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SUMMARY

Title: How Adolescents perceive their future and why: a cross-cultural study
Student: Gregory A. Grootboom

Degree: PhD

Supervisor: Dr Z. |. Swanepoel

Key Words: culture, cultural capital, future time perspective, identity, ethnic identity,
multicultural education, racism, new racism, second racism, possible selves,

After the change to full democracy in 1994, South African society had to transform.
Education was seen as the platform from which this transformation was to be
launched. This transformation of education however, had differential impacts on the
future time perspective of learners in secondary schools.

The purpose of this study was to determine how learners perceived their futures; to
determine whether there were cross-cultural differences and what the factors were
that impacted on the future time perspectives of learners.

The research followed a mixed method approach, with the participation of 395
learners from different schools in the Northern Cape, South Africa. For the
quantitative study the Future Time Perspective measure and the Repertory Grid
were used and for the qualitative part, a self designed open-ended questionnaire
was employed.

The results showed that the different cultures perceived their futures differently, with
the Black and Coloured groups having a shorter time perspective than the White

group.

The society in which the school functions also has differential impacts on learners.
All learners saw violence as having the biggest impact on their possible selves.
Learners demonstrated similarities as well as differences in some areas. The
Tswana and Xhosa learners cited health concerns and gangsterism (crime) as
negatively impacting factors. Coloured learners focused on gangsterism and
racism, whereas White learners saw racism and social justice issues impacting on
their futures.

Having noted that racism, violence and health concerns as the greatest threat to
learners’ future time perspective, the researcher provided a praxis through which
educators can deracialise. Guidelines were also suggested as a challenge to
education so that these societal issues may be addressed in the school.

Challenges for future research in the field of identity formation after such rapid social
transformation have to be undertaken. A new term, second racism, could be
explored further. Additionally, the constitutional mandates which afford more
opportunities for the female child could also impact on the identity development, as
well as the possible selves of the female learner.
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OPSOMMING

Titel: How Adolescents perceive their future and why: a cross-cultural study.
Student: Gregory A. Grootboom

Graad: PhD

Supervisor: Dr Z. |. Swanepoel

Sleutelwoorde: identiteit, kultuur, kulturele identiteit, kulturele kapitaal, rassisme,
toekomstydperspektief, nuwe rassisme, tweede rassisme, die self.

Na die politieke veranderinge na volle demokrasie in 1994, moes die Suid
Afrikaanse samelewing transformeer. Die opvoedingstelsel was beskou as the
platform vanwaar die proses van transformasie geloods sou word. Hierdie
transformasie het differensiéle impakte op die toekomstydperspektief van leerlinge
in sekondére skole.

Die doel van hierdie studie was om vas te stel wat die leerders se beskouinge oor
die toekoms was; of daar kruiskulturele verskille was en wat die faktore was wat op
hierdie perspektiewe geimpakteer het.

‘n Gemengde ondersoek metode was onderneem met 395 leerders van verskillende
skole in die Noord Kaap, Suid Afrika. Vir die kwantitatiewe ondersoek is die
Toekomstydperspektief Vraelys en die Repertory Grid gebruik en vir die
kwalitatiewe gedeelte is ‘n self ontwikkelde gestruktureerde ope vraelys gebruik.

Die resultate het getoon dat die verskillende kulture se toekomstydsperspektief
verskil met die swart groepe wat ‘n beperkte toekomsperspektief het, terwyl die
blanke groep verder toekoms gerig is.

Die samelewing waarbinne die skool funksioneer het ook differensiéle impakte op
die leerders. Alle leerders voel dat geweld die grootste impak op hulle wording het.
Die leerders het ook ooreenkomste en verskille getoon in sommige areas. Die
Tswana en Xhosa leerders het gesondheidsfaktore en bendes (misdaad) beskou as
negatiewe impak faktore. Bruin leerders het gefokus op bendes (misdaad) en
rassisme, terwyl die blanke leerders rassisme en sosiale geregtigheid as impak
faktore beskou het.

Teen die lig daarvan dat geweld, rassisme en gesondheidsfaktore as die grootste
bedreiging op die leerders se toekomsperspektief beskou was, het die navorser ‘n
praxes daargestel wat kan help om persoonlike rasse vooroordele aan te spreek.
Tweedens, riglyne is voorgestel as ‘n uitdaging aan die onderwys sodat sosiale
euwels binne klasverband aangespreek kan word.

Uitdagings vir verdere navorsing is ook aan die hand gedoen om
identiteitsontwikkeling na so snelle sosiale verandering na te vors onder alle
leerders. ‘n Nuwe term, tweede rassisme kan verder eksploreer word. Gesien teen
die lig van die konstitusionele riglyne om meer geleenthede vir dogters daar te stel,
behoort die identiteitsontwikkeling van dogters asook hul toekomstydsperspektief
aandag te geniet.
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“All education spring from some image of the future.
If the image of the future held by society is grossly
Inaccurate, its education system

will betray its youth”
A. Toffler, 1974
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CHAPTER 1
Framing the field

1.1 Introduction

Since becoming a democratic society in 1994, South Africa has been faced with the
challenge to create a society that will accommodate the country’s diverse cultures.
Education was envisaged as the stage where the foundations of such a society may
be laid. Historically, the South African education system was divided along racial
lines. The first challenge therefore, was to transform the education system to
include the country’s different cultures. Education was thus transformed from a
monocultural to a multicultural system. This meant that education was now

supposed to be non-discriminatory and integrative.

1.2 Problem Statement

The opening of schools for all learners was supposed to lead the way to a better
future for all. However, integrated schools seem to impact on learners’ future
aspirations. This research will focus on the impact that our changed education
system, specifically the institutions of learning, might have on the future
expectations of learners in secondary schools. The term Future Time Perspective
refers to the ability to plan and organise beyond the present moment. Therefore, by
understanding the factors that contribute to the future time perspectives of learners,
education will be better able to map a common future for learners across cultural

divides.
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1.3 Necessity for Research

With the newly established multicultural education system, the doors of learning
were opened for all cultural groups. The changes resulted in the movement of black
learners from disadvantaged areas to the more affluent white schools. This in turn,
increased the racial and cultural diversity of classrooms which posed challenges to

both educators and learners.

On the one hand, educators were not prepared for cultural diversity and on the other
hand, learners faced adjustment problems as they had to adapt to a second culture
mix. Tyson (2006:9a) argues that the impact of a second culture mix on the
educational, as well as developmental realities of black students has not been

addressed by the instituted changes.

The potentials inherent in cultural and demographic shifts are multiple. Salzman
and D’Andrea (2001:341) argue that prejudice and racism, which emanate from
such demographic shifts, to be maladaptive responses to the anxiety provoked by
cultural differences. Furthermore, the responses to concerns of diversity may also
produce conflict (Chang, 1999:377), and provoke responses such as racism or the

perception that such issues exist within the school.

However, other research (Davis, 2003:207) has also found positive impacts and
mutual enrichment in interracial contact. Davis (2003:207) believes that social
contact within the context of education and student teacher relationships plays a
significant role in children’s cognitive, social development and the development of
the self. Allport (1982) argues that the prerequisite of such contact should be
equality in terms of goals.

Research has established that educators influence learners’ social and personal

development (Akande, Ntshanga & Nyanhette 1999:73; Davis 2003:209; Pigott &
Cowen, 2000:178; Schwartz, 1998:2; O’Connor, Horvat & Lewis, 2006:18).
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Research has also found that in multicultural schools when learners come from
disadvantaged homes, teachers make negative judgments about students’ potential
based on background (Grootboom, 1999:76a; Vally & Dalamba, 1999:33; O’Connor,
Horvat & Lewis (2006:15). O’Connor, Horvat and Lewis (2006:15) call this
phenomenon the ‘anticipation of culture by race’ which translates into using own
value judgments on a student’s race. These negative value judgments by teachers,
may also impact on the learners’ perception of their sense of self (Akande,
Ntshanga, & Nyanhette, 1999:73; Davis, 2003:575; Mpofu, 1999:113).
In addition Gati and Saka (2001:339), Majoribanks and Mboya (1998:572) and
Mclnerney (2004:142) postulate that parents and peers also have an impact on a
student’s self and future perceptions. The influence of peers on the self perceptions

of learners becomes more prominent during the adolescent development phase.

During this life phase, the adolescent starts making decisions concerning the future.
Research has shown that educational advancement and future perceptions are of
great importance to adolescents (Gati & Saka, 2001:331). The self perceptions of
the adolescent learner also become more important as they start developing an
identity (Hurlock, 1980:221; Mboya, 1999b:388). Identifying with his/her ethnic
group is important in the development of an identity, as the adolescent has to find
him/herself among others who are like him/her and different from him/herself
(Hurlock, 1980:222; Miller, 1999:497).

Caldwell, Kohn-Wood, Schmeelk-Cone, Chavous and Zimmerman (2004:92) argue
that socio-cultural factors, as experienced in multicultural schools, have an influence
on the identity formation of adolescents. Failure to resolve the identity issues that
emerge during this phase, may lead to adjustment difficulties, and how they
perceive themselves in time. Tyson (2006:58b) contends that school experiences
are important in shaping students’ views of themselves individually and as part of a
group (race, class, gender) and this impacts on their future perceptions.
Additionally, Tyson (2006:58b) maintains that the impact of the human
developmental process on future perceptions has not been adequately addressed.
If learners have negative self perceptions, their view of their possible selves may be

adversely affected.
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The possible self of the adolescent is directly linked to how they experience society,
and what society should be in time. The present research will operate from the
premise that future time perspective is the extent to which the anticipated future is
influenced by the lived present. Tyson (2006:4a) states that every learner in school
conveys how the world inside looks from where he/she is positioned and what that
view means to both how he/she thinks about school and the direction he/she
chooses.

Thus, the present realities which impact on learners’ time perception may be internal
or external: culture (race), parents, teachers, society and intrinsic factors such as
hope and motivation (Majoribanks & Mboya, 1998:573; McWhirter, Torres Salgado
& Valdez, 2007:120; Greene & DeBacker, 2004:95; Simons, Vansteenkiste, Lens &
Lacante, 2004:124). The effect of motivation and hope on future perceptions will not
be explored in this research, but their impact on the adolescent’s perception of the
future is acknowledged (Husman & Lens, 1999:120).

According to Athawale (2004) and Husman and Lens (1999:115) the future time
perspectives of learners are influenced by culture. Western cultures have an
extended time perspective (Husman, 1998:3) compared to traditional African
communities which are committed rather to the moment, than a dedication to the
future (Mwamwenda 1999:1). The research into the time perspectives of
adolescents among the different cultural groups in South Africa after the rapid
political change that South Africa experienced, needs further exploration (Athawale,
2004:2; Dawes & Finchilescu, 2002:152).

The theoretical framework for this research will be adolescent development as
posited by Erikson. This theoretical framework forms the basis on which other
developmental theories developed. Against this background, identity development

of white, ethnic, and bi-cultural youth will be explored.

Please turn over



1.4 Research Questions

This study will focus on answering the following questions: (a) How do adolescents
perceive their future? (b) What factors impact these future perspectives? (c) Does

race impact on future time perspective?

Knowledge of what constitutes the future and what impacts on the future of our
learners may assist us in developing guidelines for educators to present learners
with tools to map their own futures. The impact of present realities on the
adolescent will therefore be important variables in this study.

(Key concepts will be covered in 1.7: Definition of Operational Concepts).

1.5 Research Design

A sample of 395 Grade 11 students was selected for this study through simple
random cluster sampling (Fink, 2006:49; Struwig & Stead, 2001:49). The
participants were selected from racially mixed schools and racially homogeneous
schools in the Northern Cape. The term Black is used here as an inclusive racial
category. In the analysis and reporting on the findings, this heterogeneous group,
Black, will be broken down to distinguish the groups as Coloured, Indian and

African. The other racial group is identified as White.

The research design followed a mixed method approach. For the quantitative study
the following measures were used (see Appendix A):

e Repertory Grid (Dawes & Finchilescu, 2002:1). The grid was specifically
designed to measure own group preferences and out-group preferences
amongst South African school children aged 14 — 17 years. Degree
values derived from the Repertory Grid analysis range from O degrees (a
correlation of + 1.00), to 180 degrees.

e Future Time Perspective Questionnaire of Stouthard and Peetsma (Otto,
2002:100). This Likert-type questionnaire has 48 items. The validity
varies between 0.69 and 0.86 for Dutch students.
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For the qualitative part of the research, an open-ended questionnaire was
developed. The responses were content analysed using the Atlas.ti V5 coding
system for qualitative data analysis. This part of the study serves mainly to

elucidate the quantitative findings.

1.6 Value of research

Findings from this study may assist in the development of guidelines to address
social issues within the context of educational institutions to build a non-racial
society. Furthermore, the findings may illuminate learners’ experiences of racism
and guidelines will be proposed on how to adequately address these issues within
institutions. Curriculum planners could use these perspectives when they plan
curricula for learners to build a truly inclusive democratic society for the future
through the school.

1.7  Definitions of Operational Concepts

A number of concepts will be used in this research. A broad definition of each will
be given to explain the context in which they are used:
Culture: sets of values by which society lives and exists.
Cultural capital: the knowledge that learners possess prior to school entry.
Identity: Identity refers to the accomplishment of a coherent and firm sense
of self, of whom and what you are physically and emotionally and knowing
where you are going.
Ethnic identity: An individual's sense of self as a member of a particular
ethnic or cultural group.
Future time perspective: This concept refers to the view of the future (what
will/'what might be) from the perspective of the present (what currently is).
Multicultural education: Education that teaches the value of cultural
diversity.
Possible selves: ideas of what you might become and what you would like
to become and what you are afraid of becoming.
Racism: The prejudicial attitudes of people towards others on the basis of
their race or cultural practices. Other terms used synonymously with race

are: ethnicity and culture.
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New Racism: racial superiority and inferiority is substituted with notions of
culture.

Second Racism: intergroup attitudes towards those of lighter skin tone.

The terms ‘White school’, ‘Coloured school’ and ‘African school’ are used to
categorise schools according to the previous school categorisation and to

indicate the existing learner majority in these schools.

1.8 Chapter Outline

Chapter One: this chapter provides an overview of the whole study. Emphasis is
on (i) the background and the context of the problem. This chapter shows the
inherent problems of integrated schools. This chapter also indicates the necessity
for research which may help to explain future time perspectives. It also states the
research question that will be explored in the research. The research design and
methodologies to gather and analyse as well as the significance of the research is

also highlighted.

Chapter 2: This chapter reviews the related literature from anti-racist to multicultural
educational strategies. In doing so it relates to theories informing the framework of

this study as well as operational concepts in this study.

Chapter Three: This chapter explores adolescent identity development theories
and future time perspective. This chapter also looks at various literature informing

this study.

Chapter Four: This chapter provides research design and methodologies used to
gather and analyse data are discussed. The first stage discusses the procedures
related to get permission for the study as well as the sampling procedures

employed. The second stage discusses the measures used in the research.

Chapter Five: This chapter presents, analyse, discusses and interprets data

gathered through quantitative and qualitative means.
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Chapter Six: This chapter restates the research questions and shows how the
findings answer these questions. Conclusions covering the whole research are
made and recommendations are forwarded. Finally suggestions for future research

are made.

Please turn over



CHAPTER 2
Multiculturalism and Multicultural Education: educating for the

future

2.1 Introduction

This chapter introduces international and national approaches to the issues of
diversity in education. The concept of multiculturalism and multicultural education
will be explored within this context. The notions of culture and race embodied in
multiculturalism will be deconstructed. Specific attention will be paid to the process
of educational transformation in South Africa, the prevalence of racism in schools

and the effect it has on the adolescent learner’s future.

After becoming democratised, the South African education system which had been
divided along racial lines had to be transformed. Each racial group had its own
education system vis-a-vis White Education — House of Assembly; Coloured
Education — House of Representatives; Indian Education — House of Delegates and
African Education — Department of Education and Training. These systems had the
following directives: white children were geared towards jobs in the private and
public sectors, whilst African children’s education was “to rapidly produce large
numbers of skilled black employees” for the labour market (Wolpe, 1991:11). The
education for Coloureds and Indians was located somewhere in between. The
occupational inequalities created by this system made for a particularly gloomy
future for black people who were excluded from most major skilled occupations
(Pillay, 1991:101, Brock-Utne, 2000:256). This disparity also resulted in inequalities
in all spheres of social and economic life, causing a negative psyche which

influenced the way in which children saw their future.

However, racism is not reserved for the South African collective psyche solely, but is
something that manifests itself around the world. The USA and Australia, among
others, are not spared this dilemma. Therefore, like South Africa, education was

undergoing a change internationally.
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2.2 Educational Transformation

Internationally there was a movement towards greater diversity in schools. The aims
of this diversity were twofold: to create a caring pedagogy and to educate for the
integration of cultures and secondly, to eradicate racism and secure a common
future for all groups (Goodlad, 2000:87).

Britain has no formal multicultural policies but pursues pluralist policies.

The British approach is that of anti-racist education and democratic education
(Gilborn, 1995:95). The focus was on intercultural education with an emphasis on
cultural diversity and respect for differences. This focus changed to an educational
philosophy which ensured the acculturation of the youth into the freedoms and
responsibilities of a democratic society. Acculturation here is seen as a linear
process in which the young person becomes a member of a new culture and
disengages from his culture of origin (Coleman, Casali & Wampold, 2001:356). The
education of young people is thus directed towards preparing them for participation

in all the structures of society.

The European Union represents a diversity of ethnic and cultural groups. Every
member state had its own educational system. This places enormous challenges on
the general education system in all of the member states. The focus is on building a
new identity that will accommodate all groups within the Union. The approach the
European Union follows is called citizenship education with the goal of creating

active citizenship for a diversity of cultures (www.racismnoway.com.au).

Australia, like South Africa, has created a legal framework to institutionalise its
existence as a multicultural society (Malik, 2005:361). The focus of the Australian
system is Multiculturalism with the aim of providing for all groups an opportunity for

schooling (www.racismnoway.com.au). The Australian policy of multiculturalism

includes social justice, human rights and anti-racism. This is to create greater
educational opportunities for the Aborigines. All these strategies are aimed at

combating racism in schools.
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The United States of America (USA) is faced with an ever increasing immigrant
population for which it must provide equal schooling (Woolfolk, 1998: 161- 165;
Sands, Kozlesci & French, 2000:14). Affirmative Action was accepted as a policy in
the USA to address the educational imbalances that existed. Affirmative Action in
education meant the removal of barriers “that systematically blocked access and
prevented the full participation of Blacks and people of colour” from equal
participation in the opportunities the country afforded (Allen, Teranishi, Dinwiddie &
Gonzales, 2000:4). The underlying principle was rooted in the equality of all US

citizens.

When this policy was rescinded, there was a significant decline in disadvantaged
youth to institutions of higher learning (Allen, Teranishi, Dinwiddie & Gonzalez,
2000:4). O’Connor, Horvat and Lewis (2006:4) cite cultural ecological theory which
posits that an oppositional cultural frame of reference as the root cause of the low
enrolment at tertiary institutions. Some researchers call this oppositional culture
‘acting white’ (Tyson, 2006:64b). Dinwiddie and Allen (2003: 21) conclude that the
factors which impede students’ educational advancement are both psychological
and structural. Ladson-Billings and Tate (1995:55) concur with the notion of
structural racism and argue that issues of culture and racism in this area have to be
addressed. Racism and educational inequality, however, remain a problem which
affects the youth in their social and educational development (Allen, Bonous-
Hammarth & Teranishi, 2002: 3; Comer, 1989:354; O’Connor et al., 2006:4;
Thomas, Townsend & Belgrave, 2003:218; Suzuki, Meller, Ponterotto & Pedersen,
1996:65).

2.2.1 Educational Transformation in South Africa

The school and schooling remains the central point of intervention as education is
the arena where the foundations to transform society for the future are embedded
(Engelbrecht & Green, 2001:11). Different approaches to address issues of diversity
have been initiated to create a society that will accommodate all cultures and
educate them for a common future. Although these efforts have created educational
equality for all groups, the initiatives fail to recognise that the different groups have

differing needs.
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Calabrese and Underwood (1994:267), Ladson-Billings and Tate (1995:61) and
O’Connor, Horvat and Lewis (2006:5) state that schooling is different for the cultural
groups and that these differences are shaped by the relationship between the

school, the environment, the students, their parents and peers.

As the education system emerges from the educational needs of the political
majority, the changes become politically motivated (Steyn, Steyn, De Waal &
Wolhuter, 2001:137). Sands, et al. (2000:14) concur that the “foundations of school
reform are embedded in vital political, social, and economic contexts”. The changes
thus initiated, have changed the status quo, with blacks gaining by the reform. It s,
however, not clear how this reform will affect learners’ future perceptions, being

directly affected by this process.

After the end of apartheid, the focus of educational transformation was directed at
redressing the imbalances created by the previous government. Although changes
were implemented to restructure education, the culture specific needs were not
addressed. The changes were driven by the need to level the field of education and

to ensure education for all (Styles, 1989:91).

Pienaar (2002:18) is of the opinion that the educational debate has been over
politicised and that the “ethical fabric of the disrupted society has not been
adequately established”. The disruption of South African society was caused by
violence, illiteracy and children outside the school system. Unless these issues
were addressed, it would be difficult to ensure an inclusive pedagogy that would
meet the educational needs of all groups towards a common goal. The aim of an
inclusive pedagogy however, would have to meet the needs that the community
envisaged as necessary to bring about equality in education. An education system
will therefore emerge in the future that South African society hopes to achieve. The
educational changes implemented will therefore be underpinned by the changed
political system in South Africa, which means that education will be influenced by

the needs of the country’s racial majority (Steyn et al., 2001:39).
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The South African education system will thus have to deal with issues of diversity to
meet the needs of all groups. In meeting these needs, the dominant culture will
experience a sense of entittement to better opportunities and resources that the
country can afford, whilst other groups may experience being disadvantaged by the
instituted changes. It is within these changes that new South African identities will
be formed and reformed by the way groups are addressed in the cultural system
that governs society. However, within the context of human rights and the equality
of all groups, education has to be provided for all cultural groups equally, within the
institutions of learning. These institutions are now directed at laying the foundations
for a future that is non-discriminatory and inclusive, which prepares the youth for

that envisaged future.

The provision of education under one inclusive system has its challenges. One
schooling system means that all the country’s children have to have access to all
schools. Grootboom (DFA, 1999:5b) argues that the merging of schools poses a
challenge firstly, to educators and secondly, to the learners themselves. In addition,
the challenge that to which educational authorities have to respond, is how
educational change may be facilitated without disrupting developmental processes
that occur naturally. A question that would flow from the above is how the learners
will be affected by this change in terms of their development as education moves

from a race-based system to an inclusive pedagogy.

The route that Educational transformation has taken is towards creating an
education system that will guide adolescent learners towards non-racialism and the
acceptance of all persons, regardless of race or creed. This means a
transformation from the race-based education system to non-racialism. The
Department of Education (1995) worded its aims for educational transformation as
follows: a system “in which all people have equal access to lifelong education ...
which will ... improve the quality of life and build a prosperous society”. The main
tenet of this aim is to ensure that all children should have access to educational

opportunities to build a common future.
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This direction that South Africa’s Educational policy has taken is in line with the aims
for educational integration and the eradication of racism in education stated by the

General Assembly of the United Nations. These transformational aims state that:

Education is an important means of promoting tolerance and
respect for racial ethnic, cultural and linguistic diversity and for
empowering individuals and groups to defend and promote their
rights General Assembly Resolution 2106 (xx) of 21 December

1965. (World Conference against racism, 2001).

Two processes of transforming education that were instituted simultaneously were
the processes of redressing past imbalances by leveling educational provision
(Equity in Education) and the opening up of all schools for all racial groups

(Multiculturalist position).

Equity in Education was a first step to address past imbalances and to redress the
disparities that existed in educational provision. Tooley (1997:103) is of the opinion
that educational provision should favour those with greater educational needs. The
disadvantaged Black majority’s educational needs had to be met. The process that
South Africa followed was funding for schools, which was instituted as a policy to
redress the imbalances that existed in educational provision (Carrim, 1998:308;
Claassen, 2003:76). Educational equity also meant that less would be spent on
white education and more on the other groups, as well as making education
compulsory for all groups (Carrim, 1998:306). Secondly, equity in education
however did not necessarily mean that all groups’ education was directed towards a
common future. Furthermore, the downscaling of education funding for white and
other groups, may have had adverse impacts on general educational aims, as Black
learners may have also been disadvantaged, as they sought to enroll in ‘white’

schools, having to pay more for schooling.
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2.2.2 Multicultural Education

Compulsory education for all learners may be viewed as Affirmative Action in
education aimed at redressing past imbalances. The opening up of schools paved
the way for Multicultural Education, a process that started in the early nineties in
South Africa. However, the early steps towards multiculturalism in South Africa

were assimilation strategies.

The assimilationist position is that the values, traditions and customs of the
dominant group must be accepted by the subordinate group (Chisholm, 2004:95;
Goodey, 1989:478). The presumption is that the dominant group’s culture is
superior to that of the subordinate group. In this process, the subordinate group
may lose their identity and their uniqueness. Carrim (1998:314) is of the opinion that
this approach denies the recognition of people’s differences and the existence of
cultural diversity. The outcomes of assimilation, is the complete elimination of
cultural differences which, in itself, may lead to lowered self-esteem, a poor self-

concept and cultural alienation (Chisholm, 2004:96; Spencer, 1998:27).

Multiculturalism is defined as a “theory that can incorporate the multicultural realities
of all people regardless of age, race, class and gender” (Onyekwuluje, 2000:67).
Multicultural education thus envisages education for all cultural groups. Fyfe and
Figueroa (1993:23) view multicultural education as being concerned with the
development of the whole person, and separately as a human being in a specific

cultural, social and historical context.

Spencer’s (1998:28) perspective is that multicultural education is used to describe a
wide variety of school practices, policies and programmes which are designed to
increase cultural awareness and educational equality. This view is however, myopic
as it focuses on cultural practices and does not encapsulate the cultural nuances of
each culture (Ladson-Billings & Tate, 1995:61).
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Singer’s (1994:286) and Kivedo’s (2006:10) understanding of multicultural education
allows for the exploration of similarities and differences in human experiences and
the ability to support, respect, and include all differences. By achieving these
overarching aims, the society can move forward to building a future society that will

accommodate all groups, equally.

While all learners need to acquire certain values, knowledge and skills from
mainstream culture, in order to participate and function effectively in society,
learners belonging to subordinate cultures should be able to do so without
necessarily surrendering their cultural heritage. They however, also need to learn
how to function in their own micro cultures. Multicultural education therefore plays a
central role in the empowerment of individuals in developing creative relationships
with other groups, as well as their own group. Thus, the aims that multicultural
education envisage, may be listed as: the development of positive attitudes towards
other cultural groups; the increasing awareness of one’s own cultural identity; the
reduction of cultural prejudice and stereotyping and the development of a variety of
competencies to enable one to participate meaningfully in a diverse society and to

secure a common future for all groups (Spencer, 1998:25).

Mda (2003:231) believes that through multicultural education, learners would be
educated for a democratic society, in contrast to education that produces, maintains
or sustains inequalities. The challenge of multicultural education is therefore
directed at the ultimate purpose of changing society and creating a common future
for all groups. This system not only teaches the value of cultural diversity, but also
imparts to all students knowledge, skills and values that are needed for successful

participation in a culturally diverse society.

As education takes place within a particular social and political context, multicultural
education would incorporate issues of social justice that would require schools to
serve all children within a democratic society (Chapman, 2004:425; Lemmer,
2003:231; Malik, 2005:365).
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Another key objective of multicultural education would be to help students acquire
the knowledge, skills, power and positive self identity to pursue their life goals and
remove barriers that prevent them from achieving the best life has to offer
(Chapman, 2004:425).

Multicultural education aims to include the creation of an environment that is flexible
to change and adapts to environmental demands, such as the increasing diversity of
educational institutions, so that learning may take place. The
environment in which the school exists, shapes the school and gives it its identity,
with each classroom bearing the cultural identity of the community, as a school does
not exist in a vacuum (Davidoff & Lazarus, 2003:23; Nkomo & Dolby, 2004:3; Tyson,
2006:6a).

Changes should therefore include the incorporation of new national symbols. This
is where the difficulty lies, in “the intolerance for the multicultural elements of the
child’s experience manifested by the dominant culture in the school” (Lima & Lima,
1998: 335). The school climate will greatly influence intergroup relations (Carlson,
Wilson & Hargrave, 2003: 211). The dominant culture in the school will set the
ground rules for such intergroup relations. Schools should thus be given clear
guidelines on how to accept diversity and transform, so as to achieve the aims of

multicultural education.

Although education in South Africa is now non-racial and equal, racism and race-
based incidences continued to plague multicultural schools at regular intervals.
Within the context of multicultural education, the notions of race, culture and identity

embodied in multiculturalism will now be deconstructed.
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2.2.3 Race and Racism

Although various definitions of racism exist, they will not all be analysed in this
research. The definition of Coleman (2001:346) which views racism from an
interpersonal psychological level, states that racism is a belief that races are
inherently different from one another, and that people’s characteristics and
capacities are largely determined by race, usually accompanied by a belief in the

superiority of one race over another or others.

Three important points are embedded in this definition, namely (1) one group
believes itself to be superior; (2) the group which believes itself to be superior, has
the power to carry out racist behaviour and (3) racism affects all racial groups
(Bonilla-Silva, 1997: 466; Solorzano, 1997:8). Racism is therefore a social attitude
that points to a like or dislike of any group that is different or perceived to be
different from one’s own. Ancis, Sedlacek and Mohr (2000:2), Alexander (2005:30)
and Macintyre (2005:30) argue that race must be recognised as a social, cultural

and political construct with no scientific basis.

The perspective that the present researcher holds of racism is non-ideological and
which perceives racism firstly as power-based, where the dominant group has the
power to control and institutionalise its control at all levels of society.

Secondly, that race is a social construct.

From these two perspectives, the researcher postulates three uses of race, namely:
race as context — this helps to understand the presence of race and racism in our
society; race as subtext — this helps to understand the forms of race and racism;
and race as pretext — this helps to understand the function of race and racism in our
society, which is more structural and covert (Dyson, 2004:59). With this perspective
as a basis for the discourse within this thesis, the following two distinctions made by
Timimi (1996:185) and Fanon (1967:83) may best be understood as racism is

understood in South African schools and society, past and present.
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The two distinctions about race that Timimi (1996:185) makes, is firstly that racism
has an internal developmental origin which forms the basis by which differences can
be acknowledged, without attempting to control and dominate the object that is felt
to be different and separate. Secondly, the relationship between white and black
was that of coloniser and colonised, where white was identified as superior and
black as inferior. These perceptions of race and racial differences became universal
(Fanon, 1967:83). Fanon’s (1967:84) argument collaborates with this view, stating
that when we negate these feelings as existing within us, we become racist.
Therefore, once we acknowledge differences within ourselves as educators, we are
better able to help learners accept differences. The acceptance of differences

allows us to look forward to a better co-existence.

Better co-existence between races may be achieved by more contact between
these groups. Allport (1982) hypothesised that with more contact between races,
the perception of differences would diminish “Contact Hypothesis Theory”.
The prerequisite is that such contact should be under favourable conditions, with
equal status and the pursuance of common goals (Hyun & Richards, 2003:1;
Tredoux, Dixon, Underwood & Finchilescu, 2004:2-3; Dickie & Dickie, 2004:2; Dixon
& Durrheim, 2003:1-2; Dixon, 2001:588; Rex, 1992: 52; Schrieff, Tredoux, Dixon &
Finchilescu, s.d:3).

The school, as an institution, is best placed to establish this harmony to build a
better future for all (Brockman, Butt & Fisher, 2001:2; Dickie & Dickie, 2004:2).
Harris (2003:312) adds that the classroom can be that safe space where notions of
race can be deconstructed as the social contact between learners is a natural

process, evolving naturally.

However, substantial evidence exists that suggests that the type of inter-group
contact influences the cognitive, affective and behavioural aspects of the growing
adolescent. Chang (1999:377), Molla and Westbrook (2002:2) and Salzman and
D’Andrea (2001:341) contend that the contact between groups that are culturally
different, does not necessarily translate into positive outcomes.
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The mixing of students from different cultural groups might fuel racial tension. This,
in turn, may lead to greater racial tension which has a negative impact on
educational outcomes, dispelling the myth of the contact hypothesis theory (Chang,
1999:378). Additionally, Coleman, Casali and Wampold (2001:356) hypothesise
that the strategies the adolescent uses to cope with a second culture contact will
affect his/her social well-being among others. If teachers are prepared for this

diversity, adolescents could be better assisted in their contact with a second culture.

Culture may be defined as a set of rules by which society lives and exists (Goodey,
1989:478). This view of culture encapsulates all aspects of community life that are
transmitted socially: value systems, ideologies, norms, traditions and economic
systems (Baruth & Manning, 2003:8; Mda, 2003:219; Steyn, et al., 2001:137;
Tseng, 2003:5). Culture is therefore a dynamic process and is shaped and
reshaped through experiences generated in political and social struggles and group
interaction (Singer, 1994:286).

According to Tseng (2003:33) and Manning (1988:17), culture is used as a means
to bolster racial separation, thus using the terms race and culture synonymously
(Shepperson & Tomaselli, 2001: 41). Whilst race refers to the way a group of
people define themselves from other groups because of physical attributes, culture
focuses on the practices that differentiate these groups from one another. Baruth
and Manning (2003:31), Gilborn (1995:23) and Carrim (1998:302) observed the
emerging trend that these differences are not perceived in racial terms, but as ethnic

differences.

Gilborn (1995:23) uses the term New Racism which breaks with the notion of racial
superiority and inferiority, substituting instead the notion of culture. This type of
racism presents itself in the citing of concerns for culture, ethnicity and nationality.
Gilborn (1995:23) argues that ‘new racism’ may be conceptualised as a modification
of well-established racist ideas. This type of racism is subtle, covert and pervasive

as opposed to overt rejection based on colour.
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According to Pettigrew and Martin (1987:41), the term ‘new’ or ‘modern racism’
manifests in four ways: (i) a rejection of stereotype and blatant prejudice; (ii)
opposition to racial change for non-racial reasons; (iii) group based self-interest and
the subjective threats that their group is the one that is subjected to reverse
prejudice, and (iv) individualistic conceptions of opportunity being afforded to one
group only on the basis of race. If the argument of Gilborn (1995:34) is upheld,
namely that race should be denied any special status in education, then our
discourse would undermine differences and historical imbalances that continue to
exist. Therefore, by acknowledging and researching the perceptions of race and
racism that is perpetuated in schools, researchers are better able to present a

holistic view of the future as envisaged by educational reform.

Having explored the concepts that are encapsulated by multiculturalism, namely
race and culture, the goalposts for racial integration and non-racialism in schools
have been moved from time to time, as racism continues to be perpetuated in South
African schools in various forms. These forms of racism are briefly explored as they

negate the changes envisaged by educational reform.

2.2.4 The Prevalence of Racism

The prevalence of racism in South African schools is well researched (Carrim, 1998:
300; Grootboom, 1999a:104; Vally & Dalamba, 1999:27). Having noted the
contribution of these and other researchers, various policies have emerged in which

racism has been outlawed in schools.

The most recent is the Department of Educations’ document on Strategy for Racial
Integration, dated January, 2004, which argues for the promotion of “the values of
equity, tolerance, multilingualism, openness, ... and ... for the personal

development of our school-going population” (own italics).
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Although the schools are now open to all, some schools have found ways to
circumvent these laws. These schools have been driven by the notion that the white
ethos is superior. Racism has become institutional and structural but is more
pervasive and insidious (Ponterroto & Pedersen, 1996:11). Exclusion policies
instituted in some schools which were race based, have sought to preserve white
hegemony: admission policies — ‘white’ schools first attempted to refuse entry if
learners from other racial groups did not pass certain entrance examinations
(Carrim, 1998:307); other measures were based on culture or ethnicity (Afrikaner
schools) — presenting a movement away from race, as race- based admissions have
been outlawed (Carrim, 1998:302); and Language has also been used as an
exclusion measure, as it was based on cultural norms and the exercise of power
(Gilborn, 1995:19).

Black learners in desegregated schools, have themselves described language as a
mechanism for alienation (Mda, 2003:229; Gophe, 2005:6; Grootboom, 1999a:156).
This alienation is further accentuated by the location of these schools which are
geographically distant from the disadvantaged communities. Place or location has
become a cultural marker, citing that schools service (feed) the community in which
they are located (Dixon & Durrheim, 2003:1). Still another measure has been the
high admission fees of schools. Parents from disadvantaged communities cannot
afford these schools and large numbers of these disadvantaged learners have been

resultantly excluded from what they perceived to be quality education.

In preserving the white ethos, most of the multicultural schools have held on to past
symbols, citing school culture and historical heritage. Black learners are not able to
identify with these symbols. In addition, the Black learners are expected to adapt to
a youth culture which is foreign to them namely “sokkie” (a form of dance) and
‘ontgroening” (initiation when becoming a learner). Within this cultural structure,
learners also have had to cope with the expectations of both educators and learners

and the school ethos.
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These school experiences affect the attitudes and behaviours of learners, in that
they have felt left out of the mainstream culture of the school. In addition, they have
experienced rejection as the ethos of the school has not been explained to them,
some of the school practices, i.e. ‘sokkie’ are alien to them (Tyson, 2006:6) and
experiences of micro aggression in the form of negative remarks (Solarzano, Ceja &
Yosso, 2000: 62).

2.2.5 Challenges for Education and Educators

The process to facilitate the democratisation of schools in South Africa was not
without major challenges. When schools did desegregate, it was done for different
reasons. Jansen (2004:12) notes that the desegregation of former ‘whites only’
schools, welcomed the black learners who now flooded the Model C schools. The
acceptance of the black learner was a means of survival to keep their educators,

through the number of new enrolments of black learners.

Cross movement of teachers is, however, necessary for the process of
desegregation to be successful for two reasons: to build educator cross-pollination
as a means of creating a national pedagogical input, and secondly, to provide role
models for learners. Curriculum planners failed to assess the impact the integrated
schools might have on learners’ psycho-social development and they also failed to
adequately plan for educator movement to parallel learner migration. Jansen
(2004:12) argues that the Government had no viable strategy to advance
democratic education inside schools in a sustainable and meaningful way. This lack
of strategy is noted in the existing tension between and among differences which
presumed a unity of difference — that is, the interests of groups may be seen to be
competing but their perspectives may be at odds. This may be viewed as an
oversight by educational planners who choose to ignore the existing differences.
The critical race theorists argue this point by stating that all differences should not

be seen analogous and equivalent (Ladson-Billings & Tate, 1995:62).
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Van Niekerk (2003:21) maintains that educational reform operates on three levels,
namely symbols, frames of reference and ultimately, behaviour. These symbols
represent the school culture in a historical context. Many ‘whites only’ schools keep
portraits of the Apartheid era figures, stating that it is part of their cultural ethos.
New national symbols have to be introduced to promote an inclusive culture. Wren
(1999:59) is of the opinion that educators in these schools tend to overlook the
school climate created by these symbols which are the socialising agent for overall
student development and the impact of culturally foreign symbols on learners from a
different cultural orientation. Thus, learners enrolling at schools culturally different
may feel increasingly culturally alienated (Dickie & Dickie, 2004:1). The alienation is
particularly accentuated by schools which are geographically distant from the
learners’ homes. This alienation could impact on learners’ educational and

emotional development.

With educational reforms being instituted, schools and educators are expected to
adapt to a changing society, but have not been equipped for this change. Chevalier
& Houser (1997:427) believe that there is a need for educators to confront their own
roles to assist others in perpetuating their life chances. Multicultural education
therefore acknowledges the more subtle racism that white teachers translate to their
learners of colour, causing learners to receive unequal treatment in class
(Chapman, 2004:429).

As a result of the enrolment of learners of other cultures in schools, a number of
issues have been exposed. The educators have not been properly sensitised to
education in a multicultural context. Moreover, all people have relational schemas
of other groups (driven by stereotypes). These schemas translate into mapping
rules — the expectations we have of learners, based on the categories into which we
have placed them (Coloured, African, Indian). These categories activate meanings
which are constructed by society (i.e. Africans are lazy, Coloureds are rowdy,
Indians are good at mathematics). Based on the meanings attached to these
categories, educators alter their interaction when they face learners of a different

culture in a multicultural school.
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Furthermore, teachers are no longer able to use the same methodology, as learners
are culturally and socio-economically different. These learners have also been
educationally disadvantaged, coming from township schools where education is
generally of a poorer standard (Gollnick & Chinn, 1994:28). Teacher expectations
are generally lower for black learners than for white learners (Lagasse, Partolan-
Fray & Fabiano, 1994:4; Manning, 1988:20; Mpofu, 1999:113).

Lee (2002:11) adds that social integration affects students’ cognitive development
and academic performance and thus, how learners see their future. Ladson-Billings
and Tate (1995:61) express the same notion vis-a-vis the growing tensions that
exist between and among groups that are gathered under the one umbrella of
multiculturalism and this may impede future understanding. These tensions are also
found in the interests of groups which may be competing or their perspectives may
be at odds. Ladson-Billings and Tate (1995:61) conclude that the tensions between

and among these differences are rarely interrogated.

2.2.6 Challenges for the Learners

Educational reform has influenced learner demographics as schools responding to
change. Learners from disadvantaged schools have enrolled at more affluent
schools, as these schools are perceived as being better resourced, thereby
increasing the future chances of those learners in society. However, coming from a
disadvantaged sector of the community, learners may feel unequal in terms of
educational attainment. Black learners have developed negative self-concepts from
these feelings of not being educationally on par with their white counterparts
(Comer, 1989:354).

Research indicates that learners in multicultural schools experience a myriad of
problems as a result of this cultural mix (Brockman et al., 2001:2; Carrim, 1998:313;
Grootboom, 1999a:76; Spencer, 1998:26). The most pertinent of these is racism,
adjustment issues, socialisation and developmental issues. Comer (1989:352)
concurs that racism interferes with the normal development of children.
Furthermore, racism curtails their ability to function at their full potential as children

and later as adults.
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If the premise is that when children are affected negatively by racism and that
racism influences the reaching of their full potential as adults, the conclusion is that
racism may adversely affect the future perceptions of learners. Following racism,
adjustment issues have affected learners, as these learners from disadvantaged
schools have been expected to adjust to and adopt the ‘white’ schools’ culture
(Carrim, 1998:310). These learners have experienced rejection from both learners
and educators of the dominant group (Adams lll, Rand, Kahle, Snyder, Berg, King &
Rodriuez-Hanley, 2003:88; Pettigrew & Martin, 1987:53).

Lee and Dauvis Ill (2000:110) and Bacor (2002:2) are of the opinion that it is natural
for learners to feel alienated when they find themselves in situations where their
cultural group is demographically dominated by another group. Lee and Davies Il
(2000: 110) refer to these feelings of alienation as lack of belongingness, where
belongingness is defined as “a subjective feeling or interpersonal closeness within a

given context”.

The feelings of isolation also impacts on the self concept of learners and places
them at risk of social and academic challenges. Research has found a low positive
correlation between a global self concept and academic achievement (Marjoribanks
& Mboya, 1998:576; Mboya, 1999a:390; Mboya, 2003:43). Therefore, the impact of
this alienation on the learner’s global self-concept explains that adjustment issues
impact on the self concept and ultimately the development of identity, thus placing

achievement motivation outside of the scope of this thesis.

The above-mentioned researchers argue that a sense of belonging is critical for
adjustment in student life and the development of a positive self. In addition,
Mwamwenda (1999:1) asserts that the “self is a cultural construction and as such, is
bound to differ from one culture to the next”. Schools and educators should
therefore be cognisant of these different cultural developments as they are key
elements in assisting the adolescent in the development of the self (Akande,

Akande & Odewale, 1999: 73) and in constructing a future to fit the self.
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Furthermore, learners bring to school relational schemas about the nature of social
relationships and their social world. These models influence future relationships as
learners are guided by these models in understanding what is correct or wrong
about such relationships (Davis, 2003:209; Hunt, 1997:2). Both educators and
fellow learners are important in the role they play in these relationships, as they
shape the social contexts of learning through their beliefs, judgments, goals and
attempts to regulate social behaviour (Hemmings, 2006:91). Thus, some learners in
the multicultural school may perceive the educators to be racist or their fellow
learners as not accepting them as equals. This, in turn, impacts on how they see
themselves and accept their personal selves. Comer (1989:352) contends that
whilst learners may be struggling with racial issues and school culture, they also

have to contend with development issues.

The present researcher notes that while research areas focusing on the self
concept, achievement, motivation and career development (Comer, 1989:353;
Mboya, 1999a:390; Mwamwenda, 1999:1) have received much attention, areas
such as hope and future time perspectives have not received the same attention.
Should we fail to direct our energies towards these areas that fall outside of the
scope of achievement, we would miss the opportunity to identify areas which could
promote the creation of a common future for all learners and a society that fosters

racial consonance.

These are some of the challenges that the new South Africa continues to face in
building a multicultural society through education and a sense of dignity and
professional pride for teachers and of future possibilities for students. While the
literature indicates that multicultural education in SA affects our school-going youth

in a number of ways, the effect on their future perspectives is grossly neglected.

In conclusion, the impact of racism on learners may be best understood by the
words of Jones (1997:339), namely that “racial differences create cavernous divides
in our psychological understanding of who we are and who we should be” (own
italics). The next chapter on the literature review explores “who we are” (identity

formation) and “who we should be” (future perspective).
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2.3 Summary

A change in society necessitates a change in the educational system. The different
cultural groups within a diverse society have to be educated under one unitary
system of education to create a common future for all learners. A multicultural
education system has been instituted as a vehicle to facilitate these aims for all

learners.

A number of issues have emerged with this change to multicultural education in
South Africa. The most important of these is the migration of learners to the newly
integrated schools. However, educators have not migrated in the same way. This
has left learners of colour without educators with whom they could identify,

culturally.

Not being able to identify with their educators in terms of background and culture
has left learners with no one to turn to when they experience problems in their new
environment. This, in turn, has affected learners academically as well as in their
emotional development. In addition, research is replete with examples of how the
school environment, educators and parents influence adolescent development.
Although the system of multicultural education seeks to address issues of racial
integration, it fails to address the issues that may secure a positive future for all

learners.

The focus of the next chapter will be on adolescent development with specific
reference to identity development cross-culturally. An exploration of this aspect of
development is necessary as the formation of identity leads to how the future is
perceived by individuals. Furthermore, how identity development impacts on the
creation of a future perspective will be explored. The concept future time
perspective will be explored as a construct that is influenced by adolescent

development.
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CHAPTER 3

ADOLESCENCE: A time of change

“The only constant in the universe is change”

3.1 Introduction

South Africa as a young democracy is focusing attention on building a non-racial
future for all its citizens. The institutions of learning have been identified as the
arena where this future is to be built. Within the institutions of learning, multicultural
education has been implemented as a tool for building a common future for all
learners. Most adolescents are in secondary school and these years are a critical
time during which adolescents structure and shape their sense of self and make
decisions about future goals (Chavous, Bernat, Schmeelk-Cone, Caldwell, Kohn-
Wood & Zimmerman, 2003:1076; McWhirter, Torres, Salgado & Valdez, 2007:119;
Gushue & Whitson, 2006:113).

Different cultural groups see the future differently, but an impoverished imagination
of those futures will cause education to suffer what Lima and Lima (1998:342) call a
“crisis of identity”. The challenge that SA education is undergoing will not be
explored in this thesis, but the future time-perspective of South African youth, will be
investigated, with specific reference to the development of their identity and the

factors affecting that identity.

A number of key aspects which affect adolescents’ identity development in
multicultural secondary schools will be explored cross-culturally, as identities based
on race may affect their identity development and the resultant perspectives about
their possible selves (Gurin, Nagda & Lopez, 2004:19). These perspectives will be
viewed against the theoretical framework of Erikson (Salkind, 1985: 107) as they
pertain to adolescent identity development. Although the theory of Erikson does not
account for all the nuances of identity development across cultures, it will be used
as a starting point against which other cultural identity development models will be

viewed.
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3.2 Adolescence

The term ‘adolescence’ is derived from the Greek term ‘adolescere’ which means “to
grow” or “to grow to maturity” (Hurlock, 1980:391). Two central aspects in this
phase can be identified, namely: it is about development and it is directed towards a
position or stage in the future. In addition, development by implication means

‘moving forward’ from a position in the present to a position in the future.

Various researchers have defined adolescence, each emphasising different aspects
of this life stage. Badenhorst (1997:82) and Roche (1976:18) believe that
adolescence should be seen as the beginning and end in terms of development,
which starts at puberty and ends with adulthood. The definitions that place
adolescence within time frames (Hurlock, 1980:392) have become obsolete, as a
number of researchers agree that this period is transitional in nature and is
influenced by the cultural milieu in which the adolescent grows up (Badenhorst,
1997:83; Donald, Lazarus and Lolwana, 2002:54; Pellebon, 2000:19; Ponterotto,
Utsey & Pedersen, 2006:8; Schostak, 1991:53). However, research concurs that
adolescence manifests itself in different ways and times with individual and cultural
variations (Aapola, 2002:298).

From a developmental perspective, the end of adolescence is signaled by the end of
growth in terms of physical maturation. Engelbrecht and Green (2001:104), and
Buchholz and Catton (1999:203) view this stage as transitional, where the growing
person is neither a child nor an adult. Therefore, instead of viewing this period as a
risk-ridden time of ‘storm and stress’ (Conger, 1984:267), adolescence should be
seen as a stage that presents both opportunities and concerns for the future
(Takanishi, 1993:460; Heaven, 2001:2). Hall and Carter (2006:122) argues that
careful attention needs to be paid to understand the unique and universal
developmental processes and influences which may offer particular strengths or
risks for children within particular cultural contexts, influencing concerns and

opportunities for the future.
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Takanishi (1993:460), Malgas (1998:15), and place the focus of this period on
formative aspects with changes in the physical, cognitive, moral and social spheres.
The emotional volatility of this stage is emphasised by Van Aarde and Watson
(1994:159) who agree that this life stage is replete with physical, cognitive and
social changes. Salkind (1985:107) is of the opinion that during this period, most
adolescents focus on individual and personal needs, rather than on larger social
issues. This internal focus on personal needs has been coined adolescentrism by
Saldana (2000:16).

The views on adolescent development as expressed by the aforementioned
researchers, agree on the following tenets about adolescence: that this period is
transitional, that the development is influenced by economic and social conditions,
that the adolescent period is characterised by change leading to a different stage in
time and that the perspectives of adolescents are influenced by socio-cultural
factors. It is amidst these changes that the adolescent has to make decisions about

the future.

Thus, with the onset of adolescence there is an increase of elements that affect the
shaping of future goals and goal-orientated behaviours. These perspectives provide
adolescents with suggestions and options of ways to think about the future. They
also provide the adolescent with tools of how to engage in school in reaching the
goals they have set for themselves. Their actions, behaviours and evaluations of
the conditions within this setting are important in realising their futures. These
perspectives also serve to sustain or change adolescent motivation and
engagement in a possible future. In conclusion, whatever the perspectives of
adolescents, young people are faced with the tasks of relating their personal
identities and their life goals to social time structures (Oechsle & Geissler, 2002:80).
These time structures which Aapola (2002:301) calls institutional age determine the
age of compulsory schooling and the age of entry into the workplace; thus,

adolescents have to structure their futures according to these time structures.
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3.2.1 Erikson: Life span development

Erik Erikson (Boshielo, 2002:2; Craig 1986:44; Gerdes, Ochse, Stander & van Ede,
1981:264; Salkind, 1985: 110) divide human development into eight stages, with
adolescence at the centre of this process of development. Each stage has its
unique developmental characteristics, which have to be negotiated successfully to
allow the individual to move to the next stage of development. Grootboom
(1999:26) is of the opinion that the success of each life stage will depend on the
nature and quality of interactions with other individuals and significant others in the
environment. The environment of the adolescent is the home and school which
enable them to build an identity (D’'Alessio, Gaurino, De Pascalis & Zimbardo,
2003:333; Ryan, 2000:102). Both parents and educators have a profound influence
on the adolescent as they start forming their identity. As the adolescent matures,
the home loses importance at the expense of school and peer relationships
(Buchholz & Catton, 1999:203).

The different perceptions on adolescence as posited by Erikson’s theory indicate
that adolescence marks the end of childhood and the beginning of puberty; the
defining and the finding a sense of self; mastery and acceptance of their physique
(physical self); gender roles, social and future projections; ideal life situations and
the importance of peers and adults; and trustworthiness. These roles allow the
adolescent the opportunity to form a sense of self which may either be rejected or
accepted. The unsuccessful negotiation of any of these life issues that guide the
adolescent’s development to the formation of a personal identity, leads to the
problems which are typical of this particular life phase. The importance of this stage
is the formation of an identity. It is during this stage that the adolescent begins to

develop a personal identity that fits his/her family and culture.

When working with adolescents within multicultural schools, educators have to be
aware that differences in culture will elicit different behavioural responses in the
same school context (Baruth & Manning, 2003:91; Pellebon, 2000:10).
Furthermore, the way in which other cultures relate to the adolescent, may influence

his/her behaviour and how he sees him-/herself in time.
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Should these cultures relate to him/her in a culturally demeaning way, he/she may
experience his/her culture negatively and develop a negative self. Takanishi
(1993:459) emphasises that “all adolescents, regardless of economic background,
race and ethnicity, gender and country, have needs that must be satisfied to
become competent individuals who can cope with the exigencies of everyday life
and to believe in a promising future”. In order to meet these needs, the adolescent
has to be provided with an education that forms a basis for making informed

decisions about his/her future.

3.3 Identity Development

According to King (2006:1) and Boshielo (2002:2), identity refers to the
accomplishment of a coherent and firm sense of self; a sense of being free in one’s
own body, of being comfortable with what one has become and a sense of knowing
where one is and where one is going. In essence, identity development is about
finding your own place in the world in relation to others like you or who are different
from you. Identity may thus be understood “as the symbolic restructuring of social
relations” and affiliation in that context (Lima & Lima, 1998:323). It is not only about
your fit in society, but also about where you want to be in time. Schwartz (1998:2)
adds that adolescents need to be helped in acquiring culturally linked coping skills
that include ways of dealing with discrimination and transcending adverse situations
in the process of becoming who they want to be. Salkind (1985:110) states that
during adolescence the total personality is under scrutiny and the young person
moves from a stage of knowing, to a stage of confusion as he/she tries to find him-

/herself in the presence of others who are different.

In a diverse society such as South Africa, adolescents will come into contact with
different ethnic groups. How they collaborate with these different groups, will be
influenced by how they feel about themselves and how their parents and teachers
refer to these groups (Burnet, 2002:6; Harris, 2003:311). These discussions take

place within a particular cultural context in which the adolescent finds him-/herself.
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This context will determine how the adolescent negotiates this particular
developmental stage; specifically, how his/her identity is shaped according to the
needs of his/her group. These needs may be met by providing the adolescent with
an education that provides a basis for making informed and wise decisions about
his/her own identity (Takanishi, 1993:459). The role of the school in this process

should not be underestimated.

Gaganakis (2004:59) identifies socio-historical periods and local contexts as
impacting on identity formation; therefore, identities have to be continuously
reconstructed depending on the specific social situation that is prevalent in that
society. In South Africa, the formation of adolescent identity before 1994 would thus
have been different from those identities formed after the democratic elections of
1994. This aspect is highlighted in the research of Dawes and Finchilescu
(2002:148) namely, that the Afrikaner for example “grew up in an atmosphere of
pervasive and unquestioned racism” but since 1994, has had to rethink his/her
social position. Furthermore, in South Africa shifts in self perception have occurred
after the changed political system. Blacks changed from being oppressed into
people with positions of power and the negative selves that permeated black society
may have shifted to positive selves. It is thus that these notions of race and society
will have to be reconstructed in the black psyche. The positive selves in terms of

future time perspectives may be identified in these research findings.

Weider (2004:30) asserts that the identities of teachers, and those of learners “were
forged through their joining of pedagogy and politics”, while South Africa was in
political transition. These identities have been shaped differently from what they
would have evolved into, in a politically stable climate. Gaganakis (2004:60) states
that under apartheid, the state imposed racial identities and group identities on
people legally constituting these identities. Presently, these identities are being
revisited and new cultural identities such as place, language and culture among
others, are being formed (Dixon & Durrheim, 2003:3; Tredoux, Dixon, Underwood,
Nunez & Finchilescu, 2004:5). The adolescent’s culture therefore influences both
the identity formation and orientation towards the future, depending on his/her

culture’s position in society.
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Theorists have articulated the benefits of a positive racial identity in developing an
individual's sense of self and others within and outside of the individual’s group
(Scott & Robinson, 2001:415). Gloria and Hird (1999:159) also argue that the
experience of being racially or ethnically different may arouse anxiety, which in turn,
influences self-efficacy. Self-efficacy refers to the individual’'s perception and
conviction of the self in a given domain of functioning (Bong, 2003:288), and his/her
ability to accept this position. In addition, cultural orientation affords a place or
position in society which in turn could be a crisis that characterises the adolescent.
Gloria and Hird (1999:160) further contend that individuals “whose racial standing is
not that of the dominant racial group have different experiences than those
individuals whose racial standing is that of the dominant group”. Culture is thus the
lens through which social stratification and discriminatory experiences are
interpreted and identities formed.

Parenting, family dynamics and children’s development within families are
influenced by culturally based beliefs and practices. Hall and Carter (2006:115) is of
the opinion that everyone has culturally based experiences and in a diverse society
such as South Africa, adolescents from the different cultures will experience the
same life situations differently as each of these cultures has its own specific value
system (Ackerman & Botha, 1997:180). It is these culture specific experiences that
will determine how adolescents see their future. Takanishi (1993:459) argues that
differences in cultural orientation threaten the adolescent’s capacity to grow up well
educated. His/her cultural frame of reference and his/her cultural experience in
terms of race will influence this process. This ability to grow up holistically is
influenced by racial salience which is defined by Gloria and Hird (1999:159) as “the
extent to which a person perceives race as a significant definer of one’s work
options and experiences”. It is, therefore, these perceptions about race and position
in society that influence the formation of a positive identity and a resultant positive
future. Furthermore, cultural differences and experiences, and the perceptions of
these differences help shape the formation of adolescent identities.  Schwartz
(1998:2) concurs that cultural differences have a significant impact on children’s
social development. In addition, culture impacts on children on both the proximal
and distal levels (Hall & Carter, 2006:116). White culture endorses individualism,
whilst African families often value interdependence, security, collective goals and
common interests (Mwamwenda, 1999:1). It is within these contexts that identities
are shaped.
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3.3.1 Cultural Identity Development: South African overview

Culture refers to the way of life of a group (how they do things and act), which
include shared norms, beliefs, values and language as well as shared organisations
and institutions (Guerra & Jagers, 1998:169). This view proposes culture to be a
complex social structure. Grootboom (1999:40) views culture as an integral part of
any person. Whilst the development of an identity is focused on finding yourself
within your culture, cultural identity refers to finding your cultural identity among
other cultures different from yours. Scott and Robinson (2001:415) conceptualise
race or culture as one component of psychosocial identity that intersects with other
identities, such as sex, ability and class. A major aspect of this mixing of cultures is

the impact that they have on the formation of identities in young people.

The different cultural groups have their own traditions and social norms, as well as
family structure which influence their psychological development. The formation of
an identity will therefore be different for the different cultural groups (Baruth &
Manning, 2003:91; Schwartz, 1998:2; Takanishi, 1993:459). Schwartz (1998:2)
concludes that “racial and ethnic group differences have a significant impact on
children’s social development” and therefore, their cultural development. However,

this impact differs with age and ethnic group.

According to Macintyre (2005:29) South Africans are working with “identity based
cultural markers”. Language, for example, is one such cultural marker; thus, for
example, the division between Afrikaans speaking and Xhosa speaking South
Africans.  Macintyre (2005:29) argues further that South Africa describes
populations in racial terms and their identities are defined by habit rather than by
thought. This perspective is stated differently by Nsamenang and Dawes (1998:80)
who contend that “every developmental phenomenon or human action is embedded
in a specific eco-cultural niche”. Therefore, how we describe others attributes a

specific identity to them based on our self identification.
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Having gone through a process of rapid political transformation, Black South
Africans have gained political freedom which has meant that a transformation in
their collective psyche would take place. White South Africans lost political power
and their collective psyche was also affected by this change. In addition, this
change also transformed the way in which the different groups viewed themselves
and how they viewed others who were different from them. It is therefore against
this background that all South African children have had to reconsider their identities
(Schwartz, 1998:3), which have changed after the transformation of South African
society. Dawes and Finchilescu (2002:152) state that research on racial orientation
among South African adolescents after democratisation, seems to be absent. This
kind of research is particularly relevant after such rapid political change which has
affected all population groups and challenged previously established identities.
Prins and Van Niekerk (2001:9) argue that the issues that have altered the
psychological future of South African society are not only the recent political
changes, but also intra-psychic changes, i.e., who they were as a South African

nation and the resultant identities that have emerged.

The adolescent either accepts or rejects these new identities as these identities are
still driven by stereotypes. According to Bee and Boyd (2003:13) this is where the
difficulty lies in the process of identity formation, which is commonly referred to as
the identity crisis. This crisis is central in adolescent development (Engelbrecht &
Green, 2001:109; Donald, Lazarus & Lolwana, 2002:78; Miller, 1999:497). The
resolution of the identity crisis has to be resolved to assist the adolescent to develop
a personal identity. The issues experienced by adolescents during this crisis stage,
have been formalised by Marcia (Bee & Boyd, 2003:317) who divided this stage into

four statuses: (Figure p37).
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High Low
Identity Foreclosure
Achievement
High Sta.tgs Status
(crisis past)
Moratorium status
Identity
Low (in midst of crisis) Diffusion
status

Degree of crisis
Figure 1: Stages of Identity Development.

Adapted from Bee and Boyd (2003:312):

1. |dentity achievement — the adolescent has been through a crisis and
has reached a commitment to follow a certain path: being Coloured,
Black, White or Indian;

2. Moratorium — the crisis is in progress, but no commitment has been
made: expectations of educators, peers, and social perceptions;

3. Foreclosure — a commitment has been made before going through the
crisis (the adolescent accepts parental or culturally defined
commitments) in finding an identity to fit his culture; and

4. |dentity diffusion — the adolescent does not experience a crisis and

has not made a decision about life goals.

Engelbrecht and Green (2001:110) argue that if an adolescent is unable to negotiate
the identity crisis successfully, it may lead to a number of problems which are
referred to as identity diffusion. Identity diffusion is the inability of the adolescent to
arrive at a social task of self definition. The adolescent shows a lack of purpose,
exploration, decision-making and planning regarding the future and has low self
regard. The problem the adolescent also experiences in this stage is that of a
negative identity. The final stage in this process of diffusion is identity foreclosure.

The adolescent makes decisions about his/her life and makes commitments without
deliberate exploration. It may be concluded that the process of identity formation is
a composite process and cannot be worked through alone. Deliberate intervention

by educators can guide the adolescent through this critical period.
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School experiences will ultimately shape adolescent identities and future
expectations (Tyson, 2006:6b). Becker and Luthar (2002:198) concur that teachers,
the classroom and school experiences, critically affect future educational

opportunities.

Miller (1999:497) believes that for adolescents who are racially or socially of a lower
standing, this task is complicated by their environment and the need to develop a
strong racial identity in order to overcome the stigma of negative racial stereotypes.
Miller (1999:497) posits that racial identity develops through racial awareness.
Thus, if adolescents have a negative racial awareness, it will negatively affect
identity development. When the adolescent does not develop a strong sense of
self, a sense of worthlessness and self devaluation develop. The individual's
position in society and his/her participation in societal institutions which could help to
create a future might be adversely affected (Miller, 1999:497). The social group’s
position in society is of particular importance to SA youth in developing a positive

identity.

However, their identities are negatively affected by a number of factors. Firstly, a
number of youth grow up with no guidance or models to follow within multicultural
schools. Secondly, public figures are distant from them and do not necessarily
provide evidence in respect of what they could be in the future. Thirdly, affluent
black people move to the suburbs, away from the township and its culture, leaving
the youth without role models. Fourthly, the implementation of affirmative action
policies may affect the adolescents’ perceptions of a future career, specifically
Coloured, Indian and White youth. These aspects make it difficult for the adolescent
to develop a firm sense of self and to find a common future with other groups. How
the last-mentioned youth are affected by racial salience may emerge in this

research.

The above is a broad overview of South African identity development. Within this
broad framework, culture specific identity development as proposed by various

models will be explored.
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3.3.2 African Identity Development

Ethnic identity development is an aspect of an individual’s general identity which is a
multidimensional construct that includes feelings of ethnic pride and a sense of
group membership and positive feelings towards one’s group (Gushue & Whitson,
2006:115). The development of identity is universal with culture specific differences.
These differences are influenced by the struggle for identity congruence within
diverse societies. In South Africa the development of an African identity was
influenced by political suppressions which changed to political supremacy. Gloria
and Hird (1999:160); Pellebon (2000:10-11) and Sue and Sue (1999:124) concur
when they assert that socio-political issues play a significant role in the shaping of

identities.

A Black identity is used to express the notion of sameness, likeness and oneness,
as well as an affiliation to African ethnicity or culture (Trimble & Dickson, 2006:1).
Ethnic identity is thus an affiliate construct denoting attachment to a particular ethnic
group, as well as a multi-dimensional construct (Phinney, 2003:63). Tseng’s
(2003:33) definition illuminates the above perspective when he defines ethnic
identity as the psychological way in which a person identifies with his/her own ethnic
background and his/her feelings about his/her own ethnic group. These feelings will
be influenced by social position in a diverse society. In addition, these feelings may
be on a personal level (influenced by school, peers, educators), or on a group level
(the recognition of racial differences and political position). These factors are
however, also embedded in historical contexts and may change over time (Trimble
& Dickson, 2006:5; Tseng, 2003:34). Any changes in this context will influence how
the adolescent develops psychologically within the school, the home and society. If
an ethnic group is looked down on by other groups, its members will tend to develop
an inferior image, thus forming a negative ethnic identity (Pellebon, 2000:10).

This in turn, will greatly influence their psychological well-being and how they see
themselves in time (Prins & Van Niekerk, 2001:109; Schwartz, 1998:2; Tseng,
2003:4; Yeh & Haung, 1996:646). Therefore, self identify has a direct influence on
the psyche and the perception of the future within that particular context.
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Furthermore, African adolescents have to deal with an identity which is shaped by
the perception of people around them, such as educators, class mates and their
peer group (Marjoribanks & Mboya, 1998:573; Malik, 2005:365). These adolescents
also have to contend with a number of identities: their own racial identity, the identity
he/she assumes when he/she is among his/her peers in the school, and the identity
he/she takes on when he/she is at home and in the township. The way in which the
adolescent adapts to these situations influences the self concept (Sedlacek,
1999:539). The African adolescent has to rework his/her identity on more than one
level. The first level is the shift from being disadvantaged to equal status with all
groups; secondly, although being an ethnic maijority, the values and norms of the
minority group prevail and thirdly, the black adolescent has yet to understand the

dynamics of social change and his/her role in determining his/her own future.

The identity development of African youth finds a strategic fit in the four stage model
as proposed by Cross (Davis, Liu, Ledesma-Jones & Nevit, 2000:99-100; Vandiver,
2001:168-170; Vandiver, Fhagen-Smith, Cokley, Cross Jr., & Worrel, 2001:171-173)
which has much to do with the struggle for identity congruence across cultures.
This model is used as an interpretive lens through which African identities within the
South African context are developing. Each stage is characterised by self-concept

issues, which have implications for a person’s feelings, thoughts and behaviours:

Stage 1: Pre-encounter — this stage operates from an assimilation-
internalisation paradigm. The black person assimilates the white culture and
acts accordingly while his/her own culture is rejected. The identity is based

on mainstream values as embodied by the dominant white culture.

Stage 2: Encounter — the individual comes into conflict with the positive
aspects of his/her own culture and the negative aspects of white culture, like
indices of racism. This stage also represents fluidity as identities are

continually changing as the encounters with others widen.

Stage 3: Immersion/Emersion — the individual adopts the tenets of his/her
culture and his/her views become more balanced as the individual begins

with self acceptance.
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Stage 4: Internalisation — the individual embraces a positive view of his/her
culture and commits to social justice. The individual also develops a

multicultural identity, which includes gender and sexual orientation.

3.3.3 White Identity Development

White individuals are those individuals who self-identify or are commonly identified
as belonging exclusively to the white racial ethnic group, regardless from which
country their ancestors come (Gloria & Hird, 1999:160). Proweller (1999:776) is of
the opinion that the development of white identity models has not received the same
research time as that of other groups and that “whiteness has remained invisible as
a social category and location of social identity”. Other cultural groups have always
been perceived against whiteness: i.e. being non-white or being black in contrast to
being white. Whiteness was regarded as an identity in itself. Sue and Sue
(1999:146) argue that white culture was everywhere, “it was so interwoven in the
fabric of everyday living that whites could not step outside and see their beliefs,
values, and behaviours as creating a distinct cultural group”. A white identity is said
to refer to a set of meanings and practices that provide white people with a
perspective through which they experience the world (Proweller, 1999:776). Fanon
(1967:82) holds a different argument when he states that white people experience
the world from the perspective of being the coloniser and the other groups the
colonised. White racial identity development is defined (Helms, 1995:181) as the
process that whites undergo when formulating identification with their own socio-

racial group.

Helms (Leach, Behrens, & La Fleur, 2002:67; Ponterotto, Utsey & Pedersen,
2006:94; Scott & Robinson, 2001:415; Sue & Sue, 1999:150 — 156) developed a
white racial identity model which is widely applied to all white racial identity
formulations. The model proposes the following statuses in which a white racial
identity develops:
1. Contact status — white people are not conscious of themselves as racial
beings and are misinformed about other races; they are also not aware of

being privileged and will avoid racial debates.

Please turn over



43
2. Disintegration status — the individual experiences conflict regarding
preconceived notions about race and between loyalty to their own group and

other groups.

3. Reintegration status — the individual starts believing in white superiority
and seeks to protect his/her privileges, while blaming other non-white groups

for their own problems.

4. Pseudo-independent status - the individual justifies loyalty and

commitment to his/her group.

5. Immersion/ Emersion status — the individual tries to gain personal

understanding of racism and how it affects him/her.

6. Autonomy status — the individual is ready to accept differences and has a
willingness to relinquish the privileges of racism, but remains proud of his/her

racial identity.

For the white South African, this identity model of Helms (1996:144) has to be
reworked, as these stages are challenged by socio-political changes. In the
development of an identity, white learners’ parental and societal attitudes, play a
significant role. There is an increasing awareness of language group identity in
younger adolescents. In later adolescence, the influence of parental attitudes is
reduced and there is a greater orientation towards the peer group. The adolescent
may also form multiple peer group relations as he/she seek ardently for an identity
(Ryan, 2000:101).

As the adolescent develops, prejudice also decreases when he/she becomes part of
a subculture within other cultural groups in multicultural schools. Allport (1982) calls
this reduction of prejudice due to proximity on equal terms; the contact hypothesis
theory which is based on equal status and common goals between individuals from

different cultures.
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Whilst the research of Hyun and Richards (2003:1-2) concurs with the Allportian
construct of contact hypothesis, Pellebon (2000:11) argues that the reduction of
prejudice through contact is not conclusive. Lee (2002:1) agrees that social
integration impacts on students’ development, specifically in the form of racial

tension within schools.

Molla and Westbrook (2002:1) are of the opinion that the nature of the first
encounter will determine whether further contact will be experienced positively or
negatively. Ancis, Sedlacek, and Mohr (2000:5) believe that white students are less
aware of racial tension than are black students, and that ethnic groups have
different perceptions and experiences of these in the cultural climate at institutions
(Lee, 2002:5).

With the changes South African society has undergone, white adolescents’ identity
development may be affected. In addition, the existing identity development models
are being challenged. For example white adolescents experience a sense of guilt
over their political past of their having been advantaged (Grootboom, 1999:76).
Arminio (2001:241) ascribes these feelings of guilt to whites who abandon racist
attitudes and behaviours as they move towards an identity that is free from racist

attitudes.

Since democratisation, South Africa has changed from a white lead government to a
black lead majority government. White adolescents have thus to redefine their
place in South African society. How this will impact on their future perceptions,

specifically to being in the same schools with other cultural groups, remains unclear.
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3.3.4 Multi-racial Identity Development

After identifying with Whites for a while, 1 went through a period of
rejecting the White race and trying to compensate for what | felt was
lacking by totally immersing myself in Black culture (or what | thought
was Black culture). This was no resolution either. Eventually, | came
to accept myself as a product of both races and realised the fultility of
trying to fit anyone’s expectations of me.

(Ponterotto et al., 2006:109)

This quotation aptly captures the dilemma that individuals with a bi-racial or
multiracial identity face. Being multiracial negatively affects normal ethnic
socialisation and developmental problems that these adolescents have to face (Shih
& Sanchez, 2005:570). Herring (1995:31) contends that these children have
additional pressure placed on them when deciding which singular ethnic identity to
choose. Multiracial identity also impacts on their self concepts and they generally
display behavioural problems (Herring, 1995:31; Shih & Sanchez, 2005:570).
These challenges faced by bi-racial youth will ultimately negatively affect their

perspectives of a future within a multicultural society.

Thornton and Wason (1995:55) posit that no single identity label can be applied to
all multiracial individuals and identified two types of approaches towards
understanding multiracial identity: 1. Problem approach: This approach focuses on
the problems and deficits associated with having a multiracial background. These
individuals experience problems from both majority and minority individuals in their
society. They are literally caught between two worlds. 2. Equivalent approach: The
belief is that bi-racial and mono-racial individuals are equivalent, with identities
developing along the same lines (Shih & Sanchez, 2005:571). However, being of
mixed descent implies a difference in ethnic identity development. In addition, these
individuals also have to self identify with only one of their comparative races. They
also have to contend with feelings and experiences of rejection from both these

comparative races.
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Herring (1995:31) suggests that bi-racial individuals have to successfully complete
three fundamental tasks to develop a positive identity: firstly, the integration of dual
racial and cultural identities to develop a positive self-concept; secondly, the
integration of previous identities and the establishing of positive peer interactions.
During this process of establishing positive peer relations (integration of identities of
other groups), Coloured youth loses identifiable cultural markers and may
experience alienation, of not being with any group, and being given an identity as
coloured, thus perpetuating the identity struggle (Scott & Robinson, 2001:417).

The five stage model proposed by Herring (1995:33) of how a bi-racial identity

develops operates from a life span focus:

1. Personal ldentity — this identity is primarily based on factors such as self-
esteem and feelings of self worth within their primary reference group,

especially when they observe outside prejudices and values.

2. Choice Group Categorisation — youth are pushed to choose an identity of
one ethnic group. This choice is influenced by various factors such as status,

and social support.

3. Enmeshment/Denial — confusion and guilt characterise this stage through
having to choose one identity that is not fully expressive of one’s background.

They may also experience feelings of alienation during this phase.
4. Appreciation — individuals begin to appreciate their multiple identities.

5. Integration — the experience of wholeness and integration.

The acceptance of Coloured adolescents into the larger fold of being black in South
Africa is not without problems. Firstly the Coloured adolescent cannot choose either
identity as it is already politically, socially and ancestrally (for some) determined.
Secondly, the Coloured group has developed as a separate group because of their
skin-tone. Harvey, LaBreach, Pridgen and Gocial (2005:238) see skin-tone as a
form of “intra-social stigma”, a characteristic “that renders its bearers a spoiled

social identity”.
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Skin-tone among Coloured adolescents therefore has a lot to do with their racial
identification and because of this classification, they meet with little acceptance in
both groups. Hence being of a lighter skin tone may tend to divide these groups.
This is referred to as colorism (Crawford, 2007:1). This marginal acceptance into
the larger South African society may impact on how they see themselves in school.
Schostak (1991:12) is of the opinion that educators could play a central role in the
empowerment of individuals in the development of creative relations with others and
in the creation of a common future. Whatever the identity, it cannot be worked
through alone (Hook, 2004:3).

How educators guide all learners regardless of racial background will ultimately
affect how their futures may come about and how they will be affected by social

issues. These social issues may adversely affect their future time perspective.

3.4 Identity Development: Implications for Education

Deliberate intervention by educators and significant others could help guide the
adolescent through this critical life phase. The aim of educational intervention is to
create a South African identity geared towards a common future. The adolescents’
experiences in school will shape their self concepts and future expectations. Seltzer
and Waterman (1996:464) argue that “it may well be assumed that parents and
teachers influence the process of socialisation and the future orientation of the child
on account of their own future orientation”. Therefore, what parents and teachers
perceive the future to be, will impact on the perceptions of the adolescent about

what constitutes that future.

Black learners in multicultural schools find themselves in the dilemma of how to gain
respect in a white society without giving up their black identity. They struggle to be
accepted and to be respected members of the major culture without facing
retribution from those in township schools. The African adolescent also faces
adaptation problems when they meet with conflicting norms and values within
multicultural schools and the society in general (Esau, 2004:7; Fuchs, 1976:135;
Govender, 2007:10; Grootboom, 1999:48; Motshabi, 1995:114).
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These norms cause conflict as they are pulled away from parental guidance and
have to contend with school culture, teacher expectations and peer attitudes.
However, positive peer relations can be a refuge over time. As the self matures the
need for concordance with peers become less (Seltzer & Waterman, 1996:466).
The inability of the adolescent to deal with school stressors affects his/her identity
development. Societal violence and other stressful events to which adolescents are
exposed in society, not only leads to negative consequences in their psycho-social
development, but also to their perceptions about the future (Tancred, 2005:3). How
societal violence impacts on their perceptions about the future are explored in this
thesis.

3.5 Career ldentity

Erikson posits that the development of a career identity is a major task during
adolescence (Manning, 1988:96; Salkind, 1985:111). Ackerman (1995:138), and
Seltzer and Waterman (1996:461) concur that a career identity is a cornerstone in
the development of a positive future. The development of a career identity is not a
single global undertaking, but rather a series of particular interrelated tasks that
range from parental inputs, social expectations, internally driven needs and social
changes. In South Africa, the change to democracy transformed the way the Black
adolescent sees his future evolving. The career identity of adolescents from
different cultures and ethnic groups have been influenced positively by these socio-
political changes which include expectations, aspirations and values where the
school and parents play a major role (Ackerman & Botha, 1997:180). However, the
socio-political situation may also have led to perceived occupational boundaries,
specifically those of the White adolescent and to a lesser degree the Coloured
adolescent. Gloria and Hird (1999:67) maintain that the “perception of opportunities
and workforce diversity issues are influenced by the environmental context in which
one’s identity is shaped”. Ackerman and Botha (1997:180) believe that the
obstacles now faced by disadvantaged youth are the absence of career guidance,
lower educational standards, and lack of educational facilities in ‘African’ schools.
These factors will negatively affect career identity and restrict future aspirations.

Black adolescents in ‘White schools’ may have now developed positive identities. It
is disconcerting however that the Black adolescent has to establish a career identity
without the support of a stable and clear cultural frame of reference (Ackerman,
1990: 284; Botha & Ackerman, 1997:72; Rollins & Valdez, 2006:180).
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This frame of reference could be the Black educator in a multicultural school as
he/she has not migrated to these schools, whereas Coloured learners are
increasingly experiencing a negative career identity, because they find themselves
in an increasingly dichotomous socio-cultural position. On the one hand they share
the same cultural practices of the dominant white culture but are not regarded as
white. On the other hand, they share the same history of being disadvantaged as
the African majority, but are not accepted as being black; this phenomenon is

referred to as ‘ethnic gloss’ (Trimble & Dickson, 2006:1).

Prins and Van Niekerk (2001:94) and Slabbert (2001:127) concur that Coloureds
have to deal with “marginalisation once more despite the transformation” that has
benefited their counterparts. Their position in society remains static with no benefits
from affirmative action (DFA, 2006:4; Prins & Van Niekerk, 2001:15) and this
negatively influences their future perceptions. This group has, therefore, developed
negative self beliefs which are referred to as racial salience. Thus, racial status is
perceived as a barrier to career development (Roese, 1997:135) and this ultimately
leads to career foreclosure within this group. This in turn, contributes to the
perceived limited future time perspectives which are influenced the by the
perception about these career barriers (Sanna, Chang & Meier, 2001:1025). This
perception also seems to be growing amongst white adolescents.

The Coloured adolescent may be influenced by parental and educator perceptions
of society. Van Beest and Baerveldt (1999:195) concur that parental inputs should
provide a buffer against the negative consequences of societal perceptions.
However, if parents and teachers perceive the future negatively, this negativity will
permeate through their psyche and lead to the general problems experienced by
multiracial youth, such as gangsterism, drug abuse and other social ills (Herring,
1995:31; Shih & Sanchez, 2005:570).

Dinwiddie & Allen (2003:67) argue that poverty may also play a more significant role
than ethnicity or culture in adolescent career goals and in the perceived barriers to
these goals. Allen et al. (2002:3) suggests that good quality education places
learners in a better position to create an image of what or where they would like to

be in the future.
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The adolescent’'s behaviour is further shaped by how education and other
experiences have been organised. Takanishi (1999:461) believes that how
adolescent experiences are organised in schools and elsewhere, should match their
developmental needs. This could be a powerful tool in shaping desirable outcomes

for adolescents towards a positive view of the future.

3.6  Future Time Perspectives

The construct of future time perspectives has two elements viz time and future.
These two elements will be unpacked separately. Kavanagh (2005) defines time as
the indefinite continued progress of existence and events in the past, present and
future, regarded as a whole. Progress and existence describes human being’s
progression from a place and time in the present to a place and time in the future
and is crucial to all human interactions (Jones, 1988:21; McGrath, 1988:7;
TenHouten, 2005:57). All human events occur therefore, in time and space
(Geibler, 2002:137; Jones, 1988:21; Nilsen, 1999:175). The individual's perspective
of time will be influenced by culture, social background and the environment in
which the individual finds him/herself (D’Alessio, Gaurino, De Pascalis & Zimbardo,
2003:334; Flaherty & Fine, 2001:48; Jones, 1988:22; Pouthas, Droit & Jacquet,
1993:199; Jones, 1988:21). Thus time is tied to a person’s social environment
(culture, socio-economic position and past experiences) which will impact on how
man anticipates the future. This environment continually changes and evolves
through processes of learning from the past to create a better future. This
perception of time is cyclical as time is seen as unfolding in an endless scroll.
TenHouten (2005:57) describes the cyclical nature of time as the fusion of past and

present.

Past

Future

A

FIGURE 1: Markimono’s Time Perception Pattern (TenHouten, 2005:58)

Please turn over



51

On the other hand, in the linear view of time, the future is fused with the present.
This concept of time is socially institutionalised on a global scale according to
TenHouten (2005:57). In this thesis, the researcher operates from the perspective
that time is both cyclical and linear. The future is seen as being nurtured in the

present based on past experiences.

Future refers to a specific moment in time (not yet reached). A decision or thinking
about the future may only be made in the present. The length of that future will
depend on how the present is perceived as a building block for that future. This
research explores how the present experiences of the adolescent impact on his/her
orientation towards the future. The experiences of the past will come into play
through the perceptions of educators and parents who bring past realities into the
present to sketch a future for the adolescent.

Seijts (1998:154) makes a distinction between future orientation and future time
perspective, as these constructs are at times used interchangeably. Future
orientation is a person’s preferred mode of thought and behaviour and highlights
objectives not yet in the present (Motshabi, 1995:93). Future orientation include
evaluative components which interact: involvement — the degree to which the
individual focuses on future events; anticipation — how well the individual prepares
for future events; occupation — the amount of time the individual thinks about the
future; speed — the rate at which an individual perceives the future approaching
(Husman & Lens, 1999:116). Future Time Perspective on the other hand, refers to
an individual’s cognitive understanding of the relationship between large blocks of
time and the ability to plan and organise activities beyond the present moment
(Trad, 1993:542). Decision-making and planning (the organising for future
possibilities) are important skills throughout the lifespan (Trad, 1993:542).

Boshielo (2002:4) describes future time perspective as the individual’s vision,
aspirations and anticipation about the future. Future time perspective therefore, is
the degree to which and the way in which the chronological future is integrated into
the present life-space of an individual through motivational goal-setting processes
(Husman & Lens, 1999:115). These views illuminate two aspects of future time
perspective; firstly, that it is future goals which are integrated into present life spaces
and secondly, that future time perspective constitutes hope as a construct on which
future aspirations are built into present realities (Otto, 2002:1).
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Amidst the complex changes that occur during adolescence, young people are
expected to make decisions about commitment to their future. The commitments an
adolescent makes, will depend on personality variables which may differ between
adolescents (Dapkus, 1984:417).

Thus, an individual with a well-developed future time perspective will also be
motivated sufficiently to make that future come about. Stouthard and Peetsma
(1999:99) concur that a positive perspective on goals in the future, may lead to a
person performing better in order to reach these goals. The individual plans in the
present for the anticipated goals which may be temporal or extend beyond the
individual's lifetime (Husman & Lens, 1999:120; Lewin, 1942:116; Otto, 2002:1).
The individual may, however, misjudge the time in which that future will happen,
which is a general problem among adolescents as they often have a problem in
anticipating the future, because it takes too long or is too far away (Roy,
Christenfeld & McKenzie, 2005:741). Secondly, gender and age are important
variables in generating images about the future (Allen & Mitchell, 1998:48; Gjesme,
1983:447; Everingham, 2002:330; Hantrais, 1993:140; Motshabi, 1995:77). Boys
have a longer perception of time than girls and the older adolescent has a longer
perception of time than the younger adolescent. Thirdly, the social circumstances of
the adolescent will influence how he/she sees the future approaching as the future
is dependent on how the present is experienced (Otto, 2002:1). The adolescent’s
cultural background will thus have a huge impact on how anticipated future

possibilities are viewed.

Seijts (1998:155) contends that the individual's ability to bring the future into the
present will also depend on the individual’s planning capacity. Individuals who are
unable to plan, often present with psycho-social dysfunction and a lack of motivation
to realise future goals. Should such goals not be realised or the anticipated time of
completion does not happen as envisaged, the adolescent will experience the future
negatively. Lastly, the ability to make that future come about or for future goals to be
realised, depends on the how the adolescent thinks about hi/herself and his/her

potential in the future.
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These possible selves of the adolescent represent the individual's ideas “of what
they might become, what they would like to become and what they are afraid of
becoming” (Markus & Nurius 1986:954). According to Markus and Nurius
(1986:954), the possible selves of individuals are important as they function as
motivation for behaviour and they provide an “evaluative and interpretive context for
the current view of the self”. The individual will thus continually evaluate not only
his/her potential to make the future come about, but also society’s systems which
may allow him/her to realise that future, as there may be cultural and gender

imperatives forming a barrier to the possible selves.

Zimbardo and Boyd (1999:271-3) propose five time perspective constructs:

past negative — the individual with negative past experiences will view the future
negatively; present hedonistic — the immediate gratification of goals; future — how
the future is unfolding; past positive — positive experiences in the past that may yield
a positive view of the future; present fatalistic- if the present is experienced as
negative, the future will hold nothing for him/her. These perceptions of the future
are also influenced by the perceptions of parents and educators. Barbarin and
Richter (2001:41) state that “enthusiasm (or lack of) about the future is tempered by
the realisation that problems of the past will (not) be resolved easily”. The future
perceptions of the adolescent will thus be changing constantly depending on social-
cultural issues, economic issues and also the psychological as the individual

develops with time.

3.6.1 Future Time Perspective and Culture

Mclnerney et al (1997:208) and Seltzer and Waterman (1996: 461) among others,
explore the nature of goals held by different cultural groups, as well as the impact
that achievement and motivation have on the goals held by these groups. Western
culture is said to be competitive, seeking power to control and of individual success
(Mclnerney et al., 1997; Fuchs, 1976:67) whereas, non-western cultures are
strongly present and past oriented and seek commitment to family, community and
culture; the needs of the community being considered as more important than
individual needs (Athawale, 2004:8; Mwamwenda, 1999:1; Silvestri & Richardson,
2001:69).
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Differences in time perspective among the cultural groups may also be traced to
differences in socio-political status (Athawale, 2004:8). Dodds and Chong-de
(1992:486) found in their research about Chinese teenagers’ concern about the
future, that the adolescent’s future concerns can be a good index of a country’s

current social, political and economic problems.

The image of the future reveals the cultural dynamics in which the adolescent
operates (Motshabi, 1995:40; Tate, 1997:199; Yosso, 2005:77). The cultural group
to which the adolescent belongs has a major influence on how the individual
perceives his/her life chances to be. Allen and Mitchell (1998:48) argue that
‘conflict may arise to the disparity between the disadvantaged adolescent’s
aspirations and expectations”. However, the maintenance of high aspirations in the
face of a discouraging present reality may also be related to other factors such as
hope and self esteem, achievement and motivation. Dawes and Finchilescu
(2002:161) for example, report fear and anger to be prevalent among White,
Coloured and Indian groups, thus presenting a negative perception of the future.
Grootboom’s (1999:176) findings concur that white adolescents see the future as

“catastrophic” and “everything (is) going down the drain.”

Mclnerney et al. (1997:225) argue that all groups express a strong sense of hope in
the purpose of schooling. However, the present school system does not recognise
the knowledge that learners from disadvantaged backgrounds possess. Yosso
(2005:76) calls this knowledge ‘cultural capital’. This concept differs from the
Bourdiean (2005:76) concept of cultural capital which refers to economic
advantages such as financial resources and a history of schooling. The advantage
of schooling is that it brings past, present and future together. An appropriate
futures education therefore, would facilitate the adolescent’s development of future
time perspective (Motshabi, 1995:5). The school should assist the adolescent to
gain a perspective of changes in society and guide the adolescent to an anticipated
future which should be substantiated with intentions and plans within the education

system.
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3.6.2 Future Time Perspectives and Goals

The setting of goals is an attempt by the individual to plan in order to achieve some
future or long-term outcome (Jones, 1988:23; White, 2002:285). Goal-setting is
thus a cognitive and behavioural process which starts during adolescence and it is
during this period that the adolescent attempts to plan and organise his/her
activities, in order to achieve some long-term outcome in the future (Kidman,
2003:1; Jones, 1988:23; Lang & Carstensen, 2002:131; White, 2002:285).
Havighurst (1976:167) states that attitudes towards the future are important aspects
in the lives of adolescents. Whilst working towards the kind of person he/she would
like to be, the adolescent is also looking towards the kind of life he/she would like to
live. The choices that are made during adolescence will ultimately affect his/her
future. Athawale (2004:6) concurs that the study of time perspective is especially
relevant to adolescent development in respect of goals, which can be intrinsic, as
well as extrinsic (Husman & Lens, 1999:122). Allen & Mitchell, (1998:45) maintain
that teacher expectations may propel or derail positive goal trajectories of
adolescents. A major concern is how to align and promote the goals of the different

groups within a unitary education system within educational institutions.

3.6.3 Future Time Perspective and Motivation

Pintrich and Schunk (2002:198) assert that there are levels of commonality between
motivation and future time perspective. Motivation and goal-directed action are
closely linked and an integral part of future time perspective and that action towards
future goals which result from the present, can be met. The rewards which motivate
action towards the future can be internal or external (Skaalvik & Skaalvik,
2002:234), and may also impact positively or negatively on the future time
perspective of adolescents (Becker & Luthar, 2002: 197). Research is replete with
evidence that individuals with higher future orientation exhibit higher levels of
achievement motivation. Moreover, students who are orientated towards the future,
perceive schooling to be instrumental in reaching these goals (Brown & Jones,
2004:251; Jones, 1988:22). Although the role of the school and the educators, in
the process of motivation and achievement has been researched extensively, the
same cannot be said about the role of the educators in the learners’ perception and

processing of time.
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3.6.4 Future Time Perspective and Locus of Control

Bee and Boyd (2003:319) define locus of control as a “set of beliefs about the
causes of events”. Locus of control is also referred to as a dispositional variable
which refers to the tendency of perceiving events as being a consequence of own or
outside factors. The level of responsibility an individual thus takes to events in
his/her life, determines his/her locus of control (Karatzias, Power, Flemming Lennan
& Swanson, 2002:37).

The adolescent with an external locus of control will depend heavily on those around
him/her. These goals are extrinsic and immediate. Success or failure at school
may be attributed to the locus of control issues. The adolescent with an external
locus of control will procrastinate and look for the immediate gratification of his/her
needs. Should they encounter adverse conditions, it is never his/her fault. The
individual with an internal locus of control looks towards him/herself if he/she is

unable to perform certain tasks or reach set goals.

The adolescent with an internal locus of control, will delay gratification and focus on
his/her ultimate goal, despite adverse conditions in the environment. As the
adolescent becomes older, he/she starts to take more responsibility for his/her
actions. Adolescents with an internal locus of control believe that they can assert
significant control over their fate and determine what they would like to be in time.
Furthermore, Donald et al. (2002:148) and Karatzias, et al. (2002:37), believe that a
strong internal locus of control is linked to the presence of a strong future
perception, higher life satisfaction and the belief that anticipated future goals can be

met.

Trad (1993:547) states that interpersonal relationships and the taking of
responsibility are significant factors in the lives of adolescents. However, both
internal and external factors have an influence on the adolescent’s ability to
orientate themselves towards the future and the envisioning of adaptive outcomes
within the school (Trad, 1993:550). If disadvantaged youth in school settings meet
with negative expectations they may become demotivated and will not see
themselves as being able to attain any future (Turner, Husman & Schallert,
2002:82).
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3.6.5 Future Time Perspective and Parents

Gjesme (1983:452) posits that future time perspective is a cognitive structure,

rather than a stable disposition because it gradually develops with age and parental
involvement or lack thereof. As the adolescent matures, he/she gradually develops
from goals that focus on immediate gratification to goals that are set in the future.
The adolescent may have multiple goals which may come both from within and from
without. However these goals might vary from pleasing parents, to the peer group,
or to preserving his/her own identity (Mclnerney et al., 1997:208). Charles,
Dinwiddie and Massey (2004:1) find that family stress and stressful life events
negatively impact on learners’ performance and ultimately on how they will perform

in the future.

Additionally, Levine (1988:43) states that parents who live in rural surroundings
compared to urban settings, may not always be able to project possible futures for
children as the life pace in these communities is much slower and there seems to be
a lack of urgency towards goal attainment. Secondly, when children are exposed to
fewer social issues and future possibilities, they may not pay attention to those
issues and also have limited aspirations. Thus, when children are not aware of
possibilities or impediments within society, they may not pay attention to such
(Dodds & Chong-de, 1992:485).

3.6 Summary

Adolescence is generally recognised as a time of change as the young person
develops from childhood to adulthood. It is during this time that the adolescent
develops an identity that fits his/her culture. This identity develops differently for the
different cultural groups and the factors that impact on the formation of an identity
are racism, society, the school, teachers, parents and peers. These factors impact
differently on each group. Other variables that impact on the adolescent’s
perception of the future are his/her culture, age and gender, and personality

variables such as locus of control, behaviour and goals.

The following chapter will focus on the research methodologies employed to

determine what factors may impact on the future time perspective of adolescents.
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CHAPTER 4

RESEARCH METHODOLOGY

4.1 Introduction

This research investigated Future Time Perspectives (FTP) of adolescents cross-

culturally from schools in the Northern Cape South Africa.

Research Question 1: How do South African adolescents view
their future ?

Research Question 2: Does Future Time Perspective vary cross-
culturally?

Research Question 3: What are the factors that impact on these

Perspectives?
4.2 Research Design
The research design follows a quantitative and qualitative approach. For the
quantitative data, two instruments were used: The Repertory Grid (Appendix A)
which included the background measure, and The Future Time Perspective
Measure (Appendix A). The qualitative measure was a self designed open-ended
questionnaire (Appendix B).
4.3 Procedures
4.3.1 Permission to Conduct Research
The permission for the research was granted by the Northern Cape Department of

Education. In agreement with school principals, access to ten (10) schools was

gained.
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The following standardised procedures were followed to obtain permission to
conduct the research in Northern Cape Schools: A formal letter seeking approval to
conduct the research was presented to the Head of Education. The signed approval

was forwarded to the schools that were selected for the research.

The formal letter of approval was forwarded to the selected schools. The principals
were contacted personally to inquire about the availability of time on their schedule

to allow for the research to be conducted.

Grade 11 learners in the selected schools were identified for the research. The
learners in the selected schools were informed about the research project and they

voluntarily agreed to participate.

4.3.2 Sampling Procedures

At the time of conducting the research, there were 400 schools in the Northern
Cape. The Northern Cape is the largest geographical area in South Africa with
great distances between schools with the schools cross-culturally divided into four
geographical districts, namely Namaqua, Siyanda, Pixley kaSema and Frances
Baard. The distances between schools in the rural areas, as well as the learner
composition, affected the sampling procedures. These demographics informed the
sampling procedures (Bless, Higson-Smith & Kagee, 2006; Fowler, 2002:11;
McTavish & Loether, 2002:115). Coloured learners constituted the majority of the

learners.
(Note: The distinction of White, Coloured and African schools is made purely to
signify the majority learner population of the school. These racial divisions are

theoretically non-existent.)

A Sample of 395 learners was drawn from the Grade 11 classes in three of the four

districts. The sample was drawn from ten schools across these three districts:
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Namaqua District: This rural district has mostly ‘Coloured’ and ‘White’ schools. Two
schools, one ‘White’ and one ‘Coloured’ were selected. In the ‘Coloured’ school
which had five Grade 11 classes, one class was randomly selected. The ‘White
school’ had only one Grade 11 class. This class had an equal distribution of

Coloured and White learners. The whole class was drawn into the sample.

Siyanda District: Three schools were selected from this rural district, one ‘Coloured’
and two ‘White’ schools were selected. The Coloured school had seven Grade 11
classes and one class (strata) with a mixed racial composition was randomly
selected. In the two ‘White’ schools there was a richer racial diversity which
included White, African and Coloured learners. Each of these schools had two

Grade 11 classes which were both drawn into the sample.

Frances Baard District: This urban district is by far the largest district with the
majority of African learners and schools. Four schools, two African and two
Coloured were randomly selected. The two African schools each had ten Grade 11
classes, from which two classes from each school were randomly selected. From
the two Coloured schools selected: one school had an equal distribution of African
and Coloured learners. The other school had mostly Coloured learners. The white
schools in this district chose not to participate, while others were busy with mid-term

examinations.

4.3.3 Administration Procedure

The researcher worked closely with the teachers to schedule a time when the
questionnaire could be administered and to collect class lists a day before the

administration.

The researcher was the collector of data. The researcher read students a briefing
statement before the administration the questionnaires. Learners were given an
opportunity to ask questions prior to the administration (see briefing statement). All
learners were informed that their participation was completely voluntary and

independent of their school report.
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The quantitative survey was administered in two parts:

Part 1: The students were instructed to complete Section 1 which included the
Demographic data and The Repertory Grid measure. Each survey item was read
out aloud to students in order to ensure that the items and instructions remained

clear. This part of the survey took 35 minutes to complete.

Part 2: The Future Time Perspective measure took 20 minutes to complete.
After completion of the measures, the students were requested to go through the

questions again to ensure that all items were responded to.

The Qualitative measure consisted of an Open-ended questionnaire schedule. This
measure was presented to a random sample of 10% after the learners had
completed the quantitative survey (44 learners from different schools). After the
completion of the measures, all the learners were debriefed. The debriefing was
necessary as learners had to answer questions that may have challenged their
racial preferences. As learners do not normally think about racial issues, the
questionnaires may have generated feelings about their group and that they had
been put “on the spot” in this regard. The learners were thanked for their

participation and ensured of confidentiality (see Debriefing Statement).

4.4 Measures Used in the Research

4.4.1 Background Measure (see Appendix A)

Personal information such as age, sex, race, type of school, parental education,
urban or rural background and home language were measured. Participants, for
example, had to check the highest educational level of their parents. For each
educational achievement a parent had obtained, values of 1 to 5 were assigned
respectively to: primary education, some high school, high school completion,
college diploma and completed bachelor’'s degree, which would be assigned a value
of 5.
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4.4.2 The Repertory Grid Measure (see Appendix A)

The Repertory Grid was constructed to measure in-group and out-group attitudes.

The grid consists of six subscales, and is as follows:

1. Group Preference Index (GPI): The 8-item measure was designed to assess
students’ perception of the degree to which they preferred their own racial/ethnic
group as compared to other ethnic/racial groups (Dawes & Finchilescu, 2002:155).
Students ranked their responses to statements such as “The person | would like to

live next door to” from 1 (most favoured) to 4 (least favoured).

2. Perspectives on Racism: The 20-item measure was designed to assess
students’ perceptions of their groups’ social status. Students ranked their
responses on a 7-point Likert-type scale to statements such as “If all races mixed
freely they would certainly live in peace” by marking 1 (strongly agree) to 7 (strongly

disagree).

3. Group Identity and Personal Identity: The measure was designed to assess
identity, or feelings of belonging and pride and a secure sense of membership. The
measure comprises two sections: ethnic identity and belonging. For this part, 20
social identities such as “White”, “Jewish”, “English”, “African” and “Black” were
listed. Students marked all the identities they related to. The second section,
personal identity, required students to rank personal identities in order of importance
from 1 (most important) to 5 (least important). If being South African was more
important than being English, then they would write South African in slot number “1”

and English in slot number “2”.

4 Present and Future Perspective Index: The 9-item measure was designed to
assess students’ perspectives of the present and the future. Students rated
their responses on a 7-point Likert-type scale to statements such as “Do you
agree that South Africa is a very violent country?” from 1 (strongly agree) to 7

(strongly disagree).
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5. Social Consciousness Scale: The measure was designed to assess social
consciousness. The measure comprises two sections. The first section lists fifteen
organisations such as “Churches”, “Taxis”, and “Unions” purported to be responsible
for the violence in South Africa. The students mark as many organisations as they
think to be responsible. The second section required students to respond to
suggested solutions such as “Reintroduce race segregation” on a 7-point Likert-type

scale from 1 (not important) to 7 (very important).

4.4.3 Future Time Perspective Measure (see Appendix A)

The Future Time perspective questionnaire contains 48 items, 6 items for every
subscale. Responses were given on a 5-point scale indicating the degree of
appropriateness from 5 (this always applies to me) to 1 (does not apply to me at all).
Per subscale, responses sum up to a subscale score ranging from 6 to 30, with
negatively directed items recoded, so that a high score indicates a positive
perspective. Students were asked to rate their feelings to a statement like, “In my
present life other people are of little importance to me” by circling what was

applicable to them.

The psychometric properties of the different subscales in this measure are given.
Short term time perspective: Short term perspective refers to immediate goals set by
the individual. The Cronbach’s of each subscale is given: University and
professional career (a .83), social relationships (a .76), personal development (a
.71), leisure activities (a .86). Extended time perspective: Extended time refers to
the individual’s perspective on time that may be bound to a career in the future, or
that may stretch beyond the individual’'s lifetime. The domains are, university and
professional career (a .71), social relationships (a .76), personal development (a
.81), leisure activities (a .85) (Stouthard & Peetsma, 1999:102). The reliability, both
in terms of internal consistency (Cronbach’s a between .69 and .86) and stability
over time (Pearson product moment correlations of test-retest between .46 and .60,

period: one year), were adequate (Stouthard & Peetsma, 1999:100).
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4.4.3 Qualitative Measure (see Appendix B)

Qualitative research implies that the emphasis is on process and meanings that are
not rigorously measured and seeks answers to questions that emphasise how social
experiences are created and given meaning (Carney, Joiner and Tragou, 1997;
Henning, 2005: 67; Miles & Huberman, 1984:59).

By employing this research method the present researcher will look for ways in
which the adolescents from the different groups express their perceptions which
may not be evident from the quantitative measure. The important value of this
method is that research is undertaken in a natural setting — the classroom - from
which the researcher will gather perspectives from the learners — in this case, the
future time perspectives - and then inductively focus on the meaning that the
learners may ascribe to their perception of the future (Babbie, 2004:159; Bogdan &
Biklen, 1998:38; Cresswell, 1998:14; Mertens, 1998:3; May, 1993:65).

In the present research, the focus is on the opinion of the respondents and their
reporting on their perception of how they perceive their futures to be. These
opinions are formed against their perception of their present situation which may be
the mono-cultural or the multicultural school. The perspectives of learners will also
allow the researcher to gain a deeper understanding of how the learners perceive
society and how their social surroundings influence them in terms of their futures.

For this part of the research, the present researcher designed a structured open-
ended questionnaire (see Appendix B) which was randomly administered to 10% of
the group which completed the quantitative measures.

The questionnaire schedule consisted of 5 items which was designed with the aim
of gaining a deeper understanding of learners’ perceptions. The learners responded
to questions such as: ‘How do you see the future?’; “‘What are the things that you
worry about in your school, your community and your country?’; ‘What are your
parents’ views about the future?’ and ‘What are your educators’ views about the
future?’, by writing in the spaces provided. The responses to this schedule were
content analysed using the Atlas.ti Version 5 coding system (Brewer & Hunter,
1989:103).
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4.5 Conclusion

The research was conducted using learners in secondary schools in the Northern
Cape. The school setting is a natural setting for the learners in which they feel
comfortable. A mixed method approach was employed to conduct the research.

This research design will allow for both statistical and interpretive analysis.

The next chapter focuses on the conducting of the research, the findings and the

interpretation of the findings.
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CHAPTER 5

DISCUSSION OF RESULTS

“If a man does not keep pace with his companions
perhaps he hears a different drummer.”

(Levine, 1988:30)

5.1 Purpose of the Research

The purpose of this study was to determine the future time perspectives of
adolescents cross-culturally. The research questions were aimed at eliciting
answers (i) to determine how South African adolescents see their future and why?
(ii) to determine whether there are any cross-cultural differences? and (iii) to see

what the factors were that impacted on these perspectives.

In addition to these overarching goals, the aims were also to contribute to the limited
literature in South Africa on the topic of time perspective cross-culturally, and to gain
perspectives on adolescents’ self identification after the process of rapid political
transformation. It is also noteworthy to see how the interactional patterns of
adolescents (inter-group relations) unfold within the school setting, helping to
illuminate how broader society operates. What happens in school is usually an
indication of what happens in society. Thus, the perspectives of adolescents within

the school may provide the researcher with these answers.
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5.2 Background

The data were collected from both urban and rural schools. The schools consisted
of a diverse learner population. The drawn sample was representative of both the

number of learners in the province and the population distribution of the province.

In this section, the demographic data of learners are presented graphically with pie
charts. Firstly, background information is given and the relevance of this information

will be summarised. Secondly, the three research questions will be addressed.

5.2.1 Learner Distribution

The sample size was 395 learners. This sample constituted White, African and
Coloured learners. The African learners did not present a homogenous group and
was made up of Xhosa, Setswana and other learners who’s language percentage

was not significant.

The majority population of the Northern Cape is Coloured (over 50%). Africans form
the second largest group in this province. Since the start of the research, areas of
the North West province have been incorporated into the Northern Cape (Kgalagadi

Region). The changed demographics are not presented in this thesis.
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Table 1: Learner Distribution

The learner sample was representative of the population distribution of the Northern
Cape. Coloured learners (54%) were the largest group, followed by African (28%)
and White learners (18%).

Cultural Group %
1 Coloured 54
2 African 28
3 White 18
Total 100

Learner Distribution

18%

@ 1 Coloured
m 2 African
0 3 White

54%
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5.2.2 Language Distribution

Afrikaans is the majority language spoken by the participants (66.6%), followed by
Setswana (20.8%). Although English is the third major language spoken in the
Northern Cape, most schools have English classes to cater for the needs of the
African learners. Xhosa is the other language of instruction in a number of schools

across the province.

Table 2: Language Distribution

Category Frequency %
English 34 8.6
Afrikaans 263 66.6
Setswana 82 20.8
Xhosa 5 1.3
Other 11 2.7
Total 395 100.0

Language Distribution

Other
Xhosa 3%

1%

English

(o)
Setswana 9%

21%

Afrikaans
66%
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5.2.3 Gender Distribution

Female learners constitute more than half of the learner population in the province.
This is also reflected in the gender distribution of the sample. The female learner
constituted 54.2% of the sample with males totaling only 45.6%. The gender
distribution of the population is reflective of the gender population for all the schools

in the province.

Table 3: Gender Distribution

Category Frequency %
Male 181 46
Female 214 54
Total 395 100.0

Gender Distribution

Male
46%

Female
54%
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5.2.4 Age Distribution
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The highest number of students fell in the age range of 16 — 17 years (66.6%).

There was also a high concentration of learners in the higher age range of 18 — 20

years (29.1%), with some learners being older than twenty years (4.1%).

Table 4: Age Distribution

20 yrs 4.1

18 - 20 29.1

16 - 17 66.6

14 -15 3

Age Distribution
094 %
@20 yrs
m18-20
o16-17
67% 014 -15
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5.2.5 Parent Education
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This study used the parents’ educational background as a socio-economic indicator.

More than thirty-five percent of the parents’ level of education was clustered around

having completed either Std 9 or Std 10. A substantial number indicated their

parents’ educational level (33%) as being post-matric.

Table 5: Parent Education

Category Percent
Degree 17
College Dip. 16.7
St9-10 35.7
St7-8 20.0
St6 10.6

Parent Education

St6 Degree
11% 17%
St7-8
o
20% College Dip.
17%
St9-10
35%

Please turn over



5.2.6 Urban/Rural Distribution
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Schools were selected from both urban and rural environments. More than 70% of

adolescents measured came from an urban setting.

Table 6: Urban/Rural Distribution

Category Frequency %
Urban School 117 29.6
Rural School 278 70.4

Total 395 100.0

70%

Urban/Rural Distribution
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5.2.7 Place of residence
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Most of the students drawn for the sample were from rural towns (52.7%). A high

number was also found in suburbia (41.8%), with only a limited number living on

farms.

Table 7:

Place of Residence

Category Frequency Percent
Town 208 52.7
Suburb 165 41.8
Farm 21 5.3
Place of Residence
5%
@ Town
B Suburb
42% 53% O Farm
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5.2.8 The relevance of Demographic data

A number of variables have an influence on Future Time Perspectives. These
variables are predetermined categories such as race, gender and age. Other
variables that may come into play in this study are urban, rural environments, and

parent educational background.

Table 1: Learner distribution: the majority of learners in this study were Coloured
(54%), followed by African (28%) and White (18%) learners. These data will provide
a perspective, showing differences in these views which will allow for the
generalisation of findings within the broader learner population of the Northern

Cape.

Table 2: Language Distribution: the majority of learners in the Northern Cape are
conversant in Afrikaans (66.6%). The second largest language group in this
province is Setswana (20%) followed by English (8.6%). The questionnaires were
administered in English to allow for inclusiveness of all groups as these groups

preferred English.

Table 3: Gender Distribution: Research in this area has indicated that there are
gender differences in time perspectives. Boys have been found to have a more
extended time perspective than girls (cf. p52, par. 3). Other studies have found the
opposite, which indicate that gender differences in time perspectives are not
conclusive. Although this study did not have gender differences in mind, these

differences are noted.

Table 4: Age Distribution: In most studies concerning time perspective, age
seems to play a significant role (cf. p52, par. 3). The older adolescent has a more
extended time perspective, focusing on distal goals rather than on proximal goals.
In order to eliminate the variable of age, this thesis chose one particular group
falling within the same age range (16 — 17yrs). This age range represented 66.6%
of the respondents. The older adolescent, represented by the age group 18 — 20
years (29.1%) is able to plan or start thinking about the future more constructively
than the younger adolescent. This variable has however, not been explored fully in
this study.
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Table 5: Parent education: This study uses parental education as a socio-
economic indicator. The educational backgrounds of the parents will therefore be a
good indication of the adolescents’ future perceptions in the form of heightened
expectations for themselves. However, despite the relatively low educational level
of parents (35% having an education of between Standards 9 — 10 and 30% with an
education lower than Standard 8), parents from disadvantaged communities
continue to have high expectations for their children. Conversely, it is the children
themselves that may limit themselves to what they can become when evaluated
against their parents’ educational attainment.

Table 6: Urban/ Rural Distribution: the majority of the learners came from urban
schools (70.4%). The urban setting has an impact on people’s perception of time.
Firstly, the tempo of life in rural areas is much slower which suggests that there is a
perception that there is always time to attain your goals. Secondly, children in rural
communities may not have an expanded vision of future possibilities because what
they see is suggestive of limited opportunities. Thirdly, due to a slower life pace and
limited opportunities in this environment, these adolescents may procrastinate as
there always seems to be ‘enough time’ to finish tasks and therefore also enough
time to pursue life goals. Conversely, in the suburban areas there seems to be a
time urgency to reach personal goals (cf. p58, par. 1) and move quickly towards
goal attainment. The student in these settings will therefore have a greater urgency
in attaining life goals than the adolescent in the rural setting. Urban adolescents are
also exposed to greater future possibilities, and will be more motivated to pursue
and focus on the attainment of life goals and will also have at their disposal the
means to achieve these goals as rapidly as possible.

Conversely, being in a rural setting also presents the possibility that most parents
work outside the town where the children are at school. Parents are thus absent
due to work commitments and may therefore not have regular interaction with their
children in respect of motivating them for future possibilities. This will have an
impact on how they are influenced by their social surroundings.

The following section focuses on adolescent self identification. This is important for
this research because the way adolescents perceive themselves paves the way for
the perception of the possibility that an envisaged future can be realised.
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5.3 HOW DO ADOLESCENTS SELF IDENTIFY?

Given the types of schools, mono-cultural and multi-cultural, one of the key aspects
in this research is to ascertain how the school context shapes the time perspectives
of adolescents. The self perceptions of adolescents within this context may
illustrate  how these adolescents see themselves within broader society.
Additionally, within this context, multicultural school racism was identified as
prevalent (cf. p22, par. 1). The researcher endeavoured to ascertain how these
adolescents self identify as there is a paucity of such research after the rapid socio-
political transition. How adolescents self identify is important as adolescent self
identities offer perspectives on psycho-social issues pertaining to racial polarisation
and how adolescents integrate in the school system and to what extent racial
polarisation has an influence on these identities. A crucial question that will
therefore receive attention, is how South African adolescents self identify after such

rapid socio-political transformation.

The opening up of society opened schools and opportunities for all young people.
These opportunities can only be realised against the backdrop of how they see
themselves as people; how they see themselves fitting into the new society and how
they perceive their possible selves being realised within this society. The realisation
of possible selves will be pursued within their own groups and groups different from

themselves within the same societal contexts.

Bar charts will be used to demonstrate the findings graphically.

5.3.1 Adolescent Self Identification
Each of us has a number of identities. They are part of how we describe ourselves.

Table 21 below represents the main categories of how SA adolescents currently

identify themselves. Only percentages higher than 6% are plotted.

Please turn over



78

Table 8: Adolescent Self Identification

Christian 16.2
South African 154
Female 10.9
Afrikaner 9.7
Coloured 9
Male 8.9
African 7.2
Black 6.2
Other 16.2
Adolescent Self Identification
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The above (Table 8) shows that a common South African identity seems to be
developing among the youth. The adolescents first see themselves as Christians
(16.2%) and then as South Africans (15.4%), followed by their cultural identity.
Being Black or African does not feature high on the list of identities. This may be
because Africans are not a homogenous group. Coloured (9%) adolescents, on the
other hand, seem to have a stronger sense of identity as a distinct group. When the

self identities are analysed by group, a different pattern emerges.
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Table 9: Self Identities by Group

All three groups indicated a South African identity and identified with the Christian

religion. They show further a different identity pattern (as expected).

14 - 1| |®
12 1 - | | @ Coloured

8 L |0 White
27 || |OAfrican
2
0

5.3.2 Discussion of Adolescent Self Identification

The data indicate that the White and Coloured groups share similar identities,
placing their identity of South African and Christian higher than their cultural identity.
The difference in their shared identities is that of being either Coloured or White.
The Coloured adolescents’ indicating an identity of being Afrikaners could be a
direct translation of being African. This perception was evident in the qualitative
analysis where some students indicated that they were “all from Africa”, thus seeing

themselves as Afrikaners (in this case also Africans).

The African students showed a different identification. These adolescents perceived
their cultural identities of being Black and African, much higher than being a South
African or Christian. This is cause for concern as the country strives to build a

common South African identity of which everyone can be proud.
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Time perspectives of adolescents are subject to their possible selves that result
from how they self identify. The possible selves represent the adolescents’ ideas of
what they might become and what they would like to become. This type of self
knowledge is indicative of how adolescents think about their potential and about
their future. In addition, the possible selves come from the categories made salient
by the individual's particular macro socio-cultural context and from the models
provided by the media and the adolescent's immediate social, cultural and

environmental experiences.

Moving from these broad contexts to a micro context, in which the adolescent
derives meaning, consist of the school, teachers, peers, parents and his/her social
environment. The socio-cultural (including political) changes that South Africa has
experienced, and the changed context of schooling, are the major agents against
which the possible selves of adolescents are constructed and measured. The
researcher is of the opinion that the heightened sense of group identity among
Coloured learners could be attributed to their not being able to choose any specific
identity other than Coloured, like the Whites being Jewish or English and the
Africans being Zulu or Xhosa. These choices have been made for them politically,

socially and by ancestry (cf. p.34, par. 3).

The self identification of adolescents is important if we are to engage purposefully in
creating a common future for all within the school system and in creating a distinct
South African identity. Additionally, how adolescents identify themselves, influences
the way they see themselves in relation to other groups: how they relate to others
and how they find areas of commonality with other groups or to what extent they
distance themselves from other races. An analysis of these identifications modes
helps us to understand why they distance themselves and why they hold certain

perceptions.

5.3.3 Group Preference Index (GPI)

The GPI measured the level of intergroup relations and how the groups distance
themselves or seek others’ company within the school setting. This index is, in
essence, a racism scale indicating to what extent a group prefers its own and rejects
another group. This measure also reflects a racially homogenous bias. This means
that this measure indicates the probability that individuals will select members of the
same racial group to be strong among adolescents.
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Table 10: GPI — Coloureds — Group Preference

The table below shows the Coloured adolescent’s racial preference. The table
indicates firstly the percentage of adolescents placing their group first, second, third
and fourth. The table also indicates the percentage that placed Africans first and
then Whites first, second, third and fourth — in that order.

Category Coloureds | First Second | Third Fourth
Coloured 38.7 26.8 17.6 16.8
African 22.2 26.2 24.8 26.8
White 27.4 243 25.8 225

Coloured - Group Preference

50
40
30 __—| = Coloured
m African
20 1 O White
10
I:I 1 1 1

First Second Third Fourth

Group Placement

The percentage of Coloured learners (38%) who showed own group preference was
high. This group also showed a relatively strong preference for association with
Whites, placing them as a first group of preference above Africans. As expected,
preference for their own group was clustered around the first two preference places
(26.8%). Preference for the other two groups was clustered within the last two

groups in their order of preference. Own group rejection was low at 16.8%.
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Table 11: GPI Whites — Groups Preference Index

Category Whites First Second | Third Fourth

Coloured 251 374 23.9 13.6
African 15.9 17.9 24.9 41.3
White 491 18 17 15.9

Whites - Group Preference Index

60

50

40

@ Coloured
30 m African
O White

10

First Second Third Fourth

White learners displayed a very high preference for their own group (49%). The
second group that was preferred was the Coloured group, by more than 20%. The
second ranking (37%) placed the Coloured on top in the order of preference —
higher than their own group (18%). The least preferred group was the African
students. Own group rejection was very low (13.6%). The African group was ranked

as the lowest preferred group (a high 4™ place ranking of 41%).
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Table 12: GPI - Africans — Group Preference Index
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Group Placement

Category Africans First Second | Third Fourth
Coloured 191 29.5 26 25.3
African 31.9 22.6 20.8 247
White 324 24.3 22 1 211
Africans - Group Preference Index
35
30 __
3; @ Coloured
_ m African
15 — Whit
10 | O vVvhite
5 -
I:I 1 1 1 1
First Second Third Fourth

The African group showed a higher preference for Whites (32.4%) than a preference

for their own group (31.9%). The second and third preferred group of choice was

the Coloured group (29.5%) and (26%), respectively. This was higher than the

preference they had for their own group and the White group. Own group rejection

was very high (24.7%).
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5.3.4 Discussion of GPI

The findings of the GPI has a lot to do with intergroup relations and the way groups
structure themselves within the multicultural school setting. A key element in the
facilitation of intergroup contact is not only equal status and the pursuance of
common goals, but that such contact should be supported by the educational
authorities (cf. p.2, par. 1).

The high own group preference of Coloured and White adolescents is not surprising.
Racial homogeneity seemed to be high among these two groups. Given the socio-
political reality, these results are not surprising. It is interesting to see how these
findings are entrenched in factors that impede the time perspectives of these
learners.

The surprising find, is the high own group rejection (negative homogenous bias) in
the African group. Own group rejection is contrary to the significant socio-political
changes. One would expect that preference for the own group, specifically among
African learners, to be high.

Racial polarisation was found to be present between all groups. Although such
contact may be supported by the Education Department, schools were currently not
actively engaging in or promoting race relations within or outside of the curriculum.
For educators it seems to be about teaching with little or no concern for engaging in
race or socio-political debates.

Reasons for this inability to exploit the curriculum in promoting race relations, is that
the educators have not been trained in diversity and school principals seem to
sidestep the promotion of race debates in school in the belief that should they talk
about race in schools, they could be promoting racism or stirring up racist attitudes
(which may be lying dormant and could erupt at any given time at the slightest
provocation).

Having explored the demographic data and how adolescents identify themselves,
the following section focuses on the research questions which have been forwarded.
Each will be discussed separately: first the findings and then the discussion.
Although the questions are addressed separately, the whole is bigger than the sum
of its parts.
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5.4 FINDINGS AND THE DISCUSSION OF RESULTS ACCORDING TO
RESEARCH QUESTIONS

This research follows a mixed method approach which integrates the qualitative and
quantitative data. Both data sets will thus be presented concurrently. The source of
data in the quantitative study came from a schedule of measures: The Future Time
Perspective (FTP) measure and The Repertory Grid (RG) measure (cf. p.63 - 4).
The source of the qualitative data set was the structured open-ended questionnaire.
The responses of the learners were content analysed using the Atlas.ti V5 system

for qualitative data analysis.

The findings of both the quantitative and qualitative data sets will be addressed as
they pertain to the research questions. The findings of the FTP questionnaire will be
addressed first, followed by the RG (selected sections). The qualitative responses
will follow in order to augment and give deeper meaning to the numeric data. Two
types of presentations will be used to illustrate the findings; viz for the quantitative
findings bar charts will be employed and for the qualitative findings, the researcher

will plot the frequencies on a table. A brief conclusion will follow on these findings.

5.4.1 HOW DO ADOLESCENTS PERCEIVE THEIR FUTURES?

A number of studies have argued that the experience of time is an entirely human
construct (cf. p50, par. 3) and that time perspectives vary between individuals and
between cultures (cf. p50, par. 3). In South Africa this construct has commanded
limited research. Such research may be valuable after the political transformation
which changed the social, economic, educational and personal landscapes for all

South Africans.

Please turn over



86

5.4.1.1 Future Time Perspective measure:

Table 13: Future Time Perspectives - Adolescents

1 Does not apply to me 15.7
2 Hardly applies to me 11.3
3 Sometimes applies to me 191
4 Often applies to me 17.4
5 Always applies to me 36.4
Future Time Perspectives -
Adolescents
40 36.4
35 -
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The above results (Table 13) of the FTP questionnaire show that the respondents
had an overall positive future perspective. More than a quarter of the students
(27%) were negative compared to the 52% who were positive about future
outcomes. A large number of students seem to be indifferent about the future (19%)

or have not thought much about their futures.
The answers to specific questions (the same measure) regarding their thoughts

about the future yielded a different pattern. In response to question 6 — | like to think

about my future career or studies, the following was found:
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Table 14: Thoughts about the future

Categories Percent
Does not apply to me 7.1
Hardly applies to me 3.3
Sometimes applies to me 4.6
Often applies to me 14.9
Always applies to me 70.1

Thoughts about Future
80 704
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The above (Table 14) shows that adolescents do reflect on their futures. More than
85% indicated that they liked to think about their future career or studies. A similar
question, worded differently also yielded a congruent response (Question 44: | am a

bit concerned about my future life).
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Table 15: Concern for future
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Category Percent
Does not apply to me 7.2
Hardly applies to me 8.6
Sometimes applies to me 15.4
Often applies to me 22.0
Always applies to me 46.3

Concern for future
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A concern for the future (66.3%) — Often and Always applies to me - is indicative

that adolescents seriously consider what the future holds for them.

Please turn over



89
5.4.1.2 The Repertory Grid (RG)

Items in the RG focused on thoughts and feelings on a number of aspects about the
future. Section 5 (Social Consciousness Scale) of the Repertory Grid included
questions which referred to students’ present as well as future perceptions. How
students perceive their present circumstances is an indication of how they perceive

their futures to unfold.

Table 16: Feelings about the future of the country

The students had to respond on a 7-point Likert-type scale which indicated the
extreme points “Not at all worried” to “Very Worried” on the following question:

Question 2: How do you feel about the future of this country?

Not atall | 1 2 3 4 5 6 7 Very
worried | 5.3 3.8 3.8 14.4 15.7 14.2 42.3 | worried

Concern for Country

45 42.3
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25
20 - 14.4 157 442
15 — B —

10

)
w
0
w
0

More than 72.2% of the adolescents indicated a great concern for the future of the
country (a concern for the country is also a show of personal concern). Only a
marginal 13.4% were not at all worried, with 14.4% indicating that they were

somewhat worried.

Responding to the question: How often do you think about the future of this country?
the responses were somewhat varied. However, the majority were giving the future
serious thought (55%) with 30% not thinking about the country’s future.
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Table 17: Thinking about the country’s future
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Very 2 3 4 5 6 7 Never
Often 586 [12.7 |13.7 [14.7 |94 |61 | 14.9
Thinking about the country's future
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The above questions regarding concern for the future of the country, translate into a

concern for a personal and a global future. ‘Global’ refers to a future that includes

family and community concerns.

5.4.1.3 Open-ended Questionnaire Schedule

The responses to each question on the schedule were coded. The table below

(Table 18) gives a global view of coded responses which indicate the adolescents’

thoughts about the future. The number of responses does not represent the number

of respondents to a particular question; thus, a variance in the number of responses

compared to the number of participants in each group can be seen.
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Table 18: Future positive vs Future negative

Nr | Future Positive Future Negative
African 12 | 14 9
Coloured 27 | 27 20
White 5 |11 2
52 31

There is a high frequency of responses (Table 18) which indicate that adolescents
are generally positive about the future. The frequency table indicates that there was

a higher positive response density than a negative response.

In response to the question: How do you see the future? one White adolescent
responded: “| look forward to it; | have big plans for the future and | see South Africa

developing into greatness”.
A female responded by replying that the future is a “challenge”.

A Coloured adolescent’s response to the same question was: “I see the future as

very challenging, because you never know what to expect from the future”.

An African adolescent’s reply was: “| see a bright future for our youth if all of us just

stand together and work together”.
These adolescents are aware that their future is brighter than the future that their

parents had: “I see the future as much brighter than it was before”. These answers

are also evidence that their personal futures are tied to the future of the country.
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5414 Discussion of findings

This positive response pattern is also congruent with the quantitative data findings.
This emphasises that the youth measured, believe that their anticipated futures will
be realised. The quantitative findings corroborate, with other research in this area,
that young people, during their adolescence, are worried what they might become
(cf. p53, par. 2).

Both data sets, qualitative and quantitative, indicate that adolescents are generally
optimistic about the future. These findings corroborate perspectives on
adolescence which posit that amidst the complex changes that this life phase
represents, adolescents are expected to make decisions about commitment to their
future (cf. p52, par. 2). Being positive about the future may, however, also be seen

as a way of adapting to anticipated life demands.

Research into the future orientation of adolescent learners is important as an
invaluable tool for educational authorities to map educational interventions that will
focus on future perspectives. Such perspectives are necessary as the country is in
a building phase to ensure that the youth of this country make use of the freedoms
offered. In addition, an orientation towards the future is characterised by a concern
with future outcomes embodied in personal and community goals and a willingness

to strive for those goals, despite negative circumstances.

5.4.15 Summary

The findings of both the quantitative and qualitative data have been explored.
The quantitative findings corroborate, with other research, that young people during

adolescence are concerned about future outcomes.

This research found that South African adolescents are generally positive about
future prospects. Both quantitative and qualitative data sets are congruent in this
regard. Concern for the future translates into concerns for a personal future, as this
country is where these futures will find expression. The findings indicate that South

African adolescents are generally positive about the future.
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5.4.2 ARE THERE DIFFERENCES IN TIME PERSPECTIVES CROSS-
CULTURALLY?

All three cultural groups indicated a generally positive attitude towards the future.
However, both the quantitative and qualitative data sets pointed to a difference in
perspective between the cultural groups. This corroborates international research
(cf. p.50, par. 3) which indicates that time perspectives vary cross-culturally.
Although research is replete with examples of cross-cultural differences, not much
research has been generated in identifying cultural differences within the same

geographical context.

This research attempted to ascertain whether there were such cross-cultural
differences. The researcher however, acknowledges that there may be other
differences that could impact on time perspectives, such as personality differences
(motivation, locus of control, goal setting, self esteem), as well as intellectual
variables which could play a role in these perspectives (cf. p.56, par. 1; cf. p.56, par.
3; cf. p.55, par. 2; cf. p.54 par. 3).

In addition to these variables, socio-economic variables could also play a significant
role as aspirations are developed through familial contexts and move away from the
inferiority paradigm that sees disadvantaged groups lacking in aspirations (cf. p.54,
par.3). From this perspective, the aspiration capital that the disadvantaged families
possess drives disadvantaged parents to seek a better future for their children.
They therefore instill in their children cultural capital that helps them overcome

adversity.

The present researcher is of the opinion that this change from a pervasive feeling of
being disadvantaged and being lesser privileged when compared to Whites (cf.
p.49, par.2), may have shifted towards a positive view of the future, as a result of
the socio-political changes the country has undergone. Additionally, these positive
changes may have resulted in positive changes amongst the Black groups’
identities, and this in turn, may also have impacted on their perspectives of what the

future holds for them.
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The findings are accordingly discussed by first presenting the results of the Future
Time Perspective measure (the same questions highlighted in the first analysis will
be compared according to racial group); then the Repertory Grid (following the same
pattern of highlighting specific sections), followed by the open-ended questions as

they elucidate the above findings.

The findings will be further discussed as they affected each distinct racial group.
This is done to emphasise differences and why such differences seem to be
prevalent as manifested in the data that were gathered. The discussion of the
findings will be approached as presented for each cultural group. From a cultural
perspective the findings illuminates the differences in time perspectives. The
different cultural groups demonstrated differing conceptions of time from the
immediate gratification of needs to perceptions that may extent beyond the present

time.

5.4.2.1 Future Time Perspective Measure

The first question is: Are there cross-cultural differences in time perspective? The

above FTP measure yielded the following results:
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Table 19: FTP According to Race

Coloured | African White

Category

1 Does not apply to me 14.8 17.5 16.3
2 Hardly applies to me 10 13.3 12.5
3 Sometimes applies to

me 18.6 19 20.2
4 Often applies to me 17.6 14.9 18.7
5 Always applies to me 39 35.3 32.2

FTP According to Race

50
o ¥ @ Coloured
o oloure
8 30 |
> | African
o 20 B .
o 0 White
o 10 -
0 - |
1Doesnot 2 Hardly 3 4 Often 5Always
applytome appliesto Sometimes appliesto appliesto
me applies to me me
me
Responses

The quantitative data indicate that there are differences in the time perspectives of
South African adolescents. Coloured adolescents were marginally more positive
about the future (56.6%). African students were less positive (50.2%) about the
future than the White students (50.9%). A large number of responses crowded the
‘Sometimes applies to me’ category. This indicates that a large number of

adolescents have not given the future much thought.
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Table 20: Thoughts about the future - Groups

In response to the first question presented, the responses from the different cultural
groups are: (Question 6: 1 like to think about my future career or studies)

Category Coloured African White
Does not apply to me 6.6 8.2 6.9
Hardly applies to me 3.3 1.8 5.6
Sometimes applies to me 1.9 10.9 2.8
Often applies to me 11.8 21.8 13.9
Always applies to me 76.4 57.3 70.8

Thoughts about the future - Groups

90
80

60 | | @ Coloured
4518 ] | | | m African

30 - O White
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Does not

apply to
me

Sometimes

applies to

me
Always

applies to

me

The responses in the above (Table 20) showed that the Coloured adolescent was
marginally more positive (76.4%) than the White adolescent (70.8%). Only 57.3% of

the African adolescents were applying their minds towards the future.
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Table 21: Concern for the future - Groups

The same question worded differently, (Question 44: |1 am a bit concerned about my

future life) showed a somewhat different pattern.

Category Coloured African White
Does not apply to me 6.2 9.1 7.0
Hardly applies to me 7.1 10.9 9.9
Sometimes appliesto | 15.6 19.1 9.9
me

Often applies to me 204 31.8 12.7
Always applies to me 50.7 29.1 60.6

Concern for the future - Groups
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60
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me
Always

applies to

me

In responding to this question (Table 21), White adolescents showed a greater
concern (60.6%) for the future followed by Coloured adolescents (50.7%), with
African adolescents (29.1%) showing the least concern. (The reasons for this

variance is discussed when the groups are discussed separately.)
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Table 22: Career chances after studies

In another question on the FTP measure (Question 14 — | think that the chances of
finding a job after my studies are poor), looked specifically at schooling as a way of
realising possible selves and highlighted this seemingly lack of concern for the

future of the country as demonstrated by Coloured learners.

Category Coloured | African | White
Does not apply to me 21.2 20.9 27.8
Hardly applies to me 8.0 10.9 12.5
Sometimes applies to me 28.8 255 23.6
Often applies to me 16.0 20.9 15.3
Always applies to me 25.9 21.8 19.4

Career chances after studies
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15 | m African
10 | | O White
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Table 22 shows that the Black group of learners did not see schooling per se as a

apply to

Sometimes
applies to
me
Always
applies to
me

vehicle for securing a future career. There seemed to be a belief that education will
get you nowhere; 25.9% of Coloured learners and 21.8% of the Africans believed
this. The White learners continued to see schooling as a vehicle for securing a

future.
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5.4.2.2 The Repertory Grid Measure

The RG measure focused on thoughts and feelings on a number of aspects about
the future. Section 5 (Social Consciousness Scale) of this scale included questions
which referred to students’ present, as well as future perceptions. How students
perceive their present circumstances is an indication of how they perceive their
futures unfolding.

Table 23: Thoughts and feelings about the future

Coloured African White
1 Very Negative 17.2 16 221
2 6.3 6.6 5.2
3 11.2 8 6.8
Somewhat Positive 19 18.5 11.7
5 14.4 15.3 114
6 101 12.9 11
7 Very Positive 21.8 22.8 31.8
Thoughts and Feelings about the
future
35
30 - |_
25 — | @ Coloured
20

Mwwlmull] =

3

Positive

Negatlve

>

The (Table 23) above gives the response pattern on the Repertory Grid (Section 5 —
Social Consciousness Scale). These responses show a different pattern, with White
students showing a high positive response (31.8%) to their feelings and what they
thought and felt about the future of the country. African students were less worried
(22.8%), with Coloured learners (21.8%) showing the least positive concern. When
viewed from a negative perspective, White adolescents were much more negative
(22.1%). This negativity was followed by the Coloured adolescent (17.2%), with the
African adolescent being the least negative (16.0%).
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5.4.2.3 Open-ended Questionnaire

The coding of the qualitative responses yielded a similar pattern as the Repertory

Grid analysis. Different areas of FTP were identified.

Table 24: Different areas of FTP

Future Future | Future Future | Future Future
Extended | Limiteéd | personal | Global | Positive | negative

African 3 7 18 15 14 9

12

Coloured 9 17 33 33 27 20

27

White 8 6 11 7 11 2

5

Totals 20 30 62 55 52 31

The above (Table 24) shows the response frequencies of the different groups’
perception of time. In all the areas of time perspective as identified in the data,

significant differences can be observed.

The above table shows a higher positive response density among White and African
students than among Coloured students. The positive response density was
substantially higher for White adolescents than for African adolescents. The
Coloured students responded more negatively. When looking at the category:
Future Extended and Future Limited, White students seemed to have a more
extended future perception than the other two groups. The category, Future
Personal and Future Global (which would include concern for community) see White
and African students as more concerned about their personal futures than
demonstrating a concern for the community. Coloured students measured a higher

response density in the Future Global category.
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In response to the question: How do you see the future? some of the White
adolescents indicated that they see a “peaceful, a great SA that we all can live in!
As one country standing together” and that the future was a “challenge”. Most of the

White students however, remained positive.

The response of African students varied from a positive perspective “| see the future
being bright for anybody who sees the opportunity for being successful” to a

negative perception, “not as bright as | thought”.

Although Coloured learners saw the future as “seeing a bright future for our youth if
all of us just stand together and work together”, “as challenging” and as a “good
living place for my kids” to a generally negative attitude of a future “dark and filled

with violence”.

5424 Discussion of findings according to cultural group

The findings will now be discussed as they pertain to the different cultural groups.
The importance of this discussion will focus on the quantitative findings (FTP and
RG measures) and most importantly, the findings of the qualitative data. The data

placed emphasis on the different areas of FTP.

* The African Adolescent

When looking at the findings of the quantitative data, African students were
positive about the future. The outright high positive responses corresponded

with the positive attitudes measured in the qualitative findings.

The FTP questionnaire showed a positive perspective (50.2%) which was
lower than that of the other two groups. The outright negativity towards the
future of 30.8% was worrisome. The undecided 19% could mean anything

from positive to negative.
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The RG measure showed the same trend with 51% indicating a feeling of
concern for the future. The indifferent group was also a high 18.5% with a
high negative of 30.6%. The showing of concern for the future of the country
(social consciousness) was higher than the perception of the Coloureds, but

lower than the concern that White adolescents demonstrated.

The positive response pattern (qualitative data) of these students was
higher than the responses of the Coloured adolescents but lower than that of
the Whites. These adolescents also foresee a future in which all South
Africans may prosper, that “South Africa being a good country to all”. They
however, seem to value a personal future more than a global one which
could benefit all citizens, stating that they “see themselves as successful
businessmen”. This concern for a personal future was in contrast to the
perspectives held by White and Coloured adolescents who indicated South
Africa as “a place where everyone has to be successful’. In addition, their
view of the future is limited and focuses on immediate (career) goals.

Interesting in these findings, is a lack of concern for community needs.

The possible selves of African adolescents seemed to be fixed on the
immediate gratification of their needs. Their possible selves do not extend
into the far future (distal goals). The responses which indicated a negative
perception of the future is however, disconcerting. This negative view is
further elaborated in the higher response density which indicated issues that

negatively impact on their perception of the future.

The higher response density in the category Future Limited (cf. Table 24) as
compared to Future Extended, corroborates other findings internationally,
showing White adolescents to be more focused on goal attainment which

extended well into the future — distal goals (cf. p.52, par. 3).
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The researcher however believes that this perspective on the gratification of
immediate needs may change in time as South African youth seem to have a
more positive view about the future than ten years ago (cf. p.52, par. 3). One
student said “I see the future as the key to success of our country as a whole,
and the biggest future for ourselves, our brothers and sisters”. Additionally,
the envisaged future was perceived to be more attainable for Black learners
generally, as was previously the case under apartheid.

However, the response pattern which demonstrated a tendency towards a
more personal future (FPr) is surprising. It is in contrast to the community
spirit of ubuntu which focuses on community concerns rather than personal
ones (cf. p.54, par. 1). One student voiced his opinion as “I see myself being
a successful businessman, owning stores and several companies”. The
greater response density in the area of FP is not surprising as African
adolescents focus on a personal future which is associated with Affirmative
Action brought on by the socio-political changes giving them a sense of
entitlement. Moreover, the role models portrayed in the media show

personal concern rather than a focus on community advancement.

* The Coloured Adolescent

The FTP measure (cf. Table 19) showed that Coloured students had a more
positive perspective than both the African and White students (56.5%).
Furthermore, they were also less negative than the other groups (24.8%),
with only 18.6% who were indifferent. Regardless of these students’ positive
future perspective, it seems that this positive attitude will not necessarily
translate into transfers to higher education.

The RG measure (cf. Table 22) however, showed a substantially different
pattern when compared with the FTP findings (cf. Table 19). The social
consciousness scale indicated only a 46.3% concern for the future of the
country. The negative perception (34.7%) was much higher that the
perception of the other groups. This was a reason for concern which
prompted the researcher to look at the issues that impacted on these time
perspectives. The indifferent or seemingly ‘do not care attitude’ was 19%,
which was higher than the percentages of the other groups.
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Although Coloured adolescents saw possibilities in the future (qualitative
measure), “the future is very challenging, because you never know what to
expect from the future” and also that it is perceived as “much brighter than
before”, and “that the future will change so that we all can live a better life”.
However, these students also demonstrated a high negative perspective
stating “I am actually worried about the future” and “I don’t know; so many
things can change and nobody knows what the future holds”. This
demonstrated an external locus of control (cf. p.56, par.3), indicating the
perception that the future — the realising of possible selves lies outside of
themselves. This negativity was tied to their lack of social concern (RG)
against which they saw their possible selves realised.

* The White Adolescent

The FTP questionnaire (cf. Table 19) indicated a positive view towards the
future (50.9%). A negative perception of 28.8 % was less encouraging.
White students had the perception that their possible career chances after
their studies are poor (Table 22 - 19.4%). Nevertheless, they also had a
belief in job security through family provision (economic capital). As this was
a farming community, their perception might be fuelled by the knowledge that
they have something to fall back on, should they fail to secure a career.

On the RG measure (cf. Table 22), the students’ view of a concern for the
future of South Africa was encouraging (54.2%), which was higher than the
concern that the other groups demonstrated. The high number of students
(20.2%), who were indifferent or have not thought about their future, was just
as disconcerting as the high lack of concern (34.1%).

Like the other groups, White students had a high frequency of positive
responses (qualitative data set) when compared with the negative view of
the future. The response density however, was lower compared to African
learners. There seemed to be a level of optimism that the future held
possibilities for them. One student indicated that “South Africa is developing
into greatness” and that they would like to see a “peaceful, a great South
Africa that we all can live in! All as one community standing together”. Most
adolescents see themselves growing up as one nation.
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It is these pervasive feelings of optimism that have to be exploited by
educators to deepen the positive perceptions that a future could be attained
and to keep the idea of the South African Rainbow Nation alive. This positive
view of the future is enhanced when they see political figures also being

brought to trial for criminal acts.

White students still felt that the school was a major conduit to enable that
future to come about. They are “hopeful about the future and education for

all”. One major contributing factor may be that in all the schools from which
the sample was drawn, white educators were in the majority. The researcher

believes that this enhanced their positive attitude.

In the area Future Extended vs Future Limited (Table 23), the findings are not
surprising. This concurs with research internationally, namely that white
westerners have a greater propensity towards an extended future than
populations from African descent (cf. p.4, par. 3). The adolescents “look
forward to” a future and indicate that they “have big plans for the future”.
These plans are not specified or tied to immediate career goals, as in the
case of African students. Some of these adolescents state it that “| want to
go out and study”, and “My life is important to me ... | am interested in the
way | develop”. These both signify a positive future outlook, as well as an
extended perspective. These students are looking past instant gratification
that a career may give and at the possibility that they may not get a job after
the completion of their studies. The response density to a question like,
“How do you see the future?” is higher than that of Coloured and African
adolescents. The white adolescent also seemed to focus on a personal
future (FP) and “to get educated”. The focus is thus on goals that extend

further into the future.

In response to the question: What are your parents’/ educators’ views about
the future? No significant variance in the answers was found. All the answers
focused on the educational aspirations their educators had for them “to see
everybody pass” and “they are hopeful; feel positive about the future and the

education of all” and “to get us through high school”.
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The negative perceptions were focused on unaddressed social justice issues.
Their perceptions of racism focus rather on losses that are manifest in
discriminatory job practices than on relationship issues. The statement “The
fact that nothing is getting better among the grown ups” may indicate that
where the youth is concerned, they are ready to participate in the new South
Africa, which may not be so amongst adults. Although they may have strong
personalised views about the future, they see SA as “a great country that we

all can live in! All as one country, standing together”.

5.4.2.5 Summary

The findings of the qualitative and quantitative data sets are congruent. This
demonstrates the validity of the measures employed (method triangulation). The

results were as expected.

Firstly, the response density corroborated the findings of the quantitative measures,
namely that there are differences in time perspective between the cultural groups
measured. Secondly, the responses also indicated a difference in the level of
positiveness between the groups which outweighed the negative responses.
Thirdly, there seems to be a pervasively negative feeling that schooling is not a

route to success among Black groups.

The results corroborates international research which indicates that time
perspectives differ cross-culturally. Secondly, Whites have a more extended time
perspective than people from African descent. However, in contrast to international
research which found that Africans are more concerned with community needs, this
research found Black South African adolescents to be more concerned with a

personal future, comparing favourably with their White counterparts.
Having noted the differences in time perspectives, the researcher focused attention

on the factors that underlie these perspectives in answering the third research

question.
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5.4.3 WHAT ARE THE FACTORS THAT IMPACT ON FTP?

Both data sets identified differences in time perspectives between the groups. A
deeper analysis of the data sets follow, looking at specific question that emphasise
these differences and also indicate what issues affect these perspectives. The
researcher believes that the factors that influence time perspective would also differ

according to cultural group.

Throughout this life-phase, adolescents are affected by a myriad of issues. These
issues impact on how they see their possible selves unfold within their respective
cultures, with each culture placing particular demands on its young people at school
and within the broader South African society. The researcher focused on their
school life, the transformed South African society (cf. p.1, par. 1; p.2, par. 3, 4), the
learners’ cultural orientation (cf. p.2, par.2, 4) and how adolescents identify

themselves (cf. p.3, par. 1). These were the major impact areas on learners FTP.

These identified areas of FTP will be discussed with reference to the open-ended
question: What are the factors that cause you to lose hope? Specific reference will
be made to questions on the quantitative measures to augment the data from the
qualitative measure. The implications of these findings will be followed by a brief

summary.

54.3.1 Areas that Impact on time perspectives - Cultural Groups

Responses to the question: What causes you to lose hope? gives an indication of

the issues that impact on how adolescents see their futures unfolding.
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Table 25: Impact areas according to Cultural Group

No | Parents | School Society | Teachers
African 12 |6 13(3) 24 3
Coloured 27 13 34(10) 47 10
White 5 2 5(3) 9 3

108

The above (Table 25) shows the factors that impact on the time perspectives of
learners by cultural orientation. There seems to be a greater density of responses
in the areas of school and society amongst Coloured learners. White learners also
measured a density of responses in the same two areas. All learners also showed a
density of responses in the area of society. These areas indicate where the

learners perceive the impediments to their future time perspectives may be.

Although society on the whole, impacts on all three groups, the responses differ
among the three racial groups. This is in line with other research which found that
the influence of school and society to be extensive and playing a major part on
adolescent development. The response pattern of the learners does not only help

to answer the research question, but also illuminates the focus areas of concern.

The lack of support from teachers affects the impact that the school has. White
learners seemed to get more support from their teachers followed by African and
lastly Coloured learners. Coloured learners seemed to get the least support from
their educators, but generally, educator influence seems to be low in all groups.
Although there was not a significant difference between the response rates of the
groups, Coloured learners demonstrated a greater density of negative responses

compared to the other two groups.
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5.4.3.2 Parental Influence

A plethora of research exists that indicates that parents positively and negatively
influence students’ perceptions about the future (cf. p.48, par. 2). The socio-
economic status of the parents bears much weight in this regard. Coloured and
African youth in the rural schools were all from working class families. Most of the
children’s parents from these schools, worked outside of the towns and parental
absence may have had a negative impact on their children’s time perspectives. The
researcher used parent education as the socio-economic indicator because of the
influence it has on a child’s ultimate educational attainment. Educational
advancement or lack thereof of parents, is seen in this study as a possible barrier
which may negatively impact on the future expectations of Black adolescents (cf.
p.48, par. 2).

In the qualitative data set however, parents did not seem to have a huge impact.
This corroborates research, namely that parental influence seems to diminish during

adolescence in favour of the influence of the school and the peer group.

5433 School Influences

The data were collected from three different types of schools in the Northern Cape.
A number of these schools were situated in a rural environment. The researcher
acknowledges that there may be other factors that could have an influence the time
perspectives of learners, such as achievement motivation, cognitive factors,
resilience, a sense of coherence and other personality and social factors. The
researcher focused only on the independent variable, such as race and dependent

variables such as, parents, school, socio-economic status.

Substantial research has been conducted on the impact of achievement and career-
efficacy on time perspective (cf. p.55, par. 2). It has to be borne in mind that an
emphasis on present and past academic achievement and other school-based
outcomes ignores the richness of cultural capital students may possess when they

reach high school.
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Cultural capital refers to the accumulated cultural knowledge, skills and abilities with
which marginalised groups enter the school system; a fact that the traditional school
system does not recognise, foster or appreciate. This concept is much broader than
the Bourdiean concept of cultural capital. Bourdiex believed that cultural capital
focuses on the economic capital of advantaged groups, such as Western cultures,
and ignores the richness of the cultural capital that disadvantaged communities
possess (cf. p.55, par. 1). This concept of cultural capital encapsulates areas of
resilience which focus on positive adaptation, despite negative social and

environmental circumstances.

In the relative absence of parents due to work commitments in the rural areas,
school experiences play a major role in the adolescent’s time perspectives. These
experiences shape how the adolescent sees him/herself as an individual (personal
identity); as belonging to a particular group (group identity); as having a sexual
identity (boy or girl); and how his/her collective chances within this social setting will
play themselves out. The adolescent’s perspective of the future can best be
understood through an examination of his/her personal school experiences and
his/her meaning-making within these contexts, rather than in an examination of

his/her cultural values.

The focus of this thesis is on the impact that schooling specifically and society has
on the adolescent learner. This emphasis on the social aspects of schooling may
be myopic; nevertheless, the profoundness of attitudes with which learners are
confronted in the school, should not be underscored in any way, as the school is a

microcosm of society and the centrality of the adolescent experience.

Quantitative data - in response to a question on the FTP measure: My education is
of low value for my future career, the learners indicated the following response as
reflected in the table below. This table shows how adolescents feel as a group (the

individual responses to the same question feature in the next table (Table 27)).
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Table 26: Value of school for career
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Does not apply to me 21.0
Hardly applies to me 24.3
Sometimes applies to me 21.8
Often applies to me 15.7
Always applies to me 16.7
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Despite the negative perception of schooling as a tool to further their careers

(16.7%), adolescents still believe that education is of some value. The high ‘Does

not apply to me’ (21%) and ‘Hardly applies to me’ (24.3%) indicate that schooling is

seriously questioned. The majority responses leaned towards a negative 45.3%,

compared to a 32.4% positive response.

When the groups were separated, the response to the same question yielded

significant differences between the cultural groups. African (42.7%) and Coloured

(31.9%) learners did not believe that schooling would get them ahead in life or assist

them in becoming what they should be.
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Table 27: Schooling - Group differences

Coloured | African | White
1. Does not apply to me 21.2 20.9 27.8
2. Hardly applies to me 8.0 10.9 12.5
3. Sometimes applies to me | 28.8 255 23.6
4. Often applies to me 16.0 20.9 15.3
5. Always applies to me 25.9 21.8 19.3

School - Group differences

35
30

@ Coloured
B African
O White

20 |
15 A

5. Aways

1. Does not
apply to me
3.
Sometimes
applies to

applies to

In answer to a different question: | have a fair chance of getting a job after my
studies, focusing on education as playing a role in future prospects, responses were
much higher, which suggests that the completion of studies is regarded as important

by adolescents.

Please turn over



Table 28: Career Prospects after education

5 Always Applies to me 37.5
4 Often applies to me 23.5
3 Sometimes applies to me 21
2 Hardly applies to me 8.9
1 Does not apply to me 9.1
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Career prospects after education
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In response to the same question, there were significant differences between the

cultural groups.
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Table 29: Career prospects by Group

Category Coloured | African White
Does not apply 8.0 11.8 8.3
Hardly applies 5.7 14.5 9.7
Sometimes apply 21.2 21.8 19.4
Often applies 24 1 26.4 18.1
Always applies 41 255 44 .4

Career Prospects by Group
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White (44.4%) learners remained positive about schooling, followed by Coloured
learners (41.0%). African (25.5% learners were very negative about school. The
question now may well be: What are the factors that contribute to these negative

perceptions of school having an effect on their futures?

Please turn over



115
Within the predominantly Coloured schools, a negative response towards schooling
as a pathway to further career prospects corroborates the qualitative data. There
seems to be a perception amongst these learners that they are negatively
influenced by their educators. The educators see society as being unjust; thus the
learner’s perception of an educator’s response is that “some (educators) say they
see only a corrupt, unfaithful and dishonest country that will never change”.
Coloured students are influenced by these views because some of their educators
“see themselves over sea”. The pervasively negative attitudes of teachers seem to
brush off on the learners, causing them to perceive the future as “dark”. The
experiences and perceptions of racism might disrupt the beneficial effects of future
orientation, in that they devalue the impact of the school in creating a positive future.
The incentive value of the school to make that future come about is therefore

diminished.

However, Coloured youth, for example, already perceive racism as a potential
barrier against achieving career goals. This awareness of a discriminatory job
ceiling based on colour is a negative determinant for economic advancement and
will consequently also negatively associate the importance of school in reaching
career goals (cf. p.35, par.2). Conversely, the African learner focuses on issues
other than racism as being a deterrent to making their futures happen. These

impediments are discussed in the next section that focuses on societal influences.

5434 Societal Influences

Society is perceived by all three groups to have an impact on their FTP (Table 26).
The issues that were identified by adolescents to be the major deterring agents to
their realising their futures were violence, health and racism, poverty, crime and

social justice issues.

e Violence

Within South African society, violence has been identified as one of the key
issues that impacts on adolescents’ perception of the future. Gangsters,

child and woman abuse, were identified as the major issues.
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Quantitative data - In response to the question: How violent is South Africa?
there was a common agreement that SA was a very violent (73.9%) society

compared to 8.6% who believed otherwise (RG).

Table 30: How violent is South Africa?

1. Not Violent 3.5
2 1.8
3 3.3
4 Somewhat Violent 17
5 18.7
6 17.7
7 Very Violent 37.5
How violent is SA?
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Qualitative data (Table 25), also indicate that crime affected all groups and was

therefore a major concern.

Although all adolescents are affected by crime, different issues in society worried
them. The qualitative data elicited the following perspectives on violence as
experienced by the different groups of learners:
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White adolescents seemed more concerned about social justice issues stating that it
is “encouraging when people like **** go to jail”. They are also concerned about
how crime may personally affect them, such as “stealing” and “not to be raped”, and
“children who are racist”. Surprisingly, these adolescents did not show any concern
for health and poverty issues. The negativity among White adolescents is
understandable when held up against the changes that South African society has
experienced, with Whites losing privileges and Blacks gaining them.

The responses of Coloured adolescents varied to this question. There seems to be
a collective feeling of seeing “the future as dark and filled with violence” and also an
emphasis on “crime, abuse and rape”. One adolescent worded the response as
follows: “I am actually very worried about the future; too much crime and violence
involved. | wonder if there’ll ever be a future?” There is a fear that poverty,
corruption, gangsters and the absence of job opportunities will be limiting factors in
the realising of their future goals.

African adolescents’ concerns are “worry about gangsters (people killing other
people)”; “violence and rape in my community” and because of the violence, “people
are suffering” and the “high rate of child and woman abuse”. They ask themselves
the question “will gangsters and crime be stopped?” One adolescent voiced this
concern in the following way: “I am very positive about my future and the future of
my country, but | am deeply concerned about the current state of my country and
hope it will change, so my dream can come true.” This perception is one of both

optimism and despondency.

Poverty and unemployment also seem to be of great concern; “I worry about the
economy, how it should be right” and the “problem of unemployment; people are
starving”. The downside of these perceptions is that educators contribute to these
feelings of negativity and the possibility of adolescents perceiving that their futures
will not be realised. They (the educators) “don’t see it clearly (the future) because of
fewer jobs in our country”. In response to the question of who the perpetrators of
the violence are, adolescents gave the following response (Table 32).
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Table 31: Perpetrators of violence

Gangsters 13.3
Taxi Drivers 10.4
Unemployed 10.2
Afrikaner 9.7
Men 8.6
Squatters 7.3
Black Africans 6.3
Other 34.2
Perpetrators of Violence
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* Note: Other includes a number of possibilities which individually, are not significant.

Only response frequencies higher than 6% were plotted.

Gangsters were responsible for most of the violence in South Africa. This is
followed by Taxi Drivers and the Unemployed. Two significant factors are that, on
the positive side, political parties ranked very low, signifying a stable political rivalry.
This is good for South Africa’s political future. Secondly, what is disconcerting, is
that men ranked relatively high, garnering more than 8% of the responses.

The category of violence was analysed further to get a clear idea of how the

different groups saw violence and to explore the identified category of Black
Africans. The responses per cultural group gave a slightly different picture.
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Table 33: Perpetrators - Cultural Groups’ Perceptions

Category Coloured | White | African
1 Men 9,1 8 8
2 Gangsters 17.7 12.9 13.3
3 Unemployed 13.5 10.4 9.4
4 Taxi Drivers 10.5 9.3 3.6
5 Squatters 7.8 8.1 4.8
6 Trade Unions 10
7 Black Africans 7.6
Perpetrators - Cultural Groups' Perceptions
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When the responses of the groups are placed against one another, the pattern of

violent perpetrators changed. All three groups were in agreement that gangsters,

the unemployed and men are responsible for most of the violence.

Interestingly,

White and Coloured adolescents identified ‘taxi drivers’ and ‘squatters’ to be the

most responsible. African students did not perceive squatters and taxi drivers as

responsible for violence (the social perception is that taxi drivers and squatters are

mostly African).
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However, the interesting find is that African adolescents apportioned more blame for
violence on their own group (‘Black Africans’) and trade unions. This perception is
in line with the perceived rejection of their own group, as observed in the Group
Preference Index (Table 12). This is also indicative of how the same social
background has differential impacts on the black groups (Africans and Coloureds).

Table 33: Societal Issues Affecting FTP

No | Social Violence | Racism Health Issues
African 12 11 0 11
Coloured |27 36 21 3
White 5 4 6 0

The qualitative data set (Table 34) shows how the different racial groups perceive
the social factors which impinge on their possible selves. The societal impact was
subdivided into three categories and each was graphed according to how each
racial group perceived the impact on their time perspective. The impact that society
has was further grouped into three subcategories which were not mutually
exclusive. Each of the three identified subcategories, social violence, racism and

health issues also showed significant differences among the different groups.

Both Coloured and White learners showed a higher density of responses in the
areas of social violence and racism. African learners had a greater negative leaning
towards health issues, whilst the other two groups seemingly did not see health
issues like HIV and Aids as affecting them. The lack of responses in the area of
racism among African learners is not surprising, as only a few African learners were

in multicultural schools where the data were collected.
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African and Coloured adolescents identified gangsters as the key source of
violence. White adolescents, and girls in particular, seem to have a pervasive fear of
falling prey to violence and “not to be raped”. The general social ills of “society

crime”, such as “drinking” and “stealing” seem to be a major cause for concern.

e Health Issues

Health issues seem to affect mostly African adolescents (see Table 34).

Specifically HIV/Aids, seems to be a general concern among African
adolescents. Their despondency can be seen in expressions such as “one
day, they will all be affected/infected by Aids” and by the deaths of people
living with HIV/Aids. This negativity surrounding health issues is accentuated
by comments from educators who seem to be saying that “HIV/Aids is killing
the youth and there is no light at the end of the tunnel’. However, the
perception of educators is not only doom and gloom: they also think that “the
youth should prevent HIV/Aids by all means, so that we can have a better

future”.

The absence of health concerns amongst White and Coloured youth should
be seen against the backdrop of the media and the views of parents. The
media have stigmatised HIV/Aids as a disease affecting Black people. Tied
to this perspective is that government is inadvertently entrenching this by
organising all rallies, initiatives and programmes in townships directed at the
Black population, with nothing happening in White communities. The
absence of health issues could also be seen against the advocacy
campaigns which show that when something is removed from one’s current

focus, one is less likely to think seriously about it (cf. p.58, par.1).
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The figure (p124) below graphically illustrates the interrelatedness and

differences as they impact on the various cultural groups.

African

Violence

HIV/Aids

justice

Racism

Coloured White

Figure 2: Interrelatedness of experiences

e Racial Attitudes

The results of the GPI showed that preference for the own group to be high,

except for African learners who showed a higher preference for other groups
than they had for themselves. The RG (Section 3 - Table) a broad social
index which measures subtle racism, found that perceptions of racism are a
serious impediment to time perspectives of Coloured and White learners. In
the schools involved in this study, racism seemed to be absent from African

youth.
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Table 34: Racial Attitudes

1. Strongly disagree 18
2. 6.1
3. 8.9
4. Agree Somewhat 14
5. 11.2
6. 9.2
7. Strongly agree 32.9
Racial Attitudes
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The above (Table 34) shows a response to the question: Do you agree that SA is
still divided along racial lines? The responses were affirmative that South Africa is
still divided along racial (54.3%) lines and that racism is still prevalent. However,
the number of responses which indicated that the participants do not agree (33%) is
also relatively high. The indifferent group of learners could swing the pendulum
significantly either way, which would indicate an overwhelmingly positive perception

that racism is still prevalent.
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In response to specific questions about racial attitudes, the learners responded in

the following way:

Question 1: Do you feel that Race Segregation should be introduced? A
majority of learners, (27,8%) did not regard it as important, whereas 18,7% of
the learners saw it as very important. Disconcerting however, is the high of

21,5% who were undecided.

Question 6: Change the Government? The Ilearners showed an
overwhelming response (33,4%) that Government should be changed, with
only 13,9% regarding it as unimportant. These statistics also indicate that the
adolescents involved in the survey are not happy with the present
government. The undecided group is still relatively large (18,2%). The
question to ask now is: How do these results translate into racism? The
government is Black, hence the negative feelings towards the present

government and an anti-Black sentiment.

Question 9: Increase Interracial Harmony? Encouraging was the fact that
27,3% of the students felt it to be necessary. However, a still larger group of
30,6% have not made up their minds in this regard. The low 8,6% who did
not see it as important is indicative that learners would like to see the

different racial groups working together in harmony.

Question 15: Discrimination in favour of Blacks in the new SA, is just as bad
as discrimination in favour of Whites in the old SA? This question which
directly focused on racial discrimination, evoked these responses — only
13,9% of the respondents strongly disagreed with the statement, while 34,4%
who strongly agreed that racism is about whoever is favoured, was not an
option. This indicates that SA youth would like to see a South Africa free of

discrimination in any form.

Both Coloured and White adolescents noted racism to be a serious impediment to
their futures. Although White and Coloured learners seem to have similar views on
racism as an impediment to their futures, their experiences and perceptions of
racism differ. Whichever way racism or discrimination is experienced, it remains

treacherous, pulling communities apart.
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The White adolescent sees racism as reverse discrimination which is embodied in
affirmative action policies. White adolescents see their future as “ruined” and that
‘racism” and “apartheid” seem to prevail. Learners have however, not given a label
to the racism experienced. Even though “children who are racist” is a concern, they
see South Africa “developing into greatness” and “all as one country standing

together”.

The Coloured adolescent may not be subjected to racial discrimination in the school
setting and may not be actively involved in seeking for a job to have experienced
discrimination; nevertheless, they perceive racism as a serious impediment to their
future. On the other hand they have also not been exposed to racial discrimination
in the past. The researcher can thus make two deductions from this: adolescents
voice the opinions of their parents and/or educators, as well as internalise what they

see happening in broader society.

All Black students experience racism in institutions of learning. However, this
research has identified a change in the trend of pervasive racism. Only the
Coloured learner seems to feel overwhelmingly that he/she has fallen prey to
racism. Although these experiences may not stem from what may be happening in
the school, perceptions in the media, from educators and from parents, seem to fuel
these notions of discrimination. One student related a teacher’s remark: “Blacks are
positive and Whites are negative” and that they (teachers) “see themselves
overseas”, “that the country is “corrupt” and “that the country will never change”.
This causes the Coloured adolescent to question the possibility of whether he/she
has a future in the country. He/she sees his/her future as “very dark and there are

not enough people trying to stand up for our (Coloureds’) future”.

Both White and Coloured adolescents seem to be involved in thinking contrary to
the facts revealed. Counterfactual thinking refers to the making of comparisons
between an experienced reality and an imagined reality. This type of thinking may
be contrary to the facts and arise from the suggestion that individuals motivated
towards self betterment often make social comparisons with individuals who are
slightly better than they are. Coloured adolescents are therefore motivated to
enhance their subjective well-being by seeing themselves as worse off than others.
The thoughts that impact on these learners’ sense of self arise from perceptions
outside of themselves (external locus of control) (cf. p.56, par.2/3).
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These thinking patterns are succinctly captured in these responses from Coloured
adolescents: “If the government changes, hopefully this will be a safer country” and
“to see a future of South Africa changing, but for me | don’t see it as changing
because we live in a land that only cares for some and other people don’t matter; |
think the country is getting worse than before”. These targets of social comparison
are referred to as better and worse possible worlds which are embraced in
counterfactual thoughts. Students reported that their parents and educators “speak
about the (country) past, how great it was” compared to what it is now. There is

thus no external source that affirms their self worth.

The Coloured adolescent also experiences being excluded from mainstream social
upliftment as embodied in Black Economic Empowerment because of not being part
of affirmative action policies. This takes place on both an institutional level and on a
personal level. Although Coloured people are constitutionally regarded as being
Black, skin-tone stigma impacts on their feelings of self worth (cf. p.48, par.2). One
adolescent remarked: “I see a dark future for us Coloureds because we are not
black enough”. Thus skin tone as a form of social stigma deviates from the
attributes of being black which is considered acceptable when consideration for a
job is taken into account. This stigma has an effect on Coloured adolescents’ self
esteem and feelings of self worth and has increased their perception that one’s race

is a factor in securing a future (racial salience).

5435 Discussion of Societal Issues

The research has identified that society affects the time perspectives of all
adolescents. The societal issues that have been identified are: parents, school and

society.

The social standing of the parent, which was measured in educational terms, is of
importance to the adolescent’s self belief. Notwithstanding, the parent’s socio-
economic standing, parents still encourage their children to get an education.
Additionally, parents in rural areas have an added disadvantage. They are not
always present to paint better future possibilities for their children. Moreover, the

area itself being one of isolation, affords limited opportunities for the adolescent.

Please turn over



127

The emphasis now falls on the school to present future possibilities for learners.
The school is however, fraught with problems in this regard. Educators do not
always seem to present learners with possibilities in which their possible selves
could be realised. Secondly, educators (especially those in Black schools) seem
demotivated. One learner remarked: “they (the teachers) do not seem to care about
us” thus causing learners to be affected negatively. The White learner does not
seem to have this problem as most of the teachers in the multicultural schools

remain White thus indicating that there are possibilities for them.

Societal issues however, have differential impacts cross-culturally. Within society,
violence, health issues and racial attitudes affect students’ time perspectives. In the
light of the above, the level of violence and crime in South Africa has to be taken
seriously. The youth see violence and crime as the most important threats to
achieving their dreams. African learners are the only ones who experience health
issues as a problem. All three groups are in agreement that violence is the single
most precocious impediment. The level of violence perceived by the youth, has

entrenched the belief that the country is a violent place in which to live.

White learners identified racism and social justice issues as impeding their futures.
The negativity observed in youths of colour, may be attributed to a number of
factors. One of these could be the perceived loss of privileges which are not
evidently better under the new dispensation. One learner observed that it was “not
like before”. Consequently, some students expressed anti-black sentiments by
stating that “everything is for Blacks” thereby revealing a negative perception of the
Black government. Even though Coloureds are constitutionally recognised as
Blacks, Affirmative Action excludes them from the privileges the Black Africans

seem to be getting.

The question may arise: Why does race feature as an impact variable above other
variables which may impact on adolescents’ time perspectives? Responses to such
questions focus attention on the insidious nature of racism in our past history of

oppression and that racism will not simply disappear in our society and schools.
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Furthermore, the results may point to the importance of constantly examining the

potential effects of racism on our school-going youth, systematically and empirically.

Although research agrees that Black adolescents generally, are at the receiving end
of negative or lowered teacher expectations (cf. p.26, par.2, 3), this group seems to
continue to have high expectations. Conversely, the Coloured group of students
seems to have lower future expectations because of negative teacher expectations
and the perceptions they have about society. Societal dynamics playing themselves
out in the school environment seem to be the key delimiting factor (to which the
media and parental perceptions about society, contribute). Students however, still

place value on school education to enhance their future life chances.

5.4.3.6 Summary

The findings of this research firstly corroborate other research internationally (cf.
p50, par. 2), namely that time perspectives differ cross-culturally. Knowledge in this
area has been expanded, in that it can now be verified that the different cultural

groups within the same social context perceive time perspectives differently.

The following were experienced as impediments to the adolescent’s life chances.
The White adolescent cited social justice issues as a concern and racism to a lesser
degree as factors that influenced their chances of securing a future. The Coloured

adolescent perceived racism and social violence as key factors.

The African adolescent saw HIV/Aids as a major factor with violence second to their
health concerns. In addition, this research corroborates research internationally, in
that White westerners have an extended time perspective, whereas people from
African descent have a shorter time perspective. However, the African adolescent
seems to be focusing on personal needs rather than community needs as
suggested by previous research in this area. Patterns of how adolescents self
identify have also been identified, which gives an indication of how South African

society is still racially polarised.
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CHAPTER 6
IMPLICATIONS FOR PRACTICE, LIMITATIONS AND
RECOMMENDATIONS

6.1 Introduction

This research firstly looked at how adolescents see their future and why. Secondly,
this research identified differences in time perspectives among the different cultural
groups. Thirdly, differences were also identified between the Black (African and
Coloured) groups in particular. Different areas of time perspectives were identified.
In these identified differences; some groups shared the same perspectives and also
showed differences. Although the school and society impacts on all groups,
different areas of the same society have influenced the time perspectives of African,

White and Coloured adolescents.

The results in this research have a number of implications for educational practice in
South Africa, as well as internationally for countries beset by racist ideologies, be

they overt or covert.

The current study’s findings also have implications for programme development for
educators focusing on addressing issues of prejudice as well as programmes that
foster ethnic identity development and a common South African identity for all
learners — unity in diversity. This may have a beneficial effect on the student’s

future time perspectives.

6.2 Implications of this research

6.2.1 Although South Africa has transformed its educational system and uses it as
a vehicle for the broader social transformation of society, racism remains prevalent

in South African society. The prevalence of racism in schools and society has a

number of implications for the youth:
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The Future Time Perspectives of adolescents, especially for those for
whom the changes were supposed to propel to greater self fulfillment,
have not had these fully realised;

There is no consistent perception among the Black youth that education is
the vehicle to secure one’s future. Disadvantaged learners therefore
show a deteriorating interest in school, hence the high drop-out rate and
low transfers to institutions of higher learning. Learners also demonstrate
high levels of emotional stress as a result of crime, health issues, poverty
and discrimination (note the high teenage suicide and drug abuse levels)
in secondary schools. There is a growing need to give more attention to
mental health issues. Conversely, White students continue to believe in
the value of education to realise their future;

White students have a more extended time perspective than Black
students. They focus on more distant goals, while African students seem
to focus on more proximal goals. However, given the same social
conditions, the differences in the length of time perspectives that exist
between these groups may narrow; and

Contrary to research in this area with reference to Africans having a
greater concern for community, this research found that African students
have a greater concern for personal advancement than for community
issues. Conversely, White and Coloured students seem to focus on
community needs. The reason for this change could be a direct result of
perceptions about being discriminated against. Thus, instead of focusing
on personal goals, these groups seem to be concerned about the future of
their groups as a whole.

6.2.2 This research contributes to the study of racial orientation among South
African youth, which is very limited at present. The forming of social relations
between groups is important as this country seeks to establish its rainbow nation,
as well as a common South African identity among its youth. The construction of
racial identities could see new theories on identity development emerge which may
not necessarily follow the well-known models of identity development as
constructed by Cross (cf. p.41), Erikson (cf. p.38) and Helms (cf. p.43) for various
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White students in South Africa have to rework their identities on various
levels:

** the identities of the White adolescent developed around power and
control (political power). With the loss of these privileges which were
inherited, white adolescents have to renegotiate their identities.

** With the social transformation of South African society, they find
themselves being White in a Black world with little or no political power.
On this basis the White adolescent has to reconstruct his/her identity.

** Job security on which a firm sense of self was built (which came with
political power), has diminished and is no longer a certainty. Thus, these
students have to reconstruct meaning in this new world.

** The experience of racism affects their sense of self. Thus a reworking
of their identities has to be done against the diminished sense of self
(being politically in a lesser or subjugated position).

Black students, specifically African students have a heightened sense of
self perception brought about by the socio-political changes which have
afforded them opportunities through Affirmative Action policies. The
affirmed sense of self has changed (self concepts) and the realisation of
their possible selves seems more attainable. The resultant positive
identities which are emerging will be more positive than are found in
previous studies (cf.p.41).

The Coloured students’ sense of self is adversely affected by the insidious
effects of racism which continues to delimit their sense of self, as well as
future possibilities (aspirations and expectations). However, the
perceived discrimination that this group seems to experience as a
collective, has in turn, certain implications:

** A greater sense of cohesiveness as a group;

** A more positive sense of self; and

** A greater concern for the welfare as a group.

A difference in the time perspective of boys and girls has been identified.
The affording of opportunities for the girl child could see the identified

differences between boys and girls diminish.
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e Lastly, in the forming of social relations:

** White students showed a greater sense of group identity than the
other groups (Laager mentality). This has negative implications for the
building of a common South African identity;

** The Coloured students had a growing sense of group identity which
was not previously the case. This could have positive implications for
a distinctly South African identity; and
** The African students however, displayed a distancing from the group.
This has both positive and negative implications for the establishment

of a common South African identity.

6.2.3 A firm sense of self is developed within a society that accepts all individuals,
regardless of sex, race, colour or creed. Additionally, the sense of self is enhanced
when the school system and the society are able to create an enabling environment
in which the learners can visualise their possible realised selves. The major
delimiting factors in realising their futures, is both the school and the social
environment.
e The school system in which learners find themselves is still divided along
racial lines. The racial lines that are manifest within the school are a
reflection of broader society. The perception of race as a barrier against
achieving future goals is a serious impediment to Coloured and White
youth. If not addressed, it could have a significant impact on their
educational experiences.
The pendulum in terms of racist experiences seems to have shifted. In-
stead of the African and Coloured learners being subjected to racism (cf
p.13, par. 3), it is now the White and Coloured youth who seem to be
experiencing racism within the system. In the present study, it is noted
that racism seems to be having an acrimonious affect on the Coloured
youth and on the White youth to a lesser degree. There may be a number
of reasons for this variance:
** The multicultural schools in rural areas are mostly Afrikaans-speaking
and most of the educators in these schools (ex-Model C) still remain
overwhelmingly White;
** The White youth seem to have a consistent belief that there is hope

that their futures may be realised;

Please turn over



133
** Most of the White youth come from a business or farming background
with educational experience (they have economic capital), which would
mean that they have a secure future and value the importance of
education;
** The Coloured students who find themselves in these schools may
experience racism from educators in the school. These perceptions are
also fueled by societal dynamics - parents, educators and the media are
the key figures in conveying messages of racism to young people. The
truth of these messages should not be questioned as racism continues to
have deleterious effects on these students; and
** The pervasive feeling of perceived discrimination by Coloured
adolescents should be attributed to other factors, rather than solely school
influence. These perceptions may cause racial polarisation if not
addressed, which in turn, could threaten the progress of the Rainbow
Nation.
The response of the White students with reference to their perception of
racist experiences is to be expected. These perceptions should however,
be viewed against what their parents are currently experiencing, as these
students have not been exposed to the real world. Nevertheless,
perceptions of racism is not as prevalent as anticipated when compared
to the perceptions of the Coloured youth.
There is a difference in the experiences of racism between White and
Coloured youth. The White youth experience racism as reverse
discrimination. The Coloured youth experience racism from the White
youth — an experience their parents constantly relate to them. Moreover,
the perceived discrimination from their Black (African) counterparts is
actually more difficult; thus the term, Second Racism. The coining of the
term, Second racism which refers to the perceptions of racism by
Coloured youth, who are also Black, is disconcerting (cf. par. 6.2 —
Second Racism explored).
Significant in these findings, is the absence of perceived discrimination
experienced by African adolescents. There may be a number of reasons

for this:
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** Most of the African students involved in this study were in African and
Coloured schools. In these schools they are not seen as a separate group
and there appears to be a prevailing unity between the Black groups
(Coloured and African);
** The rural schools seem to have a greater level of integration among
the different ethnic groups. At this point it is not clear how urban youth in
the major centres of our country (multicultural schools) would respond to
the same questions; and
** The role of the media in constantly portraying African role models
(politicians) and high profile jobs of African citizens, strengthens the idea
that the possible selves can be realised. The impact that the media have
in strengthening these beliefs, should not be underscored.
These findings also point to the importance of consistently examining the
potential effects of racism in systematic and empirical ways in our
education system.
The open-ended questions also elicited perceptions on the level of
commitment and satisfaction that our educators have in educating the
youth of our country (from the perspective of the learners). The poorly
motivated educators will continue to produce poorly directed learners, as
long as they neglect to focus on assisting the learners towards building a

future.

6.2.4 The learners involved in this study, saw society as having the biggest impact

on them concerning reaching their future goals. All the racial groups indicated that

violence was the most serious threat to their futures. The main perpetrators of

violence were gangsters. Second to gangsters were men, taxi-drivers and trade

unions.

Interesting however, was that African learners saw African men as being

responsible for most of the violence. There was variance as well as commonality

regarding the other social dynamics impacting on their time perspectives:

The African adolescent identified next to violence, health issues,
specifically HIV and Aids and poverty as curtailing their futures.
The Coloured adolescent identified next to racism and violence,

unemployment as the other impeding factor.

The White adolescent saw next to racism and violence, social justice as

his/her major concern.

Please turn over



135
6.2.5 Research into FTP has to be contextualised at all times. Studies which
suggest that White Westerners are more focused on distal goals when compared to
people from African descent seemed to have ignored a number of important
variables. The researcher is of the opinion that cultural differences have to be seen
against the backdrop of specific contexts: given the same social circumstances, the
different cultures may not have vast differences in time perspectives, as the widely

held belief maintains.

6.2.6 Although this research concurs with other studies which suggest that Black
adolescents seem to focus on proximal goals rather than distal goals, African
adolescents in South Africa hold a different perspective. Contrary to findings that
indicate that adolescents of African descent focus more on community needs (cf
p.66, par. 1), African adolescents, like White westerners, seem to focus on personal
goals rather than on community needs. Secondly, the researcher is of the opinion
that time perspectives are economically based. Affluent populations have the
luxury of planning for futures that may extend beyond their lifetimes (economic
capital), while poorer people (disadvantaged sectors) focus on the gratification of
needs that are immediate and may not see a distant future; hence the focus on
proximal, rather than distal goals. Therefore, given the same socio-economic
conditions, Black and White groups may focus on distal, rather than proximal goals,
as well as seeking self advancement rather than focusing on community needs.
The perception that White westerners have a more extended time perspective than
traditional cultures (of African descent) should be evaluated against such economic

contexts which may exist.

6.3 Second Racism

This is where the central difficulty lies for Coloured youth (and Coloured people in
general): being discriminated against by your peers of darker skin colour, especially
those with whom you share a common history of being disadvantaged and
discriminated against. The researcher coined this form of racism as Second

racism.
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The term ‘second racism’ differs from what is commonly known as colourism in
some African and Western countries. Colourism is based on skin tone stratification
which refers to intra-group attitudes towards those of lighter or darker skin tone.
Because Coloureds’ ancestry is from a myriad of ethnic groups other than solely
White and Black (cf. p.45, par.2), discrimination against this group cannot be

termed colourism.

This type of racism may be viewed from two perspectives. Firstly, one of sameness
in the historical context of subjugation, but one group being perceived to be more
advantaged through political power. Secondly, skin tone becomes relevant when
guided by the majority’s perception of difference. The experience of this type of
racism is different from White racism which is commonly known. Currently, the
perception of racism experienced by Whites from African people is also a new
phenomenon in South Africa and is commonly referred to as reverse discrimination

by White people.

6.4 Limitations of this study

A number of limitations emerged during the course of analysing these findings.

6.4.1 The small number of White students (qualitative) in this study limits the
generalisability of the qualitative findings, even though these excerpts are

substantiated by the quantitative findings.

6.4.2 The lack of participation of the urban multicultural schools. Perceptions from
these students in the urban centres may have yielded significantly different results in
some areas of the research, specifically on perceptions of racism. Students in this
setting are more polarised than in the rural areas. Black students in the urban areas

may have a different perspective from those from the predominantly rural settings.
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6.4.3 Academic performance on individual and school levels was not taken into
account, as it would have skewed the research more towards future expectations
which are centred on career guidance. Academic performance would however,
have given an indication as to what extent the findings corroborate international
findings vis & vis students with a high academic performance have a generally more

extended future perspective than those with lower performance.

6.4.4 Other personality variables such as achievement motivation, resilience and
social conditions of both Black and White groups have not been used as variables in

this research.

6.4.5. Having explored the different modes of identity development of the different
groups, this research failed to exploit the level of identity development of South
African youth fully. A different identity measure would have assisted in making a
more comprehensive assessment of how adolescents identify and at which phase

they are, in their identity development.

6.4.6 The research could have further explored the levels of racism as experienced
by White adolescents, as well as their concerns regarding racial issues and how
they have influenced their levels of identity. Additionally, the South African social
order being reversed, it would have been interesting to note the experience of being
White in a Black world and the possible constraints it might have on White

adolescents’ identity development.

6.4.7 This study has not explored the possible effects of role models and the media

on adolescents’ time perspectives to the full.
6.4.8 Gender differences in time perspectives have to be explored more
extensively, as the constitutional mandates may have broadened the vision of

possible selves that the female child may muster.

6.4.9 The research breaks new ground for additional research on a national level

regarding time perspectives cross-culturally.
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6.5 Recommendations

The researcher’'s recommendations for an educational map towards a common
South African identity, the deracialisation of our schools, as well as the development
of personal identities in mono- as well as multi-cultural classrooms, suggests the

following:

6.5.1 Significant others in the learners’ social environment, parents, educators and
the media need to play key roles in deconstructing racial attitudes and focus on the
process of depigmentising South Africa, as people still tend to think along colour
lines. The principal catalyst in this process is the educator. A praxis through which
personal prejudices can be reduced in educators, may be termed the Race A’s as
suggested in this thesis (by reducing prejudice in educators one will also be

addressing the perceptions that these prejudices may evoke in learners):
o Acknowledge — educators have to acknowledge their personal
prejudices (their feelings that they have about others which may

or may not be prejudicial, as well as knowledge of existing

stereotypes).

o Awareness — educators have to become aware of personal
prejudices.

o Acknowledge — educators have to acknowledge the potentials

inherent in racism/racist attitudes.

. Awareness — of the effect of inconsistent behaviour towards
others who are culturally different (school discipline, sport
involvement and acknowledgement of successes and/or
failures).

o Address — educators have to address issues and perceptions
about race among colleagues of different cultural orientations in
order to deracialise attitudes.

. Address — recognise and address issues of racism and/or
racist behaviour among learners or act against behaviour that is
culturally offensive.

J Action — act consistently towards learners who are culturally
different from you; for example, educator discipline has to be

consistent.
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J Alertness - constantly examine yourself and remain alert to
societal stereotypes and constantly address them in an open

manner with learners.

6.5.2 This study has implications for programme development which suggests that
school initiatives could be improved by incorporating ways to encourage students to
use the support systems that they may already have and to build additional support

networks within their communities.

6.5.3 School programmes should be structured in such a manner as to incorporate
ways to encourage students’ development towards a common South African identity
across the curriculum. Identity development of South African youth has to be
explored further, especially against the rapid social transformation this society has

experienced that has affected all learners’ sense of self.

6.5.4 Research in the development of SA identities needs to command
considerable attention within the next few years as SA moves closer in bringing
groups together and working collectively towards a common South African identity

embraced by all.

6.5.5 School racial diversity which is currently being promoted by our educational
system should be rigorously pursued. The researcher is of the opinion that students
who interact within a diverse school setting, will be more motivated to learn from one
another and will be better able to participate in a heterogeneous and complex
society that looks past racial practices that limit their perspectives. Learning
together also opens up ways for better understanding between cultural groups. In
addition, a diversity of experiences increases the sense of commonality which is
essential if education is seen and used as an agent of social change to construct a
common future for all learners and create a common SA identity. Such programmes

should be pursued within both multicultural and monocultural schools.
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6.5.6 The Life Orientation (LO) Learning Area is tailored to foster the building of a
common SA identity. Although the Learning Area addresses issues of commonality,
respect for our National symbols, acknowledging and respecting the differences that
exist (unity in diversity), as well as respect for one’s own, it fails to address the core
issues of racism and does not explore racism. The issues of race and those who
are culturally different should not be sidestepped but continuously addressed within

the curriculum.

6.5.7 If possible selves are measured against career expectations, there is no
congruence. Learners in rural areas are unaware of opportunities in which their
possible selves can be realised.

. Schools should place a high priority on sculpting future
prospects for learners in these areas. In this regard, educators
need to have knowledge of their learning areas which focus on
content extension that goes beyond their scope of practice
(across the curriculum) as envisaged in the learning tasks.

. School programmes should be structured to focus on future
issues which include prospects that are available for possible
career attainment, as well as the future for the country as a
whole.

o Institutions of higher learning need to build relationships with
schools to give learners a view of a future that extends beyond
school and places of work. Staff from these institutions should
visit schools on a quarterly basis with structured programmes
about opportunities available at these institutions, in order to
motivate learners for future possibilities in higher education
which extend further than just careers. All feeder schools
should be incorporated in these programmes and not just elite
schools in major centres. Currently, many rural schools are
never visited by these institutions and career exhibitions are
held only at major centres, thus leaving the child in the rural
areas behind (these schools are not able to afford travelling

expenses to these exhibitions).

Please turn over



141
. The private sector, should, as an extension of their programmes
to give back to the community, also parent schools with the
same objectives in mind as the institutions of higher learning.
. Academic tasks should be more future orientated. This will
open up avenues for adolescents that extend beyond that which
they presently know.

6.5.8 Societal issues should be tackled within the curriculum. By debating issues of
social justice, crime, poverty and discrimination, children are assisted in mapping
their future for a new world. However, for an educator to tackle these issues within
the curriculum, he/she first has to deal with issues of personal prejudice (as
suggested by the praxis). This will allow the educator to tackle moral and social

issues such as HIV/Aids in an open way without bias.

6.5.9 Next to health issues, poverty and unemployment hangs like a cloud over the
prospective futures of adolescents. South African society has to find ways to
continually address these problems in innovative ways by making the youth part of
the solution. Academic programmes should therefore, not only focus on academic
achievement, but also look critically at society and try to find ways of solving these

issues through debates across the curriculum.

6.5.10 Government programmes should not focus on one group of our society
solely. The challenge is on Government to spread the HIV/Aids message across the

cultural divide by also having programmes and rallies in all communities.

6.5.11 Students who are present-time orientated are likely to differ in their needs
from students who are more future orientated. These students may thus require
different interventions or benefit from different modes of teaching. The new
curriculum is perfectly tailored to meet these needs if educators are motivated to

help realise that future for all learners.
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6.5.12 This research pleads for an epistemological redress through which the
cultural capital of learners may be exploited in the school. This would mean that
education has to move outside the curriculum to acknowledge and accredit lessons
learned outside the school yard. Currently the efforts of the Skills Development
initiatives, specifically those focusing on the Recognition of Prior learning, have not

been explored fully.

6.5.13 Issues of race should not be sidestepped but confronted continually and the

concept of Second Racism should be explored further.

6.6 Challenges for Practice

The challenge to implement recommendations lies in the preparedness and the
versatility of educators to make this come about. It has to be borne in mind that the
educator plays a pivotal role in terms of the processing of emotion regulation
through their help to accurately identify, manage and express the emotions
experienced in the diverse classroom. Teachers should thus work towards
promoting conditions for inter-group contact within schools to facilitate positive inter-
group relations and thereby reduce the potentials of racism inherent in such

encounters.

Teachers and significant others should play important roles in the personal
development of students by helping them to envision a variety of future goals and
possible selves, and by helping them recognise contingent paths between future
goals and current tasks. Schools are potentially powerful socio-cultural contexts
which influence students and against this background, schools can encourage
students to envision future selves that are not constrained by stereotypes

associated with gender, race or socio-cultural status.

The current programme of Life Orientation has the potential benefits of imparting life
skills, decision-making skills, coping strategies and ways to negotiate conflict and
other developmental issues. However, educator support, specifically that of
guidance counsellors, is needed to attend to the mental health needs of these
learners. This kind of supportive school climate is even more profound, considering

that many of these students come from family backgrounds and environments

Please turn over



143
where such support may be lacking. Failing to support learners may have critical

effects on future educational and life opportunities.

Teachers will need better training in dealing with issues of diversity within the
classroom, positive identity development and how to motivate learners towards a
realistic future. However, this cannot happen if teachers themselves are not
motivated to teach. One of the greatest impediments to learner motivation is
educator commitment. Learners often fall victim to educators who are inadequately
prepared to teach. These and other negative experiences of learners engender
feelings of impotence at being unable to influence their environment, their learning
capacity, and their ability to make that future come about. Thus, disempowering
actions observed by learners of educators distancing themselves academically and
emotionally from learner issues may have a deleterious effect on those learners.
This can be demotivating to learners, specifically those from disadvantaged
communities who already have an impoverished sense of self with very few future
prospects, and a serious indictment against our educators’ capacity to motivate

learners towards a better future.

Positive feedback from significant others such as educators may counteract the
influence of racially, culturally or gender based occupational stereotypes and other

environmental barriers.

Because Coloured students perceive numerous barriers in attaining their future
goals, sources of strength and support are extremely important to help counteract
these obstacles and strengthen these students’ beliefs in themselves and their

expectations about their future.

The cardinal finding here is that race affects available options and chances of
succeeding in life. Therefore, competencies must be developed to assist these
adolescents to navigate a sometimes hostile environment. Teachers are best
placed to turn these perceptions around. Our political establishment as well as the
media could help change these perspectives in working towards building unity,
rather than polarising racial groups and assisting South Africa to achieve the racial

unity which was fought for.
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The prevalence of racism in our society should be perceived with the assumption
that White parents socialise their children in terms of positive possible selves.
Likewise, Black parents have to continue to instill in their children a sense of ethnic
pride and an awareness that no social or racial barriers exist and how to overcome

them should they be encountered.

The social and emotional support from parents and educators, as well as society
which could buffer the pervasive effects of societal racism on the Coloured
adolescents’ future perceptions, seem to be absent. On the one hand, Coloured

parents and educators are negative about the future.

Despite the lower levels of expectations that disadvantaged learners encounter in
school, these learners do bring to school skills and knowledge that are not
necessarily measurable in academic terms or found in books. In order to turn the
traditional notions of weakness into strengths, marginalised learners need to be
empowered to utilise cultural assets and wealth already in their communities.
Schools also need to find ways to harness and exploit the cultural capital that
disadvantaged youth bring to school. The social transformation of classrooms in
South Africa will need to harness this richness of community knowledge when

educating in multicultural settings.

The roles enshrined in multicultural education, namely to help students acquire the
knowledge, skills, power and positive self-identity to pursue their life goals and
remove barriers that prevent the pursuance of such, should be embarked upon

more forcefully.

This research opens up a Pandora’s Box when it comes to how South African
adolescents’ view their self-identify. This area of research needs extensive
exploration. The researcher has detected significant shifts in the identity
development of all groups. All adolescents have to rethink their identity as there
may be significant changes; for example, the White adolescent has to rethink and
reposition him/herself to being White in a Black world. The female child may also, as
a result of the constitutional mandates which afford more opportunities to her, be

affected in her identity development, as well as how she sees herself in time.
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6.7 Conclusion

The words of Comer (1980:366) should sound as a warning to those who seem to
sidestep or deny the existence of racism in our society, that all forms of racism “from
the benign to the malignant are harmful to all our citizens and to society as it may

lead to internal conflict and a malfunctioning society”.
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Appendix A GRADE 11

QUESTIONNAIRE A

Dear Scholar,

Thank you for participating in this study. In this study we wish to understand how young people see
this country. Please take these tasks seriously and answer the questions truthfully. EVERYTHING
you write here will be kept confidential. In any publication of the results your answer will be
combined with many others so will not be identifiable.

Please answer all the questions. If you do not know an answer, write “DO NOT KNOW” in the
space.

SECTION 1: PERSONAL INFORMATION

For Office Use only
L |school ]
___________ Rual 1]
Urban 2 2
2. \Age
___________ 4-15 |1
,,,,,,,,,,, 6-17 |2 ]
___________ 8-20 ]3]
+20 4 6
3. |Gender ]
___________ Male
Female 2 8
4. |Placewhereyoulive | |
___________ Town
___________ Suburb 2]
Farm 3 11
5 | Homelanguage |
,,,,,,,,,,, English |1 ]
___________ Afrikaans ]2 ]
,,,,,,,,,,, Setswana |3 ]
___________ IsiXhosa A
Other 5 16
6. | Parents Education: How far did your parentsstudy | |
,,,,,,,,,,, -6 1]
___________ -8 )2
___________ 910 ]3]
,,,,,,,,,,, CollegeDip | 4 |
Degree 5 21
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| SECTION 2:

In this section please imagine 4 groups of school pupils of your age. They are:

A. Coloured

B. White

C. Black African
D. Indian

For each of the statements below, please put the 4 groups in order like this: The group that is
best described by the statement is given”1”, the next one gets a “2” through to the last group

which is least described by the statement. This group gets the rank “4”.

For example, suppose the statement is “Fond of animals”. If a person ranked the groups of

pupils as follows:

RANK
ITEM Coloured | White African Indian
Fond of animals 1 3 2 4
This means that this person thinks that Coloured students like animals most, followed by
African students, then White students, with Indian students liking animals least.
RANK
ITEM Coloured | White African Indian

| would like to live next door to ........

Lazy

Likely to be managers when they are adults

Clever

I might like to go out with (as a boyfriend or
girlfriend).......

Likely to go to university

Dishonest

I would invite to my party ........

Likely to be unemployed when they are adults

I would choose to be my friend ......

Kind

Likely to live in a good neighbourhood when
they are adults
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| SECTION 3:

Please read each of the following statements carefully and show how well it reflects your situation or
feelings by putting an X in one of the boxes marked from 1 to 7. If you put an X in the boxes marked
1 to 3 it means you disagree with the statement. 1 indicates very strong disagreement. If you put a X
in boxes 5 to 7 it means you agree with the statement. 7 indicates very strong agreement.

1. Given the same education and opportunities, blacks should be able to perform as well as whites in
any field.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

2. Itis important to work for reconciliation and brotherhood between all races in this country.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

3. It would be unfair if greater expenditure on black education were to be funded by white tax
payers.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

4. If all races mixed freely they would certainly live in peace.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

5. Whites should not be allowed to keep their wealth. It should be taken from them and re-distributed
among all the people of South Africa.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

6. Given favourable conditions black majority rule will ensure a stable, prosperous and democratic
South Africa.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

7. Whites should have to suffer for the wrongs of Apartheid.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

8. Only greater equality between all races can in the long run guarantee social peace in this country.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

9. Whites are no better and no worse than any other group.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

10. After what they have done to other groups, whites should have to make some kind of repayment.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE
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11. This country would have a better future if political rights had not been extended so rapidly to
blacks.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

12. Whites can and should play an important role in the new South Africa.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

13. The wealth of this country is almost entirely due to the hard work and leadership of the whites.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

14. Although black living conditions should be improved, it is crucial for the stable development of
the country that whites still retain a great deal of political influence.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

15. Discrimination in favour of blacks in a new South Africa could be just as bad as discrimination
in favour of whites was in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

16. It is important for everyone to forgive and forget the injustice of the past in order to create a
society in which all people will live together in full equality.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

17. In order to compensate for the injustices of the past there will have to be discrimination in favour
of blacks and against whites in the new South Africa.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

18. It is almost certainly best for all concerned that interracial marriages remain very rare.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

19. The history of this country shows that most whites do not deserve to be treated with respect.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

20. Itis important that drastic steps be taken to ensure a far more equal division of the wealth of this
country.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE
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| SECTION 4: |

Each of us has a number of identities. They are part of how we describe ourselves. For
example, we are males or females and we can also have an identity as a member of a sports
team or a religious group. The list below contains some identities. Mark as many of them as
apply to you with an X.

COLOURED 1 ZULU 2 | SOUTHAFRICAN | 3
ENGLISH 4 SOTHO 5 WHITE 6
AFRICAN 7 XHOSA 8 AFRIKANER 9

BLACK 10 INDIAN 11 CHRISTIAN 12
MALE 13 FEMALE 14 HINDU 15
MUSLIM 16 JEWISH 17 OTHER 18

OTHER (PLEASE SPECIFY)

Below, list your identities in order of importance. You do not have to use all 5 slots. For
example suppose you see yourself as being English and South African. If being South
African is more important to you than being English, then you would write South African in
slot "1" and English in slot "2".

RANK IDENTITY
MOST IMPORTANT 1
2
3
4

LEAST IMPORTANT 5
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SECTION 5:

Please read the following questions and mark the box which most reflects what you think or feel. For
example, in statement number 1, if you strongly agree that South Africa is a very violent land, then
place an X in the box labelled 7. If you agree that South Africa is moderately violent put your X in
the box marked 5 or 6. If you disagree that it is violent then you put an X in the boxes marked 3 or 2
(or 1 if you strongly disagree that it is very violent). If you think it somewhere between violent and
peaceful, then put your X in the box labelled 4.

Answer the other questions in the same way.

1. How violent is South Africa?

NOT .  °—1°r [ ©° 1 VERY
VIOLENT 1 2 3 4 5 6 7 VIOLENT

2. How do you feel about the future of this country?

NOT AT ALL | | | | | | | | VERY
WORRIED 1 2 3 4 5 6 7 WORRIED

3. A predominantly Black government is in power in South Africa. How has this affected your life?

MY LIFE IS | | | | | | | | MY LIFE
MUCH THE 1 2 3 4 5 6 7 IS VERY
SAME DIFFERENT

4. Under this new government ...

MY LIFE IS | | | | | | | | MY LIFE IS
MUCH BETTER 1 2 3 4 5 6 7 MUCH WORSE

5. How do you feel about the present government?

VERY | | | | | | | | VERY
NEGATIVE 1 2 3 4 5 6 7 POSITIVE

6. How successfully do you think that the present government will rule the country?

VERY | | | | | | | | NOT AT ALL
SUCCESSFULLY 1 2 3 4 5 6 7 SUCCESSFULLY

7. Do you think the country is a better place to live in now than before (when only white people were
in government)?

DEFINITELY | | | | | | | | DEFINITELY
YES 1 2 3 4 5 6 7 NOT

8. How often do you think about the future of this country?

VERY | | | | | | | | NEVER
OFTEN 1 2 3 4 5 6 7

9. How interested are you in South African politics?

NOT AT ALL | | | | | | | | VERY
INTERESTED 1 2 3 4 5 6 7 INTERESTED
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SECTION 6:

In this section we would like to know about how things have changed for you and your family since
the elections in 1994, and how you feel about them.

When we talk about the OLD South Africa, we mean the country before the elections in 1994. NEW
South Africa refers to the country after the elections.

Please read each statement carefully and show how well it reflects your situation or feelings by
putting an X one of the boxes marked from 1 to 7. If you put an X in the boxes marked 1 to 3 it
means you disagree with the statement. 1 indicates very strong disagreement. If you put a X in boxes
5 to 7 it means you agree with the statement. 7 indicates very strong agreement.

1. My family is having more money troubles now than it used to have in the old South Africa.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

2. Members of my family are more certain that they will keep their jobs now than they were in the
old South Africa.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

3. Itis harder to find housing that my family can afford in the new South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

4. There are many more pupils from other "races™ in my school now than there were in the old South
Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

5. Pupils of different races get along well in my school

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

6. We have more people of different "races" living in my neighbourhood now than in the old South
Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

7. There is conflict between neighbours of different races these days

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE
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8. People leaving school in the old South Africa, found it easier to find a job than | will

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

9. My family and I are likely to leave South Africa now that the new government is in power.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

10. Things in the country will improve now that the new government is in power.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

11. 1 wish that we still lived in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

12. Other race groups have more advantages than my race group.

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

13. My race group has much more importance in the New South Africa than it did in the old South
Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

14. | think there is less violence now than there was in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

15. 1 think there is more crime now than there was in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

16. There is much more international trade and tourism now than there was in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

17. There is discrimination against Whites, Indians and Coloureds in the new South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE
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18. There is less sex discrimination and more opportunities for women in the new South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

19. There is more friction and tension between the race groups now than there was in the old South
Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

20. The country’s economy is in more trouble now than it was in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

21. There is more interaction with the rest of the world and more acceptance by other countries now
than there was in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

22. There is less housing and more homelessness now than there was in the old South Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

23. There is more freedom of speech and other human rights now than there was in the old South
Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

24. There is a drop in the standard of education (in schools and in universities) in the new South
Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE

25. People are generally much happier in the new South African than they were in the old South
Africa

STRONGLY | | | | | | | | STRONGLY
DISAGREE 1 2 3 4 5 6 7 AGREE
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SECTION7:

Who / what do you think is responsible for the violence and crime in the country? (Please mark as

many as you think relevant with an X)

ENGLISH WHITES 1 BLACK AFRICANS 2 COLOUREDS 3
INDIANS 4 CHRISTIANS 5 MUSLIMS 6
JEWS 7 MEN 8 WOMEN 9
AFRIKANER 10 POOR PEOPLE 11 GANGSTERS 12

THE GOVERNMENT 13 | UNEMPLOYED PEOPLE | 14 SQUATTERS 15

THE RIGHT WING 16 THE LEFT WING 17 THE POLICE 18

THE ARMY 19 TRADE UNIONS 20 TAXI DRIVERS 21

POLITICAL PARTIES | 22 | (PLEASE SPECIFY)

A number of solutions that might stop or reduce the violence in this country have been suggested.

How important do you think each of these solutions would be in reducing the violence in South
Africa.

1. Re-introduce race segregation

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

2. Provide education for everyone

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

3. Have more police

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

4. Rehabilitate the criminals

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

5. Create more jobs

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT
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6. Change the government

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

7. Re-introduce the death penalty

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

8. Let the community be involved in fighting crime

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

9. Increase inter-racial harmony

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

10. Give more money to the poor

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

11. Promote political tolerance

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

12. Impose more severe punishments for crime

NOT AT ALL | | | | | | | | VERY
IMPORTANT 1 2 3 4 5 6 7 IMPORTANT

THANK YOU VERY MUCH FOR YOUR HELP WITH THIS RESEARCH.
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ADDENDUM B

Additional Questions

1. What kind of person would you like to be?

2. What are the things that worry you about: (Name 1)

Your school:

Community:

Country:

3. What are the things that cause you to lose hope?
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Appendix D
Debriefing Statement

My name is Allen Grootboom, | am an Educational Psychologist. | was involved
with the Educational Support Centre. | am currently doing my doctorate at the

University of the Free State in Bloemfontein.

My research is targeted at you young people to find out what is important to you in
the future and how you see the future. If we know what worries you about the
present and how you see the future, it may help us plan better so that your life and
others who come after you may benefit. Your insights about society will help us
plan ahead. Thus in essence you will be contributing to changing policy and giving

guidelines that we can use in programs in schools to address those issues.

There might be questions that you will not be comfortable with. You may also find
it difficult to answer some questions as you normally do not think about some of
these things. However, answer as best as you can as there are no wrong or right
answers. Your honest responses will be appreciated. All responses will be kept
confidential. Remember, no one will know who answered what. Your responses
will be analyzed with those of many other schools which will than give us an
indication how today’s young people think about the future and the issues affecting

that future. Your response is therefore important.

After the completion of the questionnaire quickly read through your answers and
make sure that you have answered all the questions. Should you not understand

something, please put up your hand and | will assist you.

Thank you for your participation. You were a great help and your participation is

highly appreciated.



