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ABSTRACT

The present dissertation was designed to assess systematically

and objectively the relative influence of the systems of co-education

and single-sex education in assisting with the resolution of adolescent

developmental tasks. Since it was felt by the present researcher that

any complete evaluation of adolescent development must involve an

appraisal of the social, heterosocial, emotional and intellectual domains,
the dependent variabies and measurement instruments selected for the

present study were:

(i) Home Adjustment )

(ii) Social Adjustment ) Bell's Adjustment Inventory

(iii) Emotional Adjustment )
(iv) Heterosocial Adjustment - 'boy-girl! sub-scale of the

Mooney Problem Inventory

(v) Anxiety IPAT Anxiety Scaie
(vi) Self Concept Coopersmith Self-Esteem Inventory

(vii) Achievement Motivation - Achievement sub-scale of the

Edward Personal Preference Scheduie

(viii) Academic Attainment - Final Examination Results

(ix) Intelligence -.Mental Alertness Scale of the

High Level Battery

The total number of subjects selected for the present study
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 is - matriculation or first-year university.
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Of the total sample, 149 subjects received co-education and 152 received
single-sex education; 161 subjects were matriculation students and 140
subjects were first-year university students.

The statistical procedures applied to the present data, included
Factor Analysis, Analysis of Variance and t-tests. Significant
differences in favour of single sex education were found in the area
of intellectual deve tocment and cignificant differences in favour of
co-education were found in the area of heterosocial adjustment. The
psycho-educational implications of these findings for both the
psychology of adolescence and the policies of co-education and single-
sex education are explored and recommendations for the development and
implementation of psycho-educational intervention programmes in the

schools are indicated.
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CHAPTER 1

A et e e -

INTRODUCTION

The 'teenage years' which include the periods of puberty and

adolescence comprise an important, transitional period of
development often critical to the ultimate success or failure of
Yhe individual's socialization, adjustment and later achievements
in life, “n the few years between late childhood and early
adulthood the adolescent must develop a philosophy of life, a set
of moral neliefs and standards. She/he must also develop a sense
of her:his own identity and have wome idea of who she/he is, where
she/ne *s going and what the possibilities are of getting there.
The develnpment of one's own identity as a person (what Erikson has
called 'ego identity'; requires a perception of the self as separate
from others despite ties to them) and a feeling of wholeness or
self-consistency, not only in the sense of internal consistency at a
particular moment, but also over time. The transitional years which
comprise adolescence thus require a number of crucial readjustments.
Since during adolescence the individual is in the school environment
more than she/he is in the home environment or in any other environment,
the school way 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
distinctive feature of our ethos.

Macomber (1968) has suggested that the school 'should act as an

integrative agent for the adolescent' and should define behaviour

and competenciss that are necessary for the adolescent to deal with
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her/his problems and to resolve her/his developme tal crises (p 68).
In line with this psycho-educational theory there has been a sTow

but definite trend towards extending the traditional emphasis of
education on scholastic material to include a concern for personality
growth. Increasing concern is being given to the mental health of
the adolescent with a view to assisting personality adjustment and
harmonious inter-personal relationships (Minuchin et al. 1969).

A logical extension of the view that the secondary school
environment is of major significance in assisting the psychological,
social and intellectual development of the adolescent, is that
different educational systems will differentially influence the
adolescent's resolution of developmental tasks. It has been shown
that single sex and co-educational schools differ considerably from
each other in tone or atmosphere (Dale 1969), and it follows that
each must be exerting a different influence on the attitudes,
emotional well-being and personality development of its constituetit
students. .ow strange it is, therefore, that the study of these
differences which are of psychological and educational significance
has in the past been so neglected, especiaily in the South African
context, leaving the protagonists on either side to debate the matter
with many theoretical arguments but few empirical facts.

The debate concerning the rival rurits of co-education and single
sex education may be traced back to 1939 when Pekin published a book
in which he considered the objections and the advantages propounded
by critics and supporters of co-education. The theoretical arguments
identified by Pekin (1939} and which are debated to the present day

centre around the contentious belief in an essential difference in
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the natures of boys and girls which favour single-sex education and
the differential intellectual development of the sexes (Newsome
1948; Phillips 1963; Kremer 1965; Waetjen and Grambs
1963; Kolesnik 1969) and the issue of which system best assists
heterosocial and heterosexual development (Aarts et al. 19553
Frison 1969; Levine 1964; de Klerk et al. 19603 Miller 1967; Lamb
and Pickthorn 1968; Descamps 1931).
Thus some educational-psychology theorists (Frison
1959; Gaertner 1961; Coleman 1961; Jones et al. 1972) argue with
conviction that co-education is inimical to both emotional adjustment
and academic attainment. On the other hand, supporters of co-
education (Miller 19€7; Dale 1969; 1972; Sutherland 1969) contant that
co-education is necessary to prepare adolescents to take treir places
natura]iy;in the world of men and women. The latter group argue that
the environment of the co-educational school, which more closely
approximates the environment of the wider social context, best equips
the adolescent to adjust to the social world beyond the school.
Despite the burning controversy over the rival merits of the co-
education and singie‘sex education, only rarely have these issues been
investigated systematically in their own right. The research which
has been conducted in the field of co-education has been largely
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 is characterised by both an objective, scientific
orientation and by more personal observation - often in the form of
attitudinal surveys.
Dale (1969), Nicholls (1967) and Taucher (1969) conducted

attitudinal surveys investigating the attitudes of students towards
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their co-educational and single-sex schools. The results of these
three surveys indicated a decided preference for co-education among
most pupils in secondary schools. Dale (1969) extended his research to
include the responses of teachers and ex-pupils who had experienced both
types of schooling. Dale found that co-education was the preferred

system by virtue of the fact that co-educational schools were felt to

offer 'a better preparation for life in a bisexual world, a more natural
atmosphere between boy and girl, .... a better attitude to sex ....'(p 176).

On an implicit level the results of the atti.udinal surveys suggest

that the social environment of the co-educational school equips adolescents
better to adjust to the adult world beyond the school. The only attempts
to evaluate systematically and objectively the psychological and social
adjustment of adolescents attending co-educational schools and those
attending single-sex schools were the studies conducted by Dale (1968;
1971) and Van Aswegen (1975).  These researchers obtained scores for pupils
on many personality measures and both researchers found no significant

di fferences between pupils attending these schools.  Although the
research by Dale (1969; 1971) and Van Aswegen {(1975) was very broadly
conceived and intensively assessed, the question of the effects of

these two systems on heterosicial adjustment was not addressed. In
addition to this, Van Aswegen's research which is the only study in

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

was confined tc female students. The effects of co-education on the
psychological and social adjustment of male students in South African
secondary schoois has thus never been investigated.

Taking cognisance of the deficient state of research on the
relative influences of co-education and single sex education on South

African secondary school students, the present research is aimed at
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redressing this by representing a systematically controlleu study
measurina the psychological, social and heterosocial adjustment of
male and female secondary school students.

In addition to the psycho-social crises faced by the adolescent,
the adolescent period is also a definite point in intellectual
development. During adolescence, intelligence as a truly co-ordinated
mental organisation involving sensory-motor, cognitive and conceptual
abilities can be said to appear (Piaget 1952; Vinacke 1951).  Ausubel
(1962) describes the transition during early adolescence as involving
movement from 'a predominantly concrete to a predominantly abstract
mode of understanding and manipulating complex relational propositions’
(p 268).  Braham (1965) describes adolescence as ‘the period of true
intellectual growth' (p 25). However, Braham points out that it is
precisely 'when intelligence is beginning to function as a co-ordinated
structure and requires the most nurturing circumstances, the adolescent
meets a major deterrent to its development, that of the intellectually
negating peer group structure, o sub-culture' (p 252). Braham's
opinion that the adolescent peer culture in secondary co-educational
schools exerts a stultifying effect on intellectual activities 1is
supported by Coleman (1961) who found that status in co-educational
schools is dependent upon popularity rather than upon scholastic and
intellectual achievement which consequently results in a lowering of
the level of academic attainment.

Systematic research surveys on the intellectual achievement of
pupils attending co-educational schools in comparison to pupils
attending single sex schools have been conducted by Tyson (1926)

King (1945), Sutherland (1961), Kolesnik (1969), Strickler and

P
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Phillips (1970), Dale (19693 1971) and Van Aswegen (1975). The
general trend indicated by the results of these surveys is lower
academic performance on the part of co-educated girls compared to
the girls from girls' schools; however, this trend was found to be
reversed in the case of boys where co-educated boys cften achieved
higher academic results than boys from boys' schools.

Although investigations on academic attainment have revealed
certain similarities in results and although these resuits are
consistent with the theoretical argument that a Towering of academic
standard of girls occurs in a co-edycati. «1 school, it is also
evident in considering these stud.c: that factors other than co-education
or segregation may have influenceu the findings. The latter group of
factors included age differences, differences in intelligence and
differences in social class.

It is the intention of the present researcher to take cognisance
of the abovementioned methodological shortcomings in the field of
co-education and academic attainment and to represent a wall-controliled
study assessing, in the South African context, the relative effects of
co-education and single-sex education on academic attainment.

A further question comes to mind when assessing the relative
influences of co-education and single-sex education and this question
which arises is whether any distinctive influence lasts beyond the
school to affect performance at university. Research on this issue
is confined primarily to a study by Dale (1972) who in turn restricted
his research to measure only the academic progress of students who
had attended co-educational schools and those who had attended single~

sex schools. Thus, the psychological, social and heterosocial




adjustment of students who attended the two school types has never

been assessed. The present research is designed to enter a new

field by investigating in the South African context, the psychological,
social and heterosocial adjustment, as well as the academic attainment
of first vear university students who received co-education, and those
who received single-sex education.

In the present dissertation, consideration will be given to a
historical and philosophical overview of co-education (Chapter 2), a
theoretical overview of the adolescent period of development and a
consideration of the theoretical jmplications of adp]escent development
for education (Chapter 3), and finally a review and assessment of

studies conducted on the relative merits of co-education and single-

sex education (Chapter 4).
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CHAPTER 2

HISTORLCAL AND PHILOSOPHICAL OVERVIEW OF CO-EDUCATION
AND SINGLE-SEX EDUCATION |

2.1 General History

in order to give proper consideration to the historical development
of any entity, it is useful to confine that entity within certain
definable limits. A co-educational school may be defined as 'a
school which admits boys and girls on equal terms....it is a school
in which boys and girls are educated together, usually in the same
classes....' (Howard 1940, p 15).  The system of co-education lies
in direct juxtaposition to the sysiem of monastic or single-sex
education - the system whereby males and females are educated
separately in segregated institutions.

Throughout the long history of man, the family has been a basic
institution serving as the cultural workshop for the transmission ov
cherished traditions and for guiding the child in the pathways of
development. Since education in the home is usually co-education,
co-education can claim to be the most ancient of all systems of
education. However, from the history of education in the narrow sense,
that is, the histaory of education in schools, co-education cannot claim
a distinguished history. Although co-education has grown considerably
in the nineteenth century and twentieth century, its growth has been
spasmodic and, in earlier times, only brief glimpses of it are to be
obtained.

Glimpses of the joint education of boys and girls can be seen in
classical times =~ though the evidence is fragmentary. Howard {1940)

points out that in Sparta, where the position of women was higher
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than in mos* -ommunities of the time, the sexes were by no means

entirely separated. It is known, for example, that the educational

endowments of Teos provided that the professors of 1iterature should

teach both boys and girls. A Roman tombstone exists which depicts a

schoolmaster with a girl on one side of him and a boy on the other.

In the first century AD Musonius wrote in favour of co-education. He
argued that the virtues required 1in boys anu girls were alike.
However, the prevailing instinct of ancient Rome was against a common

upbringing of boys and girls.

Boys and girls seem to have attended the monastery schools of the
Greek Church for some centuries, but after that all trace of co-education
in schools has been lost for some hundreds of years. Howard (1940)
believes that the adverse influence of priests was a powerful factor
accounting for co-education being terminated. Right up to the prasent
day, in countries in which Roman catholicism flourishes, co-education
has made comparatively little headway. The monastic schools of the
Middle Ages were attended by boys alone; the girls, when educated at
a'l, attended a nunnery school. Another factor accounting for the
failure of co-education to advance in medieval times is attributable
to the general view of the position of women and the specific duties
for which they were to be trained. For centuries the status of women
was low and their role was perceived to be in the home rather than in
the outside world. With such a view of tue position of women, it
would be idle to have expected co-education to flourish.

The early Humanists of the Renaissance held a higher view of the
p..ition of women. Educatini for them theoretically involved the
development of personality - body, mind and spirit; in practice

they wanted Titerary accomplishments for both men and women. In
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accordance with this elevated view of women, girls began to be
admitted to Renaissance schools, especially the ‘home' schools of
great families. Luther recognized the need for educating girls - he
held that salvation was to be attained by reading the Bible and
therefore felt that girls should be taught to read. To this extent
Luther may be considored the father of modern co-education in
practice. It was Luther's Protestant influence which started
Primary Schools in Germany, Scotland and the north of England; and
girls were often admitted. The movement of elementary co-education
was thus heralded and has grown steadily since. Today the co-
educational elementary school is the norm internationally.

Thus the effect of Christianity upon co~education was profound,
but slow in operation. Christianity laid the foundations in the

pagan world of a better view of women, which bore within jtself the

germs of co-education.

2.2 History in Britain

In the 19th Century there existed in Britain the old established
Grammar and Public Schools for the education of boys. At this time
in Britain secondary education was limited almost exclusively to boys
because the essence of education was based on the roles which adult
men and women played in the society: girls, when educated at all,
were taught to be useful in the home, and ornamentai. The Victorian
Age was thus characterized by the ‘finishing' of young ladies and the
acidemic emulation of the male sex. New schools founded during the
Victorian Era were thus single-sex.

The graqual emancipation of women from the home and her entry

into career 1ife which began in the mid-nineteenth century, Ted to
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increased numbers of girls receiving secondary education with the
consequent entry of a large number of girls into boys' schools.
However, many of the boys' schools of high repute and old traditions
would not admit girls and this resulted in secondary schools being
built for girls. Barnard (1968) writes that Girls' Public Day
School Trust built their first girls' school in 1873 and by 1891 the
number of all-girl schools had increased to thirty-six. This single-
sex tradition in Britain continued its self-perpetuating course for
most of the first half of the twentieth century.

After the Second World War the attendance of secondary schools
by boys and girls increased rapidly. The Labour Party came into
power in Britain and introduced comprehensive secondary schools
which, for economical reasons, resulted in increased co-education.
The comprehensive schools in England became a political issue and
thus co-education received much attention as evidenced by the
extensive research conducted by Dale (1949; 1955; 1962). Despite
the increase in co-education in Britain during the present century,
it is the single-sex tradition that still receives the majority
support.

The advance of co-education in England has been described by
Van Aswegen (1975) as being tempered by certain inflexible ideas favouring
single-sex education which are often based on tradition, ignorance and
prejudice. With relatively few exceptions, the teachers and parents of
the pre-war era received sinyla-sex education and this resulted in co-
education being foreign fu and as such objectionable to the more affluent
section of the population. Facts are needed if the supporters of
co-education are to convince the opponents of its value. However,

in England, the production of facts is very di fficult because the
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established, traditional single-sex schools attended by the children
of the affluent population, are not comparable on sound methodological

grounds with the co-education schools attended mainly by children

coming from the less affluent sector.

Thus to the present-day the single-sex tradition has continued as

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

points out, this preference 'is not founded on educational theory but

on a combination of historical evolution and a public image of a few
schools where an elite educated by an elite produced future scholars
for the ancient universities. Yet there is 1ittle research to

evaluate the achievement of these schools, especially in areas other

than the academic' (p xii).

Dale (1969) succinctly sums up the, present-day preference for

single-sex education in Britain when he writes:

'0f solid worth there must have been much but it is not
easy to determine where the worth ended and the myth
began, nor to what extent the achievement and prestige
are due to the special clientele, the "yoper crust" of
academic success, well qualified staff, or tradition.
Certainly there is no reliable evidence that the single
sex nature of the education ,roduced better academic

progress.' (p xii).

2.3 History in America

Although custom, law and religion in Colonial America tended to
consider women as inferior and therefore subordinate to men,
conditions on the westward-moving frontier made traditional women's
jobs essential and furthermore in many cases required women to
perform men's wor<. Both the American and the French Revolutions
unleashed ideas of equality and natural rights tha* could not be

permanently limited to men. As a new society took shape in the
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New World under new and changing conditions, traditional attitudes
towards the lot, 1ife and work of women had to be revised.
Wider educational opportunities for women soon became a focal
point for concern and under the stimulus of such concern, the initial
sporadic interest in elementary education for girls became a
continuing interest in female academies and seminaries, which, by the
time of the Civil War, were to be found in almost every state of the
Union. From the beginning, the district schools in the small
settlements were open to both sexes. As Howard (1940) puts it
'American civilisation was in a hurry, it had no time to waste in
duplicating schools' (p 41),  As schools grew in number and their
scope widened, they continued to be co-educational. In the west
this was perhaps a matter of convenience and economy. In the more
thickly populated east it would have been possible, had there been
any demand for it, to have established the single-sex school.
However, the co-aducational school was definitely preferred; it was
the embodiment of the American doctrinz of equal opportunities for all.
The official view of co-education in America is that it is impartial -
it gives the girl the same opportunity for advancement and culture as
it gives the boy. At present the entire system of state schools in
America is co-educational. Title ix of the Education Amendments of
1972 states that 'no person in the United States shall, on the basis of
sex, be excluded from participation in, be denied benefits of, or be
subject to discrimination under any education programme or activity
receiving tederal financial assistance' (Campbell et 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 of total school
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enrolments are co-educational in nature. It is only in the non-

public schools which account for ten per cent of total school

enrolments that males and females receive segregated education. One
may be tempted to attribute the existence of these non-public single-
sex schools to dissatisfaction with co-education. However, if one takes
cognisance of the fact that Roman Catholic Schools enrol approimately.
eighty per cent of the nation's non-public school students,

it becomes evident that single sex secondary education in America,
where found, exists aimost primarily for religious reasons. (See
Campbell et al. 1975, p 148 for statistical information) -

Thus in America, in contrast to Britain, it is the single-sex
school which is without a history. In America, co-education is
preferved on educational democratic grounds and this policy is
founded on the belief that co-education is impartial in the sense
that it gives the girl the same opportunity for advancement and
culture as it gives the boy. This democratic educational ideal
has in recent years come under fire by the feminist movement which
alleges that girls are discriminated against throughout their entire
educational lives (Horner 1969; 1972; Lerney 1977).

These theorists hold that in co-educational schools the competitiveness,
drive and will to succeed of girls becomes radically reduced in order
not to appear as ‘unfeminine'.  Thus the phenomenon of ‘fear of success’
in women is heightened in mixed-sex educational environments (Horner
1969; 1972). This challenge to co-education needs further researching
and may sow a seed for single-sex education becoming the preferred

system in that it best promotes attainment in females.

o e e e
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2.4 History in Australia

Australia developed throughout the nineteenth century as an offshoot
of the communities of the British Isles. The Australian continent
was first settled by immigrants from England, Scotland, Ireland and
Wales and, during the first three decades, mainly by invoiuntary
immigrants. As the six Australian Colonies created the economic and
social fabrics of their communities, they borrowed heavily and
inevitably from the traditions and the models that were at hand in the
mother country. The movements of political, social and educational
thought of Britain in the nineteenth century influenced the developing
Australian nation.

Thus it is an elementary fact that Australia began as essentially
a British community and in many fundamental respects is a reproduction
of British Society. English-speaking immigrants of whatever origin
made do with the British inheritance as Jong as it stayed workable.
However, the geographical problems, population distribution and the
internal wranglings of the churches induced Australians to opt for
closely-centralized control of education within each of the States,
for secularization of the public provision and for novel means of
securing a reasonably equal spread of basic opportunity.

It is almost impossible to generalise satisfactorily about the
structure of secondary education in Australia except to point to the
fact that there exist both State and non-State schools. The majority

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

social circumstances of the early decades of the history of the society,

have found little difficulty in accepting the belief that the education

of the community is the responsibility of the governments. These state

in o ey
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schob]s, which are attended by approximately seventy-five per cent
of Australian children are most frequently co-educational in nature.
Jones (1974) points out that Queensland, long regarded as the most
{ , conservative state educationally, follows the basic principles of
co-education in its high schools.

The non-governmental or independent secondary schools in Australia
are attended by approximately twenty-five per cent of Australian
children, and of these, about eighty per cent attend Roman Catholic

Schools. Often called 'private' or 'independent' rather than 'non-

§ government', these schools are generally church-based and single-

* ceter W

sex in nature. In 1971 a total of 2 180 non-government schools were
in operation, and, of these 1 781 were under the auspices of the Roman
Catholic Church. The Church of England controlled 108, thirty-three

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 e-d are likewise founded on prestige and tradition

and responsible for an elitist education.

These schools charge substantial fees and are thus bayond the
Eg . reach of the great majority of people. These non-government schools
are single-sex schools. The choice of this type of school is made

mainly for social reasons. 'It is customary for parents enjoying a

certain social and economic position to send their children to

| independent schools; to patronise them is part of Tiving up to one's
1§ social position' (Partridge 1968, p 79).

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

et b L o

Victoria next (581) and Queensland third (342). These non-
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government schools - religious and undenominational - are
organised along the lines of sex segregation. Objections to the
existence of these schools are grounded 1in the fact that these
schools are viewed as accentuating religious, class or eccnomic and
¢~ tional lines. The single-sex nature of these schools and the
part they play in inequality between the sexes have not however been

challenged at national level in Australia.

2.5 History in South Africa

In considering the historical development of co-education in the
Western World it has become clear 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 it. Although the South African
educational system has many determinants rooted in the Western
educational tradition, many of its facets are unique, owing to its
own distinctive people and history.

The Dutch settlers, who may be considered the first people from
Europe to settle permanently in South Africa, approximately three
hundred years ago, brought with them to the Cape a tradition of
religious education. They weré followed by people of British and

German stock.

2.5.1 History under the Dutch Settlers

The Dutch pioneers were a very religious group and believed
strongly in sajvation through 'religion'. Religious education for
their children was all these pioneers wanted and it was given to
both male and female children at home by a church official or some

itinerant (Behr and Macmillan 1972). Sometimes this religious
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" teaching was combined with a little elementary instruction in

reading, writing and arithmetic. In 1€63 provision was made for
the first public school at the Cape.  This school was attended by
both boys and girls. As the settlement at the Cape expanded so
did the need fo} more schools and, in accordance with the demand,
various public schools were established in Cape Town and the rural
areas. These first public schools established by the Dutch were
co-educational and they were, from 1714 onwards, controlled by a
special educational commission, the Scholarch, under supervision of
the Governor and Council. By 1737 there were four public schools
in Cape Town. By 1779 the number of public schools had increased
to eight (Behr and Macmillan 1972).

More numerous than the public schools in Cape Town and the villages
in the rural areas were the private schools on farms, where farmers
hired instructors to teach their 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 isolated from the influence of civilization,
these Dutch pioneers clung to their Bible and tried to impress its
teaching on their families.

1t can thus be seen that the foundation stone of education in South

Africa - as laid by the Dutch settlers - was co-educational in nature.

The Afrikaans-speaking people, who are the descendants of thé Dutch
settlers and who settled after the Great Trek, chiefly in the areas of
the Transvaal and the Orange Free State continued the tradition of co-
education which had been established by the Dutch settlers.  When

Afrikaans Secondary Schools were formed, they were co-educational in
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accordance with the Dutch tradition and the religious and social
outlook of the Afrikaans-speaking people. Behr and Macmillan
identify the present policy of the Educational Departments in the
Transvaal and Orange Free State as being that of co-education.
This means that although existing single-sex schools are allowed
to continue in these provinces, wherever possible new secondary

schools are co-educational.

9.5.2 History under the British Settlers

In 1795 the British Government occupied the Cape as a matter of
political 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 British occupied the Cape for
the second time and shortly afterwards introduced a plan to Anglicize
education. Although many educational reforms were introduced, State
Primary Schools remained co-educational and this situation was
continued up to the present. However, as the demand for secondary
education grew, ‘high schools' were created and it is here that the
results of conflicting ideas are to be seen.

As has been previously discussed, the development of co-education
in Britain was very slow and met with much resistance from parents
and educators as, in Britain, the single-sex high school has a
background of tradition, prestige and high reputation. The English
Public Schools with their tradition of birth, social position and
privilege gripped the imagination of the British settler population
and thus many secondary schools in the Cape, which was rapidly
becoming a predominantly English settlement, were appointed to be

single-sex in accordance with the desires of parents. Thus sex-
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segregated education became a South African English-speaking
tradition based on the British Public School ideal.

Notwithstanding the existence of many single-sex schools 1in
the Cape, the present Cape educational policy is that of co-education.
However, consideration is given to the establishment of separate
schools for boys and girls where parents are strongly in favour of
such schools.

Natal, which from 1835 was predominantly a British settlement,
followed the traditions of the British Cape settlers in establishing
single-sex secondary schools. Today most of the secondary schools
in Natal - Provincial-azided and private - are single-sex.  However,
the present educational policy in Natal is to build co-educational
secondary schools in new areas. When an additional school is required
in an existing area owing to growth of the population in that area,
and there is a strong demand for single-sex schools from the parents,
then boys and girls are allocated separate schools.

Thus the British settlers brought with them to the Cape a single-
sex educational tradition which became the predominant mode of
secondary education in the Britisn Settlements - the Cape and Natal.
The situation today is that an overwhelming majority of single-sex
schools exist in the‘Cape and Natal, although new schools erected in
these pravinces are appointed, by the Educational Departments, to be

co-educational.

2.5.3 Conclusion

In South Africa, the policy of the Department of National
Education is that of co-education. Wherever possible new secondary

schools are appointed to be co-educational. However, the Department
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feels that this decision should take into consideration tradition
and the desires of parents. Where a strong demand for a single-
;éx school exists from the parents, then serious consideration is
given to this demand.

In South Africa, the existence and establishment of single-sex
or co-educational schools is not founded on educational theory or
research - that is, by a concern for which system best promotes the
aims of education - but, instead, the choice is governed by societal
values and prejudices which have been shaped by historical evolution
and tradition. Taking cognisance of this it becomes ciear that
research is needed in South Africa regarding the relative merits of
the systems of co-education and single-sex education. This will
facilitate educational decisions as regards the rature of new schooTs
which are to be formed. Such research would, in addition to providing
educational authorities with important and necessary information,
provide parents of students attending secondary schools with informaticn
regarding which system best promotes the psychological, social and
intellectual development of their children. Only when such facts
become available will prejudices be dropped and an objective choice
made in favour of the system which leads to the optimal psychological,
social, heterosocial and intellectual advancement of their adolescents

and the future senior citizens of South Africa.

2.6 Historical Overview - General Conclusion

In reviewing the historical development of co-education in Britain,
Australia and South Africa, it becomes evident that the positions of

these countries regarding co-education is a product of historical
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evolution and tradition. In accordance with this trend, the
preference for co-educational or single-sex schools has not been
shaped by educational theory and facts, that is, by a concern for
which system best accomplishes the aims of education. By contrast,
however, in American educational thought there has been one strong
tradition, expressed at widely separated points in time by Jefferson,
Horace, Mann and Dewey, resting on the conception of the 'common
school' as being a potent democratizing institution - the conception
of the common school, co-educational in nature, in which children of
every different kind were made aware of themselves as members of a
single community. This particular strain of American social and
educational thinking has been decidedly anti-elitist and has
idealised the notion of the school as the social microcosm in which
young Americans are introduced to a common life, a shared social
experience.

British, Australian and South African social thinking has not on
the whole conceived the character and function of the school quite in
this way. Instead schools have been traditionally thought of more
in terms of what they offer academically to the individual child and

the academic opportunities they open up for her/him, rather than ir

terms of the quality of social life - with its implications for the
wider life of the community - to which they introduce and habituate
her/him.

Thus the notion of the school as being itself a kind of society,
impregnated with particular social ideologies or moralities derived
from objectives and ideals operative throughout the national society,
has not been very conspicuous in modes of educational thought in

Britain, Australia and South Africa.
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In accordance with the Tack of emphasis on the school as a
social system, these countries have not focused much attention on
the issue of co-education versus single-sex education with respect
to their relative influences on psycho-social adjustment of the
adolescent. Thus in Britain, Au,tralia and South Africa, both the
single-sex and co-educational traditions exist side by side.
Research is needed to draw attention to the socialising function of
the school and the relative efficacy of co-education and single-sex
education in promoting psychological and social adjustment and
intellectual advancement.

Taking cognisance of the historical evolution of ideas of co-
education and single-sex education, the present research is designed
to focus attention on the social functions of education in the South
African context and to assess the relative efficacy of the
apavementioned systems in the academic, psychological and social

reaims of development.

2.7 Philosophical Overview

Throughout the annals of educational history, no force has
operated so consistently 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 of change, the
teachers and administrators of schools, have not been philosophers,
but they have relied upon the philosophy of others for direction.
Among the men who have influenced education most profoundly must be
included, Plato and Aristotle, St Augustine and St Thomas Aquinas,
John Locke and Jean Jaques Rouseau, Johann Herbart and John Dewey -

all men of philosophy.
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Wile it has been stated in many different ways by philosophers,
it is generally agreed that the total function of education includes
not only the teaching of subject matter, but the development of
cheracter as well.  In 'The Republic', Plato speaks of the development
of character as both a prerequisite for and an integral part of the
Jearner's cognitive development. It is dangerous, he argues, to help
a person acquire intellectual skills without first helping him develop
a sense of values. Two thousand years after Plato, Bertrand Russell,
in his book 'Education and the Good Life', raises much the same point.
For Russell, like Plato, believes that a strong moral character is
the best foundation for intellectual thought.

Despite the recognition by philosophers that education must concern
itself with the development of character, modern educational
ohilosophers seem to have overlooked the existence of co-education and
single-sex education. Dale (1969) identifies the following themes as
being prominent among the writers of educational philosophy in the
present century - ‘'preparing the pupil to take his place in the adult
world', 'the need for right social and emotional development' and even
'the education of the whole man' (p x). However, in considering these
fundamental questions, there is often no mention whatsoever of one of
the most likely influential factors - co-education versus single-~-sex
education. There is 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
the important principle that education should be concerned with the

tutal man - his psychic, intellectual, social and emotional aspects
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and his moral outlook.  Furthermore, education must aim o
integrate and balance all these spheres. Yet in all these
considerations, there is not any realisation that education may be
less than total, unbalanced,and might result in poor psycho-social
adjustment if people were educated in schools in which the sexes
were artificially segregated. A1th5ugh single-sex education may

be the best way to achieve the aforementioned educational objectives,

one would imagine that co-education seems the more likely alternative.

It is thus clear that philosophers of education emphasize the
importance of preparing the student to take her/his part in the
adult world, yet, at the same time, pay no attention to *ae role
played by the opposite sex in the process. The question of whether

sound social, emotional and sexual development can be secured in

schools where one sex is completely separated from the other therefore

needs to be brought to the attention of educational philosophers in
order to effect educational change if deemed necessary. Research
studies and the resultant findings conducted in the field of
co-education is one effective way of drawing the attention of
educational philosophers to the issues of the debate and consequent
educational intervention. It is the aim of the present research to
address itself to issues regarding the social and psychological
functions of education and to assist in the production of objective
information in the field of the relative efficacy of different

educational systems in fulfilling these functions.
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CHAPTER 3

IMPLICATIONS OF ADOLESCENT THEGRY AND DEVELOPMENT FOR CO-EDUCATION
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AND SINGLE-SEX EDUCATION

3.1 Introduction

The previous chapter of the present dissertation has revealed that
secondary education has been shaped by tradition and the evolutionary
process of history, by philosophy in its determination of the nature
of its values, and by society as collective pressures are placed on
the schools to meet newly developing needs and conditions. Effective
and total education - that is education of the whole person including
social, emotional and intellectual aspects, while subject to the
above factors, is critically dependent upon another consideration -
an understanding of the student who is toO be the recipient of
secondary education.

The student receiving secondary educatior is called an adolescent
and it is in terms of the needs and characteristics of the adolescent
that the systems of co-education and single-sex education must be
evaluated. The present chapter will be devoted firstly to a
discussion of the developmental tasks faced by the adolescent. This
discussion will be followed by a theoretical presentation concerning
the manner in which the co-educational and single-sex schools would
be expected to differentially effect the resolution of adolescent
developmental tasks. The central theme of the present chapter will
be that the secondary school has a powerful influence in shaping
adolescents' concepts of what they are and what they might be.

Jersild (1970) expresses his theme when he writes that the secondary
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school 'impinges on most facets of young persons’ Tives in their

transition from childhood to adulthood. It is a way station toward

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

¥ E succeed in high-school their future remains open. When they
’ ‘ fail and leave schocl, it usually means that many doors to the future
have been closed. In many respects the high schogl is in a more

strategic position than the home to influence the Tives of adolescents.’ _ 4

(p 325). » ;

3.2 Adolescent Theory |
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The teenage years which include the periods of puberty and adolescence

comprise a critical transitional period of development in which the
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rasks that confront the adolescent are often diverse and traumatic.

Schell (1975) succinctly expresses the diverse and difficult tasks t

i confronting the adolescent when he writes, 'Put the personality of ;
a child in the body of an adult, Furnish a need to be loved and a
il _ desire to be independent, allow a need to be self-directing, but ;
leave out any idea of what direction to take, add love, but also fear

i _ that it may not be accepted or returned, and give nhysical ana sexual

e ——————— o oyt

powers without any knowledge of or experience in how to¢ use them.
Then place the person you have constructed into a complex society
whose values and achievements are hard to understand and harder to

attain. You will have only begun to scratch the surface of an

B s ,;wl.,ﬂ;f;f;i S

adolescent' (p 345).

The concept of adolescence as a stage of psycho]ogica] growth

i o

emerged only in the nineteenth and twentieth centuries and is far

from complete even today. The recent emergence of the concept of
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adolescence does not mean that no one ever experienced adolescence
before the formation of the concept. However, in the last century
three essential aspects of the experience have changed. Firstly,
adolescence as a life stage has been acknowledged and socially
recognised,  Secondly, society has begun to sanction and support
adolescence with educational, famiTlial, institutional and economic
buttresses. Thirdly, these new resources coupled with societal

recognition, has provided an increasi-g proportion of young peopie

with the possibility of continuing psychological growth during the
years from thirteen to eighteen. This opportunity arose when society
granted adolescents protection from adult responsibilities, created
educational opportunities to fill their time, and developed a
recognition of a post-childhood, pre-adulthood stage of Tife:
adolescence.

Much of the writing on adolescence prior to the 1939-1945 War
tended to adopt a genetic view derived from Stanley Hall whose
monumental work on the subject was the first in the field.
Generally, it was believed that adolescence was directly and
causally related to the onset of puberty, with the rise of sexual
emotion dominating the changes. Adolescence was considered to be
a period of universal storm and stress with quite new emotions,
interests and abilities arising - all in a more or Tess inevitable
fashion,

Early Freudians adopted much the same genetic view. Freud and
his followers considered adolescence to represent the Tast
identifiable stage of psycho-sexual development: the genital stage.

During this stage the individual's identity was considered to take
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its final form, and, in the place of narcissistic self-love, love

for others and altruistic behaviour develop. Although the
influence of peers and parents was not considered to be as strong as it
was during earlier stages, peers and parents were still believed to
play an important role in providing love and realistic direction for
the individual.

Post-Freudian theory regarding the adolescent period of
development has tended to adopt @ socio-psychological interpretation,
almost certainly with some biological undertones. These theorists
(Adler, Sullivan, Fromm, Mischei, Erikson) all seem to view the search
fr~ identity as the major motivating and organising principle. In
'ChiTdhood and Society' (1963) Erikson Tooks at adolescence as a
period of identity versus role confusion and vividly describes some
of the conflicts and characteristics of this period. At this time
of life the adolescent's body goes through marked physical changes
and is flooded with sexual impulses and the young person confronts
both imminent intimacy with the other sex and an immediate future
£i17ed with conflicting possibilities and choices.

Before adolescents can regain a sense of unity with the world
about them, they must incorporate their new physical and sexual
attributes and the opportunities they present into a new self-
concept. A society that universally recognises these changes and
attaches meaning to them makes reworking self-concepts a relatively
uncomplicated task. However, in a pluralistic society Tike our own,
the prolongation of adolescence and its bewildering variety of choices
may mean greater difficulty. In either case, Erikson ras postulated

a 'developmental crisis', the moment when development must move one

way or the other.
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Erikson's concept of identity has two facets. It refers both to a
person's feeling about herself/himself, or self-esteem, and to the
relationship between her/his ée1f~concept and descriptions of her/him
by significant others in her/his 1ife. The most important descriptions
involve those behaviours that society considers basic to a person's
functioning, and these descriptions are organised into subgroupings
which are called roles. Such roles provide significant connections
between self and society. The teenager COmeS to judge herself or
himself - her/his appearance, academic achievements and social
capacities - by the standards of those who define the roles in her/
his social groups. Among these role-definers, parents, peers and
teachers continue to be a dominant influence.

Erikson's writings, perhaps more so than those of any other
thinker, have a direct relevance for education. As the curriculum,
subject matter, classroom and school atmosphere become more conducive
to the process of identity formation, the adolescent student will be
more inclined to find meanings in her/his 1ife through the school
situation. The relevance of the school, therefore, depends to a
large extent upon its ability to accommodate itself to the specific
ego-forming needs of the adolescent.

If we accept this socio-psychological interpretation of
adolescence, almost certainly with some biological undertones, it
becomes possible to produce a schema of developmental tasks, needs
and drives essential to the resolution of the adolescent 'identity
crisis' which are of significance for education. Havighurst (1953)
has formulated such an explanatory theory wherein adolescent

development is viewed as a process whereby the biologically maturing
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individual is confronted more or less in terms of her/his chronological
age by an integrated and increasingly complex series of cultural
demands or growth tasks. The attainment of these tasks is considered
to be assisted or hindered by the environment of the secondary school.
The present discussion will proceed to a presentation of the
developmental tasks of adolescence as identified by Havighurst and the
educational implications will be considered with special emphasis being
given to the manner in which the systems of co-education and single~sex

education will affect the resolution of these tasks.

3.3 Developmental Tasks of Adolescence

3.3.1 Achieving New and More Mature Relations with Peers of both Sexes

During the Tater years of middie childhood, children grow increasingly
interested in socializing with each other. Initially social groups
are limited to same-sex peers. From the age of thirteen or fourteen,
however, mo.,t boys and girls beccme preoccupied with social activities
and social expe}imentation with peers of the opposite sex. With
peers of their own sex, adolescents must resolve the social tasks of
Jearning to behave as adults and to assume increasiag responsibilities,
to organise their social activities and to choose their leaders and to
create on a small scale the society of their elders.

With members of the other sex adolescents must learn adequate
heterosocial skills and appropriate courtship behaviours.  Numerous
studies made of the social problems of adolescents have revealed that
the 'boy-girl' problem is the most serious of all. Hurlock (1955)
points out that for the young adolescent this task is different from

the problem faced by the older adolescent. Problems facing the young
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adolescent consists of not havina a boy or girl friend, wanting more
dates, not knowing how to ask for a date, not knowing what to do on a
date or what to talk about and being shy. In general the younger
adolescent's 'boy-girl' problems centre mainly around establishing
heterosexual relationships (Wile 19305 Fleege 1945; Mooney 19493
Cole 1954).  For the older adolescent, the ‘boy-girl' problems
include going steady and issues regarding physical involvement
(Wile 1930; Butterfield 19°39; Elias 1949; Mooney 1949; Cole 1954).
Even older adolescents ar: frequently faced with the problem of not
knowing where and how 1o meet individuals of the other sex and how
to get dates (Kirkpatrick and Caplow 1945).

A second group of sex problems facing the adolescent relates to
social behaviour with members of the other sex.  The young adolescent
is often embarrassed, i1l at ease and self-conscious. Feelings of
inadequacy in social situations with the other sex vary in intensity,
depending on the past experiences of the individual, the opportunities
for social contacts with members of the other sex, and the age of
maturing in relation to her/his friends (Malm and Jamison 1952). In

addition there is the problem of social skills such as dancing, playing

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

Succass in accomplishing the social and heterosocial tasks of
adolescence results in good social adjustment throughout life, failure
to do so means an unhappy social Tife. Not only will relationships
with the opposite sex be made difficult, unhappy ar impossible, but
the individual will find difficulty in working and socializing with
other people as equals and will remain Timited in her/his relationship

with others to childish dependence or arbitrary dominance.
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3.3.2 Educational Implications

Adolescence is the prime age for learning to associate with members

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

schools, they have opportunities to meet and associate with members
of the opposite sex in their work and leisure time. This not only
gives the adolescent a wide selection of members of the other sex

to associate with, enabling her/him te find which are congenial, but

it offers opportunities for daily contacts that would not be possible

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

addition, at this age, her/his contemporaries are learning to associate ;
with the other sex and are experiencing similar problems and attempting
to resolve them. Together, they can work out the solutions more
satisfactorily than each could alone. As Havighurst (1953) points out,
the scho. serves as the ‘social laboratory' (p 34) for the adolescent
in attaining adequate social and heterosocial adjustment.

Huriock (1955) has identified two environmental conditions which
are essential to the establishment of satisfactory adjustment to
members of the opposite sex. The first is an environment in which
there is a sufficient nuuier of members of the other sex of appropriate
age, intellectual status, and personality adjustment to give the
adolescent an opportunity to select congenial companions and to have
pleasurable social contacts with them.

Such an envirunment is descriptive of that which exists in a co-
aducational school, An environment in which the sexes are segregated,
Hurlock (1955) writes, not only increases the difficulty the adolescent

experiences in social contacts with the members of the other sex, but,

more seriously, it tends to develop in the adolescent a feeling of
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self-inadequacy in situations where there are members of the other
sex.

The second prerequisite for successful adjustment is an encouraging,
sympathetic and helpful attitude on the part of parents and teachers.
With the realisation that she/he has someone to turn to for help, advice
and encouragement, the adolescent is better able to tackle the problems
t0 which heterosexual adjustment give rise.  Since the staffs at co-
educational schools comprise both male and female members and since
heterosocial difficulties cf students are often apt to be acted out in
the ro-educational school setting, the staff of such schools are 1ikeTy
to play a greater role in the resolution of heterosocial difficulties
than the staff at single-sex schools.

One of the reasons which sometimes decide a parent not to send
her/his son or daughter to a co-educational school is fear of the
moral problem - an uneasy feeling that to educate the sexes together
is to invite a series of emotional disturbances which she/he would
rather avoid. However, the co-educationalists counter this argument
by asserting that the moral problem will never be solved until the
parent allows the adolescent to face it, and the 'sex lure' can be
most effectively counteracted in the co-educational school. Furthermore,
the co-educationalists maintain that to segregate large numbers of
either sex from the society of the other is not a natural proceeding
and imposes a high degree of strain upon them - a strain under which
their morals are more likely to be thrown into confusion

Adversaries of co-education question whether it is fair to
introduce an additional complication, that is, the presence of the

other sex into the 1ife of the adolescent and feel that it would be
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simpler to postpone this introduction (Grobler 1954; Levine 19675 .
The co-educationalists' answer is that of course it would be simpler
to adopt this strategy. If human beings were of one sex, one race,
one language, life might be enormously simplified. However, the
human race is not homogeneous and thus the incidence of sexual
difficulties cannot be postponed. It is not the co-educationalist
who introduces the complications, it is nature. Thus thé co-
educationalist maintains that it is a better plan to co-operate with
nature instead of trying to thwart or sidetrack it. The co-
educationalists maintain that to suppress natural thoughts and impulses
may iead to grave complexes.

Following the foregoing rationale it seems likely that the social
and heterosocial tasks of adolescence are best assisted by sending the
student to a co-educational school where she/he will meet the other
sex on equal terms, work with them and talk to them and where under
the supervision and guidance which the school will provide, will be
able to make her/his adjustments under safer conditions than exist in
the single-sex school.

The question of which educational environment best assists the
adolescent in resolving heterosocial crises is of crucial significance
if one keeps in perspective the importance of this achievement
throughout the Tifespan of the individual. Despite the fact that
advocates of both ihe co-education and single-sex education sides of
the debate have been arguing this issue with rigour, no research has
been conducted on the issue. Clearly, then, this question begs

investigation,
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3.4 Achjeving a Masculine or Feminine Social Role

Historically, those who have favoured a different kind of education
for girls and boys have done so on the assumption that the naturai
characteristics and responsibilities of the two sexes were soO
different that the future of the human race depended on both Jearning
now to develop their potentialities in order to play more effectively
their 1ife role as males or females. Thus the individual's
masculinity or femininity was emphasized. Those, on the other hand,
«ho nave advocated co-education have tended to emphasize the students'
Aumanity, often to the neglect of their pasculinity or femininity.
Thus supporters of co-education have focused on the individual's
capabilities, responsibilities and opportunities as a human being,
while minimizing what they perceived as the relatively insignificant
diFferences hciween the sexes in all but the procreative function.
Not every writer on the subject has necessarily articulated one or
another of these positions, but if one examines the arguments for or
against co-education, one is sure to find, at least implicitly, one

of these two kinds of assumptions.

Underlying the abovementioned assumptions are two diverse concepts

of what masculinity and femininity are and how they originate.
According to one of these views = which is commonly designated

'The Environmentalists' - boys act in a ‘masculine' manner and girls
in a 'feminine' fashion not because of any pre-disposing biological
factors, but simply because they have been trained to do so in their
physical activities, social relations, modes of emotional expression

and even in their intellectual functionings.
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Many of the tavironmentalists, especially the feminists among
them ohject to the traditional distinctions between masculinity and
femininity, regarding them as particularly unfair and undesirable
as regards women. Such contemporary feminists as Betty Friedan
(1977) and Judith Bardwick (1971) hold that women should strive to
,ulfil themselves not just as females, but as complete human beings,
and they support co-education which they feel would minimize rather
than emphasize the cultural differences that presently separate the
sexes.

The second school of thought - 'The Bio-cultural’ - insist
that differences between males and females are basically innate and
biologically determined and not just tacked on through education.

The importance of social training and culturail circumstances is
recognized, but one's anatomical inheritance is perceived as far more
critical in accounting for most of the observable differences between
the sexes. Adherents of the ‘Bio-cultural' school hold that such
innate differences should be cultivated and not obliterated and that
differences between the sexes shouid be strengthened and/or capitalized
on hy education. These theorists hold that it is the single-sex
school that is more desirable since it best serves masculine and
feminine needs. They hold that in co-educational schools the needs
and interests of one sex are subordinated to those of the other or a
compromise situation exists in which neither the boys nor the girls
are served as well as they might be. Kolesnik (1969) argues that
'by gearing the program toward the neuter gender, the co-educational
schooi is perhaps inadvertentiy contributing to the convergence of
sex roles..... and the confusion among men and women as to what

masculinity and femininity are all about' (p 10).

S

|

carpngan e e



38

3.5 Physical Aspects of Adolescence

The single 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 series of endocrine changes with

¥ development of adult sexual characteristics and adult physique. The

timing and the extent of these changes are unpredictable from the

adolescent's point of view.

% During puberty, girls as a group develop faster than boys. The

typical fifteen year old girl is physically more nearly on a par with

TR AT T

the eighteen year old boy than with boys of her own age and standard

(Jersild 1970; Havighurst 1953).  In addition to inter-sex differences

e e e
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: in the rate of physical development bodily changes may vary greatly
between individuals of the same sex. One boy may acquire mature ; ’

b physical characteristics while his peers remain boyish for another

R

* couple of years. One girl may reach the menarche at eleven while

: her friends may not face this event until four years later.

o S T Y

The development of primary and secondary sex characteristics

;[ ' during early adolescence has important psychological rapercussions.

e gt s e

In this period of rapid growth the individual's body becomes unfamiliar

QT ' to her/him. Josselyn (1959) points out that indiviéua1$ in early

adolescence often experience a sense of depersonalization.  Thus the
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concomitant psychological developmental task arising from these
physical changes is that of forming and integrating a new body image.

Our society places great emphasis on physical appearance. Girls

e

and boys are taught to be concerned with physical appearance because

we praise them for being good-locking and for growing faster than their

-

age mates. Thus the adolescent develops a keen interest in her/his
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developing body. The adolescent constantly compares herself/

himself with peers.  Slowness or delayed development usually causes
concern. The girl asks herself why her breasts are not déQeloping.
The boy is worried because his genitals have not grown as much as
those of the other boys he knows.  Shortness in a boy and bulkiness
in a girl are often causes of concern. Both sexes are troubled by
crooked teeth, acne, weight and many other physical characteristics
which they may define as inferior. ‘It is a rare youngster who s
never worried during this period with the question: "Am I normal?"'
(Havighurst 1953, p 40). Jersild (1970, p 64) reports that when
young people are asked to report on the things that have a favourable
or unfavourable effect on their self esteem, they frequently mentioned
physical characteristics. Jersild found that at @11 grade levels,
from the sixth through the twelfth, the number of girls who complained
about their physical characteristics was larger than the number who

spoke favourably about these characteristics.

3.5.1 Educational Implications

Owing to the fact that our society places great emphasis on physical
appearance and teaches individuals to evaluate themselves so largely
on the basis of their physical appearance, we must expect physical
development to be a source of interest, pride, assurance, doubt, worry
or inferiority depending upon the individual's particular development.
Many problems of behaviour and achievement relate ta difficulty in
forming a realistic body image (Jersiid 1970, p 40).  Thus it becomes

the task of the educator to establish whether this developmental task

is best accomplished by keeping both sexes integrated in co-educational
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schools or by segregating the sexes in single-sex institutions. It
thus becomes important to determine which educational environment
best diffuses the inte ity of physical comparison with members of

the same sex and assists best i the task of forming a new and

integrated body image.

3.6 Achieving Personal Autonomy and Independence from Parents

This task involves emancipating oneself from childish dependence on
parents and the development of affection for parents without dependence
upon them. Probably there is a biological basis for this task in the
sexual maturing of the individual. Since the adolescent boy or girl
cannot find sexual satisfaction within the family, she/he must move
outside the family and establish emotional ties to people of her/his
own age. This necessarily involves some change in the emotional ties
that bind them to their pare.ts.

In our society adolescents and their parents are ambivalent about
this task. Boys and girls want to grow up and be independent, yet the
adult world is strange and complicated, causing them to wish for
continual security and par tal protection. Parents want their
children to grow up, yet they are afraid of what the world may do to
innocent and inexperienced youth. Havighurst (1953) holds that this

task is more difficult in 'middle-class' Tife than in the 'upper' or

‘Tower' classes and they are especially afraid of what 1ife can do to their

daughters. This greater difficulty in middle-class famili>s may be

attributed to the long period of education, with economic dependence

on parents and delayed marriage.
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3.6.1 Educational Implications

Havighurst (1953) writes that the rebellion against parents in
achieving emancipation is often transformed into rebellion against
teachers. School teachers are often the targets for hostility really
meant for parents. Especially when parents are very strict and
authoritative, allowing no freedom to their children, boys and girls
are apt to use the school as a place to assert an independence which
they are not strong enough to establish at home. The co-educational
school which has at numerous times been documented as having a more
relaxed and easy atmosphers than the single-sex school (Dale 1269;
1971) would be expected to accommodate this assertive need of the
adolescent better.

Havighurst (1953) holds that teachers often play an important part
in the process of 'psychological weaning'.  An attractive woman teacher
gives boys a point of attachment after they break free from their
mothers and before .hey hecome attached to a girl of their own
generation. A young man teacher does the same things for girls. The
co-educational school in which both the staff and student groups are
of both sexes would be expected to assist better in the process of
psychblogical weaning than the single sex-school in which the staff and
student membership is almost exclusively confined to one sex.

The extreme importance of mastering this developmental task becomes
evident when one considers that adults who have failed in ihis task are
dependent people, often still tied to their parents, unable to make
decisions on important matters, unable to move about freely in adult
society because emotionally they are still children. Failure in this

task tends to be associated with failure in establishing adult
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relations with age-mates. Marriage is often a difficult matter for
such people, and successful only in a limitec way when a person finds
; a father figqure or a mother figure for a mate. It thus becomes

: important to establish through the production of facts, which

i educational system best assists in the emancipation of adolescents
from parents. A comparative study assessing the home adjustment

of adolescents attending co-educational and singie-sex schools would 7

provide an indication of the extent to which the adolescent is

mastering the developmental task of emancipation from the parents and -

developing self-autonomy.

t 3.7 Intellectual Aspects of Adolescence

Another goal of adolescent davelopment is the achievement or near-
achievement of full growth in mental capacities. During adolescence, }

intelligence as a truly co-ordinated mental crganisation invelving .
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sensory-motor, cognitive and conceptual abilities, can be said to
appear (Piaget 1952; Vinacke 1951).  Ausubel (1962) describes the :
transition during adolescence as being ‘from a predominantly concrete

to a predominantly atstract mode of understanding' (p 268). Thus the i

adolescent period may be considered a period of true intellectual

4 ) growth and it is the task of education to actualize or develop these
mental abilities. The question of the similarities and differences,

if any, between the intellectual abilities of males and females is

-
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therefore patently germane to an evaluation of co-e. cation.
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3.7.1 Sex Differences in Intelligence

When large representative samples of girls and boys have been compared,

? B differences in their general mental ability or IQ have been found to be
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small and insignificant. Perhaps the most adequate research on this
problem, with the best sampling procedures, was done in Scotland 1in
1939, when every child in the country who was born on February 1, May 1,
August 1 or November 1, 1926, was given the Stanford Binet. The
average IQ of the boys was found to be 100,51 and that of the girls
99,7. A difference of ,8 of an IQ point is about as small as has ever
been found be“ween any two samples of any population. In a further
study done by the Scottish Council for Research in Education on a
sampling of children born in 1936, it was found that boys averaged
about 4 points higher than gir]é on the Stanford Binet, but girls
averaged about 2 points higher than boys an a different test of mental
ability. The smallness of these differences and the fact that they
contradict one another have been interpreted &3 corrobo?ating the
similarity of the sexes in measured intelligence.

Even though boys and girls have similar IQs it does not follow
that they are identical in intelligence. intelligence is not a
unitary power which operates equally well in all kinds of situations.
Rather, it is a composite of several rather distinct kinds of abilities
which are present in different individuals in varying amounts. The
Thurstones (1941) have identified seven of these Primary Mental
Abilities as follows:
(a) Verbal
(b) Numerical
(c) Spatial
(d) Word Fluerncy
(e) Perception
(f) Memory
(9)

g) Induction
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These abilities, which together comprise general intelligence, are
relatively independent of one another. 1t thus becomes important for
education to determine whether differences exist between the sexes in
particular mental abilities.

Through a review of studies conducted investigating sex differences
in intelligence, it emerges that whether they are acquired or innate,
certain sex differences are existentially there. This poses the problem
of what to do about these sex differences in ability. Following an
examination of sex differences in scholastic performance, the
educational implications of sex differences in the intellectual realm
will be explored.

The sex differences which have been found in mental ability are
nowhere near as great as those found in actual achievement. In
practically every area of human endeavour males have accomplished far
more than females. Yet despite the great preponderance of masculine
Jeadership in adult professional and vocational accomplishment, girls
have been found regularly to surpass boys in scholastic achievement,
especially in the lower standards (Kremer 1965; Weisenthal 1965).
These findings of an incongruous relationship between high ability in

females, low professional and vocational accomplishment suggests that
a factor exists which inhibits the achievement motivation of females.
Horner (1969; 1972) has called this factor 'fear of success', that is,
truly succeeding for some reason poses an enormous threat tc women, a
threat under which they shut down the very will to succeed.

Horner (1969; 1972) conducted research to compare the phenomenon of
'fear of success' in males and females and to identify the reason for

its existence. Using the technique of projective story completion
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Horner found that ninety per cent of the male students indicated

favourable responses to the prospect of success. Sixty-five per

cent of the women students Horner tested found the idea of success

anywhere between disturbing and terrifying. The chief reason
accounting for 'fear of success' in women was that women
thought that doing well academically and professionally would
jeopardize their relationships with men. . |
Dowling (1982) has called this tendency females have to step back E

from their own abilities rather than risk the loss of love 'Gender

Panic', and maintains that it involves confusion about our feminine

N identity. Dowling writes that 'rather than experience the anxiety ;

of doing (and possibly feeling unfeminine as a resu’t), we don't do' W

(p 162).  Thus the general trend indicated by Horner's (19693 1972)

g

research is that young women often inhibit themselves from succeeding ]
I8 . . cr2 .

j and, vorse still, they inhibit themselves from seeking success.

i Horner's surveys were conducted on students in mixed-sex competitive

educational environments. This blocking of ability and motivation

1‘ | to achieve has serious psychological implications as repression of
these characteristics leaves the individual feeling frustéated and
lacking in perconal fulfilment. Maccoby and Jacklin (1966) report
a study in which it was found that women decrease in ego sufficiency
and complexity between the ages of eighteen and twenty-six, whereas
men increase in these respects. The present researcher feels that

¢

it is of crucial importance to determine whether the systems of co- ,
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education and single-sex education differentially affect the
intellectual achievement and achievement motivation of female students.

It could be that concern about males and love and emotional security,
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all wrapped up in the heavily freighted term 'femininity', whi zh holds

females back, becomes diffused in a single-sex educational environment.

3.7.2 Educational Implications

A frequently advanced argument against co-education 1is basgd on the
differential intellectual development of the sexes. Kolesnik (1969)
holds that differences in intelligence between the sexes suggest the
need for differential treatment in the school and hence require a re-
evaluation of the concept of co-education. One objection advanced by
Kolesnik (1969) against co-education is that, for boys, being surpassed
by girls in scholastic achievement at the primary school Tevel is Tikely
to be frustrating and discouraging. At the secondary school level
where the boy it anxious to make a good impression on his female
classmates, being surpassed by them may force him into a position of
having to resort to over-aggression or feigned disinterest in academic
matters, in order to protect his own self-cuncept and win the favourable
attention of the girls. Kolesnik proceeds to argue that the girl may
also be academically inhibited in & mixed-sex classroom, as she comes
to realize that competition with boys is ultimately unrewarding.  She
may deliberately or subconsciously begin to under-achi:ve so as not to
appear brighter than her male classmates. According to Lepp (1965)
girls around the age of fifteen, who previously had been very good
students in co-educational schools, give up competing with the boys.
This Lepp (1965) explains in terms of the female'sneed for Tove and
her consequent unwillingness to hurt a male through competition.

Other opponents of co-education, Newsome (1948), Phillips

(1962) and Hooper (1963) object vehemently to co-education on the grounds
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that it results in a lowering of academic standard of females and
leads to an equalization in academic achievement between the sexes.
Many educators and psychologists, despite the fact that they
recognize that male and female students are different and have
different educational needs, are hesitant to recommend that schools
should be single-sex. Waetjen and Grambs (1963), maintain that
although some of the inefficiency in schocl is prabably due to the
co-educational nature, they are hesitant to recommend single-sex
education, as they feel it may result in as many problems as it

alleviates.

3.8 Conclusion

Through a consideration of the physical, emotional, social,

heterosocial and academic tasks of adolescent development, it has

become apparent that the environment of the secondary school may exert

a powerful positive or negative influence. It is generally accepted

by educationalists and psychologists that education should address

the development of the whole person - her/his physica], social,
emotional and intellectual attributes. Despite this, however, research
on the adolescent period of development has been neglected (Scarr 1979).
As a result of this many issues regarding adolescent development are
debated with much rigour and without research findings to support them.
There exists a long-standing debate on the rival merits of co-education
and single-sex education in assisting optimally in character development

of adoleszent students.

Sex differences have been found to exist in scholastic attainment and

such differencas are emphasized strongly by opponents of co-education
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and are acknowledgea and accepted by many supporters of co-education.
However, the two parties do not view these differences in the same
{ | light and the value attached to them differs. While the opponents
| of co-education feel that such intellectual differences imply that
i ? secondary schools should be single-sex to allow for the full
actualization of academic potential of both sexes, the supporters of
co-education maintain that the overall spectrum of human development
is best achieved by educating the sexes together in co-educational
& j institutions. The 'Co-Educationalists' hold that in contradistinction
to the single-sex school, the éo—educationa] school serves as a social
@ E laboratory for the adolescent in attaining adequate social and
| heterosocial adjustment. Such schools, it is argued, act as an
integrative agent for the adolescent to define behaviours and
competencies that are necessary for the adolescent to form an integrated
sense of ideitity.

Taking cognisance of the developmental tasks of adolescence and of
the theoretical debate centering on co-education and single-sex
“J | education in this regard, it becomes apparent that any complete

evaiuation of the relative merits of these systems must invoive a

f@‘ - systematic assessment of all five areas of human development - social,

heterosocial, emotional, physical and intellectuzi.
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CHAPTER 4

REVIEW AND ASSESSMENT OF RESEARCH ON CO-EDUCATION AND SINGLE-SEX EDUCATION

4.1 Introduction

The previous chapters of the present dissertation have revealed that
poth theory and research on the influence of education on adolescent
development, are areas which have been neglected by both psychologists
and educationalists. In line with the general deficiency of research on
adolescence, the relative influences of co-education and single-sex
education on the psychological, social and intellectual development of
the adolescent has been an officially neglected topic in Australia,
South Africa, and to a lesser extent, in Britain. In South Africa one
might even dare say that the real issues regarding co-education and
single-sex education have been avoided, thus allowing educational
policy in this regard to be shaped by historical evolution and culture.
1t is strange that the Departments of Education in South Africa in ail
their voluminous accounts of advice and admonitions have made littile
mention of such a vital subject. As a subject ‘'apart' from the
concern of the Educational Ministries, the issue of co-education

and single-sex education is, however, debated with much rigour,
prejudice and a large deficiency of facts. Only rarely have the
theoretical issues of the debate considered in the previous

chapters, been investigated systematically in their own right.

Only cne study on this vital issue has been conducted in the South
African context (Van Aswegen 1975) and even then this was limited

to female students. The research which has been conducted on the
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issue is mainly of British origin.  Such research studies have been

characterized by both an objective scientific orientation and by

more personal observations - often in the form of attitudinal surveys.
To determine whether one school type is 'better’ than another is a

very difficult task, as it involves issues concerned with the philosophy

of education, and in addition, there are so many factors unconnected
with the co-educational or single-sex nature of the schools which
influence the development of the students, that to separate the
unwanted from the wanted variables becomes an intricate operation.

The range of su:tiact is also so vast that each major aspect can only

be investigated separately. Scme researchers have attempted to y

evaluate the two systems by measuring which type of school produces

the higher academic standard in its pupils (Tyson 1925; 1926; :
King 1945; Dale 1964; 1974); a few researchers have investigated | i
the emotional and social development of the pupils attending these

i schools (Atherton 1966; Dale 1969; Van Aswegen 1975); a third small
, group of researchers have evaluated the systems largely through the
' attitudes of pupils, ex-pupils and teachers (Dale 1964; 19665 Kolesnik :
1969) . It is to a consideratioa of the research which has been | ;
conducted on the issue of co-education and single-sex education that

the present review now turns.

I

;; 4,2 Attitudinal Surveys

:; ‘ ~In an endeavour to measure the relative merits of co-education and

;ﬁ | single-sex schools, Nicholls (1967), Dale (1969) and Kolesnik (1969) i
| designed studies - comparing attitudes of people towards the two %
?l' T types of schools. In this comparison of attitudes, these researchers %
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concerned themselves with questions 1ike the fd]]owing:

(a) Does the experience of teachers lead them to think that
co-education is the better type of education?

(b) Does it make the pupils more,or less friendly?

(c) What of the relationships between pupils?

(d) What do the adult ex-oupils think about their schools as

preparation for social 1ife 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 frem actual

experience. The present section begins with a consideration of the
opinions of pupils and then proceeds to consider those of adult ex-

pupils and finally to a consideration of teachers' attitudes.

4.2.1 Attitudinal Surveys Conducted on Pupils

Nicholls (1967) conducted a survey in Manchester involving twelve
schools: four boys' schools, four giris' schools and four co-
educational schools. The schools were matched on the basis of size,
type of locality and the facilities available. Pupils attending the
twelve schools were asked whether they would choose a mixed or single-
sex school if they went to live in a new town and they were then
requested to select, from a given list, the reason for their choice.
Nicholls found that boys -and girls attending co-educxtional schools
were strongly in favour of co-education. The boys at single-sex

schools were also found to prefer co-education. However, Nicholls

found that the single-sex educated girls preferred single-sex schools.

The pupils who indicated a preference fur mixed schools considered

T eI
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the development of good boy-girl relationships to be their chief
advantage, while those who preferred single-sex schools did so
because they felt that the presence of the opposite sex hid a
disturbing influence and because they preferred to be taught by
members of their own sex.

Dale (1968) published the results of a longitudinal study he
conducted in 1964 and 1966. Dale's study involved an assessment
of attitude towards schools of co-educated and single-sex educated
school pupils. Dale's sample comprised forty-two schools in Wales
and Yorkshire, from which 2 240 pupils aged eleven and fifteen were
randomly selected 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
1ife and to indicate these judgements on a five-point scale. Pupils
were also given the opportunity of making free responses. Dale

found no significant differences between pupils attending co-

educational and single-sex schools with regard to happiness at school.

The results which most closely approached statistical significance
were in favour of co-educated boys aged eleven and thirteen, co-
educated girls aged seventeen and single-sex educated boys aged
seventeen. Viewed longitudinally there were no major changes in
any group.

Dale (1966) was uneasy about the representativeness of the sample

in the schools' project as scme Heads of schools did not rigidly

enforce the subject selection procedure. Dale therefore administered

a 'check' questionnaire to the entire thirteen year-old age group in

order to ensure sample representativeness. Dale (1966) found that
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the co-educated girls estimated that they were distinctly happier
at school than girls from single-sex schools.

In order to obtain more detailed insight into the significance
of his results, Dale (1966) conducted a series of short studies on
all the girls who said they were unhappy at school. The free
responses of the pupils showed that in co-educational schools most of
their unhappiness had its origin in the home, whereas in single~-sex
schools it was factors immediately connected with the schools which
were dominant in causing unhappiness. Nale alse found that much of
the unhappiness in co-educational schools was caused by the attempts
of the girls to cope with work which was above their level of
intelligence. In line with this Jatter finding, Dale found that the
average 1Q of the entire sample of co-educated girls was lower than
that of girls from single-sex schools. This difference was found to
be statistically significant.

Dale's (1964; 1966) surveys on pupils attending co-education and
single~sex schools has thus shown that in general giris are happier

in co-educational secondary schools than in girls' secondary schools.

As regards the boys, Dale found that at age thirteen, boys were happier

in co- .ducational schools, but this had changed by age seventeen to a
statistical insignificant 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 intelligence
level affect the level of nappiness at school and thus such factors
must be taken account of in interpreting the results of any
attitudinal research.

Kolesnik (1969) obtained the opinion of school pupils in the
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Detroit area regarding the question of co~education versus single-
sex education. Students attending one school, which had recently
separated seventh and eighth gradz boys on an experimental basis,
were asked at 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 girls were about evenly
divided on the matter. In a second school with experimental co-
educational classes. Kolesnik asked the students to indicate whether
they would like to have their younger brothers or sisters in co-

educational or single-sex classes when they yeached the eighth grade.

Kolesnik found that more than ninety per cent of the boys and seventy-

five per cent of the girls recommended the single-sex classroom. In
a third school in which 114 pupils evaluated the co-educational
programme, seventy-three per cent of the boys and seventy-nine per
cent of the girls favoured separation of the sexes at the junior
high schooi level.

A major methodological shortcoming of Kolesnik's research is
that one cannot determine whether the preference pupils indicated
for single-sex education was in fact attributable to the merits of
single-sex system alone or whether, in fact, it was attributable
to difficulties the pupils encountered in switching over for one
year to the co-educational system. In addition, Kolesnik's (1969)
research concentrates on the pubescent adolescent in the sixth and
seventh grades and from the literature on adolescent development it
could be hypothesized that single-sex education may be preferred at
this stage of development. These methodological shortcomings

render any conclusion drawn from Kolesnik's research tentative.
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Kolesnik (1969) extended his research to assess the attitudes
towards their education of girls and boys attending single-
sex schools in grades nine through twelve. All these students had
attended co-educational schools in Grade eight. Kolesnik assumed
that these students who had experience of the two kinds of educational
situations would be better qualified to make comparative judgements.
Kolesnik found that those students who favoured co-education
emphasized the social factors involved and expressed the opinion
that co-education is more natural and produces healthier boy-girl
relationships. Those who favoured single-sex education emphasiz 7
academic abilities and achievement and held that academic interests
are best catered for in a single-sex environment.

In drawing inferences from the results of the attitudinal surveys
conducted on pupils, a major difficulty becomes apparent, namely, that
one cannot always determine to what extent preference for a certain
type of school is based on ignorance or prejudice. The individual
may indicate a preference for a certain school type based on the
fact that the person may idealize her/his own school. Thus the
criticism may be advanced that pupils are not the best judges cf
co-education and single-sex education as their experience is Timited

and they are subjectively involved in the issue.

4.2.2 Attitudinal Surveys Conducted on Ex-Pupils

In an attempt to redress some of the methodological shortcomings of
research involving pupils attending co-educaticnal and single-sex
schools, Dale (1968) assessed the opinions and attitudes of ex-pupils

towards the type of school they had attended. Dale hypothesized
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that since ex-pupils are no longer actively involved in the school
activities and have had more experience of life, their attitudes
towards co-education and single-sex education would be more objective.

Dale (1969) published the results of three surveys he conducted
on the ex-pupils of co-educational and single-sex schools to determine
their attitudes towards these educational types. The first survey
was exploratory and was conducted to assess whether there appeared to
be a prima facie case for investigation. Dale asked 1 167 College of
Education students to indicate their preference for co~-education or
single-sex education. The results for both men and women indicated
two principal trends. First, that a majority of the students
preferred co-education and, second, that all the ex-pupils educated
in co-educational schools were more strongly in favour of co-education
than were thode educated in single-sex schools. Thus the pilot study
revealed a preference for co-education in all groups of ex-pupils.
Dale realized that the abovementioned finding might be opposed on the
grounds that the ex-pupils' preference may be biased owing to the fact
that most of them had had experience of only the one type of school
she/he had attended. To overcome this problem in drawing conclusions,
rale separated out from the original sample those students who had
attended both a co-educational 3and single-sex school. Although the
final sample was small - forty-eight female ex-pupils and fifty-two
male ex-pupils, the results indicated that ex-pupils vno had attended
both schools were heavily in faveur of the co-educational school, the
males by seventy-seven to fifteen per cent and the females by eighty-
eight to eight per cent.

In this pilot 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 classifying these responses, Dale combined

the responses of all the groups according to their basic similarity.
Those students in favour of co-education emphasized the social factors
involved in these schools and expressed the opinion that co-education
provides a healthier developmental atmosphere and encourages more
natural relationships between the sexes. The reasons given for
opposing co-education were principally concerned with the different
abilities, interests and rates of development of boys and girls,
while to a lesser extent there were some fears about distraction by
the opposite sex and a few qualms about discipline. Thus the arguments
given for co-education were primarily social and those against co-
education were concerned with instruction.

In the Second College Survey, Dale constructed a more detailed
questionnaire than that of the First College Survey, which covered a
number of the points at issue between the opposing schools of thought.
Questions were designed to make a first exploration into such aspects
as happiness in school, the state of pupil-teacher relationships, the

type of school preferred, the effact of school 1ife on relations with

the opposite sex, attitudes to the opposite sex, marriage and parenthood.

Students were asked to make judgement by means of a five-point scale
ranging from 'very happy' to 'very unhappy' and were also required to
make free comments. The percentage of ex-pupils who selected gach
value was calculated and the distribution for co-educated and single-sex
educated was compared by the Chi-square test.

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 single-sex schools and they also found the
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school atmosphere to be more pleasant. Usually these results were
more consistent and stronger for the women than for the men. The
reasons both sexes gave were that the social life with two sexes is
better, it is a mare natural preparation for Tife in the adult worid,
relations with the staff and between the staff were more pleasant,
and the atmosphere was less tense. With regard to academic work
these students found a mixed school more enjoyable and Tiked the
friendly rivalry with the opposite sex, though others emphasized

the high academic standard of their single-sex school. It is
sometimes said that boys do not like the presence of girls in school.
The falsity of this argument was demonstrated by the co-educated ex-
pupils, as only three males out of 186 and six females out of 657
agreed with the statement. They also considered that the presence
of teachers of the opposite sex had a good influence. As was to be
expected, the topic 'preparation for the adult world' yielded
considerable advantage to the co-educational schools.  Whereas only

some ten per cent of the ex-pupils of girls' schools in the Second

College Survey said their school Tife was helpful in their relations

with men, the proportion from the co-educated women was three-quarters.

Many of the latter also found it easier to work with men in the adult
world. The men's results followed the same pattern except that in
addition the men from co-educational schools found it easier to work
under the direction of a woman than did the men from boys' schools.
The results of the Second College Survey, which have been outlined
ahove, might be criticized on the ground that since the ex-pupils who

were evaluating co-education and single-sex education had only
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experienced one type of school, they could not validly compare the
two schonls under consideration. In an endeavour to overcome the
possibility of biased evaluation, Dale (1955; 1966) conducted a Third
College Survey in which an inquiry was conducted among ex-pupils who
had atteaded both a mixed and a single-sex secondary school. This
survey was called the 'Both Schools' Survey and the sample comprized
800 students. The 'Both Schools' Survey revealed that both men and
women judge teachers in their co-educational schools to be friendlier
and more helpful than those in their single-sex schools. The
consensus of the findings about the discipline in these schools is
that the ex-pupils considered that both boys' and girls' schools
tended *owards strictness, an appreciable number being judged 'too
strict', this becoming over-severity and harshness in a minority of
schools, whereas in their co-educational schools the discipline was
mostly reported 'satisfactory’.

One of the most startling differences between the men's groups
was that whereas almost half of the men in the 'Both SchooWs‘ Survey
judged bullying to be frequent or very frequent in their boys' schools,
only one-fifth of them made the same estimate for their co-educational
schools. The verdict of the women was similar. Men and women also
judged the education provided in their single-sex schools to be
‘narrower! than in their co-educational schools, and there were not as
many enjoyab?e out-of-school activities. In the area of pupil
interaction both male and female ex-pupils were strongly of the
opinion that it was easier to make friends in their co-educational
than in their single-sex schools and the women thought the girls in

the latter were more ‘spiteful' and more 'quarrelsome’.
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A schooling in which boys and girls spend many years at school
with the opposite sex, compared with a schooling which segregates
boys from girls, would naturally produce a decided difference in
attitude in each sex towards the other. In the replies about the
pleasantness of the attitude of the pupils towards the opposite sex,
both male and female students of the 'Both Schools' Survey were sure
that there was a more pleasant attitude in their co-educational schools.
At the same time they reported much more timidity towards the opposite
sex among pupils in single-sex schools. The Tatter were judged to be
more 'preoccupied with the cpposite sex' and also more 'boy-giri
crazy' (Dale 1971, p 295). Ex-pupils of the 'Both Scnools' Survey
felt strongly that the tw: sexes had a good influence on each other,
improving *he boys' appearance, manners and turbulent behaviour, and
making them work harder, while on the other side improving the
atmosphere among girls, widening their interests and making more normal
the interest of the girls in boys.

One of the crucial questions which often lies hidden in the minds
of parents, teachers and educationalists, is whether the presence of
boys and girls together in co-educational schools would encourage an
excessive interest in sex and create an unhealthy atmosphere.  The ex-
pupils who attended both schools have given a very clear reply to this
issue. Seventy-six per cent of the women believed the attitude towards
sex to be healthier in the co-educational school than in their girls'
school, only seven per cent believing the opposite. The judgement of
the men was the same as that of the women.

Finally, on the issue of which school the subjects in the 'Both

Schools' Survey preferred, it was found that there was a marked
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preference for the co-educational schools. The ex-pupils ,referred
these schools because 'there is a natural friendliness between the
sexes; and they educate each other; they found the atmosphere
pleasant and relaxed, enjoy the social 1ife of the school, the
friendliness of the teachers, the broad balanced outlook, and the
preparation for the adult world' (Dale 1971, p 298).

The 'Both Schools' Survey conducted by Dale (1969) provides us
with what may be considered the most objective attitudinal data on
ex-pupils' feelings and judgements concerning co-education and single-
sex educition. The results of this survey indicate pointedly that
co-educational and single-sex schools are communities with very
different atmospheres, with the co-educational school providing the

happier, more baianced, more interesting and more complete education.

4.2.3 Attitudinal Surveys Conducted on Teachers

The present section involves a presentation of one aspect of = many
sided attack on the problem of the relative effectiveness of co-
educational and single-sex schools in achieving the aims of education.
It examines ine verdict of those teachers who have had practical
experience in suzh schools and assesses in particular the opinion of
those who have taught in both types of schools.

One of the first research contributions in this field was an
enquiry conducted in Britéin by Valentine in the 1930s. Valentine
(1930) asked teacher graduates who had attended mixed and single-sex
schools to assess their relative value. Valentine (1950) reported
that of the students who had been co-educated he found an overwhelming

majority in favour of co-education - sixty-five out of seventy-two.
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No figures were given for students from single-sex schools.

Clark (1937) sent a questionnaire in 1936 to the Heads of all
mixed secondary grammar schools. He received only seventy-two
replies, but although just under ninety per cent had taught in
segregated schools, eighty per cent of the Heads said mixed schools
had marked advantages over segregated schools, and only eight per
cent were in favour of segregation.

The first large-scale enquiry among teachers themselves was that
of Moreton who published in 1946 a summary of his 1939 PhD thesis.
Moreton using an attitude scale with a population of teachers from
secondary schools, found a great preference for co-education with
Tittle difference found between the attitudes of various classes
of teachers, male and female, married and single, whether educated
in mixed-sex or single-sex schools.

Davies (1950) used an attitude scale to assess opinions among
teachers in secondary schools of all types. Like Moreton he found a
favourable attitude 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 of co-education than the composite number

from single-sex institutions.

A major methodological shortcoming of both Moreton's (1946) research

and Davies' (1950) research was that there was in both studies a very
Tow percentage of replies, fourteen per cent and fifty-eight per cent
respectively. One cannot determine the reason for this low percentage
return and thus the possibility that those who did not reply disliked

co-education remains very real.
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Dale (1969) ascertained the views on co-education of teachers in
secondary grammar schools in Glamorgan. Thirty-two schools co-operated
in this study and the percentage return was eighty-three per cent.

Dale found that in co-educational schools eighty-four per cent of the
replies were in favour of full co-education.

In boys' schools fifty-one per cent favoured co-educaticn and in
girls' schools forty-one per cent favoured full co-education; whereas
an overwhelming majority of the staff of the co-educational school
preferred co-education.  The verdict of the teachers may be criticized
on the ground that many teachers had had teaching experience in only
one of the two types of schools, thus making comparisons invalid.

Ta overcome this difficulty in interpreting the results, Dale (1969)
tabulated the opinion of those teachers who had taught in both co-
educational and single-sex grammar schools. Dale found that the
verdict 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 girls' schools favouring co-education
was seventy-nine per cent and sixty-four per cent respectively.

Kolesnik (1969) conducted a study at the University of Detroit in
which 104 teachers who had taught in co-educational and single-sex
high schools were asked which system they favoured in grades seven
through nine and ten through twelve. Kolesnik found a strong
preference for single-sex education in grades seven through twelve.
Seventy per cent of the respondents were in favour of single-sex
education, twenty-one per cent were in favour of co-education and nine
per cent thought that the type of school made no difference.

The findings of a strong preference for co-education in Moreton's
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(1946), Davies' (1950) and Dale's (1969) surveys lie in justaposition

to the findings of Kolesnik (1969) who found a strong preference for
single-sex education. This discrepancy in results may be due to the
di fferent 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 likely reason for this discrepancy is that in
Dale's investigation the single-sex schools were under control of the
State or other non-religious bodies, while in Kolesnik's investigation

separate schools for boys and girls were,with few exceptions, Roman

Catholic Schools. It is thus probable that many of the teachers in 1

; Kolesnik's (1969) survey who had experience of both co-educational and !
single-sex schools were of the Roman Catholic denomination and this
may explain the strong bias for single-sex education found in Kolesnik's B

research.

4.2.4 Attitudinal Research - Conclusion

Attitudinal research assessing the relative merits of co-education and z
single-sex education has shown that co-educational and singie-sex ‘ g
schools are communities with very different atmospheres, with the f
s‘ . co-educational school being felt 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 1ittle kn -+ _:, but judgements

TR

based on experience of at least one of the two types of school under
discussion. However, the assessment of opinion, even though this
opinion is based on experience, cannot of itself be conclusive, though

|l its value must not be underrated. The findings of Dale's (1964;
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1966; 1969) attitudinal research gain in significance when it is
realised that the preference for co-education is registered in spite
of school loyalty and in the face of a tradition and an educational
pressure which in Britain favours single-sex education, and when it is
realized that this change has taken place in spite of the superior
prestige of the single-sex public school system and of the old
established single-sex city grammar and high schools.

The problem of the relative merits of co-education and single-sex
education has many aspects and much more investiga: .n is needed before
a final judgement can be made. Such attit:i al res2arch, while
contributing necessary information, remain: a-aely subjective and
does not touch upon the question of whether)the differences between
co-educational and single-sex schools create long-lasting differences
in personality, social development and academic attainment.

In addition to research employing attitudinal surveys, a few
researchers have concentrated on a more objective orientation in
attempting to assess the systems of co-education and single-sex
education. Such an objective orientation has been used with regard
to measuring the relative academic atta ament of pupils attending
the two school types (Tyson 1925; 1926; King 19453 Dale 1957; 1974)

and,to a lesser degree, to measure the psychological and social

~adjustment of these pupils (Atherton 1966; Dale 1971; Van Aswegen

1975).  The present review will now move onto a consideration of

research which is of psychological and social significance.

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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single-sex schools. His sample comprised 1 100 men and 1 400 women
selected randomly in England and Wales. Atherton's most important
finding was that of a statistically highiy-significant difference
between co-educated and single-sex educated male and female subjects
whose schooling went on for five 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 findings, the co-educated men and women remained significantly
more happy in marriage than the subjects who were single~-sex educated.

Despite the consistency of Atherton's findings the conclusions
drawn cannot be definite owing to the fact that there are many other
powerful forces acting for or against the happiness of a marriage which
were not controlled, such as social class, age and religion.  Thus,
Atherton's work should be considered as pioneering a way in a
relatively new and difficult area of research.

Dale (1971) published the results of extensive research he conducted
to tast the hypothesis that emétﬁonal and social development might be
profoundly affected by the alternatives of co-education or single-sex
educa*ion. Dale's survey included forty-two schools and the testing
instruments, employed were a modified Boxall for the juniors and the
Mooney Problem Check List 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 situations
in which the pupil admitted to feeling anxicus. The results of the

first testing tended to favour co-educational schools. This difference
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was not, however, found to be statistically significant. Dale
measured the anxiety of these subjects two years later to determine
the change in anxiety about schools and he found that the gap between
the co-educated and single-sex boys had narrowed; however, neither
the gap nor the slight change was statistically significant. The

two girls' groups started with the same average score, but two years
later those in girls' schools were slightly less anxious than those

in mixed schools, though again the differences between the groups and
the change in average scores were quite unreliable. Dale (1971) feels
that these findings may be attributable to differences between the
groups in average intelligence, parental occupational class and the
type of ‘'drop-out' pupil. Dale suggests that these factors all placed
the co-educational pupils under a handicap. In addition to these
factors rendering Dale's (1971) findings tentative the fact that
differences in the longitudinal study were not significant means that
any conzlusions drawn can only be tentative.

In addition to administering the Boxall to his Jongitudinal sample,
Dale (1971) got all subjects to complete a Mooney Problem Check List
in an attempt to assess seven problem areas, including 'schoel’,

'home and family', 'boy-girl problems' and 'people in general'.

Dale (1971) found that for the Junior girls in all problem areas for
every occupational class, and in both types of schools, there is a
marked increase of recorded problems between the ages of eleven and
thirteen. In five of the seven problem areas the increase of
mention between eleven and thirteen years of age is slightly less
for the sample from girls' 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 girls.

The pattern for boys on the Mooney was similar to that of girls.
For both boys and girls problems relating to the opposite sex increased
slightly more in the co-educational school than in the single-sex, but
this varied with occupational class grouping. The problem area showing
the largest differences betwee: the two groups was 'home and family'
where the co-educational group had a bigger increase thar those
educated in single-sex schools. This finding is consistent with the
largest proportion of lower-class pupils in the co-educational schools.

In addition to the Boxall and the Mooney Problem Check List all
pupils were also given the HSPQ which yields scores on fourteen
Personali®y dimensions. No significant differences were found between
boys and girls in the two types of schools on the dimension of Anxiety.
On the Neuroticism dimension the score for boys attending single-sex
schools was significantly higher at age thirteen than the score for
co-educataed boys The girls' Neuroticism scores at age eleven and
thirteen were wirtually equal. On the Introversion-Extreversion
dimension, Dale found no significant differences between the two groups
of boys and girls.

The overall findings of Dale's (1971) longitudinal research on
Juniors attending co-educitional and single-sex schools revealed no
decided or consistent difference or any of the measures of psycho-
social adjustment which could be attributed to type of school alone.

Dale (19,1) extended his research nn psycho-social adjustment to

include senior students aged fifteen and seventeen. The testing
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instruments Dale used were the Mooney Problem Check List and the HSPQ.
Dale found that the co-educated boys were less anxious both in the

main part of the Mooney test and in the section where they were asked
about their special problems, but the difference between them and the
boys from boys' schools was not found to be statistically significant.
The co-educated boys alsn recorded a rather greater reduction in
anxiety between the ages of fifteen and seventeen: however, this
difference was not statistically reliable. In the HSPQ the co-educated
boys aiso had lower scores on general anxiety at fifteen and seventeen
years of age. With regard to the senior girls, Dale found that the
co-educated girls had slightly more problems in total at fifteen years
of age, mostly from the section 'people in general’, "home and family'
and ‘work and future', but this was slightly reversed in ‘'school’
problems, with an equality under 'boy-girl'. None of these differences
produced statistical significance. By the age of seventeen, however,
the co-educated girls were appreciably lower in overall total, and
lower in all the problem areas except 'people in general', where there
was equality. The largest difference between the two types of schools
in the seven problem sections at the age of seventeen was that of
tschool' and this difference verged on statistical significance. When
the senior girls were asked tc write down those problems which troubled
them most, the co-educated girls indicated more in total than did the
girls from girls' schools both at fifteen and seventeen years of age,
though the difference had been halved in the two years. However, in
the 'school' problem section there was equality at age seventeen, and

the co-educated girls had slightly more problems in the boy-girl area,
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though this was far from statistically reliable. On the HSPQ the
co-educated girls had lower general anxiety areas both at fifteen
and seventeen years of age and this difference was statistically
significant at age seventeen.

On the HSPQ Neuroticism dimensions, senior middle-class and
upper-middle-class boys from co-education schools were significantly
lower in Neuroticism at age seventeen than boys from boys' schools.
No difference was found between the girls on the Neuroticism
dimension.

On the HSPQ scale of Introversion-Extroversion the scores of boys
beTonging to opposing groups were virtually equal both at fifteen and
seventeen years of age. The two senior girls! groups recorded almost
the same average score at fifteen years of age and two years later,
the girls from girls' schools were slightly more extroverted.

Taking an overall view, Dale's (1971) research on psycho-social
adjustment of students attending co-education schools and those
attending single-sex schools revealed no decided or consistent
difference between these students. These findings do not lend any
support to either side of the debate on the rival merits of the two
sys tems.,

Van Aswegen (1975) conducted research in South Africa in which he
applied an analysis by type of school attended to the.reéu1ts of a
Project Talent Survey which was conducted in South Africa in 1965,
1967 and 1969. The aim of Van Aswegen's (1975) investigation was to
obtain an indication of the influence of single-sex education as
opposed to co-education on the personality, interest, adjustment and

scholastic 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 their high school
careers. Van Aswegen's overall sample comprised 246 girls at girls'
schools and 235 at co-educational schools, all of whom had attended
only the one type of school throughout their higk school career.

The measuring instruments Van Aswegen employed included a Biographical
Questionnaire, the NGAGT (IQ Test), the HSPQ (a personality test), the
Adjustment Questionnaire, several tests of aptitude and ability, final
examination marks in Standard Six, the PHSF and final examination
marks in Standard Ten.

A comparison of the girls at Standard Six Tevel was essential to
determine whether any change occurred between Standards Six and Ten.
In this comparison Van Aswegen (1975) found that the girls at single-
sex schools generally came from higher socio-economic strata, and
their parents were better qualified than those of co-educated giris.

In comparison with the girls at co-educational schools, thei: parents

cherished higher academic aspirations for them.  They were found to be

more conscientious in respect of their school work and to participate
in greater measure in extramural activities outside the school.

Van Aswegen found that, according to the Adjustment Questionnaire,

there were nosignificant differences between the two groups at Standard

Six level. However, according to the HSPQ, the girls at girls' schools

were found to be more outgoing, warm-hearted and easy-going (Factor A)
than the girls at co-educational schools. This latter finding was
found to be consistent with that of the GSZ, where girls at girls'

schools obtained significantly higher scores in field fourteen [Social
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Gregariousness) than in interest in hobbies - which points tc their
greater interest in social activities.

In spite of the fact that 1Q was kept constant in the investigation
by dividing fhe test and control groups into three comparable IQ groups
the pupils at girls' schools nevertheless obtained significantly higher
scores in the intelligence field (Factor B) of the HSPQ, which inc cates
that they were more intelligent ~nd abstract thinking than the girls at
co-educational schools.

In the various aptitude tests, the girls at girls' schools obtained
better scores than the co-educated girls. The girls at girls' schools
also obtained significantly better scores in the standardized scholastic
tests than their co-educated counterparts at Standard Six Tevel.

Van Aswegen's (1975) investigation in respect of Standarc Ten
girls with average intellectual ability revealed no differences in
personality traits. However, the girls at girls' schools obtained
considerably lower scores than those at co-educational schools in the
fields of Personal Freedom, Sociability G and Sociability S of the
PHSF,

Although practically no differences were found between the two
groups at Standard Ten level, it is nevertheless essential to note
that while the single-sex girls at Standard Six level were more
outgoing than co-educated girls these differences were no Tonger found
at Standard Ten Jevel. Furthermore, it is fitting to note that the
single-sex girls obtained lower scores than their co-educated
counterparts in the fields of the PHSF which deal with Personal Freedom,
Sociability G and Sociability S.  Thus, although virtually no

differences were found between the two groups of pupils at Standard
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Gregariousness) than in interest in hobbies - which points to their
greater interest in social activities.

In spite of the fact that IQ was kept constant in the investigation
by dividing the test and control groups into three comparable IQ groups
the pupils at girls' schools nevertheless obtained significantly higher
scores in the intelligence field (Factor B) of the HSPQ, which indicates
that they were more intelligent and abstract thinking than the girls at
co-educational schools.

In the various aptitude tests, the giris at girls' schools obtained
better scores than the co-educated girls. The girls at girls' schools
also obtained significantly better scores in the standardized s:holastic
tests than their co-educated counterparis at Standard Six level.

Van Aswegen's (1975) investigation in respect of Standard Ten
girls with average intellectual ability revealed no differences in
personality traits. However, the girls at girls' schools obtained
considerably lower scores than those at co-educational schools in the
fields of Personal Freedom, Sociability G and Sociability S of the
PHSF.

Although practically no differences were found between the two
groups at Standard Ten level, it is nevertheless essential to note
that while the single-sex girls at Standard Six level were more
outgoing than co-educated girls these differences were no longe- found
at Standard Ten level. Furthermore, it is fitting to note that the
single-sex girls obtained lower scores than their co-educated
counterparts in the fields of the PHSF which deal with Personal Freedom,
Sociability G and Sociability S.  Thus, although virtually no

di fferences were found between the two groups of pupils at Standard
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Ten level, there are indications of a possible change in sociability
and association with others among the girls at girls' schools, as
reflected by Factor A (outgoing) of the HSPQ and Fields 7, 8 and 9

(Personal Freedom, Sociability G and Seciability S of the PHSF).

Although it would appear from Van Aswegen's (1975) research that
pupiis at girls' schools underwent certain changes in personality
between Standards Six and Ten, such a sweeping statement cannot be _ g

made since several variables were not controlled. Such probable

intervening variables include socio-econom:c differences, residential

area and family influences, such as the presence of one or two parents !

in the family, and other siblings. In addition, all rural-urban

differences were not kept constant.

4.3.1 Co-Education and Psycho-Social Adjustment - Conclusion

s A T 4

The overall thrust of Dale's (1969) research which was conducted 1in
Britain and the research of Van Aswegen (1975), which was conducted
in South Africa on female students, revealed no decided or consistent

differences between students attending co-educational schools and

ey <y o YR A i R T T g -

those attending single-sex schools. These findings do not lend
support to either side of the debate concerning the rival merits of
the two educational systems.

Since the area of emotional and social adjustment is vast in itself,
the subject cannot be regarded as being completely researched by these
two surveys. In addition, one important facet of adjustment -
heterosocial adjustment - was not measured by these researchers. As

has been indicated in previous sections, the 'boy-girl® problem seems

Borl el N B | A D Sy Yo

to be the most crucial of all the developmental tasks of adolescence

and it is in the resolution of this task that the two systems may be
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exerting very different influences. Thus the heterosocial realm of
deve]qpment still needs to be researched.
Van Aswegen's (1975) study, which represents the only South African

research conducted on the effects of co-education and single-sex

education on psycho-social adjustment, was confined to a female sample.

This means that the effects of the two systems on the psycho-social
adjustment of male students stilil needs to be investigated. Such

future research in the area should systematically control variables

O
R

such as socio-economic differences, residential area and possible

; family influences. In addition, future research should explore the

question of whether the possible influence of the two systems only

becomes apparent at first year university level, where the student

enters a broader social and heterosocial context. :

4.4  Comparative Research Regarding Academic Attainment F

‘ The scholastic performance of pupils is a common criteria used to judge j
the merits of a particular school type. Almost all the research which

( has been conducted on the effects of co-education on academic attainment
| has taken as a criterion the examination results of pupils taking the

4 . first extarnal examination as this is a ready-to-use measuring rod

which is reasonably accurate for the comparison of large groups of

people. It is, however, by no means easy to assess the reasons for

e e g &

the difference. There are so many factors which have a bearing on
academic level reached by groups of pupils that conclusions can :
usually only be tentative. Such factors are age, social class,
academic aptitude, number of subjects taken and comparative

qualifications of teachers. None of the researchers in the studies
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to be discussed, had sufficient resources to plan an experiment in
which these factors were kept reasonably constant. Thus in
discussing the findings of these researchers, these variables should
be kept in mind. The present researcher will proceed, with the
assistance of Dale's (1974) extensive review, to consider these
studies in chronological order, subject them to a critical analysis
and endeavour to arrive at findings from a general appraisal of the

evidence.

4,4.1 The Tyson Survey

The first of the large-scale surveys was carried out by Tyson

(1925; 1926) in the Manchester area. Tyson's comparative criterion
was the percentage of pupils reaching credit standard in each.of
nine subjects. Contrary to popular expectation, Tyson found that
in almost all subjects boys at co-educational schools reach a higher
average attainment than boys at single-sex schools, the difference
being statistically significant in seven subjects and for both years.
In addition, co-educated boys have a significant superiority in Latin
for one year. In French the direction is reversed, there being a
significant difference in favour of boys at single-sex schools.

In the case of girls, Tyson found thé percentages of success to be
much closer together for the two types of schools, but with the giris'
schools in the lead.

A number of variables which were not controlled in Tyson's
Survey may however influence the abovementioned findings. The average

ages of the girls in co-educational schools was four to five months

younger than the girls in girls' schools. This represents a distinct
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handicap for the girls in mixed schools. Tyson also points out that
the co-educational schools are situated in relatively sparsely
populated areas ar this may give the co-educational schools a pupil
intake that is asle than that of the city schools, and probably
of a lower social class. The cities also tend to attract the better
qualified teachers.

Tyson, in a later analysis, attempted to remove these variables
by taking the results of only those schools where the density of
population was ten persons or less, to the acre. Co-educated boys-
then increased their lead in three subjects and their inferiority
in French became non-significant. When the ¢irls' samples were
Timited to the rural areas, the change was in the same direction.

In rural schools the co-educated boys were found to lead
decisively in three subjects, have a negligible Tead in one, and
a negligible defﬁciéncy in two, when compared with segregated boys.
The co-educated girls were found to be superior in two subjects,
inferior in two, have a negligible inferiority in one and an
equality in the sixth, compared with segregated girls.  However,
since factors such as social class and age in the female group were
not controlled, the conclusion regarding the superior academic
attainment of co-educated boys and the equal attainment of both

groups of girls must be interpreted with caution.

4.4.2 King's Survey

King (1945) analysed the examination results at the School
Certificate level of the University of London Examination Board.
King's sample was very large, consisting of 3 000 candidates from

142 boys' schools, 180 girls' 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 first analysis was
conducted to determine the level of attainment in the three types

of schools in fifteen subjects with mathematics counting as three
subjects.  King found that the co-educated pupils had more passes
than boys' schools in ten out of fifteen subjects, and more credits in
thirteen subjects. In comparison with girls' schools, co-educated
pupils had more passes in seven subjects and more credits in three
subjects. In English Language, King found that the percentage of
candidates who reached the pass standard or above was eighty-five for
boys' schools, eighty-six for mixed schools and ninety-one for girls'
schools. In English Literature the percentages were seventy-nine for
boys' schools, eighty-four for mixed schools and eighty-eight for girls'
schools.

As in Tyson's (1925; 1926) surveys, King's survey has several
shortcomings which detract from the validity of his findings. Such
methodological factors that render King's findings tentative include
the rural-urban factor and the greater prestige of the single-sex
schools which are Tikely to increase social class and staff differences,
thereby handicapping the co-educational schools. In addition, King
(1945) did not investigate the average age of 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 Level' marks in English
Language and English Literature of pupils at twenty-three co-
educational schools, seventeen girls' schools and nine boys' schools

who wrote the Northern Ireland Senior Certificate Examinations in
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1957.  Sutherland found, in considering raw scores obtained, that
subjects in the single-sex schools had better scores in both
subjects. In English Literature and English Language the
difference between cd-educated and single-sex girls and boys was
statistically significant and the direction of this significance
favoured the singie-sex educated girls 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 tests of significance in which the average mark gained by
each school was used as the unit instead of the marks of individuals.
None of the differences between the segregated and co-educational
schools in the two subjects remained statistically significant. This
résu]t indicates that the variation of the average mark gained by
schools within eéch group is more important than the relatively small
difference between the groups. However, the pattern of slight
superiority of scores of the single-sex school remained. Dale (1974)
attributes this slight superiority to age differences favouring the
single-sex educated girls and to differences in social class which

favour the single-sex girls' and boys' schools.

4.4.4 Dale's Survey

Dale (1959) made a detailed analysis of the marks gained in English
Langauge and Literature in the Ordinary Level Examinations for the
Northern Ireland Senior Certificate, 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 results

closely resembled those of Sutherland (1957) except that in three
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cases the 1957 Jead of the single-sex schools was reduced; in the
fourth - girls taking English Literature - 1t was found to have
increased.

The methodological shortcomings of Sutherland's (1957) survey
apply to those of Dale's survey. Age differences favoured single-
sex educated girls and social class which was not centrolled s
likely to have favoured the single-sex educated subjects.

Dale (1959) attempted to determine the differences in the average
attainment of schools within the co-educational group and similar

ifferences within the two segregated groups.  When the school was
taken as the unit of analysis, Dale found that the difference between
co-educated and single-sex educated boys and girls was much smaller
and lacked statistical significance. This result resembles that of
Sutherland's (1957) analysis. This does not, however, mean that
there is not a difference between the two types of schools and the
fact that both researchers found differences which are very similar
in ameunt and direction suggests some validity 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 single-sex education as
opposed to co-education on the scholastirs achiévement of female high
school pupils. Van Aswegen administered several scholastic tests
to his sample at the commencement of their high school carzers and
again at matriculation level. In spite of the fact that IQ was

kept constant in the investigation by dividing the test and control
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groups into three comparable IQ groups, the pupils at girls' schools
nevertheless obtained significantly higher scores at Standard Six
Jevel in the Intelligence field (Factor B) of the HSPQ, which
indicated that they were more intzlligent and abstract-thinking

than the girls at co-educational schools. Van Aswegen also found at
Standard Six level that, in the various aptitude tests, the girls

at girls' schools obtained better scores than the co-educated girls
throughout which indicates superior all-round aptitude especially
for language and arithmetic.

Van Aswegen's investigation in respect of Standard Ten giris
(with average intellectual ability) revealed that approximately
the same percentage of pupils at girls® schools as at co-educational
schools passed Standard Ten without failing one or more times.
Little difference was found in respect of the average examination
mark at the end of Standard Ten, although the girls at girls' schools
obtained significantly more first classes in Standard Ten than the
girls at co-educational schools.

Although one would like to theorize on the basis of these results
that the presence of boys in co-educational schools affects the
female academic performance, this cannot be done without caution, as
there are several methodological difficulties inherent in this
analysis. Van Aswegen himself points out that since the groups in
his investigation were not paired off in respect of socio-economic
differences, family size and residential area, these results cannot,
without further investigation, be ascribed to one or the other type

of school.
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4,5 Scholastic Research -~ Conclusion

In reviewing the research conducted on the issue of co-education

and academic attainment, Dale (1974) reaches the canclusion that,
despite all the difficulties and inadequate control of extraneous
variables, the common pattern of results which have been found in
British and Irish research (with one or two minor deviations) is
astonishing. Briefly, although handicapped in a number of ways,

boys in co-educational schoois did better in the first external
examination in five very large surveys and three smaller ones,

than boys in boys' schools, This analysis of research has shown
with reasonable definitude that the common belief that boys make
hetter progress in single-sex schools and, even, that such schools
have a higher attainment level than co-educational ones, is a

myth, and furthermore, it appears that the advantage Ties with the
boys in co-educational schools. On the female side of the research,
the analysis of the general results in all subjects is more complex.
One thing, however, which clearly emerges is that the difference
between the two groups of girls in the British research is smaller
than that between the boys' groups, and, in raw scores, it is slightly
but fairly consis‘ently in favour of girls' schools. However, Dale
(1974) points out that that the co-educated girls are more handicapped
in comparison with girls' schools, than the co-educated boys are in
comparison with boys' schools. This is because two additional
extraneous variables weigh against the co-educated girls. These are
the younger age at which they take the examination and the fact that,
in these surveys, they are shown to drop fewer of their weak subjects

than their single-sex counterparts.
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Dale (1974) concludes on the basis of British research spanning
about fifty years that 'a cautious summing up would be that the
progress of boys is probably improved by co-education, while that of
girle is not harmed and that the question of 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 blind acceptance of Dale's conclusion
on the grounds that the methodological difficulties characterizing
British research in regard to co-education are profound.  Single-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 single-sex pupils have been found to have
& higher IQ than co-educated pupils. Th; single-sex schools in
Britain have more funds available, which means that teachers are
better paid and the number df pupils per teacher is smaller than in
co-educational schools. As a result of the aforementioned extraneous
variables present in the British surveys, it is not methodologically
sound to attribute differences found between schools ko the single-
sex or co-educational nature of the school. In South Africa,
however, the extraneous variables complicating comparisons between
co-educational and single-sex schools are much reduced. In South
Africa, both co-educational and ~ingle-sex schools are under State
control and the distribution of teachers to the schools is usually
random. The staff-pupil ratio in South African co-educational and
single-sex schools is roughly equal. Furthermore the distribution
of students to the schools is State-controlled. The control of

extraneous variables inherent in South African State Educatjoma]
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System means that the results of educational research in South
Africa are not fraught with the methodological difficulties
inherent in British research. Such educational research should
thus be encouraged in South Africa.

Although the research spanning 50 years, which was conducted
by Dale, may, on first examination, seem to exhaust the issue of the
differential influences of co-education and single-sex education on
the intellectual development of adolescents, this is not necessarily

true, as one crucial aspect of intellectual development, that 1is,

achievement motivation, has not received consideration. The discussion

in Chapter Three of the present study pointed oxt that the feminist
movement in America (Horner 1969; 1972; Dowling 1982) has uncovered
the phenomenon of 'fear of success' in women in compet’ tive mixed-seX
educational environments, which inhibits the will of women to succeed
academically ...d professionally, and which has been found to have
serious psychological implications. Comparative research on the
achievement motivation of co-educated and single-sex educated females

thus requires urgent attention and begs inves .igation.

4.6 University Research

in the péevious chapters, studies on the academic attainment of
students attending single-sex schools and those attending co-
educational schools were reviewed. Although academic attainment
at matriculation level is an important issue, a second query comes
to mind when such comparisons are made, namely, whether any
distinctive influence lasts beyond school, so that it affects

academic progress in the university.
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The transition from the secondary school environment to the

wider social and academic environment of the university involves
a number of crucial readjustments {Menacker 1975). It seems
: : reasonable to hypothesize that this transition may be more trying

for students from single-sex secondary schools due to the fact

that the university environment is co-educational and thus involves ' :
major heterosocial changes. Research on this issue is limited to

two stua;es by MacCracken (1969) and Dale and Miller (1972).

MacCracken (1969) compared academic attainment at the end of the %
first year at the University of Leeds. He analysed the first year ﬂ

i
examination results of students for three successive years and hi: '

total sample comprised over 5 500 students. MacCracken found no

consistent pattern of difference between students from the o }
% school types, though those from single-sex schools had slightly
fewer failures in two years out of three. However, owing to the ?

fact that MacCracken did not include in his analysis the relative

f - entry attainment level of the students, the findings of his research
#. | are of little value for assessing the comparative progress of students
from co-educational and single-sex schools. .

t o Dale and Miller (1972) compared matched samples of students from

co-educational and single~sex schools who entered four colleges of the

¥

University of Wales in 1965-66, 1966-67, 1967-68 and the University of

o
TR R

Swansea 1968-63.  Students from co-educational schools were matched

with those from single-sex schools on population of school area, sex,
social class, university institution, average grades, best subject

?; B 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 first year of university revealed that in
the Arts Faculty, the students from single-sex and co-educational
schools made virtually the same average progress. The negligible
superiority of the students from single-sex schools was found to be
highly unreliable statistically and of no practical importance. In
the Science Faculty the co-educated students had a larger superiority
and though this difference failed to reach statistical significance,
it was found to be quite substantial. In order to examine further
both the amount and nature of the differences é pass-fail criterion
was applied to the data. This analysis revealed that the co-educated
students had a negligible and unreliable superiority in the Arts
Faculty and a distinctly larger orie in the Science Faculty.

Dale (1972) regards these findings as tentatively confirming the
hypothesis that students from single-sex schools find it more difficult
to adjust to 1ife and work in a co-educational institution than
students from co-educational schools. However, the present
researcher feels that such an interpretation may be dangerously
misleading as all Dale's findings failed to reach statistical
significance.

Further research is needed before such an interpretation may be
accepted and all other explanations for these differences need to
be explored.

In addition, achievement motivation of first year university
students whe received co-education and those who received single-sex
education needs to be assessed, as this variable constitutes a

crucial component of intellectual development.

e

it gt g Y s 4 g



S e e e ammi t

T

. .
e IR

e

—

86

There has been no comparative research conducted on the question
of whether the influences of co-education and single-sex education
on psychological, social and heterosocial adjustment becomes apparent
at first year university level, when the student enters a broader
heterosocial contact. Such research would be of importance in
establishing which system best prepares the adolescent for life in
the adult world and the findings could also be used to support the
hypothesis that possible 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 is 2 well-documented fact in developmental psychology that the
teenage years comprise an extremely important transitional stage of
development often critical to the ultimate success or failure of
the individual's socialization, adjustment ar later achievements
in Tife (Jersild 1970; Erikson 1963; 1968). In attempting to
jdentify and understand the socio-cultural factors which assist
or nandicap the resolution of the developmental crises faced by the
adolescent, many psychological theorists and research workers have
focused their attention on the influence exerted by the family
(Minuchin 1974).

During adolescence the individual is in the school environment
more than she/he is in the home environment or any other environment

and thus the school becomes of potentially crucial significance in

influencing the resolution of the psychological, social, heterosocial,

and intellectual 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 relatively neglected and
instead researchers have concentrated their attentions on the periods
of infancy and childhood (Scarr 1979). This general deficiency in
research is also characteristic of the question of the influence of
the secondary school years of adolescent development.

The debate on the rival merits of co-education and single-sex

education is a long-standing one, but it is sustained chiefly by
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theoretical arguments with very few.research facts existing to
support them. The research which has been conducted is
~haracterized chiefly by attitudinal surveys and comparative
studies on academic attainment. Relatively few researcher; have
assessed the contribution made by co-educational and single-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 situation, the government's
policies in the four provinces on the issue of co-education or
single-sex education at the secondary < :hool level seems to be based
on historical evolution rather than upon any objective assessment of
the merits of these two educational systems in assisting with the
intellectual and emotional development of the adolescent. Research
on the issue of co-education and single-sex education as they relate
to adolescent development is confined to the research effort of Van
Aswegen (1975) which, although conducted on a large scale, was
restricted to female subjects. This means that the relative
influences of co-education and single-sex education on the psycho-
social and intellectual development of male subjects has never been
explored in the South African context.

In addition to the aforementioned deficiency in research, the
whole question of the effects of the two systems on heterosocial
adjustment and achievement motivation has never been investigated.
Since, on the basis of attitudinal research, one would expect the
realm of heterosocial adjustment to reflect most clearly the
differential influence of the two systems, this issue demands

investigation. Concerning academic attainment, owing to the fact




e, e

e R R RS AT

e e

89

that the results of British and Irish research suggest that the

effects of co-education and single-sex education on academic

_attainment may be different for boys and girls (Tyson 1926; King

1945; Sutherland 1951; Dale 1974), the question of the effects of
the two systems on intellectual develonment needs to be explored
on both a male and female South African sample.

In the previous section the methodologyical shortcomings of
studies comparing the influences of co-education and single-sex
education on acadeamic attainment were considered. These methodological
shortcomings were found to be compounded in British research due to
the fact that single-sex schools in Britain are usually established
and located in the wealthier urban areas, thus introducing a
confounding socio~eccnomic variable. In addition, the fact that
single-sex students have been found to have significantly 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 single-sex education on heterosocial
adjustment and achievement motivation, and of the methodological
shortcomings of previous research, the primary aim of the present
researcher is to present a well-controlled study in the South
African context, assessing the relative effects of co-education and
siﬁg]e—sex education on psychological, social, heterosocial and
intellectual development of male and female secondary school students.
It is felt that the findings of such a study may prove to be of
important practical significance to both the psychology of adolescent

development and psycho-educational intervention and policy-making.
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The secondary aim of the present research is to pioneer a new field
in the South African context by comparing the psyche-social
adjustment, academic attainment and achievement motivation of male
and female university students who attended either co-educational

or single-sex schools. It is hoped that the findings emanating from
this research will provide an indication of which system best assists
the transition from the school environment to the broader social and
academic university context. Any significant findings in this area

are of obvious psychological and educational significance.

5.2 The Dependent and Independent Variables

The preseﬁt research involved an assessment of the psychological,
social, and intellectual development of male and female matriculation
and first year university students who received co-education or
single-sex education during the secondary school years. Since it was
felt by the present researcher that any complete evaluation of the
effects of co-educalion and single-sex aducation on adolescent
development must involve a systematic and objective appraisal of the
éocia1, heterosocial, emotional and intellectual domains the

dependent variables selected for investigation in the present study

home adjustment.

social adjustment;

heterosocial adjustment;

(M

(2)

(3) emotional adjustment;
(4)

(5) level of anxiety;
(6)

self concept;
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(7) achievement motivation;

(8) academic attainment;

(9)-iQ which was initially analyzed as an independent variable but
included as a dependent variable in the final 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-educational;
(b) single-sex;

(2) sex of subject;

(3) 1Q which was analyzed in the first instance as an independent
variable but included in the final analysis as a dependent
variable;

(4) standard of education:

(a) matriculation;

(b) first year university.

5.3 Rationale for Choice of Dependent Variable

A measure of emotional adjustment and level of anxiety of each subject
was believed by the present researcher to constitute a definite measure
of intrapersonal adjustment. Anxiety level was believed to provide a
measure of intrapersonal adjustment by virtue of the fact that it has
been considered by many personality tneorists io constitute a measure
of psychological well-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 it passes a certain point in subjectivity, anxiety can become

a problem and a source of disorganisation. Self-concept was considered
to provide a further measure of personality adjustment by virtue of the
fact that personality adjustment is enhanced or undermined by degree of
acceptance of self (Rogers 1975).  In addition to this, the development
of a stable sense of 'self' is a crucial element in the resolution of
the identity crisis faced by the adolescent (Erikson 1968).  Attaining
a healthy self-image ::2s, as its concomitant, feelings 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~ocial adjustment, which may be regarded as one of
the central develupmental tasks of adolescence (Erikson 1963; 1968:
Havighurst 1953), has never been objectively assessed by researchers
exploring the relative influence of co-education and single-sex
education in enhancing or undermining adjustment of students.

Achievement motivation, academic attainment and 1Q were chosen
by the present researcher to provide an adequate measure of intellectual
development or ability. Pravious researchers in this field have
regarded intellectual development as being reflected in academic
attainrment alone. It is, however, the contention of the present
researcher that any complete assessment of scholastic 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 single-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 will be
significantly better adjusted on the psychological,social
and heterosocial measures than males attending single-sex
secondary schools.

(b) Fer female matriculation students:

(i1) Females attending co-educational secondary schools will be
significantly better adjusted on the psychological, social
and heterosocial measures than females attending single-sex
secondary schools.

5.4.2 Hypotheses Relating to Intellectual Development of Matriculation
Students

(a) For male matriculation students:

(i) Males attending co-educational secondary schools will score
significantly higher on measures of intellectual development
than males attending single-sex secondary schools.

(b) For female matriculation students:

(1) Females attending single-sex secondary schools will score

significantly higher on measures of intellectual development

than females attending co-educational secondary schools.
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5.4.3 Hypotheses Relating to Psycho-Social Adjustment of First-
Year University Students

(a) For male first-year university students:

(1) Males who attended co-educational secondary schools will
be significantly better adjusted on the psychological,
social and heterosocial measures than males who attended
single-sex secondary schools.

(b) For female first-year university students:

(1) Females who attended co-educational secondary schools will
be significantly better adjusted on the psychological,
social and heterosocial measures than females who attended
single-sex secondary schools.

§.4.4 Hypotheses Relating to Intellectual Development of University
Students

(a) For male first-year students:

(i) Males who attended co-educational secondary schools will
score significantly higher on measures of intellectual
development than males who attended single-sex schools.

(b) For female first-year students:

(i) Females who attended co-educational secondary schools will

score significantly higher on measures of intellectual

development than females who attended single-sex secondary

schooTs.

5.5 Subjects

The total number of subjects chosen for analysis in the present study

numbered 3071 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 is, matriculation or first-year
university. Of the total sample 149 subjects were co-educated
and 152 subjects were single-sex educated:; 161 subjects were
matriculation students and 140 subjects were first-year university
students.

The breakdown of the total sample with regard to sex, school

type and educational standard is represented in Table £.5.1.

TABLE 5.5
BREAKDOWN OF SAMPLE

Co-educational Single~-sex Total

(1) Matriculation 75 86 161
Males 40 43 83
Females 35 43 78

(i) University 74 66 140
Maies 33 30 63
Females 41 36 77

5.5.1 Selection of the Matriculation Sample

In order to select a sample of matriculation subjects attending co-

educational and singie-sex schools, the present researcher approached

the Heads of three State Secondary Schools - one co-educational
school, one female single-sex school and one male single-sex school.
State schools were chosen in an attempt to control the selective

processes which were found to take place in Britain, where the more

intelligent, better adjusted students were sent to single-sex schools.

This control of selective processes was felt to be possible in South
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Africa by virtue of the fact that students are allocated to State
schools in accordance with geographical zoning, thus effectively
controlling any significant selective processes. The schools chosen
to participate were closely located geographically - ail were
located in Johannesburg's North Western suburbs.

The initis matriculation sample comprised the entire matriculation
group of each of the three schools. However, in an attempt to control
saver. ' extraneous variables, a large proportion of the initial sample
was axcluded from analysis on the basis of information gleaned from a
biograohical questionnaire which was administered to all students (see
fppendix A). This biographical Guestionnaire was designed to obtain
biographical information which allowed for the control of the following

factors in selecting the final matriculation sample:

(i) age of subjects within one year yielding an average age
breakdown as follows:
(a) mean age of single-sex educated males = 17 years and 7 months
(b) mean age of co-educated males = 17 years and 7 months
(c) mean age of single-sex educated females = 17 years and
5 months

(d) wmean age of co-educated females = 17 years and 6 months

(ii) 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 final sample could be considered to

belong to the middle- to upper-middle socio-economic class

(1) parental marital status - both parents of subjects included in
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Africa by virtue of the fact that students are allocated to State
schools in accordance with geographical zoning, thus effectively
controlling any significant selective processes. The schools chosen
to participate were closely located geographically - ali were
located in Johannesburg's North Western suburbs.

The initial matriculation sample comprised the entire matriculation
group of each of the three schoois. However, in an attempt to control
several extraneous variables, a large proportion of the initial sample
was excluded from analysis on the basis of information gleaned from a
biographical questionnaire which was administered to all students (see
Appendix A). This biographical questionnaire was designed to obtain
biographical information which allowed for the control of the following

factors in selecting the final matriculation sample:

(i) ace of subjects within one year yielding an average age
breakdown as follaows:
(a) mean age of single-sex educated males = 17 years and 7 months
(b) mean age of co-educated males = 17 years and 7 months
(c) mean age of single-sex educated females = 17 years and
5 months

(d) mean age of co-educated females = 17 years and 6 months

(i1) socic-economic level of family which was judged on the basis of
location of family dwelling and father's occupation. ATl
subjects included in the final sample could be considered to

belong to the middle- to upper-middle socio-economic class

(ii1) parental marital status - both parents of subjects included in
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the final matriculation sample were alive and Tiving together
at the time of the present study. This factor was controlied
in an attempt to minimize the influence of familial factors -
such as loss of a parent through death or separation - on

adolescent adjustment

(iv) continuity of educational experience - all subjects had
attended exclusively only singie-sex or co-educational schools
for their entire secondary school training. Those subjects
who had attended both a co-educational and a single-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 Selection of the University Sample

In order to select a sample of first-year wiversity students who
had attended either co-educational or single-sex schools, the
present researcher undertook to administer questionnaires on a
voluntary basis to all students registered for the first-year
undergraduate psychology course in 1980, irrespective of faculty
registration. A total of 286 students completed the battery of
tests. However, in an attempt to control several extraneous
variables, a large number of subjects in the initial sample were

not included in the final analysis. The extraneous variables which
were controlled on the basis of information gleaned from the

biographical questiornaire (see Appendix 8), were as follows:

P e erieedh  CRAN—peemAqTOTMPNE < 1 ad.



= S

gt

(i)

(iii)

98

age of subjects within one year yielding an average age

breakdown as follows:

(a) mean age of single-sex e ,cated university males =
19 years and 8 months
(b) mean age of co-educated university males = 19 years

and 7 months

(c) mean age of single-sex educated university females =
18 years and 10 months
(d) mean age of co-educated university females = 18 years

and 8 months

socio-economic level gauged in terms of location of family
dwelling and fathers' occupation. A1l subjects included

were members of the middle socic-economic class

parental marital status - both parents of all subjects were
alive and 1iving together at the time of the present research.
This factor was controlled in order to minimize the influence

of familial factors on adjustment

continuity of educational experience - all subjects had attended
either a co-educational or single-sex school for their entire

secondary school years. Subjects who had attended both types of

secondary schools were not included for analysis

primary school education was controlled by including only

subjects who had received co-educational elementary schooling

socio-cultural factors were controlled by including for final

analysis only 'white' subjects
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(vii) the effect of intervening experiences on the transition from
school to university was limited by including in the female
sample, only those students who had proceeded straight from
school to university and, in the male sample, the only

intervening experience allowed for was army service.

After removing from the initial sample all subjects who did not meet
the control criteria, the final number of subjects included for
analysis in the present research was 152 and these subjects were

divided into the four groups reflected in Table 5.5.1 on page 95.

5.6  Apparatus

5.6.1 Scales Measuring Personality and Social Adjustment

The psychological and social adjustment of all sdbjects participating

in the present research was measured by the Bell's Adjustment

Inventory (Student Form). The Bell's Adjustment Inventory provides
four separate measures of personal and social 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 unsatisfactorily adjusted to their home surroundings.

Low scores indicate satisfactory home adjustment.

(ii) Social Adjustment: Individuals scoring high on this scale tend
to be submissive and retiring in their social contacts.
Individuals with Tow scores tend io be more outgoing and

aggressive in social contacts.
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(iii) Emotional Adjustment: Individuals with nigh scores tend to be
emotionally unstable and people with low scores tend to be

emotionally stable.

The fourth sub-scale of the Bell's Adjustment Inventory is the
scale measuring health adjustment and this scale was omitted because
of its inapplicability to the present research.

The Bell's Adjustment Inventory was chosen for use in the present

research for the following reasons:

(i) it is most applicable to persons of late adolescence and
early adulthood

(ii) 1t is suitable for use with both sexes

(i1i) the high reliability of the inventory makes inter-individual
comparisons possible

{iv) the division of the inventory into four areas of adjustment

permits the location of specific adjustment difficulties.

The Bell's Adjustment Inventory is accurately scored using a
stencil whic. 1is superimposed on tr2 test.

The IPAT Anxiety Scale Questionnaire was used to determine the

level of anxiety of subjects participating in the present research.
The IPAT Scale was chosen because of its high reliability and validity
and its applicability to both male and female subjects over 14 years
of age. The IPAT provides a detailed 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 Tow
score indicates a low level of anxiety. The IPAT Scale is scored
by the use of a standard key which is superimposec on the test.

The search for a scale providing a valid and reliable measure
of heterosocial adjustment revealed that no standardized instrument
providing such a measure has as yet been constructed.  The most
suitable assessment of heterosocial adjustment avajlable at present
seemed to be the measure yielded by the 'Courtship, Sex and Marriage'

Problem Area of the Mooney Problem Check List (College and High School

Form). This sub-scale of the Mooney comprises thirty items, which
are designed to help students express their personal problems in the
area of female-male relations. Subjects are required to underline
the problems which are of concern to them. Although reliab*lity and
validity data are available for the sub-scales comparisons bdetween
individuals or groups of individuals are complicated by the fact that
the Problem Check List is not a test and does not measure the scope
or intensity of stu&ent problems in such a way as to yield a test
score. A numbar of 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 'census count’ of her/his .

problems which is limited both by her/nis awareness of her/his problems

and her/his willingness to reveal them. The abovementioned factor

constitutes a limitation to the inventory; however, since it is the

only available standardized measure for assessing heterosocial adjustment,

it was used as such in the present research.
Self-esteem as a measure of personality adjustment was assessed hy

employing the Coopersmith Self-Esteem Inventory. This scale comprises
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twenty-five items which measure evaluative attitudes towards the self

in social, academic, family and personal areas of experience. The

items constituting the inventory consist of short statements,

generally answered 'Tike me' or 'unlike me'. Validity and reliability
data have been calculated for the inventory making intergroup comparisons
possible. The Coopersmith Self-Esteem Inventory is marked by super-
imposing a stencil on the test script. A high score on the inventory
reflects high self-esteem and a low score on the inventory reflects low

self-esteem.

5.6.2 Scales Measuring Academic Development

The Edwards Personal Preference Schedule (EPPS) was employed to measure

achievement motivation, which is considered to constitute an important
factor in the assessment of all-round academic development (Horner 1969;
1972).  The EPPS is a research instrument which is designed to provide
measures of a number of relatively independent normal personality
variables. One of the fifteen personality varichles measured by the
EPPS is the variable ‘achievement’ which is associated with the
manifest needs 'to do one's best, to be successful, to accomplish

tasks requiring skill and effort, to be a recognized authority, to
accomplish something of great significance ... 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 select one of twc responses

as characterizing her/him best and is required to circle this response.
The EPPS is marked by superimposing a scoring key on the test. A high
score on the EPPS characterizes high achievement motivation. The EPPS
has been established to have high validity and reliability thus permitting

comparisons between individuals and groups.
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The intelligence level of subjects participating in the present
resaarch was measured by the Mental Alertness sub-test of the High
Level Battery. This sub-test provides a measure of general
intelligence and the forty-two items of this sub-test include
numerical and letter series, verbal analogies, common elements and
other problems requiring reasoning ability (Lombard 1975, p1).  This
scale was chosen by the present researcher because of 1ts suitability
for use with matriculants and subjects in higher educational levels
and also because it may be administered on a group basis. The Mental
Alertness test is standardized for the South African population and
norm tables are available. The test is marked by the superimposition
of a marking key onto it.

In an attempt to arrive at a standardized measure for inter-group
comparisons of academic attainment,it was decided by the present
researcher:

(i)  to use final English matriculation results as a standard for
comparison of attainment between co-educated and single-sex
educated matriculants, as this is the only subject written by
all English-speaking matriculation students in the Higher Grade
Level and

(i1) to use final Psychology I results to compare attainment of
co-educated and single-sex educated first-year university
students as psychology was the only subject all the students

in the present sample held in common.

These sets of final examination results were believed by the present
researcher to be the best approximation to an independent and

standardized measure of attainment.
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5.7 Procedure

5.7.1 Procedure Followed with Regard to Matriculant Sample

(a) Preliminary visit to the Schools

The first procedural step with regard to the matriculant samople

in the present research involved obtaining permission from the
Transvaal Education Department for the present researcher to approach
the Heads of the thres proposed schools and to request their
co-operation for testing to be conducted at their respective schools
during regular school hours. Having been given the consent of the
Transvaal Education Department, the present researcher upproached
the Heads of the schools and requested their permission to conduct
testing at their respective sghools. A1l the Heads were informed
of the true nature of the study and all three Heads of schools
agreed to the testing being conducted in regular school hours. In
order to minimize the disruption to the matriculation time-table, it
was decided that testing would be conducted over three sessions. It

was agreed to extend the normal class period from 35 minutes to 45

minutes for the first testing session in order to allow for completion

of the Mental Alertness Test. The remaining two testing sessions
would be confined to the normal classroom period of 35 minutes. It

was agreed, in accordance with TED reguiations, that the tests would

be administered by the teachers, who would be briefed on standardization

methods of test administration by the present researcher.

(b) Testing
Testing was conducted at the three schools during June and July 1980.

This standardization of time of testing was undertaken to ensure the
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control of as many extraneous variables as was possible. The tests
were administered by the regular class teachers to classes ranging in
size from eighteen to thirty-five students. One teacher attended to
each class of students and the present researcher visited gach
classroom during the testing session to answer any questions and to
ensure the standardization of procedure.

A]l the teachers involved in testing were given standard
instructions for administering the tests in an attempt to ensure
procedural uniformity. All students were given the same preamble
to testing, which informed them that the tests were not for schootl
purposes and, as such, would not be seen by the staff or used to assess
them, but were instead part of a research project being conducted by
a university student on the personality of students attending
di fferent schools. It was emphasized that the data collected would
be used to assist in comparisons between schools and not for individual
comparative purposes. Students were assured of the strict confidentiality
of their responses and were told that the only reason their name was
needed on test forms was for collating purposes. Students were asked to
give their honest responses to items on personality tests and the need
for honesty of response was emphasized by explaining to students that
socially desirable or haphazard infraquent responses would become apparent
in marking the questionnaire and would render that particular profile
invalid.

Three class periods, one each over three consecutive weeks, were
allocated for testing and the order in which the tests were

administered was as follows:
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(i)  The Ment+1 Alertness Test

(i1) The IPAT, the Bell's Adjustment Inventory, the Coopersmith
Self-Esteem Inventory

(i19) Biographical Questionnaire, the Mooney's Problem Inventory

and the Edwards Personal Preference Schedule.

5.7.2 Procedure Followed with Regard to University Students

The first procedural step taken in regard to testing of the university
sample involved obtaining permission from the Head of the Department
of Psychology for tests to be administered on a voluntary basis to
first-year psychology students during the regular period for the
'‘practical psychology course'. Having obtained consent to proceed
with the testing, the next pirycedural step involved the present
researcher meeting with the tutors supervizing the practical
psychology sessions and in”)rming them about the nature and
administration of the tests. Since the time allocated for the
practical sessions was three hours, it was decided to administer all
the tests in one practical session. It was also decided that students
who did not wish to co-operate should be allowed to leave to minimize
distortion of results.

Testing was conducted uuring August 1980 by the regu’ar tutnrs,
with the present researcher visiting the class during the sesyion to
ensure standardization of procedure and to answer any questions. The

tests were administered in a pre-decided order as follows:

(1) Mental Alartness
(i)  IPAT

(ii1) Bell'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

(vii) The Biographical Questionnaire.

A1l students were given the séme preamble to testing by the

tutor which informed them that the tests they would be completing were
for research purposes and were not in any way for departmental use.
Students were assured of the strict confidentiality of their responses
and were told that they were only required to give their names for
collating purposes. Students were asked to give their honest responses
and need for honesty was emphasized by explainirg to students that
socially desirable or haphazard/infrequent responses would become
apparent in marking the manuscripts and such responses wnuld render

the particular profile invalid.
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CHAPTER 6
RESULTS

6.1 Analysis of Variance on Mental Alertness

The first statistical analysis applied to the data collected in the
present research involved the application of an analysis of variance
on mental alertness in an attempt to determine whether the groups
under consideration, differed significantly on this variable. The
result of this analysis could then be used to decide whether
inteliigence is a confounding variable in the present research. The
importance of this assessment is attributable to the fact that
previous researchers in the field of co-education and academic
attainment found intelligence to be a variable which affected inter-
group comparisons on academic achievement (Dale 1963; 1972; Van Aswegen
1875}).

The three-way analysis of variance performed on the Mental

Alertness Variable revealed the following findings:
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TABLE 6.1
ANALYSIS OF VARIANCE ON MENTAL ALERTNESS
 § - Source of Variation Sum of Squares  DF MS F Sign;;igance
QL Main Effects 2 020,21 3 613,40 8,55 0,00
1 Sex 3,50 ] 3,50 90,04 0,83
Standard 1 915,65 1 1915,65 24,33 0,00
School 166,81 1 166,81 2,11 0,14
: 2-Way Interaction 393,565 3 131,186 1,66 0,17
; Sex x Standard an 53 1 40,53 0,51 0,47 }
3 Sex ¥ School 24,96 1 24,96 0,31 0,57
: . Standard x School 315,85 1 315,85 4,01 0,04 ?
! 3-Hay Interactions 0,38 1 0,38 0,005 0,94 ia
Sex x Standard x Schoo 0,38 1 0,38 0,005 0,94 g
Explained 2 414,16 7 344,88 4,38 0,00 g
Residual 23 065,07 293 78,72 %
Total 25 479,23 300 84,93 %
| J
| Q
E“ ' Table 6.1 indicates that standard analyzed as a main effect was
g found to be significant F (1,300) = 24,33; p = 0,00, Comparison of
1 mean factor scores (see Table 6.1.2) reveals that university students
g score significantly higher than matriculation students on mental
é alertness, irrespective of any other variable. However, when school
ié ’ was taken into account, the difference was found to be more pronounced %
| between co-educated matriculation students and single-sex university ?
Et . a students than between any other groups (see Figure 6.1.3) yielding a
1
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% - significant standard and school interaction F (1,300) = 4,01;
p = 0,04.
TABLE 6.1.2
; MEAN MENTAL ALERTNESS FACTOR SCORES
i
i S ndard
| School Matriculation First-year University
Co~-educational 29,68 33,13
Single-sex 31,85 36,09
, Grand Mean 30,76 34,61
|
N
o 40~ _
5 . x single-sex t
i s - x single-sex _ :
: iﬁ 30 « co-educational x co-educational
LR
2O
5 10-
=
s 0-
2 Matriculation University . :
Standard
Figure 6.1.3 - School x Standard Interaction on Mental Alertness "

Since the present research is not concerned with comparing co-educated
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matriculation students with single-sex educated university students and
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since no significant differences in mental alertness were found between
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the groups being compared in the present research, it was decided that
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mental alertress could be included in subsequent analysis as a
dependent variable reflecting scholastic ability. Mental alertness
or ability was thus not a confounding variable in the present

research.

6.2 Factor Analysis

The second procedural step taken with regard to statistical analysis
in the present research was the application of a factor analysis to
the dependent variables. The purpose of the factor analysis was

twofolid: -

(1) to reduce the number of dependent variables, thereby assisting
the interpretation of results and
(i1) to avoid offering interpretations on several tests 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) Emotional Adjustment
iii) Social Adjustment
iv)  Anxiety

V) Self-Concept

vii) Achievement Motivation

(
(
(
(vi) Grade Achieved
(
(viii) 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 Factor 1 Factor 2 Factor 3 Factor 4 Factor 5
Variables

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 0,71 0,02 -0,00 -0,28
Heterosocial 0,22 0,00 0,05 -0,07 0,91
Home 0,76 -0,08 -0,14 0,27 c,12
Social 0,23 -0,00 0,94 0,00 0,03
Emotional {,82 -G ,00 0,20 -0,21 0,02
Anxiety 0,83 -0,06 0,14 -0,06 0,06
Self 0,13 0,09 -0,38 -0,09 -7,18

6.2.1 Factor Naming

Factor naming was done by taking cognisance of the loadings of gach
dependent variable on each of the five factors and the factors were

named as follows:

(i) Factor 1, on which home adjustment, emotional adjustment, anxiety
and self-concept loaded most heavily, was called The Personality
Adjustment Factor.

(i1) Factor 2, in which mental alertness and gradz achieved loaded
most heavily, was called the Scholastic Achievement Faccor.

(ii1) Factor 3, on which social adjustment loaded most heavily, was

called The Social Adjustment Factor.
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(iv) Factor 4, on which achievement motivation loaded most heavily,
was called The Achievement Motivation Factor.
(v) Factor 5, on which heterosocial adjustment Toaded most heavily,

was called The Heterosocial Adjustment Factor.

6.3 Analysis of Variance

Having applied a factor analysis to the data, the third procedural step,
taken in the present research as regards statistical analysis, was the
application of five three-way analyses of variance on the data to
determine the effects of sex, standard and school and the interaction

between these independent variables on the five factors.

6.3.1 Analysis of Variance on Personality Adjustment Factor

The three-way analysis of variance performed on The Perscnafity

Adjus tment Factor revealed the following findings:
| TABLE 6.3.1
ANALYSIS OF VARIANCE ON PERSONALITY ADJUSTMENT

Source of Variation Sum of Squares  DF MS F Signifigance
of

Main Cffects 14,70 3 4,%0 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 ] u,10 0,11 0,74
2-Way Interactions 2,82 3 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
Residual 282,26 293 0,95

Total 299,99 300 1,00

o
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Sex as a main effact was found to be significant 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
significantly better adjusted on the Personality Factor than
] females :
| % males = -0,2]
X females= 0,19
6.4 Analysis of Variance on Scholastic Achievement Factor o
z The three-way analysis performed on the Scholastic Achievement i
N Factor revealed the following findings: ;
TABLE 6.4.1 ;
ANALYSIS OF VARIANCE ON SCHOLASTIC ACHIEVEMENT %
Source of Varjation Sum of Squares  DF MS F Signigigance %
0 :
Main Effects 11,47 3 3,82 3,99 0,00 g
Sex 3,67 1 3,67 3,84 0,51
Standard 6,17 1 6,17 6,44 0,01 i
L. School 1,23 1 1,23 1,29 0,2 ‘
?»; 2-Wey Interactions 7,92 3 2,66 2,76 0,04 :
i Sex x Standard © 2,60 1 2,60 2,72 0,10
| Sex x School 1,30 1 1,30 1,36 0,24
f? Standards x School 3,83 1 3,83 4,00 0,08
f | 3-Way Interactions 0,07 10,07 0,07 0,78
?i ' Sex x Standard x School 0,07 10,07 0,07 0,78 | 3
Explained 19,47 7 2,78 2,90 0,00
ﬁ( o . Residual 280,51 293 0,95
Total 299,99 300 1,00
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Taking cognisance of the mean factor scores of the groups being
compared (see Table 6.4.2) the findings indicated by Table 6.4.7 may

be described as follows:

(i)  Standard analyzed as a main effect was found to be significant
F (1,300) = 6,44; p = 0,01 and examination of mean factor scores
(see Table 6.4.2) revealed that first-year university students
achieved significantly higher grades on the scholastic measure
than did matriculation students irrespective of any other
variable. |

(ii) The interaction between standard and school was found to be
significant F (1,300) = 4,00; p = 0,04 (see Figure 6.4.3) and
t-tests applied to the means of the groups involved revealed
that:
(a) single-sex educated matriculation students score

significantly higher in scholastic achievement than

co~educated matriculation students t = 2,165 p < 0,05.

TABLE 6.4.2 |
MEAN FACTOR SCORES ON SCHOLASTIC ACHIEVEMENT

Standard
School Matriculation First-year University
Co-educational -0,32 0,21
Single~sex 0,02 0,08
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0,3
% co-educated

0,2
0,1 . _

’ x single-sex x single-sex
0,0

Matriculation University
-0,1
-0,2
-0,3 % co-educated
Figure 6.4.3 - School X Standard Interaction on Scholastic Achievement

6.5 Analysis of Varjance 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 DF MS F Sign@f;cance
0

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 0,39 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 0,1 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
Residual 297,58 293 1,01

Total 299,99 300 1,00
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No significant differences were apparent in the groups under

consideration on any level of the social adjustment factor.

6.6 Analysis of 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 DF MS F Sign}f;cance
0

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 g
© 3-Way Interactions 0,33 1 0,33 0,35 0,55 f’

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 299,59 300 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 total sample score significantly higher on
achievement motivation than females, irrespective of any
other variable F (1,300) = 18,56; p = 0,00. However, taking
school into account, the 'nteraction between sex and school was
found to approach significance F (1,300) = 3,28; p = 0,07, ard
t-tests applied to the data revealed that this marginally
significant interaction is attributable to:

Co-educated males scoring significantly higher on
achievement motivation than co-educated females
t = 4,71 p < 0,01,

(i1) Single-sex educated subjects score significantly higher on
achievemert motivation than co-educated subjects, irrespecti.e
of any other variahles F (1,300) = 6,44; p= 0,01. However,
Faking sex into account, a marginally significant interaction
between sex and school results F (1,300) = 3,28; p = 0,07, and
t-tests applied to the means reveal that this marginally
significant interaction is attributable to single-sex females
scoring significantly higher on achievement motivation than
co-educated females t = 3,35; p < 0,01.

(191) First-year university students were shown tc score significantly
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 single-sex
0,2 X co-educational
0.0 X single-sex
Males Females
-0,1
-0 32
5 0,3 5
i £
.5 -O ’4 ?
I . . i
: -0,5 X co-educational %
4 :
: Figure 6.6.3 - Sex x School Interaction on Achievement Motivation X
: !
6.7 Analysis of Variance on Heterosocial Adjustment :
“ The three-way analysis of variance applied to the heterosocial i

adjustment factor revealed the following results:

“
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i B TABLE 6.7.1
| | ANALYSTS OF VARIANCE ON HETEROSOCIAL ADJUSTMENT
Source of Variation Sum of Squares DF MS F Signlgigance
r Main Effects 23,53 3 7,84 8,69 0,00
| Sex 15,88 1 15,88 17,59 0,00
Standard 7,44 1 7,44 8,24 0,00 ;
| School 2,11 12, 2,3 0,12 g
ik 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 ?
i Standard x School 2,77 1 2,77 3,07 0,08 §
L 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 ;
Residual 264,50 293 0,90 1
Total 299,99 300 1,00 3
’ {

Comparisons of the mean factor scores of the groups on the

rneTeT E

heterosocial adjustment factor (see Table 6.7.2) indicate that the

findings of Table 6.7.1 may be described as follows:

T

(1) Sex analyzed as a main effect was found to be statistically
i , significant F (1,300) = 17,59; p = 0,00 and

(i) Females in the total sample were found to be significantly

i | better heterosocially adjusted than males, irrespective of

| T %y

: any other variable F (1,300) = 17,59 p = 0,00.

MIY e
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(i1) When standard is combined with sex a significant interaction
results F (1,300) = 5,39 p = 0,02. t -tests applied to the

J means reveal that this significant interaction is attributable
to matriculation females being significantly better
heterosocially adjusted than matriculation males.

(ii1) When school is combined with sex a marginally significant
interaction results F (1,300) = 2,98 p = 0,08. t -tests
applied to the means reveal that this marginally significant
interaction is attributable to co-educated males being

significantly better heterosocially adjusted than single-

sex educated males. t = 2,37; p < 0,05.

(2) Standard analyzed as a main effect was found to be significant
F (1,300) = 8,24; p = 0,20 and

i (i) Matriculation students were found to be significantly

R e

better heterosocially adjusted than first-year university

students F (1,300) = 8,24 p = 0,00.

(ii) When school is combined with standard a marginally

PSR U

nw significant interaction results F(1,300) = 3,07 p = 0,08.
t-tests applied to the means reveal that this marginally
significant interaction is attributable to co-educated
matriculation students being significantly better

heterosocially adjusted than single-sex matriculation

————
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students. t = 2,265 p < 0,05. However, as the findings

peir 2

on the school x sex interaction indicate, this does not
hold for female co-educated and single-sex educated
ﬂ; = matriculation students, but instead is caused chiefly by

the differences between male matriculation students.
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TABLE 6.7.2
MEAN FACTOR SCORES ON HETEROSOCIAL ADJUSTMENT
J | Co-Educational ingle-Sex Grand Mean
z Matriculation Males X= -0.12 Males x = 0,52 Males x = 0,21
| Females %= -0,52  Females X = -0,45 Females X = -0,49
Mean Males + Females Mean Males + Females
= 0,3] = 0,03
University 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 Mean Males + Females
' = 0,17 = 0,12
X .
i
b
b 0,4
g,3
x males
0,2 x males
z 0,1
1l x females
I 0,0
Matriculation University
-0,1
‘;S ) -0 ,2
l
-0,4
i? ' -0,5 x females
f} Figure 6.7.3 - Sex x Standard Interaction on Heterosocial Adjustment
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0,4
0,3

0,2

0.1 X co-educated
2 X single-sex
X single-sex

Matriculation University

6,0

-0,1
-0,2
-0,3 X co-educated
-0,4
-0,5

T
e

Figure 6.7.4 - Standard x School Interaction on Heterosocial Adjustment :

A ¥

0,4 X single-sex

N [ e

0,3
T 0,2

0,1
X co-educated
0,0

Males Females
"O,]

B i

"O 52
X co-educated :

;? -0,3 X single-sex
t

-0,4
| S 0,5

W
—
1R - A ¢ e

@ Figure 6.7.5 - Sex x School Interaction on Heterosocial Adjustment
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Summary of Significant Findings Relating to School

The general pattern of results relating to the effects of co-education

and single-sex education on personality, social, heterosocial and

academic development indicate that:

(1)

(i)

(ii1)

(iv)

Single-sex educated matriculation students score significantly
higher on measures of scholastic attainment than co-educated

matriculated students t = 2,165 p < 0,05.

Single-sex educated female students score significantly higher
on achievement motivation than co-educated female students

t = 3,35; p < 0,01.

Males in the total sample were found to score significantly
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 is in fact chiefly attributable to co-educated males
scoring significantly higher in achievement motivation than
co-educated females t = 4,71 p < 0,01. The difference between
the achievement motivation scores of single-sex educated males

and females was not found to be significant t = 1,925 p > 0,05.

Co-educated male matriculation students were found to be
significantly better heterosocially adjusted than single-sex

educated male matriculation students t = 2,37; p < 0,05.
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CHAPTER 7

DISCUSSION

In discussing the results of the present study, it should be borne
in mind that the interpretations which are to follow are to be
considered tentative and restricted to the described population
and measurement procedures. It is also to be noted that these

general findings are based on statistical probabilities of responses

and therefore cannot be applied to the prediction of individual cases.

Iii discussing the present findings, a probability value of 0,05 will

be read as indicating a significant difference between groups on the

dependent variables.

7.1 Discussion of Findings Regarding the Personality Adjustment
Factor

It is a well-documented fact that the anxious or poorly adjusted
adolescent is hostage to fortune, liable to physical illness as
well as nervous complaints. No matter how high the academic
attainment, the future is not bright unless satisfactory personality
adjustment can be effected. In this task of assisting personality
adjustment, the 1iterature on educational theory as related to
adolescent development has revealed that the school can exert a
strong influence for good or i11. The traditional emphasis of
education on scholastic material has thus been extended to include
a concern for personal growth (Minuchin et al. 1969). This new
educational trend coupled with the findings of Dale (1964; 1966;
1969), extensive attitudinal research which revealed that the

co-educational school provides the happier, more balanced and
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complete education and addresses itself more closely to the ego-
forming needs of the adolescent, led to the present hypothesis

that satisfactory personality adjustment which is central to a

good education is assisted to a significantly greater degree by

the system of co-education than by the single-sex educational system.
The findings in the present study of no significant difference tetween
the two systems on the personality adjustment factor leads to the
rejection of this hypothesis.

On the overt level the present finding is 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 adjustwent of adolescents attending the two types of schools,
the latter study being confined to female subjects. These researchers
found that despite trends in favour of co-education, no significant
differen.es exist between subjects attending the two types of schools,
at matriculation level. However, one must remain alerted to the fact
that the dasign of the present research is cross-sectional while that
of Dale {1971) and Van Aswegeﬁ (1975) is longitudinal. An examination
of Dale's and Van Aswegen's research in longitudinal perspective
reveals that differences in favour of single-sex schools, which were
apparent at Standard Six level, were no longer asparent at matriculation
level. This finding seems to indicate that there is a selective
process on entrance to secondary school, whereby the more intelligent
and better adjusted students choose or are sent by parents to single-
sex scnools. 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, this intervening selection factor does not seem applicable.
The present findings, it seems, may thus be interpreted as
realistically reflecting that no significant differences in
influencing personality adjustment are apparent between students
attending co-educational schools and those attending single-sex
schools.

The present finding may be further interpreted as indicating
that, insofar as personality adjustment is concerned, it is not the
co~educational or the single-~sex nature of the school that is 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 nroblems and
resolve her/his developmental crises. It is possible that the modern
trend in education towards focusing increasing atiantion on the
adolescent as a growing personality and less on what is formally
taught compensates in a sense for any deficiency which may have
existed in either system prior to this new conceptualization of
education. This explanation for the present findings, however, can
only remain tentative, owing to the fact that there are no
systematically conducted studies dating back to the mid 1900s when the
organizational structure of single-sex schools was very rigid and
controlled and the goal of eduation was very restricted (Pekin 1939).

Another possible explanation for the present findings is that
since the school provides a relatively protected environment which is
supportive to the adolescent's personality adjustments, it may be |

expected that no significant differences would be apparent at
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matriculation level. Following this rationale, it seems possible
that it is only when the adolescent enters the wider heterosocial
context of the university that differences in adjustment will beccme
apparent, owing to the fact that the environment of the co-educational
school more closely approximates that of the university and of the
wider social context of the adult world. The present research which
was extended to include a university sample, did not support this
interpretation. However, since the present study is the only one which
has assessed the personality adjustment of university students who
attended the two types of schools, the rejection of this explanation
must be considered tentative and further research is clearly needed
to measure the effect 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 of adolescence, it became
apparent that if the adolescent is to become truly adult, not just
physically mature, she/he must in the few years between childhood
and young adulthood establish co-operation and workable relationships
with peers of both sexes, without being dominated by them. These
relationships formed with peers serve as prototypes for later social
relations and are of critical importance in helping the individual
to define her/his own identity. The litzrature on adolescent
development, coupled with educational theory, has revealed that in
the task of assisting social development, the school can exert a
strong positive or negative influence. The social climate of the

school, as is 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 situations
which would not be possible in the narrower and more homogeneous
social environment of the home (Schell et al. 19753 Havighurst and
Neugarten 1967). Dale's (1965; 1966) attitudinal research revealed
a preference for co-education among ex-pupils who had attended both
types of schools. The reasons given by both sexes for this preference
were social in nature and were as follows:
(a) the social life with both sexes is better;
(b) co-education provides a more natural preparation for life

in the adult world:
(¢) relations with staff and between staff were more pleasant; and

(d) the social atmosphere in the school was less tense.

This theoretical rationale, coupled with Dale's (1949; 1965; 1966)
findings, led the present researcher to test systematically and
objectively the hypothesis that subjects who received co-education
would be significantly better socially~-adjusted than subjects who
received single-sex educatizn. The present findings of no significant
differences between the groups on the social 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 social adjustment of students
attending the two types of schools, the latter being confined to
female subjects. Both these researchers found no significant

di fferences between the groups on social adjustment at matriculation




130

level. However, one must remain alerted to the fact that the
design of the present research is cross-sectional while that of
NDale's and Van Aswegen's is Tongitudinal. An examination of Van
Aswegen's research in longitudinal perspective reveals that the
significantly greater adjustment on the sociability factor of the
HSPQ found at Standard Six level among single-sex educated girls
compared to co-educated girls was no longer apparent at matriculation
level. This finding suggests that in some way the single-sex
environment of the secondary school negatively influences the
sociability of these subjects. Van Aswegen's (1975) finding seems
to indicate that, in the South African context, as in Britain, there
is a selective process in operation, whereby the better-adjusted,
more intelligent, students select or are sent by parents to single-
sex schools. Since the present investigation was confined to a
sampie of urban South African students who were allocated by the
Transvaal Education Department to a particular school in accordance
with geographical zoning, this selective factor was felt to be
effectively controlled. In addition, Dale {1971)’and van Aswegen
(1975) found that socio-economic factors influenced their research
findings. In the present study, socio-economic status was carefully
controlled. In view of the control over the selective process and
socio-economic factors, the present finding may tentatively be
interpreted as reflecting that the systems of co-education and single-
sex education do not differentially influence social adjustment of
students as measured by the Bell's Adjustment Inventory.

In explaining the present finding that single-sex and co-educational

secondary schcools do not differentially affect social adjustment, the
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present researcher felt it was important to examine the description
of social adjustment as measured by the Bell's Adjustment Inventory
and to conduct an analysis of the items included in the scale. The
analysis of the social sub-scale of the Bell's Adjustment Inventory
revealed that this scale is directed to measuring only one, but
nevertheless important, aspect of social adjustment, that is, the
degree of submissiveness or assertiveness in social contacts. Sccial
Adjustment is viewed by the present researcher as involving far more
than just the submissive-assertive dimension in relation to social
contacts. The present researcher feels that a scale which includes in
equal proportion items relating to submissiveness and assertijveness,
social skills in relation to same-sex peers, social competence in
relation to contemporaries, older people and members of the opposite
sex, is needed to assess effectively social adjustment as affected by
the different school types. Objective evidence that the Bell's Social
Adjustment Scale does not provide a complete measure of social
adjustment is derived from the factor analysis performed by the present
researcher on the dependent vari-bles 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 its application to the measurement of
the relative influences of co—eﬁucation and single-sex education on it
is 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 single-sex schools. The interpersonal relationships formed
between staff and students and those formed between students
themselves in both co-educational and single-sex schools seem to
serve as adequate prototypes for social situations in the borader
social context. In addition to this, it remains a distinct
possibility that social experiences outside of the school context,
that is, with siblings and their peers, with parents and family
friends, compensate for any deficit in social experience which may
result from attending a single-sex school.

Another possible explanation involves attributing the present
finding to the socially protected environment of the school and an
expectation that differences between students would only become
manifest at first-year university level, where these students are
confronted with social tasks in a broader, less clearly-defined
context. The present study was thus extended to test this hypothesis
on a university sample which had attended co~educational schools and
those who had attended single-sex schools. The findings at university
level of no significant differences in social adjustment between the
groups being considered does not support the hypothesis that it is
only when single-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 fact that the

adequacy of the Bell's Adjustment Inventory is in question and does not

tap heterosocial adjustment and because the design of the present research

is not longitudinal, the rejection of this hypothesis must remain
tentative. The necessity for further research on this issue is

clearly indicated.
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7.3 Discussion of Findings Regarding the Scholastic Attainment
Factor

One of the major goals of adolescent development is to achieve or
almost achieve full growth of mental capacities. During adolescence,
intelligence as a truly co-ordinated mental organisation involving
sensory-motor, cognitive and conceptual abilities can be said to
appear (Piaget 1952; Vinacke 1951). Ausubel (1962) describes the
transition during adolescence as being 'from a predominantly concrete

to a predominantly abstract mode of understanding' (p 268). Thus the

-t

adolescent period may be considered a period of true intellectual growth

f and it is one of the chief tasks of the educationalist to tailor the
educational process in a way that allows the adolescent to actualize
these mental abilities to the greatest possible extent. The present
research was designed to measure whether the systems of co-education
and single-sex education differentially affects the actualization of

mental abjlities of students.

7.3.1 Discussion of Results at Matriculation Level

The present research revealed that singie-sex educated students score
_ significantly higher on measures of scholastic attainment than co-
’#' _ educated matriculation students. This finding does not support the
common pattern of results found in British and Irish research
f; (Sutherland 1957; Dale 1959; Dale 1974) among male matriculants. In
five very large surveys and three smaller ones, these researchers

found that boys in co-educational schools did better in the first

external examination than boys in single-sex schools. 0On 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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di fferences between the two groups to be smaller but consistently

in favour of the girls in single-sex schools. However, bearing in

mind that in the case of both male and female subjects, the results

of Dale and Sutherland often did not reach statistical significance

and taking cognisance of the methodological difficulties in the

British research, one must caution against attaching any firm
interpretations to these findings. However, the present findings

which were statistically significant and in which several methodological
factors were controlled warrant attention.

The only other survey conducted in this question in the South
African context is that of Van Aswegen (1975) and although Van Aswegen's
sample was considerably Targer than the present sample, it was confined
to female students. The present findings regarding intellectual
attainment do not accord with those of Van Aswegen (1975), who feund
little difference at matriculation level between girls at single-sex
schools and those at co-educational schools, although girls at single-
sex schools obtain significantly more first-class passes in Standard
Ten. A probable explanation for the discrepancy in findings betveen
Van Aswegen's research and the present research is that the standard
of comparison in Van Aswegen's study was average final matriculation
éxamination results, whereas in the present study it was final English
matriculation results. This may suggest that English results are not
representative of general matriculation results, thus 1imiting any
interpretations attached to the present finding. There is thus a need
for further research on this issue, 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 will, however, be very
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difficult to construct, owing to the fact that in the new system .
of subject gradings in South African secondary schools, English is
the only compulsory Higher Grade subject written by all students.

A possi' < axplanation for the finding that single-sex students
score signiticantly higher in academic attainment than co-educated
students is that from early childhood through to adulthood, girls
and boys have different and clearly defined interests (Kolesnik
1968). Following this rationale, it may well be that in attempting
to appeal to the academic interests characteristic of the one sex,
the teacher inadvertently neglects those of the other sex.
Alternatively, the teacher may compromise in trying to interest
both groups simultaneously and, by so doing, fail to stimulate a
genuine interest on the part of either group. Grambs (1963)
expresses a similar view when he writes that the lower achievement
in co-educational schools is probably due to the fact that these
schools operate as 'unsexed' institutions in a society that demands

ifferentiation according to sex.

A further explanation for the present findings is based on the
differential intellectual development of the sexes (Hobson 1947;
Havighurst and Breese 1947; Herzberg and Lepkin 1954). These
theorists maintain that in co-educational schools, being surpassed
by girls in scholastic attainment where boys are anxious to make a
good impression on their female counterparts, may force them into a
position of feigned lack of intarest in academic matters in order to
suppert his own self-esteem and win the favour of the girls. The
girl on the other hand may become academically inhibited at a

co-educational school, as she realizes that competition with boys




is ultimately unrewarding and does not accord with the sex role
stereotype into which she is socialized and which involves pleasing
the opposite sex.

The present findings on intellectual achievement may tentatively
be taken to indicate a distinct advantage for single-sex education
in promoting academic attainment. This has important implications
for education of the sexes in co-educational schools. The co-
educationalists may, however, counter this argument against educcting
the sexes together with the argument that single-sex education may
result in as many problems in the psycho-social areas of adjustment as it
alleviates in the area of academic development. It thus becomes
important to consider together the findings of the present study on the
psycho-social and academic variables.  Such an analysis will provide
an overall perspective of the influences of the two systems and will be
undertaken in Section 7.6.

The aforementioned interpretations may be taken to indicate a
distinct advantage for single-sex education in the nromotion of academic
achievement. However, an alternative to opting for single-sex
education because of inhibition against achieving amongst girls in
co-educational schools may be to develop programmes to conscientize
students in co-educational schools to the ways in which they are
conforming to sex role stereotypes in an attempt to remove them. In
addition, while many educationalists realize that some of the under-
achievement and learned inefficiency in school is attributable to the
co-educational nature of the school, they are hesitant to recommend
single-sex education, as they feel it may result in as many problems as

it alleviates. These theorists also question whether any destructive
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influence lasts beyond school to affect academic attainment at
university.

It is 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 is an
important issue, a second query comes to mind when considering the
relative merits of co-education and single-sex education, namely, the
guestion of whether any distinctive influence lasts beyond school, so
that it affects academic progress at university. The present
researcher hypothesized, on the grounds of the difficulties inherent
in the transition from school to the wider university context, that
single~sex students would score significantly Tower in academic
attainment than co-educated students. This hypothesis is grounded in the
belief that the environment of the co-educational school which more
clearly mirrors the environment of the 'adult world' will ease the
transition into university.

The present finding of no significant differences in attainment
between first-year university students who received co~education and
those who recejved single-sex 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 consistent
pattern of difference between students who had attended the two types of
schools. Those differences which were found to exist were not
statistically significant.

On a manifest level the present findings suggest that if difficulties

in transition between school and university do exist, these difficulties

o I YR A ey




138

are not significantly more intense for single-sex educated students
and thus do not differentially affect academic attainment at
university level. However, on a covert level, taking cognisance of
the findings at matriculation level, it becomes apparent that the
significant lead held in the area of attainment by single~sex students
does not seem to pe maintained at first-year university level. This
pattern may be regarded as tentatively suggesting that students from
single~sex schools do find it more difficult to adjust to 1ife and work
in the co-educational university environment than students from co-
educational schools. It is possible that the increaséd transitional
demands on single-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
institutions at matriculation level for the sole purpose of promoting
superior academic attainment is short-sighted, as the advantage gained
seems to be Tost at the level of tertiary education.

The present researcher cautions against attaching too much
significance to the abovementioned interpretation on the grounds that
the design of the present resear.h is cross-sectional and not
longitudinal. A longitudinal study, which could perhaps employ broader
measures of scholastic attainment, is needed to assess the credibility
of this tentative interpretation,

Another interpretation for the prasent findings is that the transition
from secondary school to university may involve a major intellectual
readjustment which outweighs any possible secondary school differences.
This interpretation derives support from the theoretical scheme of

Perry (1968). In his book entitled 'Forms of Intellectual and Ethical
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Development in the Coliege Years', Perry outlines an intellectual
developmental scheme which begins on entering university. Very
briefly, Perry's scheme covers the transition through nine intellectual
and emotional positions, firom what he calls 'basic dualism' to
‘committed relativism'. During this process students move out of the
security of an authoritarian dualistic world to a position of seeing

a multiplicity of possible truths. At this latter position, the
student feels alienated, but finally moves through to the realization
that she/he is free to choose and to commit herself/himself to a
particular viewpoint. It is at this point that for the first time the
individual student really sees the full extent of her/his essential
aloneness, as well as the full extent to which she/he is responsible
for making her/his 1ife meaningful. The student thus realizes that
she/he can no longer hope to derive her/his strenghh or academic structure
from an external authority, and becomes responsible in a Targe measure
for creating her/his own authority. This intellectual shift possibly
precipitates an existential crisis, the intensity of which may mask
possible differential effects of secondary education on the attainment

factor,

7.4 Discussion of Findings Regarding the Achievement Motivation Factor

The finding of the present study that malec in the total sample score
significant’y higher in achievement motivation than females, and that
this difference is even more accentuated between co-educated male and
female students, seems to indicate the existence of a sex role stereotype
related to motivation to achieve which is exacerbated in co-educational

schools. This significant difference in achievement motivation was
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found to extend beyond the school to affect motivation to achieve
at university level.

The present finding of a significant sex difference in achievement
motivation which favours male subjects may be explained by the fact
that despite recent explorations of alternative 1ife-styles by a
growing minority, most adolescents, particularly males, and their
parents are committed to the belief that future financial security and
status rests primarily .n the hands of the male. Males are more likely
to have to work for the greater portion of their adult lives and in
most cases a family's financial security depends largely on the earning
capacity of the husband and the kind of position he has. As a
consequence of this parents, teachers and even peers are Tikely to play
into the status quo by placing considerably more pressure on the
achievement aspirations of males than on those of females. For females,
identification with an adult role still unfortunately involves assuming
successfully the roles of wife and mother and only secondarily, if at
all, that of a career orientation (Bardwick 1971; Douvan 1966). It is
probable that these factors in general cause females to set
their achievement aspirations lower than males, although there are

many notable exceptions.

There is another important factor accounting for the lower achievement

motivation amongst females compared with males. According to sex role
stereotypes, aggressive, competitive behaviour is more likely to be
viewed as masculine, while affiliative, nurturant and interpersonally
oriented behaviour is mere Tikely to be considered feminine. Most
vocational 'achievement situations', especially high-status positions,

are competitive and owing to the fact that competition is often
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considered by teachers, parents and peers to be a sublimated form of
aggression, a girl who engages in vigorous competition, particularly
with male competitors, may be viewed by others and by herself as
‘unfeminine'. As a consequence of this, the female student, rather
than fearing failure, may come to fear success. Margaret Mead

(1939) expressed a similar view when she suggested that traditionally
in our culture 'boys' are unsexed by failure and girls by success'

(p 94).

Fear of success has been shown by Bardwick et al. (1371) and
Horner (1949; 1972) to be clearly more characteristic of female than
males. Horner (1972) describes a study in which freshmen and
scphomore college students were asked to write a story to the cue
'After term finals, Anne, (and for men, John) finds herself (himself)
at the wop of the medical school class'. The stories of the female
subjects tended to be characterized by three principal themes:

The fear of social rejection, concern about one's femininity and
denial. The response of fear of success occurred significantly more
frequently for females than for males. A further finding of Horner's
(1972) was that most females will explore their intellectual potential
to full measure only when they are in a non-competitive setting and
least of all when competing with males in a mixed educational

environment.

The additional finding of the present study that co-educated females

score significantly lower in achievement motivation than single-sex

educated females, at both matriculation and first-year university level,

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. It thus seems that co-educated
females are made most acutely aware of the sex role stereotype
indicating the undesirability of entering into competition to achieve
with males.

The fuil significance of the present findings on the achievement
motivazion factor, for both educational policy-makers and psychologists,
is only fully appreciated if one considers the consequences of
repression of one's potential to achieve, especially vocationally.

Such repression or negation, in many cases, leaves the individual
feeling, at best, frustrated and lacking in personal fulfilment and

has a profound effect on her/his emotional being and may result in an
existential crisis for the individual. Germaine Greer (1971) succinctly
expresses the Timitations placed on the self-real”zation of women, when
she writes 'We know what we are, but not what we may be, or what we
might have been' (p 63). The present findings suggest that the South
African educational system may be reinforcing these Timitations 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
s*udent, especially in co-educational institutions.

The present researcher holds that the issue of achievement motivation
amongst male and female students in co-educational and single-sex South
African schools requires further investigation. Research employing
different measuring instruments and objective criteria, such as number of
students entering university from the different school types, would serve
to affirm or challenge the present findings and interpretations, which are
of deep significance for both the policy of co-education and psychology of

women.




7.5 Discussion of Findings Regarding the Heterosocial Adjustment
Factor

During the latter years of middle childhood, children grow increasingly
interested in socializing with each other. Initially social groups are
Timited to same-sex peers. From the age of thirteen or fourteen, however,
most boys and girls become preoccupied with social activities and
experimentation with peers of the opposite sex. It is during the
seconds ¥ school years that the adolescent must learn adequate

heterosocial skills, how to converse and play social games and the

¢ appropriate courtship behaviours. As they become older, adolescents |
must become skilful enough to break away from the large mixed pror
group, which is characteristic of ages fourteen to sixteen, and form g

foursomes and twosomes, which allow for a more intimate relationship.

Numerous studies made of the social problems of adolescents have

!
4§ revealed that the 'boy-girl' problem is the most serious of all (Wile g
1930; Butterfield 1939; Elias 1949; Mooney 1949; Cole 1954). Since s

by adolescence, the person is in the school environment more than she/

f he is in the home environment, or any one other environment, one would

e o

exnect the school to exert a major influence on the heterosocia1

#i | , development of the adolescent. Havighurst (1953) has described the
| school as being the 'social laboratory' (p 34) of the adolescent, in
which social skills towards the‘opposite sex are modelled by staff

and older students and experimented with by the adolescent within the

b school context. This theoretical rationale led the present researcher

! ' to hypothesize that co-educated students would be significantly better

. v P

heterosocially adjusted than single-sex students. This hypothesis

g o was tested at both matriculation and first-year university level. !
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revealed that the 'boy-girl' problem is the most serious of all (Wile

1930; Butterfield 1939; Elias 1949; Mooney 1949; Cole 1954).  Since
by adolescence, the person is in the school environment more than she/

he is in the home environment, or any one other environment, one would
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;t' expect the school to exert a major influence on the heterosocial
%f ‘ _ development of the adolescent. Havighurst {1953) has described the
school as being the 'social Taboratory' (p 34) of the adolescent, in
which social skills towards the opposite sex are modelled by staff '
and older students and experimented with by the adolescent within the

school context. This theoretical rationale Ted the present researcher
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to hypothesize that co-educated students would be significantly better
heterosocially adjusted than single~sex students. This hypothesis

was tested at voth matriculation and first-year university level,
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7.5.1 Discussion of Findings at Matriculation Level

Co-educated male matriculation students were found to be significantly

better heterosocially adjusted than single-sex educated male matriculants.

However, no significant 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 indirectly
tapped this issue. Dale (1964) administered the Mooney Problem
Inventory to a very large sample of boys and girls between fifteen
and seventeen years of age. Dale found that co-educated boys
indicated clearly fewer problems in overall total at both fifteen
and seventeen years of age and this finding verged on statistical
significance. The differences between the two groups were found to
be most marked in the area of 'school problems' and continued in the
area of 'boy-girl' relationships. As regards the two groups of
girls, Dale found that co-educated girls indicated sTightly more
preblems in the boy-girl area, though this was far from statistically
reliable. |

The first issue that emerges from the present findings and which
demands explanation is the differential effect of school type on

heterosocial adjustment according to the sex of the subject. A

possible explanation for this finding is derived from the fact that
traditional childhood and early adolescent experience generally
provides girls with a greater degree of competence in heterosocial
situations than boys. This is because for most girls sexual behaviour
jnvolves incorporating sexuality into a social role and an identity

that already includes capacities for tenderness and sensitivity. For
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most boys, however, the pathway to mature heterosocial behaviour
involves sexuality first, and only secondarily does the capacity for

concerned tender and loving sexual relations develop. Thus cultural

stereotype and parental and peer socialization emphasize, to use

Reiss' (1973) terms, ‘body centered’ cexuality for the male and

'person centered' sexuality for the females. Thus, during adolescence,

both boys and girls learn to incorporate sexual behaviour into their
gender roles, but the ease with which this ° done is different for
each sex. From this explanation emerges the distinct possibility

that boys rely more heavily on the social environment of the secondary

school than do girls 1in attaining satisfactory heterosocial adjustment.
Another possible explanation for the finding that the school
environment seems more critical for boys than for girls in influencing
heterosocial adjustment is the different social stereotypes which
exist in our culture and which dictate the societal expectations of
the two sexes in heterosocial relationships. Jerome Kagan (1964) has
described the social stereotypes of males and females in our culture as
follows: ‘.f. Ir sum, females are supposed to inhibit aggression and
open display of sexual urges, to be passive with men, to be nurturant
to others, to cultivate attractiveness.... Males are urged to be
aggressive....sexually assertive, .... and suppressive of strong
emotions, especially anxiety' (p 143). It thus seems that there is
pressure on boys to initiate social contact and to be assertive in
maintaining such contact, while the girl is allowed and even expected
to assume a passive role in the initiation and maintenance of
heterosocial relationships. It thus seems likely that the school

environment functions more critically as a 'heterosocial laboratory’
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in the development of the adolescent boy, thereby resulting in
significantly lower heterosocial adjustment in boys who attend

single-sex secondary schools and are in a large measure denied

much heterosocial experience.

B - LN - . — -

Additional support for the ipteroretation 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, is derived
from a consideration of the different mzturational paces of the sexes.
It is comman knowledge that girls mature socially more rapidly than
boys and this results in the sexes beiny chronologically equal, but
,\ developr:ntally unequal. This more rapid social maturation of girls
; . leads to them tending to be dissatisfied between the ages of fourteen

and eighteen with the attentions of boys their own age. 1t thus seems i

; Tikely that girls in the senior classes vrely more on heterosocial
experiences outside of the school for learning adequate and acceptable
heterosocial patterns.  This results in the effects of school type on
heterosocial adjustment being minimized in the case of girls. For

iﬂ. | boys, on the other hand, the situation is practically reversea and the
secondary school environment plays a major role. In comparison to

+ ' co-educated boys, single-sex educated boys do not only Tack heterosocial
experience owing to the artificial segregation of the sexes, but are in

addition subjected to pressures by society, films and the media to

R R S

perform as aggressive, assertive young lovers full of physical and

emotional confidence with the opposite seX. A1l these societal

N

expectations combined with a lack of heterosocial experience seem

to result in heterosocial inadequacy and hesitance in initiating and

N NG %

1t maintaining contact with females amongst single-sex educated males. g
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In sum, the present findings on the heterosocial adjustment factor

at matriculation level indicate that the secondary school environment
is not a significant factor influencing adjustment in females. For
males, however, the heterosocial tasks of adolescence seem to be

assisted 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 will provide, become able
to make their adjustment under safe conditions. The significance
of this finding is fully appreciated only if one remembers that
satisfactory resolution of the heterosocial tasks of adolescence has

a profound effect on later life adjustments.

7.5.2 Discussion of Findings at !iniversity Level

The finding in the present study of no significant differences in
heterosocial adjustment between first-year university students who
received co-education and those who received single-seX education
does not support the hypothesis that the heterosocial environment
of the university will result in significantly more adjustment
problems for university students who received single-sex education.

A possible explanation for the present findings is that since
adjustment and attainment have been found by other researchers to be
positively correlated (Von Aarde 1967; Leibowitz 1971), it is
probable that only those matriculated students who are adequately
adjusted gain access to university by obtaining a sufficiently high
academic matriculation standard.

The issue of a possible selective factor operating whereby only
the better emotionally adjusted students gain access to university

requires further investigation in a Jongitudinal study. This
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selective process may be found to account for no significant
di fferences between co-educated and single-sex students being
apparent at university level.

A further explanation for the finding of no sigaificant di fferences
at university level may be that psychology students form a very seizci
and hence limited group, and that, had a larger sample been used,
significant differences may well have been found. In addition, the
'boy-girl' sub-scale of the Mooney Check List is Timited as a measure
of heterosocial adjustment in that the results yielded depend on the
extent to which the individual herself/himself is aware of her/his
problems and is willing 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 is also 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 dissertation have clearly

indicated that the adolescent period of development has been relatively

neglected in both the research and practical aspects and instead 'a

romance with infancy has gripped child psychology over the past

decade' (Scarr 1979, p 180). However, psychologists and educationalists

have begun to realize that adolescence constitutes a critical
transitional period of development, often crucial to the individual's
socialization adjustment and later achievements in life. Like other
transitions in life, the adolescent period involves a number of

important readjustments. Since by the time the individual reaches
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adolescence, she/he is in the school environment more than in the
home ar any other environment, the school may be expected to exert
a powerful influence on the individual in assisting with the
resolution of her/his developmental tasks. In Tine with this
realization, the concept of education has been broadened to include
not only that which is formally taught, but also concarn with the
social and emotional aspects of ise individual student.

[t is with regard to the influence of the secondary school years
in assisting with the resolution of adolescents' developmental tasks
that the debate on the relative merits of co-education and single-sex
education assumes a position of prominence. It has been shown by
Dale (1966; 1967; 1968), in his extensive attitudinal research, that
the communities of the single-sex and co-educational schools differ
considerably from each other, in tone or atmosphere. It thus follows
that each community must be exerting different influence on the
attitudes, emotional well-being and social development of the students
comprrising them. How strange it is, 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 historical
evolution and culture. In addition, the lack of research findings in
this area has meant that the protagonists on each side of the debate
have been left to argue the issue with few facts and much prejudice.

Research which has been conducted = the relative merits of
co-education and single-sex education has been chiefly concerned with
measuring the effects on intellectual development of students (Tyson
1929; 1927; King 19663 Sutherland 19671; Dale 1974).  These ztiudies,

which are of British and Irish origin, measured the academic
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attainment of students in the two systems, using differenc
examination criteria 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 single-sex education. However, as
the previous chapters haQe 1nd1cated,‘these studies are fraught with
methodological shortcomings which the South African State Educational
System bypasses. It was thus felt by the present researcher that a
study on attainment in the South African context would provide a
significant contribution of research facts. The only other study
comparing attainment in single-sex and co-educational schools in the
South African context was conducted by Van Aswegen (1975) and his
research was con ned to female students and complicated by an
uncontrolled urban-rural factor,

In addition to the deficit and methodological shortcomings of
research on the influence of co-education and single-sex education
on intellectual development, one crucial aspect of such development
has been completely overlooked by these researchers. The variable
which is felt to constitute an important dimension in intellectual
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 constitute a self-
fulfilling prophecy insofar as it inhibits females from succeeding or
even seeking success. Fear of success was found to be intricately
Tinked with the sex role stereotype of wife and mother into which

females are socialized. Since Horner's research was conducted in
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mixed-sex competitive educational and professional environments, it
becomes important to compare the phenomena in different educational

settings in an attempt to identify the factors exacerbating it.

Fear of success or low motivation to achieve has important psychclogical
consequencés, as individuals who repress their intellectual potential are
often left feeling frustrated and lacking in personal fulfilment.

It is in the area of intellectual attainment and achievement : }
motivation at matriculation level that the present research yielded
g findings of significance for psychology and education in general, and |
| more critically for the psychology and education of women.

The first finding of importance is that single-sex matriculation ﬁ

g ey

students score significantly higher on measures of intellectual

attainment than do co-educated matriculation students. The generally

)
Tower level of intellectual attainment in co-educational schools . %
revealed in this study has serious implications, if one considers the %
competition for increasingly scarce college facilities and the E
importance of attainment in this regard. In addition, the actualization %
V. of one's intellectual potential is a critical factor in contributing g

&~ ” to a sense of emotional and social well-being. It thus becomes

evident that to deny females the full development of their intellectual
abilities by keeping them to the level of the more slowly intellectually
maturing males, which seems to occur in co-educational schools, is to
perform a gross disservice. 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 single-sex schools, It is thus important that,

in the current enthusiasm for the development of the whole person and
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the accompanying emphasis on emotional adjustment, the importance
of intellectual attainment should not be minimized.

The second finding of significance, regarding the effects of
co-edu.ution and single-sex education on intellectual development,

relates to the achievement motivation factor. Single-sex educated

“Temales were tound to score significantly higher in achievement motivation

at both matriculation and first-year university level than co-educated
students. This seems to indicate that co-educated females are
socialized into fearing success or even ambition significantly more
than single-sex educated females. This finding lends support to the
argument of the feminists (Horner 1969; 1972; Dowling 1982) that
traditional sex role stereotype and 1its role in inhibiting even
the motivation to achieve in females are more profound in mixed-sex
competitive environments. It thus seems that the charge of the
feminists that females are discriminated against throughout their
school Tives 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 intellectual
development at matriculation level indicates that- co-education is
inimical to the development and actualization of the individual's
intellectual potential. Despite this finding, advocates of co-education
may, however, issue a reply that, even recognizing this fact, single~
sex education should not be regarded as the preferred system, as it
probably results in as many difficulties in the psychological, social
and heterosocial realms of development, as it alleviates in th:
intellectual realm. It is to the findings which emerge from the

present study relating to this issue that we now turn our attention.
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Despite its importance, research on the comparative effects of
co-education and single-sex education on_the psychological and
. social adjustment of adolescent students has been very neglected
and is Timited to the studies by Atherton (1966), Dale (1971) and

Van Aswegen (1975).  Although these surveys revealed no significant
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TINdings, a Cruciar aspect ol UeveTopmenT; ane1y, heterosocial

adjus tment was left unassessed.  “urthermore, in the South African
context research on psycho-social adjustment as relating to co-
education and single-sex education is limited to the study by Van
Aswegen {1975) which was restricted to females. The present research
was designed to provide a thorough and systematic assessment of
psychological, social and heterosocial adjustment of male and female
students attending co-educat;onal schools and those attending single-
sex schools.

The only significant finding emerging from the present assessment
of psycho-social adjustment was that co-educated matriculated males
were found to be significantly better heterosocially adjusted than
single-sex educated matriculated males. This suggests that the
heterosocial tasks of adolescence seem to be assisted 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
auidance that the school provides is able to make their adjustments
under safe conditions than would otherwise be possible. For females,
however, the co-educational or single-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
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single-sex education may result in as many problems as it alleviates
is only a 'half-truth'. This argument can only be applied to the
heterosocial adjustment of males. For females this argument does

not hold and, as the present findings indicate, they are possibly better
off in single-sex educational institutions. The present findings
furthermore suggest-thet es—sdusated -females—are contributing
significantly to promoting heterosocial adjustment in their male
counterpa: s and yet at the same time are having to inhibit and
sacrifice bots their motivation and ability to achieve. How familiar
this picture is with females once again making huge sacrifices to
provide ego strength to their male contemporaries. In the Cinderella
Compiex, Coliette Dowling asks the following question: 'Couid it be
that women actually make themselves unsuccessful? Could it be that
concern about men and love and emotional security .... is holding us
back' (p 157). The present findings on the achievament motivation
factor suggest that the answer may well be 'yes', for 'rather than
risk a 1ife without love' co-educated females will give up a great
deal -~ drop-out, turn their backs on their ambition, flee anxiously
into anonymity' (Dowling 1982, p 159).

Considered together, the findings of the present study at
matriculation Jevel indicate that single-sex education seems the
preferable system for females, as it promotes significantly higher
achievement motivation and actual attainment than co-education.

The picture for males presents a double-bind type situation with single-
sex education being the more favourable system in regard to promoting
academic attainment and cu-education being more favourable in promoting

heterosocial adjustment. It is thus clear that all sub-groups, with
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the exception of single-sex educated females, are sacrificing
opportunities to develop optimally in at least one critical
developmental area.

in addition to the importance of the secondary school environment

in assisting with adolescent development, a second query comes to
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mind when comparisons are made between co-educated and single-sex
educated students. This is the question of whether any distinctive
influence of these systems lasts beyond school so as to affect
attainment and development at university. The present research was
designed to include a pilot study to investigate this issue by comparing
psycho-social and intellectual development of first-year university
students who received co-education and those who received single-sex
education. This is the first time the question has received attention
in the South African context. Furthermore, in Britain, Dale's (1972)
research was designed to assess only intellectual attainment.

The only significant finding resulting from the present investigation

at first-year university level, was that of a significant difference in

achievement motivation between co-educated and single-sex educated females,

in favour of the single-sex educated females. 0One may question whether
the non-significant findings on the other measures indicates that the
systems of co-education and single-sex education have no influence on
later life adjustment. The present researcher feels that to

accept this interpretation unconditionally would be incorrect as

the sample used in the present study was small and psychology students
constitute a very select group. This question thus requires further
investigation on a large representative student sample. In addition,

since the variables of psychological adjustment and attainment have

A e vy v seceen s v

(. W



156

been found by other researchers to be highly correlated (Van Aarde
1967; Leibowitz 1971), a selective factor may thus account for the
present findings. It may be that only those matriculated students
from both co-educational and single-sex schools who are adequately

- — — — —pevchologically adjusted score sufficiently high enough academically

to gain access into university. This would then mean that the

influence of secondary education on adjustment would be significantly

underplayed.
‘ The present researcher maintains that the question of whether any
: . ¥
, distinctive influence of co-education or single-sex education lasts f
N !
beyond schou?! to affect adjustment and attainment at university, would f
i :
be best measured in a study of longitudinal design in which the §
)
correlation between subjects' scores on the dependent variables is %
explored. i
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CHAPTER 8

LIMITATIONS OF THE PRESENT STUDY AND SUGC "TIONS FOR FUTURE RESEARCH

8.1 Measurement Instruments

A very real difficulty in the preéent study was tﬁé.duéntifgtive
appraisal of the multiplicity of variables existing in psycho-social
adjustment and intellectual development. This is a problem common
to all social research and may be partly overcome only with the
development of more adequate measurement instruments and operations.
In the present study psycho-social adjustment was defined by four
particular instruments, namely, the Bell's Adjustment Inventory, the
IPAT Anxiety Scale, the Coopersmith Self-Esteem Inventory, and the
Mooney's Prcblem Check List. This does not, however, mean that
adjustment per se has been measured. Theoretical propositions
cannot be subjected to empirical appraisal without measuring
operations; however, one can never be certain that the yielded
measurements of the instrument are egquivalent to_the definition of
the proposed characteristics. This means tha: the possibility of
inherent limitations within the selected measurement instruments is

recognized by the present researcher.

In addition to the inherent limitations of all measuring instruments,

the 'boy-girl' sub-scale of the Mooney's Problem Check List as a measure

of heterosocial adjustment was Turther limited in that the results

yielded by it depend on the extent to which the individual herself/

himself is aware of her/his problems and is willing to acknowledge them.

There is thus a need for the construction and validation of a

[——
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comprehensive and sensitive scale to measure heterosocial adjustment.

The intellectual development of subjects in the present study
was measured by
(i)  the Mental Alertness Scale of the High Level Battery,
(i1) the Achievement Sub-scale of the Edwards Personal Preference

and by

(iii) the final examination marks at matriculation level iﬁ English, and
(iv) at first-year university level in Psychology One.
While the present researcher recognizes that English results in the
Matriculation Board examination are a lTimited criterion for assessing
academic attainment, this criterion was adopted, as the present system
of standard grade and higher grade subjects makes averaging the final
marks in all subjects meaningless and English is the only subject written
on the higher grade by all English-speaking students, The choice of
psychology final examination results as a teasure of attainment at
university level is also limiting. However, this, too, was the only
suhject taken by all students in the university sample. In addition it
was felt that the combination of these examination marks with scores on
the Mental Alertness Test, yields a composite measure of attainment.

Thus, as regards measurement instruments, tha 1imitation of the
present research indicate the following suggestions for fulure research
in the area of co-education and single-sex education:
(a) the development and application of a comprehensive and

sensitive scale to measure heterosocial adjustment;
(b) the construction, by means of weighting the scores on

subjects written at matriculation and university level,

of a composite score reflecting academic attainment.
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8.2 Subjects '
Although the initial sample tested for the purposes of the present
research was very large, the stringent control over subject variables
which was introduced by the present researcher meant that the final
matriculation and university samples included for analysis were not
very large. However, despite this, the present sample size was felt

to be sufficiently large to yield meaningful findings. Methodological
rigour was felt to be a more important criterion than a large sample in
which many important factors, such as age, socio-economic status, and
parental marital status are left uncontroiled, thus yielding mzaningless
findings.

The present researcher does, however, feel that the university
sample, which was ccnfined to students taking Psychology One in their
first year, is restricted, as these students constitute a select group.
Since the university study was intended to constitute a pilot study
into the area, this sample seems adequate. However, future research
in the area should include a broader spectrum of university students in
their analysis, so as to yield findings which are more representative

of university students as a whole.

8.2 Methodological Factors

There is one subject variable which is relatively simple to control and
may be of interest to measure in future research., This variable is the
constitution of sibling groups, that is, whether the subject is an only
child, belongs to a single-sex sibling group or belongs to a mixed-sex
sibling group.  This is a factor not accounted for in the past and

present research and may be of importance to assess. For example,
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one may hypothesize that subjects who are the only child in the
family or who belong to same-sex sibling groups and are educated

in single-sex ins*titutions will be the least well adjusted group on
the heterosocial personality dimension. Owing to the lack of
heterosocial experience with siblings in the home, these groups may
rely more heavily on the environment of the secondary school for
heterosocial experience than subjects from mixed-sex sibling groups.

There are many forces which help to determine whether a school is
good or bad or merely medjocre and although this is not the place for
a comprehensive review of them, their mention should help to keep
matters in perspective. The well-being of a school naturally depends
to a great extent on the personality of the head, or of a few key
people.  The extent of this influence will, in turn, depend partiy on
the interaction of these leaders with the personalities of the rest of
the staff, and the interaction of both leaders and staff with the type of
student at the school. In a co-educational school several major factors
are added - the interactive influence of boys and girls, of male and
female teachers and even of students 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 at work -
the influence of one sex on another,

The present findings of no significant differences between the
groups at first-year university level may be attributable to the
possibility that only those students who are adequately psychologically
adjusted attain a sufficiently high academic standard in matriculation

to allow them access into university. Future research should thus
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be directed to exploring this issue in longitudinal perspective and
should indicate the correlation between subjects' scores on the

dependent variables.

8.4 General Directives for Future Research

The findings of the present research indicate that it is in the areas
of intellectual achievement, achievement motivation and heterosocial
adjustment that the differential influences of co-education and
single-sex education on development are most manifest. Strangely,
though, it is precisely the areas of achievemant motivation and
heterosocial adjustment that nave been overlooked by researchers in
this area. Perhaps the neglect of these developmental areas in
research has been due to the fact that no completely satisfactory
measurement instruments have been constructed for their measurement.
There is thus a need for the construction and validation of
comprehensive scales to measure achievement motivation and heterosicial
adjustment, and the application of such scales to the Tields of

co-education and single-sex education.
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CHAPTER 9

P

SUMMARY AND CONCLUSION

When considered together, the findings of the present study at
matricuiation level indicate that single-sex education seems the
preferable system for females, as it promotes significantly higher
achievement motivation and attainment than co-education. The
picture for males, however, is not as clear with single-sex education
promoting significantly greater academic attainment and co-education
promoting significantly better heterosocial adjustment. With the
exception of single-sex educatad females, the present findirgé reveal
that each sub-group included for analysis in the present, study is
sacrificing opportunities to develop optimally in at least one critical
area. The group which appears to be the worst affected is the
co-educated females, who seem to inhibit both their mntivation and
ability to achieve.

At this junction, psychologists and educationalists may retort in
despair, 'Well what are we to do, given the fact that further research
is clearly needed and that the pclicy of the Departments of Education
in the four provinces is to follow co-education?’'. In answer to this
question, the present researcher recommends that,.in addition to
addressing themselves to further research, psychologists and educationalists
begin to develop psycho-educational intervention programmes, which can be
instituted in co-educational and single-sex schocls in the appropriate
areas. This suggestion should not be taken to mean that the present

researcher believes that any one educational system can optimally
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achieve all educational aims and answer all the develupmental needs

of adolescents. However, once serious limitaticns of one system

relative to another are identified, some form of corrective intervention
becomes possible and necessary.

The present findings at matriculation level indicate that any
psycho-educational intervention programme for co-educational schools
should include the following directives:

(i) A1l female students to be conscientized to the phenomena of
‘fear of success' and 'gender panic'; ‘

(ii) Feminist literature to be included in school Tibraries and
efforts to be made to secure instructional materials, including
textbooks, which favourably portray women in non-traditional
roles;

(ii1) Sensitize all staff to the issue of sexism and to what are

discriminatory practices.

Only if such a programme is developed and instituted will the
system of co-education gain credibility, for the present findings
indicate tnat, as it presently stands, co-education promotes the
development and achievement aspirations of males to the neglect of
those of females and this has concomitant important psychological
repercussions.

In regard to single-sex educated males, the finding of
significantly lower heterosocial adjustment when compared to co-educated
matriculation males suggests the need for the development and institution
of a psycho-educational intervention programme which should include the

following directives:




":‘F"" A

164

(i)  Bring the issue of heterosocial difficulties into the open
in informal counselling sessions. This will allow for the
sharing of difficulties with peers and staff and lead to
them becoming normalized.

(i1) Develop extra-curricular activities in the secondary school
environment which are designed to include females. This will

assist with and increase the frequency of heterosocial contacts.

It is interesting to note that authorities at some single-sex
schools for boys in Johannesburg have aiready intrcduced relatively
unstructured heterosocial programmes. However, tae “ntroduction of
such activities has been based on informal observations of staff at
these schools. Findings such as those from the present study provide
a firm research foundation for these trends. In addition, the
present findings provide directives for the development of clearly
structured psycho-educational programmes in this regard.

A further recommerdation arising from a consideration of the
findings in the present study is the development of a parent programme
aimed at enhancing parent awareness of potentia’ imitations of each
type of educational system and counselling in connection with possibilities
in the areas of prevention and remediation.  Such programmes could be
offered both before the type of secondary school is selected for the
student and during her/his secondary school years.

Taking cognisance of the findings and inferences from the present

study and the related literature, it seems that the decision as to

which type of educational system should be selected for any adolescent

is a highly individual one and should take account of:
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(i)  the personaliuiy characteristics of the individual

(ii) the values of the adolescent and the parents. In regard to
males, a decision as to whether one places greater value on
academic attainment than heterosocial adjustment becomes
necessary when considering the alternatives of single-sex
education and co-education

(iii) the sibling structure of the family. Co-education may be the
recommended system when the sibling structure is single-sex.
This possibility should be considered and research is required

on this issue.

In line with the view that the choice regarding co-education or
single-sex education is both delicate and critical, the present
researcher feels that the present system in South Africa of
departmental allocation to schucls in accordance with geographical
zoning,should be revised and the real differences, advantages and
Timitations of the systems of co-education and single-sex education
should be publicizad and brought to the attention of the public. This
would al'ow a decision with regard to co-education or single-sex
education to be made, taking into acount the abovementioned factors,

rather than on the basis of culture, tradition or prejudice.
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APPENDIX A
BIOGRAPHICAL QUESTIONNAIRE

-Please complete this form. In completing the form circle the appropriate
answer - for example - if yuur answer is tyas' then mark it as folilows:

(:::)V NG. It is important to understand that the word 'co-education’' refers
to schools attended by both boys and girls while 'single sex school' refers
to schools attended by either boys or girls.

Name of school:

__——__—_—_.——_————_—_.-__—_.___-__—.--._.—-—.--.—-—_-...-—-._...a__.._.-_.-_.
-..._-._—.._.._.—...-.-—-.——...—-.—_.—__—_—_._.—..—_.-...-—..——_..g_—_.-——_x—___._————__.._...___....

- - 3 Y o L . . 900 o — . 1o - o G o YAk W

....—_—_.—_...—...-_..———-.—_..-.-_.-__..-_..__-_....——_—-—.-_:—__.-_—..—_————_—...-—__._.-__.-_,
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Mother's occupation: __ o I

Suburb in which you Tive:

e o 2 ooe . et o P 7% S i e PO A (R A S o i T (8 0 o L T e e o S S s

Number of brothers and sisters: brothers; sisters

- e e . o ——— - .

o —— o " 7Y — 217 o i

School type: Co-educational

o -

Have you attended the present school since standard six? YES/NO.
If no to the above was your previous high school co-educational or

single-sex? Co-educational 3 Single-sex

—— v - e o A . Y et ot it - . > - e = o

Was the primary school/s you attended co-educationai? YES/NO
Subjects .hosen for Matriculation and level on which examinations will be
written : (Please list)

Subject: Level:

——————————————————————————————————————————————————————————————————————————
——————————————————————————————————————————————————————————————————————————
——————————————————————————————————————————————————————————————————————————
——————————————————————————————————————————————————————————————————————————
——————————————————————————————————————————————————————————————————————————

——_-..-.._.....__-.—_——_.—__—_.——.--.———__......_..._._.._-..___—-.———--——_—__——_-——_._._—__...._.._...
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APPENDIX B
BTIOGRAPHICAL QUESTIONNAIRE (STUDENT FORM)

Please compiete this form. In completing the form circle the
appropriate answer - for example - if your answer is ‘'yes' then
mark it as fo]lows(fgg)/ NO. It is important to understand that
the word 'co-education® refers to schools attended by both boys
and girls while 'single-sex school' refers to schools attended by

either boys or girls.

- o i —— > " " Y W o Ao} M " 4 b e e D N O A TN 5 4 Y o e T NS o T e P 8 ot e T A S e e S S S8 S
————————————————————————————————
———————————————————————————————————————————————————————————
———————————————————————————————————————————
———————————————————————————————————————————

Suburt " which you live:

o - T ) o W o . - S Aok T R W O . aae S S b e

~ambers of brothers and sisters:_______ brothers; _______ sisters
Type of primary school attended: Co-educational; Single-sex

Type of high school attended: Co-educational; Single-sex; Both

Did you proceed straight from matriculation %o university? YES / NO
Is this your first year at university? YES / NO

Degree for which you are registered

- o . S o - o T} S BV P T oD S
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