Renaissance held a higher view of  the 

p v J t io n  o f  women. Education for them th e o r e t ic a l ly  involved the 

development o f  p ersonality  - body, mind and s p i r i t ;  in practice  

they wanted l i t e r a r y  accomplishments for both men and women. In
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accordance with th is  e levated  view of women, g i r l s  began to be 

admitted to Renaissance sch oo ls ,  e s p e c ia l ly  the 'home' schools of  

great fa m il ie s .  Luther recognized the need for  educating g ir l s  -  he 

held that sa lvation  was to be attained by reading the Bible and 

therefore f e l t  that g i r l s  should be taught to read. To th is  extent  

Luther may be considered the father of modern co-education in 

p ractice . I t  was Luther's Protestant in flu en ce  which started  

Primary Schools in Gemany, Scotland and the north of England; and 

g ir l s  were o ften  admitted. The movement of elementary co-education  

was thus heralded and has grown s te a d i ly  s in c e .  Today the co­

educational elementary school i s  the norm in te r n a t io n a l ly .

thus the e f f e c t  o f  C h r is t ia n ity  upon co-education was profound, 

but slow in operation. C h r is t ia n ity  la id  the foundations in the 

pagan world o f  a better  view o f  women, which bore within i t s e l f  the

germs of co-education.

2 .2  History in  Britain

In the 19th Century there ex is ted  in B rita in  the old estab lish ed  

Grammar and Public Schools for  the education o f  boys. At th is  time 

in Britain  secondary education was lim ited  almost e x c lu s iv e ly  to boys

because the essence of education was based on the ro les  which adult

men and women played in the s o c ie ty ,  g i r l s ,  when educated a t  a l l ,  

were taught to be useful in the home, and ornamental. The Victorian  

Age was thus characterized by the ' f in ish in g '  of young lad ies  and the 

academic emulation o f  the male sex. New schools founded during the

Victorian Era were thus s in g le - se x .

The gradual emancipation o f women from the home and her entry

in to  career l i f e  which began in the mid-nineteenth century, led to
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increased numbers o f  g ir l s  receiv ing  secondary education with the 

consequent entry o f  a large number o f g ir l s  in to  boys' schools .

However, many o f the boys' schools o f high repute and old tra d it io n s  

would not admit g ir l s  and th is  resu lted  in  secondary schools being 

b u i l t  for g i r l s .  Barnard (1968) writes that  Girls'  Public Day 

School Trust b u i l t  th e ir  f i r s t  g ir l s '  school in 1873 and by 1891 the 

number o f a l l - g i r l  schools had increased to  t h ir t y - s ix .  This s in g le -  

sex tra d it io n  in  Britain continued i t s  se lf -p erp etu a tin g  course for  

most o f  the f i r s t  h a lf  o f  the twentieth century.

After the Second World War the attendance o f secondary schools  

by boys and g ir l s  increased rapid ly . The Labour Party came in to  

power in Britain  and introduced comprehensive secondary schools  

which, for  economical reasons, resu lted  in  increased co-education.

The comprehensive schools in England became a p o l i t i c a l  i s sue  and 

thus co-education received much atten tion  as evidenced by the 

extensive  research conducted by Dale (1949; 1955; 1962). Despite 

the increase in co-education in Britain during the present century,  

i t  i s  the s in g le - se x  tr a d it io n  that s t i l l  receives the majority

support.

The advance of co-education in England has been described by 

Van Aswegen (19 75) as being tempered by certain in f l e x ib le  ideas favouring  

s in g le - s e x  education which are often based on t r a d it io n ,  ignorance and 

prejudice. With r e la t iv e ly  few excep tion s,  the teachers and parents of  

the pre-war era received s in y le - s e x  education and th is  resu lted  in co­

education being foreign to  and as such objectionable to the more a f f lu e n t  

sect ion  of  the population. Facts are needed i f  the supporters of  

co-education are to convince the opponents of  i t s  value. However, 

in England, the production of  fa c ts  i s  very d i f f i c u l t  because the
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e s ta b l ish e d ,  tra d it io n a l s in g le - se x  schools attended by the children  

of the a f f lu e n t  population, are not comparable on sound methodological 

grounds with the co-education schools attended mainly by children

coming from the l e s s  a f f lu en t  sector .

Thus to the present-day the s in g le -se x  tra d it io n  has continued as 

the favoured educational system in B rita in . However, as Dale (1969) 

points out, th is  preference ' i s  not founded on educational theory but 

on a combination o f  h is to r ic a l  evolution  and a public image o f  a few 

schools where an e l i t e  educated by an e l i t e  produced future scholars  

for  the ancient u n iv e r s i t i e s .  Yet there i s  l i t t l e  research to  

evaluate the achievement o f  these sch o o ls ,  e s p e c ia l ly  in  areas other

than the academic1 (p x i i ) .

Dale (1969) su c c in c t ly  sums up the,present-day preference for

s in g le - se x  education in  B rita in  when he w rites:

'Of so l id  worth there must have been much but i t  i s  not 
easy to determine where the worth ended and the myth 
began, nor to what ex ten t  the achievement and p restige  
are due to the special c l i e n t e l e ,  the upper crust  of  
academic success , well q u a l if ie d  s t a f f ,  or tra d it io n .
Certainly there i s  no r e l ia b le  evidence that the s ing le  
sex nature o f the education , reduced b e t ter  academic 
p r o g ress .1 (p x i i ) .

2 .3  History in America

Although custom, law and r e l ig io n  in Colonial America tended to 

consider women as in fer io r  and therefore subordinate to men, 

conditions on the westward-moving fr o n t ier  made trad it ion a l women's 

jobs e ssen tia l  and furthermore in many cases required women to 

perform men's wor.<. Both the American and the French Revolutions  

unleashed ideas o f eq u ality  and natural r ig h ts  that could not be 

permanently lim ited  to men. As a new s o c ie ty  took shape in the
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New World under new and changing condit ions ,  t rad it ional  a t t i tu d es  

towards the l o t ,  l i f e  and work o f women had to be revised .

Wider educational opportunit ies  for women soon became a focal  

point for concern and under the stimulus o f  such concern, the i n i t i a l  

sporadic in te r e s t  in elementary education for  g i r l s  became a 

continuing in te r e s t  in female academies and sem inaries, which, by the 

time of  the Civil  War, were to be found in almost every s ta te  of  the 

Union. From the beginning, the d i s t r i c t  schools in the small 

settlements  were open to both sexes .  As Howard (1940) puts i t  

'American c iv i l i s a t i o n  was in a hurry, i t  had no time to waste in  

duplicating schools' (p 41), As schools grew in  number and th e ir  

scope widened, they continued to be co-educational. In the west 

th is  was perhaps a matter of convenience and economy. In the more 

th ick ly  populated ea st  i t  would have been p o ss ib le ,  had there been 

any demand for i t ,  to have estab lish ed  the s in g le - se x  school.

However, the co-educational school was d e f in i t e ly  preferred; i t  was 

the embodiment o f  the American doctrine o f  equal opportunities for a l l .

The o f f i c i a l  view of  co-education in America i s  that i t  i s  impartial 

i t  gives  the g ir l  the same opportunity for advancement and culture as 

i t  gives the boy. At present the en tire  system of s ta te  schools in 

America is  co-educational.  T i t le  ix  o f the Education Amendments o f  

1972 s ta te s  that 'no person in the United States s h a l l ,  on the basis of  

sex , be excluded from p artic ip a tion  in ,  be denied b en efits  o f ,  or be 

subject to discrimination under any education programme or a c t iv i t y  

receiving federal f inancia l  ass i s tance '  (Campbell e t  al_. 1975, p 342).

Thus the entire  system of  public schools in the United States  of  

America which in the 1970s accounted for  ninety per cent o f to ta l  school

jM.
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enrolments are co-educational in nature. I t  i s  only in the non­

public schools which account for  ten per cent o f  to ta l  school 

enrolments that  males and females receive  segregated education. One 

may be tempted to a t tr ibute  the ex istence  of  these non-public s in g le -  

sex schools  to  d i s s a t i s f a c t i o n  with co-education. However, i f  one takes 

cognisance of  the f a c t  that  Roman Catholic Schools enrol approximately, 

eighty  per cent of the nation's  non-public school s tu d en ts , 

i t  becomes evident  that  s in g le  sex secondary education in America, 

where found, e x i s t s  almost primarily for  r e l ig io u s  reasons. (See 

Campbell e t  a l . 1975, p 148 for s t a t i s t i c a l  information)

Thus in America, in  contrast to B r ita in ,  i t  i s  the s in g le - se x  

school which i s  without a h is to r y .  In America, co-education ,s  

preferred on educational democratic grounds and t h is  p o licy  i s  

founded on the b e l i e f  th a t  co-education i s  impartial in the sense 

that i t  g ives  the g ir l  the same opportunity for  advancement and 

culture as i t  g ives  the boy. This democratic educational ideal 

has in recent years come under f i r e  by the fem in ist  movement which 

a l le g e s  that g i r l s  are discriminated against throughout th e ir  e n t ir e

educational l iv e s  (Horner 1969; 1972; Lehney 1977).

These th e o r is t s  hold that in  co-educational schools the com petitiveness,  

drive and w il l  to succeed o f g i r l s  becomes r a d ic a l ly  reduced in  order 

not to appear as 'unfeminine'. Thus the phenomenon o f 'fe a r  o f  success'  

in  women i s  heightened in mixed-sex educational environments (Horner 

1969; 1972). This challenge to co-education needs further researching  

and may sow a seed for s in g le -se x  education becoming the preferred  

system in th a t i t  best promotes attainment in females.
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2 .4  History in Australia

A ustralia  developed throughout the nineteenth century as an o ffsh oot  

o f  the communities of the British I s l e s .  The Australian continent  

was f i r s t  s e t t l e d  by immigrants from England, Scotland, Ireland and 

Wales and, during the f i r s t  three decades, mainly by involuntary  

immigrants. As the s ix  Australian Colonies created the economic and 

s oc ia l  fabrics  o f  the ir  communities, they borrowed heavily  and 

in e v ita b ly  from the tra d it io n s  and the models that were a t  hand in  the 

mother country. The movements o f  p o l i t i c a l ,  so c ia l  and educational 

thought o f  Britain  in the nineteenth century influenced the developing

Australian nation.

Thus i t  i s  an elementary fa c t  that A ustralia  began as e s s e n t ia l ly

a Brit ish  community and in many fundamental respects i s  a reproduction 

o f  B r it ish  S oc ie ty .  English-speaking immigrants o f  whatever or ig in  

made do with the B r it ish  inheritance as long as i t  stayed workable. 

However, the geographical problems, population d istr ib u tio n  and the  

in ternal wranglings of the churches induced Australians to opt for  

c lo se ly -c e n tr a l iz e d  control o f education within each of the S ta te s ,  

for  secu la r iza tio n  of the public provision and for  novel means of  

securing a reasonably equal spread o f  basic  opportunity.

I t  i s  almost impossible to gen era lise  s a t i s f a c t o r i ly  about the 

structure o f  secondary education in A ustralia  except to point  to the 

f a c t  that there e x i s t  both State and non-State sch oo ls .  The majority  

of Australians for reasons partly  to be found in  the geographical and 

so c ia l  circumstances o f  the early  decades o f the h istory  o f the s o c ie ty ,  

have found l i t t l e  d i f f i c u l t y  in accepting the b e l i e f  that the education  

o f  the community i s  the r e sp o n s ib i l i ty  o f  the governments. These s ta te
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schoo ls ,  which are attended by approximately seven ty - f ive  per cent  

of  Australian children are most frequently co-educational in nature,  

jones (1974) points out that Queensland, long regarded as the most 

conservative s ta te  educat ional ly ,  fo llows the basic  p r inc ip les  of

co-education in i t s  high schools .

The non-governmental or independent secondary schools in  Australia  

are attended by approximately twenty-f ive  per cent of  Australian 

children,  and of  th e se ,  about e ighty  per cent attend Roman Catholic  

Schools.  Often ca l led  1 p r iv a te 1 or 'independent* rather than non- 

government', these schools are genera lly  church-based and s in g le ­

sex in nature. In 1971 a to ta l  o f  2 190 non-government schools were 

in operation, and, o f  these 1 781 were under the auspices o f  the Roman 

Catholic Church. The Church o f England contro lled  108, th ir ty -th ree  

were Presbyterian and nineteen Methodist sponsored (Jones 1974, p 60).

The non-Catholic independent schools or non-government schools may 

be considered to be the Australian counterpart of  the great public  

schools in Britain a-d are lik ew ise  founded on prestige  and trad it ion  

and responsible for an e l i t i s t  education.

These schools charge substantia l fees  and are thus beyond the 

reach of the great majority o f people. These non-government schools  

are s in g le -se x  schools .  The choice o f  th is  type of school i s  made

mainly for social  reasons. ' I t  i s  customary for parents enjoying a 

certain soc ia l  and economic pos i t ion  to send th e ir  children to 

independent s c h o o ls ; to patronise them i s  part of  l i v in g  up to one's

so c ia l  p osit ion ' (Partridge 1968, p 79).

New South Wales has the most non-government schools (790), with 

V ictoria next (581) and Queensland third (342).  These non-
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government schools - r e l ig io u s  and undenominational - are 

organised along the l in e s  of sex segregation . Objections to the 

ex isten ce  of these schools are grounded in the fa c t  that these  

schools are viewed as accentuating r e l ig io u s ,  c lass  or economic and

c -  tional l i n e s .  The s in g le - se x  nature o f  these schools and the 

part they play in in eq u a lity  between the sexes have not however been 

challenged a t  national leve l  in Austral ia .

2.5 History in South Africa

In considering the h is to r ic a l  development o f  co-education in  the 

Western World i t  has become c lear  that  the educational system of  

every nation has many determinants and, in studying the educational 

system of a country, due regard must be given to the people and the 

history  that helped to shape i t .  Although the South African 

educational system has many determinants rooted in the Western 

educational t r a d it io n ,  many o f  i t s  fa ce ts  are unique, owing to i t s

own d i s t i n c t i v e  people and h is tory .

The Dutch s e t t l e r s ,  who may be considered the f i r s t  people from 

Europe to s e t t l e  permanently in South A fr ica , approximately diree 

hundred years ago, brought with them to the Cape a trad it ion  of  

re l ig io u s  education. They were followed by people of B r i t i sh  and

German stock.

2.5.1  History under the Dutch S e t t le r s

The Dutch pioneers were a very r e l ig io u s  group and bel ieved  

strongly in sa lvation  through ' r e l ig io n ' .  Religious education for  

the ir  children was a l l  these pioneers wanted and i t  was given to 

both male and female children a t home by a church o f f i c i a l  or some 

i t in e r a n t  (Behr and Macmillan 1972). Sometimes th is  r e l ig io u s
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reading, writ ing and arithmetic .  In 1663 provision was made for  

the f i r s t  public school at  the Cape. This school was attended by 

both boys and g i r l s .  As the sett lement at  the Cape expanded so 

did the need for more schools and, in accordance with the demand, 

various public schools were es tab l ished  in Cape Town and the rural 

areas.  These f i r s t  public schools es tab l ished  by the Dutch were 

co-educational and they were, from 1714 onwards, control led  by a 

specia l educational commission, the Scholarch, under supervision o f  

the Governor and Council. By 1737 there were four public schools  

in  Cape Town. By 1779 the number o f  public schools had increased  

to e igh t  (Behr and Macmillan 1972).

More numerous than the public schools in Cape Town and the v i l l a g e s  

in the rural areas were the private schools on farms, where farmers 

hired instructors  to teach th e ir  children.  Sons and daughters of  

farmers were educated together.  For the people in the outlying  

areas and for the nomadic trekkers permanent schooling could not be 

considered. Although i so la te d  from the influence o f  c i v i l i z a t i o n ,  

these Dutch pioneers clung to  their  Bible and tr ied to impress i t s

teaching on th e ir  fa m i l ie s .

I t  can thus be seen that the foundation stone of  education in Souuh 

Africa - as la id  by the Dutch s e t t l e r s  - was co-educational in nature.  

The Afrikaans-speaking people, who are the descendants of  the Dutch 

s e t t l e r s  and who s e t t le d  a f te r  the Great Trek, c h ie f ly  in the areas o f  

the Transvaal and the Orange Free State continued the trad it ion  o f  co­

education which had been es tab l ished  by the Dutch s e t t l e r s .  When 

Afrikaans Secondary Schools were formed, they were co-educational in
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accordance with the Dutch trad it ion  and the re l ig io u s  and socia l  

outlook o f  the Afrikaans-speaking people. Behr and Macmillan 

i d e n t i f y  the present po l icy  of  the Educational Departments in the 

Transvaal and Orange Free State as being that o f co-education.

This means that although ex i s t in g  s in g le - s e x  schools are allowed 

to continue in these provinces, wherever poss ib le  new secondary 

schools are co -educat iona l .

2 .5 .2  History under the Brit ish  S e t t le r s

In 1795 the Br i t i sh  Government occupied the Cape as a matter of  

p o l i t i c a l  expediency. The occupation was only of a temporary 

nature and no important changes were introduced in the educational 

system of the country. In 1806 the B r it ish  occupied the Cape for  

the second time and sh o r tly  afterwards introduced a plan to A nglicize  

education. Although many educational reforms were introduced, State  

Primary Schools remained co-educational and th is  s itu a t io n  was 

continued up to the present. However, as the demand for  secondary 

education grew, 'high schools' were created and i t  i s  here that the

r esu lts  of  c o n f l ic t in g  ideas are to be seen.

As has been previously d iscussed , the development o f  co-education  

in Britain was very slow and met with much res is tan ce  from parents 

and educators a s ,  in B r ita in , the s in g le - s e x  high school has a 

background of  t r a d it io n ,  prestige  and high reputation. The English 

Public Schools with th e ir  t rad it ion  of  b ir th , soc ia l pos it ion  and 

p r iv i leg e  gripped the imagination of  the Brit ish  s e t t l e r  population 

and thus many secondary schools in the Cape, which was rapidly  

becoming a predominantly English sett lem en t, were appointed to be 

s in g le - se x  in accordance with the des ires  of parents.  Thus sex-
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segregated education became a South African English-speaking  

trad it ion  based on the B r it ish  Public School id e a l .

Notwithstanding the ex istence  o f  many s in g le - s e x  schools in 

the Cape, the present Cape educational p o licy  i s  that o f  co-education. 

However, consideration i s  given to the establishm ent of separate 

schools for  boys and g i r l s  where parents are strongly  in favour o f

such schools .

Natal, which from 1835 was predominantly a B rit ish  se tt lem en t,  

followed the tr a d it io n s  o f  the B r it ish  Cape s e t t l e r s  in e s ta b lish in g  

s in g le -se x  secondary sch oo ls .  Today most o f  the secondary schools  

in  Natal - P rov incia l-s ided  and private -  are s in g le - s e x .  However, 

the present educational p o licy  in Natal i s  to  build co-educational 

secondary schools in  new areas. When an additional school i s  required 

in  an e x is t in g  area owing to growth of the population in  that area, 

and there i s  a strong demand for s in g le - se x  schools from the parents,  

then boys and g ir l s  are a l located  separate schools .

Thus the Brit ish  s e t t l e r s  brought with them to the Cape a s in g le  

sex educational tra d it io n  which became the predominant mode o f  

secondary education in the B rit ish  Settlements - the Cape and Natal. 

The s itu a t io n  today i s  that  an overwhelming majority of s in g le -se x  

schools e x i s t  in the Cape and N atal, although new schools erected in  

these provinces are appointed, by the Educational Departments, to be 

co-educational.

2 .5 .3  Conclusion

In South A frica , the po licy  o f the Department o f National

Education i s  that o f  co-education. Wherever possib le  new secondary

schools are appointed to be co-educational. However, the Department
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f e e l s  that th i s  decis ion should take in to  consideration trad it ion  

and the des ires  of  parents.  Where a strong demand for a s in g l e ­

sex school e x i s t s  from the parents, then serious consideration i s

given to th is  demand.

In South A frica , the ex is tence  and establishment o f  s in g le - s e x  

or co-educational schools i s  not founded on educational theory or 

research -  th a t  i s ,  by a concern for which system best promotes the 

aims o f education -  but, in stea d , the choice i s  governed by so c ie ta l  

values and prejudices which have been shaped by h is to r ic a l  evolution  

and tr a d it io n .  Taking cognisance o f  th is  i t  becomes c lear  that  

research i s  needed in South Africa regarding the r e la t iv e  merits of  

the systems o f  co-education and s in g le - s e x  education. This w i l l  

f a c i l i t a t e  educational decis ions  as regards the nature o f  new schools  

which are to be formed. Such research would, in addition to providing 

educational a u th o r it ie s  with important and necessary information,  

provide parents of  students attending secondary schools with information 

regarding which system best promotes the psychologica l,  soc ia l  and 

i n t e l l e c t u a l  development of  th e ir  chi ldren.  Only when such fac ts  

become avai lable  w i l l  prejudices be dropped and an object ive  choice  

made in favour of the system which leads to the optimal psychological ,  

s o c i a l ,  heterosocial  and i n te l l e c t u a l  advancement of  th e ir  adolescents  

and the future sen ior c i t i z e n s  of  South Africa.

2 .6  Historical  Overview - General Conclusion

In reviewing the h i s to r ic a l  development of  co-education in B r ita in ,  

Austral ia  and South Africa ,  i t  becomes evident that the pos i t ions  of  

these countries  regarding co-education i s  a product of  h is to r ic a l
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evolution  and tra d it io n .  In accordance with t h is  trend, the 

preference for co-educational or s in g le - se x  schools has not been 

shaped by educational theory and f a c t s ,  th a t  i s ,  by a concern for  

which system best accomplishes the aims o f  education. By con trast ,  

however, in American educational thought there has been one strong 

t r a d it io n ,  expressed a t  widely separated points in  time by Jefferso n ,  

Horace, Mann and Dewey, res t ing  on the conception of  the ' common 

school' as being a potent democratizing in s t i tu t io n  -  the conception  

of  the common schoo l, co-educational in nature, in which children of  

every d i f f e re n t  kind were made aware o f themselves as members o f a 

s in g le  community. This particu lar  s tr a in  o f  American so c ia l  and 

educational thinking has been decidedly a n t i - e l i t i s t  and has 

id ea lised  the notion o f  the school as the socia l microcosm in which 

young Americans are introduced to a common l i f e ,  a shared socia l

experience.

B r i t i sh ,  Australian and South African social  thinking has not on 

the whole conceived the character and function o f  the school quite in 

t h i s  way. Instead schools have been tr a d it io n a l ly  thought of more 

in terms of  what they o f fe r  academically to the individual child  and 

the academic opportunit ies  they opejn up for her/him, rather than ir  

terms of  the qual i ty  o f  so c ia l  l i f e  -  with i t s  im plications for  the 

wider l i f e  o f  the community - to which they introduce and habituate

her/him.

Thus the notion of  the school as being i t s e l f  a kind o f  s o c ie ty ,  

impregnated with part icular  social  ideo log ies  or m o ra lit ie s  derived 

from o b jec tiv es  and id e a ls  operative throughout the national s o c ie ty ,

has not been very conspicuous in modes o f educational thought in 

Brita in ,  Australia and South Africa.
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In accordance with the lack o f  emphasis on the school as a 

soc ia l  system, these countries  have not focused much a tten tion  on 

the issue o f co-education versus s in g le - se x  education with respect  

to th e ir  r e la t iv e  in fluences  on psycho-social adjustment of  the 

adolescent. Thus in B r ita in ,  Australia  and South A fr ica , both the 

s in g le - se x  and co-educational tra d it io n s  e x i s t  s ide by s id e .

Research i s  needed to draw atten tion  to the s o c ia l i s in g  function o f  

the school and the r e la t iv e  e ff ica cy  of co-education and s in g le - s e x  

education in promoting psychological and so c ia l  adjustment and

in te l le c tu a l  advancement.

Taking cognisance of the h is to r ic a l  evolution o f ideas of co- 

education and s in g le - se x  education, the present research i s  designed  

to  focus a tten tion  on the so c ia l  functions o f  education in the South 

African context and to assess  the r e la t iv e  e f f i ca cy  o f  the 

aoovementioned systems in the academic, psychological and soc ia l  

realms of  development.

2 .7  Philosophical Overview

Throughout the annals o f  educational h is to r y ,  no force has 

operated so c o n s is te n t ly  to bring about changes in the purpose,

content and method of  education, as has formal philosophy. True, 

many of  those who have served as the instruments o f  change, the 

teachers and administrators of s c h o o ls , have not been philosophers,  

but they have re l ie d  upon the philosophy of  others for  d irec t io n .  

Among the men who have influenced education most profoundly must be 

included, Plato and A r is to t le ,  St Augustine and St Thomas Aquinas, 

John Locke and Jean Jaques Rouseau, Johann Herbart and John Dewey

a l l  men o f  philosophy.
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Wiile i t  has been stated in many d i f f e r e n t  ways by philosophers,  

i t  i s  generally  agreed that the total  function of education includes  

not only the teaching o f subject  matter, but the development of  

character as w e l l .  In 'The Republic ' , Plato speaks of  the development 

of character as both a prerequis i te  for  and an integral  part of  the 

learner's  cognit ive  development. I t  i s  dangerous, he argues, to help 

a person acquire in te l le c tu a l  s k i l l s  without f i r s t  helping him develop 

a sense of  values.  Two thousand years a f te r  Plato ,  Bertrand Russe l l ,  

in his book 'Education and the Good L i f e ' , ra ise s  much the same point.  

For R u sse ll ,  l ik e  Plato ,  be l ieves  that a strong moral character i s  

the best foundation for  in te l le c tu a l  thought.

Despite the recognit ion by philosophers that  education must concern 

i t s e l f  with the development o f  character,  modern educational  

philosophers seem to have overlooked the ex is tence  o f  co-education and 

s in g le -sex  education. Dale (1969) id e n t i f i e s  the follow ing themes as 

being prominent among the w riters  of educational philosophy in the 

present century - 'preparing the pupil to take h is  place in the adult  

world',  'the need for r ight soc ia l  and emotional development' and even 

'the education of the whole man' (p x ) .  However, in considering these  

fundamental q u es t io n s , there i s  often no mention whatsoever of  one of  

the most l ik e ly  in f lu en t ia l  factors  - co-education versus s in g le -se x  

education. There i s  no mention as to whether educational aims are 

best achieved by educating the sexes separately  or educating them 

apart.

In his book 'Education of the Whole Man' Jacks (1946) emphasizes 

tne important principle  that education should be concerned with the 

tota l  man - h is  psychic,  i n t e l l e c t u a l ,  social  and emotional aspects
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and h is  moral outlook. Furthermore, education must aim to  

in teg r a te  and balance a l l  these spheres. Yet in a l l  these  

considerations, there i s  not any r e a l isa t io n  that education may be 

l e s s  than t o t a l ,  unbalanced,and might r e su lt  in poor psycho-social  

adjustment i f  people were educated in schools in which the sexes  

were a r t i f i c i a l l y  segregated. Although s in g le - se x  education may 

be the best way to achieve the aforementioned educational o b je c t iv e s ,  

une would imagine that co-education seems the more l ik e ly  a lte r n a t iv e .

It  i s  thus c lear  that philosophers of education emphasize the 

importance o f preparing the student to take her/his part in the 

adult world, y e t ,  a t  the same time, pay no a tten tion  to tne ro le  

played by the opposite sex in the process. The question o f  whether 

sound s o c ia l ,  emotional and sexual development can be secured in 

schools where one sex i s  completely separated from the other therefore  

needs to be brought to  the atten tion  o f educational philosophers in  

order to e f f e c t  educational change i f  deemed necessary. Research 

stu d ies  and the resu lta n t  findings conducted in the f i e l d  of  

co-education i s  one e f f e c t iv e  way o f  drawing the a tten tion  o f  

educational philosophers to the is su e s  o f the debate and consequent 

educational in tervention . I t  i s  the aim of the present research to

address i t s e l f  to is su e s  regarding the so c ia l  and psychological 

functions o f  education and to a s s i s t  in the production o f ob jective  

information in the f i e l d  o f  the r e la t iv e  e f f ic a c y  o f  d i f fe r e n t  

educational systems in f u l f i l l i n g  these functions.
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CHAPTER 3

IMPLICATIONS OF ADOLESCENT THEORY AND DEVELOPMENT FOR CO-EDUCATION 
-------------------------' AND SINGLE-SEX EDUCATION

3.1 Introduction

The previous chapter o f  the present d is s e r ta t io n  has revealed that  

secondary education has been shaped by tr a d it io n  and the evolutionary  

process o f  h is to ry ,  by philosophy in i t s  determination o f the nature 

of  i t s  values ,  and by so c ie ty  as c o l le c t iv e  pressures are placed on 

the schools to  meet newly developing needs and cond itions. E ffec tiv e  

and to ta l  education -  that i s  education o f  the whole person including  

s o c ia l ,  emotional and in te l le c tu a l  a sp e c ts ,  while subject to the 

above fa c to r s ,  i s  c r i t i c a l l y  dependent upon another consideration -  

an understanding o f the student who i s  to  be the re c ip ie n t  o f

secondary education.

The student receiv ing secondary education i s  ca l led  an adolescent

and i t  i s  in terms o f  the needs and c h a r a c te r is t ic s  o f  the adolescent  

that  the systems of co-education and s in g le - s e x  education must be 

evaluated. The present chapter w il l  be devoted f i r s t l y  to a 

discussion  o f  the developmental tasks faced by the adolescent. This 

discussion w i l l  be followed by a theoret ica l  presentation concerning 

the manner in which the co-educational and s in g le -se x  schools would 

be expected to d i f f e r e n t ia l ly  e f f e c t  the reso lution  o f  adolescent  

developmental tasks. The central theme o f  the present chapter w il l  

be that  the secondary school has a powerful in fluence in shaping 

adolescents' concepts of what they are and what they might be.

J er s i ld  (1970) expresses his theme when he writes  that  the secondary
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school 'impinges on most fa c e ts  o f  young persons' l iv e s  in th e ir

tra n sit io n  from childhood to  adulthood. I t  i s  a way s ta t io n  toward

the larger world into which the young persons are moving. When youngsters

succeed in  high-schoot th e ir  future remains open. When they

f a i l  and leave schoo l, i t  u sually  means that many doors to the future

have been c losed . In many respects  the high school i s  in a more

s tr a te g ic  posit ion  than the home to in flu en ce  the l iv e s  o f  a d o le scen ts .'

(p 325).

3.2  Adolescent Theory

The teenage years which include the periods o f  puberty and adolescence  

comprise a c r i t i c a l  tra n s it io n a l  period o f development in which the 

tasks that confront the adolescent are often  d iverse and traumatic.

Schell (1975) su c c in ct ly  expresses the d iverse and d i f f i c u l t  tasks  

confronting the adolescent when he w r ite s ,  'Put the person a lity  o f  

a ch ild  in the body o f  an a d u lt ,  furnish a need to  be loved and a 

desire  to  be independent, allow a need to  be s e l f - d ir e c t in g ,  but 

leave out any idea of what d irect ion  to take, add love , but a lso  fear  

that i t  may not be accepted or returned, and give physical ana sexual 

powers without any knowledge o f  or experience in how to use them.

Then place the person you have constructed into  a complex so c ie ty  

whose values and achievements are hard to understand and harder to 

a t ta in .  You w ill  have only begun to scratch the surface o f an

adolescent' (p 345).

The concept of adolescence as a stage o f  psychological growth

emerged only in the nineteenth and twentieth centuries and i s  far

from comolete even today. The recent emergence o f  the concept o f

.v̂ Aer-
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adolescence does not mean that no one ever experienced adolescence 

before the formation of the concept. However, in the l a s t  century 

three es sen t ia l  aspects of the experience have changed. F i r s t ly ,  

adolescence as a l i f e  stage has been acknowledged and s o c ia l ly  

recognised.  Secondly, so c ie ty  has begun to sanction and support 

adolescence with educational ,  f a m i l i a l , in s t i tu t io n a l  and economic 

buttresses .  Thirdly,  these new resources coupled with soc ie ta l  

recogn ition , has provided an increasing proportion o f  young people 

with the p o s s ib i l i t y  o f  continuing psychological growth during the 

years from th ir teen  to eighteen.  This opportunity arose when so c ie ty  

granted adolescents  protection from adult r e s p o n s i b i l i t i e s ,  created 

educational opportunit ies  to f i l l  th e ir  time, and developed a 

recognit ion of  a post-childhood,  pre-adulthood stage o f  l i f e ,  

adolescence.

Much o f  the writing on adolescence prior to the 1939-1945 War

tended to adopt a genet ic  view derived from Stanley Hall whose 

monumental work on the subject  was the f i r s t  in the f i e l d .

Generally, i t  was believed that adolescence was d ir e c t ly  and 

causally  related to the onset o f  puberty, with the r i s e  of sexual 

emotion dominating the changes. Adolescence was considered to be 

a period o f universal storm and s tr e s s  with quite  new emotions,  

in te r e s t s  and a b i l i t i e s  ar is ing  -  a l l  in a more or l e s s  inev itab le

fashion.

Early Freudians adopted much the same genet ic  view. Freud and 

his  fo llow ers considered adolescence to represent the l a s t  

id e n t i f i a b le  stage of  psycho-sexual development: the genital  s tage.  

During t h i s  stage the in d iv idu a l ' s  id e n t i ty  was considered to take
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i t s  f in a l  form, and, in the place o f  n a r c i s s i s t i c  s e l f - l o v e ,  love

for others and a l t r u i s t i c  behaviour develop. Although the 

influence o f peers and parents was not considered to  be as strong as i t

was during e a r l ie r  s ta g e s ,  peers and parents were s t i l l  believed to 

play an important role  in providing love and r e a l i s t i c  d irection  for

the individual .

Post-Freudian theory regarding the adolescent period of  

development has tended to  adopt a socio-psycholog ica l in ter p r e ta t io n ,  

almost cer ta in ly  with some b io log ica l undertones. These th e o r is ts  

(Adler, S u ll iv a n , Fromm, Mische;, Erikson) a l l  seem to view the search  

fr,- id e n t i ty  as the major motivating and organising p r inc ip le .  In 

'Childhood and S ociety ' (1963) Erikson looks a t  adolescence as a 

period of id e n t i ty  versus ro le  confusion and v iv id ly  describes some 

o f  the c o n f l ic t s  and c h a r a c te r is t ic s  o f  th is  period. At th is  time 

of  l i f e  the ad o lescen t's  body goes through marked physical changes 

and i s  flooded with sexual impulses and the young person confronts  

both imminent intimacy with the other sex and an immediate future  

f i l l e d  with c o n f l ic t in g  p o s s i b i l i t i e s  and choices .

Before adolescents  can regain a sense of unity  with the world 

about them, they must incorporate th e ir  new physical and sexual 

attr ibutes  and the opportunities they present into  a new s e l f -  

concept. A so c ie ty  that u n iversa lly  recognises  these changes and 

attaches meaning to them makes reworking se lf -co n cep ts  a r e la t iv e ly  

uncomplicated task. However, in a p lu r a l i s t i c  so c ie ty  l ik e  our own, 

the prolongation o f  adolescence and i t s  bewildering var ie ty  of  choices  

may mean greater d i f f i c u l t y .  In e i th e r  case , Erikson has postulated  

a 'developmental c r i s i s ' , the moment when development must move one

way or the other.
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Erik son's concept of  id e n t i ty  has two f a c e t s .  I t  refers  both to a 

person's f e e l in g  about h er s e l f /h im s e l f ,  or s e l f - e s teem ,  and to the 

re la tionsh ip  between h er/h is  s e l f -co n cep t  and descriptions of  her/him 

by s ig n i f ic a n t  others in her /h is  l i f e .  The most important descriptions  

involve those behaviours th a t so c ie ty  considers basic  to a person's  

function ing , and these descr iptions are organised in to  subgroupings 

which are ca l led  r o le s .  Such ro le s  provide s ig n if ic a n t  connections  

between s e l f  and so c ie ty .  The teenager comes to judge h e r se lf  or 

himself -  her/his  appearance, academic achievements and socia l  

ca p a c it ie s  - by the standards o f  those who define the ro le s  in her/  

his  soc ia l  groups. Among these r o le -d e f in e r s ,  parents , peers and

teachers continue to be a dominant influence.

Erikson's w r it in g s ,  perhaps more so than those o f  any other 

th inker, have a d irec t  relevance for  education. As the curriculum, 

sub ject  m atter, classroom and school atmosphere become more conducive 

to the process o f id e n t i ty  formation, the adolescent student w il l  be 

more incl ined to find meanings in her/h is  l i f e  through the school 

s i tu a t io n .  The relevance o f the schoo l, th erefore , depends to a 

large extent upon i t s  a b i l i t y  to accommodate i t s e l f  to the s p e c i f i c  

ego-forming needs of the adolescent.

I f  we accept th is  socio-psychological  in terpretation  of  

adolescence, almost ce r ta in ly  with some b io log ica l  undertones, i t  

becomes poss ib le  to produce a schema of  developmental ta sk s ,  needs 

and drives  e s sen t ia l  to the resolut ion of  the adolescent id e n t i ty  

c r i s i s '  which are of s ig n i f ica n ce  for education. Havighurst (1953) 

has formulated such an explanatory theory wherein adolescent  

development i s  viewed as a process whereby the b io lo g ic a l ly  maturing
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individual i s  confronted more or le s s  in terms o f her /h is  chronological 

age by an integrated and in creas in g ly  complex s er ies  of cultural  

demands or growth task s. The attainment o f  these tasks i s  considered  

to be a s s i s ted  or hindered by the environment of the secondary school.

The present d iscussion w i l l  proceed to a presentation of  the 

developmental tasks o f  adolescence as id e n t i f ie d  by Havighurst and the 

educational im plications w il l  be considered with specia l emphasis being 

given to the manner in  which the systems o f co-education and s in g le - se x  

education w il l  a f f e c t  the reso lu tion  o f  these task s .

3.3 Developmental Tasks of  Adolescence

3 , 3 . 1  Achieving New and More Mature Relations with Peers o f bot h Sexes

During the la te r  years o f  middle childhood, children grow in creas in g ly  

in ter ested  in s o c ia l iz in g  with each other. I n i t i a l l y  soc ia l  groups 

are lim ited  to same-sex peers. From the age of th irteen  or fourteen ,  

however, mout boys and g ir l s  become preoccupied with soc ia l  a c t i v i t i e s  

and soc ia l experimentation with peers o f the opposite sex. With 

peers o f th e ir  own sex ,  adolescents  must reso lve the socia l  tasks of  

learning to behave as adults and to assume increasing r e s p o n s ib i l i t i e s ,  

to  organise th e ir  soc ia l a c t i v i t i e s  and to choose th e ir  leaders end to  

create on a small sca le  the so c ie ty  o f th e ir  e ld ers .

With members o f  the other sex adolescents  must learn adequate 

heterosocia l s k i l l s  and appropriate courtship behaviours. Numerous 

studies  made of the so c ia l  problems of adolescents have revealed that  

the 1b o y - g ir l1 problem is  the most serious o f  a l l .  Hurlock (1955) 

points out that for the young adolescent th is  task i s  d i f f e r e n t  from 

the problem faced by the older adolescent. Problems facing the young
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adolescent c o n s is ts  o f  not havino a boy or g ir l  fr ien d , wanting more 

d ates ,  not knowing how to ask for  a date, not knowing what to do on a

date or what to ta lk  about and being shy. In general the younger 

adolescent's  1b o y - g ir l1 problems centre mainly around es tab l ish ing  

heterosexual re la t io n sh ip s  (Wile 1930; Fleege 1945; Mooney 1949;

Cole 1954). For the older adolescent, the 1b o y - g ir l1 problems 

include going steady and issues  regarding physical involvement 

(Wile 1930; B u tter fie ld  19:9; Elias 1949; Mooney 1949; Cole 1954).

Even older adolescents ara frequently  faced with the problem of  not 

knowing where and how to meet indiv iduals  of the other sex and how

to get dates (Kirkpatrick and Caplow 1945).

A second group o f  sex problems facing the adolescent r e la t e s  to 

so c ia l  behaviour with members o f  the other sex. The young adolescent  

i s  often embarrassed, i l l  at  ease and se l f - c o n sc io u s .  Feelings of  

inadequacy in soc ia l s i tu a t io n s  with the other sex vary in in te n s i ty ,  

depending on the past experiences  o f the ind iv idual ,  the opportunities  

for  socia l contacts with members of the other sex , and the age of  

maturing in re la t ion  to her/h is  friends (Malm and Jamison 1952). In 

addition there i s  the problem of soc ia l  s k i l l s  such as dancing, playing 

games and maintaining a conversation (Hutson and Kovar 1942; Cole 1954).

Success in accomplishing the socia l  and heterosocial  tasks of  

adolescence r esu l t s  in good soc ia l  adjustment throughout l i f e ,  f a i lu re  

to do so means an unhappy soc ia l  l i f e .  Not only wil l  re lat ionsh ips  

with the opposite sex be made d i f f i c u l t ,  unhappy or impossible ,  but 

the individual w i l l  find d i f f i c u l t y  in working and s o c ia l i z in g  with 

other people as equals and w i l l  remain l imited in her/his re lat ionsh ip  

with others to ch i ld ish  dependence or arbitrary dominance.
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3 .3 .2  Educational Implications

Adolescence i s  the prime age for  learning to assoc ia te  with members 

of the same or other sex. Because most adolescents  are in secondary 

schools ,  they have opportunit ies  to meet and assoc ia te  with members 

of  the opposite sex in th e ir  work and l e i su r e  time. This not only 

gives the adolescent a wide s e le c t io n  o f  members o f the other sex 

to a sso c ia te  with,  enabling her/him to f ind which are congenial , but 

i t  o f fers  opportunit ies  for dai ly  contacts that  would not be poss ib le  

i f  she/he were not brought into  contact with them in school.  In 

addition , a t  th is  age, h er /h is  contemporaries are learning to  a sso c ia te  

with the other sex and are experiencing s im ila r  problems and attempting 

to resolve them. Together, they can work out the so lut ions  more 

s a t i s fa c t o r i ly  than each could alone. As Havighurst (1953) points out,  

the schou serves as the 'so c ia l  laboratory' (p 34) for the adolescent  

in atta in in g  adequate soc ia l and heterosocia l adjustment.

Hurlock (1955) has id e n t i f ie d  two environmental conditions which 

are e s sen t ia l  to  the establishment of  s a t is fa c to r y  adjustment to 

members o f the opposite sex . The f i r s t  i s  an environment in  which 

there i s  a s u f f i c i e n t  numoer of  members o f  the other sex o f  appropriate 

age, in te l le c tu a l  s ta tu s ,  and p erson a lity  adjustment to g ive  the 

adolescent an opportunity to s e l e c t  congenial companions and to have

pleasurable so c ia l  contacts with them.

Such an environment is  descr ipt ive  o f  that which e x i s t s  in a co­

educational schoo l . An environment in which the sexes are segregated, 

Hurlock (1955) w r ite s ,  not only increases  the d i f f i c u l t y  the adolescent  

experiences in socia l contacts with the members o f  the other sex , but, 

more s e r io u s ly ,  i t  tends to develop in the adolescent a f e e l in g  of
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self - inadequacy in s i tu a t ion s  where there are members of the other  

sex.

The second prerequisite  for  successful adjustment i s  an encouraging, 

sympathetic and helpful a t t i tu d e  on the part o f  parents and teachers.

With the r e a l isa t io n  that  she/he has someone to turn to for help,  advice  

and encouragement, the adolescent i s  better  able to tackle  the problems 

to which heterosexual adjustment give  r i s e .  Since the s ta frs  at  co­

educational schools comprise both male and female members and since  

heterosocial  d i f f i c u l t i e s  c f  students are often apt to be acted out in 

the co-educational school s e t t in g ,  the s t a f f  o f such schools are l ik e ly  

to play a greater ro le  in the resolution of heterosocia l d i f f i c u l t i e s

than the s t a f f  at  s in g le - sex  schools .

One o f  the reasons which sometimes decide a parent not to send 

h er/h is  son or daughter to a co-educational school i s  fear o f  the 

moral problem - an uneasy f ee l in g  that to educate the sexes together  

i s  to i n v i t e  a s e r ie s  of emotional disturbances which she/he would 

rather avoid. However, the co-educat iona l is ts  counter th is  argument 

by assert ing  that the moral problem w i l l  never be solved unti l  the 

parent allows the adolescent to face i t ,  and the 'sex  lure' can be 

most e f f e c t i v e l y  counteracted in the co-educational school.  Furthermore, 

the co -educat iona l is ts  maintain that  to segregate large numbers of  

e i th e r  sex from the so c ie ty  of  the other i s  not a natural proceeding 

and imposes a high degree of s tra in  upon them - a strain under which 

th e ir  morals are more l ik e ly  to be thrown in to  confusion

Adversaries o f  co-education question whether i t  i s  f a ir  to 

introduce an additional complication, that  i s ,  the presence o f  the 

other sex into  the l i f e  o f  the adolescent and feel  that i t  would be
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simpler to postpone th is  introduction (Grobler 1954; Levine 1964).

The co -ed u ca tio n a lis ts '  answer i s  that o f  course i t  would be simpler 

to adopt th is  s tra tegy . I f  human beings were o f  one sex , one race,  

one language, l i f e  might be enormously s im p lif ie d .  However, the 

human race i s  not homogeneous and thus the incidence of sexual 

d i f f i c u l t i e s  cannot be postponed, I t  i s  not the co -educat iona l is t  

who introduces the com plications, i t  i s  nature. Thus the co- 

ed u ca t io n a lis t  maintains that i t  i s  a b etter  plan to co-operate with 

nature instead o f  trying to thwart or sidetrack  i t .  The co­

ed u ca t io n a lis ts  maintain that to suppress natural thoughts and impulses

may lead to grave complexes.

Following the foregoing ra tiona le  i t  seems l ik e ly  that the soc ia l  

and heterosocia l tasks of adolescence are best a s s is te d  by sending the 

student to a co-educational school where she/he w ill  meet the other 

sex on equal terms, work with them and ta lk  to them and where under 

the supervision and guidance which the school w i l l  provide, w i l l  be 

able to make her/his  adjustments under sa fer  conditions than e x i s t  in

the s in g le -se x  school.

The question o f  which educational environment best a s s i s t s  the

adolescent in  resolving heterosocial c r is e s  i s  o f  crucial s ig n if ica n ce  

i f  one keeps in perspective the importance o f th is  achievement 

throughout the l ife sp a n  o f the in d iv idu a l.  Despite the fa c t  that  

advocates of  both the co-education and s in g le -se x  education s ides  o f  

the debate have been arguing th is  i s su e  with rigour,  no research has 

been conducted on the is su e .  Clearly, then, th is  question begs 

in v es t ig a t io n .
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3 .4 Achieving a Masculine or Feminine Social Role 

H is to r ica l ly ,  those who have favoured a d i f f e r e n t  kind o f  education 

for g i r l s  and boys have done so on the assumption that the natural 

ch aracter is t ic s  and r e s p o n s i b i l i t i e s  of  the two sexes were so 

d if feren t  that the future o f  the human race depended on both learning 

how to develop th e ir  p o t e n t i a l i t i e s  in order to play more e f f e c t i v e l y  

the ir  l i f e  role as males or females. Thus the individual s 

masculinity or femininity  was emphasized. Those, on the other hand, 

who have advocated co-education have tended to emphasize the students  

humanity, often to the neg lect  of  th e ir  masculinity  or feminin ity.

Thus supporters o f  co-education have focused on the individual s 

c a p a b i l i t i e s ,  r e s p o n s i b i l i t i e s  and opportunit ies as a human being,  

while minimizing what they perceived as the r e la t iv e ly  in s ig n if ic a n t  

d ifferen ces  between the sexes in a l l  but the procreative function.

Not every writer on the subject  has n ecessar i ly  ar t icu la ted  one or 

another o f  these p o s i t io n s ,  but i f  one examines the arguments for or 

against  co-education, one i s  sure to f in d ,  at l e a s t  im p l i c i t l y ,  one

o f  these two kinds o f assumptions.

Underlying the abovementioned assumptions are two diverse concepts 

of what m asculinity and femininity  are and how they or ig inate .  

According to one o f  these views - which i s  commonly designated  

1 The Environmentalists'  -  boys act  in a 'masculine' manner and g i r l s  

in a 'feminine' fashion not because of  any pre-disposing b io log ica l  

fa c to r s ,  but simply because they have been trained to do so in the ir  

physical a c t i v i t i e s ,  socia l  r e la t io n s ,  modes of  emotional expression  

and even in the ir  in te l l e c tu a l  functionings.



3 7

Many of the h iv ironmenta l is ts ,  e s p e c ia l ly  the feminists  among 

them object to the trad it ion a l d is t in c t io n s  between m asculinity and 

fem in in ity , regarding them as p a rt icu la r ly  unfair and undesirable  

as regards women. Such contemporary fem in ists  as Betty Friedan 

(1977) and Judith Bardwick (1971) hold that women should s tr iv e  to 

. u l f i l  themselves not ju s t  as females, but as complete human beings, 

and they support co-education which they fee l  would minimize rather 

than emphasize the cultural d ifferen ces  that presently separate the 

s e x e s .

The second school o f thought - 'The B io -cu ltu ra l'  -  i n s i s t  

that  d ifferen ces  between males and females are b as ica l ly  innate and 

b io lo g ic a l ly  determined and not ju s t  tacked on through education.

The importance o f soc ia l  training and cultural circumstances i s  

recognized, but one's anatomical inheritance i s  perceived as far more 

c r i t i c a l  in accounting for most o f  the observable d ifferen ces  between 

the sexes. Adherents o f  the 'B io -cu ltu ra l'  school hold that such 

innate d ifferen ces  should be cu ltiva ted  and not ob litera ted  and that  

d ifferen ces  between the sexes should be strengthened and/or cap ita l ized  

on by education. These th eo r is ts  hold that  i t  i s  the s in g le - se x  

school that i s  more desirab le  s ince i t  best serves masculine and 

feminine needs. They hold that in co-educational schools the needs 

and in te r e s t s  of one sex are subordinated to those of the other or a 

compromise s i tua t ion  e x i s t s  in which neither the boys nor the g i r l s  

are served as well as they might be. Kolesnik (1969) argues that  

'by gearing the program toward the neuter gender, the co-educational 

school i s  perhaps inadvertently  contributing to the convergence of

sex r o l e s   and the confusion among men and women as to what

masculinity  and femininity  are a ll about' (p 10).
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3.5 Physical Aspects of  Adolescence

The s in g le  most important event in  adolescent development occurs in 

the changes that take place in the young person's body. This 

pubertal growth cycle involves  a s e r ie s  of endocrine changes with 

development o f  adult sexual c h a ra c ter is t ic s  and adult physique. The 

timing and the extent o f  these changes are unpredictable from the

adolescent 's  point o f  view.

During puberty, g i r l s  as a group develop fa s te r  than boys. The

typical  f i f t e e n  year old g ir l  i s  physica l ly  more nearly on a par with 

the eighteen year old boy than with boys o f her own age and standard 

(J e r s i ld  1970; Havighurst 1953). In addition to in ter -sex  d ifferen ces  

in the rate o f  physical development bodily changes may vary greatly  

between in d iv idu a ls  o f the same sex. One boy may acquire mature 

physical c h a r a c te r is t ic s  while h is  peers remain boyish for  another 

couple o f  years . One g ir l  may reach the menarche at eleven while 

her fr iends may not face th is  event until  four years la te r .

The development o f  primary and secondary sex c h a ra c ter is t ic s  

during early  adolescence has important psychological repercussions.

In th is  period of rapid growth the in d iv id u a l's  body becomes unfamiliar  

to her/him. Josselyn (1959) points out that ind iv iduals  in ear ly  

adolescence often experience a sense o f depersonalization . Thus the 

concomitant psychological developmental task ar is in g  from these  

physical changes i s  th a t  o f forming and in tegrating  a new body image.

Our so c ie ty  places great emphasis on physical appearance. G irls  

and boys are taught to be concerned with physical appearance because 

we praise them for being good-looking and for growing fa s te r  than th e ir  

age mates. Thus the adolescent  develops a keen in te r e s t  in her /h is
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developing body. The adolescent constantly  compares h e r s e l f /  

himself with peers. Slowness or delayed development usually causes  

concern. The g ir l  asks h er se l f  why her breasts  are not developing.

The boy i s  worried because his  gen i ta ls  have not grown as much as 

those of  the other boys he knows. Shortness in a boy and bulkiness  

in a g ir l  are often causes of  concern. Both sexes are troubled by 

crooked t e e t h , acne, weight and many other physical c h aracter is t ic s  

which they may define as in fe r io r .  ' I t  i s  a rare youngster who i s  

never worried during th is  period with the question: "Am I normal? 

(Havighurst 1953, p 40). J e r s i ld  (1970, p 64) reports that when 

young people are asked to report on the things that have a favourable 

or unfavourable e f f e c t  on th e ir  s e l f  esteem, they frequently mentioned 

physical c h a r a c te r is t ic s .  J ers i ld  found that a t a l l  grade l e v e l s ,  

from the s ix th  through the tw e lfth ,  the number o f  g ir l s  who complained 

about th e ir  physical c h a ra c ter i s t i c s  was larger than the number who 

spoke favourably about these c h a r a c te r i s t i c s .

3 .5 .1  Educational Implications

Owing to the f a c t  that our so c ie ty  places great emphasis on physical 

appearance and teaches ind iv iduals  to evaluate themselves so la rg e ly

on the basis  of th e ir  physical appearance, we must expect physical 

development to be a source o f  in t e r e s t ,  pride,  assurance, doubt, worry 

or i n fe r io r i t y  depending upon the ind iv idua l ' s  particu lar development. 

Many problems of  behaviour and achievement re la te  to d i f f i c u l t y  in 

forming a r e a l i s t i c  body image (J ers i ld  1970, p 40).  Thus i t  becomes 

the task of  the educator to e s ta b l i sh  whether th is  developmental task 

i s  best accomplished by keeping both sexes integrated in co-educational
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schools or by segregating the sexes in s in g le - se x  i n s t i t u t i o n s .  I t  

thus becomes important to determine which educational environment 

best d iffu ses  the in te  i t y  o f  physical comparison with members o f  

the same sex and a s s i s t s  best i r  the task o f forming a new and

integrated body image.

3.6 Achieving Personal Autonomy and Independence from Parents 

This task involves emancipating on e se l f  from ch ild ish  dependence on 

parents and the development o f  a f fe c t io n  for parents without dependence 

upon them. Probably there i s  a b io log ica l basis for th is  task in the 

sexual maturing o f the in d iv idu a l.  Since the adolescent boy or g ir l  

cannot find sexual s a t i s f a c t io n  within the family,  she/he must move 

outside the family and e s ta b l ish  emotional t i e s  to people of  her /h is  

own age. This necessar i ly  involves  some change in the emotional t i e s

that bind them to th e ir  parr,its.

In our so c ie ty  adolescents and th e ir  parents are ambivalent about 

th i s  task . Boys and g ir l s  want to grow up and be independent, y e t  the 

adult  world i s  strange and complicated, causing them to wish for  

continual security  and par' tal protection.  Parents want their  

children to grow up, y e t  they are afraid of  what the world may do to 

innocent and inexperienced youth. Havighurst (1953) holds that th is  

task i s  more d i f f i c u l t  in 'middle-class ' l i f e  than in the uppei or 

'lower' c lasses  and they are e sp e c ia l ly  afraid of  what l i f e  can do to th e ir  

daughters. This greater d i f f i c u l t y  in middle-class  famil ies  may be 

attr ibuted to the long period o f  education, with economic dependence

on parents and delayed marriage.
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3.6.1  Educational Implications

Havighurst (1953) writes  that  the rebe l l ion  against  parents in 

achieving emancipation i s  often transformed into  reb e llion  against  

teachers.  School teachers are often the targets  for  h o s t i l i t y  r e a l ly  

meant for  parents. E specia lly  when parents are very s t r i c t  and 

a u th o r ita t iv e ,  allowing no freedom to th e ir  ch ildren , boys and g ir l s  

are apt to use the school as a place to a s se r t  an independence which 

they are not strong enough to e s ta b l i sh  a t  home. The co-educational 

school which has a t  numerous times been documented as having a more 

relaxed and easy atmosphere than the s in g le - sex  school (Dale 1^69;

1971) would be expected to accommodate th is  a sser t iv e  need o f the

adolescent b et ter .

Havighurst (1953) holds that teachers often play an important part  

in the process o f  ' p s y c h o l o g i c a l  weaning'. An a t tr a c t iv e  woman teacher

gives  boys a point o f  attachment a f ter  they break free from th e ir  

mothers and before uhey become attached to  a g ir l  o f  th e ir  own 

generation. A young man teacher does the same things for  g i r l s .  The 

co-educational school in which both the s t a f f  and student groups are 

of both sexes would be expected to a s s i s t  better in  the process o f  

psychological weaning than the s in g le  sex-school in which the s t a f f  and 

student membership i s  almost e x c lu s iv e ly  confined to one sex.

The extreme importance of  mastering th is  developmental task becomes 

evident when one considers that adults who have f a i l e d  in th is  task are 

dependent people, often s t i l l  t ie d  to th e ir  parents, unable to make 

decisions on important matters,  unable to move about free ly  in adult  

so c ie ty  because emotionally they are s t i l l  children. Failure in th is  

task tends to be associated with fa i lu r e  in es tab l ish ing  adult
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r e la t io n s  with age-mates. Marriage i s  often a d i f f i c u l t  matter for  

such people, and successful only in a lim ited  way when a person finds  

a father f igure  or a mother f igure for  a mate. I t  thus becomes 

important to e s ta b lish  through the production o f  f a c t s ,  which 

educational system best  a s s i s t s  in the emancipation o f  adolescents  

from parents. A comparative study assessing the home adjustment 

o f  adolescents attending co-educational and s in g le - se x  schools would 

provide an in d ication  o f  the ex tent to which the adolescent i s  

mastering the developmental task of emancipation from the parents and 

developing self-autonomy.

3 . 7 In te l lec tu a l  Aspects o f  Adolescence

Another goal o f  adolescent development i s  the achievement or near- 

acnievement o f fu l l  growth in mental c a p a c it ie s .  During adolescence,  

in te l l ig e n c e  as a tru ly  co-ordinated mental organisation involving  

sensory-motor, cognit ive  and conceptual a b i l i t i e s ,  can be said to 

appear (Piaget 1952; Vinacke 1951). Ausubel (1962) describes the 

tra n sit io n  during adolescence as being 'from a predominantly concrete  

to a predominantly abstract mode of understanding1 (p 268).  Thus the 

adolescent period may be considered a period of true in te l le c tu a l  

growth and i t  i s  the task o f  education to a c tu a lize  or develop these  

mental a b i l i t i e s .  The question of the s im i la r i t i e s  and d iffe r e n c e s ,  

i f  any, between the in te l l e c tu a l  a b i l i t i e s  o f  males and females i s  

therefore patently  germane to an evaluation o f  co-ei. cation .

3 .7 .1  Sex Differences in In te l l ig en ce

When large representative samples o f  g ir l s  and boys have been compared, 

differences  in th e ir  general mental a b i l i t y  or IQ have been found to be
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small and in s ig n i f ic a n t .  Perhaps the most adequate research on th is  

problem, with the best sampling procedures, was done in Scotland in 

1939, when every child in the country who was born bn February 1, May 1, 

August 1 or November 1 , 1926, was given the Stanford Binet. The 

average IQ o f  the boys was found to be 100,51 and that of the g i r l s  

99,7. A d ifference  o f  ,8 o f  an IQ point i s  about as small as has ever 

been found between any two samples o f any population. In a further  

study done by the S co tt ish  Council for Research in Education on a 

sampling o f children born in 1936, i t  was found that boys averaged 

about 4 points higher than g ir l s  on the Stanford Binet ,  but g i r l s  

averaged about 2 points higher than boys on a d if fe r e n t  t e s t  o f mental 

a b i l i t y .  The smallness o f  these  d ifferen ces  and the fa c t  that they 

contradict one another have been interpreted as corroborating the 

s im ila r i ty  o f the sexes in measured in te l l ig e n c e .

Even though boys and g ir l s  have s im ilar  IQs i t  does not follow  

that  they are id en tica l in in te l l ig e n c e .  In te l l ig en ce  i s  not a 

unitary power which operates equally well in a l l  kinds o f s itu a t io n s .  

Rather, i t  i s  a composite o f several rather d i s t in c t  kinds o f  a b i l i t i e s  

which are present in d i f fe r e n t  ind iv iduals  in varying amounts. The 

Thurstones (1941) have id e n t i f i ed  seven o f  these Primary Mental 

A b i l i t i e s  as follows:

(a) Verbal

(b) Numerical

(c) Spatial

(d) Word Fluency

(e) Perception

( f )  Memory

(g) Induction
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These a b i l i t i e s ,  which together comprise general in t e l l i g e n c e ,  are 

r e la t iv e ly  independent o f  one another. I t  thus becomes important for  

education to determine whether d i fferences  e x i s t  between the sexes in

particular mental a b i l i t i e s .

Through a review of  studies  conducted invest igat ing  sex d ifferences  

in in t e l l i g e n c e ,  i t  emerges that whether they are acquired or innate ,  

certain sex differences  are e x i s t e n t i a l l y  there. This poses the problem 

o f  what to do about these sex d if ferences  in a b i l i t y .  Following an 

examination o f sex d ifferen ces  in s c h o la s t ic  performance, the 

educational implications o f  sex d ifferen ces  in the in te l l e c t u a l  realm

will  be explored.

The sex d ifferences  which have been found in mental a b i l i t y  are

nowhere near as great as those found in actual achievement. In 

p ra c t ica l ly  every area of  human endeavour males have accomplished far  

more than females. Yet despite  the great preponderance o f  masculine 

leadership in adult professional and vocational accomplishment, g i r l s  

have been found regularly to surpass boys in s ch o la s t ic  achievement,  

e sp e c ia l ly  in the lower standards (Kremer 1965; Weisenthal 1965).

These findings o f  an incongruous re lat ionship  between high a b i l i t y  in 

females, low professional  and vocational accomplishment suggests that  

a factor e x i s t s  which in h ib i t s  the achievement motivation of  females.  

Horner (1969; 1972) has ca l led  th is  factor  'fear of  s u c c e ss ' ,  that i s ,  

trulv succeeding for some reason poses an enormous threat to  women, a 

threat under which they shut down the very wil l  to succeed.

Horner (1969; 1972) conducted research to compare the phenomenon of  

1 fear o f  s u c c ess1 in males and females and to id e n t i fy  the reason for  

i t s  ex istence .  Using the technique of projective  story completion
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Horner found that ninety per cent o f  the male students indicated  

favourable responses to the prospect o f  success . S ix ty - f iv e  per 

cent of  the women students Horner tested  found the idea of success  

anywhere between disturbing and te r r i fy in g .  The ch ie f  reason 

accounting for 1 fear of s u c ce ss1 in women was that women 

thought that doing well academically and p ro fess io n a lly  would

jeopardize th e ir  re la tionsh ip s  with men.

Dowling (1982) has ca lled  th is  tendency females have to s tep  back 

from th e ir  own a b i l i t i e s  rather than risk  the lo ss  of  love 'Gender 

Panic',  and maintains that i t  involves confusion about our feminine 

id e n t i ty .  Dowling w rites that 'rather than experience the anxiety  

o f  doing (and p o ss ib ly  fe e l in g  unfeminino as a r e s u l t ) ,  we don't do'

(p 162). Thus the general trend indicated by Horner's (1969; 1972) 

research i s  that  young women often in h ib it  themselves from succeeding 

and, worse s t i l l ,  they in h ib it  themselves from seeking success.

Horner's surveys were conducted on students in mixed-sex competitive  

educational environments. This blocking o f  a b i l i t y  and motivation 

to achieve has serious psychological implications as repression of  

these ch aracter is t ic s  leaves the individual fee l ing  frustrated and 

lacking in personal fu lf i lm en t .  Maccoby and Jacklin (1966) report 

a study in which i t  was found that women decrease in ego su f f ic iency  

and complexity between the ages o f  eighteen and twenty-six ,  whereas 

men increase in these respects .  The present researcher f e e l s  that  

i t  i s  of crucial importance to determine whether the systems o f  co­

education and s in g le -se x  education d i f f e r e n t ia l ly  a f f e c t  the 

i n te l l e c tu a l  achievement and achievement motivation of  female students .  

I t  could be that concern about males and love and emotional se c u r ity ,
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a l l  wrapped up in the heavily  fre ighted  term 'fe m in in ity ' ,  whi=h holds 

females back, becomes d iffused  in a s in g le -se x  educational environment.

3 .7 .2  Educational Implications

A frequently advanced argument against co-education i s  based on the 

d if fe r e n t ia l  in te l le c tu a l  development o f the sexes. Kolesnik (1969) 

holds that d ifferen ces  in in te l l ig e n c e  between the sexes suggest the 

need for d if fe r e n t ia l  treatment in the school and hence require a re-  

evaluation o f the concept o f  co-education. One objection advanced by 

Kolesnik (1969) against co-education i s  th a t,  for  boys, being surpassed 

by g ir l s  in sc h o la s t ic  achievement a t  the primary school leve l i s  l ik e ly  

to be fru stratin g  and discouraging. At the secondary school level  

where the boy i s  anxious to  make a good impression on h is  female 

classm ates, being surpassed by them may force him into a posit ion  o f  

having to resort to over-aggression or feigned d is in te r e s t  in academic 

m atters, in order to protect  his own se lf -co n cep t  and win the favourable 

attention  of the g i r l s .  Kolesnik proceeds to argue that  the g ir l  may 

also  be academically inh ib ited  in a mixed-sex classroom, as she comes 

to rea lize  that competition with boys i s  u ltim ate ly  unrewarding. She 

may d e lib era te ly  or subconsciously begin to under-achiwve so as not to 

appear brighter than her male classm ates. According to Lepp (1965) 

g i r l s  around the age of  f i f t e e n ,  who previously had been very good 

students in co-educational sch oo ls , give up competing with the boys.

This Lepp (1965) explains in terms of  the female's need for love and 

her consequent unwil lingness to hurt a male through competition.

Other opponents of co-education, Newsome (1948), Ph i l l ip s  

(1962) and Hooper (1963) object  vehemently to co-education on the grounds
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that  i t  resu lt s  in a lowering of academic standard of females and 

leads to an equalization in academic achievement between the sexes.

Many educators and psycho log is ts ,  despite  the f a c t  that they 

recognize that male and female students are d if fe r e n t  and have 

d i f fe r en t  educational needs, are hes itant  to recommend that schools  

should be s in g le - se x .  Waetjen and Grambs (1963), maintain that  

although some o f the in e f f ic ie n c y  in school i s  probably due to the 

co-educational nature, they are h es ita n t  to recommend s in g le -se x  

education, as they fee l  i t  may r e s u lt  in as many problems as i t  

a l l e v i a t e s .

3 .8  Conclusi on

Through a consideration o f the p h y sica l ,  emotional, s o c ia l ,  

heterosocial  and academic tasks of  adolescent development, i t  has 

become apparent that the environment of the secondary school may exert  

a powerful p o s it iv e  or negative in flu en ce . I t  i s  genera lly  accepted 

by ed u cation a lis ts  and psychologists  that education should address 

the development o f  the whole person - her/his  physical ,  s o c ia l ,  

emotional and in te l le c tu a l  a t tr ib u te s .  Despite t h i s ,  however, research  

on the adolescent period o f  development has been neglected (Scarr 1979). 

As a r e s u lt  of th is  many issu es  regarding adolescent development are 

debated with much rigour and without research f indings to support them. 

There e x i s t s  a long-standing debate on the rival merits o f  co-education  

and s in g le - se x  education in a s s is t in g  optimally in character development

o f  adolescent  students.

Sex d ifferen ces  have been found to e x i s t  in sc h o la s t ic  attainment and 

such d i fferences  are emphasized strongly by opponents of co-education
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and are acknowledged and accepted by many supporters o f  co-education.

However, the two parties  do not view these d i fferences  in the same 

l i g h t  and the value attached to them d i f f e r s .  While the opponents 

o f  co-education fee l  that such in te l l e c tu a l  d ifferen ces  imply that  

secondary schools should be s in g le - sex  to allow for  the fu l l  

actualizat ion  of academic potential o f  both sexes ,  the supporters of  

co-education maintain that the overall spectrum o f  human development 

i s  best achieved by educating the sexes together in co-educational  

in s t i tu t io n s .  The 'Co-Educationalists' hold that in contrad ist in ction  

to the s ing le -sex  school,  the co-educational school serves as a social  

laboratory for the adolescent in attaining adequate soc ia l  and 

heterosocial adjustment. Such schools ,  i t  i s  argued, act  as an 

in tegrative  agent for  the adolescent to define behaviours and 

competencies that are necessary for the adolescent to form an integrated

sense of  id en t i ty .

Taking cognisance of  the developmental tasks of adolescence and of  

the theoretica l debate centering on co-education and s in g le -sex  

education in th is  regard, i t  becomes apparent that any complete 

evaluation o f  the r e la t iv e  merits o f  these systems must involve a 

systematic assessment of a l l  f iv e  areas of  human development - s o c ia l ,  

h etero so c ia l ,  emotional,  physical and in t e l l e c t u a l .
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CHAPTER 4

R E V IE W  AND A S S E S S M E N T  O F  R E S E A R C H  ON c n _ F n i l C A T I O N  AND S I N G L E - S E X  EDUCAT I ON

4.1 Introduction

The previous chapters of the present d isser ta t io n  have revealed that  

Doth theory and research on the in fluence  of education on adolescent  

development, are areas which have been neglected by both psychologists  

and e d u c a t io n a lis ts .  In l in e  with the general defic iency  o f research on 

adolescence, the r e la t iv e  in fluences  of co-education and s in g le -se x  

education on the p sychologica l,  soc ia l and in te l le c tu a l  development o f  

the adolescent has been an o f f i c i a l l y  neglected topic in A ustra lia ,

South A frica, and to a le s s e r  e x te n t ,  in B rita in . In South A frica one 

might even dare say that the real is su es  regarding co-education and 

s in g le - se x  education have been avoided, thus allowing educational 

p o licy  in th is  regard to  be shaped by h is to r ic a l  evolution  and cu lture.  

I t  i s  strange that the Departments o f  Education in South Africa in a i l  

th e ir  voluminous accounts o f advice and admonitions have made l i t t l e  

mention o f such a v i ta l  subject. As a subject 'apart' from the 

concern o f  the Educational M in is tr ie s ,  the issue  o f  co-education  

and s in g le -se x  education i s ,  however, debated with much rigour,  

prejudice and a large d ef ic ien cy  o f  f a c t s .  Only rarely  have the 

th eoretica l issu es  o f  the debate considered in the previous 

chapters, been in vest iga ted  system atica lly  in th e ir  own r igh t.

Only one study on th is  v i ta l  issu e  has been conducted in the South 

African context (Van Aswegen 1975) and even then th is  was lim ited  

to female students. The research which has been conducted on the
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i ssue  i s  mainly of  Brit ish  origin .  Such research studies  have been 

characterized by both an objective  s c i e n t i f i c  orientation and by 

more personal observations - often in the form of  a t t i tud inal  surveys.

To determine whether one school type i s  1 better'  than another i s  a 

very d i f f i c u l t  task, as i t  involves  issues  concerned with the philosophy 

of education, and in ad d ition , there are so many factors  unconnected 

with the co-educational or s in g le -sex  nature o f  the schools which 

influence the development of the s tudents ,  that to separate the 

unwanted from the wanted variables becomes an i n tr i c a t e  operation.

The range of  subject  i s  a lso so v a s t  that each major aspect  can only 

be invest igated  separate ly . Some researchers have attempted to 

evaluate the two systems by measuring which type of  school produces 

the higher academic standard in i t s  pupils (Tyson 1925; 1926;

King 1945; Dale 1964; 1974); a few researchers have investigated  

the emotional and social  development of  the pupils attending these  

schools (Atherton 1966; Dale 1969; Van Aswegen 1975); a third small 

group o f  researchers have evaluated the systems large ly  through the 

attitu d es  o f  p u p ils ,  ex-pupils  and teachers (Dale 1964; 1966; Kolesnik 

1969) . I t  i s  to a consideration of  the research which has been 

conducted on the issue  of  co-education and s in g le - sex  education that  

the present review now turns.

4.2 Attitudinal  Surveys

In an endeavour to measure the re la t iv e  merits of co-education and 

s in g le -se x  sch oo ls ,  N icholls  (1967), Dale (1969) and Kolesnik (1969) 

designed studies - comparing att i tudes  o f  people towards the two 

types of schools .  In th is  comparison o f  a t t i tu d e s ,  these reseai chers
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concerned themselves with questions l ik e  the follow ing:

(a) Does the experience o f teachers lead them to think that  

co-education i s  the b e tter  type o f  education?

(b) Does i t  make the pupils more,or l e s s  friendly?

(c) What o f the re lat ionships  between pupils?

(d) What do the adult ex- ,up ils  think about th e ir  schools as 

preparation fo r  social l i f e  in the world outside?

Although the answers obtained to  these questions involve the 

expression of opinion, these opinions are important to consider as 

they are not made in vacuo but instead spring from actual 

experience. The present section  begins with a consideration o f  the 

opinions o f  pupils and then proceeds to consider those o f  adult ex­

pupils and f in a l ly  to a consideration o f  teachers' a t t i tu d e s .

4 .2 .1  Attitudinal Surveys Conducted on Pupils 

Nicholls  (1957) conducted a survey in Manchester involving twelve 

schools: four boys' schools , four g ir l s '  schools and four co­

educational sch oo ls .  The schools were matched on the basis o f  s iz e ,  

type o f  lo c a l i ty  and the f a c i l i t i e s  ava ilab le .  Pupils attending the 

twelve schools were asked whether they would choose a mixed or s in g le -  

sex school i f  they went to l iv e  in a new town and they were then 

requested to s e l e c t ,  from a given l i s t ,  the reason for th e ir  choice.  

N icholls  found that boys and g ir l s  attending co-educational schools  

were strongly in favour of  co-education. The boys at s in g le -se x  

schools  were a lso  found to prefer co-education. However, Nicholls  

found that the s in g le -se x  educated g ir l s  preferred s in g le -se x  schools,  

The pupils who indicated a preference for mixed schools considered
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the development of good boy-girl re la t ionsh ips  to be the ir  ch ie f  

advantage, while those who preferred s in g le - se x  schools did so 

because they f e l t  that  the presence of  the opposite sex h?,d a 

disturbing in f lu en ce  and because they preferred to be taught by

members o f  th e ir  own sex.

Dale (1968) published the re su lts  of a longitudinal study he

conducted in 1964 and 1966. Dale's study involved an assessment 

of  a ttitu d e  towards schools of  co-educated and s in g le -se x  educated 

school pupils .  Dale's sample comprised forty-two schools in Wales 

and Yorkshire, from which 2 240 pupils aged eleven and f i f t e e n  were 

randomly se lected  and tested  in 1964 and again in 1966. The 

measuring instrument Dale employed was a questionnaire on which the 

pupils were required to make judgements on several aspects of school 

l i f e  and to indicate these judgements on a f iv e -p o in t  sca le .  Pupils 

were also given the opportunity of making free responses. Dale 

found no s ig n i f i c a n t  d ifferen ces  between pupils attending co- 

educational and s in g le -se x  schools with regard to happiness a t school.  

The resu lts  which most c lo s e ly  approached s t a t i s t i c a l  s ig n if ic a n c e  

were in favour of  co-educated boys aged eleven and th ir teen ,  co­

educated g i r l s  aged seventeen and s in g le -se x  educated boys aged 

seventeen. Viewed lo n g itu d in a lly  there were no major changes in

any group.

Dale (1966) was uneasy about the representativeness of  the sample 

in the schools' project  as some Heads o f  schools did not r ig id ly  

enforce the subject s e lec t io n  procedure. Dale therefore administered 

a 'check' questionnaire to the en tire  th irteen  year-old age group in 

order to ensure sample representativeness . Dale (1966) found that
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the co-educated g i r l s  estimated that  they were d i s t i n c t l y  happier

at  school than g i r l s  from s in g le - sex  schools.

In order to obtain more deta i led  in s ig h t  into the s ign if icance  

o f  h is  r e s u lt s ,  Dale (1966) conducted a s e r ie s  of short stu d ies  on 

a l l  the g i r l s  who said they were unhappy a t schoo l. The free  

responses of the pupils showed that in co-educational schools most o f  

th e ir  unhappiness had i t s  orig in  in the home, whereas in s in g le - sex  

schools i t  was factors  immediately connected with the schools which 

were dominant in causing unhappiness. Dale also found that  much of  

the unhappiness in co-educational schools was caused by the attempts 

o f  the g i r l s  to cope with work which was above th e ir  level  o f  

in t e l l ig e n c e .  In l in e  with th is  la t t e r  f in d in g . Dale found th at the 

average IQ of  the en tire  sample o f  co-educated g i r l s  was lower Jian 

that  o f  g i r l s  from s in g le - sex  schools .  This d ifference was found to

be s t a t i s t i c a l l y  s ig n i f i c a n t .

Dale's (1964; 1966) surveys on pupils attending co-education and

s in g le - sex  schools has thus shown that in general g i r l s  are happier

in co-educational secondary schools than in g i r l s '  secondary schools .

As regards the boys, Dale found th at at age th ir te e n ,  boys were happier

in co-.ducational schools , but th is  had changed by age seventeen to a

s t a t i s t i c a l  in s ig n i f i c a n t  lead in favour of  boys' schools .  An

important finding of Dales' which pertains to the planning of new

research, was that factors such as home adjustment and in te l l ig e n c e

level  a f fe c t  the level o f  happiness a t school and thus such factors

must be taken account of  in interpreting the resu lts  of any

att i tud inal  research.

Kolesnik (1969) obtained the opinion of school pupils in the
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s e x  education. Students attending one school , which had recently  

separated seventh and eighth grade boys on an experimental bas is ,  

were asked a t  the end of the school year to evaluate the experiment. 

Kolesnik found that an overwhelming majority of  the boys expressed 

a preference for  separate schools ,  while g i r l s  were about evenly 

divided on the matter. In a second school with experimental co­

educational c la s s e s .  Kolesnik asked the students to in d icate  whether 

they would l ik e  to have their  younger brothers or s i s t e r s  in co-  

educational or s in g le - se x  c la sse s  when they reached the eighth grade. 

Kolesnik found that  more than ninety per cent o f  the boys and seventy-  

f i v e  per cent o f  the g ir l s  recommended the s in g le - sex  classroom. In 

a th ird  school in which 114 pupils evaluated the co-educational 

programme, seventy-three per cent o f  the boys and seventy-nine per 

cent of  the g i r l s  favoured separation o f  the sexes a t  the junior

high school l e v e l .

A major methodological shortcoming o f Kolesnik's research i s  

th a t  one cannot determine whether the preference pupils indicated

for s in g le - sex  education was in fa c t  a t tr ibutab le  to the merits of  

s in g le - se x  system alone or whether, in fa c t ,  i t  was attr ibutable  

to d i f f i c u l t i e s  the pupils  encountered in switching over for one 

year to the co-educational system. In addit ion,  Kolesnik s (1969) 

research concentrates on the pubescent adolescent in the s ix th  and 

seventh grades and from the l i te r a tu r e  on adolescent development i t  

could be hypothesized that s in g le -se x  education may be preferred at  

t h i s  stage of development. These methodological shortcomings 

render any conclusion drawn from Kolesnik's research ten ta t ive .
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Kolesnik (1969) extended his  research to assess  the a tt i tudes  

towards th e ir  education of  g i r l s  and boys attending s in g le ­

sex schools in grades nine through twelve.  All these students had 

attended co-educational schools in Grade e ight .  Kolesnik assumed 

that these students who had experience o f  the two kinds of educational 

s itu a t io n s  would be b etter  q u a lif ied  to make comparative judgements. 

Kolesnik found that  those students who favoured co-education 

emphasized the soc ia l factors  involved and expressed the opinion 

that co-education i s  more natural and produces hea lth ier  boy-girl  

re la t io n sh ip s .  Those who favoured s in g le - sex  education emphasi? 4 

academic a b i l i t i e s  and achievement and held that academic in ter e s t s  

are best  catered for in a sing 1 e-sex  environment.

In drawing inferences from the resu lts  o f  the at t i tud inal  surveys 

conducted on p u p ils ,  a major d i f f i c u l t y  becomes apparent, namely, that  

one cannot always determine to what extent preference for  a certain  

type o f  school i s  based on ignorance or prejudice. The individual 

may indicate  a preference for a certain school type based on the 

f a c t  that the person may id e a l i z e  her/his  own school .  Thus che 

cr i t ic i sm  may be advanced that pupils are not the best  judges of  

co-education and s in g le - sex  education as th e ir  experience is  l imited  

and they are subject ive ly  involved in the i ssue .

4 .2 .2  Attitudinal Surveys Conducted on Ex-Pupils 

In an attempt to redress some of  the methodological shortcomings o f  

research involving pupils attending co-educational and s in g le - sex  

sch oo ls ,  Dale (1968) assessed the opinions and att i tudes  of  ex-pupils  

towards the type of school they had attended. Dale hypothesized
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that s ince  ex-pupils  are no longer a c t iv e ly  involved in the school 

a c t i v i t i e s  and have had more experience of  l i f e ,  th e ir  at t i tudes  

towards co-education and s in g le - se x  education would be more objec t ive .  

Dale (1969) published the resu lt s  of  three surveys he conducted 

on the ex-pupils  of  co-educational and s in g le - se x  schools to determine 

th e ir  at t i tudes  towards these educational types.  The f i r s t  survey 

was exploratory and was conducted to assess  whether there appeared to 

be a prima fa c ie  case for in v est ig a tio n .  Dale asked 1 167 College o f  

Education students to ind icate  th e ir  preference for  co-education or 

s in g le - sex  education. The resu lts  for  both men and women indicated  

two principal trends. F i r s t ,  that a majority of the students  

preferred co-education and, second, that a l l  the ex-pupils  educated 

in co-educational schools were more strongly in favour of  co-education  

than were thoie  educated in s in g le - sex  schools .  Thus the p i l o t  study 

revealed a preference for  co-education in a l l  groups of  ex-pupils .

Dale real ized that  the abovementioned finding might be opposed on the 

grounds that the ex-pupils ' preference may be biased owing to the fa c t  

that  most of them had had experience of only the one type of school 

she/he had attended. To overcome th is  problem in drawing conclusions,  

Dale separated out from the original  sample those students who had 

attended both a co-educational and s in g le -se x  school .  Although the 

f inal  sample was small - fo r ty -e ig h t  female ex-pupils  and f i f ty - tw o  

male ex -p u pils ,  the r e su lts  indicated that ex-pupils  vno had attended 

both schools were heavily in favour of the co-educational s ch o o l , uhe 

males by seventy-seven to f i f t e e n  per cent and the females by eighty-

eight  to eight per cent.

In this  p i l o t  study, Dale also obtained the free  responses of  ex­

pupils indicating why they supported or opposed co-education in
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secondary schools . In c la s s i fy in g  these responses, Dale combined 

the responses of a l l  the groups according to th e ir  basic  s im i la r i ty .

Those students in favour of co-education emphasized the social  factors  

involved in these schools and expressed the opinion that co-education 

provides a h ealth ier  developmental atmosphere and encourages more 

natural re lationsh ips between the sexes .  The reasons given for  

opposing co-education were p r in c ip a lly  concerned with the d ifferen t  

a b i l i t i e s ,  in te r e s ts  and rates of development o f  boys and g i r l s ,  

while to a l e s s e r  extent there were some fears about d is tract ion  by 

the opposite sex and a few qualms about d i s c ip l in e .  Thus the arguments 

given for co-education were primarily socia l  and those against co­

education were concerned with in stru ct ion .

In the Second College Survey, Dale constructed a more detailed  

questionnaire than that  of the F ir s t  College Survey, which covered a 

number o f  the points at i s su e  between the opposing schools of thought.  

Questions were designed to make a f i r s t  exploration into such aspects  

as happiness in school ,  the s ta t e  o f  pupil-teacher re la t io n sh ip s ,  the 

type of school preferred, the e f f e c t  of  school l i f e  on re lat ions  with 

the opposite sex,  a t t i tudes  to the opposite sex ,  marriage and parenthood. 

Students were asked to make judgement by means o f a f iv e -p o in t  scale  

ranging from 1 very happy' to 'very unhappy' and were also  required to 

make free comments. The percentage o f  ex-pupils  who se le c ted  each 

value was calculated and the d istr ib u tio n  for  co-educated and s in g le - sex  

educated was compared by the Chi-square t e s t .

Dale's Second College Survey revealed that the ex-pupils  of the 

co-educational schools reported themselves as having been happier at  

school than did those from s in g le -se x  schools and they also found the
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school atmosphere to be more pleasant.  Usually these resu lts  were 

more cons is tent  and stronger for  the women than for  the men. The 

reasons both sexes gave were that the soc ia l  l i f e  with two sexes is  

b e tte r ,  i t  i s  a more natural preparation for l i f e  in the adult world,  

relat ions  with the s t a f f  and between the s t a f f  were more pleasant,  

and the atmosphere was l e s s  tense .  With regard to academic work 

these students found a mixed school more enjoyable and l iked the 

fr iendly  r iv a lry  with the opposite sex,  though others emphasized 

the high academic standard of  th e ir  s in g le - se x  school.  I t  is  

sometimes said that boys do not l ik e  the presence of  g i r l s  in school.  

The f a l s i t y  o f  th is  argument was demonstrated by the co-educated ex­

pupils ,  as only three males out of 186 and s ix  females out of  657 

agreed with the statement. They also considered that the presence 

of teachers o f  the opposite sex had a good influence.  As was to be 

expected, the topic  1 preparation for  the adult world1 yielded  

considerable advantage to the co-educational schools .  Whereas only  

some ten per cent of  the ex-pupils  of g i r l s '  schools in the Second 

College Survey said th e ir  school l i f e  was helpful in th e ir  re la t ions  

with men, the proportion from the co-educated women was three-quarters . 

Many o f  the la t t e r  a lso  found i t  eas ier  to work with men in the adult  

world. The men's resu lts  followed the same pattern except that in 

addition the men from co-educational schools found i t  eas ier  to work 

under the d irection  o f  a woman than did the men from boys' schools .

The resu lts  of the Second College Survey, which have been outlined  

above, might be c r i t i c i z e d  on the ground that s ince the ex-pupils  who 

were evaluating co-education and s in g le -se x  education had only
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experienced one type of  school,  they could not va l id ly  compare the 

two schools under consideration. In an endeavour to overcome the 

p o s s ib i l i t y  of  biased evaluation,  Dale (1955; 1955) conducted a Third 

College Survey in which an inquiry was conducted among ex-pupils  who 

had attended both a mixed and a s in g le - sex  secondary school .  This 

survey was ca lled  the 'Both Schools' Survey and the sample comprized 

800 students.  The 'Both Schools' Survey revealed that both men and 

women judge teachers in th e ir  co-educational schools to be f r i e n d l ie r  

and more helpful than those in their  s in g le - s e x  schools .  The 

consensus o f  the findings about the d i s c ip l in e  in these schools is  

that  the ex-pupils  considered that  both boys' and g i r l s  schools  

tended towards s t r i c t n e s s ,  an appreciable number being judged 1 too 

s t r i c t ' ,  th is  becoming over-sever ity  and harshness in a minority of  

schools ,  whereas in their  co-educational schools the d is c ip l in e  was

mostly reported ' s a t i s f a c t o r y ' .

One of  the most s ta r t l in g  d ifferences  between the men's groups 

was that whereas almost h a l f  of  the men 'in the 'Both Schools' Survey 

judged bullying to be frequent or very frequent in the ir  boys' schools ,  

only o n e - f i f th  of  them made the same estimate for the ir  co-educational  

schools .  The verdict  of  the women was s im i lar .  Men and women also  

judged the education provided in th e ir  s in g le - sex  schools to be 

1 narrower‘ than in their  co-educational schoo ls ,  and there were not as 

many enjoyable out-of-school  a c t i v i t i e s .  In the area of pupil 

in teraction both male and female ex-pupils  were strongly of the  

opinion that i t  was eas ier  to make friends in the ir  co-educational  

than in the ir  s in g le -sex  schools and the women thought the g i r l s  in 

the l a t t e r  were more ‘s p i t e f u l ' and more 1 quarrel some'.
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A schooling in which boys and g ir l s  spend many years at school 

with the opposite sex,  compared with a schooling which segregates  

boys from g i r l s ,  would naturally  produce a decided difference  in 

att i tude  in each sex towards the other. In the rep l ies  about the 

pleasantness of  the at t i tude  o f  the pupils towards the opposite sex,  

both male and female students of  the 'Both Schools' Survey were sure 

that there was a more pleasant a tt i tude in the ir  co-educational schools .  

At the same time they reported much more t im idity  towards the opposite  

sex among pupils in s in g le -sa x  schools . The la t t e r  were judged to be 

more 1 preoccupied with the opposite s e x 1 and also more 1boy-girl  

crazy' (Dale 1971, p 295). Ex-pupils o f  the 'Both Scnools' Survey 

f e l t  s trongly that the two sexes had a good influence on each other,  

improving the boys' appearance, manners and turbulent behaviour, and 

making them work harder, while on the other s ide  improving the 

atmosphere among g i r l s ,  widening their  in ter es ts  and making more normal 

the in ter e s t  of  the g ir l s  in boys.

One of  the crucial questions which often l i e s  hidden in the minds 

o f  parents,  teachers and ed u c a t io n a l i s t s ,  i s  whether the presence of  

boys and g i r l s  together in co-educational schools would encourage an 

excessive  in te r e s t  in sex and create an unhealthy atmosphere. The ex­

pupils who attended both schools  have given a very c lear reply to this  

i s su e .  Seventy-six per cent o f  the women bel ieved the a t t i tu d e  towards 

sex to be healthier  in the co-educational school than in th e ir  g i r l s '  

school,  only seven per cent bel iev ing the opposite .  The judgement of  

the men was the same as that o f  the women.

F in a lly ,  on the issue of  which school the subjects in the 'Both 

Schools' Survey preferred, i t  was found that there was a marked
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preference for the co-educational schools .  The ex-pupils  r referred 

these schools because 1 there i s  a natural fr ie n d l in e s s  between the 

sexes ,  and they educate each other; they found the atmosphere 

pleasant and relaxed, enjoy the social  l i f e  of  the school,  the 

f r ien d l in ess  of  the teachers ,  the broad balanced outlook, and the 

preparation for  the adult world1 (Dale 1971, p 298).

The 1 Both Schools' Survey conducted by Dale (1969) provides us 

with what may be considered the most object ive  att i tudinal  data on 

ex-pupils '  fee l in g s  and judgements concerning co-education and s in g le -  

sex education. The r esu lts  o f  th is  survey indicate pointedly that  

co-educational and s in g le -se x  schools are communities with very 

d i f fe r en t  atmospheres, with the co-educational school providing the 

happier, more balanced, more in terest in g  and more complete education.

4 .2 .3  Attitudinal Surveys Conducted on Teachers 

The present sect ion  involves a presentation of  one aspect o f  « many 

sided attack on the problem o f  the r e la t iv e  e f fec t iven ess  o f  co- 

educational and s in g le - se x  schools in achieving the aims o f education. 

I t  examines me verdict  of those teachers who have had practical  

experience in such schools and assesses  in part icular the opinion of  

those who have taught in both types of schools .

One of  the f i r s t  research contributions in th is  f i e ld  was an 

enquiry conducted in Britain by Valentine in the 1930s. Valentine  

(1930) asked teacher graduates who had attended mixed and s in g le - sex  

schools to assess th e ir  r e la t iv e  value.  Valentine (1950) reported 

that of  the students who had been co-educated he found an overwhelming 

majority in favour of co-education - s i x t y - f i v e  out of seventy-two.



62

No f igures  were given for students from s in g le - sex  schools .

Clark (1937) sent  a questionnaire in 1936 to the Heads of  a ll  

mixed secondary grammar schools .  He received only seventy-two 

r e p l i e s ,  but although ju s t  under ninety per cent had taught in 

segregated sch oo ls ,  eighty per cent of  the Heads said mixed schools  

had marked advantages over segregated schools ,  and only e ight  per 

cent were in favour o f  segregation.

The f i r s t  large-sca le  enquiry among teachers themselves was that  

of  Moreton who published in 1946 a summary o f  his 1939 PhD th e s i s .  

Moreton using an a t t i tude  sca le  with a population o f  teachers from 

secondary schools ,  found a great  preference for co-education with 

l i t t l e  difference found between the at t i tudes  o f  various c lasses  

of  teachers,  male and female, married and s in g le ,  whether educated 

in mixed-sex or s in g le - se x  s c h o o ls .

Davies (1950) used an at t i tude  sca le  to assess  opinions among 

teachers in secondary schools o f  al l  types. Like Moreton he found a 

favourable a t t i tude  to co-education. He also found that those 

teachers who had been educated in a mixed school or who had taught  

in them were more in favour o f  co-education than the composite number 

from s in g le - sex  i n s t i tu t io n s .

A major methodological shortcoming o f  both Moreton's (1946) research 

and Davies' (1950) research was that there was in both studies a very 

low percentage o f  r e p l i e s ,  fourteen per cent and f i f t y - e i g h t  per cent  

respect ive ly .  One cannot determine the reason for th is  low percentage 

return and thus the p o s s i b i l i t y  that those who did not reply d is l iked  

co-education remains very r e a l .



Dale (1969) ascertained the views on co-education o f  teachers in 

secondary grammar schools in Glamorgan. Thirty-two schools co-operated

in th is  study and the percentage return was e ighty-three per cent.

Dale found that in co-educational schools e ighty-four per cent o f  the 

rep l ie s  were in favour o f  fu l l  co-education.

In boys' schools f i f ty -o n e  per cent favoured co-education and in 

g i r l s '  schools forty-one per cent favoured fu l l  co-education; whereas 

an overwhelming majority o f  the s t a f f  o f  the co-educational school 

preferred co-education. The verdict  o f  the teachers may be c r i t i c i z e d  

on the ground that  many teachers had had teaching experience in only 

one o f  the two types of  schools ,  thus making comparisons inva l id .

To overcome th is  d i f f i c u l t y  in in terpreting  the r e s u lt s ,  Dale (1969) 

tabulated the opinion o f  those teachers who had taught in both co­

educational and s in g le - sex  grammar s c h o o ls . Dale found that the 

verd ict  was once again heavily  in favour of  co-education. Ninety-four 

per cent of teachers in co-educational schools preferred co-education 

while the percentage in boys' and g i r l s '  schools favouring co-education 

was seventy-nine per cent and s ix ty - fo u r  per cent respect ive ly .

Kolesnik (1969) conducted a study at the University o f  Detroit  in  

which 104 teachers who had taught in co-educational and s in g le - sex  

high schools were asked which system they favoured in grades seven 

through nine and ten through twelve. Kolesnik found a strong 

preference for s in g le - se x  education in grades seven through twelve.  

Seventy per cent of the respondents were in favour of  s in g le - se x  

education, twenty-one per cent were in  favour of  co-education and nine 

per cent thought that the type o f  school made no difference .

The findings o f  a strong preference for co-education in Moreton's
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(1946), Davies' (1950) and Dale's (1969) surveys l i e  ;n justapos i t ion  

to the findings o f  Kolesnik (1969) who found a strong preference for  

s in g le - se x  education. This discrepancy in r e su lts  may be due to  the

d i f feren t  geographical areas in whicn Dale's (1969) and Kolesnik's 

(1969) studies  were conducted - Dale in England and Kolesnik in the 

USA. However, a more l i k e l y  reason for th is  discrepancy i s  that  in  

Dale's invest iga t ion  the s in g le - sex  schools were under control of the 

State or other non-religious bodies,  while in Kolesnik's invest igat ion  

separate schools for boys and g ir l s  were,with few exceptions,  Roman 

Catholic Schools. I t  i s  thus probable that many of the teachers in 

Kolesnik's (1969) survey who had experience of both co-educational and 

s in g le - se x  schools were of  the Roman Catholic denomination and this  

may explain the strong bias for  s in g le - se x  education found in  Kolesnik's  

research.

4 .2 .4  Attitudinal  Research - Conclusion

Atti tudinal  research assess ing  the re la t iv e  merits of  co-education and 

s in g le - se x  education has shown that co-educational and s in g le - sex  

schools are communities with very d i f f e re n t  atmospheres, with the 

co-educational school being f e l t  to provide the happier, more balanced 

and more complete education. The preferences which have been cast  

in the foregoing sections are not merely theoretical  opinions on a 

subject of  which the population has l i t t l e  kr, but judgements

based on experience of at le a s t  one of the two types of school under 

discussion.  However, the assessment of opinion, even though this  

opinion i s  based on experience,  cannot of i t s e l f  be conclusive ,  though 

i t s  value must not be underrated. The findings of Dale's (1964;
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1966; 1969) a tt i tudinal  research gain in s ign if icance  when i t  i s  

rea l i se d  that  the preference for co-education i s  registered in sp i te  

of school loya lty  and in the face of a trad it ion  and an educational  

pressure which in Britain favours s in g le - sex  education, and when i t  i s  

rea lized  that this  change has taken place in sp i te  of  the superior  

prest ige  of  the s in g le - s e x  public school system and of  the old 

establ ished  s in g le - sex  c i ty  grammar and high schools .

The problem of the re la t iv e  merits of  co-education and s in g le - sex  

education has many aspects and much more in v e s t i g a ' jn i s  needed before 

a f in a l  judgement can be made. Such att i t ' id  al research, while 

contributing necessary information, remain? a galy subject ive  and 

does not touch upon the question of whether the d ifferences between 

co-educational and s in g le - s e x  schools create long- las t ing  differences  

in personal i ty ,  soc ia l  development and academic attainment.

In addition to  research employing a tt itu d in a l  surveys,  a few 

researchers have concentrated on a more objective  or ientation in 

attempting to assess the systems of co-education and s in g le - se x  

education. Such an objective  orientation  has been used with regard 

to measuring the re la t iv e  academic atta nment of  pupils attending 

the two school types (Tyson 1925; 1926; King 1945; Dale 1957; 1974) 

and,to a l e s se r  degree, to measure the psychological and socia l  

adjustment of  these pupils (Atherton 1966; Dale 1971; Van Aswegen 

1975). The present review w i l l  now move onto a consideration of  

research which i s  o f  psychological and soc ia l  s ign i f icance .

4 .3  Studies Measuring Psychological and Social Adjustment 

Atherton (1966) conducted an enquiry into the happiness of  marriage,  

in which he compared co-educated men and women with those from
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s in g le - sex  schools .  His sample comprised 1 100 men and 1 400 women 

se lec ted  randomly in England and Wales. Atherton's most important 

finding was that o f  a s t a t i s t i c a l l y  h ig h ly - s ig n i f i c a n t  difference  

between co-educated and s in g le - sex  educated male and female subjects  

whose schooling went on for  f iv e  years or more. The group of women 

lowest in happiness were those who had attended convent schools .

However, even when the influence of  these subjects was removed from 

the f ind ings ,  the co-educated men and women remained s ig n i f i c a n t ly  

more happy in marriage than the subjects who were s in g le - sex  educated.

Despite the consistency of  Atherton's findings the conclusions  

drawn cannot be d e f in i t e  owing to the fa c t  that there are many other 

powerful forces  acting for  or against the happiness of a marriage which 

were not contro l led ,  such as social  c l a s s ,  age and re l ig io n .  Thus, 

Atherton's work should be considered as pioneering a way in a 

r e la t iv e ly  new and d i f f i c u l t  area of research.

Dale (1971) published the resu lts  of extensive  research he conducted 

to t e s t  the hypothesis that emotional and socia l  development might be 

profoundly affected  by the a lternatives  of co-education or s in g le - sex  

education. Dale's survey included forty-two schools and the tes t in g  

instruments, employed were a modified Boxall for  the juniors and the 

Mooney Problem Check L is t  and High School Personality Questionnaire 

for both the juniors and the seniors.

Dale's (1971) junior sample consisted of 1 120 pupils aged eleven 

years. Anxiety towards school was measured by the number of s i tu a t ion s  

in which the pupil admitted to fee l ing  anxious. The resu lts  of the 

f i r s t  t e s t in g  tended to favour co-educational schools . This d ifference
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was not ,  however, found to be s t a t i s t i c a l l y  s ig n i f i c a n t .  Dale 

measured the anxiety of  these subjects two years la te r  to determine 

the change in anxiety about schools and he found that the gap between 

the co-educated and s in g le - se x  boys had narrowed; however, neither  

the gap nor the s l i g h t  change was s t a t i s t i c a l l y  s ig n i f i c a n t .  The 

two g ir l s '  groups started  with the same average score , but two years 

la ter  those in g i r l s '  schools were s l i g h t l y  le s s  anxious than those 

in mixed sch oo ls ,  though again the d ifferences between the groups and 

the change in average scores were quite  unreliable .  Dale (1971) f e e ls  

that  these findings may be attr ibutable  to d ifferences  between the 

groups in average in t e l l i g e n c e ,  parental occupational c lass  and the 

type of 'drop-out' pupil. Dale suggests that these factors a l l  placed 

the co-educational pupils under a handicap. In addition to these  

factors rendering Dale's (1971) findings ten ta t ive  the fa c t  that  

differences  In the longitudinal study were not s ig n i f i c a n t  means that

any conclusions drawn can only be te n ta t iv e .

In addition to administering the Boxall to his longitudinal sample, 

Dale (1971) got a l l  subjects to complete a Mooney Problem Check L is t  

in an attempt to assess seven problem areas, including ' sch o o l ‘ ,

'home and fa m i ly ' , 'boy-girl problems' and 'people in general'.

Dale (1971) found that for  the Junior g ir ls  in a l l  problem areas for  

every occupational c la s s ,  and in both types of  schools ,  there i s  a 

marked increase of recorded problems between the ages of eleven and 

th irteen .  In f iv e  of the seven problem areas the increase of  

mention between eleven and thirteen years of  age i s  s l i g h t l y  l e s s  

for the sample from g i r l s '  schools; in the area of 'people in 

general' there is  virtual equality  of increase; and the 'school'
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area was an exception showing a smaller increase in problems amongst

the co-educated g i r l s .

The pattern for  boys on the Mooney was s imilar  to that of  g i r l s .

For both boys and g i r l s  problems re lat ing  to the opposite sex increased 

s l i g h t l y  more in the co-educational school than in the s in g le - s e x ,  but 

th is  varied with occupational c lass  grouping. The problem area showing 

the largest  d ifferences  be twee; the two groups was 'home and family' 

where the co-educational group had a bigger increase than those 

educated in s in g le - se x  schools . This f inding i s  con s is ten t  with the 

largest  proportion of lower-class pupils in the co-educational schools .

In addition to the Boxall and the Mooney Problem Check List  a l l  

pupils were also given the HSPQ which y ie ld s  scores on fourteen 

Personality dimensions. No s ig n i f ic a n t  d ifferences were found between 

boys and g ir l s  in the two types of  schools on the dimension of Anxiety.  

On the Neuroticism dimension the score for boys attending s in g le - se x  

schools was s ig n i f i c a n t ly  higher at age thirteen than the score for  

co-educated boys The g i r l s '  Neuroticism scores at  age eleven and 

th irteen  were ' ir tu a l ly  equal. On the Introversion-Extroversion  

dimension, Dale found no s ig n if ic a n t  d ifferences  between the two groups

of boys and g i r l s .

The overall  findings of Dale's (1971) longitudinal research on 

juniors attending co-educational and s in g le - se x  schools revealed no 

decided or consis tent  difference or any o f  the measures of psycho­

soc ia l  adjustment which could be attributed to type of school alone.

Dale (19/1) extended his research nr. psycho-social adjustment to 

include senior students aged f i f t e e n  and seventeen. The tes t in g
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instruments Dale used were the Mooney Problem Check L is t  and the HSPQ. 

Dale found that the co-educated boys were le ss  anxious both in the 

main part of the Mooney t e s t  and in the section where they were asked 

about th e ir  special  problems, but the difference between them and the 

boys from boys' schools was not found to be s t a t i s t i c a l l y  s ig n i f i c a n t .  

The co-educated boys also recorded a rather greater reduction in 

anxiety between the ages of  f i f t e e n  and seventeen: however, this

difference was not s t a t i s t i c a l l y  r e l ia b le .  In the HSPQ the co-educated 

boys a lso  had lower scores on general anxiety at f i f t e e n  and seventeen 

years o f  age. With regard to the senior g i r l s ,  Dale found that the 

co-educated giMs had s l i g h t l y  more problems in to ta l  at f i f t e e n  years  

of age , mostly from the section 'people in general1 , ''home and family1 

and 'work and fu tu r e ' ,  but this  was s l ig h t ly  reversed in ' schoo l ' 

problems, with an equali ty  under ' b o y -g i r l1. None of these d ifferences  

produced s t a t i s t i c a l  s ig n i f ica n c e .  By the age of seventeen, however, 

the co-educated g ir l s  were appreciably lower in overall  t o t a l ,  and 

lower in all  the problem areas except 'people in general ' , where there  

was equal ity .  The la rg es t  d if ference between the two types of  schools  

in the seven problem sect ions  at the age of seventeen was that of 

'school' and this  d ifference verged on s t a t i s t i c a l  s ign i f ican ce .  When 

the senior g ir l s  were asked to write down those problems which troubled 

them most, the co-educated g ir l s  indicated more in tota l  than did the 

g ir l s  from g ir l s '  schools both at  f i f t e e n  and seventeen years of  age,  

though the d if ference had been halved in the two y e a rs . However, in 

the 'sch oo l ' problem sect ion  there was equality  at age seventeen, and 

the co-educated g ir l s  had s l i g h t l y  more problems in the boy-girl  area,
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though this  was far from s t a t i s t i c a l l y  r e l ia b le .  On the HSPQ the 

co-educated g ir l s  had lower general anxiety areas both at f i f t e e n  

and seventeen years of age and this  dif ference was s t a t i s t i c a l l y  

s ig n i f i c a n t  a t age seventeen.

On the HSPQ Neuroti cism dimensions, senior  middle-class and 

upper-middle-class boys from co-education schools were s ig n i f i c a n t ly  

lower in Neuroticism at age seventeen than boys from boys' schools .

No difference was found between the g i r l s  on the Neuroti cism 

dimension.

On the HSPQ scale  of Introversion-Extroversion the scores o f  boys 

belonging to opposing groups were v ir tu a l ly  equal both at f i f t e e n  and 

seventeen years of age. The two senior g i r l s '  groups recorded almost 

the same average score at f i f t e e n  years of age and two years l a t e r ,  

the g ir l s  from g ir l s '  schools  were s l i g h t l y  more extroverted.

Taking an overall  view, Dale's (1971) research on psycho-social

adjustment of  students attending co-education schools and those

attending s in g le - sex  schools revealed no decided or consis tent

difference between these students.  These findings do not lend any

support to e i th e r  s ide of the debate on the rival  merits of the two 

sys terns.

Van Aswegen (1975) conducted research in South Africa in which he 

applied an analysis by type o f school attended to the resu lts  o f  a 

Project Talent Survey which was conducted in South Africa in 1965,

1967 and 1969. The aim of Van Aswegen's (1975) invest igat ion  was to 

obtain an indicat ion of the influence of  s in g le - se x  education as 

opposed to co-education on the personali ty ,  in te r e s t ,  adjustment and 

s ch o la s t ic  achievement of English-speaking female high school
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students.  The survey was longitudinal and the two groups were 

compared at the commencement and termination of th e ir  high school 

careers. Van Aswegen's overall sample comprised 246 g ir l s  at g i r l s '  

schools and 235 at co-educational schools ,  all  o f  whom had attended 

only the one type of school throughout the ir  high school career.

The measuring instruments Van Aswegen employed included a Biographical 

Questionnaire, the NGAGT (IQ T es t ) ,  the HSPQ (a personality u e s t ) , the 

Adjustment Questionnaire, several t e s t s  o f  aptitude and a b i l i t y ,  f ina l  

examination marks in Standard S ix ,  the PHSF and f in a l  examination

marks in Standard Ten.

A comparison of the g ir l s  at Standard Six level  was e s sen t ia l  to 

determine whether any change occurred between Standards Six and Ten.

In th is  comparison Van Aswegen (1975) found that  the g i r l s  at s i n g l e ­

sex schools generally came from higher socio-economic s tr a ta ,  and 

th e ir  parents were b et ter  q u a l i f i ed  than those of co-educated g i r l s .

In comparison with the g ir l s  at  co-educational schools ,  theii  parents 

cherished higher academic aspirations for them. They were found to be 

more conscientious in respect  of  the ir  school work and to part ic ipate  

in greater measure in extramural a c t i v i t i e s  outside the school.

Van Aswegen found that ,  according to the Adjustment Questionnaire,  

there were no s ig n i f i c a n t  differences  between the two groups at Standard 

Six l e v e l .  However, according to the HSPQ, the g ir ls  at g i r l s '  schools  

were found to be more outgoing, warm-hearted and easy-going (Factor A) 

than the g i r l s  at co-educational schools .  This la t t e r  finding was 

found to be cons is tent  with that of  the GSZ, where g ir l s  at g i r l s '  

schools obtained s ig n i f i c a n t ly  higher scores in f i e ld  fourteen (Social
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Gregariousness) than in in te r e s t  in hobbies - which points to their

greater in te r e s t  in soc ia l  a c t i v i t i e s .

In sp i te  of the fa c t  that IQ was kept constant in the invest igat ion  

by dividing the t e s t  and control groups into  three comparable IQ groups 

the pupils at g i r l s '  schools nevertheless obtained s ig n i f i c a n t ly  higher 

scores in the in te l l ig e n c e  f i e l d  (Factor B) of  the HSPQ, which inc. cates 

that they were more i n t e l l i g e n t  "'nd abstract thinking than the g i r l s  at

co-educational s ch o o ls .

In the various aptitude t e s t s ,  the g i r l s  at g i r l s '  schools obtained 

better  scores than the co-educated g i r l s . The g i r l s  at g i r l s '  schools  

also obtained s ig n i f i c a n t ly  better  scores in the standardized s c h o la s t ic  

t e s t s  than their  co-educated counterparts at Standard Six l e v e l .

Van Aswegen's (1975) invest igat ion  in respect of Standard Ten 

g ir l s  with average in te l l e c tu a l  a b i l i t y  revealed no d ifferences in 

personali ty t r a i t s .  However, the g ir ls  a t  g i r l s '  schools obtained 

considerably lower scores than those at  co-educati onal schools in the 

f i e ld s  of Personal Freedom, So c ia b i l i ty  G and S o c ia b i l i ty  S of the 

PHSF.

Although pract ica l ly  no differences were found between the two 

groups at Standard Ten l e v e l ,  i t  i s  nevertheless  e s sen t ia l  to note 

that while the s in g le -se x  g ir ls  at Standard Six le v e l  were more 

outgoing than co-educated g ir ls  these d ifferences were no longer found 

at  Standard Ten le v e l .  Furthermore, i t  i s  f i t t i n g  to note that the 

s in g le - sex  g ir l s  obtained lower scores than their  co-educated 

counterparts in the f i e ld s  of the PHSF which deal with Personal Freedom, 

S o c iab i l i ty  G and S o c ia b i l i ty  S. Thus , although v ir tu a l ly  no 

differences were found between the two groups of pupils at Standard
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Gregariousness) than in i n te r e s t  in hobbies - which points to  their  

greater in te r e s t  in soc ia l  a c t i v i t i e s .

In sp i t e  o f  the fa c t  that IQ was kept constant in the invest iga t ion  

by dividing the t e s t  and control groups into  three comparable IQ groups 

the pupils at  g i r l s '  schools nevertheless  obtained s ig n i f i c a n t ly  higher 

scores in the in te l l ig e n c e  f i e l d  (Factor B) o f  the HSPQ, which indicates  

that  they were more i n t e l l i g e n t  and abstract thinking than the g i r l s  at

co-educational schools .

In the various aptitude t e s t s ,  the g ir l s  at  g i r l s '  schools obtained 

b etter  scores than the co-educated g i r l s .  The g ir l s  at g i r l s '  schools  

also  obtained s ig n i f i c a n t ly  bet ter  scores in the standardized s ch o la s t ic  

t e s t s  than their  co-educated counterparts at  Standard Six l e v e l .

Van Aswegen's (1975) in ves t iga t ion  in respect  of Standard Ten 

g i r l s  with average in te l l e c t u a l  a b i l i t y  revealed no differences  in 

personality t r a i t s .  However, the g ir l s  at  g i r l s '  schools obtained 

considerably lower scores than those at co-educati onal schools in the 

f i e l d s  of Personal Freedom, S o c ia b i l i ty  G and S o c ia b i l i ty  S o f  the 

PHSF.

Although p ract ica l ly  no differences  were found between the two 

groups at  Standard Ten l e v e l , i t  i s  nevertheless e s sen t ia l  to note 

that  while the s in g le - sex  g i r l s  at Standard Six level  were more 

outgoing than co-educated g i r l s  these differences  were no longe" found 

at  Standard Ten l e v e l .  Furthermore, i t  i s  f i t t i n g  to note that  the 

s in g le - sex  g ir l s  obtained lower scores than their  co-educated 

counterparts in the f i e ld s  o f  the PHSF which deal with Personal Freedom, 

S o c ia b i l i ty  G and S o c ia b i l i ty  S. Thus, although v ir tu a l ly  no 

differences were found between the two groups of pupils at Standard
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Ten l e v e l ,  there are indications of  a poss ible  change in s o c ia b i l i t y  

and associat ion with others among the g ir l s  at  g i r l s '  schools ,  as 

ref lected  by Factor A (outgoing) of  the HSPQ and Fields 7, 8 and 9 

(Personal Freedom, S o c ia b i l i ty  G and S o c ia b i l i ty  S of  the PHSF).

Although i t  would appear from Van Aswegen's (1975) research that  

pupils at  g i r l s '  schools underwent certain changes in personali ty  

between Standards Six and Ten, such a sweeping statement cannot be 

made since several variables  were not controlled.  Such probable 

intervening variables include socio-economic d i f ferences ,  res ident ia l  

area and family in f lu e n c e s , such as the presence o f  one or two parents 

in the family,  and other s ib l in g s .  In addition, all  rural-urban 

differences were not kept constant.

4 - 3 -1 Co-Education and Psycho-Social Adjustment - Conclusion 

The overall  thrust o f  Dale's (1969) research which was conducted in 

Britain and the research o f  Van Aswegen (1975), which was conducted 

in South Africa on female s tudents,  revealed no decided or consis tent  

differences between students attending co-educational schools and 

those attending s in g le - sex  schools .  These findings do not lend 

support to e i the r  s ide  of  the debate concerning the rival  merits of  

the two educational systems.

Since the area o f  emotional and soc ia l  adjustment i s  vast in i t s e l f ,  

the subject  cannot be regarded as being completely researched by these  

two surveys. In addition, one important face t  of  adjustment -  

heterosocial adjustment -  was not measured by these researchers. As 

has been indicated in previous s ec t io n s ,  the 'boy-gir l '  problem seems 

to be the most crucial of  a l l  the developmental tasks of  adolescence 

and i t  i s  in the resolution of  this task that the two systems may be
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exerting very d i f f er e n t  influences .  Thus the heterosocial  realm of  

development s t i l l  needs to be researched.

Van Aswegen's (1975) study, which represents the only South African 

research conducted on the e f f e c t s  of  co-education and s in g le - sex  

education on psycho-social  adjustment, was confined to a female sample. 

This means that  the e f f e c t s  of the two systems on the psycho-social  

adjustment o f  male students s t i l l  needs to be invest igated .  Such 

future research in the area should systematica l ly  control variables  

such as socio-economic d i f feren ces ,  res ident ia l  area and possib le  

family influences .  In addition,  future research should explore the 

question of whether the poss ible  influence of the two systems only 

becomes apparent at  f i r s t  year university  l e v e l ,  where the student  

enters a broader soc ia l  and heterosocial  context.

4-4 Comparative Research Regarding Academic Attainment 

The s c h o la s t ic  performance of  pupils i s  a common c r i t e r ia  used to judge 

the merits o f  a particular  school type. Almost a l l  the research which

has been conducted on the e f f e c t s  of co-education on academic attainment  

has taken as a cr i ter ion  the examination results  of  pupils taking the 

f i r s t  external examination as this  i s  a ready-to-use measuring rod 

which i s  reasonably accurate for the comparison of  large groups of  

people. I t  i s ,  however, by no means easy to assess the reasons for  

the d ifference.  There are so many factors  which have a bearing on 

academic level reached by groups of  pupils that conclusions can 

usually only be ten ta t ive .  Such factors are age, soc ia l  c la s s ,  

academic aptitude,  number of  subjects taken and comparative 

qua l i f ica t ion s  of teachers. None of the researchers in the studies
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to be discussed,  had s u f f i c i e n t  resources to plan an experiment in 

which these factors  were kept reasonably constant. Thus in 

discussing the f indings  o f  these researchers, these variables  should 

be kept in mind. The present researcher w i l l  proceed, with the  

assistance of Dale's (1974) extensive review, to consider these  

studies in chronological order, subject  them to a c r i t i c a l  analysis  

and endeavour to  arrive  at  findings from a general appraisal of  the 

evidence.

4 .4 .1  The Tyson Survey

The f i r s t  o f  the la rge-sca le  surveys was carried out by Tyson 

(1925; 1926) in the Manchester area. Tyson's comparative criterion  

was the percentage o f  pupils reaching credit  standard in each of  

nine subjects .  Contrary to popular expectation,  Tyson found that  

in almost a l l  subjects boys at  co-educational schools reach a higher 

average attainment than boys at  s in g le - sex  schools ,  the difference  

being s t a t i s t i c a l l y  s ig n i f i c a n t  in seven subjects and for both years.  

In addition, co-educated boys have a s ig n i f i c a n t  superiority  in Latin 

for one year. In French the direct ion i s  reversed, there being a 

s ig n i f i c a n t  d if ference in favour of  boys at s in g le - sex  s ch o o ls .

In the case of  g i r l s ,  Tyson found the percentages of success to be 

much closer  together for the two types of s c h o o ls , but with the g ir l s '  

schools in the lead.

A number of variables  which were not control led in Tyson's 

Survey may however influence the abovementioned f in d in g s . The average 

ages of the g ir l s  in co-educational schools was four to f iv e  months 

younger than the g ir l s  in g i r l s '  schools .  This represents a d i s t i n c t
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handicap for  the g i r l s  in mixed schools.  Tyson also points out that  

the co-educational schools are s ituated  in re la t iv e ly  sparsely  

populated areas ar"r<- th is  may give the co-educational schools a pupil 

intake that i s  able than that of  the c i ty  schools ,  and probably 

of a lower soc ia l  c la s s .  The c i t i e s  a lso tend to a t tra c t  the better  

q ual i f ied  teachers.

Tyson, i n  a la te r  an a ly s i s ,  attempted to remove these variables  

by taking the resu lts  of  only those schools where the density of  

population was ten persons or l e s s ,  to  the acre. Co-educated boys 

then increased th e ir  lead in three subjects and their  i n f e r io r i t y  

in French became non-s ign if icant .  When the g i r l s '  samples were 

l imited to the rural a rea s , the change was in the same d irect ion .

In rural schools the co-educated boys were found to lead 

d ec is ive ly  in three sub jec ts ,  have a n e g l ig ib le  lead in one, and 

a n eg l ig ib le  def ic iency in two, when compared with segregated boys.  

The co-educated g ir l s  were found to be superior in two subjec ts ,  

in fer io r  in two, have a n eg l ig ib le  in fe r io r i t y  in one and an 

equality  in the s ix t h ,  compared with segregated g i r l s .  However, 

s ince factors such as soc ia l  c lass  and age in the female group were 

not control led,  the conclusion regarding the superior academic 

attainment of  co-educated boys and the equal attainment o f  both 

groups of g i r l s  must be interpreted with caution.

4 .4 .2  King's Survey

King (1945) analysed the examination resu lts  at the School 

C ert i f ica te  level  of the University o f  London Examination Board. 

King's sample was very large,  consis t ing o f  3 000 candidates from 

142 boys' schools ,  180 g i r l s '  schools and 85 co-educational
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schools .  King could not,  however secure separate data for the 

two sexes in co-educational schools .  King's f i r s t  analysis was 

conducted to determine the level  of  attainment in the three types 

of  schools in f i f t e e n  subjects with mathematics counting as three 

subjects .  King found that the co-educated pupils had more passes 

than boys' schools in ten out of  f i f t e e n  subjec ts ,  and more credits  in 

thirteen subjects .  In comparison with g i r l s '  schools ,  co-educated 

pupils had more passes in seven subjects and more credits  in three 

subjects .  In English Language, King found that the percentage o f  

candidates who reached the pass standard or above was e ig h ty - f iv e  for 

boys' schools ,  e ig h ty - s ix  for  mixed schools and ninety-one for  g i r l s '  

schools .  In English Literature the percentages were seventy-nine for  

boys' schools ,  e ighty-four for  mixed schools  and e igh ty -e igh t  for g i r l s '  

schools.

As in Tyson's (1925; 1926) surveys, King's survey has several  

shortcomings which detract  from the v a l id i ty  of  his f indings .  Such 

methodological factors that render King's findings tentat ive  include 

the rural-urban factor and the greater prest ige  of  the s in g le - sex  

schools which are l ik e ly  to increase soc ia l  class  and s t a f f  d i f feren ces ,  

thereby handicapping the co-educational schools .  In addition, King 

(1945) did not invest iga te  the average age o f  the samples and this  

factor may favour one group at the expense of  another.

4 .4 .3  Sutherland's Survey

Sutherland (1957) compared the 'Ordinary Leve l ' marks in English 

Language and English Literature of  pupils at  twenty-three co­

educational schools ,  seventeen g i r l s '  schools and nine boys' schools  

who wrote the Northern Ireland Senior C ert i f ica te  Examinations in
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1957. Sutherland found, in considering raw scores obtained, that  

subjects in the s in g le - se x  schools had better  scores in both 

subjects .  In English Literature and English Language the 

difference between co-educated and s in g le - s e x  g i r l s  and boys was 

s t a t i s t i c a l l y  s ig n i f i c a n t  and the direct ion of  th is  s ign i f icance  

favoured the s in g le - sex  educated g ir l s  and boys.

Sutherland (1957) recognized that the differences  between schools  

within any one of  the four groups were of importance and she therefore  

carried out t e s t s  of s ign i f ican ce  in which the average mark gained by 

each school was used as the unit  instead of the marks of  indiv iduals .  

None of the differences  between the segregated and co-educational

schools in the two subjects remained s t a t i s t i c a l l y  s ig n i f i c a n t .  This
>

resu lt  indicates  that  the variat ion of  the average mark gained by 

schools within each group i s  more important than the r e la t iv e ly  small 

difference between the groups. However, the pattern of  s l i g h t  

superiority  of  scores of the s in g le - s e x  school remained. Dale (1974) 

attributes  this  s l i g h t  super ior ity  to age differences  favouring the 

s in g le - sex  educated g ir l s  and to differences  in soc ia l  c lass  which 

favour the s in g le - sex  g i r l s '  and boys' schools.

4 .4 .4  Dale's Survey

Dale (1959) made a detai led  analysis o f  the marks gained in English 

Langauge and Literature in the Ordinary Level Examinations for the 

Northern Ireland Senior C er t i f i c a te .  Dale's sample comprised all  

those pupils from Protestant schools who had not already obtained 

passes in three or more of the compulsory subjects .  Dale's resu lts  

c lose ly  resembled those of Sutherland (1957) except that  in three
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cases the 1957 lead of the s in g le - sex  schools was reduced; in the 

fourth - g ir l s  taking English Literature - i t  was found to have 

increased.

The methodological shortcomings of Sutherland's (1957) survey 

apply to those of Dale's survey. Age differences  favoured s in g le ­

sex educated g i r l s  and socia l  c lass  which was not controlled is  

l ik e ly  to have favoured the s in g le - se x  educated subjects .

Dale (1959) attempted to determine the differences  in the average 

attainment o f  schools within the co-educational group and similar  

differences within the two segregated groups. When the school was 

taken as the un it  of a n a ly s i s ,  Dale found that the dif ference between 

co-educated and s in g le - sex  educated boys and g ir l s  was much smaller 

and lacked s t a t i s t i c a l  s ig n i f ica n ce .  This r e s u l t  resembles that of  

Sutherland's (1957) ana lys is .  This does not,  however, mean that  

there is  not a difference between the two types of schools and the 

f a c t  that both researchers found differences  which are very s imilar  

in amount and direction suggests some v a l id i ty  in the findings and 

caution one not to overlook them.

4 .4 .5  Van Aswegen's Survey

Van Aswegen (1975) conducted a study in the South African context  

to obtain an indication of  the influence of s in g le - sex  education as 

opposed to co-education on the s ch o la s t ic  achievement of  female high 

school pupils.  Van Aswegen administered several s ch o la s t ic  t e s t s  

to his  sample at  the commencement of th e ir  high school careers and 

again at matriculation l e v e l .  In sp i te  of  the f a c t  that IQ was 

kept constant in the invest igat ion  by dividing the t e s t  and control
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groups into  three comparable IQ groups, the pupils at g i r l s  schools  

nevertheless obtained s ig n i f i c a n t ly  higher scores at  Standard Six 

l eve l  in the Inte l l igence  f i e l d  (Factor B) of  the HSPQ, which 

indicated that they were more i n t e l l i g e n t  and abstract-thinking  

than the g ir l s  at co-educational schools .  Van Aswegen also found at  

Standard Six level  that ,  in the various aptitude t e s t s ,  the g ir l s  

at  g ir l s '  schools obtained better  scores than the co-educated g ir ls  

throughout which indicates  superior all-round aptitude e sp ec ia l ly  

for  language and arithmetic.

Van Aswegen's invest igat ion  in respect of  Standard Ten g ir l s  

(with average in te l l e c t u a l  a b i l i t y )  revealed that approximately 

the same percentage of pupils at g i r l s '  schools as at  co-educational  

schools passed Standard Ten without f a i l in g  one or more times.

L i t t l e  dif ference was found in respect of  the average examination 

mark at the end of  Standard Ten, although the g ir l s  at  g i r l s '  schools  

obtained s ig n i f i c a n t ly  more f i r s t  c lasses  in Standard Ten than the 

g ir l s  a t  co-educational schools .

Although one would l ik e  to theorize on the basis of these results  

that the presence of  boys in co-educational schools a f fec t s  the 

female academic performance, this  cannot be done without caution, as 

there are several methodological d i f f i c u l t i e s  inherent in th is  

analysis .  Van Aswegen himself points out that s ince the groups in 

his invest igat ion  were not paired o f f  in respect  of  socio-economic 

d ifferences ,  family s iz e  and res ident ia l  area, these resu lts  cannot, 

without further in v e s t ig a t io n ,  be ascribed to one or the other type 

of school .
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4.5 Scholast ic  Research - Conclusion

In reviewing the research conducted on the i ssue  of co-education 

and academic attainment, Dale (1974) reaches the conclusion th a t ,  

despite all  the d i f f i c u l t i e s  and inadequate control o f  extraneous 

variables ,  the common pattern of  results  which have been found in 

Brit ish and Irish research (with one or two minor deviations)  i s  

astonishing. B r ie f ly ,  although handicapped in a number of  ways, 

boys in co-educational schoo'is did bet ter  in the f i r s t  external  

examination in f ive  very large surveys and three smaller ones,  

than boys in boys' schools .  This analysis of research has shown 

with reasonable def initude that  the common b e l i e f  that boys make 

better  progress in s in g le - se x  schools and, even, that such schools  

have a higher attainment level than co-educational ones, i s  a 

myth, and furthermore, i t  appears that the advantage l i e s  with the 

boys in co-educational s c h o o ls , On the female side of  the research,  

the analysis of  the general results  in a l l  subjects i s  more complex. 

One thing,  however, which c lear ly  emerges i s  that the dif ference  

between the two groups of  g ir l s  in the Brit ish research i s  smaller  

than that between the boys' groups, and, in raw scores ,  i t  i s  s l i g h t l y  

but f a ir ly  cons is tent ly  in favour of  g i r l s '  schools .  However, Dale 

(1974) points out that that the co-educated g ir l s  are more handicapped 

in comparison with g i r l s '  schools ,  than the co-educated boys are in 

comparison with boys' schools ,  This i s  because two additional  

extraneous variables weigh against  the co-educated g i r l s .  These are 

the younger age at which they take the examination and the fa c t  that ,  

in these surveys, they are shown to drop fewer of the ir  weak subjects  

than their  s in g le - sex  counterparts .
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Dale (1974) concludes on the basis of Brit ish research spanning 

about f i f t y  years that 'a cautious summing up would be that the 

progress of boys i s  probably improved by co-education, while that of  

girls  i s  not harmed and that the question o f  comparative progress in 

academic work should never again be raised as an obstacle  to a policy  

of co-education' (pp 268-269).

One should caution against bl ind acceptance of Dale's conclusion 

on the grounds that  the methodological d i f f i c u l t i e s  characterizing  

Brit ish research in regard to co-education are profound. S ingle-sex  

schools are more established and located in the wealthier urban areas 

than are co-educational schools and thus the socio-economic factor

cannot be controlled.  The s in g le - se x  pupils have been found to have
>

a higher IQ than co-educated pupils .  The s in g le - sex  schools in 

Britain have more funds ava i lab le ,  which means that teachers are 

better  paid and the number of pupils per teacher i s  smaller than in 

co-educational schools .  As a r e s u l t  of the aforementioned extraneous 

variables present in the Brit ish surveys, i t  is  not methodologically 

sound to attr ibute  differences found between schools to the s in g l e ­

sex or co-educational nature of the school.  In South Africa,  

however, the extraneous variables complicating comparisons between 

co-educational and s in g le - sex  schools are much reduced. In South 

Africa ,  both co-educational and . ingle-sex  schools are under State  

control and the d istr ibution of teachers to the schools i s  usually  

random. The s ta f f -p u p i l  ratio in South African co-educati onal and 

s in g le - sex  schools i s  roughly equal.  Furthermore the d istr ibution  

of students to the schools is  S ta te-contro l led .  The control of  

extraneous variables inherent in South African State Educational
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System means that the resu lts  of educational research in South 

Africa are not fraught with the methodological d i f f i c u l t i e s  

inherent in Brit ish research. Such educational research should

thus be encouraged in South Africa.

Although the research spanning 50 y e a r s , which was conducted 

by Dale, may, on f i r s t  examination, seem to exhaust the issue  of the 

d if fe r en t ia l  influences of  co-education and s in g le - se x  education on 

the in te l l e c tu a l  development of adolescents ,  this  i s  not necessari ly  

true,  as one crucial aspect of in te l l e c tu a l  development, that  i s ,  

achievement motivation, has not received consideration.  The discussion  

in Chapter Three of  the present study pointed oxt that tne feminist  

movement in America (Horner 1969; 1972; Dowling 1982) has uncovered 

the phenomenon of 'fear of success 1 in women in competitive mixed-sex 

educational environments, which in h ib i t s  the w i l l  of women to succeed 

academically „..d pro fess iona l ly ,  and which has been found to have 

serious psychological implicat ions.  Comparative research on the 

achievement motivation of co-educated and s in g le - sex  educated females 

thus requires urgent attention and begs invest iga t ion .

4. 6 University Research

In the previous chapters, studies  on the academic attainment of  

students attending s in g le - se x  schools and those attending co­

educational schools were reviewed. Although academic attainment 

at matriculation level i s  an important i s s u e ,  a second query comes 

to mind when such comparisons are made, namely, whether any 

d is t in c t iv e  influence la s t s  beyond school,  so that i t  a f fec t s  

academic progress in the university .
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The transit ion from the secondary school environment to the  

wider soc ia l  and academic environment of  the university involves  

a number of crucial readjustments (Menacker 1975). It  seems 

reasonable to hypothesize that  this  transit ion  may be more trying  

for  students from s in g le - s e x  secondary schools due to the f a c t  

that  the university environment i s  co-educational and thus involves  

major heterosocial  changes. Research on th is  i s sue  i s  l imited to 

two studies by MacCracken (1969) and Dale and Miller (1972).

MacCracken (1969) compared academic attainment at the end of the 

f i r s t  year at the University of Leeds. He analysed the f i r s t  year 

examination resu lts  o f  students for three success ive  years and hi:  

total  sample comprised over 5 500 s tudents . MacCracken found no 

consis tent  pattern o f  dif ference between students from the two 

school types , though those from s in g le - sex  schools had s l i g h t l y  

fewer fa i lures  in two years out of  three. However, owing to the 

fa c t  that MacCracken did not include in his analysis  the re la t iv e  

entry attainment level  of  the s tudents,  the findings of his research 

are of l i t t l e  value for assessing the comparative progress o f  students  

from co-educational and s in g le - se x  schools .

Dale and Miller (1972) compared matched samples of  students from 

co-educati onal and s in g le - sex  schools who entered four col leges  of  the 

University of Wales in 1965-66, 1966-67, 1967-68 and the University of  

Swansea 1968-69. Students from co-educational schools were matched 

with those from s in g le - se x  schools on population of  school area, sex ,  

socia l c la s s ,  universi ty i n s t i t u t i o n ,  average grades, best  subject  

and number of attempts in the Advanced Level Examination. A total  of  

221 matched pairs of  students were included in the study.
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The comparisons of  the performance of  the two groups in examination 

results  at the end of  the f i r s t  year o f  university revealed that in 

the Arts Faculty, the students from s in g le - sex  and co-educational 

schools made v ir tu a l ly  the same average progress.  The neg l ig ib le  

superiority of  the students from s in g le - sex  schools was found to be 

highly unreliable s t a t i s t i c a l l y  and o f  no pract ical  importance. In 

the Science Faculty the co-educated students had a larger superiority  

and though th is  difference f a i l e d  to reach s t a t i s t i c a l  s ig n i f i c a n c e ,  

i t  was found to be quite s u b s ta n t ia l . In order to examine further  

both the amount and nature o f  the differences a pass - fa i l  cr iterion  

was applied to the data. This analysis revealed that the co-educated 

students had a n eg l ig ib le  and unrel iable superiority  in the Arts 

Faculty and a d i s t i n c t l y  larger one in the Science Faculty.

Dale (1972) regards these findings as ten ta t ive ly  confirming the 

hypothesis that students from s in g le - sex  schools find i t  more d i f f i c u l t  

to adjust to l i f e  and work in a co-educational in s t i tu t io n  than 

students from co-educational schools .  However, the present  

researcher f ee l s  that such an interpretat ion may be dangerously 

misleading as a ll  Dale's findings f a i l e d  to reach s t a t i s t i c a l  

signi f icance.

Further research i s  needed before such an interpretat ion may be 

accepted and a l l  other explanations for  these differences  need to 

be explored.

In addition, achievement motivation of  f i r s t  year university  

students who received co-education and those who received s in g le - sex  

education needs to be assessed ,  as th is  variable const i tutes  a 

crucial component of in te l l e c t u a l  development.
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There has been no comparative research conducted on the question 

of whether the influences of co-education and s in g le - sex  education 

on psycholog ica l , social  and heterosocial adjustment becomes apparent 

at f i r s t  year universi ty l e v e l ,  when the student enters a broader 

heterosocial contact.  Such research would be of  importance in 

es tab l ish ing  which system best  prepares the adolescent for l i f e  in 

the adult world and the findings could also be used to support the 

hypothesis that  poss ible  differences in attainment may be ascribed 

to interpersonal and intrapersonal factors .
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CHAPTER 5 

AIM AND METHOD OF THE STUDY

5.1 Aim

It  i s  a well-documented fa c t  in developmental psychology that  the 

teenage years comprise an extremely important transit ional  stage of  

development often c r i t i c a l  to the ultimate success or fa i lu r e  of  

the individual's  s o c ia l i z a t io n ,  adjustment at .' la te r  achievements 

in l i f e  (Jers i ld  1970; Erikson 1963; 1968). In attempting to 

id en t i fy  and understand the soc io-cultural  factors which a s s i s t  

or handicap the resolution of  the developmental crises  faced by the 

adolescent,  many psychological theor is ts  and research workers have 

focused their  attention on the influence exerted by the family 

(Minuchin 1974).

During adolescence the individual i s  in the school environment 

more than she/he i s  in the home environment or any other environment 

and thus the school becomes of p o ten t ia l ly  crucial s ign i f ican ce  in 

influencing the resolution of the psychological ,  s o c i a l ,  h e terosoc ia l ,  

and in te l l e c tu a l  tasks of adolescence. In Chapters One and Three, 

the present researcher was at pains to point out that research on the 

adolescent period of  development has been re la t iv e ly  neglected and 

instead researchers have concentrated the ir  at tentions on the periods 

of  infancy and childhood (Scarr 1979). This general defic iency in 

research i s  also character is t ic  of the question of the influence of  

the secondary school years of adolescent development.

The debate on the rival merits of co-education and s in g le - sex  

education i s  a long-standing one, but i t  i s  sustained ch ie f ly  by
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theoretical  arguments with very few research facts  ex i s t in g  to 

support them. The research which has been conducted i s  

characterized ch ie f ly  by at t i tudinal  surveys and comparative 

studies on academic attainment. Relatively few researchers have 

assessed the contribution made by co-educational and s in g le - sex  

schools to the resolution of the psycho-social tasks of  adolescence 

(Atherton 1966; Dale 1969; Van Aswegen 1975).

With regard to the South African s i t u a t io n ,  the government's 

p o l ic ie s  in the four provinces on the issue  of  co-education or 

s in g le - sex  education at  the secondary school level  seems to be based 

on h is to r ica l  evolution rather than upon any objective assessment of  

the merits o f  these two educational systems in a s s i s t in g  with the 

in te l l e c tu a l  and emotional development of the adolescent. Research 

on the issue of  co-education and s in g le - sex  education as they re la te  

to adolescent development i s  confined to the research e f fo r t  o f  Van 

Aswegen (1975) which, although conducted on a large s c a l e ,  was 

res tr ic ted  to female su b je c t s . This means that the re la t ive  

influences of  co-education and s in g le - sex  education on the psycho­

soc ia l  and in te l l e c tu a l  development o f  male subjects has never been 

explored in the South African context.

In addition to the aforementioned def ic iency in research, the 

whole question of the e f f e c t s  of  the two systems on heterosocial  

adjustment and achievement motivation has never been invest igated.  

Since, on the basis of  at t i tudinal  research, one would expect the 

realm of heterosocial adjustment to r e f l e c t  most c learly  the 

d i f feren t ia l  influence of the two systems, th is  issue demands 

invest igat ion .  Concerning academic attainment, owing to the fa c t
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that the results  of  Brit ish and Irish research suggest that the 

e f fe c t s  of co-education and s in g le - sex  education on academic 

. attainment may be d i f ferent  for boys and g ir l s  (Tyson 1926; King 

1945; Sutherland 1951; Dale 1974), the question of  the e f f e c t s  of  

the two systems on in te l l e c tu a l  development needs to be explored 

on both a male and female South African sample.

In the previous section the methodological shortcomings of  

studies comparing the influences of  co-education and s in g le - sex  

education on academic attainment were considered. These methodological 

shortcomings were found to be compounded in Brit ish research due to 

the fa c t  that s in g le - s e x  schools in Britain are usually establ ished  

and located in the wealthier urban areas,  thus introducing a 

confounding socio-economic variable. In addit ion, the fact  that  

s in g le - sex  students have been found to have s ig n i f i c a n t ly  higher 

IQs than co-educated students complicates comparisons on academic 

attainment between the groups.

Taking cognisance of  the fact  that no research has been conducted 

on the influence of  co-education and s in g le - s e x  education on heterosocial  

adjustment and achievement motivation, and of  the methodological 

shortcomings of  previous research, the primary aim of  the present  

researcher i s  to present a w e l l -contro l led  study in the South 

African context,  assessing the re la t ive  e f f e c t s  of  co-education and 

s in g le - sex  education on psychological ,  s o c i a l ,  heterosocial and 

in te l l e c tu a l  development of  male and female secondary school students.

I t  i s  f e l t  that  the findings of such a study may prove to be of  

important practical  s ig n i f ic a n ce  to both the psychology of  adolescent  

development and psycho-educational intervention and policy-making.

-niSL
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The secondary aim of the present research i s  to pioneer a new f i e ld  

in the South African context by comparing the psycho-social  

adjustment, academic attainment and achievement motivation of male 

and female universi ty students who attended e i ther  co-educational  

or s in g le - sex  schools .  I t  i s  hoped that the findings emanating from 

th is  research w i l l  provide an indication of which system best a s s i s t s  

the transit ion  from the school environment to the broader soc ia l  and 

academic university context.  Any s ig n i f i c a n t  findings in th is  area 

are of obvious psychological and educational s ign i f icance .

5 . 2 The Dependent and Independent Variables 

The present research involved an assessment of the psychological ,  

s o c i a l ,  and in te l l e c tu a l  development of male and female matriculation  

and f i r s t  year university students who received co-education or 

s in g le - sex  education during the secondary school years.  Since i t  was 

f e l t  by the present researcher that any complete evaluation of  the 

e f f e c t s  of  co-educaiion and s in g le - sex  education on adolescent  

development must involve a systematic and objective appraisal of  the 

s o c ia l ,  h e te ro so c ia l , emotional and in te l l e c tu a l  domains the 

dependent variables se le c ted  for invest igat ion  in the present study 

were:

(1) home adjustment.

(2) soc ia l  adjustment;

(3) emotional adjustment;

(4) heterosocial  adjustment;

(5) level of anxiety;

(6) s e l f  concept;
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(7) achievement motivation;

(8) academic attainment;

(9) IQ which was i n i t i a l l y  analyzed as an independent variable but 

included as a dependent variable in the f ina l  analysis  (see 

Chapter 6 Results).

The major independent variables included for analysis  in the 

present research were:

(1) type of secondary school at'ended:

(a) co-educati onal;

(b) s ing le -sex;

(2) sex of subject;

(3) IQ which was analyzed in the f i r s t  instance as an independent 

variable but included in the f inal  analysis as a dependent 

vari able;

(4) standard of education:

(a) matriculation;

(b) f i r s t  year university .

5,3 Rationale for Choice of Dependent Variable

A measure of  emotional adjustment and level of  anxiety of each subject  

was bel ieved by the present researcher to constitute  a de f in i te  measure 

of intrapersonal adjustment. Anxiety level was bel ieved to provide a 

measure of intrapersonal adjustment by virtue of  the fa c t  that i t  has 

been considered by many personality theor ists  to consti tute  a measure 

of psychological wel l-being (Freud 1973; Fromm 1942; Fromm-Reichmann 

1950). These and other psychodynamic theorists  hold that ,  although 

anxiety forms a central aspect of normal psychological functioning,
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when i t  passes a certain point in s u b je c t iv i ty ,  anxiety can become 

a problem and a source of  disorganisat ion. Self -concept was considered 

to provide a further measure of personality adjustment by virtue of the 

fac t  that personality adjustment i s  enhanced or undermined by degree of  

acceptance of s e l f  (Rogers 1975). In addition to t h i s ,  the development 

of a stable  sense of ' s e l f  i s  a crucial element in the resolution of  

the ident i ty  c r i s i s  faced by the adolescent (Erikson 1968). Attaining 

a healthy self-image ::?s, as i t s  concomitant, fee l ings  of adequacy, 

ableness,  personal worth and confidence.

In the present research, measures of  social  adjustment, home 

adjustment and heterosocial  adjustment were employed to provide an 

adequate measure of  interpersonal adjustments. The attainment of  

adequate hetero-social adjustment, which may be regarded as one of  

the central developmental tasks o f  adolescence (Erikson 1963; 1968: 

Havighurst 1953), has never been object ive ly  assessed by researchers 

exploring the re la t iv e  influence of  co-education and s ing le -sex  

education in enhancing or undermining adjustment of students.

Achievement motivation, academic attainment and IQ were chosen 

by the present researcher to provide an adequate measure of  in te l l e c tu a l  

development or a b i l i t y .  Previous researchers in this  f i e ld  have 

regarded in te l l e c tu a l  development as being ref lected  in academic 

attainment alone. I t  i s ,  however, the contention of  the present  

researcher that any complete assessment of  s c h o la s t ic  development 

must include an evaluation of  academic attainment, achievement 

motivation and IQ.
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5 .4  Hypotheses

Taking cognisance of the theoretical  debate on the rival merits of

co-education and s in g !e -sex  education, as well as the findings of

previous research, the following alternate hypotheses may be

generated:

5.4.1 Hypotheses Relating to Psycho-Social Adjustment of Matriculation 
Students ___________________________   —

(a) For male matriculation students:

( i ) Males attending co-educational secondary schools wi l l  be 

s ig n i f i c a n t ly  b et ter  adjusted on the psycholog ica l , soc ia l  

and heterosocial measures than males attending s in g le -sex  

secondary schools .

(b) For female matriculation students*.

( i i )  Females attending co-educati onal secondary schools wi l l  be 

s ig n i f i c a n t ly  b et ter  adjusted on the psychological,  socia l  

and heterosocial  measures than females attending s in g le - sex  

secondary schools .

5 . 4 . 2  Hypotheses Relating to Inte l lec tua l  Development of Matriculation 
Students_______ __________________ _________________________________

(a) For male matriculation students:

( i ) Males attending co-educati onal secondary schools wi l l  score 

s ig n i f i c a n t ly  higher on measures of  in te l l e c tu a l  development 

than males attending s in g le - sex  secondary schools .

(b) For female matriculation students:

( i i )  Females attending s in g le - sex  secondary schools wi l l  score 

s ig n i f i c a n t ly  higher on measures of  in te l l e c tu a l  development 

than females attending co-educational secondary schools .
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5 .4 .3  Hypotheses Relating to Psycho-Social Adjustment of  F irs t -
Year University Students__________   —

(a) For male f i r s t -y e a r  university students:

( i ) Males who attended co-educational secondary schools wi l l  

be s ig n i f i c a n t ly  better  adjusted on the psychological ,  

soc ia l  and heterosocial  measures than males who attended 

s in g le - sex  secondary schools .

(b) For female f i r s t -y e a r  university students:

( i i )  Females who attended co-educational secondary schools wi l l  

be s ig n i f i c a n t ly  better  adjusted on the psychological ,  

soc ia l  and heterosocial  measures than females who attended 

s in g le - se x  secondary schools .

5 . 4 .4  Hypotheses Relating to Inte l lec tua l  Development of  University
Students _____      —

(a) For male f i r s t -y e a r  students:

( i )  Males who attended co-educational secondary schools wi l l  

score s ig n i f i c a n t ly  higher on measures of in te l l e c tu a l  

development than males who attended s in g le - se x  schools .

(b) For female f ir s t -y e a r  students:

( i i )  Females who attended co-educational secondary schools wi l l  

score s ig n i f i c a n t ly  higher on measures of  in te l l e c tu a l  

development than females who attended s in g le - sex  secondary 

schools.

5.5 Subjects

The total number of subjects chosen for analysis in the present study 

numbered 301 and comprised 146 males and 155 females. This sample 

was further broken down with regard to type of secondary school attended
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and standard of education, that i s ,  matriculation or f i r s t -y e a r  

university.  Of the tota l  sample 149 subjects were co-educated 

and 152 subjects were s in g le - sex  educated; 151 subjects were 

matriculation students and 140 subjects were f i r s t -y e a r  universi ty

s tudents .

The breakdown of the total  sample with regard to sex ,  school 

type and educational standard i s  represented in Table 5 . 5 . 1 .

TABLE 5.5 
BREAKDOWN OF SAMPLE

Co-educati onal Single-sex Total

( i ) Matriculation 75 85 161

, Males 40 43 83

Females 35 43 78

( i i )  University 74 66 140

Mai es 33 30 63

Females 41 36 77

5.5.1 Selection of the Matriculation Sample

In order to s e le c t  a sample of matriculation subjects attending co­

educational and s in g le - sex  schools ,  the present researcher approached 

the Heads of three State Secondary Schools -  one co-educational  

sch o o l , one female s in g le - sex  school and one male s in g le - sex  school .  

State schools were chosen in an attempt to control the s e le c t iv e  

processes which were found to take place in Brita in ,  where the more 

i n t e l l i g e n t ,  better adjusted students were sent  to s in g le - sex  schools.  

This control of s e l e c t iv e  processes was f e l t  to be possible  in South
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Africa by virtue of  the fa c t  that students are al located to State  

schools in accordance with geographical zoning, thus e f f e c t i v e l y  

control l ing any s ig n i f i c a n t  s e le c t iv e  processes.  The schools chosen 

to part ic ipate  were c lose ly  located geographically -  a ll  were 

located in Johannesburg's North Western suburbs.

The i n i t i a l  matriculation sample comprised the ent ire  matriculation  

group of each of  the three schools.  However, in an attempt to control 

sev e r , '  extraneous var iab les ,  a large proportion of  the i n i t i a l  sample 

was excluded from analysis  on the basis  of information gleaned from a 

biograohical questionnaire which was administered to a l l  students (see  

Appendix A). This biographical questionnaire was designed to obtain 

biographical information which allowed for the control of  the following  

factors  in se lec t in g  the f ina l  matriculation sample:

( i )  age of subjects within one year y ie ld ing  an average age 

breakdown as follows:

(a) mean age of  s in g le - sex  educated males = 17 years and 7 months

(b) mean age of co-educated males = 17 years and 7 months

(c) mean age of  s in g le - se x  educated females = 1 7  years and

5 months

(d) mean age of  co-educated females = 17 years and 6 months

( i i )  socio-economic level  of family which was judged on the basis of

location of  family dwelling and father's  occupation. All 

subjects included in the f inal  sample could be considered to 

belong to the middle- to upper-middle socio-economic class

( i i i ) parental marital status - both parents of  subjects included in
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the f inal  matriculation sample were a l ive  and l i v i ng together  

at the time of the present study. This factor  was control led  

in an attempt to minimize the influence o f  famil ial factors  

such as loss  o f  a parent through death or separation - on 

adolescent adjustment

( iv)  continuity of  educational experience -  a l l  subjects had 

attended exc lus ive ly  only s in g le - sex  or co-educational schools  

for  their  entire  secondary school training.  Those subjects  

who had attended both a co-educational and a s in g le - sex  

secondary school were eliminated from the sample

(v) primary school education was controlled by including only tnose 

matriculation students who had attended co-educational primary 

schools.

5.5.2 Select ion of  the University Sample

In order to s e l e c t  a sample of f i r s t -y e a r  in iversity  students who 

had attended e i ther  co-educational or s in g le - sex  schools ,  the 

present researcher undertook to administer questionnaires on a 

voluntary basis to a l l  students registered for the f ir s t -y e a r  

undergraduate psychology course in 1980, irresp ect ive  of faculty  

reg is trat ion .  A to ta l  of  286 students completed the battery of  

t e s t s .  However, in an attempt to control several extraneous 

variables ,  a large number of subjects in the i n i t i a l  sample were 

not included in the f in a l  analysis .  The extraneous variables which 

were controlled on the basis of  information gleaned from the 

biographical questionnaire (see Appendix 8 ) ,  were as follows:
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( i ) age of  subjects within one year y ie ld ing  an average age 

breakdown as follows:

(a) mean age of s in g le - sex  e* iCated university males -

19 years and 8 months

(b) mean age of co-educated university males = 19 years

and 7 months

(c) mean age of s in g le - sex  educated university  females =

18 years and 10 months

(d) mean age of co-educated university females = 18 years

and 8 months

( i i )  socio-economic level  gauged in terms of  locat ion of family 

dwelling and fathers' occupation. All subjects included 

were menfoers of  the middle socio-economic class

(-Mi) parental marital status - both parents of  a l l  subjects were 

a l ive  and l i v i ng  together at the time of the present research.

This factor was controlled in order to  minimize the influence  

of  famil ia l factors on adjustment

( iv)  continuity of educational experience - a l l  subjects had attended 

e i ther  a co-educational or s in g le - sex  school for  the ir  entire  

secondary school years.  Subjects who had attended both types of  

secondary schools were not included for analysis

(v) primary school education was controlled by including only 

subjects who had received co-educational elementary schooling

(vi)  soc io -cultural  factors were controlled by including for f inal  

analysis only 'white' subjects
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( v i i )  the e f f e c t  of intervening experiences on the transit ion from 

school to university was limited by including in the female 

sample, only those students who had proceeded s tra ight  from 

school to university and, in the male sample, the only 

intervening experience allowed for was army service .

After removing from the i n i t i a l  sample a l l  subjects who did not meet 

the control c r i t e r ia ,  the f inal  number of  subjects included for  

analysis  in the present research was 152 and these subjects were 

divided into the four groups re f lec ted  in Table 5 .5 .1  on page 95.

5.6 Apparatus

5.6 .1  Scales Measuring Personality and Social Adjustment 

The psychological and soc ia l  adjustment of  a l l  subjects part ic ipating  

in the present research was measured by the B e l l ' s  Adjustment 

Inventory (Student Form). The B e l l ' s  Adjustment Inventory provides

four separate measures of  personal and soc ia l  adjustment. The three

adjustment scales  analysed in the present research were as follows:

( i )  Home Adjustment : Individuals scoring high on this  scale  tend 

to be unsat is fac tor i ly  adjusted to the ir  home surroundings.

Low scores indicate sa t i s fa c to ry  home adjustment.

( i i )  Social Adjustment; Individuals scoring high on this  sca le  tend 

to be submissive and re t ir in g  in the ir  soc ia l  contacts.

Individuals with low scores tend to be more outgoing and

aggressive in social  contacts.
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( i l l )  Emotional Adjustment: Individuals with high scores tend to be 

emotionally unstable and people with low scores tend to be 

emotionally s table .

The fourth sub-scale  of  the B e l l ' s  Adjustment Inventory i s  the 

sca le  measuring health adjustment and this  sca le  was omitted because 

of i t s  in ap p l icab i l i ty  to the present research.

The Bel l 's  Adjustment Inventory was chosen for  use in the present

research for the following reasons:

( i )  i t  i s  most applicable to persons of  late  adolescence and

early adulthood

( i i )  i t  is  su i tab le  for  use with both sexes

( i i i ) the high r e l i a b i l i t y  of  the inventory makes inter-individual

comparisons poss ible

( iv )  the div is ion of the inventory into four areas of adjustment 

permits the location of s p e c i f i c  adjustment d i f f i c u l t i e s .

The B el l ' s  Adjustment Inventory i s  accurately scored using a

s te n c i l  whic i s  superimposed on tre  t e s t .

The I  PA T Anxiety Scale Questionnaire was used to determine the 

level of  anxiety of  subjects part ic ipating in the present research.

The I PAT Scale was chosen because of  i t s  high r e l i a b i l i t y  and va l id i ty  

and i t s  app l icab i l i ty  to both male and female subjects over 14 years

of age. The IPAT provides a detai led  assessment of  the anxiety

level of the subject  by providing measures of  both manifest or overt  

anxiety and covert or hidden anxiety. The covert and overt anxiety 

scores may be added together to provide a measure of total  anxiety .
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A high total anxiety score indicates  a high anxiety level  and a low 

score indicates  a low level  of  anxiety. The IPAT Scale i s  scored 

by the use o f  a standard key which i s  superimposed on the t e s t .

The search for a scale  providing a valid  and re l ia b le  measure 

of  heterosocial adjustment revealed that no standardized instrument 

providing such a measure has as y e t  been constructed. The most 

suitable  assessment of heterosocial  adjustment available  at present 

seemed to be the measure y -elded by the 'Courtship, Sex and Marriage 

Problem Area of  the Mooney Problem Check L is t  (College and High School 

Form). This sub-scale o f  the Mooney comprises th ir ty  items, which 

are designed to help students express th e ir  personal problems in the 

area of female-male re la t ions .  Subjects are required to underline 

the problems which are of  concern to them. Although reliab l i t y  and 

v a l id i ty  data are available for the sub-scales  comparisons between 

individuals  or groups of individuals  are complicated by the f a c t  that  

the Problem Check Lis t  i s  not a t e s t  and does not measure the scope 

or in ten s i ty  of student problems in such a way as to y ie ld  a t e s t  

score.  A number o f  items indicated by the individual as being of  

concern to  her/him cannot therefore be regarded as a score,  but 

instead,  should be regarded only as a 1 census count' of  her/his  ,

problems which i s  l imited both by her/his awareness of her/his  problems 

and her/his  w il l ingness  to reveal them. The abovementioned factor  

const i tutes  a l imitat ion  to the inventory; however, since i t  i s  the 

only available standardized measure for assessing heterosocial adjustment,  

i t  was used as such in the present research.

Self-esteem as a measure of personality adjustment was assessed by 

employing the Coppersmith Self-Esteem Inventory. This sca le  comprises
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twenty-five  items which measure evaluative atti tudes towards the s e l f  

in s o c i a l , academic, family and personal areas of  experience. The

items constituting the inventory cons is t  o f  short statements, 

generally answered ' l ik e  me1 or 'unlike me'. Validity and r e l i a b i l i t y  

data have been calculated for the inventory making intergroup comparisons 

poss ib le .  The Coopersmith Self-Esteem Inventory i s  marked by super­

imposing a s tenc i l  on the t e s t  s cr ip t .  A high score on the inventory 

r e f l e c t s  high se lf -esteem  and a low score on the inventory r e f l e c t s  low 

se lf -esteem .

5 .6 .2  Scales Measuring Academic Development

The Edwards Personal Preference Schedule (EPPS) was employed to measure 

achievement motivation, which i s  considered to consti tute  an important 

factor  in the assessment of  all-round academic development (Horner 1969; 

1972). The EPPS i s  a research instrument which is  designed to provide 

measures o f  a number of r e la t iv e ly  independent normal personality  

variables.  One of the f i f t e e n  personality variables measured by the 

EPPS is  the variable 'achievement' which i s  associated with the 

manifest needs 'to  do one's b es t ,  to be s u c c e s s fu l , to accomplish 

tasks requiring s k i l l  and e f f o r t ,  to be a recognized authority, to 

accomplish something of  great s ign if icance  . . .  to write a great novel 

or play' (Edwards 1959, p 11).  The Achievement sub-scale of  the EPPS 

comprises items to which the subject must s e l e c t  one of two responses 

as characterizing her/him best  and i s  required to c irc le  this  response.

The EPPS i s  marked by superimposing a scoring key on the t e s t .  A high 

score on the EPPS characterizes high achievement motivation. The EPPS 

has been establ ished to have high v a l id i ty  and r e l i a b i l i t y  thus permitting 

comparisons between individuals  and groups.
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The in te l l ig e n c e  level  of  subjects part ic ipating in the present  

research was measured by the Mental Alertness sub-tes t  of the High 

Level Battery. This sub-tes t  provides a measure of general 

in te l l ig e n c e  and the forty-two items of th is  sub - te s t  include 

numerical and l e t t e r  s e r i e s , verbal ana log ies , common elements and 

other problems requiring reasoning a b i l i t y  (Lombard 1975, p i ) .  This 

scale  was chosen by the present researcher because of  i t s  s u i t a b i l i t y  

for use with matriculants and subjects in higher educational leve ls  

and also  because i t  may be administered on a group basis .  The Mental 

Alertness t e s t  i s  standardized for the South African population and 

norm tables  are available.  The t e s t  i s  marked by the superimposition

of a marking key onto i t .

In an attempt to arrive at a standardized measure for inter-group 

comparisons of academic atta inment, i t  was decided by the present  

researcher:

( i )  to use f inal  English matriculation results  as a standard for  

comparison of attainment between co-educated and s in g le - sex  

educated matriculants,  as th is  i s  the only subject  written by 

all  English-speaking matriculation students in the Higher Grade 

Level and

( i i )  to use f inal  Psychology I result s  to compare attainment of  

co-educated and s in g le - se x  educated f ir s t -y e a r  university  

students as psychology was the only subject  all  the students 

in the present sample held in common.

These sets  of  final  examination resu lts  were believed by the present  

researcher to be the best  approximation to an independent and 

standardized measure of  attainment.



5.7 Procedure

5 . 7. 1 Procedure Followed with Regard to Matriculant Sample 

(a) Preliminary v i s i t  to the Schools

The f i r s t  procedural step with regard to the matriculant sample 

in the present research involved obtaining permission from the 

Transvaal Education Department for the present researcher to approach 

the Heads of the three proposed schools and to request their  

co-operation for tes t ing  to be conducted at th e ir  respective schools  

during regular school hours. Having been given the consent of  the 

Transvaal Education Department, the present researcher approached 

the Heads of the schools and requested the ir  permission to conduct 

te s t in g  at  the ir  respective schoo ls . All the Heads were informed 

of the true nature of  the study and a l l  three Heads of  schools  

agreed to the tes t ing  being conducted in regular school hours. In 

order to minimize the disruption to the matriculation t im e-table ,  i t  

was decided that te s t in g  would be conducted over three sess ions .  I t  

was agreed to extend the normal c lass  period from 35 minutes to 45 

minutes for the f i r s t  t e s t in g  sess ion in order to allow for completion 

of the Mental Alertness Test.  The remaining two tes t in g  sess ions  

would be confined to the normal classroom period of  35 minutes. It  

was agreed, in accordance with TED regu la t ions , that the tes t s  would 

be administered by the teachers , who would be briefed on standardization  

methods of t e s t  administration by the present researcher.

(b) Testing

Testing was conducted at the three schools during dune and July 1980. 

This standardization of time of t e s t in g  was undertaken to ensure the
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control of  as many extraneous variables as was poss ib le .  The t e s t s  

were administered by the regular class  teachers to c lasses  ranging in 

s iz e  from eighteen to th ir t y - f iv e  s tudents . One teacher attended to 

each class o f  students and the present researcher v i s i t e d  each 

classroom during the tes t ing  sess ion to answer any questions and to 

ensure the standardization of procedure.

All the teachers involved in test ing  were given standard 

instruct ions for administering the t e s t s  in an attempt to ensure 

procedural uniformity. All students were given the same preamble 

to t e s t in g ,  which informed them that the t e s t s  were not for school 

purposes and, as such, would not be seen by the s ta f f  or used to assess  

them, but were instead part of  a research project  being conducted by 

a university  student on the personality o f  students attending 

d ifferent  schools .  I t  was emphasized that the data co l lec ted  would 

be used to a s s i s t  in comparisons between schools and not for individual  

comparative purposes. Students were assured of the s t r i c t  co n f id en t ia l i ty  

of th e ir  responses and were told  that the only reason their  name was 

needed on t e s t  forms was for co l la t in g  purposes. Students were asked to  

give their  honest responses to items on personality t e s t s  and the need 

for  honesty of response was emphasized by explaining to students that  

s o c ia l ly  des irable or haphazard infrequent responses would become apparent 

in marking the questionnaire and would render that part icular p rof i le  

inval id .

Three c lass  periods,  one each over three consecutive weeks, were 

al located for tes t ing  and the order in which the tes t s  were 

administered was as fo l lo w s:
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( i ) The Ment-'l Alertness Test

( i i ) The IPAT, the B el l ' s  Adjustment Inventory, the Coopersmith

Self-Esteem Inventory

( i i i )  Biographical Questionnaire, the Mooney's Problem Inventory 

and the Edwards Personal Preference Schedule.

5 .7 .2  Procedure Followed with Regard to University Students

The f i r s t  procedural step taken in regard to test ing  of the university

sample involved obtaining permission from the Head of  the Department 

of  Psychology for t e s t s  to be administered on a voluntary basis  to 

f i r s t -y e a r  psychology students during the regular period for  the 

'pract ical psychology course ' . Having obtained consent to proceed 

with the t e s t in g ,  the next pi acedural step involved the present  

researcher meeting with the tutors supervizing the practical  

psychology sess ions  and in "arming them about the nature and 

administration o f  the t e s t s .  Since the time al located for the 

practical sess ions was three hours, i t  was decided to administer a l l  

the t e s t s  in one practical sess ion .  It  was also decided that  students  

who did not wish to co-operate should be allowed to leave to  minimize 

distort ion of resu lts .

Testing was conducted uuring August 1980 by the regular t u to r s , 

with the present researcher v i s i t in g  the class  during the sess ion to 

ensure standardization of procedure and to answer any questions.  The 

t e s t s  were administered in a pre-decided order as follows:

( i ) Mental Alertness

( i i )  I PAT

( i i i )  B e l l ' s  Adjustment Inventory
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( iv )  Coopersmith Self-Esteem Inventory

(v) The Mooney's Problem Inventory

(vi)  The Edward's Personal Preference Schedule

( v i i )  The Biographical Questionnaire.

All students were given the same preamble to tes t ing  by the 

tutor which informed them that the t e s t s  they would be completing were

for research purposes and were not in any way for  departmental use.

Students were assured of  the s t r i c t  co n f id e n t ia l i ty  of the ir  responses 

and were told that they were only required to give their  names for  

co l la t ing  purposes. Students were asked to give their  honest responses 

and need for honesty was emphasized by explaining to students that  

s o c ia l ly  desirable or haphazard/infrequent responses would become 

apparent in marking the manuscripts and such responses would render 

the part icular p ro f i le  inval id .
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CHAPTER 6 

RESULTS

6.1 Analysis of  Variance on Mental Alertness

The f i r s t  s t a t i s t i c a l  analysis applied to the data co l lec ted  in the 

present research involved the application of  an analysis o f  variance 

on mental alertness  in an attempt to determine whether the groups 

under consideration, d i f fered  s ig n i f i c a n t ly  on th is  variable . The 

resu lt  o f  th is  analysis could then be used to decide whether 

in te l l ig e n c e  i s  a confounding variable in the present research. The 

importance of  this  assessment i s  attr ibutable  to the fa c t  that  

previous researchers in the f i e l d  of  co-education and academic 

attainment found in te l l ig e n c e  to be a variable which affected in ter -  

group comparisons on academic achievement (Dale 1963; 1972; Van Aswegen 

1975).

The three-way analysis of variance performed on the Mental 

Alertness Variable revealed the following f indings .
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TABLE 6.1

ANALYSIS OF VARIANCE ON MENTAL ALERTNESS

Source of Variation Sum of  Squares OF MS F Si ani f i  can ce 
" o f  F

Main Effects 2 020,21 3 613,40 8,55 0,00

Sex 3,50 1 3,50 0,04 0,83

Standard 1 915,65 1 1 915,65 24,33 0,00

School 166,81 1 166,81 2,11 0 ,14

2-Way Interaction 393,565 131,18 1,66 0,17

Sex x Standard 40.53 1 40,53 0,51 0,47

Sex x School 24,96 1 24,96 0,31 0,57

Standard x School 315,85 1 315,85 4,01 0,04

3-Way Interactions 0,38 1 0,38 0,005 0,94

Sex x Standard x Schoo 0,38 1 0,38 0 ,005 0,94

Explained 2 414,16 7 344,88 4,38 0,00

Residual 23 065,07 293 78,72

Total 25 479,23 300 84,93

Table 6.1 indicates that  standard analyzed as a main e f f e c t  was 

found to be s ig n i f i c a n t  F (1 ,300) = 24,33; p = 0,00.  Comparison of

mean factor scores (see Table 6 .1 .2 )  reveals that  university students 

score s ig n i f ica n t ly  higher than matriculation students on mental 

a lertness ,  irrespect ive  of  any other variable . However, when school 

was taken in to  account, the difference was found to be more pronounced 

between co-educated matriculation students and s in g le - sex  university  

students than between any other groups (see Figure 6 .1 .3 )  y ie ld ing  a
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s ig n i f i c a n t  standard and school interaction F (1 ,300) -  4,01;  

p = 0,04.

TABLE 6 .1 .2  

MEAN MENTAL ALERTNESS FACTOR SCORES

-........................ s ndard

School Matri culation First-year University

Co-educational 29,68 33,13

Single-sex  31,85 36,09

Grand Mean 30,76 34,61

CO
% 40-sz
% 30-

x s in g le - sex  
x co-educational

x s in g le - sex  
x co-educational

c
r - 2 2 0 -
+j 8
5 "  10-
z
« 0-     — — -— -----------£  Matriculation University

Standard

Figure 6 .1 .3  - School x Standard Interaction on Mental Alertness

Since the present research i s  not concerned with comparing co-educated 

matriculation students with s in g le - sex  educated university  students and 

s ince no s ig n i f ic a n t  differences in mental alertness were found between 

the groups being compared in the present research, i t  was decided that
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mental alertness could be included in subsequent analysis  as a 

dependent variable r e f le c t in g  s ch o la s t ic  a b i l i t y .  Mental alertness  

or a b i l i t y  was thus not a confounding variable in the present 

research.

6.2 Factor Analysis

The second procedural step taken with regard to s t a t i s t i c a l  analysis  

in the present research was the application o f  a factor  analysis  to 

the dependent variables.  The purpose of  the factor analysis was 

twofold:-

(1) to  reduce the number of  dependent variables ,  thereby a s s i s t in g  

the interpretat ion of  result s  and

( i i )  to avoid offer ing interpretat ions on several t e s t s  which may 

in fact  be measuring the same underlying dimensions.

The dependent variables included for factor  analysis  in the 

present study were:

( i ) Home Adjustment

( i i )  Emotional Adjustment

( i i i )  Social Adjustment 

(i v) Anxiety

(v) Self-Concept

( v i ) Grade Achieved

( v i i )  Achievement Motivation

( v i i i )  Mental Alertness

( ix)  Heterosocial Adjustment.
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The Factor Analysis performed on the dependent variables  

revealed the following findings:

TABLE 6.2 

VARIMAX ROTATED FACTOR MATRIX

Dependent 
Vari ables

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5

Alert -0 ,14 0,93 -0,02 0,09 0,12

Achieve -0 ,00 0,14 0,02 0,94 -0 ,07

Grade 0,09 o n 0,02 -0 ,00 -0 ,2 8

Heterosoci al 0,22 0,00 0,05 -0,07 0,91

Home 0,76 -0 ,08 -0 ,14 0,27 0,12

Social 0,23 -0 ,00 0,94 0,00 0,03

Emotional 0,82 -0 ,00 0,20 -0,21 0,02

Anxi ety 0,83 -0,06 0,14 -0,06 0,06

S e l f 0,13 0,09 -0 ,38 -0,09 -0 ,1 8

6.2 .1  Factor Naming

Factor naming was done by taking cognisance of  the loadings of  each 

dependent variable on each of  the f ive  factors and the factors were 

named as follows:

( i )  Factor 1, on which home adjustment, emotional adjustment, anxiety 

and se lf -concept  loaded most heavi ly ,  was called The Personality  

Adjustment Factor.

( i i )  Factor 2, in which mental alertness  and grade achieved loaded 

most heavi ly ,  was called the Scholast ic  Achievement Factor.

( i i i ) Factor 3, on which social  adjustment loaded most heavi ly ,  was 

called The Social Adjustment Factor.
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( iv)  Factor 4, on which achievement motivation loaded most heavi ly ,  

was called The Achievement Motivation Factor.

(v) Factor 5,  on which heterosocial adjustment loaded most heavi ly ,  

was called The Heterosocial Adjustment Factor.

6.3 Analysis of Variance

Having applied a factor analysis to the data, the third procedural s tep ,  

taken in the present research as regards s t a t i s t i c a l  analys is ,  was the 

application of f iv e  three-way analyses of  variance on the data to 

determine the e f fe c t s  of  sex ,  standard and school and the interaction  

between these independent variables on the f iv e  factors .

6 .3 .1  Analysis o f  Variance on Personality Adjustment Factor 

The three-way analysis o f  variance performed on The Personality

Adjustment Factor revealed the following findings:

TABLE 6.3.1

ANALYSIS OF VARIANCE ON PERSONALITY ADJUSTMENT

Source of Variation Sum of  Squares OF MS F Si gnif i  cance 
of F

Main Effects 14,70 3 4,90 5,08 0,00

Sex 12,67 1 12,67 13,15 0,00

Standard 2,50 1 2,50 2,59 0,10

School 0,10 1 0,10 0,11 0,74

2-Way Interactions 2,82 0,94 0,97 0,40

Sex x Standard 0,57 1 0,57 0,59 0 ,44
Sex x School 1,38 1 1,38 1,44 0,23
Standard x School 0,61 1 0,61 0,64 0,42
3-Way Interactions 0,20 1 0,20 0,21 0,64
Sex x Standard x School 0,20 1 0,20 0,21 0,64
Explained 17,73 7 2,53 2,63 0,01
Resi dual 282,26 293 0,93
Total 299,99 300 1,00
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Sex as a main e f f e c t  was found to be s ig n i f i c a n t  F (1 ,300) = 

13,15; p = 0,00 and comparison of  mean scores of  males and females 

in the present sample revealed that males in the total  sample are 

s ig n i f i c a n t ly  better adjusted on the Personality Factor than 

females : 

x males = -0,21 

% females = 0,19

6 .4  Analysis of Variance on Scholast ic  Achievement Factor 

The three-way analysis  performed on the Scholast ic  Achievement 

Factor revealed the following f in d in gs :

TABLE 6.4.1

ANALYSIS OF VARIANCE ON SCHOLASTIC ACHIEVEMENT

Source of  Variation Sum of  Squares OF MS F Signi fi  can ce 
of  F

Main Effects 11,47 3 3,82 3,99 0,00

Sex 3,67 1 3,67 3,84 0,51

Standard 6,17 1 6,17 6,44 0,01

School 1,23 1 1,23 1,29 0,25

2-Way Interactions 7,92 2,64 2,76 0,04

Sex x Standard 2,60 1 2,60 2,72 0,10

Sex x School 1,30 1 1,30 1,36 0,24

Standards x School 3,83 1 3,83 4,00 0,04

3-Way Interactions 0,07 0,07 0,07 0,78

Sex x Standard x School 0,07 1 0,07 0,07 0,78

Explai ned 19,47 7 2,78 2,90 0,00

Re si dual 280,51 293 0,95

Total 299 ,99 300 1,00



1 1 5

Taking cognisance of the mean factor scores of the groups being 

compared (see Table 6 .4 .2 )  the findings indicated by Table 6,4.1 may 

be described as follows:

( i )  Standard analyzed as a main e f f e c t  was found to be s ig n i f ic a n t

F (1,300) = 6,44; p = 0,01 and examination of mean factor scores  

(see Table 6 .4 .2 )  revealed that f i r s t -y e a r  university students 

achieved s ig n i f i c a n t ly  higher grades on the s ch o la s t ic  measure 

than did matriculation students irrespect ive  of  any other 

variable.

( i i )  The interaction between standard and school was found to be 

s ig n i f i c a n t  F (1 ,300) = 4,00; P = 0,04 (see Figure 6 .4 .3 )  and 

t - t e s t s  applied to the means of  the groups involved revealed 

that:

(a) s in g le - sex  educated matriculation students score 

s ig n i f i c a n t ly  higher in s ch o la s t ic  achievement than 

co-educated matriculation students t  = 2,16; p < 0,05.

TABLE 6 .4 .2

MEAN FACTOR SCORES ON SCHOLASTIC ACHIEVEMENT

Standard

School Matriculation First-year University

Co-educational 

Single-sex

-0,32

0,02

0,21

0,08
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x co-educated

x s in g le - sex
x s in g le - sex

Matriculation ~~ Uni versi t y - "

x co-educated

School x Standard Interaction on Scholast ic  Achievement

6.5 Analysis of Variance on Social Adjustment Factor

The three-way analysis of  variance performed on the Social Adjustment

Factor revealed the following findings:
TABLE 6,5

ANALYSIS OF VARIANCE ON SOCIAL ADJUSTMENT

Source of Variation Sum of Squares OF MS F Signi fi c 
of  F

Main Effects 1,14 3 0,38 0,37 0,77

Sex 0,55 1 0,55 0,54 0,46

Standard 0,49 1 0,49 0,48 0,48

School 0,11 1 0,11 0,11 0,73

2-Way Interactions 0,G9 3 0,29 0,29 0,83

Sex x Standard 0,05 1 0,05 0,05 0,81

Sex x School 0,65 1 0,65 0,65 0,42

Standard x School 0,11 1 0,11 0,10 0,74

3-Way Interactions 0,38 1 0,38 0,38 0,53

Sex x Standard x School 0,38 1 0,38 0,38 0,53

Explained 2,41 7 0,34 0,34 0,93

Resi dual 297,58 293 1,01

Total 299,99 300 1,00

0 , 3

0,2

0,1

0,0 ___

- 0, 1

- 0 , 2

-0 ,3

Figure 6 .4 .3  -
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No s ig n i f i c a n t  differences were apparent in the groups under 

consideration on any level of  the soc ia l  adjustment factor.

6.6 Analysis o f  Variance on Achievement Motivation Factor

The three-way analysis of variance performed on the Achievement

Motivation Factor revealed the following findings:
TABLE 6.6.1

ANALYSIS OF VARIANCE ON ACHIEVEMENT MOTIVATION FACTOR

Source of Variation Sum of Squares OF MS F Si gnif i  cance 
of  F

Main Effects 25,06 3 8,35 9,04 0,00

Sex 17,15 1 17,15 18,56 0,00

Standard 3,64 1 3,64 3,94 0,04

School 5,95 1 5,95 6,44 0,01

2 -Way Interactions 3,81 3 1,29 1,39 0,24

Sex x Standard 0,62 1 0,62 0,67 0,41

Sex x School 3,03 1 3,03 3,28 0,07

Standard x School 0,07 1 0,07 0,07 0 ,78

3-Way Interactions 0,33 1 0,33 0,35 0,55

Sex x Standard x School 0,33 1 0,33 0,35 0,55

Explained 29,26 7 4,18 4,52 0,00

Residual 270,73 293 0,92

Total 299,99 300 1,00

Taking cognisance of the mean factor scores of the groups being 

compared (see Table 6 .6 .2 )  the findings indicated by Table 6 .6 .1  may 

be described as follows:
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( i ) Males in the tota l  sample score s ig n i f i c a n t ly  higher on 

achievement motivation than females , irrespect ive  of  any 

other variable F (1 ,300) = 18,56; p = 0,00,  However, taking 

school into  account, the interaction between sex and school was 

found to approach s ign if icance  F (1,300) = 3,28; p = 0 ,07 ,  and 

t - t e s t s  applied to the data revealed that this  marginally 

s ig n i f ica n t  interact ion  i s  attr ibutable  to:

Co-educated males scoring s ig n i f i c a n t ly  higher on 

achievement motivation than co-educated females 

t  = 4,71 p < 0,01.

( i i )  Single-sex educated subjects score s ig n i f i c a n t ly  higher on 

achievement motivation than co-educated subjects ,  irresp ect ive  

of any other variables F (1 ,300) = 6,44; p= 0,01.  However, 

taking sex into account, a marginally s ig n i f ic a n t  interaction  

between sex and school results  F (1 ,300) = 3,28; p -• 0 ,07 ,  and 

t - t e s t s  applied to the means reveal that  this marginally 

s ig n i f ica n t  interact ion  i s  attributable  to s ing le -sex  females 

scoring s ig n i f i c a n t ly  higher on achievement motivation than 

co-educated females t  = 3,35; p < 0 , 0 1 .

( i i i )  First-year university students were shown to score s ig n i f i c a n t ly  

higher on achievement motivation than matriculation students,  

irrespective  of  any other variable F (1 ,300) = 3,94 p = 0,04.

TABLE 6 ,6 .2

MEAN FACTOR SCORES ON ACHIEVEMENT MOTIVATION

Sex Co-Educational Single-Sex

Males 0,20 0,28

Females -0,46 0,01
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0 , 4

0>3 x s in g le - sex

0,2 x co-educational

0,1
x s ing le -sex

0,0  ____________________ :__________
Males Females

- 0,1

- 0 , 2

-0 ,3  

- 0 ,4
x co-educational

-0 ,5

Figure 6 .6 .3  -  Sex x School Interaction on Achievement Motivation

6.7  Analysis o f  Variance on Heterosocial Adjustment

The three-way analysis  of  variance applied to the heterosocial

adjustment factor  revealed the following results:
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TABLE 6.7.1

ANALYSIS OF VARIANCE ON HETEROSOCIAL ADJUSTMENT

Source of  Variation Sum of  Squares DF MS F Si gni f icance  
of  F

Main Effects 23,53 3 7,84 8,69 0,00

Sex 15,88 1 ]5,88 17,59 0,00

Standard 7,44 1 7,44 8,24 0,00

School 2,11 1 2,11 2,34 0,12

2-Way Interactions 11,13 3 3,71 4,11 0,00

Sex x Standard 4,87 1 4,87 5,39 0,02

Sex x School 2,69 1 2,69 2,98 0,08

Standard x School 2,77 1 2,77 3,07 0,08

3-Way Interactions 0,81 1 0,81 0,90 0 ,34

Sex x Standard x School 0,81 1 0,81 0,90 0,34

Explained 35,49 7 5,07 5,61 0,00

Resi dual 264,50 293 0,90

Total 299,99 300 1,00

Comparisons of  the mean factor scores of  the groups on the

heterosocial adjustment factor  (see Table 6 .7 .2 ) indicate that  the

findings of  Table 6.7. 1 may be described as foll<d w s :

(1) Sex analyzed as a mair e f f e c t  was found to be s t a t i s t i c a l l y

s ig n i f i c a n t  F (1 ,300) = 17,59; p = 0,00 and

( i )  Females in the total  sample were found to be s ig n i f i c a n t ly  

better  heterosoc ia l ly  adjusted than males, irrespect ive  of  

any other variable F (1 ,300) = 17,59 p = 0,00.
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( i i )  When standard i s  combined with sex a s ig n i f i c a n t  interaction  

results  F (1 ,300) = 5,39 p = 0 ,02 .  t  - t e s t s  applied to the  

means reveal that this  s ig n i f i c a n t  interaction i s  attr ibutable  

to matriculation females being s ig n i f i c a n t ly  better  

heterosocia l ly  adjusted than matriculat ion males.

( i i i )  When school i s  combined with sex a marginally s ig n i f i c a n t  

interaction results  F (1 ,300) = 2,98 p = 0,08.  t  - t e s t s  

applied to the means reveal that  this  marginally s ig n i f i c a n t  

interaction i s  attr ibutable  to co-educated males being 

s ig n i f i c a n t ly  b et ter  heterosoci a l ly  adjusted than s in g le ­

sex educated males. t  = 2,37; p < 0 , 0 5 .

(2) Standard analyzed as a main e f f e c t  was found to be s ig n i f ica n t

F (1,300) = 8,24; p = 0,00 and

( i )  Matriculation students were found to be s ig n i f i c a n t ly  

better  heterosoci a l ly  adjusted than f ir s t -y e a r  university  

students F (1 ,300) = 8,24 p = 0 ,00 .

( i i )  When school i s  combined with standard a marginally 

s ig n i f ica n t  interaction resu lt s  F(1,300) = 3,07 p = 0 ,08 .  

t - t e s t s  applied to the means reveal that  this  marginally 

s ig n i f ica n t  interaction i s  attributable  to co-educated 

matriculation students being s ig n i f i c a n t ly  better  

heterosoci a l ly  adjusted than s in g le - sex  matriculation  

students,  t  = 2,26; p < 0,05.  However, as the findings  

on the school x sex interaction ind ica te ,  this  does not 

hold for female co-educated and s in g le - sex  educated 

matriculation students,  but instead i s  caused ch ie f ly  by 

the differences between male matriculation students.
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TABLE 6 .7 .2

MEAN FACTOR SCORES ON HETEROSOCIAL ADJUSTMENT

Co-Educational Single-Sex Grand Mean

Matri cul ati on Males x= - P J 2 Males x = 0,52 Males x = 0,21

Females x= -0 ,52 Females x = -0,45 Females x = -0 ,49

Mean Males + Females 
= 0,31

Mean Males + Females 
= 0,03

Uni vers ity Males x= 0,22 Males x = 0,26 Males x = 0,24

Females x= 0,12 Females x = 0,00 Females x = 0,07

Mean Males + Females 
= 0,17

Mean Males + Females 
= 0,12

0,4

0,3
x males

0,2 x males

0,1  _  .x remales
0,0    ,—

Matriculation University
- 0 , 1

- 0,2

-0 ,3

-0 ,4

-0 ,5  x females

Figure 6 .7 ,3 Sex x Standard Interaction on Heterosocial Adjustment
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Figure 6 .7 .4  - Standard x School Interaction on Heterosocial Adjustment
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Figure 6 .7 .5  - Sex x School Interaction on Heterosocial Adjustment
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6 .8  Summary of S ign if icant  Findings Relating to School 

The general pattern of  results  re lat ing  to the e f f e c t s  of  co-education 

and s in g le -sex  education on personali ty ,  s o c ia l ,  heterosocial  and 

academic development indicate  that:

( i ) S ingle-sex educated matriculation students score s ig n i f ica n t ly  

higher on measures of s c h o la s t ic  attainment than co-educated 

matriculated students t  = 2,16; p < 0,05.

( i i )  Single-sex educated female students score s ig n i f i c a n t ly  higher 

on achievement motivation than co-educated female students

t  = 3,35; p < 0,01.

( i i i )  Males in the total  sample were found to score s ig n i f i c a n t ly  

higher on achievement motivation F (1 ,300) = 9,04; p = 0,00.  

This finding should not however, disguise the fact  that  the 

discrepancy between the achievement motivation of males and 

females i s  in fact  ch ie f ly  attributable  to co-educated males 

scoring s ig n i f i c a n t ly  higher in achievement motivation than 

co-educated females t  = 4,71 p < 0,01.  The difference between 

the achievement motivation scores of  s in g le - sex  educated males 

and females was not found to be s ig n i f ica n t  t  = 1,92; p > 0,05.

( iv )  Co-educated male matriculation students were found to be 

s ig n i f i c a n t ly  better heterosoc ia l ly  adjusted than s ing le -sex  

educated male matriculation students t  = 2,37; p < 0,05,



CHAPTER 7

DISCUSSION

In discussing the resu lts  of the present study, i t  should be borne 

in mind that the interpretations which are to follow are to be 

considered tentat ive  and restr icted  to  the described population 

and measurement procedures. I t  is  also to be noted that these 

general findings are based on s t a t i s t i c a l  probabil i t ies  o f  responses 

and therefore cannot be applied to the prediction of individual cases.  

Is, discussing the present findings,  a probabil ity  value of  0,05 w i l l  

be read as indicating a s ig n i f ica n t  difference between groups on the 

dependent variables.

7.1 Discussion of Findings Regarding the Personality Adjustment 
F a c t o r ........................................... ............  ... .....................................

I t  i s  a we 11-documented fact  that the anxious or poorly adjusted

adolescent is  hostage to fortune, l iab le  to physical i l l n e s s  as

well as nervous complaints. No matter how high the academic

attainment, the future i s  not bright unless sa t is factory  personality

adjustment can be ef fected .  In this  task of a s s i s t in g  personality

adjustment, the l i terature  on educational theory as related to

adolescent development has revealed that  the school can exert  a

strong influence for good or i l l .  The tradit ional emphasis of

education on sch o la s t ic  material has thus been extended to include

a concern for  personal growth (Minuchin e t  al. 1969). This new

educational trend coupled with the findings of Dale (1964; 1966;

1969), extensive att i tudinal  research which revealed that the

co-educational school provides the happier, more balanced and
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complete education and addresses i t s e l f  more c lose ly  to the ego- 

forming needs of  the adolescent, led to the present hypothesis  

that sa t i s fac tory  personality adjustment which is  central to a 

good education i s  ass is ted  to a s ig n i f i c a n t ly  greater degree by 

the system of co-education than by the s ing le -sex  educational system.

The findings in the present study of  no s ig n i f i c a n t  difference between 

the two systems on the personality adjustment factor leads to the 

reject ion of  th is  hypothes is .

On the overt level  the present finding i s  in concordance with the 

findings of the surveys conducted by Dale (1971) and Van Aswegen (1975) 

which were designed to evaluate systematically  and objectively  the 

personality adjustment of  adolescents attending the two types of  s ch o o ls , 

the la t t e r  study being confined to female subjects .  These researchers 

found that despite trends in favour of co-education, no s ig n i f ic a n t  

differences e x i s t  between subjects attending the two types of  schoo ls , 

at matriculation l e v e l . However, one must remain alerted to the fa c t  

that tp.e design of the present research i s  cross-sect ional while that  

of Dale (1971) and Van Aswegen (1975) i s  longitudinal . An examination 

of Dale's and Van Aswegen's research in longitudinal perspective  

reveals that differences  in favour of s in g le - sex  schools ,  which were 

apparent at Standard Six l e v e l ,  were no longer apparent at matriculation  

l ev e l .  This finding seems to indicate that there i s  a s e le c t iv e  

process on entrance to secondary school ,  whereby the more i n t e l l i g e n t  

and better  adjusted students choose or are sent by parents to s in g le ­

sex schools . Since the present study was limited to  urban South 

African students who were allocated by the Transvaal Education 

Department to a particular  school in accordance with geographical
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zoning, th is  intervening se lec t io n  factor does not seem applicable.

The present f in d in gs , i t  seems, may thus be interpreted as 

r e a l i s t i c a l l y  re f lec t ing  that no s ig n i f ic a n t  differences in 

influencing personality adjustment are apparent between students  

attending co-educational schools and those attending s ing le -sex  

schools.

The present finding may be further interpreted as indicating  

th a t ,  insofar as personality adjustment is  concerned,, i t  i s  not the 

co-educational or the s in g le - sex  nature of the school that i s  the 

crucial influencing factor,  but rather that within both these 

environments the school must act as an integrative  agent for  the 

adolescent and help define behaviours and competencies that are 

necessary for  the adolescent to deal with her/his  problems and 

resolve her/his  developmental cr ises .  I t  is  poss ible  that the modern 

trend in education towards focusing increasing attention on the 

adolescent as a growing personality  and less  on what i s  formally 

taught compensates in a sense for  any deficiency which may have 

ex isted  in e i ther  system prior to this  new conceptualization of  

education. This explanation for  the present f in d in gs , however, can 

only remain ten ta t iv e ,  owing to the fa c t  that there are no 

systematically  conducted studies  dating back to the mid 1900s when the 

organizational structure of  s in g le - sex  schools was very r ig id  and 

controlled and the goal of eduation was very res tr ic ted  (Pekin 1939).

Another poss ible  explanation for the present findings i s  that  

s ince the school provides a re la t iv e ly  protected environment which i s  

supportive to the adolescent's personality adjustments, i t  may be 

expected that no s ig n i f ica n t  differences would be apparent at
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matriculation l e v e l . Following this rat ionale ,  i t  seems poss ible  

that i t  i s  only when the adolescent enters the wider heterosocial  

context of  the university that differences in adjustment w i l l  become 

apparent, owing to the fact  that  the environment of the co-educational 

school more c lose ly  approximates that of the university and of the 

wider socia l  context of  the adult world. The present research which 

was extended to include a university sample, did not support this  

interpretation.  However, s ince  the present study i s  the only one which 

has assessed the personality adjustment of  university students who 

attended the two types of  schools ,  the rejection of th is  explanation 

must be considered tentat ive  and further research i s  c learly  needed 

to measure the e f f e c t  of the two school types on adjustment to the 

adult world beyond the school.

7.2 Discussion of  Findings Regarding the Social Adjustment Factor 

In considering the developmental tasks o f  adolescence, i t  became 

apparent that i f  the adolescent i s  to become truly adult ,  not j u s t  

physically  mature, she/he must in the few years between childhood 

and young adulthood es tabl ish  co-operation and workable relat ionships  

with peers of  both sexes,  without being dominated by them. These 

relat ionships formed with peers serve as prototypes for later socia l  

relations and are of  c r i t i c a l  importance in helping the individual  

to define her/his own id en t i ty .  The l i terature  on adolescent  

development, coupled with educational theory, has revealed that in 

the task of  a s s i s t in g  socia l  development, the school can exert a 

strong posi t ive  or negative influence.  The social  climate of the 

school ,  as i s  true of  the home, is  a factor of importance in the
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social  adjustment of the individual .  Not only through lessons but 

through the interpersonal relationships of  teachers and students,  

the school may foster  an understanding of  people and s ituat ions  

which would not be possible  in the narrower and more homogeneous 

social  environment of  the home (Schell  e t  a l . 1975; Havighurst and

Neugarten 1967). Dale's (1965; 1966) a t t i tudinal  research revealed

a preference for co-education among ex-pupils  who had attended both 

types o f  schools.  The reasons given by both sexes for th is  preference 

were socia l  in nature and were as follows:

(a) the socia l  l i f e  with both sexes i s  better;

(b) co-education provides a more natural preparation for  l i f e  

in the adult world;

(c) relations with s t a f f  and between s t a f f  were more pleasant; and

(d) the social  atmosphere in the school was less  tense.

This theoretical  rat ionale ,  coupled with Dale's (1949; 1965; 1966) 

f indings,  led the present researcher to t e s t  systematical ly  and 

objectively  the hypothesis that subjects who received co-education 

would be s ig n i f ica n t ly  better soc ia l ly -adjusted  than subjects who 

received s ing le -sex  education. The present findings of  no s ig n i f ica n t  

differences  between the groups on the soc ia l  adjustment factor does 

not lend support to this  hypothesis.

The present finding seems to confirm the findings of  the survey 

conducted by Dale (1971) and Van Aswegen (1975) which were designed 

to evaluate systematically  the soc ia l  adjustment of  students 

attending the two types of  schools ,  the la t te r  being confined to 

female subjects.  Both these researchers found no s ig n i f i c a n t  

differences between the groups on soc ia l  adjustment at matriculation
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l eve l .  However, one must remain alerted to the fa c t  that the 

design of the present research is cross-sect ional  while that of  

Dale's and Van Aswegen's i s  long itud ina l . An examination of  Van 

Aswegen's research in longitudinal perspective reveals that the 

s ig n i f i c a n t ly  greater adjustment on the s o c ia b i l i t y  factor of  the 

HSPQ found at Standard Six level  among s ing le - sex  educated g ir l s  

compared to co-educated g ir l s  was no longer apparent at matriculation  

l ev e l .  This finding suggests that in some way the s in g le -sex  

environment of the secondary school negatively influences the 

so c ia b i l i t y  of these subjects .  Van Aswegen's (1975) finding seems 

to indicate that,  in the South African context,  as in Brita in ,  there 

i s  a s e le c t iv e  process in operation, whereby the better-adjusted,  

more i n t e l l i g e n t ,  students s e le c t  or are sent by parents to s in g le ­

sex schoo ls . Since the present invest igat ion  was confined to a 

sample of urban South African students who were al located by the 

Transvaal Education Department to a particular school in accordance 

with geographical zoning, this  s e le c t iv e  factor was f e l t  to be 

e f fe c t iv e ly  controlled. In addition, Dale f 1971) and van As we gen 

(1975) found that socio-economic factors  influenced the ir  research 

findings.  In the present study, socio-economic status was carefully  

control led.  In view of the control over the s e le c t iv e  process and 

socio-economic factors ,  the present finding may ten ta t iv e ly  be 

interpreted as ref lec t ing  that the systems of co-education and s in g le ­

sex education do not d i f f e r e n t ia l ly  influence soc ia l  adjustment of  

students as measured by the Bel l 's  Adjustment Inventory.

In explaining the present finding that s in g le - sex  and co-educational  

secondary schools do not d i f f e r e n t ia l ly  a f fec t  soc ia l  adjustment, the
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present researcher f e l t  i t  was important to examine the description  

of social  adjustment as measured by the B e l l ' s  Adjustment Inventory 

and to conduct an analysis o f  the items included in the s ca le .  The 

analysis  of  the socia l  sub-scale  of  the B e l l ' s  Adjustment Inventory 

revealed that this  scale i s  directed to measuring only one, but 

nevertheless important, aspect o f  social  adjustment, that i s ,  the 

degree of  submissiveness or assert iveness in soc ia l  contacts. Social 

Adjustment i s  viewed by the present researcher as involving far more 

than ju s t  the submiss ive-assert ive dimension in relat ion to social  

contacts.  The present researcher f e e l s  that a scale  which includes in 

equal proportion items relat ing to submissiveness and assert iveness ,  

socia l  s k i l l s  in relat ion to same-sex peers ,  socia l  competence in 

relat ion to contemporaries, older people and members of the opposite 

sex,  i s  needed to assess e f f e c t iv e ly  soc ia l  adjustment as affected by 

the d if ferent  school types. Objective evidence that the B e l l ' s  Social  

Adjustment Scale does not provide a complete measure of socia l  

adjustment i s  derived from the factor analysis performed by the present  

researcher on the dependent variables which revealed that social  

adjustment did not load on the heterosocial adjustment scale  of  the 

Mooney Problems Inventory. The construction of a more comprehensive 

scale  of social  adjustment and i t s  application to the measurement of  

the re la t ive  influences o f  co-education and s ing le - sex  education on i t  

i s  an issue  that requires further inquiry.

The present finding on the social  adjustment factor may be interpreted  

as indicating that the environmental factors  needed to attain adequate 

adjustment to same-sex peers and adults are present in both co-educational
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and s ing le - sex  schools .  The interpersonal relationships formed 

between s t a f f  and students and those formed between students 

themselves in both co-educational and s in g le - sex  schools seem to 

serve as adequate prototypes for soc ia l  s i tuat ions  in the borader 

socia l  context.  In addition to t h i s , i t  remains a d i s t in c t  

p o s s ib i l i t y  that social  experiences outside o f  the school context,  

that  i s ,  with s ib l ings  and their  peers, with parents and family 

f r i e n d s , compensate for any d e f i c i t  in social experience which may 

resu lt  from attending a s in g le - sex  school.

Another poss ible  explanation involves  attr ibuting the present  

finding to the so c ia l ly  protected environment of  the school and an 

expectation that differences between students would only become 

manifest at f i r s t -y e a r  university l e v e l , where these students are 

confronted with social tasks in a broader, less  c learly-defined  

context. The present study was thus extended to t e s t  this  hypothesis 

on a universi ty sample which had attended co-educational schools and 

those who had attended s in g le -sex  schools .  The findings at university  

level o f  no s ig n i f i c a n t  differences in social  adjustment between the 

groups being considered does not support the hypothesis that i t  i s  

only when s in g le - sex  and co-educated students are thrust into  the 

heterosocial environment of the university  that differences in social  

adjustment become apparent. However, owing to the fa c t  that the 

adequacy o f  the B e l l ' s  Adjustment Inventory i s  in question and does not 

tap heterosocial  adjustment and because the design o f  the present research 

i s  not longitudinal ,  the rejection o f  this  hypothesis must remain 

ten tat ive .  The necessity  for further research on th is  i ssue  i s  

clearly  indicated.
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7.3 Discussion of Findings Regarding the Scholast ic  Attainment 
Factor ______________________ __________________________

One of the major goals of  adolescent development i s  to achieve or

almost achieve fu l l  growth of  mental capacit ies .  During adolescence,

in te l l ig e n c e  as a truly co-ordinated mental organisation involving

sensory-motor, cognitive and conceptual a b i l i t i e s  can be said to

appear (Piaget  1952; Vinacke 1951). Ausubel (1962) describes the

transit ion  during adolescence as being 'from a predominantly concrete

to a predominantly abstract  mode of understanding1 (p 268).  Thus the

adolescent period may be considered a period o f  true in te l le c tu a l  growth

and i t  i s  one of  the ch ief  tasks o f  the educational is t  to ta i lo r  the

educational process in a way that allows the adolescent to  actualize

these mental a b i l i t i e s  to the greatest  poss ible  extent. The present

research was designed to measure whether the systems of co-education

and s ing le - sex  education d i f f e r e n t ia l ly  af fects  the actualization of

mental a b i l i t i e s  of  students.

7.3.1 Discussion of Results %t Matriculation Level 

The present research revealed that s in g le - sex  educated students score  

s ig n i f i c a n t ly  higher on measures o f  s ch o las t ic  attainment than co­

educated matriculation s tudents . This finding does not support the 

common pattern of  results  found in Brit ish and Irish research 

(Sutherland 1957; Dale 1959; Dale 1974) among male matriculants.  In 

f iv e  very large surveys and three smaller ones, these researchers 

found that boys in co-educational schools did better  in the f i r s t  

external examination than boys in s ing le - sex  schools .  On the female 

side of the research, the present findings do, however, seem to 

support those of Dale (1959; 1974) and Sutherland (1957), who found
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differences  between the two groups to be smaller but consis tently  

in favour of  the g ir l s  in s in g le - sex  schools .  However, bearing in 

mind that in the case o f  both male and female subjects ,  the results  

of Dale and Sutherland often did not reach s t a t i s t i c a l  s ign if icance  

and taking cognisance of  the methodological d i f f i c u l t i e s  in the 

British research, one must caution against attaching any firm 

interpretations to these findings.  However, the present findings  

which were s t a t i s t i c a l l y  s ig n i f ic a n t  and in which several methodological 

factors were controlled warrant attention.

The only other survey conducted in th is  question in the South 

African context i s  that of  Van Aswegen (1975) and although Van Aswegen's 

sample was considerably larger than the present sample, i t  was confined 

to female students.  The present findings regarding in te l l e c tu a l  

attainment do not accord with those of Van Aswegen (1975), who found 

l i t t l e  difference at matriculation level  between g ir l s  at  s in g le - sex  

schools and those at co-edunational schools ,  although g ir l s  at s in g le ­

sex schools obtain s ig n i f i c a n t ly  more f i r s t - c l a s s  passes in Standard 

Ten. A probable explanation for  the discrepancy in findings between 

Van Aswegen's research and the present research i s  that the standard 

of comparison in Van Aswegen's study was average f inal matriculation 

examination r e s u l t s , whereas in the present study i t  was f inal  English 

matriculation resu lts .  This may suggest that English resu lts  are not 

representative of  general matriculation r e su l t s ,  thus l imit ing  any 

interpretat ions attached to the present finding.  There i s  thus a need 

for further research on this i s s u e ,  which should be designed to include 

both a male and female sample and to arrive at a broader objective  

measure of  attainment. This type of measure w i l l ,  however, be very
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d i f f i c u l t  to construct,  owing to the fact  that in the new system 

o f  subject  gradings in South African secondary schools ,  English i s  

the only compulsory Higher Grade subject  written by a l l  students,

A possi' * explanation for the finding that s in g le - sex  students 

score s ig n i f i c a n t ly  higher in academic attainment than co-educated 

students i s  that from early childhood through to adulthood, g i r l s  

and boys have d if ferent  and clearly defined in ter es t s  (Kolesnik 

1968). Following this  rat ionale ,  i t  may well be that in attempting 

to appeal to the academic in teres t s  character is t ic  of  the one sex ,  

the teacher inadvertently neglects those o f  the other sex. 

Alternative ly ,  the teacher may compromise in trying to in ter es t  

both groups simultaneously and, by so doing, fa i l  to stimulate a 

genuine in te r e s t  on the part of  e i ther  group. ferambs (1963) 

expresses a similar view when he writes that the lower achievement 

in co-educational schools i s  probably due to the fa c t  that these 

schools operate as 1 unsexed1 in s t i tu t io n s  in a soc ie ty  that demands 

different ia t ion  according to sex.

A further explanation for  the present findings i s  based 'on the 

d if feren t ia l  in te l le c tu a l  development o f  the sexes (Hobson 1947; 

Havighurst and Breese 1947; Herzberg and Lepkin 1954). These 

theor is ts  maintain that in co-educational schools ,  being surpassed 

by g ir ls  in sch o las t ic  attainment where boys are anxious to make a 

good impression on their  female counterparts, may force them into  a 

posit ion of feigned lack o f  in te r e s t  in academic matters in order to 

support his own se lf -esteem  and win the favour of the g i r l s .  The 

g ir l  on the other hand may become academically inhibited  at a 

co-educational school,  as she real izes  that competition with boys
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i s  ultimately unrewarding and does not accord with the sex role 

stereotype into  which she i s  s o c ia l ized  and which involves pleasing  

the opposite sex.

The present findings on in te l l e c tu a l  achievement may ten ta t ive ly  

be taken to indicate a d i s t in c t  advantage for s in g le - sex  education 

in promoting academic attainment. This has important implications  

for  education of the sexes in co-educational schools.  The co­

educational is ts  may, however, counter this  argument against educe-ting 

the sexes together with the argument that  s ing le -sex  education may 

re su l t  in as many problems in the psycho-social areas of  adjustment as i t  

a l le v ia te s  in the area of  academic development. I t  thus becomes 

important to consider together the findings of  the present study on the 

psycho-social and academic variables.  Such an analysis w i l l  provide 

an overall perspective of the influences of  the two systems and w i l l  be 

undertaken in Section 7.6.

The aforementioned interpretations may be taken to indicate a 

d is t in c t  advantage for  s ing le -sex  education in the promotion of  academic 

achievement. However, an a lternative  to opting for s ing le -sex  

education because of inhibit ion against achieving amongst g ir l s  in 

co-educational Schools may be to  develop programmes to conscientize  

students in co-educati onal schools to the ways in which they are 

conforming to sex role  stereotypes in an attempt to remove them. In 

addition, while many educationalists  real ize  that some of  the under­

achievement and learned in e f f ic ien cy  in school is  attributable to the 

co-educational nature of the sch o o l , they are hesitant  to recommend 

s ing le -sex  education, as they feel i t  may result  in as many problems as 

i t  a l l e v ia te s .  These theorists  also question whether any destructive
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influence la s t s  beyond school to a f f e c t  academic attainment at  

uni versi ty.

I t  i s  to this question that we now turn our attention.

7 .3 .2  Discussion of Results at First-Year University Level 

Despite the fact  that academic attainment at secondary school i s  an 

important i s su e ,  a second query comes to mind when considering the 

relat ive  merits of co-education and s in g le -sex  education, namely, the 

question of  whether any d i s t in c t iv e  influence las ts  beyond school,  so 

that i t  a f fec ts  academic progress at  university.  The present  

researcher hypothesized, on the grounds of  the d i f f i c u l t i e s  inherent  

in the transit ion  from school to the wider university context,  that  

s in g le - sex  students would score s ig n i f i c a n t ly  lower in academic 

attainment than co-educated students.  This hypothesis is  grounded in the 

b e l i e f  that  the environment of the co-educational school which more 

clearly mirrors the environment o f  the 'adult world1 wil l  ease the 

transit ion into university .

The present finding o f  no s ig n i f i c a n t  differences in attainment 

between f ir s t -y e a r  university  students who received co-education and 

those who received s in g le - se x  education does not support the abovementioned 

hypothesis.  This finding does, however, accord with the studies of  

MacCracken (1969) and Miller and Dale (1972) which revealed no consis tent  

pattern o f  difference between students who had attended the two types of  

schools.  Those differences  which were found to e x i s t  were not  

s t a t i s t i c a l l y  s ig n i f ic a n t .

On a manifest level the present findings suggest that i f  d i f f i c u l t i e s  

in transit ion  between school and universi ty do e x i s t ,  these d i f f i c u l t i e s
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are not s ig n i f i c a n t ly  more intense for  s ing le - sex  educated students  

and thus do not d i f f e r e n t ia l ly  a f fec t  academic attainment at  

university l e v e l . However, on a covert l e v e l , taking cognisance of  

the findings at matriculation l e v e l , i t  becomes apparent that the 

s ig n i f i c a n t  lead held in the area of  attainment by s in g le - sex  students  

does not seem to be maintained at f i r s t -y e a r  universi ty l ev e l .  This 

pattern may be regarded as ten ta t ive ly  suggesting that students from 

s in g le - sex  schools do find i t  more d i f f i c u l t  to adjust to  l i f e  and work 

in  the co-educational university environment than students from co­

educational schools . I t  i s  possible that the increased transit ional  

demands on s ing le -sex  students result  in their  higher grades at 

matriculation level not being maintained. In line with this  reasoning,  

one may be led to conclude that  educating the sexes in separate 

in s t i tu t io n s  at matriculation level for the so le  purpose o f  promoting 

superior academic attainment i s  short-s ighted ,  as the advantage gained 

seems to be lost  at the level o f  ter t iary  education.

The present researcher cautions against  attaching too much 

s ign if icance  to the abovementioned interpretation on the grounds that  

the design o f  the present resea*'ch i s  cross-sect ional  and not 

longitudinal .  A longitudinal study, which could perhaps employ broader 

measures o f  sch o las t ic  attainment, is  needed to assess the cre d ib i l i ty  

o f  this  tentat ive  interpretat ion.

Another interpretat ion for the present findings i s  that the transit ion  

from secondary school to university may involve a major in te l le c tu a l  

readjustment which outweighs any possible  secondary school differences .  

This interpretation derives support from the theoretical  scheme of  

Perry (1968). In his book e n t i t l ed  'Forms of Inte l lectual  and Ethical
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Development in the College Years', Perry outlines an in te l l e c tu a l  

developmental scheme which begins on entering university.  Very 

b r ie f ly ,  Perry's scheme covers the transit ion through nine in te l l e c tu a l  

and emotional p o s i t io n s ,  from what he ca l ls  'basic  dualism1 to 

'committed re la t iv ism '.  During this process students move out of  the 

security  o f  an authoritarian d u a l i s t ic  world to a posit ion of seeing  

a m ult ip l ic i ty  of poss ible  truths. At this  l a t t e r  p os i t ion ,  the 

student f e e l s  a l ienated,  but f in a l ly  moves through to the real izat ion  

that she/he i s  free to choose and to commit herse l f /h im se l f  to a 

particular  viewpoint. It  i s  at this  point that for the f i r s t  time the 

individual student rea l ly  sees the fu l l  extent of her/his  e ssen t ia l  

aloneness, as well as the fu l l  extent to which she/he i s  responsible  

for making her/his l i f e  meaningful. The student thus real izes  that  

she/he can no longer hope to derive her/his strength or academic structure  

from an external authority,  and becomes responsible in a large measure 

for creating her/his  own authority. This in te l l e c tu a l  s h i f t  poss ibly  

precipitates  an ex is ten t ia l  c r i s i s ,  the in tens i ty  of  which may mask 

possible  d i f feren t ia l  e f fe c t s  of  secondary education on the attainment 

factor.

7 .4  Discussion of  Findings Regarding the Achievement Motivation Factor 

The finding of the present study that male: in the tota l  sample score 

s ig n i f ica n t ly  higher in achievement motivation than females , and that  

th is  difference i s  even more accentuated between co-educated male and 

female s tudents , seems to indicate the existence of a sex role stereotype  

related to motivation to achieve which i s  exacerbated in co-educational  

schools.  This s ig n i f i c a n t  difference in achievement motivation was
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found to extend beyond the school to a f fe c t  motivation to achieve 

at university l e v e l .

The present finding of  a s ig n i f ic a n t  sex difference in achievement 

motivation which favours male subjects may be explained by the fact  

that  despite recent explorations o f  a lternative l i f e - s t y l e s  by a 

growing minority, most adolescents ,  particularly  males, and their  

parents are committed to the b e l i e f  that future f inancial  security  and 

status rests primarily ,n the hands of the male. Males are more l ike ly  

to have to work for the greater portion of  th e ir  adult l ives  and in 

most cases a family's financial security  depends largely on the earning 

capacity of  the husband and the kind of  posit ion he has. As a 

consequence of th is  parents,  teachers and even peers are l ik e ly  to play 

into the status quo by placing considerably more pressure on the 

achievement aspirations o f  males than on those of  females. For females,  

id en t i f ica t io n  with an adult role s t i l l  unfortunately involves assuming 

success fu l ly  the roles o f  wife and mother and only secondarily , i f  at 

a l l ,  that of a career orientation (Bardwick 1971; Douvan 1966). I t  is  

probable that these factors in general cause females to set  

the ir  achievement aspirations lower than males, although there are 

many notable exceptions.

There i s  another important factor  accounting for the lower achievement 

motivation amongst females compared with males. According to sex role  

s tereotypes,  aggressive,  competitive behaviour i s  more l ik e ly  to be 

viewed as masculine, while a f f i l i a t i v e ,  nurturant and interpersonally  

oriented behaviour i s  more l ike ly  to be considered feminine. Most 

vocational 'achievement s i t u a t io n s ' ,  e spec ia l ly  high-status p o s i t io n s ,  

are competitive and owing to the fa c t  that competition i s  often



141

considered by teachers , parents and peers to be a sublimated form of  

aggression, a g ir l  who engages in vigorous competition, particularly  

with male competitors, may be viewed by others and by herse l f  as 

'unfeminine1. As a consequence of  t h i s ,  the female student., rather 

than fearing fa i lu r e ,  may come to fear  success.  Margaret Mead 

(1939) expressed a similar view when she suggested that trad it iona l ly  

in our culture 'boys' are unsexed by fa ilure and g ir ls  by s u c c ess '

(P 94).

Fear of  success has been shown by Bardwick e t  a l . (1371) and 

Horner (1959; 197?) to be clearly more characterist ic  of  female than 

males. Horner (1972) describes a study in which freshmen and 

sophomore college students were asked to write a story to the cue 

'After term f in a l s ,  Anne, (and for men, John) finds h erse l f  (himself) 

at the xop of the medical school c l a s s ' .  The s tor ies  of  the female 

subjects tended to be characterized by three principal themes:

The fear o f  social  re je c t io n ,  concern about one's femininity and 

denial.  The response of fear of success occurred s ig n i f ica n t ly  more 

frequently for females than for males. A further finding of  Horner's 

(1972) was that most females will  explore the ir  in te l lec tu a l  potential  

to fu ll  measure only when they are in a non-competitive s e t t in g  and 

l eas t  of  a l l  when competing with males in a mixed educational 

environment.

The additional finding of  the present study that co-educated females 

score s ig n i f ic a n t ly  lower in achievement motivation than s in g le - sex  

educated females, at both matriculation and f i r s t -y e a r  university l e v e l ,  

seems to confirm Horner's finding that fear of  success amongst female 

students reaches the greatest  proportion in a competitive educational
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environment which includes males. I t  thus seems that co-educated 

females are made most acutely aware of the sex role stereotype  

indicating the undesirabil ity of  entering into competition to achieve 

with males.

The full  s ign if icance  of the present findings on the achievement 

motivation factor ,  for both educational policy-makers and p syc ho log is ts , 

is  only fu l ly  appreciated i f  one considers the consequences of  

repression of one's potential to achieve, e sp ec ia l ly  vocationally .

Such repression or negation, in many cases,  leaves the individual  

fee l in g ,  at bes t ,  frustrated and lacking in personal fu lf i lm ent  and 

has a profound e f f e c t  on her/his emotional being and may result  in an 

ex is ten t ia l  c r i s i s  for the individual.  Germaine Greer (1971) succinct ly  

expresses the l imitations placed on the s e l f - re a l -za t io n  of  women, when 

she writes 'We know what we are, but not what we may be, or what we 

might have been' (p 69). The present findings suggest that the South 

African educational system may be reinforcing these l imitations placed 

on females. There seems an urgent need to conscientize students,

teachers and parents into  becoming aware of the covert and overt

application of these stereotypes which discriminate against  the female 

student, e spec ia l ly  in co-educational in s t i tu t io n s .

The present researcher holds that the issue of  achievement motivation 

amongst male and female students in co-educational and s in g le -sex  South 

African schools requires further invest igat ion .  Research employing 

different  measuring instruments and objective c r i t e r ia ,  such as number of  

students entering university from the different  school types,  would serve 

to affirm or challenge the present findings and in terpreta t ion s , which are

of deep s ignif icance for both the policy of co-education and psychology of

women.
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7.5 Discussion of Findings Regarding the Heterosocial Adjustment 
F a c t o r ____________________________________

During the la t ter  years of middle childhood,_ children grow increasingly

interested in s o c ia l iz in g  with each other. I n i t i a l l y  socia l  groups are

limited to same-sex peers. From the age of thirteen or fourteen, however,

most boys and g ir l s  become preoccupied with social a c t iv i t i e s  and

experimentation with peers of the opposite sex. I t  is  during the

second- y school years that the adolescent must learn adequate

heterosocial s k i l l s ,  how to converse and play social  games and the

appropriate courtship behaviours. As they become older,  adolescents

must become s k i l fu l  enough to break away from the large mixed peer

group, which i s  character is t ic  of ages fourteen to s ix teen ,  and form

foursomes and twosomes, which allow for a more intimate relationship.

Numerous studies  made o f  the soc ia l  problems of adolescents have 

revealed that the 'b o y -g ir l1 problem is  the most serious of  a l l  (Wile 

1930; Butterfield  1939; Eli as 1949; Mooney 1949; Cole 1954). Since 

by adolescence, the person i s  in the school environment more than she/  

he i s  in the home environment, or any one other environment, one would 

expect the school to exert  a major influence on the heterosocial  

development of the adolescent. Havighurst (1953) has described the 

school as being the 'social laboratory' (p 34) of  the adolescent,  in 

which social  s k i l l s  towards the opposite sex are modelled by s t a f f  

and older students and experimented with by the adolescent within the 

school context.  This theoretical rationale led the present researcher  

to hypothesize that co-educated students would be s ig n i f ic a n t ly  better  

heterosocial ly  adjusted than s ing le -sex  students.  This hypothesis 

was tested at both matriculation and f ir s t -y e a r  university l e v e l .
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7.5.1 Discussion of Findings at  Matriculation Level 

Co-educated male matriculation students were found to be s ig n i f ica n t ly  

better  heterosocia l ly  adjusted than s in g le - sex  educated male matriculants^ 

However^ no s ig n i f ica n t  differences were found between female matriculants  

attending these two school types.

The present findings regarding heterosocial  adjustment seem 

to .confirm the findings of  the only other research which in d irect ly  

tapped this  i s su e .  Dale (1964) administered the Mooney Problem 

Inventory to a very large sample of boys and g ir l s  between f i f t e e n  

and seventeen years of age. Dale found that co-educated boys 

indicated c learly  fewer problems in overall total  at both f i f t e en  

and seventeen years of  age and this  finding verged on s t a t i s t i c a l  

s ign if icance .  The differences between the two groups were found to 

be most marked in the area of 'school problems' and continued in the 

area o f  ‘boy-gi r l ' relat ionships.  As regards the two groups of 

g i r l s , Dale found that co-educated g ir l s  indicated s l i g h t ly  more 

problems in the boy-gi rl area, though this  was far from s t a t i s t i c a l l y  

re l iab le .

The f i r s t  issue  that emerges from the present findings and which 

demands explanation i s  the d if feren t ia l  e f f e c t  of  school type on 

heterosocial adjustment according to the sex of the subject .  A 

possible  explanation for this  finding i s  derived from the fa c t  that

traditional  childhood and early adolescent experience generally 

provides g ir l s  with a greater degree of competence in heterosocial  

s ituat ions  than boys. This i s  because for most g ir l s  sexual behaviour 

involves incorporating sexuality into  a socia l  role and an identi ty  

that already includes capacit ies  for tenderness and s e n s i t i v i t y .  For
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nost boys, however, the pathway to mature heterosocial  behaviour 

involves sexuali ty  f i r s t ,  and only secondarily does the capacity for 

concerned tender and loving sexual relations develop. Thus cultural  

stereotype and parental and peer so c ia l iz a t io n  emphasize, to use 

Reiss' (1973) terms, 'body centered' sexuali ty  for the male 

■person centered' sexuality  fdr the females. Thus, during adolescence,  

both boys and g ir l s  learn to incorporate sexual behaviour into  their  

gender r o le s ,  but the ease with which this  ■ done i s  d i f ferent  for 

each sex. From th is  explanation emerges the d is t in c t  p o s s ib i l i t y  

that boys rely more heavily on the social environment o f  the secondary 

school than do g ir l s  in attaining sa t i s fac tory  heterosocial adjustment.

Another possible  explanation for the finding that the school 

environment seems more c r i t i c a l  for  boys than for g ir l s  in influencing  

heterosocial adjustment i s  the d ifferent  soc ia l  stereotypes which 

e x i s t  in our culture and which dictate  the soc ie ta l  expectations of  

the bvo sexes in heterosocial re lat ionships.  Jerome Kagan (1964) has 

described the social  stereotypes o f  males and females in our culture as 

follows: ' . . .  in sum, females are supposed to inh ib it  aggression and 

open display of  sexual urges, to be passive with men, to be nurturant 

to o thers ,  to cu lt ivate  a t t r a c t i v e n e s s . . . . Males are urged to be

a g g r e s s iv e . . . . s e x u a l ly  a s s e r t i v e  and suppressive of strong

emotions, e sp ec ia l ly  anxiety' (p 143). I t  thus seems that  there i s  

pressure on boys to i n i t i a t e  soc ia l  contact and to be assert ive  in 

maintaining such contact ,  while the girl  i s  allowed and even expected 

to assume a passive role  in the in i t i a t io n  and maintenance of  

heterosocial re lat ionships.  I t  thus seems l ik e ly  that  the school 

................. .. f u n c t i o n s  more c r i t i c a l l y  as a 'heterosocial  laboratory'
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in the development of the adolescent boy, thereby result ing in 

s ig n i f i c a n t ly  lower heterosocial  adjustment in boys who attend 

s in g le - sex  secondary schools and are in a large measure denied

much heterosocial experience.

Additional support for the interoretation that males seem to rely  

more heavily on the heterosocial  environment of  the secondary school 

in learning to  relate to the opposite sex ,  than do females, i s  derived 

from a consideration of the d i f ferent  maturational paces of  the sexes.

I t  i s  common knowledge that g ir l s  mature so c ia l ly  more rapidly than 

boys and th is  results  in the sexes being chronological ly equal, but 

developr:ntally unequal. This more rapid social  maturation of g ir l s  

leads to them tending to be d i s s a t i s f i e d  between the ages of fourteen 

and eighteen with the attentions o f  boys their  own age. I t  thus seems 

l ik e ly  that g ir ls  in the senior classes  rely more on heterosocial  

experiences outside of the school for learning adequate and acceptable 

heterosocial  patterns. This results  in the e f f e c t s  o f  school type on 

heterosocial  adjustment being minimized in the case of  g i r l s .  For 

boys, on the other hand, the s i tuat ion  i s  pract ica l ly  reverses and the 

secondary school environment plays a major role .  In comparison to 

co-educated boys, s in g le - sex  educated boys do not only lack heterosocial  

experience owing to the a r t i f i c i a l  segregation of  the sexes ,  but are in 

addition subjected to pressures by so c ie ty ,  films and the media to 

perform as aggressive,  assert ive  young lovers fu l l  of  physical and 

emotional confidence with the opposite sex. All these soc ie ta l  

expectations combined with a lack of  heterosocial experience seem 

to result  in heterosocial inadequacy and hesitance in in i t ia t in g  and 

maintaining contact with females amongst s ing le -sex  educated males.



1 4 7

In sum, the present findings on the heterosocial adjustment factor  

at matriculation level indicate that  the secondary school environment 

i s  not a s ig n i f i c a n t  factor influencing adjustment in females. For 

males, however, the heterosocial tasks o f  adolescence seem to be 

ass is ted  best  by sending them to co-educational schools where they 

meet the opposite sex on equal terms, work with them and under the 

supervision and guidance that the school w i l l  provide, become able 

to make their  adjustment under safe  conditions. The s ignif icance  

of th is  finding i s  fu l ly  appreciated only i f  one remembers that 

sa t is factory  resolution of  the heterosocial  tasks of  adolescence has 

a profound e f f e c t  on later  l i f e  adjustments.

7 ,5 ,2  Discussion of Findings at  Un ivers i ty  Level 

The finding in the present study of no s ig n i f i c a n t  differences in  

heterosocial adjustment between f i r s t -y e a r  university students who 

received co-education and those who received s in g le - sex  education 

does not support the hypothesis that the heterosocial environment 

of the university w i l l  resu lt  in s ig n i f i c a n t ly  more adjustment 

problems for university students who received s ing le -sex  education.

A possible explanation for the present findings i s  that s ince  

adjustment and attainment have been found by other researchers to be 

p o s i t ive ly  correlated (Von Aarde 1967; Leibowitz 1971), i t  i s  

probable that only those matriculated students who are adequately 

adjusted gain access to university by obtaining a s u f f i c ie n t ly  high

academic matriculation standard.

The issue of a poss ible  s e le c t iv e  factor operating whereby only

the better  emotionally adjusted students gain access to university  

requires further invest igation in a longitudinal study. This
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s e le c t iv e  process may be found to account for no s ign i f ican t  

differences between co-educated and s in g le - sex  students being

apparent at university l e v e l .

A further explanation for the finding of  no s ig n i f ic a n t  differences

at university level  may be that  psychology students form a very s e le c t  

and hence limited group, and that,  had a larger sample been used, 

s ig n i f ica n t  differences may well have been found. In addition, the 

'b o y -g ir l1 sub-scale of the Mooney Check List  i s  l imited as a measure 

of heterosocial adjustment in that the results  yie lded depend on the 

extent to which the individual herse l f /h im se lf  is  aware of her/his  

problems and i s  w i l l in g  to acknowledge them. Thus, regarding 

heterosocial adjustment the hypotheses generated by the present 

researcher require systematic evaluation on a larger and more 

representative sample. There i s  a lso a need for the construction and 

validation of  a comprehensive scale  to measure heterosocial adjustment.

7.6 Overview and General Discussion

The previous chapters of  the present d issertation have clearly  

indicated that the adolescent period of development has been r e la t ive ly  

neglected in both the research and practical aspects and instead 'a 

romance with infancy has gripped chi ld  psychology over the past  

decade' (Scarr 1979, p 180).  However, psychologists  and educat ional is ts  

have begun to rea l ize  that  adolescence consti tutes  a c r i t i c a l  

transit ional  period of development, often crucial to the individual's  

soc ia l iza t ion  adjustment and later achievements in l i f e .  Like other 

transit ions  in l i f e ,  the adolescent period involves a number of  

important readjustments. Since by the time the individual reaches
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adolescence, she/he i s  in the school environment more than in the 

home or any other environment, the school may be expected to exert  

a powerful influence on the individual in a s s i s t in g  with the 

resolution o f  her/his developmental tasks. In line with this  

rea l iza t ion ,  the concept of education has been broadened to include 

not only that which i s  formally taught, but also concern with the 

socia l  and emotional aspects of t-,e individual student.

I t  is  with regard to the influence of the secondary school years  

in a s s i s t in g  with the resolution of adolescents' developmental tasks 

that the debate on the relat ive  merits of co-education and s ing le -sex  

education assumes a posit ion of  prominence. I t  has been shown by 

Dale (1966; 1967; 1968), in his extensive  at t itudinal research, that  

the communities o f  the s ing le -sex  and co-educational schools d i f f er  

considerably from each other, in tone or atmosphere. I t  thus follows  

that each community must be exerting d ifferent  influence on the 

a t t i tu d es ,  emotional well-being and socia l  development of the students  

comprising them. How strange i t  i s ,  therefore , that the study of  these  

differences has been so neglected in the South African context,  allowing 

educational policy in this regard to be determined by h is tor ica l  

evolution and culture. In addition,  the lack of  research findings in 

th is  area has meant that the protagonists on each side of  the debate 

have been l e f t  to argue the issue with few facts  and much prejudice.

Research which has been conducted ; r the re lat ive  merits of  

co-education and s ing le -sex  education has been chief ly  concerned with 

measuring the e f fec t s  on in te l lec tu a l  development of students (Tyson 

1929; 1927; King 1966; Sutherland 1961; Dale 1974). These s tud ies ,  

which are of British and Irish or ig in ,  measured the academic
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attainment of  students in the two systems, using differenc  

examination cr i t e r ia  as the standard of comparison. The findings of  

these studies  indicated no clear or consistent pattern of  difference  

in attainment at matriculation level between students receiving  

co-education and those receiving s ing le -sex  education. However, as 

the previous chapters have indicated,  these studies are fraught with 

methodological shortcomings which the South African State Educational 

System bypasses. I t  was thus f e l t  by the present researcher that a 

study on attainment in the South African context would provide a 

s ig n i f i c a n t  contribution of research fa c ts .  The only other study 

comparing attainment in s in g le - sex  and co-educational schools in the 

South African context was conducted by Van Aswegen (1975) and his 

research was cot, ned to female students and complicated by an 

uncontrolled urban-rural factor.

In addition to the d e f i c i t  and methodological shortcomings of  

research on the influence of  co-education and s ing le -sex  education 

on in te l l ec tu a l  development, one crucial aspect of  such development 

has been completely overlooked by these researchers. The variable 

which i s  f e l t  to consti tute  an important dimension in in te l lec tu a l  

development and which has not been assessed is  the achievement 

motivation factor. The women's movement in America has unleashed 

a stormy issue with the discovery in the studies  by Horner (1969; 1972) 

of  fear of  success in women which was found to consti tute  a s e l f -  

f u l f i l l i n g  prophecy insofar as i t  inhib its  females from succeeding or 

even seeking success .  Fear of  success was found to be in tr ic a te ly  

l inked with the sex role stereotype of wife and mother into which 

females are so c ia l ized .  Since Horner's research was conducted in
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mixed-sex competitive educational and professional environments, i t  

becomes important to compare the phenomena in d i f ferent  educational 

sett ings  in an attempt to id en t i fy  the factors exacerbating i t .

Fear of success or low motivation to achieve has important psychological  

consequences, as individuals who repress their  in te l lec tua l  potential are 

often l e f t  fee l ing  frustrated and lacking in personal fu lf i lment.

It  i s  in the area of in te l le c tu a l  attainment and achievement 

motivation at matriculation level that the present research yielded  

findings o f  s ignif icance for  psychology and education in general, and 

more c r i t i c a l l y  for  the psychology and education of women.

The f i r s t  finding of importance i s  that s in g le - sex  matriculation  

students score s ig n i f i c a n t ly  higher on measures of  in te l lec tua l  

attainment than do co-educated matriculation students.  The generally  

lower level of in te l le c tu a l  attainment in co-educational schools 

revealed in this  study has serious implications,  i f  one considers the 

competition for increasingly scarce college f a c i l i t i e s  and the 

importance of attainment in this  regard. In addition, the actualizat ion  

of one's in te l le c tu a l  potential is  a c r i t i c a l  factor in contributing 

to a sense of emotional and socia l  well-being.  It  thus becomes 

evident that to deny females the fu l l  development of the ir  in te l l ec tu a l

a b i l i t i e s  by keeping them to the level  o f  the more slowly in te l l e c tu a l ly

maturing males, which seems to occur in co-educational schools,  i s  to 

perform a gross d isserv ice .  In addition,  to expect males to compete

at an age where they are anxious to impress and are evidently handicapped,

results  in lower achievement than educating them under less  threatening 

conditions present in s ing le - sex  schoo ls . I t  i s  thus important that,  

in the current enthusiasm for the development of  the whole person and

we
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the accompanying emphasis on emotional adjustment, the importance 

of in te l le c tu a l  attainment should not be minimized.

The second finding o f  s ign i f ican ce ,  regarding the e f f e c t s  of  

co-edL-ution and s ing le -sex  education on in te l lec tua l  development, 

relates  to the achievement motivation factor.  Sing!e-sex.educated  

TemaTes were found' "to "score s ig n i f i c a n t ly  higher in achievement motivation 

at both matriculation and f ir s t -y ea r  university level than co-educated 

students.  This seems to indicate  that co-educated females are 

soc ia l ized  into  fearing success or even ambition s ig n i f ic a n t ly  more 

than s ing le -sex  educated females. This finding lends support to the 

argument of  the feminists (Horner 1969; 1972; Dowling 1982) that 

traditional sex role stereotype and i t s  role in inhibit ing even 

the motivation to achieve in females are more profound in mixed-sex 

competitive environments. I t  thus seems that the charge of  the 

feminists that females are discriminated against throughout their  

school l ives  has very real ground in co-educational schools and 

concomitant serious implications for the policy of  co-education.

The findings of  the present study in the area of  in te l le c tu a l  

development at matriculation level  indicates th a t  co-education i s  

inimical to the development and actualization of the individual's  

in te l l ec tu a l  potentia l .  Despite this  f inding,  advocates of  co-education 

may, however, issue a reply that,  even recognizing this f a c t ,  s in g le ­

sex education should not be regarded as the preferred system, as i t  

probably results  in as many d i f f i c u l t i e s  in the psychological,  socia l  

and heterosocial realms of development, as i t  a l l ev ia te s  in th j 

in te l lec tua l  realm. I t  is  to the findings which emerge from the 

present study relat ing to th is  issue that we now turn our attention.
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Despite i t s  importance, research on the comparative e f f e c t s  of  

co-education and s in g le - sex  education on.the psychological and 

„ social  adjustment of adolescent students has been very neglected  

and is  l imited to the studies by Atherton (1966), Dale (1971) and 

Van Aswegen (1975). Although these surveys revealed no s ig n i f i c a n t  

11'n d i n g s V a c  rucTa" i a s 'pecT"OT“deWilJplIlefrf 7~n a me i y'TTTete rosocial  

adjustment was l e f t  unassessed. furthermore, in the South African 

context research on psycho-social adjustment as relating to co­

education and s ing le-sex  education i s  l imited to the study by Van 

Aswegen (1975) which was res tr ic ted  to females. The present research 

was designed to provide a thorough and systematic assessment of  

psychological , socia l  and heterosocial adjustment o f  male and female 

students attending co-educat!onal schools and those attending s in g le ­

sex schools.

The only s ig n i f ica n t  finding emerging from the present assessment 

of  psycho-social adjustment was that co-educated matriculated males 

were found to be s ig n i f i c a n t ly  better heterosocia l ly  adjusted than 

s ing le -sex  educated matriculated males. This suggests that the 

heterosocial tasks of  adolescence seem to be ass is ted  best in males by 

sending them to co-educational schools where they are given the 

opportunity to meet the opposite sex and under the supervision and 

guidance that the school provides i s  able to  make th e ir  adjustments 

under safe conditions than would otherwise be poss ib le .  For females,  

however, the co-educational or s in g le -sex  nature of  the school was not 

found to be an important factor influencing adjustment.

A general consideration of the findings at matriculation level  

reveals that the argument of  the protagonists of co-education that



154

s in g le - se x  education may r e s u l t  in  as many problems as i t  a l l e v i a t e s  

i s  only a ' h a l f - t r u t h ' . This argument can only be applied to the 

he te rosoc ia l  adjustment o f  males. For females this  argument does 

not hold and, as the p resen t  f indings  i n d i c a t e ,  they are possibly  b e t t e r  

o f f  in  s in g le - se x  educational  i n s t i t u t i o n s .  The present  findings 

furthermore suggest4:het-  ea-e-ducatgd--famalea—are con tr ibu t ing  

s i g n i f i c a n t l y  to  promoting he terosocia l  adjustment in t h e i r  male 

counterpa, .5 and y e t  at the same time are having to  i n h i b i t  and 

s a c r i f i c e  both t h e i r  motivat ion and a b i l i t y  to achieve. How fa m i l i a r  

t h i s  p ic tu re  i s  with females once again making huge s a c r i f i c e s  to 

provide ego s t ren g th  to t h e i r  male contemporaries! In the Cinderel la  

Complex, C o l le t t e  Dowling asks the  following ques t ion:  'Could i t  be

t h a t  women a c tu a l ly  make themselves unsuccess fu l? Could i t  be t h a t  

concern about men and love and emotional s e c u r i ty  . . . .  i s  holding us 

back' (p 157). The p resen t  f indings  on the achievement motivation 

f a c t o r  suggest  t h a t  the answer may well be ' y e s ' ,  fo r  ' r a th e r  than 

r i s k  a l i f e  without  love'  co-educated females w il l  give up a g re a t  

deal - d rop-out ,  turn  t h e i r  backs on t h e i r  ambition, f l e e  anxiously 

in to  anonymity' (Dowling 1982, p 159).

Considered to g e th e r ,  the f indings  of  the p resen t  study a t  

m a t r icu la t io n  level i n d i c a t e  t h a t  s in g le - sex  education seems the 

p re fe rab le  system fo r  females,  as i t  promotes s i g n i f i c a n t l y  higher  

achievement motivation and actual a t ta inment than co-education.

The p ic tu re  fo r  males presents  a double-bind type s i t u a t io n  with s in g l e ­

sex education being the more favourable system in regard to  promoting 

academic a t ta inment and co-education being more favourable in promoting 

he te rosoc ia l  adjustment.  I t  i s  thus c l e a r  t h a t  a l l  sub-groups, with
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the exception of  s in g le - se x  educated fem ales , are s a c r i f i c i n g  

o p por tun i t ie s  to develop optimally in a t  l e a s t  one c r i t i c a l  

developmental area .

In addi t ion  to the importance of the secondary school environment 

in  a s s i s t i n g  with adolescent  development, a second query comes to 

mind when cdnrp'arisons are made"between co-educated and s ing le -sex  

educated s tuden ts .  This i s  the question of whether any d i s t i n c t i v e  

influence of  these systems l a s t s  beyond school so as to a f f e c t  

a t ta inment and development a t  u n iv e r s i ty .  The p resen t  research was 

designed to include a p i l o t  study to i n v e s t ig a t e  th i s  issue by comparing 

psycho-social  and i n t e l l e c t u a l  development of f i r s t - y e a r  u n iv e rs i ty  

s tudents  who received co-educat ion and those who received s in g le - se x  

educat ion.  This i s  the f i r s t  time the question has received a t t e n t io n  

in the South African context .  Furthermore, in B r i t a i n ,  Dale 's  (1972) 

research was designed to assess  only i n t e l l e c t u a l  a t ta inment.

The only s i g n i f i c a n t  f ind ing  r e su l t in g  from the present i n v e s t ig a t io n  

a t  f i r s t - y e a r  u n iv e rs i ty  l e v e l ,  was t h a t  of  a s i g n i f i c a n t  d i f fe rence  in 

achievement motivation between co-educated and s in g le - se x  educated females 

in favour of the s ing le - sex  educated females.  One may question whether 

the n o n - s ig n i f ic a n t  f indings  on the o ther  measures in d ic a te s  t h a t  the 

systems of co-education and s in g le - se x  education have no in f luence  on 

l a t e r  l i f e  adjustment.  The p resen t  resea rcher  fee ls  t h a t  to 

accept th i s  interpretation uncondi t ional ly  would be in c o r re c t  as 

the sample used in  the p re sen t  study was small and psychology s tudents  

c o n s t i tu t e  a very s e l e c t  group. This ques t ion thus requires  f u r th e r  

i n v e s t ig a t io n  on a large r ep re sen ta t iv e  s tuden t  sample. In a d d i t io n ,  

s ince the var iables  of psychological adjustment and a t ta inment have
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been found by o ther  researchers  to  be highly co r re la ted  (Van Aarde 

1967; Leibowitz 1971), a s e le c t iv e  f a c t o r  may thus account fo r  the 

p re sen t  f ind ings .  I t  may be t h a t  only those m a t r icu la ted  s tudents  

from both co-educat ional  and s in g le - se x  schools who are adequately 

pcyrhntogical  1 y adjusted  score  s u f f i c i e n t ly  high enough academically 

to  gain access in to  u n iv e r s i ty .  This would then mean th a t  the 

inf luence of  secondary education on adjustment  would be s i g n i f i c a n t l y  

underplayed.

The p resen t  researcher  maintains t h a t  the question of whether any 

d i s t i n c t i v e  in f luence  of co-education or s ing le - sex  education l a s t s  

beyond school to a f f e c t  adjustment and at ta inment a t  u n iv e r s i t y ,  would 

be b es t  measured in  a study of  long i tudina l  design in which the 

c o r r e l a t i o n  between subjects' scores on the dependent va r iab les  is  

explored.
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CHAPTER 8

LIMITATIONS OF THE PRESENT STUDY AND SUGC :TIONS FOR FUTURE RESEARCH

8.1 Measurement Instruments

A very real  d i f f i c u l t y  in the p resen t  study was the  q u a n t i t a t iv e  

appra isa l  o f  the  m u l t i p l i c i t y  of  va r iab les  e x i s t in g  in  psycho-social 

adjustment and i n t e l l e c t u a l  development. This i s  a problem common 

to  a l l  soc ia l  research and may be p a r t l y  overcome only with the 

development o f  more adequate measurement instruments  and opera t ions .

In the p resen t  study psycho-social adjustment  was defined by four 

p a r t i c u l a r  in s t ru m e n ts , namely, the  B e l l ' s  Adjustment Inventory ,  the 

IPAT Anxiety S ca le ,  the Coopersmith Self-Esteem Inventory ,  and the 

Mooney's Problem Check L i s t .  This does no t ,  however, mean th a t  

adjustment per  se has been measured. Theoretical proposi t ions  

cannot be subjec ted  to empirical appra isa l  without  measuring 

opera t ions ;  however, one can never be ce r ta in  t h a t  the  y ie lded  

measurements o f  the ins trument  are equ iva len t  to the d e f in i t io n  of  

the proposed c h a r a c t e r i s t i c s .  This means tha ;  the p o s s i b i l i t y  of 

in h e ren t  l im i ta t io n s  w i th in  the s e le c te d  measurement instruments  i s  

recognized by the p re sen t  researcher .

In add i t ion  to  the in h e ren t  l im i ta t io n s  o f  a l l  measuring in s t ru m en ts , 

the ‘b o y - g i r l ' sub-sca le  of the Mooney's Problem Check L i s t  as a measure 

of he te rosoc ia l  adjustment was fu r th e r  l im i ted  in t h a t  the  r e s u l t s  

y ie ld e d  by i t  depend on the ex ten t  to which the indiv idual  h e r s e l f /  

h im se lf  i s  aware of h e r /h i s  problems and i s  w i l l in g  to acknowledge them. 

There is  thus a need f o r  the cons truc t ion  and v a l id a t io n  of a
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comprehensive and s e n s i t i v e  sc a le  to  measure he terosocia l  adjustment .

The i n t e l l e c t u a l  development of sub jec ts  in the p resen t  study 

was measured by

( i ) the Mental Aler tness  Scale of the High Level B a t te ry ,

( i i )  the Achievement Sub-seale of  the Edwards Personal Preference 

and by

( i i i )  the f in a l  examination marks a t  m a t r icu la t ion  level in  English ,  and

( iv)  a t  f i r s t - y e a r  u n iv e rs i ty  level in  Psychology One.

While the p resen t  r e searcher  recognizes t h a t  English r e s u l t s  in the 

Matr icula t ion Board examination are a l im i ted  c r i t e r io n  fo r  assess ing  

academic at ta inment ,  t h i s  criterion was adopted, as the  p resen t  system 

of  s tandard  grade and higher grade sub jec ts  makes averaging the f in a l  

marks in a l l  sub jec ts  meaningless and English is  the only su b jec t  w r i t t e n  

on the higher  grade by a l l  Engl ish-speaking s tuden ts .  The choice of  

psychology f in a l  examination r e s u l t s  as a measure of  at ta inment a t  

un ive rs i ty  level i s  a lso  l im i t in g .  However, t h i s , too ,  was the only 

su b jec t  taken by a l l  s tudents  in the u n iv e r s i ty  sample. In addition i t

was f e l t  t h a t  the combination of  these examination marks with scores on

the Mental Aler tness  Tes t ,  y ie ld s  a composite measure of a t ta inment.

Thus, as regards measurement ins t rum ents ,  the l im i t a t io n  of  the 

present  research in d ic a te  the following suggestions fo r  fu tu re  research 

in the area of co-education and s in g le - se x  education:

(a) the development and app l ica t ion  of a comprehensive and 

s e n s i t iv e  sca le  to measure he te rosoc ia l  adjustment;

(b) the cons t ruc t ion ,  by means of weighting the scores on 

subjec ts  w r i t t e n  at m atr icu la t ion  and u n iv e r s i ty  l e v e l ,  

of a composite score r e f l e c t i n g  academic at ta inment.
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8.2 Subjects

Although the  i n i t i a l  sample t e s t e d  fo r  the purposes of  the p resen t  

research was very l a rg e ,  the s t r i n g e n t  control over su b je c t  var iab les  

which was introduced by the p resen t  re sea rcher  meant t h a t  the f in a l  

m a t r icu la t ion  and u n iv e r s i ty  samples included for  ana lys is  were not 

very la rge .  However, despite  t h i s ,  the presen t  sample s ize  was f e l t  

to  be s u f f i c i e n t l y  large to y ie ld  meaningful f in d in g s . Methodological 

r igour  was f e l t  to be a more important c r i t e r i o n  than a large sample in  

which many important fac tors ,  such as age , socio-economic s t a t u s ,  and 

parenta l  mar i ta l  s t a tu s  are l e f t  uncon t ro l led ,  thus y ie ld in g  meaningless 

f i  ndings .

The p resen t  r e sea rcher  does, however, fee l  t h a t  the un ive rs i ty  

sample, which was confined to  s tudents  taking Psychology One in t h e i r  

f i r s t  y e a r ,  i s  r e s t r i c t e d ,  as these s tudents  c o n s t i tu t e  a s e l e c t  group. 

Since the u n iv e rs i ty  study was intended to  c o n s t i tu t e  a p i l o t  study 

in to  the a rea ,  t h i s  sample seems adequate.  However, fu tu re  research 

in  the area should include a broader spectrum of u n iv e r s i ty  s tudents  in  

t h e i r  a n a l y s i s , so as to y i e ld  f indings  which are more r ep resen ta t ive  

of  u n ive rs i ty  s tudents  as a whole.

8.3 Methodologi c a l Factors

There i s  one s u b je c t  var iab le  which i s  r e l a t i v e l y  simple to control and 

may be of  i n t e r e s t  to measure in fu tu re  research.  This var iab le  is  the 

c o n s t i tu t io n  of  s ib l i n g  groups, t h a t  i s ,  whether the su b je c t  i s  an only 

c h i ld ,  belongs to a s in g le - sex  s ib l in g  group or belongs to a mixed-sex 

s ib l i n g  group. This i s  a f a c to r  not accounted for  in the pas t  and 

presen t  research and may be of  importance to  assess .  For example.
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one may hypothesize t h a t  sub jec ts  who are the only chi ld  in the 

family or who belong to same-sex s ib l in g  groups and are educated 

in s ing le - sex  i n s t i t u t i o n s  w il l  be the l e a s t  well adjusted group on 

the he te rosoc ia l  p e r so n a l i ty  dimension. Owing to  the lack of 

he te rosoc ia l  experience with s ib l in g s  in  the home, these groups may 

re ly  more heavily  on. the environment of  the secondary school fo r  

he te rosoc ia l  experience than sub jec ts  from mixed-sex s ib l i n g  groups.

There are many forces  which help to  determine whether a school i s  

good or bad or merely mediocre and although this  i s  not the place fo r  

a comprehensive review of them, t h e i r  mention should help to keep 

matters  in pe rspec t ive .  The wel l -be ing  of a school n a tu ra l ly  depends 

to a g rea t  ex te n t  on the p e rso n a l i ty  o f  the head, or of a few key 

people. The ex ten t  of t h i s  inf luence  w i l l ,  in  t u rn ,  depend p a r t ly  on 

the  i n t e r a c t io n  of these  leaders  with the  p e r so n a l i t i e s  of the r e s t  of 

the s t a f f ,  and the i n t e r a c t io n  of  both leaders  and s t a f f  with the  type of 

s tu d en t  a t  the school.  In a co-educational  school several  major facuors 

are added - the i n t e r a c t iv e  inf luence  of boys and g i r l s ,  of male and 

female teachers  and even of  s tudents  with male and female teachers .

These add a new dimension to the school community, a dimension which 

springs from the roots of human nature and is  perpetually a t  work -  

the inf luence  of one sex on another.

The p resen t  f indings  o f  no s i g n i f i c a n t  d i f fe rences  between the 

groups a t  f i r s t -y e a r  u n iv e r s i ty  level may be a t t r i b u t a b l e  to the 

p o s s i b i l i t y  t h a t  only those s tudents  who are adequately psychologica l ly  

ad justed  attain a s u f f i c i e n t l y  high academic s tandard  in m a t r icu la t io n  

to  allow them access in to  u n iv e rs i ty .  Future research should thus
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be d i rec ted  to exploring th i s  issue  in longi tudina l  perspect ive  and 

should in d ica te  the c o r re la t io n  between s u b je c t s '  scores on the 

dependent va r iab le s .

8.4 General Direct ives  fo r  Future Research

The findings of  the present research indicate t h a t  i t  i s  in  the areas 

of  i n t e l l e c t u a l  achievement, achievement motivat ion and heterosocial  

adjustment t h a t  the d i f f e r e n t i a l  inf luences  of co-education and 

s ing le - sex  education on development are most manifest .  S t range ly ,  

though, i t  i s  p rec ise ly  the  areas of  achievement motivat ion and 

he terosocia l  adjustment t h a t  have been overlooked by researchers  in 

th i s  area .  Perhaps the neglec t  of these developmental areas in 

research has been due to  the f a c t  t h a t  no completely s a t i s f a c t o r y  

measurement instruments have been constructed fo r  t h e i r  measurement. 

There is  thus a need fo r  the cons truc t ion  and v a l id a t io n  of 

comprehensive scales  to  measure achievement motivat ion and heterosi c ia l  

adjustment,  and the ap p l ica t io n  of  such sca les  to  the f ie ld s  of  

co-education and s ing le -sex  education.
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CHAPTER 9 

SUMMARY AND CONCLUSION

When considered to g e th e r ,  the findings o f  the p resen t  study a t  

m a t r icu la t ion  level in d ica te  t h a t  s in g le - se x  education seems the 

p re fe rab le  system fo r  females , as i t  promotes s i g n i f i c a n t l y  higher 

achievement motivat ion and a t ta inment than co-education. The 

p ic tu re  fo r  males, however, i s  not as c lea r  with s in g le - se x  education 

promoting s i g n i f i c a n t l y  g re a te r  academic at tainment and co-education 

promoting s i g n i f i c a n t l y  b e t t e r  he te rosoc ia l  adjustment.  With the 

except ion of  s in g le - sex  educated females ,  the p resen t  f indings  reveal 

t h a t  each sub-group included fo r  ana lys is  in the  present,  study is  

s a c r i f i c i n g  oppor tun i t ie s  to develop optimal ly in a t  l e a s t  one c r i t i c a l  

area .  The group which appears to be the worst a f fec ted  i s  the 

co-educated females,  who seem to i n h i b i t  both t h e i r  motivat ion and 

a b i l i t y  to achieve.

At th is  junction,  psychologis ts  and e d u ca t io n a l i s t s  may r e t o r t  in 

despair, 'Well what are we to do, given the f a c t  t h a t  f u r t h e r  research 

i s  clearly needed and t h a t  the pol icy o f  the Departments of Education 

in the four provinces is  to follow co-educa t ion?1. In answer to t h i s  

ques t ion ,  the  present researcher  recommends t h a t , . i n  add i t ion  to 

addressing themselves to f u r th e r  research, psychologis ts  and e d u c a t io n a l i s t s  

begin to develop psycho-educational intervention programmes, which can be 

i n s t i t u t e d  in co-educational and s in g le - se x  schor ls  in the appropria te  

areas .  This suggest ion should not be taken to mean t h a t  the p resen t  

researcher  bel ieves  t h a t  any one educat ional  system can optimally
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achieve a l l  educational  aims and answer a l l  the developmental needs 

of adolescents .  However, once serious  l im i t a t io n s  of  one system 

r e l a t i v e  to another  are i d e n t i f i e d ,  some form of  co r rec t ive  in te rv e n t io n  

becomes poss ib le  and necessary.

The p resen t  f indings  a t  m at r icu la t ion  level  in d ic a te  t h a t  any 

psycho-educational in te rv en t io n  programme fo r  co-educational schools 

should include the following d i r e c t iv e s :

( i )  All female s tudents  to be consc ient ized  to  the phenomena of 

' r e a r  of  succ e ss1 and 'gender p a n ic 1;

( i i )  Feminist l i t e r a t u r e  to  be included in school l i b r a r i e s  and 

e f fo r t s  to  be made to  secure i n s t r u c t io n a l  m a te r ia l s ,  inc luding  

tex tbooks,  which favourably portray women in n o n - t r a d i t io n a l  

ro les ;

( i i i )  S en s i t ize  a l l  s t a f f  to  the issue  of sexism and to what are 

d iscr iminatory  p ra c t i c e s .

Only i f  such a programme i s  developed and i n s t i t u t e d  wil l  the 

system of  co-education gain c r e d i b i l i t y ,  f o r  the p resen t  findings 

in d ic a te  t n a t ,  as i t  p resen t ly  s ta n d s ,  co-educat ion promotes the 

development and achievement a sp i r a t io n s  o f  males to the neg lec t  of 

those of  females and th i s  has concomitant important  psychological 

repercussions .

In regard to  s in g le - sex  educated males, the f inding of 

s i g n i f i c a n t l y  lower he te rosoc ia l  adjustment when compared to co-educated 

m atr icu la t ion  males suggests  the need fo r  the development and i n s t i t u t i o n  

of a psycho-educational in te rv e n t io n  programme which should include the 

following d i r e c t iv e s :
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( i ) Bring the i s sue  of  he te rosoc ia l  d i f f i c u l t i e s  i n to  the open

in informal counsel l ing sess ions .  This w il l  allow fo r  the

sharing of d i f f i c u l t i e s  with peers and s t a f f  and lead to

them becoming normalized.

( i i )  Develop e x t r a - c u r r i c u l a r  a c t i v i t i e s  in  the secondary school 

environment which are designed to include females.  This wil l  

a s s i s t  with and increase  the frequency of  heterosocia l  con tac ts .

I t  i s  i n t e r e s t i n g  to note t h a t  a u th o r i t i e s  a t  some s ing le -sex  

schools fo r  boys in  Johannesburg have already introduced r e l a t iv e ly  

uns truc tu red  he te rosoc ia l  programmes. However, the ■'"r>troduction of 

such a c t i v i t i e s  has been based on informal observat ions  of s t a f f  a t  

these schools .  Findings such as those from the p re sen t  study provide 

a firm research foundation fo r  these t rends .  In ad d i t io n ,  the 

p resen t  f indings  provide d i r e c t iv e s  for  the development of c lea r ly  

s t ru c tu re d  psycho-educational programmes in th is  regard .

A f u r t h e r  recommendation a r i s in g  from a cons idera t ion  of the  

findings in the p re sen t  study i s  the development of a parent  programme 

aimed a t  enhancing parent  awareness of p o ten t ia l  l im i t a t io n s  of  each 

type of educational  system and counsel ling in connection with p o s s i b i l i t i e s  

in  the areas of prevention and remediation. Such programmes could be 

of fered  both before  the type of  secondary school i s  se le c ted  f o r  the 

s tuden t  and during h e r /h is  secondary school y e a r s .

Taking cognisance of the findings and inferences  from the p resen t  

s tudy and the r e l a t e d  l i t e r a t u r e ,  i t  seems t h a t  the decis ion as to 

which type of educational system should be se lec ted  f o r  any adolescent  

i s  a highly individual one and should take account of:
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( i ) the p e rso n a l i ty  c h a r a c t e r i s t i c s  of  the individual

( i i )  the values of the adolescent  and the paren ts .  In regard to 

males,  a decis ion as to  whether one places g rea te r  value on 

academic a t ta inment than he te rosoc ia l  adjustment becomes 

necessary when considering the a l t e r n a t iv e s  of s ing le - sex  

education and co-education

( i i i )  the s ib l i n g  s t r u c tu r e  of the family. Co-education may be the  

recommended system when the s ib l in g  s t ru c tu re  i s  s in g le - se x .

This p o ss ib i l i t y  should be considered and research i s  required  

on th i s  i s sue .

In l ine  with the view t h a t  the choice regarding co-educat ion or 

s ing le -sex  education i s  both d e l i c a te  and c r i t i c a l ,  the p resen t  

researcher  f e e l s  t h a t  the p resen t  system in South Africa of 

departmental a l lo c a t io n  to sch^cls in  accordance with geographical 

zoning,should be revised and the real d i f f e r e n c e s ,  advantages and 

l im i ta t io n s  o f  the systems of co-education and s ing le - se x  education 

should be publ ic ized  and brought to  the  a t t e n t io n  of the publ ic .  This 

would al'ow a decis ion with regard to co-education or s in g le - se x  

education to be made, taking in to  acount the abovementioned f a c t o r s , 

r a th e r  than on the bas is  of  c u l tu re ,  t r a d i t i o n  or pre jud ice .
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APPENDIX A 

BIOGRAPHICAL QUESTIONNAIRE

-P le a se  complete th i s  form. In completing the form c i r c l e  the appropria te  

answer -  for example -  i f  your answer i s  'yes' then mark i t  as follows:

(YES)/ NO. I t  i s  important to understand t h a t  the word 'c o -e d u c a t io n 1 r e fe r s  

to schools at tended by both boys and g i r l s  while ' s i n g l e  sex school '  r e fe r s  

to  schools at tended by e i t h e r  boys or g i r l s .

Name of  schoo l :___________________________________ __________________________

Name:_____________________________________________________ ____________________

Age:  Y e a r s __ ____________ Months

Sex : ----     —-----------------------------------------

F a the r ' s  occupation: , , ------------------ -------------------------- --------------------------------------

Mother's occupat ion:____ ___________________________ _______________ _________

Suburb in which you l i v e : ___________________________________________________

Number of  b ro thers  and s i s t e r s : ________  b ro the rs ;    s i s t e r s

School type: Co-educational_____________ ; S ing le -sex------- ____— ---------------

Have you at tended the p re sen t  school s ince  s tandard  s ix? YES/NO.

I f  no fco the above was your previous high school co-educat ional or

s ing le-sex?  Co-educational_________; S ing le -sex__________________________

Was the primary school/s  you attended co-educationai?  YES/NO

Subjects .hosen fo r  M atr icu la t ion  and level  on which examinations w il l  be

w r i t t en  : (Please l i s t )

Subject :  Level:
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APPENDIX B

BIOGRAPHICAL QUESTIONNAIRE (STUDENT FORM)

Please complete th is  form. In completing the form c i r c l e  the 

appropria te  answer -  for  example -  i f  your answer i s  'ye s '  then 

mark i t  as foilov/s(YES)/  NO. I t  i s  important  to understand th a t  

the word 'co -educa t ion '  r e fe r s  to schools a t tended by both boys 

and g i r l s  while  ' s in g le - s ex  sch o o l ' r e fe r s  to schools at tended by 

e i t h e r  boys or. g i r l s .

Name ______________ ________________ _______________________________

Age : .................. ...................Y e a r s ....................................Months

Sex :________________ _________ ___________________________________

Fa the r ' s  occupation : ___________________ _____________ _______ ____

Mother 's occur- ,,on : _____________________________________________

Suburb which you l i v e : ____________________ _____________________

Lumbers of bro thers  and s i s t e r s : _______b r o t h e r s ; _________ s i s t e r s

Type of primary school attended: Co-educat ional ;  Single-sex

Type of high school at tended:  Co-educational;  S ingle-sex;  Both

Did you proceed s t r a i g h t  from m atr icu la t ion  to un ivers i ty?  YES /  NO

Is th is  your f i r s t  yea r  a t  u n ive rs i ty?  YES /  NO

Degree fo r  which you are r e g i s t e r e d   _____________ ___________
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