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1.9 D e f i n i t i o n  of terms

l.g.l Social group work

Social group work is a method of social work 

which helps individuals to enhance their social 

functioning through purposeful group experiences 

' and to cope more e ffectiveiv with their personal,

group or community problems (Konopka, 1963, 

p.34).

More specifically the

treatment group is conceived as a small social 

system whose influences can be guided in planned 

ways to modify client behaviour ... (and) ... is 

both a means and a context for treatment. As a 

means it constitutes a vehicle through which peer 

interactions and influences can be used to affect 

client participants. As a context it affords 

opportunities for direct worker-client inter­

actions which c m  contribute to change.

(Vinter, 1974c p . 3)

1.9-2 Behaviour modification

refers to 'the planned, systematic application of experimentally 

established principles of learning to the modification of 

maladaptive behaviour'. (Fischer and Gochros, 1975, p.xiii)

1. 9.3 Premack Principle

"holds that high-probabi1 ity behaviour can be used as a 

reinforcet for low probability behaviour' (Fischer and Gochros, 

1975, p-63).

1.9.4 Token economy

refers to a complex technique of behaviour modification 

incorporating a wide range of behaviours into a system of 

reinforcement contingencies, in which tokens or points are 

earned or lost for specified behaviours, and those earned are 

later traded for previously negotiated rewards.

1. 9-5 Coloured person

refers to a person defined in terms of t.ne Population Regis­

tration Act as one who is neither White nor Bantu. The

classification includes subgroups of Cape Coloureds, Malays,
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Griquas, Other Coloureds, Chinese, Indians and other Asiatics. 

(South African Institute of Race Re'ations, 1976).

1.9.6 DESB

refers to the Devereaux Elementary School Behaviour Rating 

Scale (see p.7)

1.9.7 SEJ_

refers to the Coopersmith Self Esteem Inventory (also shortened 

to CSEI) (see ^.6)

1 . 9.8

refers to intelligence quotient, which is a converted score 

based on performance on an intelligence test that expresses 

the individual's mental age in relation to his chronological age.

1.9.9 E group

refers to the experimertal group selected by the writer for 

this study. Also referred to as the research group.

1.9.10 C group

refers to the control group used in this study, which experienced 

no social work intervention.

1.9.11 C lassroom population

refers to the two standard five classes from which the experimental 

group was selected.

1.9.12 The writer

is used alternately with the term 'the researcher' in this study.

1.9.13 The worker

refers to the socia! qroup worker. In the process sections of 

this study, the writer refers to himself as the worker.
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1.10 Use of references

Where the writer refers to the work of an author of a book, article 

or dissertation, he acknowledges this immediately by presenting the 

name of such an author, and tho date of the work referred to, in 

brackets. A full bibliography of works in th s study is presented 

on p.276.



I

PART I - ’TUNING IN'

K
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CHAPTER 2 - THE SCHOOL IN A uEPRIVED ENVIRONMENT: PREPARING FOR 

INTERVENTION

2.1 A systems model as a framework for 'tuning in' to the school

Traditionally social workers in schools tended to view school malperfor- 

mance as developing primarily from faulty personality functioning of 

pupils, and relied on psychosocial studies of individual pupils to try 

to diagnose the causes of such problems. Costin (1969) has observed 

that during i.he sixties school social work literature revealed growing 

awareness of the school as a social system.

Schwartz (1974) has proposed that at the base of systems theory is 

the concept of reciprocal relationships where it is felt that objects 

(people) in a system affect each other in a reciprocal wav. This 

implies that it is not possible to understand one part of the system 

without taking into account the function, structure and process of the 

system as a whole. The client therefore becomes the system rather 

than a part or individual therein. Thus a systems model places

emphasis on situational rather than personality factors, viewing problems 

as arising from the interaction of pupil characteristics and school 

cond i t i o n s .

Costin (1975) states that in a school

A problem situation involves a group of pupils similarly 

situated, who form a dysfunctional unit as their social 

behaviours interact with conditions in the school and 

community. Members of the unit are then perceived as 

lacking competence to deal effectively with the demands 

and expectations made by the school and the community.

A problem complex is a collective whole of probiem situations.

These exist within a network of personality characteristics 

that conflict with and are negatively reinforced by 

practices and deficiencies of school and community.

This model emphasises the links and interaction between 

pupil characteristics and school community conditions 

and practices.

Within such a framework, social workers respond to 

identified group patterns of underachievement, truancy, 

and absenteeism, exclusion from school or other recurring 

evidence that schools are failing to meet the educational 

needs of large numbers of pupils. (Costin, 1975, p . 136)

Schwartz (1971) states that before a social worker enters such a 

system he should 'tune 1 r»' to likely areas of difficulty in the lives
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of those involved in it. !n this process he is less interested in 

drawing diagnostic pictures of what his client is or should be, than 

in sensitising himself to receive coded messages and disguised meanings 

through which clients communicate with each other and with him. He 

seeks to create in himself a state of 'preliminary e m p a t h y 1, trying to 

make prior knowledge of the class or personality of clients operational 

by sensitising himself to the likely framework of perceptions and 

feelings he is about to enter.

With these points in mind the writer searched for a model that would 

provide a framework to 'tune in' to the nature of the specific school in 

the specific community in which he was to work. The model selected by 

the writer was that of Wassenich (1972) who, in analysing *-he school as 

a complex organisation, asserts that the social work practitioner can 

achieve greater effectiveness in the setting if he understands its 

structure, what influences it, what its goals are and how he fits into 

the total scheme. She relates the characteristics of complex 

organisations to the school (Figure 1, p . 17), before presenting an 

.inalytical model of the school system (Figure 2, p . 17) upon which she 

then expands to elucidate modes of social work intervention.

Wassenich (1972) covers the following in her analysis:

1. the desired output of the school (enabling goal formulation for the 

worker)

2. the determiners of the school system (giving information as to 

restraints in intervention)

3. the component inputs to the system (giving direction to areas of 

intervention)

4. the component subsystems of the school (determining the social 

worker's relation to the total system).

The social worker's role in the school is perceived as being one of 

assisting it to achieve its output (the education and socialisation of 

pupils), and in working to this end he may be one of the input components 

and intervene in one or more of the throughput areas of school 

functioning. (see F i g u r e d ,  p.31*)
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Characteristics of 

complex organisations

The school as a 

complex organisation

1. Stable patterns of 

i nteraction

2. among coalitions of 

groups having a col­

lective identity

3. pursuing interests and 

accomplishing given tasks

4. co-ordinated by power 

and authority structures.

1. The primary pattern of 

interaction is the daily 

meeting

2. in the classroom between 

students and teachers who 

form the main coalitions 

of groups

3. who pursue educational 

and socialisation goals

k. who are co-ordinated by

the principal, the adminis­

trative officers, the school 

board and the community as a 

w h o ! e .

Figure 1: Diagrammatic presentation of the school as a complex organisation
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F i g u r e 2 : W a s s e n i c h 1s (1972) analytical model of the school system
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2.2 Inpu t

The school interacts with other elements in the community such as its 

social agencies, families and political structure. The system is 

energised by other people, institutions or the environment. The nature 

of the community and family from which the child emanates, the politico- 

economic factors affecting that community, the pupil, the teachers, 

principals, education policies and finances may be broadly described as 

the input elements of the school system. These elements influence the 

school and its goal achievements and may be divided into two types - 

determiners and components. Determiners are often beyond the control 

of the school system despite exerting influence on it, and include 

political, economic an- ^amily characteristics of a society. Components 

on the other hand are more directly subject to reorganisation within the 

school system, including school programs, pupils, teachers, principals 

and administrators.

Knowledge of inputs provides the school social worker with insight 

into what constrains or limits the school system. Programs focusing 

on determiners are usually of a community work nature as well as having 

long term goals.

2.3 Input: determiners

2.3-' The Coloured population of South Africa - a broad picture

Brindley (1976) states that the Coloured people have their origins 

in the miscegenation of early white settlers, Hottentot slaves and 

the African inhabitants of South Africa. Fitzgerald (1978) in an 

historical review of the origins of this section of the South 

African population points out that the earliest form of discrimination 

in the Cape was on the basis of religion rather than colour.

In the seventeenth century Cape, a non-White, on

being baptised, gained immediate acceptance as a

member of the Christian community and his freedom,

if a slave. In addition to conferring legal status,

baptism also conferred social status in terms of

which marriage between White men and non-White women

was permitted. This resulted in many regular "mixed"

unions which had full social approval and religious

sanction. Today's Coloured people originated from

these marriages and from the inevitable illicit

relationships which occurred in a community wl.ich

experienced a shortage of White women. (Fitzgerald, 1978, p.5)
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Fitzgerald (1978) goes on to trace the emergence of discrimi­

nation on the basis of colour rather than religion to the early 

part of the eighteenth century, from which time it became 

progressively more difficult for a slave to become emancipated and 

'where the possession of a dark skin came to be associated with an 

inferior or servile status in the c o m m u n i t y 1 (Fitzgerald, 1978, p.7). 

These attitudes increased to the point where they form the basis of 

the present system of apartheid in South Africa.

Since 19^8 the South African government has pursued a policy 

of separate development, with the ideological stance that this 

prevents domination of any one racial group by another. To 

entrench this policy there exists a system of laws and regulations 

which have far reaching consequences for individuals 'including 

marriage and carnal relations, work opportunities and settlement of 

labour disputes, wages and taxes, residential and property rights, 

education, the administration of justice, punishable offences, 

public facilities and political competence'. (South African 

Institute of Race Relations, 1976, p . 7)

To ensure the separation of its race groups the South African 

government promulgated the Population Registration Act (1950) 

which laid down provisions for the classification of persons in 

terms of race groups, and the Group Areas Act (1950) which provided 

for separate areas for the differentiated race groups, and regulated 

their rights and responsibilities within their own and other areas.

In terms of the Population Registration Act (1950) a "Coloured 

Person" is defined as one who is neither White nor Bantu, the 

classification including subgroups of Cape Coloureds, Malays,

Griquas, Other Coloureds, Chinese, Indians and other Asiatics.

Reflecting the negative, "in-between" status of the Coloured 

population (neither Bantu nor White) has been their exclusion from 

the policies relating to "homelands" (separate areas) for Blacks, 

ai.d government resistance to their integration with the white 

population. (South African Institute of Race Relations, 1976, p . 100)

Enjoying the franchise in the Cape in 1853 and Natal in 1856, 

the Coloured people havo experienced the diminishment of their 

political status since the turn of the century. The South Africa 

Act (1910) prohibited Coloured men from standing as electoral 

candidates for Parliament or Provincial Councils, although they
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retained the vote; Coloured women failed to receive the franchise 

as their white counterparts did in 1930; and after a period of 

White parliamentary representation from 1958, the Coloured people 

lost all representation in 1970 on promulgation of the Separate 

Representation of Voters Amendment Act. In 1969 the Coloured 

Persons Representative Council comprising forty elected members 

and twenty nominated by the State President, replaced the Union 

Council for Coloured Affairs which had a majority of State nominated 

members. However the legislative competency of this body remains 

uncertain»having jurisdiction over a group of persons who also fall 

under the jurisdiction of central government, and provincial and 

local authorities.

The Coloured population group in South Africa is characterised 

by a high population growth rate, associated with a high (but 

declining) rate of infant mortality, and a high rate of illegitimacy. 

The group comprises approximately three million people of whom 

45 percent are below the age of fifteen years, making for a high 

dependency rate (91.9) on the economically active age group (15- 

64 yenrs) . In addition Coloured people have a poor life expectancy, 

and despite a growth in the number of families between 1560 and 1970, 

experience a high proportion of single parent households and less 

formalised relationships.

The Coloured people are concentrated in the Cape Province and 

are becoming increasingly urbanised. They experience widespread 

poverty, per capita income in 1974/5 being 19.6 percent of that of 

Whites, and 19.2 percent of persons living below the minimum 

subsistence level. (Lever, 1978, South African Institute of Race 

Relations, 1976)

Figure 3, p . 22, illustrates these facts with data extracted 

from he Theron Commission: A summary, published by the South 

African Institute of Race Relations (1976).

2.3-2 Education and the Coloured people - a background

The first school in the Cape war established for the entire community 

in 1663. comprising twelve white, four slave and one hott'ntot pupil.

The segregation of white and coloured pupils occurred gradually 

in the Cape, some public schools admitting coloured and white pupils
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as late as 1916. From the 1950's politicians and government 

spokesmen campaigned for the separation of the control and 

administration of education for coloureds and whites. In 1963. 

despite opposition from coloured teaching associations, some 

churches and public opini ~, the Coloured Persons' Education Act 

(47/63) was passed, providing for the education of coloured persons 

to fall directly under the State. In 1964 control was trans­

ferred from provincial administrations to the Department of 

Administration cf Coloured Affairs. Prior to 1964 the coloured 

people's share in the control and administration of their own 

schools had been minimal, school boards, clerical posts and higher 

educational posts being held by white officials. The Administration 

of Coloured Affairs has gradually introduced its own curricula, 

syllabi and examinations as well as taking control of Colleges for 

Technicdl Education. However, although 1976 saw the appointment 

of the first coloured Chief Inspector of Education, at the end of 

1975 . of the one hundred and ninety-two inspectorate posts, one 

hundred and seventeen were filled by whites, and thirty-nine by 

coloureds, with thirty-six unfilled. By March, 1979, the number 

stood at thirty-four Inspectors of Education and thirty-two Assistant 

inspectors (South African Institute of Race Relations, 1979).

In an attempt to raise standards of education and reduce drop 

out rates from standard four a progressive system of compulsory 

schooling was introduced in 1974 for coloured pupils. By 1980 

education will be compulsory for children from seven to thirteen 

years old, but the Theron Commission suggested the scheme would 

have to be reassessed at that stage as the introduction of compulsory 

schooling for children would result in an enormous increase of 

pupils at that level. A shortage of classroom accommodation has 

become a major concern in the coloured educational system, double 

shift classes rising from two hundred and sixty-nine in 1964 to 

2,505 in 1977, involving seven hundred and seventeen schools, 79,762 

pupils and 2,505 teachers. (South African Institute of Race 

Relations, 1976, 1979) The Minister of Coloured Relations estimated

1 Owing to an inability by primary schools to accommodate all 

coloured children of schoolgoing age a double shift of classes 

exists whereby one group of pupils receives morning tuition, and 

another afternoon tuition. Double shift classes were noted by 

the Theron Commission to be substantially shorter than ordinary 

sessions, standards one and two receiving only twenty as opposed 

to twenty-seven hours of teaching each week. (South African 

Institute of Race Relations, 1976)
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that is at 15th February, >378, there was a shortage of 2,389 

classrooms for coloured children and the cost of eliminating this 

would be R26 million. (South African Institute of Race Relations, 

1979)

2 .k Input: components

2.^.1 The pupil in a socioeconomically deprived environment

The greatest task in growing up consists of coming 

to terms with oneself, of learning to know who one 

is, and what one can do, and how one stands in 

relation to others. (Simpson and Yinger, 1972, p.19^)

Tuning in to the world c f the deprived child demands both some 

understanding of his developmental processes and some awareness of 

his psychosocial potentialities in terms of his environmental 

ci rcumstances.

2 . A .1.1 The question of potential: the nature/nurture controversy

In Western society it has been estimated that heredity accounts for 

80 percent of variation in intelligence, and environmental influences 

20 percent. (Gold Fein 197^, Wolff 1973. Eysenck 1975)

Gold Fein (197^) reports Jensen as finding that the IQ dist­

ributions of American Negroes were consistently one standard 

deviation below those of the white population (85 as opposed to 100), 

and that Negro children tended to perform worse on abstraction 

ability tasks than their white peers, while being better on verbal 

than non-verbal tests. They performed comparably with white 

children on learning tasks involving memory spans. Jensen, in 

arguing for the significance of heredity rather than environmental 

factors in determining inte11 igence,assjrted that not enough 

emphasis is placed on prenatal factors (such as nutrition of the 

mother) as critical variables in intelligence. He asserted that 

the Head Start programs failed in part owing to the lack of aware­

ness that intellectual capacities, being genetically determined, 

are not modifiable. He believed these programs were based on 

two untenable theories - "the average child concept" perceiving 

the child as a tabula rasa and h/pothesising that all children 

have the same potential for learning if exposed to the same
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environment, and the "social deprivation concept" which perceives 

deprived children as poor school achievers because they begin 

school lacking critical experiences essential to school learning. 

Gold Fein (1971*) criticises Jensen's use of Downe's syndrome and 

Turner1 ssyndrome as examples of genetic limitations cn learning, 

perceiving genetic factors as accounting satisfactorily for 

intellectual disabilities but not for the potential of the 

‘n o r m a l 1 child. She sees the IQ test as a simplistic approach 

to a complex problem, seeing the concepts it defines as not only 

culturally biased but also inadequate in defining the complexity 

of cognitive processes. Protagonists of the genetic school 

propose a differential education system stressing intellectual 

strengths and circumventing wc'knesses to maximise the 20 percent 

of intellectual development which they conceive as modifiable. 

However, Gold Fein asserts that taking into account tne effects 

of cultural deprivation, more than this hypothetical 20 percent 

may be modifiable.

2.4.1.2 The devf-lopinq child in a socioeconomically deprived 

e nvironment: psychosocial aspects

The average coloured child grows up in a world of racial discrimi­

nation, poverty, unequal opportunities and illegitimacy associated 

with an unstable family structure.

Simpson and Yinger (1972, p . 168) observe

The great weight of prejudice and discrimination 

often cramps and distorts the personality develop­

ment of the minority group member.

The individual acquires basic atti'udes toward himself, and 

the norms of groups and society as a whole through his interpersonal 

experiences and inherited conditions. Through these conditions he 

may come to adopt certain roles, a unity of social and personal 

expectations occurring as ne grows older.

Wolff (1973) notes that educational and social failure may 

provide a trigger for aggressive and delinquent behaviour s t ^ t i m  ,

This occurs especially at adolescence when childhood,

with its ostensibly limitless potentialities ends,

and the individual is forced to recognise and accept

his now forever restricted aault roles. (Wolff, 1S 7 3, p.160)

It is notable that early adolescence is the period when an






















