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Alhoewzsl dissipline T probleem in albei stedelike en
platelandse skole is, word gevind dat tugmaatredls in

platelandse skole baie streng is en vergelyking me:l

stedelike skole s'n.

Onderwysers maak grootliks klaswerk interessant.
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SUMMARY IN ENGLISH

OUTLINE

The researcher felt cdisturbed by <the problem of
¢iscipline in Black seconcary schools. This is
explained in Chapter 1. The resesarcher, being aware of
the fact that the issue of discipline is actually &
multidisciplinary study, decided to look at it from a2

pedagogic-didactic perspective.

Beczuse ¢f the multicdisciplinary nature ¢f a2 study like
this, the researcher could not look inte all the facters

and essentizls of discipline in a school situztien.

The factors and essentials of discipline which have

P

been enumerazted forpurposses of this dissertation are

described in Chapter 2. .

In order ¢ put the problem in & proper perspestive,

education and discipline had o be discussed with &
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METHOD OF INVESTIGATION

An empirical investigation was conducted. A
questicnnzaire designed to revezl some areas of concern
onn the question o

¢iscipline in Black schools 1in

generzl, and in & didactic situation in particular, was

L)
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designed and administered to 2350 opupils =and 1

teachers (principals included). This is explained in

In Chapter & the resulis of tne investigation are

presented, discussed and interpreted. In <the sams
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lack of professionzl aznd morsl conduct by
the mzjority of teachers.

Whilst discipline is a2 problem in both rural and urban
schools, disciplinary measures in rurzl schools sesms

L0 be too crude as compared to urban schools.

Teachers, at large, do make classwork interesting.
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CHAPTER 1
ORIZNTING INTRODUCTICN

18
=

Die persogn van die onderwyser 1
¢ie eerste voorwaarde vir ords.
it gaan in die eerste plek oor sy
ewewigtheid (gebalanseerdheid), dus
sy rustige beslistheid en sy vermoé
om besluite te neem. Juls omdat sy
leerlinge presies weet wat hy
verwag, word hulle rustig en stem
hulle in met sy opirede, want in
¢ie diepste van hulle harte het
hulle nocd a2an sSc n optrede.
(Landmar and Kilian), 1972, p. 10)

Generzl Intreoducticn

Authority constitutes an essentizl element in 1ife, in
education, play and every human relaticnship from the
cradle to the grave. This is true for the individuzl
and =z2lso for the nation. In education authority
presents 1tself if a2 particular relationship betwesn
persons, that is, between an adult or adults ¢n one
hand and 2 non-adult or non-adults cn the other, Ir
which the former, as a lezder with authority, leads,
snows the way, gives help and support, instructe  and
counsels, commangs and prohibits, approves and

disapproves, encourzges and discourages, rewards and
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punishes while the latter is expected and requirec tc
accept, obey the control, guidance, instructions,

teaching, advice, counselling of the former.

The type of authority discussed above 1is pedagogic
authority. The exercise of authority in order that the

Fad

child msy attain the gozl of education is called
discipline which is also referred to as pedagogic
discipline. Authority and gdiscipline are sC
“intertwined that one is the conditien for the other.

That is why in this dissertation they are somnetimes

used with the same denotation.

In =a school situation there is zlways & nesed for
authority 8o +that law and c¢rder gan prevzil for
educative <teaching Lo occur. Once there 15 & lack of
authority or discipline, uidance that should be given

o the c¢hild takes an anti-normative dirsction.

Leading the ¢hild upward implies
leading the child’'s will in
obedience +to trus freedom as the

‘voluntary obedience te the
authority of recognised norms.
{Van Vauren, 1876, 5. 117)



above exposition it should be clear that
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v.. Lhe educator, and especially
the teacher educator who appears on
the scene at a later stage as the
secondary educator and, as such, is
&z stranger from outside to the
child, should be worthy of official
or legzal zuthority with which he is
vested, on the grounds of &
personzl .quality of his
inteliectual and moral being, and
the kind of life he lives from day
to day, since this is the real
source of authority (Gunter, 1578,
p. 15&4).

For any schocl to be able to carry ocut its educative

.

task , it becomes essential that it must maintain goo
diséipline. This topic becomes even more relevant &t
present when there are seemingly numerous disciplinzsry
problens in Black schocls, especially' secondary

schools.

The researcher, as & product of the same schooling

system, iz probably in z gocd pesition te describe ang

Black schocls, conspicious even today. & studyv cf this
nature should be able tc lcok into the praztice of

discipiine im Blzek secondary schosls in grester
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detzil, especially because in secondary schocls there

seem to be more disciplinary problems than at any other

[11]

.
phase of schooling. t is for this reascon, inter-zli
that &2ll1 <hecse concerned with educational matters

should benefit from this study.

Definition of concepts

The concept "pedagogic

The pedagogical phenomenon alwsys reveals itselfl as an
event irnv-lvirg =r cdilt arnd 2 not yet adult. This
reveals that the concept pedagogi; has got to do with &
situation where there is somecne who needs guidance and
direction, and this guidance and direction is,
inevitably, t0 be given by an adult to +the voung
person. The child being in & state of helplessness is
alweys in need of support and assistance and the only

perscn whe can render this help is an adult.

This search for assistance and
Support addresses the  adult,
directs an appeal to the azdult to
provige the necessary assistance
and supporst, he is not only
prepared but feels under obligation
to do so  (Nel, 1974, pp. 35=40).
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Non-adulthood and adulthood are two categories that are
revezled by a penetration of the essence of & pedzagogic
situztion. Wnat has been szid implies 2 manner of
associztion between one human being and another through

which the idez of humanity is expressed in z particular

WEY.

The concept "didactic™

This term has its derivation from a Greek word
"didaskein" whichk, according tc Klafki as c¢itec by
Dumkiny ang S8hnge (1980, p. 1) means to instruct; to
learn and to teach. This definition by Klafki suggests
a2 similar range of activities as, "to offer content" or
" to impart knowledge, " "tc teach in order for another
to learn”. A number of conclusicns were drawn from the
word "didaskein" in order to explzin and describe man's

involvement in teaching, hence, the words "didaskaloes"

meaning "teacher", "didasksaliz" meaning "teaching
profession™, fdidache™ meaning "the conLent o

. o o _ _
educetion" and didakitikos" which means "z man who  is

occupied with teaching," are zssociaztesd with the term
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Thé concept "didactic" is, therefore, comprehensive and
includes =211 the terms mentionsd above and various
others. ‘Thus, the ferm includes the entire activity of
teaching and of being taught which takes place in =2
particular situation. This situztion is referred to as
z didactic situation. 4 didactic situation has =&
number of components, with varying emphasis on what are
regarded as components by different authors. Duminy
(1875, p. &) for example, regards the teacher, the
pupil and the subject matter zs major components of &

didactic situation.

Since the didactic situation which has the pedagogic
situation as its basis, is & situstion that is composed
of unequzl people, that is, the pupil and the
teacher, authority should prevail. ihis, therefore,
ipsc facto suggests that authorisy is & prereguisite
for any successful pedagogic-didactic activity. The
child, for instance, who rejects the authority of the
teacher will not beccme z proper adult. This,
ore, implies that & didactic activitv is

. = - : ERTE i3
essentizlly & pedagogic activity because the chilc as



The relatidnship between the teacher and the pupil in a
didactic situaticn  is, therefore, a relationship of
authority. A teacher 1is able f¢ mzintain this
authority relationship if he knows the subject matter.
It is also necessary for the teacher to know himself in
terms of nhis strengths and weaknesses. The teacher

should a2ls¢o have

- basic knowledge of the
child's psychic becoming (branch of
psychopedagogics! (Landman et. al.,
1982, pp. §-10).

As 1t has been aforeszid that the teacher should know
the subject matter, this decidedly means that he sheould
be an expert in the subject he teaches. In suck =&

digactic situation problems of discipline should

probably be reduced.
The cornicept "discipline®
In Afrikzans and Netherlands there azre two <Concests,

namely, "tug" and "dissipline®™. Tug has its origin

- I 1 1 "o : . ; ] ;
-ne  word Trekken which i=s 2 Duteh word meaning
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restraining the child. The term also refers to the
positive guidance of the child on his way to adulthood.
55 the other hand the concept "dissipline” (gdiscipline)
is derived from the Laiin word "disco” {(the infinitive
being discrere) which msans instiruction, learning
knowledgs imparted Lo ¢iscirles or pupils and
'‘Hiscipulus, " which means, pupil, follower or disciple.

L
ent

Discipline and disciple are therefore, two diffe

'3

concepts that are related. Cawooed and Gibbon (1981, p.
283) support this view when they argue that disciple
anc discipeine wre tio related concepts which dencte
willingness to learn from someone and be influenced by

him.

Tnere are however, three other commonly used
definitions of discipline, hence it is not zlways clear
what 1is meant when the werd is used. One mezning is
that of punishment. For exzmple when z teacher says:
"This boy needs discipline”, he mzy mean that
punishment 1is discipline. A second commonly used

meaning is thzt of "control by enforcing chedience »



‘that of "training that corrects and strengthens”. The
definition implies that <the objective is sell-
discipline, and therefore, the purpose c¢f training is
o enzble the child tec do his own <directing and
controlling. If a teacher has this definition of
discipline in mind when he exercises authority, for him
the child should have experiences that will improve his
self contrel and make hgm a more self-directing
individual. Ndaba and Nel (undated p. 3) argue in
favour of thi=s point of view when they contend <that
when parent and teacher supervision falls away self-
discipline, self-direction and self-control becoms

vital.

Duminy and Thembelz (1983, 5. 81} define discipline as

18]

systematic training of the physiczl, mental ané moral

capacities of the c¢hild through exercises and

instruction. Another cefinition of discipline is that
it is:

«+. the creaticon and maintenance

¢f specizl circumstances for Work,

self control, preparation for

responsikie citizenship;

intelligent abediencs, ferced

cbediencs, the praztice and

aczguisiticn of acgeptable pztierns

cf behzviour, & measurs ¢f conirol
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2 teacher has over his pupils, and
the control and the controlling ¢f
gnergy that leads to action

{(Cawood and Gibbon 1981, p. 239).

Discipline does not mean merely keeping pupils guiet in
class and maintaining order. There is, therefore, a

cifference between order and disciplins. Order is

-

related t¢ the external circumstances of the learning

situation. The teacher, for instance, maintzins order
by wvirtue of <the authority conferred on  him.
Discipline however, has to do with the inner being. It
doss not lie in the teacher whe keeps the class guiet,
but lies in a2n inward disposition that grows oui of

inner acceptance and that concerns the will towards the

right direction.

The starting point of maintazining order is that order
must graduzlly change to discipline, s¢ that the pupil
becomes self-disciplined or self-contirclled. It should
now e clear that for purposes c¢f this reseazrch,

discipline cannct be equated Lo outwsErd conformity,

= - - N = £ : - = oy = o
eCvantags . ©-  the efucanc im order Te reach adulthoos
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which is accompanied by self-discipline as the ultimate

result.
Discipline is thus the teotal
exercise of the educators!

educational authority for the goad
of the educand on his way tc self-
discipline, which is an essential
constituent of zdulthood as the
comprehensive and ultimate goal
(Gunter, 1678 p. 146).

The concept "Black"

Aithough this concept has been defined by peoliticizns,
educationists, churgh léaders and other interested
veople, for purposes of this study it needs to be
defined sc that it is put in z clear perspective.
term may be cenfusing to & person who has no idea as ¢
how 1t came into being, beczuse it has evolved over

many years.

The word "Ksffir", for instance, when used nowadays has

derogatory implications tco those described or referred
pAol According to the Oxford Advanced Learners’
Dicticonary of Current English {1874, p. 488) this is an

NS i S - ! =g =gt J ol ol - &
Dictionary (1875, p. 355&; furcther explszins this term
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used by Moslems to denigrate European Christians and
other non-Moslems. This ("Kaffir") is an Arab term lor

"heathen" or "infidel".

The term "Naztive" was alsc used before the emergence of

the term "Bantu". These two terms referred to the same

(]
"3
1}
3
ct
ct
}r
=)
(D
n

people, except that they were used at diff

U}

They are zlso offensive to the people to whom referencs
is made, hence they are no longer in usse. ihe word
"Bzntu" is derived from z stem, meaning people, wWhich

occurs in various forms in all languages of the group,

for exXzmple, batho, anthu. The unpopularity of this

term was necessitated by the fact that it was
accompanied by State laws anc regulations that wers
unaccepcable to the psople who were affected by these

laws and regulations.

fu
[N
in

The word "African" which means "a native of Afric
an accepted descripticn throughout Africs to
distinguish the darker skinned pecple of the continent
from Asians and Europeans. In this way the word

African 1s taken t¢ mean zny person who is  generzlly

accepted zs 2 member of zn aboriginal race or tribe c¢f



-13-

fhe term that seems Lo be current and popular is "Black”
which symbolizes the darker skin colour people .and
other physical and cultural feztures. In this context
the term is used without zny political or ideclogical
significance attached to it. Cemane (1884, p.1%)
further argues that the term Black is largely accepted
by Blacks and has been promulgated by Government
Gazetie Lo be used in the place of "Bantu" The word
“Nén-White" has also been replaced by the term "Black"
because the pre-fix non- has z negative connotaticn and
was not applicable in the same way to refer to  groups

whe were not Blacks as "non-SBlack!.

It should be pointed out, however, that the esarly 70's
marked an advent of the Black Consciousness Movemant,
consegquently the rm Black beczme z Universzl concept.
For Black Consciousness Movemant advocates, skin
colour and cther features could not be regarded as &
¢ritericon for Blackness, In this way Incians and

Cocloureds were, therefors, classified z= Blacks. Kotz

(1873, P. 83) maintains that the zterm referres
specifiicelly <o pecple whe identify thamselves with &
particular set of aspirziions and wht  occugy z
particular legel peositien in the Ssush Afrigan sociesy
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For purpcses of this study the term Black hés ne
political or ideological inclination, as it refers to
South African people who alsc call themselves Africans
because, of their origin and who are, on the basis of
language and other cultural Teatures, breoadly
songz, Sothc and Venda. The

Nguni group, for instance, is further sub-divided into

¥hosa, Zulu, Swazi and Ndebzle.

In this investigation reference will be made to Black
people in KwzZulu tc deacte the dascendants of the Zulu
nucleus of tribes as well as other Black groups ancg
individuals 211 of whom form part of the African
community and yho share common educationzl experiences
in a particular milieu. The term Blzzk will be used
interchangeably with the term "African" in  this

dissertztion.

The concept "Secondary schocl pupil”
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N

Lge Schocl Class Year  School phase & Type of
Year School School
Certificate
18 12 Std 10 Schoeol and Secendary

. o
Certificate

17 11 Sté o 2 vear Course School
16 10 Std 8 Jnr Certificate © year
15 9 3té 7 2 yrstor 3 yrs'

courss
14 8 Std 6

In the Black system of schooling, a2t the time of

stinction was made

F-

writing this dissertatiocn, =z &
between Junior and Senior secondary schools. £ junior
secondary has no Mztric classes. It has 3td's 6 tc 8
as the above diagram illustrates. In some cases Std &

is at Senigor Secondary schools. & Senior secondary

ct

school has Stdéd's € and 10. In terms cof the above

diagram Black pupils at secondary schools level should
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-adolescence because this mav reaise some confusion
at a later stage. ~In the first pla;e there is ne¢
unanimity on nomenclature and limits of adolescence as
different disciplines define it from different
perspectives. Wnilst the general agreement is that it
is a2 pericd during which sexuszl, spirituzl and psychic
maturation takes place there is =a chronological
dispute. Lawyers, for instance, are bound to regard
this stage as‘being from 12 years to 18 years of age,
which is legal adulthood. If one were to adopt this
wegpel voew @ large number of Black pupils can no longer

be regzarded as adolescents. In this case of Kwa-Zulu

this issue is further complicated by the fact that accor

to the Department of Education and Culture {(KwzZulu) .

there 1s no age limit for secondary school pupils zas
the case is with schools under the direct jurisdiction

of the Department of Education and Training.

Accorging to Cilbert (1982, p. €] in 1981, 32% of the
pupils in KwaZulu secondary schocls were 18 years of

age. He reports that, in his study, contact was made

g o - v - . - =1 —~ 3 P

520 pupiles who actei 25 respondents 134 were beatween
), i, L H

a0 : oo = 2 —ps T s H 5 + 2% ows

¥ and 22 vears cld, and T puplils were bhetweern Z3 zng

2% vezrs cld.
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For reasons stated above and without disregarding the
importance of chronological age as characterising the
adclescence, and the fact that pupils more than 21

ts, in

[

years old, for instance, are regardec-as adu
this study the focal point will be o view ths

adolscence as & process rather than a rigid ag

D

In this research even the pupil &t 25 year

7]

0

-
=

ct
m
i3]
Q
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old as long as he attends school, he is regardged as an

adolescent.

Studies such as ‘hose of Droyer (1976) have proved that
adolescent behaviour is educationzlly  significant.
This, therefere, presupposes that at z secendary school
level there are numerous pedagogicsl problems. This is
so particularly, because the adclescentis in a state of
critical questioning and rejection of adult imposed
nerms.  In order to regulate and harmonize relations in
& pedagogic situation there nmust be some disciplinary
zuthority. Mohanoe (1983, p.81) therefors, argues

correctly when he contends that this happens in &

over the pupils o ensurs the smooth running of the
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The.ccncept "Kwa-Zulu"

.
~™

This term has actually been used by Zulus and other
Blacks ever since the days of Shaka, the founder of the
Zulu nation. kwa- i1s a prefix which denotes a- place,
for example, Kwz-Dlangezwa, KwzThoyana, KwaMashiwase
etc. It should, however, be pointed out as Ndaba
(1975, p. 18) puts it, <that in March 1972 KwaZulu
obtained Legislative Assembly stztus; consequently the
name assumed ideoclogical connotation. Because of
pelitical happesings, inter-alia ZwzIulu at the [ire »F
writing this dissertauion; has 1ts own department of
Education and Culture which is in charge of educational
matters in this region. However, it is for research
purpeses, that "KwaZulu" hzs been used in this study,

otherwise the situztion in KwzZulu schocls, 1is more or

]
n

ss the same, pedagogically speaking, z= in any oiher

}—+

other part of South Africa where Blacks are involved in

formal educztion.



importance of this may be judged by the fact that whsn
such institutions lose their authority or
exercise 1t in the right way, the consequences are

alwzys serious and often catastrophic.

£ special instance of socizl and
morzal infrastructure of the school
that deserves seperate mention 1is
discipline. Whether one's
educationzl philosophy c¢zlls for
much or little freedom, certain
optimal social conditions  must
obtain in the school if effective

learning is to take place. These
are the conditions of law and
order. Law and order are as

necessary for the carrying out of
instruction as they are for the
persuits of everyday life outside
school  (Brubacher, 1969, p. 208).

That 1is why 1in a =school situation effective ang
educative teaching cannot take place if there is nc
discipline by the teacher and its acceptance by the

pupils.

Wnat has been stated above presupposes that effective

teaching and lsarning is poessible under conditicons  of



For the most part, effective
teachers have few discipline
problems, largely because the way
they manage their classrooms’

eztes an envircnment and z
lear 1ing experience for youngsters
that keep students focused on the
proper business of schools.

From this argument it seems that sufcessful discigline
has some kind of relaztionship with the success ci &
teacher to keep puplils in the subject that he is

responsible feor.

What has so far been highlighted is that for any school

to functioen properly, autheorit is needed. This
inevitably suggests that & successful pedagogic-

didactic interaction between the teacher and the pupil

regquires authority that has pedagogical zims.

Dissipline is Tm wye begrip wat
veel meer as net stral insluit.
Pecsitief gesien, 4is ¢it die hele
proses van hulpveriening, leiding,
beinvliceding ten goede, wegwysing,
onderrig, oefening in wat goed en

reg is. Negetiefl gesien is dit die

proses van hehesr, betenling,

beperking, verbiiedings, vernoming,
lad

dwang en straf (=c‘~"ete , 1884,
p. 9.

This 4qustation presuppeses that discipline can either
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be “integrative or dominative. Dominative discipline
occurs when teachers exert power, which may or may nct
be openly challenged, but which nevertheless 1s not
" seen as legitimste. Banks, (19488, p. 182) describes
dominative teacher behaviour as that which inveolves

orders, threzts, reminders and punishment. She further

[§]

I

refers 0 integrative teacher behaviocur as thst wWhi

includes approving, commending, accepting and helpful.

In Black sthoels and in Black secondary schools in

particular, tnere are apparantly serious disciplinary

problems. These problems sericusly hamper the progress

in BElack edugation, the &pparent reason being,
inter eliz, that  of the application of authority ©v

teachers. The main problem, therefeore, hinges cn <hs

pupils when it comes to the guestion of authority in =z
pedagogic ituation. This study should therefore be
able to throw some light as te whether discipline is

educative or not in Black secondary schools.

The purpose of this study

Although authorities in the Field of egucztion suck zs

~Dreyer (1576), Maja (1975), Gabers (1371) and Durinry

-



-22=

{1968) have written about adolescent nc ressarch has

rezlly, in the knowledge ¢f the researcher, Deen

EN
‘ . ] : -
undertaken with reference to discipline in  Black

secondary schools from a pedagogic-didactic

Discipline in Black schools has become & topical issue
these days. Because of problems of discipline,
guidance that should be given to pupils in a didactic

situztion 1s severly affected.

This means that without authority
t<he educator will not be able to
help the educand {Luthuli, 1984,
p. 268).

Likewise authority that is not pedagogical in chara

(&}
r
[13)
|

is bound tec cause problems of discipline.

This study, therefore, aims a2t looking at discipline

from & pedagogicsl perspective.

looked 1into in order to gzin z ¢lezr perspeciive of
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the

schocls, so as to ascertain whether the practice 1

these scho 1= does follow 2 normative course.

The significance of fhis study

2 theoretical basis,
pointers regarding the nature of discipline in
and classrcom management, in particular,
secondary schools.

L cidactic situztion is & siguztion

characterized by pedagogical communication

mutual existenticnal corrective in natures

invariably, implies that authority should be mzintaine

in the classroom.

n z

kind of ceonflict +that is inherent in

The child enters secondary schocl
with 2 real sense of identity, and
g definite self concept, e€lther
pesitive or negztive. This self
concept comprises the totality cf
evalustion of 21l the components c¢f
nis self identity in turn refers tg
nis oncepticn c¢f his body, cof
himself as a schelar inzluding

situztion regarding discipline in Black secondary

»
Pa

This study is not only of academic interest that is on

but it should provide scms

This is further necessitated by the

dicactic

.

b Tl st o T L D U v o

oy =
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achievements and skills both within
and outside the classroom - of
himself as a c¢hild of his parents
and a member of his peers (Vrey,
1879, p. 167).

Tne above quotation is encugh to suggest that the child
in 2 secondary school has conflict with himself and his

surrcundings.

This situation as describsd gbove, denotes that
discipline should at all cests be accompanied by &
pedagogical understanding. It becomes =z s5erigus
pedagogical problem if 2z teacher is nct coﬁs:ious of
such & pedagogical truth. With reference to the

situzation in Black urban scheocls, Cemane, (1984, . 187)

s

could be correct when he srgues that not =11 conflicts
related to students behaviour are caused by students
themselves, for many result froc Iinconsistencies,
misperceptions or peoor tezching on the part of the

school persconnel.

- = - } = 3 2
Education without autheority is
2 - —_ -~
impossible and inconceivable.
o ]

(Gunter, 1678, ©. 151}
— S P ~ -~ - -
This study is hopesfully, going e be ¢f great vzlius for
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involved in Black education. This 1s so especially,
because it isg going to shed light to the fundamentsl

pedageogic—-didactic problem which is a major root of

many problemns in education.

The limitztions of this study

The phencmena cf education is very complex in naturs.
That is why it is not pecssible for any study, and this
study in particular, to look into all the facts of the
phencmenon. Since discipline is inherent in the
education situatieon it is not easy for this study to
fathom intc =all the factors znd essentials that are

relested to discipline as such.

Another limitation is that facters that affect =&
pedagogic situaticn may be influenced by factors
cutside the school. This study is therefore limited by
its scepe and content. For example, the c¢hild's
disruptive Dbehaviour might be influenced by the

ituztion a2t home. Such circumstances mey not be fully

o
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Method used in this study

sericus piece of research
a review of relevant

- more extensive in 2
than in =

=

Every

includes
literature .
dissertation for example,

journal or article where the space
is at 2 premium (Tuckman, 1978, p.
37)
Likewise, for purposes of this study there has been =&
systematic and critical study of available literature
pertaining to the problem in order to build & solid
. .
foundation for the study as such.
. Thus the literature in any field
forms the foundation UDOD which all
future work must be bullt. 1f you
Tail to’ bu*ld this ¢ouﬂcation of
knowledge provided by ths review of
literzture your work is likely to
be shallow, naive and will often
duplicate werk that has ealready
besn done better by scmeone else
(Borg and Gall, 1683, p. 142).
Educationzl research is regarded, Inter-zlia, as =z
svetematic and scholarly application of the scientific
method to the solution of educationzl problems. The
gim of science 1s to gather ang systematize knowledge
cf the externzl world. Szcause of this understanding
gusstionnaires were sent to the principels, Tezchsars
and pupile of selected seccndary schocls, a8 & form of
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centact, in  order to obtazin data about ciscipline in
+heir schools in general and in = didactic situaticon in
particular. A criticzl znalysis of responses

constituted an important part of this study.

1y

ER TN
«Ne

rom the exposition above it shcould be clear tha

[d)

method of research employed in this research project is
that of descriptive research. The basic objective of
this method of research is the investigation of the
present status of the phenomenon. It seseks to revezl
the nature of the facters invelved in & given situst.cn
and to determine the degree in which they exist, and
attempts to discover links which exist between <the

facters.

In other words descriptive
research whilst based on tabulaticn
must go beyond the mere gathering
and tabulation of  data. It
involves an elemant of
interpretation ¢f <the meaning on
significance of what is described:
it is descriptive as well as
evaluative {Ndaba, 1§75, p. 32).

Prograrmms of the study
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investigation that will be employed in the study.

Chapter 2 1is & theoretical expcsition of pedagogical
relationship structures and how they are related to
discipline as such. Discipline as & pedagogic category
has been reyiewed and some ideas concerning cdiscipline
have been looked intoe. Punishment has been given
attention in this chapter because it is an essentizl of

discipline.

Chapter 3 looks &t discipline in the  c¢lassroom
situation. Some factors relazted to discipline have
been discussed. Thnere has alsc been z discussion on

some essentials of discipline.

Chapter 4 1is an expesition of the empirical research

design &nd procedure followed in this study.

Bizck secondarv schools inm order %o estatlish whether
discipline in  these schools angd in the c¢lassrocn in
particular is pedagogicel in chnaracter. The Crni-scuars
test hzs alsc Deen ussl to test if thare is  any
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significant difference in the responses of urban

rural pupils.

Chapter & is basad on general

recommendatcions.

e

conclusions

angd

and
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CHAPTER 2
DISCIPLINE AND EDUCATION

Introduction

~
()

ct

Some scholafs believe that man should be educated
become what -he is, whereas others contend that he
should be esducated to become what hz is not. In the
first instance there 1is an emphasis on the open
relationship between the educator and the child. Iin
support of-this view Beard and Morrow (1@81, p. 138}

argue zs follews:

If there i1s an open relatio |
the child iz able ¢ interprete his
experiences according to his

¢consciousness. He can p the

trust and authority of the

relaticnship to a test by checking

the adult's transmission of

exparience with his own

consciousness., '
This view further suggests thzt each 1individu has
valuasble potentizlities Prom birth and <he funciion of
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In the second instznce the aim of equcation 1is to
L e - — 2 R = ek 5 ot hould
formulate an idezal character to which education shoul

attenpt to - mould an indiviguzl. In this <¢ase the

emphasis 1s on authority because it is believed that

ot

ha the

ot

educational authority should exist in order
gozl of education is attained. Supporters of this view

argue in the following way:

Pedagogic discipline means the
axercise of azuthority by the
educator in the interest and the
advantage of the educand, sothat he
may atlaln thne geal of education,
viz, adulthood as befits being, and
with that self~discipline”
(Gunier, 1983, pp. 163-164).

These two conflicting views have developed intoe an
gither or dichotemy, as it will become clearer later
on, which is unnecessary in the opinion of the present

writer,

Digeirline 35 +he issue of chief concern ¢ :

Disciplir 4 “he issue ol chlel concern Ior nsy

- A - . - - 3 3

garthereg, experienced teachers and zll these thztr are
e . - - b 3

concernad wWiih mathers sducationzl. Lgaching iz noz
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effective, howsver, 1f &z mejor porticn of a class
period or school day must be spent on disciplining

pupils rather than helping them tc learn.

A pedagogic situstion, cannot claim the right to exist
and be authentically 3¢ called without the relationship
of trust. That is why pedagogic situations devoid <l

e disci

ct

rust are likely to crez

rt

linary oproblems,

o

t

-Trust, in z pedagogic-didactic situation is reciprozzl
j&

15

in character because the teacher should trust the pupi
in nis charge and likewise the pupil should trust the
teacher for the former to lsarn effectively. It is

therefore correct Lo contend that:

.«. Lrust in the educative
associaticon should become nore
intimate in the sense that both the
educator and the educand move

nearer to each other especially,

the educator who does it
intenticnally"(du Plocoy and Kilian, .
198 , p. 6T).

Trust between the educator and the educand, thersfors,
ensures that two parties are confidently bound together
thus influencing each other. <u Plooy et 21 (79882, 1.

L. . . :
9€} put it in an evern more elaborazte fashion whern -
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argue that confidence should stem from the educater,
that is his conduct, his convictions, his genuineness,
and his pedagogic love should provide the child with

the evidence of his faith in the non-adult.

The foregoing discussion, inevitably, suggests that if
the teacher has little or no trust in the pupil under
his care his relationship with such a2 pupil will be
adversely affected. Oberholier as cited by du Plooy et
al (1982, p. 9%) argues along the same lines when he
centends  that without faith in.the educability cof the

child, the educative efforts would be futile.

The application of discipline thet is accompanied

y
ten

trust 1s, inevitably, relzted to pedagogic love or
agape. Acceptance between the educator and the child

is very essential as it is one of the fundamentzl

tructures of being human.

"3
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therefore so0 interrelated that when these <tws zre

- ] -

the nest recent invesiigations
e _~ L] A g

have revezled that there is =
clearly demonstrabie 1ink beern
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seripus behaviourable deviation 1in
children gné rejection Dby the
parents, the teacher and the peer
Eroup. -

0

The educa-or sncould thus revezl tc the educand hi

n

‘

willingness to associlzte with him zndé to care for him
as someone in need a2nd in this case the ¢hild's ftrust
will be strengthened in an edqcative assoclation with
him. Pecdagogically speaking, ¢iscipline, is

gisc¢ipline in trust and if the child has no trust he 1is

likely to rebel zgsinst discipline.

The relationship of knowing and understanding

Since the relationship of knowing and understanding is
the condition for creating and maintaining the
educaticon relationship, it should of necessity, be
linked with discipline. The teacher as & bearer of
knowledge and =authority is appropriately placed <o

assist and guide the child to adulthoed.

ignorance <the child cannot independently eXxpress <h

iy

idez of adulthocod. Seing aware of his want for

L

knowledze and expsrience he turns ¢ somsbody whe can
lead hrim toc certzinty and knowledge - somebody  who

2]}
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Knows and under
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In =& pedagogic-didactic situation a child has got to
know maﬁy things <concerning the 1learning content
provided by' the schoeol. At the beginning, for
instance, he does not know the basic arithmetic
operations. He comes to know these through the
assistaﬁce of 2 teacher. For a start he is bound‘ e
experience problems, which, of course, are eventually
eliminszted by proper guidance, for it is the task of
the adult teo unveil the as vet unknown reality for the
adult-in-the-making. This exposition zlready sugges:s
that discipline should zlways fo hend 17 hend with  the

relationship of knowing and understanding.

The reletionship of knowing and understanding alsc
suggests the knowledge of the child as such. It is very
likely that some of the disciplinary problen in
schools result from the lack of knowledge of the c¢hild
on the part of the teacher. Van der Stoep and Louw

{1684, p. &7) seem te be in favour of this view when
gidactician 1o know the child in his situzatedness.
Steyn et &1 (1884, p. 79§) summerizses the relaticnsnip

The child in the feollowing worgds:
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2.2.3

A

The edusazcor who wants te assist
the child educatively and who
experiences a sincere interest in
the c¢child, wants tc know his name
and <c gein information on his
family and on his culturzl
background. The  educator may
personally visit his home Lo

cquaint himselfl with regard te the
family hackground of the child.
During personzl contact the
educztor tries to find out nmnore
about nhis character, In class
ceachers come to know children's
emotional, volitional, social,
scholastic and intellectual
abilities, achievements and
limitations.

A disciplined educative climate is therefore possible

where the relationship of knowing exists.
The relationship of authority

Etymological studies indicate that authority is derived
from the Latin word "zuctoritas" which means "influence
ecvicé, counsel or inspirztion®. The Greek word
"arche” with almost the same meaning means "beginning"
The Latin concept aucioritas car be

-3 3 - 1 3 — . - -
urther analysed as "auctor” which means "eriginster",

Eal " ma ] %
y author” qr "inicizter™.
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of auihority and discipline in education, it is
necessary to cite some pedagogical views on authority
that are of recent origin. Although these views have
been extracted mainly from Nel (1978, pp. 48-48), they
are being discussed with reference to the topic under

investigation.

Richard Strohzal argues that it is erronecus to regard
autheority in the séme sense as compulsion. Accerding
to him authority suggests 2 kind of fresdom, not
liberation from ohe or other restrictive bound, bui
liberation from one's own limitations.

He further pelieves that it is most essential that ths

-

educatcr be a2 perscnal example of the autherity wh
he emhodies. This example would, therefore, provide
the <¢hild with the necessary perspective in order to

guarantee that he would slways realize the limitaticns
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grasp the meaning ¢f rules znd norms with which he 1is
caonfronted, can authority in the "true sense" of the
Y,

.. _ . .
word hecome relevant. The child would accept the

he educator if it is meaningful to him

t

authority of
an¢ after puberty he would gradually become his "own

authority".

Adorne is an exponent of the so called emancipatory
gducation Mstream of thought". The educators task in
terms of this theory is to gulde the <¢hild towards

"Mundigkeit”, & state of mature self-decision.

The educator cannot and should not, these people
pelieve, hold his own norm and rule p}iority gs an
example for the child in his emancipatory process.
The «c¢nild should be tzught and be guided towards
rational independence. As adults these raticnally
independent individuals will then bé zble to form 2 new
society wherein "trus democracy"™ can be realized.

this democratic society &ll forms of rulershin would

“hmen  become redundanc. Authority, in terms of <nis
Theory, is associgted with restriciion of the

- - g ~1 = -

emanicipstlory process O an ingivicuzsrl anig thereiors 13
- Pl o - - _ -~ - -~

h2s 2z NEegative BIi8CUs. LIBNCIpDETIOnN ls, Chersiors, &
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Mollenhauer, 1like Adorno, regards emanicipation @S &
centrzl theme of pedagogical events. Emanicipation Is
meant here as an "ideology critigue" which woulé enable

th

o

child +t¢c be free from any repression of his
rational potentizlities. Education whether exercised
by persons or other institutions shculd be dirscted
towards criticism and change of traditionzl cultural
norms and patterns. BEducatieon should, therefore,

postulate 2 new societal stracture.

Within the context of thls theory gll1 forms cf
hierachy so often taken for granted, =zare %o be
criticized ané¢ if necessary undernined. Authority
which is legitimsted by the status ¢f the educszteor, is
an object of criticism and conflict because it would
only serve to repress rationzl emanicipation of the

child.

These four <hecries on authority have bDeen mentionssd in

rder  to explicate divergent views about authority ans
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It should be pointed out, however, that the
elationshiﬁ ¢f authority has nothing to do witc
authoritarianism which is slways pernicious. As Nash
{1966, p. 10%) points cut, authoritarianism demands
unguestioning chedience and is designed to instill fear
and to punish severely in order to produce obedience.
The relationship of authority, therefore, should not be
viewsd as & relationship within which children =zre
compelled, forced and suppressed in an unsympathetic
way to d¢ and behave as adults prescribe. That is why
many educationists, guite rightly, have challenged
Viljoen and Pienaar (1971, p. 102) when the latter
argue that 'compulsion therefeore is pedagogically
Justified", because compulsicn goes zlong with coercion
and force. That is why when we spezk of a relationship
of  authority and discipline we have pedagogical
disecipline in mind, otherwise thoughtless use of
authority usually brings about an unhealthy fighting
reaction fromw the pupils as Clark and Kacdis {1978, p.
L7) put it. Downey anc¢ Kelly (1878, p. 1324) azre zlso
correct when they maintain that to z largs degres the
extent to which one is zble to exercise authori
depend on how clear one is gdbsut the justificaticn of

e : P : . . \
it, since coniidencs is neesded hers pernaps norg Lhan
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any where else in education and confidence can only

come from a conviction that what one is doing is right.

Some views about discipline

The views of Neil zbout education and ciscipline

is known for his famous Summerhill school founded

Nei

in 1§21 in England. Summarhill school zllows children

to be themselves. This is achieved Dy renouncing all

¢iscipline, &zll direction, =zll suggestion, &all moral

and all religicus instruction. There is

therefore, no need for obedience and authority.

hckerman et 2l {1970, p. 16) summarize +the situaticon

at Summerhill situation in the fellowing words:

Nowhere in the Surmernill
philosophy does there seem to  Dbe
merest hint that children should
learn t¢ think and act in any

orderly disciplined manner.

Fach indivi

likes

of others,

o
)

ceuss, as

e :
1T CQomes In i

others.

duzl, for

as long as he is not trespassing on

o Ry
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right %to the c¢bedience of children.

-7

of Neil's philosophy adults should have ng
Obediance,

o
LYo

therefore, should not be impeossd but should come

Ehlers (1981, p. 40) explains this pcint guite

clearly when he says that:

the function of the child is <o
live his own life - not that nis
anxious parents think he should
live, nor the life according to the
purpcse of the educator who thinks
he knows what is best.

According to Neils' pnilosophy, therefors, the schocl

must adapt itselfl to the requirements of the chilcd,

rather than requiring the child to fit himself! tc ¢

requirements of the school.

Neil (1968, p. 144} further justifies his point of view

on education and discipline in the following words:

In an crchestrz 2z violinist obeys
the conductor because he is as Keen
en good performance  z&s the
conducter is. The rivate who
Jumps in atiention does not, as 2
rule care about the efficiency of
the army. Every army 1= ruled
mostly by fear and the s

knows that if he disgbevs ne will
be punishecd iscipls
could be of Lype

of
L=
weachers zar

004,

m
® =
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- Tooe coften it is often of the

army

type. L happy home is 1like an
orchestra and enjoys the same kind
of team spirit. A miserable home 1is

like a2 barracks that is
hate and discipline.

This, goes without saying

that as far

used by

28

-
W

Neil

concerned punishment has no place in education.

The
the normal
faith in the child's personality.
disciplined
by annoying his parents.
to love with love and zlso react

A loving environment

parentzl
of most
childhood

af the
(Neil 1968, p.
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The views of Gunter about educstion and

main difference between the Summerhill school

schocl 1is that at Summerhill they

According

¢hild will express his hzte for

without
discipline will take care
troubles
148) .

of

and
have more
to Neil,

gutherity

Children will therefore react

to hate with hate.

giscipline

-
[



~4G-

essential characteriscic of the
phenomenon education implies that
there must be specific reascns why
educztion without authority and its
exerciss over the child i.e.
discipline is impossible.

In terms of Gunter's philcescophy about disciplineg, cthe

child is 2 dependent bDeing in need of help and
zssitance. In his need of help and assistance, the

child wants t¢ overcome the negstive aspect of his
existence so as t¢ become self-reliant and free. This,

the ¢hild is not capable of achieving on his own.

That is why the educatcr reguires
o the educand obedience to his
autherity, but for the same reason
he =zlso recognises the educand’'s
duty o) be self-reliznt and,
together with obedience, zlso
demands self-reliance, i.e. that he
should think znd act for himselfl
and accept respeonsibility as far as
he 1is c¢apable of it (Gunter,
1683, p. 148). ‘

According to Gunter it is 2 misconception to believe

that there is no innate evil in the chiid's nzture znd

=1

that zdugztion is thus a natural and spontencus growih.
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and consolidated. He =zlso

refers to

towards or potentialities for evil, which

have to be controlled, curbed, regulzted and canzlissd.

Therefore, the attainement cf the
goal of education is quite
impossible without centinual
exercise of authority, either

negatively or positively, directly

or

indirectly by the educator

(Gunter, 1983, p. 150).

Lutherity

provided

is not alien to the nature of

it is exercised in & sympathetic,

meaningiul manner. He goes on to say that degenerate

authority
i,“
deprives

degrading

in the form of force, dominztion

foreign to the child and this he hates a3z it

him c¢f his freesdom 25 & subject, thus

nim tc 2 level of an cobject.
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The idez of freedom, authority, and responsibllity as

The relationship freedom znd

responsibility is one of the delicate mysteries of

education. If freedom, authority and responsibility

are viewed zs inseparable components of the educative

act this helps in constituting an ideal educative

climzste. However, it should be pointed out that none

of these componsnts should be over emphasized Dbecauss

tnis ¢an lead to an imhzlanced form of educastion.

Man &as an open being 1is able t¢ cheoose and is

choices because he is not driven by

confronted with

urges. From birth, the human child has this faculty

to choose, although initially he needs the guidance of
the educators. Graduzlly <he child becomes able o

choose independently..

Freedem, however, has both the negzstive anc the
positive aspect. In the negative sense it is reedon
from ... and in <the pesitive sense it is fresdonr for
.- Van Vuuren (1878, p. 118) therefore rightly
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points out that [reedom is not primarily a freedom

from... but freedom for... a freedom for responsibilicty.

Pedagogically speaking, freedom is zn invaluable
possession of every chilc although it can be destiroyed
by wrang attitude and misuss. Freedom, therefore, can

T is

13

be rezlized through the help of the educzator. Tn
why educative intervention 1s necessary so that
children can be gulded not to misuse freedom and o

£

protect them  against enslavement  of complete
licenpticusness. Steyn et a2l {1884, p. 12%) are,
therefore, correct when they contend that children zare
persuad;d to choose freesdom for okligations and f{reedom

for responsibilities. True freedom, therefore, is

freedom which voluntarily asccepts respensibility.

Authority is the understanding of what is right or
wreng and  should zlways be related o the zim of
education, about which children are uncerszin. The
uncertainty of children about the nature-cf adulchood,
even though they want t¢ become someone, cealls for an

PR L de e S ! :
authoritative  guidance cn  the part of zdul:s.

e} L 4 3 v 3 : - | :
hAuthoritative guidance which is pedagogic zuthorisy
- - < rad - - =
gzes not mean the exertion of  nower. I+ imnliies
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sympathetic authoritative guldance which is & pre-

condition for education to take place.

During cifferent epochs in the history of education,

the exertion of pedagogic authority changed

-

drammatically. For instance, during the Bzbilonian,
Chinese, Egyvptian, Spartan, Atheniar and Roman sra of
education, educators acted autocraticelly. Children
were punished severely if they did not obey prompily.
As Steyn et a2l [1984, p. 13) peint out that in Spartas,
for instance, voys of 12 ~ i3 wWere organised .nto packs
(similar to our present day scout troops), each ruled
by 2z leader the Eiren, who was in turn supervissd by

o

the Pzidonomes. The lztter had unlimited powers of

11}

unishment for slackness and indiscipline by the way of
flogging. This cruel form of punishment lasted until
gfter the Middle Ages. Tnis was a misuse of authority
zs authority was over-empasized. As a2 conseguent
educators started %o speak agsinst autogratic authority

there was a2 swing towards ree education.
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to 2 synthesis betwesn freedom and zuthority, but when
viewed from the childs'-stance this synthesis ©bolls
dowr to responsible freedom. The exercise of pedagogic
mcwﬁowuﬁw is never a2 form of revenge or retaliztion.
In fact it aims a2t a2 change in attitude ang & hew

cheice in accordance with the norms of propriety.

Responsibility refers 4to0 that for which one is
answerable. ~ Within the educative situaticn
responsibility refers to the answering activity of the
initizl appeal or duty. Both the eduzator andé the
educand are responsible for answering the appeals of
each other and to meet the obligations of the initizl

ey

appeals. Tne educative action results from the needs

evoked by the helplessness and needs of the educand.

Responsibility, freedom and authority ar ¢clesely
related concepls in  education. Educaticn cours
because the human child is {ree tc choose and is open
to answer any authoritative appeal. Furthermers, <thne

¢hild zecepts respensibility for the answers he gl

<
m
(n

The humen gzhility makes the child educakle and =zlso
dependent upcn educstion. Children are not able +o
take responsibility for their own bshavipur. It

- - - - - - - ~t P S
this reason that the educators take the responsitilizy

v



for the well being of children. 1In this way discipline
becomes part and parcel of the pedagogic occurance.
& disciplined pedagogic climzte, therefore, rules if

freedom, authority and responsibility &all receive

1Y)

proper eattention in the educative situation. in
disciplined educative c¢limzte or atmosphere 1t 1is
pecssible, for instance, for the teacher to teach
effectively and for the ¢hild to learn. 4 disciplined
climate does not mean an authoritative c¢limate, because
in an authoritative climate pupils do not acquire self-
discipline. This is so because the appearance of order
is enforced upon children. If an authoritative teacher
leaves the classrcom, for instance, chaos usuzlly
erupts, which indicates that children have not acguired

self-discipline.

Some newspaper reports concerning the probtlem of

discipline in Black schools

It is true’ that what appsars on nEWspapers mav not

reports.
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However, whzit appsars hereunder are newspaper reporis
based on observation anté eXxperience. The views

expresss¢ here range from these of the pupils up <o

those of teachers, socizl workers, officiels of
Educstion Departments and other concerned bodies. I
is Tbecause these reports do give 2 picture about <the
nature of <discipline, with specizl reference 1o

corporal punishment, that they have been included in

this research project.

Ezcorging o the Natzl Witness of 25 October 1984 the
demand for scraping of cofperal punishment in recent
times 1s appearing more frequently on the grievances
list of Black students. The Azaso leader, Mr Azron
Motswzledi, for instance, argues that the excessive use
of a stick is an expression of teachers' rustrations
with the "Bantu Education System". He further argues
that teachers are often exploited with more than 40
pupils in 2 class, and work  harder than the averaze
this, learning is parrct

like and these who cannot recite get & rog¢, he sz2id.
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and sgvere punishment. It is alleged that after every
case of unrest teachers have increassd ¢orperal
punishment - they feel <their whole identity and
position threztensd by the new demands. By caning

<hey want ic reassert their position. These views ares

mzinly from the side of students.

It is zlsc necessary to look at how teachers view the
whole issue of corperal punishment in Black schools.

Professcor Thembela of the Natzl African Teachers' Union

m

is repcried to have saic thac cheres is overuss of

stick in Black schools. Caning is regular because

departmental regulations are overlooked. He goes on
h

to say some feel that corporal punishment is given st

home ané so should be the case zit school. He furcther

3]

contends that many iteachers cannot cope with 50 cr 560
Ll
children withous "terrorising" <hem "simply :c

survive'. Thembela further zlleges that some teachers

are pure sadists and simply enjoy inflicting pain n

students. However, he believes that there are czses
that warrant the use cof corporzl punishment. Therzs are
pupils who could not have been rescued if they nave not
been suzjected to it, he concludes. L11 this, Thembsla
said¢ =21 an interview c¢n the questicon <¢f ceorperal

L. . -
punishment in EBlack Schocls.

v
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A social‘worker, rs A Mbanjwa argues that punishment
is not only limited to the cane. She =zlleges that
pupils are zlsc kicked, slapped and beaten over g1l
parts of the body. Some pupils therefore play truant
cut cf fear. She attributes this to tezchers'
Frustration and peoor communication. She does nct
believe that corporazl punishment should be outlawsg,
but there should be a good reason in every instance.
She concludes by urging teachers to reasen with
students as puplls of today are different from these of
older generztions. This she alsc said at an interview

Fa

en the gquesticn e¢f corporal punishment in RBlack

schools.

As reported in the Natal Witness of 10 January 1983,

accordin te the Assistant Secretary (Professional

m

Services) of the Department of Education and Culturs,

Mr E Mvemve, there are teachers in KwaZulu schools who

overlocked a departmentsl regulation by metin

£ Sut
corporael punishment to girls. He warns that in KwaZulu

scheols girls should under nce circumstancess be caned zs

this is zg=inst physiclogical ceonsiderations.,

~ - =

Corporzl punishment degrades both
) —- S

the ¢ne &gt the receiving engd
and the ¢ne who dishes it out.
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he szaid. From this it would seem thazt <the KwalZulu

Department of Education officizls ar
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the wuse of corporzl punishment as a

wrong doing.

In the Natal Mecury cof 19 March 1985 it 1s reportec
that Scuth Africén parents believe in enforced
discipline, particularly for cffences such as stealing,
cheating in examinations and damaging school proparty.
This is in accordance with the findings of Gallip Poll
conducted by Mirkmor into Scuth African attitudes o
school discipline. It indicates differences in

zttitude between various populaztion groups.

ctr
jny

{1

In terms of this studyv, cverall Whites believe that

ameunt of discipline meted out in their schogols 4

¢]

[a X

about  right. Afrikaner parents demand  stricter

discipline in schocls than do their English speaking

LI S - Fy =
and Black parents in this regard, it was found. Wnile
™7 = -t - EEE Y - A -

Black parents agree Witl che Dbelief <het Tignt
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order. The purpose cf punishment is:

PN to restore an cobjective order
than to satiszfy = subjective
craving for revenge (Van der
Hazg, 1975, p. 11).

fhe principle of retribution suggests that psopie wWho
violate law are blameworthy or deserving of moral
disapproval for their actis. The idea of retribution
zssumes that offenders are responsible and rationzal
individuzals who choose to viclate the law.
kccording to Rabie and Strauss (1979, p.  4-5) this
implies that <they are not products of force bsvond
their conscicous contrel and that they are aware that

punishment may result from their vieolations of the law,

This being vpopularly known by its supporters as the
absolute theory of punishment may be very ussful

criminally. 1In the opinien of <the writer it is

not zlwzsys educationslly sound because in terms of this
theory there 1= 2 temptztion To concentrate on  <he
cffente &t the expense of a pgrson as such. In zthis

TR T

T il O ITTE.

o Rl B e A e i i T
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punishing him rather <than working cut our spite or

indulging our sadistic prospensities?

The Deterrence Theory

punishment, that if it ought at =211 tc be admitted, It
ought only tc be admitted inm so far as it promises 1O
exclude =cme grester evil, The docirine of deterrence
has come down from the classicsl school of criminoldgy,
largely as & reaction to the exceszsively narsa and

widely <discreticnary and correctionzl practices of the

pre~classical criminology.

Deterrence is based on the belief that the purpose and
function o¢f punishment is to cause an offender to
suffer and by so deing restrain him and other potentisl
offenders from committing coffences in the fusure.
This implies that man being a rational human creature
suleé refrsin from committing crime if he should know

- H — Fa . : - e el Y
thzt the unpleasant conssguences of punishment will

ol

follow.

- e - - = - :

It seems deterrence igs 0 & larges extent usss in
- - x - o - - - 3

schocls zs it inmstills fasr for cffence. Consigearing
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the school situation, it is, however, possible for z

chiléd to fear a person who inflicts punishment. If

such a2 person is removed problems of <discipline may
arise. Souper (1975, pp. 148-150) iz therefore correct

when he argues that

the indiscipline stimulated may
well be experienced by these
teachers who are nct naturally
inclined to rely upon punishment
fer good order rather than bv  the
punisher, for pupils are likely to
take an advantage of the absence of

repressicn by releasing the
tensicns built up by the punitive
teacher.

Razbie and Stirauss (1679, p. 15) refer to this thecry as
& socizl defence. The justification feor thi theory

- 3 5 - —- 3 = 1 - bt -
raests  on the suppesgition that crime is & threat ¢ an

o. 1£€) puts it.

+ 2 e ;. - 3 - ~-~ _— - 4 - Ea 5 pme e -

Wnern viewed from the criminoiogist peint of view, che

. - = < % ar - . -

communicy may be temperarily protected agzinst
Fafa 3 P . +h d s = - - < -

offenders such 25 wWhen they zre imprisoned zand  ths
fep— e JRp gy S e P _-— -
cmmunity may og  parmansntly orotectel gzsinss
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becomes completely objectionzble in
terms of the group welfare.

-
in

However, he wWarns thast whep such punishment
exercised oo frequently or for too long & period it
riay rob the puplls' valuable =ecucational eéxXperiences
and ingrease thelr difficulty in acdjusting Lo the

group.
The plzace of punishment in education
Although discipline by punishment is <the lezst

desirable practice in ecducation, educationists

generzlly agree that it is scmetimes necessary. Duminy

and Thembelz (1983, p. B87) are therefors correct when

they say:

the function of punishment is to
improve the child, to arcouse his
conscience without scaring or
Blunting it.

Laad F ol of
TC be relevan: and effective, punishment must involve
some kingd of unnleaszrtness evan of nzin ~houzsh nas
chne ing Ol uUnpileasz2riiness, cVern 4 pEllly NCuUgn nst
: - g = .
necessarily phyvsical sain. noowsver, egucstive
b ~ - £ - M
punishment should our beceome z focus of zitentiarn



ignorance or indifference.

In =z scheool situztion z child who fails to fulfil  an
obligation is commonly  to  blame, consecuently

L PPN
punlshment (1ngd
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Souper (187&, p. 147} warns:

But unrless he has reached z stage
of moral development this is
unreasonable. He must at least be

abl ta recognise that certzin
actions are indeed plamewcrihy.

If punishment is not educative the pupils soon  become

aware of <this 2né <his is bound o

greate more

disciplinary problems. With reference to the case <cf
African schools Gilbert (1882, p. 38) testifiesz as
foliows:

£ disturbing number of pupils were

¢riticzl of disciplinary measures

taken at schools. They stated that

they ware pele severs and

inazpproprizte.
Corpcral Punishment
Although &ll Eastgrn Zurcpsan and Communistic Bloc
countries keve rpreohibited  physical ounishmens in
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scnoolé, in South Africa this is still legzlized. iz
is, however, interesting t¢ note that even in South
Africa there is 2 substantial number of educationists
who are against the use of corporal punishment in

schools. For instance, there 1s a new organisztion,
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"EDUCATION WITHOUT FEA
punishment on pupils. Professor Holdstock, a scholar
in neuro-pyschology at the University of Witwatersranc,

nQ

Beat the Cane - The Cas

1]

has even written & booklet,
of Abelition of Corporal Punishment in Qur Schocls" in

which he argues against physical punishment Lo

e e - . .
nese  who argue zgzinst the use of corporal punishmens

meintain, inter a&alia, that it is not possible zo b

m

fair in the administration ¢f corporsl punishmsnt, may
cause bad feelings between the pupil and the <cezcher

and create unpleasant associzticns with the scheoel ang,

therefore, may bs habitual. Hamacheck (1877, p. 2027,

wotal abolitien  cf corporal
punishment in any form Zfor any
Durpese, undsr  any  circumstances
seems  to be part of z movement in
educaticn whese objectives have been
L0 promote students rights' and  cg
geard agsinst the  zbuse ¢of
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by

O=

teachers

in

th

control of student behavicur.

However, even these whe support the use of corperzl
punishment, generzlly agree thzat it should be ussed as
the last resort when all else has fzaziled. In this way
corperal punishment should be seen in & pesitive light.

-

It is used zs z corrective measure if

bl
H

spirit of love. In order to

the pupils, there are certain zticns regarding

use of corporal punishment in schools. In this

Van Wyk (1983, p. 103) has the following to say:

Censequently
particularly
concerned, spacific
gnactments by educaticn autho
wnich must be complied with.

where
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Cowpcr**1 punishment should be
administered in private by the
principal or an assistant teacher

in zhe presence of z principel.

Corporzal punishment should b
administered on the back of th
thighs with & cane or lesther sirap

m

T

at ieast 2,5 cm wide. Care should

& azken by the principal that it
is modnrately and reasonably
administered with due regard being
paid to the age and health of <he

upil.

o’

No form of corporal punishment
other than that authorized in these
instructions may under any
circumstances be administered.

Co”poral punishment may undsr
circumstances be administersed ¢

Temale pupils or studenis.

£ record of any case of corporal
Punishment must be Kept by the
principal in & specizsl register
containing the pupils' name, ags,
cffence, the number gf strokes, the
ate and the person by whom it was
administered. {Duminy and Thembels,
1883, p. BEI).
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has recently been conducted oy Cilbert on  the "Soclo-

the 1ssue of discipline in schools
reguires greater investigstiion, in
the light of the relatively large
numbers of students who complailned
about its severity.

Toec much use cof corporal punishment is self-evident and
self-explanatory in the following table:
Table 2.5.2.2

Lctuzl Idezl
Type of disciplinary action taken N o { %
No Action 23 1 57 3
Verbasl admonishment 306 17 542 30
Verbzl admonishment with the
withdrawal of privileges 28¢ 156 Lgz Z7
Corporal punishment 830 54 BOE  3Z
Prnvsiczl zssaults 188 12 g2 S
No responss 23 2 =G 3

182¢ 1828

Scurce:
Gllbert, £ J (1882 z. 2711 £ Sccio-Psyvehological siusdw
¢f the unrest in Afrigcan Schools,
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When locking at the above table with special reference
to corporal punishment and physical easszult, it 1is

—_ -
zwed

likely that these two categories could have ¢

"3
[

some semantic confusion in some pupils because it IS
pecssible that they (pupils) could have eguated physiceal
T

assault with corporzl punishment. Nevertheless, <the

tzble does illustrate the fact that there i1s &z gap

administered and the way in which it is acecepted by the
pupils. Wnile Gilbert (1982, p. 28) is correct when he

argues that:

realistically, however, there will
zalways be =z discrepancy between
what teachers do and what their
pupils feel when it comes to

punishment,

ke e

was listed among the grievancles that were voiced by

ct
oW
[¢H
<3
m
o
[

riangle pupils as one c¢f the causss ¢f 18&8<

disturbances in troubled schocls.

In <erms of Gilberts' study there is evidence whizh
suggests that corporzl punishment may net alwszvs o2
effective in bringing gbc'; srder, He sugppor-s nis
fincdings in the follewing way:



“The

It 1s interesting to note that the
percentage number of students who
stated that corporal punishment was
usually used in their schools was
much higher at KwaMashu schools
than =zt most cothers (up to 78% in
me case). It would seem that
c¢espite exXtensive use of corperal
purzishment the pupils in these
chools are still unrully if <the
degree of unrest is to be used as 2
criterion for deviant behaviour"
{(Gilbert, 1982, p. 2).

Sone psychologists' arguments against the usz of
corporal punishment
It has zlready been indicated (vide supra 5.2.1) that

there are educationists whe are outspoken agsinst the
use of corporzal punishment. However, the problem is

that mest discussions on punishment wnether

of punishment, ner betwesn degrees o©f punishment.

-~ - e o~ - N
against the use of corperzl as 2 disciplinary
_ M — - — [ o kel
mEeasures. Speaking ageainst punishment Scuper (1875, o,
-y ——
148 ) has commentel:
” - - = 5 —~ H
ir: oivicus denger In punishing iz
- e 103 . - = -}
“hat of atiacking symoicms rather
- - - — - - b —
thizn gzuses,  the conly result being
o ) il 3 3
ket the chilgren are hardensd
rzther than Deing helped.



Psychelogists are ageinst ths usse of corporel

punishment because they believe that punishing the

chiid as z means of

reducing aggressiveAbehavidur_ may
encourage him to act more aggressively. Mussen et &1
(1679, p. 209}, in support of this point of view, arsus
that punishment has few longterm effects - the child
becomes aggressive again as soon as the adult leaves the
scene. A ¢hild in such an envirenment will learn
physically punitive tactics ané thus be aggressive to
others. L4 parent or aducztor, therefore, whec uses
physical punishment to try te curt z child's aggressicn

may actually be encouraging the behaviour hs

s Lrying

to stop. As 2 rule those children will know only cne
form of punishment, namely, corporal punishment, when

they are grown ups.

In persuance cf the same argument psychologists further

3

argue that =z c¢hild who is used %o being physically

punished may be aggressive even tc his psers and will
£ -y T ; 25 = ] [

often times be involved in fights, even with his

- — - - - -

veachers zt worst., His violent cutbursts ars often tos
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Another érgument is that the child is likely to imiizte
the Ybehaviour o¢f the same seX. Tnus boys are more
likely to imitate male models and girls female models.
Boys are therefore, more aggressive than girls becauss
in most cases physiczl punishment is administered v

<he father. Bee (1978, p. 287), therefore, rightly

Note that puriishment + for
aggression by itself does not lead
to reduction in aggression. Many
parents, I suspect think  that
spanking the child for-biting her
brother is an effective way of
handling the situation and that it
will make aggression less likely
the next time. But it does no:

work that way.

identify themselves with +the scheocl, to accept its
values and to adept them a2s their own. Lindgren (1874

p. 263} thereforse concludes that:

-3 < JRgF
Ca there is = negztive
[y i = res)
relationsilp between cgacner
& - $ i 5 - T
I1E8Cllvengass and pumitivioy. <50
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other words teachers who are mnmest
effective in stimulating learning

are the ones whe used punishment

least and those who use iththe mnest

are the  teachers who "by all e
standards ares ineffective
teachers.

What looms from this discussion is that psychologists
are totally agsinst the use of corporzl punishment in
any form because of its negative consequences: Their
chief argument is that it is inhuman, deplorzatle,
unethiczl, noneprefessionzl and unnecessary.

-

2.6 Suspension and expulsion of pupils

The suspension and expulsicon of pupils from schosi  is

generally . regarded as & disciplinary measur by mest

say that this should not be regarded zs a2 disciplinzry
measure on the strength of the beliefl that all children
are entitled to educaticon. Suspending and expzlling
the ¢chile¢ from schoel, therefore, mneans depriving hinm

ol - P M L) . -~ =7 =
Considering ths latter view with relerence s ZlacCr
~y - F - < AR e e - - .
educzticon, further sociopedagogicel preblems may  De

experiences, if 2z c¢rilg is supendsd and eveniuslly
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expelled from school. This is supported by the [fact
that once the child is expelled from schecl, thers is
n clear defined programme concerning the pupils whe

are expelled from school. Feor instance, ne

habilitative measure exists in terms of which such =z

5 &

child c¢an be taken Lo an institution which degls with
such preblem children. Justice Kumleben 1982, p. 29}
summarizes the problem of expelling pupils from  schocl

when he warns:

Expulsion is neithar farmative nor
rehabilitative. On the contrary
the expelled pupil is presumably
expected either te leave school or
to be admitted to znother school
where on account of the di ace of
expulsion his abllity o

Teet there must be severely
affected. Any cases cited where
expulsion has proved tc have been
the making of & schelar nust surely
be the exception rather than the
rule.

3

. B .
ith Justice XKumleben,

¥

ines

}--*

Arguing zleong the same

if in so¢me schogls children are
stopped from zttending beczuse thay
have misbehz=ved, this Is wronsg.
Such agticn is comparztle ¢ a
doctor telling a serigusly i1
petient., 'Go away!' I refuse - %o
curs your illiness.
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He therefore, concludes thaet expulsicn is not a

disciplinary measures. His argument, inter zlis
that wher 2z pupll has shown by his persistent

repszted misdeeds That he is 2 d

[\

o}

ther pupils, the schoesl should arrange for
transier to another institution catering for
difficult children.
Wnilst <discipline must 2% 21l times be mzintained

the good of the schocl, it should be pointed ocut

expulsion from schoocl should be resorted te with

circumspection. Before expulsion 1s effezte
specific procedure has got ¢ be adhered Lo by
principal of & particular school. What 3o

hereunder 1is the procedurs that should be foll:

nger o the schocl

i
|
0

sucnH

concerning expulsion. Idszs expresse? here have been
extracted mzinly from the Government Gazzette No. 5703
cf November, 1S77.

I & pupil conducts himsell at school in such 2z way
that in the opinicn of the principel the c¢ceorntinued
gttendance of such 2 pupil will bs detrimentel ¢ <the
welfare of the schocl as & whole, or te that ¢f arny cf
the pupils, the principal shall without delzv inform ir
writimg such a pupil'ts carent of the facss =nsd skhall
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stzte that on recoccurance of similar conduct such 2
pupil will be liable t¢ be expelled and inform the
Circuit Inspector or controlling body, as the.case mey
be, accerdingly on reoccuraznce of such or similar
conduct by such a pupil. The principal shall
immecdiztely suspend him from school. Such & pupil

shall depart from the premises of such & school, unless

Lea) -
i

the principzl has directed ctherwiss. the princ

4

¥
1]
[

ghall férthwith notify the parent of the suspensicn ¢f
such pupil, in writing and the reasons thereol and
shall submit & full report tc the circuit inspecter or

controlling body, as the case may be.

may be, after further inguiry, if he .deems it
expedient, orders the expulsicn ¢f such pupil, or takes

such other steps zs he deemesd necessary.

body mav summarily expell any pupll Irem schocl.,

- - - e - al - <"

An =arppesl Dy 2 parent or legzl gusrdian ¢f any pupil
Fal - - - - -

from government schocl may De made ¢ the Secrstany
& - - } = -3 o b - -

cf mducaticn whose declsicn snzli pe finsl. In the
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case of & community school such an appesl czn be made
to the schocl committee or school board, as the case
may be, the decision of which shall be finzl. In the

7 2 school situzsted on g rarm or mine, facteory or

case

o]

hespital premises, an appesl may be made Lo the owner

and the decision ¢f the owner shzll be finzl.
Rewards

Llthough, traditionally school discipline has been more
concerned with punishment than reward, . educaticnists

generzlly agree that these days & system ¢l rewards 1is
cne of the ways in which discipline could be

However, 1t is not uncommon to fingd

punishment is the znswer to the problems of discipline
at school. Such teachers prcbably feel that & system
of ciscipline based on positive reinforcement is a sign

3

T weakness if not the admission of defezt.

Laslet angd Smith (1684, p. 3%), cice Neisworth ancg
Smith &3 having described g reinforcemsnt hierachy in
the follgwing wzav: They szy 1%t gdescends from selfl-
generated satisfaztion such z2s pride In the  job well
Zone, through & self mzEnaged reinfeorcement  such 2%



going - for the evening only after homewerk has been
completed to the menagement of reinforcement by others
intangly in the form of socizl approval or praisse or
tanginly in the form of monsy, sweets or permission to

ake part in some enjoyed activity.

¥

zzy about rewards:

se and

- a little i
y enough to
[~

encouragement 1is usuzl
make anv child do hisz b

s

)

- .
b

- in some scheols hildren are
seated according to merit; these
whnose WwWork is meritoricus  being
seated at the Dback;

- ¢eserving pupils may be assigned
duties which require
responsibility, for example being a
monitor, =z leader in z sport club
or chzirman of z debating sccisty;

- prizes for regular attendancs,
good progress  or conduct may be
given &t the end ¢f the year.
Behr {1977, p. &&4) cites tne views of Kenmedy and
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facilitator of learning while blame had the opposite
effect. Bowever, he warns that teachers must use

rewards with discretion because if they are easy 1O

n

(&

come by their effectiveness will be lost. It

O

pessible, for instance, that rewards may be £

overemphasized that they take the form of bribery.

Durcjecive (197€, p. 52) has given the following warning

concerning the use of rewards by teachers:

the danger is that either gz few
children get their awards and other
children ‘are left cut and
discouraged or the cother children
do everything they can (by fzir or
faul means) to receive some of the
rewards, thus ¢creating more
discipline problens.

Saunder (1979, p. £1) regards praise as one of the

cormenest forms cf rewards. He goss on to argue thst
nct 21l praise is perceivesd as rewardd by Lthe recepient,
He therefors, mzintains Thzt some pupils ars
embarasses by praise ang do not kKnow Now e responi Lo
it, particularily 4if it is given publicly. Enather
argumsnt that he has agsinst the use ¢l praise is that
cther punils have such 2 strong antipsthy e educaticn
thaet what Is regsrdeg z2& zralisge py the tezghsr oEY




YA

serve as punishment &to the pupils as 1t toc olften

results in teasing and rejecticn by others. Szunders
further, cites Farson as having argued thet pralse
creates @ gulf between twe people in that it may be

perceived as asseriting the superiority ©of the rpraise

over th
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When Saunders bases hisz argument on his perscnal
experience and on the research done by 3Brephy and
Everston, he contends that prazise znd encouragement ars
of value, especizlly <o pupils whe are inhibited or
accustomed to failure. Crn the other hand +there is
evidence which suggests that puplls who are confident

and accustomed to success anticipzt

m

success and their

motivation 1s not increased by praise. Hence, Saunders

[{1]

affers the following guildelines for the effective use

of praiss:

- - 1 t
- note from the pupils response
wnether praise is rewardsad;
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In +this chapter an acttempl ha
discipline as & pedagoglic category.
by looking at some views that have been eXxpressed
regarding the relationship between education anc
ciscipline.

Despite the divergence of opinions regarding educatilcn

poor discipline is one of the

=

and giscipliine

=

-

disturbing features for any teacher worthy of his salt.

n

it is nectessary, however, that discipline mus: be
purpcosive in order that it becomes pedagogicelly and
c¢idacticzlly defensitle. ror <discipline to promote
learning and thereicre responsitle adulthood, it must

-
noT serve ag

m

vindictive or repressive mezsure.

In cencluding this chapter it is also necessary to

learn, This belief is further  elucidaterd in
Durojaiyes' study as cited by Cemans (1984, p. 130}
when he points cut that irn his investigation $2%
tezchers defended their ceonstant punishment of gupils
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on such grounds as, 'This is the only language they
understand; Farents flog their children constantly ac
home Parents demand that I punish tharm. He further

comments that children wheo are often unished zlso
develop excesszive anxiety which mav makes it difficulx

for them to learn effectivelv.

The above pedagogicezl notion leads toe the misguided
belief +that the Black pupil is az brute to be tamed ang
forced to respect autherity. This is counter
productive and nas self-ueleating ¢nds. When such =
spirit is prevzlent a pedagogic-didacti situation

becomes & tyrannical, submissive, suppressive encounter

usually characterized by strzined relaticons betwaer the

teacher and the  pupils.



A%
(Vg

Beard P.M.G.

& Maorrow W.E.

P2y

8
-1
-3

—a
(Ve

Summerhill For and Against.

Eart Publisning Co. inc.

Schools. Holt Rinehart ang

Winstorn Inc. U.S.A4.

Prcblems of  Pedagegins:

£

Pedagogics and the Study eof

58}

0

ducation 1in South Africa.

t

11+
U

or

arworths. Durbarn.

r laad - Fa - - -5
A LEeXNTIDOoK  CI LOUCETICnED
Method. Van Schaik L:g.
ha - -

Sreldrlzs.

ol Branlaom ~e e e
- - a e e T o * ThOE . -



Cierk, D.H.

& Kacdis 4.L.

Downey, M. &

Kelly, A.V.

Duminy, P.A.

Thembela, L£.J.

-85

(1879)

{1983)

(1982)

educater and the educand in

Urban Black Ar=sas. M.Ed

Dissertation. University of
Zululand. KwaDlangezwz.

fumanistic

0
i}]
0
}-+
oy
[y

o
|
|83
ot
Jar
Uy
a3
1]
'3
)]

Charles £ Merril

Onio.

Harper and Row Publishers.
London.
Teaching Scisnce I. Longnman

=1 -~ - :gd-f—ﬁ--:f-q oy

SUnganen i~ TEUSEURICS RS
.} - = -

tdvanced cudents. iaun

- -~ ™ B} had

the Schosol CRilg. Svans
_— i .

Srothers 2. Longon.



Ehiers, H. {1981} : Crucizl Issues in Zducaticn.

Erikson, T. (187

wn
1
o3
¢t
1]
"y
jos
i
ot
.,l
Q
&
n
y—t
m
"
[ @)
(D
'3
}
[{8]
3
[§}
1]
n

and trends of develgpment o
offenders in crime and
society by P.J. van der wWalt

{ed]). Uniss Publishers.

Gilbert, A.J. (1982) + A Socio-Psychclogiczal Study

cf the unrest in African

o

Schools. niversity of

Zululand. Kwz-Dlangezwa.

Government Gazette No. 3725 of November &4, 1977,

Gunter, C.F.J. (1378} : Aspec:s of Educationzl
Theory. Universicy
Fublilishers aznd DBoguselliers.
Stellenbosch,

Hamacnsck D.E. (1877} : Humarn Dynarmics in
Tsycholegy and Zduceticn.



Holdstock, T.L.

Kumieben, M.E.

-390~

(19835)

(1984)

(1982)

.

Abolition of

Punishment in Our Schools.
Wits.
Effectiive Classroom

Mznagement. Kicnclas
Publishing Co. New York
Scme  thoughts on punishment

a2t szhocl with particular

reflerence Lo expulsion.
Bulletin - Institute for
Fublic and Vocaticonzal
Training Vol. No. 1.
University of Zululand.

Ewa-Dlangezwa.

Psychclogy in

classroom. Jehn

wiley

A . r -

£ Life Span Approzch.
o ; B

Harper and Row Fublishers.
haw York.



1984,

itness, October 25,

+
¥

Natal W

: duthority

(1936]

U.S.4.

Iinc.

Sons

NIcholas & Co.

Summerhill.

{1568)

A.3,

Neil,

1

td Grezt Britain.

—

Socio-

&

-

: Authority

(1978)

Nel, B.F.

versity

Uni

.2¢ Thesis.

D

v III Gui

enolog

=

{(1579)

O
Oy

R '}

o

th



Steyn, ?.G.D.
et al

Souper, F.C.

Van der Haag, E.

Var der Stoe

FLA. & Louw W.J.

Van Vuuren,

{eg)

-92-

(1983)

{1875}

(1984)

-
(Us]
98
L

H

Education 3. The
Pnilesophical and Eistoriczl
Foundations ¢of Tducacion.
Longamzn.  Cape Town.

About to Tezth: Ar

Routledge

Kegan Paul Ltd. London.

Punishing Criminzls:
Concerning = very cld and

Basic Sooks



Vil joen,

& Pienaar

wﬂkins, z

TLA,

J.oJd.

-



14

DISCIPLINE IN THE CLASSROOM AND SOME RELATEDRXGZACTORS -

INTRODUCTION

3]

The question of disciplirne in schools 1s relsted ¢

13

3

m

many facters and it is not pessible to list them
this study. £ choice, therefore, had to be made and

factars that are discusseg in this chapter are bzsec on

the literature that has been reviewed and have TDbeer
enumerated because of their relztednass o Slack

education.

It hazs zlready been hinted that in 2 school situszticn,
particularly the classroom si

& = A3 i i ; Y1y e g T4 i ™ ; - ;
for & disciplined educetive climzte in order to make it

i - < - [T 5+ 2 = 1r= -
the _earn_ng enviranment. ULnerwlse 1o 1S nwnnLac.e
1 - & i = - - b P -
that desirable lezrrning or whcelescms perscnalicy
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Some factors related <o disciplin

Parental involvement

When Gzbelz {1983, p. 62) writes about parental

invelvement in Black educztion he correctly points out

No educational system can function
effectively wunless it operates by
the c¢onsent of the community when
it serves. & functioning system
derives its sustenance, among other
things, from the contributinr made
by the parent and other community
members.

Concerning parental involvement in the discipline ¢f
children Jones andé Jones (1281, p. 28%8), argue that in

a limited number of instances the rewzards and

I 3 4 - § imyalamd e - % S R P,

neesds to  involive parente in develcening the Dehavigur
Fa <08 - - Fa

change programme for the child. L% Supplrt cf  this

< 3 - ! o L ~rras o~ -

viewpsint Shertzer and Stcns (1876, . &03) have zlsco

v
)
)
3
i
N
3
]
W
%
o
M
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and schoecl when close con x

naintained. The pupil is the one
whe benelits if the schocl and home
reinforce gach other in the
reciprecal task of edugating anc

socializing".

ct
)
T O

tuation in KwaZulu Mncwzbe (18

-+

Concerning the s

15€) has the following tc say,

"... lack of parental support and
understanding of what he, the
chiid, i=s decing places thes child 1
“wo segregated worlds between which
he must choose at certain points".

Although Mncwabes' study was bzsed on pupil wastage and

dropouts, it does throw some light on the need fer

c¢iscipline. Parents should zlsc intervene iIn any

schogsl activities which are not in accordance with the

k] - - - <
schocl administration, this is e demanding task on the
- - . - . Fad —~ -
part cf <the Black tsacher because of larzs classes

-~ — g = rjmm s sy i e 4 e m e d -~ - 5 .
jgtens mezZn Lnal 2N gToermtte _LE Cireciion sncuill noT
- -
E— . ~ f e = P e - -
he malfe bhegause gne ol tne gims of aducaTior is o



La}

Liu1.2

-g7-

enzble the child to develop as a whole.

the ¢child to grow towards adulthood his parents

be neglected by the school.  Nxumsle (1973,
testifies as follows:
When there is sufficient
acknowledgemant of the existence of
two components of the educational
life of the child, viz., the parent
and the teacher, co-operation for
the benafit of the child will take
place.

The curriculum

When assisting

may not

p. 21)

£ considerable number of educationists have, rightly
peinted out thet cne of the causes cf instabilicy in
Black education is the curriculum. Thne uprisings of

157¢ do give a pointer to the protlem surrcunding the
3 5 =] vy - - <
curriculum  in Black schoolis, though many socio-
CRPRF o K <y .
pelicical factors ceontributed. According te the survey
that was condugcted by the Institute ¢f Zlack Aesezrch,
£11 respondents SEW ths
anforcement cof Afriksans cn Sowsic
schoel children zs the fundamental
. A -t s - . [Baal] -
issue in the disturbance {Timel
= y Fud - EERY
and Mzzibukso, 1878, o. 1.
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This problem of Afrikaans as a medium of instruction in

Soweto schools had country wide conseguences as far as
A" - I3 '] .~ Fal - -

dis®pline is concerned Dbecause az from that year

onwards Black schools counirywids have ncti been stable.

Aithough in KwazZulu, 2t the moment atienmpts are being
made towards the differentiation of the curriculum by
the introduction of"comprehensive high schools, these
schools are apparently not geing to serve the needs cf
all Black leaners. The curriculum which lacks
wisferentiation deprives the pupils ef their active
invelvement in.a teaching-learning situation. Cloete

and Conradie (1983, p. 5) are therefore correct to say:

If curriculz make no provision for
both 1less gifted and the highly
talented children, che finds
frustrated puplils at both ends of
the spectrum. Frustraticn can give
rise to juvenile misconduct because
this does not coincide with the
pupils' search for identity.

for identity is hampered oy & curriculum which does nes



Schoeol have

pupils

~9g8-

ceme from all leveis cof

groups,

A

curriculum that fails tc do this becomes

individueals and differentiat
opportunities sheuld be created
fulfil <the needs of every pupil
accordance with his ability,
aptitude ang {Ndzba,
1875, p. 58).

ket (D
o]

I8

got L0 cope with z mixed intake

soclo—-economic

Decause

income

c¢iscontent, thus creating disciplinary problems.

Apart from compleints agsinst the
‘administration and rules’' in
existence in schesls zand these
concerned with pupil behaviour, the
rest of the complzints, are

direct conseguences of 'Santu
Education'. Twenty one per cent of
the responses referred diregtly to
the nature of education: that
education is only for 'Bantus' (18%
of the total number of
respondsents); that the choice of
subjects was not relsted to careers
{10%); that one cannot find work
after leaving school despite having
some qualification (3%) and that
: i s are always
Z, p. 281,

- 7T
Stiil
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doés give direction to the extent Lo which the
curriculum causes the disrupticon of learrning zctivities
in Black schools. De Lange's (1981, p. 15&) argumenet

does hold water when he maintzins that,

curriculsa dgifferentiztion, i.e.
differentiaticn in respect of

learning c¢ontent, should not be
based on differences in cclour,
race, creed or sex, but on
interest, abilities and country's
neseds.

Concerning the curriculum in Black seconaer, SCLoLis un
KwaZulu, Mncwabes!'! (1985, o 137} investigation

revealed the following:

o . - P— .
Cf the 5% teachers, ¢€1,5% gzve
cheir cpinion that pupils do not
view the =school curriculum as
relevant, while 38,5 pointed te the
cantrary.
™ ~ - N i .-
Those teachers who felt fhat the curriculum was nct
b 2 - = :
relevant gave the fellowing reasons amcng others:
- The differentistsed currzculum iz incroiuced very
late e.g. science znd cocmmerce start only  in
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revealed the
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in schogls prove among other things that
academic frustrztion among pupils. Since
k schocl curriculum is not in uniform wit

riculz of other race groups it has mad

41

ucation a confused sysiem of educaticon.

reveal inadequacies in the Black schgol
with conconmitant problems, such a2s

issues, Mncwabes' study has furiher

0f 28 principals 66,7% expressed

the view
their sc¢

Lhat the pupils do not see
hoel curriculum zs relevant

t¢ modern needs azs future members

of the

sientific-technological

Scuth African Society...

Wrile Makelima (1984, p. 12) is correct by giving arn

educationally

sound reminder:

Let us remember that 17 wes have Lo
resorc Lo exerciss corporzl
punishment for motivaticn L1t is
because we have failed in the vitzl
matter of inspiring our charges with
the desire ¢ learn znd anticipate
the extcitement of c¢rossing the
bzrrier Irom igncrance Pt
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in 'view of the nature of the curriculum it 1is also
likely that some teachers resort to corporal punishment
because of the frustration that is brought about by the
nature of the curriculum. For example, it is possible
for some puplls to find themselves in & <classroom
being taught subjects which are not in accordance with
their abilities, interests and needs. As a2 cecnseguent,
when the encounter between the teacher znd the pupil
does rnot reach z pedagogic compromise, ..icﬁion is
bound teo ccur and this may lead o seripus

disciplinary problems.
The teacher-pupil ratio

This has zlwzys been 2 source of irritation in 32lack
schools, for & Black teacher, and continues to compounc
his difficult task in the calssroonm. The problem of
teacher-pupil ratio coupled with many other preblems

prevalent in Black educasticn, zls¢ shows that thsrs zare

the problem of =2 high unpreporticonsl teacher-pupil
ratic in Black secondary scheols, Thembelsz (1984, p. 8)

5 - - S 2P ~ s s -
is justifiecd tc ask the following guesticn:
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How does one teach a group of 70
pupils, +through the medium cf =2
foreign tongue, subject that one
has hardly mastered himself, under
drab and dreary conditions with no
zids =t 2l17

A questicn of this neture does revezl that zihs
situation in Black education 1s such <©Chat the poor
Black teacher i1s placed in 2 serious predicament. It
goes without saying that z teacher who teaches 2 c¢lass
of rmore than 60 pupils has & problem of
individualizgticn. A= = result, such a teacher s
likely to be tempted to think that corperal punishment

is an answer to his didactic problems.

In 1983 the situzticn in KwaZulu secondary schools with

regard to pupil numbers was as follows:

TABLE 3.1.1.3

STD & Sta 7 St¢ & td © td 10

S5 229 50 940 48 874 20 501 2% 7L

Totzl number of pupils in secondary schools @0 157 348
Totzl number ¢f classrogms svalilzble : 3 BE7
bverzge number of pucils per classrcom o1
Number of sescendary schogl teachers : Z LZE7
Teacher dupil retic 1132
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When looking at the above expcsition one can be tempted
to¢ believe that the situztion in KwaZulu secondary
schools 1s not very far awsy from being normal because
of <the teacher-pupil ratio of 71:36. However, it is
necessary to take note of the fact that the teacher-
pupil retic is not as simply as merely dividing
totzl enrolment with the number of teachers in & secoor
of educaticon for a territory or nation (vide infra
6.2.1). The concrete classrocm situaticn may present

& different picture. In the schools thzt were visiteg

-for this research project the total enrcelment for these

schocls in the first half of 1985 stood 2t 8180 with

nr
(&3
]
m
0
@
3
(6]
i
(8]
Fa

17C teachers. These figures give

enly be rez2lized by the approprizte performance of
teachars in various classrcoms. Although thers zre, 2t
the momsnt manyv upgracding prejects for Black tzashers,
especizlly secondsry schocl teachers experisncs  nas
tzught that some Blsck tezchers zre s<ill not egaul o
their tasks. Tnzt is why Luthull {1982, p». 2% ‘s
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Investigstions reveal that
teachers unconsciously become
responsible for the Trustration of
cupils.

Arguing along the same line as Luthuli, Themdbels (167&,

o. 26) is alsc correct whan he contends that:

the teacher's qualifications
influence the delivery of th
subject matter and the methods use
zg well &g his handling of pupils.

.

Lack of knowledge of the subject matier results Sfrom
inadequate training and such teachers are not ¢apakble
of presenting the subject matter +to pupils in ol
interesting and challenging way. Lack of sufficient
training, further, makes it impessible to identify

pupils with learning problems in good time and aid them

in their educational distress.

The teacher whe lacks sufficient
treining, may, perhaps z2lso  lack
understanding cf pupils!
frustration cor misconduct, ang
surmarily turn  tc  pedagogicslly
valueless  punishment that may
promote juvenile misconduct.

(Clocete znd Ceonradis, 1883, p. 54,

In Zlack educetion teslners with the cormmand of Tl



invains that 1nsufficient ful

Enowledge of
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subject matier ars absclutely necessary

, p. 6&0), therefore, arguss corrs

the subject matter should go

the reliable knowledze of education,

relianle knowledgze of 2ll wnhich can

Knowledge c¢f educz:tion refers in
the first place to the varicus
disczpl nes of pedaba ics whic

investigate describe ané¢ explain in
&2 sgientific manner reguirenents
for effective education ueaching
{Cloete and Conradie, 1983, p. 78).

Knowledge of +the subject matter and

[R8
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clearly articulated philoscpny of 1life for Black
education. When a teacher knows clearly what

philosophy cf life underlies his practice of education,
he has certainty in his mind & sense of responsibilily
ancd ~his arouses enthusizst in nim te mest  the
requirements of & philosphy of 11

values to young pupils.

i
ja X
m
t
%
i
3
o
8]

Since the knowledge of the subject malter 1
by teacher quelity, the following table will give us
some picture of
Africa in 1879. In this table Blacks are  compared
with cther racial groups 1n order to depict e unlicus

positien of EBlack education. These figures exclude

Transkei znd Bophuthatswanza.

Table 3.3.1.4

Teacher qualificaticns in Scuth Africs, 1679

Highest

Quzlification African Coloured Indian Wnites
University degres 2,3% L, 2% 18,4% 32,0%
3¢d 10 15,5% 26, 3% £5,3% B%,0%
Below S«2 10 82,2% £8%,5% 13, 3% -
Scurce: SAIRR Survey
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With reference to secgndary school educaticn the

following should be noted in the diagram:

in secondary school

cr
M
W
(8]
o
M
3
0
o

o
o
(V8]
L ]

b. Out ef the total number of secondary schecl

teachers 704 do not possess & Std 10 certificate.

Note should zlso be taken of the fact that the teooal

gucation Department in 1983

[
L7}

teaching force of KwaiZul
consisted of 22 041 teachers, of which 20 €13 nad an

academic quzalification ¢f nc more than 2 Matriculation

The picture as 1t has besern painted above revezls that
the precblem of teacher quality, especially with regars

to training, has still tc be grappled with in Elack

: - . K L2 3 P
education. Concerning the protlem of teacher cuzlity
- -~ 3 - ] —-—— - e
in KwaZulu and Natzl the Specizlist Group recommendssd
the following:

“0e 10L1I0OWlInNg:
T fer
5 the
S e
= ing
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teachers to at least the S8td 10
level"® (Buthelezi Commission,
1982, p. 307).

amous study cn
authoritarian (autocratic),l laigsez=-faire and
democraﬁic teaching styles and the effect these had
on the learners. Since these teaching styles affect =
didactic situation in one way or anothe.,' it is
inevitable that they heave an effect on clazssroom

¢iscipline. These teaching styles will be, thereflore,

carticular.

& gEroup leader heving an

autocratic style tends tCc be  wvery

directive, very control griented,

ang if necessary D“r*shment

oriented (Guskin and Guskin, 1670,

D. 81}.
Suck & teacher is g director of every zction in class
fer, ne exercises firm control, In such &2 pedagosic
situstign Dunils are paesive reseivers £2F Instructiorn

: S = - a - P—— 3 < B P - g -
and possibly tnregls) begause 1T 18 tThe tescher wnhne £sss
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zll the planning and talking. Such a state of affzirs

is not unceommon in Black edugation. Mkhabela, (1985,

]

p.58) c¢ites Dreyer as having found that the majority of

t

rural Black teachers still adhere to traditional
autheoritariarnism which demands complete submission o
authoricy. This may not be far away from the truth in
view of the fellowing exposition by Nxumzlo (1980, .

126) in the case of the Zulus:

The  Zulvs were brought up under
strict discipline. The
disciplinary code of society was
enforced by members of the family
as well as &all members of the
tribe.

. to be apathetic

<0 be very dependent

i - & 5 £ - = s - K
. to show little capacity for Initiative
- v =+ - -
. occassionzally to show hostility towards cne

- - - - - -~ PR - - - -
or an zuthoritarizan type ¢f 2 teacher, zuthoritv ozl
- -~ : - P EP
evan imply cosrgion or compulision. Since the maicricy



of pupils 2t 2 secondary schocol zre adolescents, these

pupils have a guestioning sttitude on anything that
surrounds them. An authoritarian teather may,
therefore, find himself being & generstor of conflict

which may liead tc a conglomeration of disciplinary
problems beczuse his acticné mzy be regarded by the
pusils as being unreascnable. Dreyer (1980, p. 57)
emphasizes this point very clearly when he.comes to the

conclusion thsi:

Zulu adelescents are however, of
the opinienn that 2 boy or girl
might Dbreak school rules if thzse
are unrezscnable, since they regard
themselves as old enough to take
their own decisions (&7, 19%).

When referring to the autocratic style of leadership in

the school Mussazzi (1982, p. 63) arguss <th

m
ct
0
-t
(]
0y

leadership kills initiative amonmg the students, ang

very cften leads to schoeol riots and stirikes.
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In line with a negative side of 2 laissez-fzire type of
lezdership, Dreyer and Duminy argue that such & teacher

is present in class but it is the pupil whs dicides

jo3

—
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[
m

pua §
0
o
Q
5!
{1

when ne will de something, what he wil

will go about deing it.

A classroom situation characterized by this teaching
style is 1likely to breed pupils who. have insscurity
problems in the encounter with the subject matter. The
guestion of the relationship of zuthority, therefore
falls away because the teacher 13 not in a position ﬁo
mzintzin discipline whatsoaver. It is therefore
correct to  contend that whilst preblems arise in  the
child's educational situation when authorisc is

constantly wielded in an unsympzthetic and dictatorial

4

manner, they alse do zarise when no authority i

tn

¥

exercised gt 211,

The <discussion of teaching styles have revezlel in =z

- - - hi -
way, that the socizl ang emoticnal climste in ths
- - — -
classroon is crucizl in achisving high work ocutnut ang

- 3 - L} - - 7 o 4 -
meximur use of pupils' gbilities. Since it is  the
7 -—frm - = - = - o - -
purils that are affected, IJ¢r thz gocd or for the Dbac
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te look at some research findings on pupils' views on

) A
good and bad teachgss.

Some pupils' views on good and bad teachers

This study was actuzlly conducted in Britain by Jeonas

and Chopkin. It has been taken from Khumazlo (1985, p.

25). Howsver, reference to this study does not assume

(f

hat Black pupils would necessarily respond identically
like the sample ¢f the pupils that was obtzined in
Britzin. It is, probably, safe, ¢ assumes that the
same c¢riteriz could be applied here, zlthough possibly,

the importance of teacher characteristics may 2iffer.

As &1l the pupils agresc¢ that thel most Dbeloved
teacher was zlsc their best teacher - the one azccording

0 them  who =zlways taught efficiently.

£l - o ! ~1z H
. *‘z_-.‘_..y Lo LonLrQOl = o228,



Interested and sympathetic towards puplls 2=

individuzls;

Ability 10 present subject matter s¢ that purpils

understand and learn;

Teaches in an interesting way. Inspires pupil
with enthusiasm and confidence so that they wan:

to learn;

mzintzins high standards of behavicur znd command

respect of pupils;

L Tiking and respect for children leading to good
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The characteristics of bad tesachers were arrangeé in
the fellowing way by pupils 1in  their orger of
impeortance:
. has discipline prcblems either through being L6C
lenient cr toc strict;
. &n inzbility to teach in z clear way;
. uninterested in pupils as individuals, does not
allow for different learning abilities;
. low standard of behaviocur;
. unapproachable, intclerant, ccld;
. impatient
teaching in &a boring way and does not iInsc

pupils tc want to lear

ct
M
it
o
jay
=
3

. inflexible approach to
. dislike and has no respect for his pupils:
ang has cbvious favourites;

.
- - - 1 -
. 2n inadeguate knowledge O
. no sense ¢f humour
From this study it is ohvicus thzt the pupils zr
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the role of =2 teacher

the guzlities of

111

Concernin

Duminy (1973, p. 138),

study conducted in South Africa,

as g disciplinarian,
say: -

Scmehew it seems as If the meeting
-
%)

out of corporal punishment plavs =z
very important role in the
classroom activities in our

seccndary schocls, so much so that

it comes second in rank - very
close to the first place - in  the
list . ¢f reasons for disliking

Teacher B.

—~ - ~ . o - T2 sy -

of & teacher, &s ne disciplines pupils, is &
o~ - _——
one for good pupil-tezcher relztionship
classroom.
-3 ro < pm

Some essentlizls of disciplines
e _ i : PR
Whnzt will be disggussed in this sub-topic 1= W
been regzrded Ly the resezrther as  essent
iim~dinld -~ = = - e : _
discipline, 17 pedaglgic sutheriiy 1s to be mz
ER. e P R Thoas o o - P =y
n che  CogSsrolt. LN28T ZEIRNOLILELE g2re,
nct blugprinis ICr zuthority. They ha
enumerzted pecsuse ¢of tnsir effect on pucis

has the follc

as a

a -

in the

nat  nhas
b &

.

LELE CI

however
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rélaﬁionship as far as they affect discipline in =&
gdidactic situstion. Guidelines to be used will bz some
of the criteris suggested by Gunter (1978, pp. 154~
1541}, but only as far as they apply to discipling in &

pedagogic-didactic situation.
Love
Educative teaching is only possible where the spirit of

love prevails. With reference to 2 pedagogic-didactic

situztion, love mezns e love in loco parentis so that

the child is &able to face the school task with the
necessary confidence znd enthusiasm. That is why
sducztors generally agree that any pedagogic situzticn
deveid of love leads to strained relations betwsen the
teacher and the pupils. This can lead t¢ the hindrance
of the learning crocess; for, the child may develop =z

negative attitude towards that particular teacher

m
3
9]
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This situation is, however, not
typified by tvranicsl dominance by
the teacher over the pupil, but by
the sympathetic understanding and
pedagogical love and reciproczl
respect.

This situation of pedagogical love ang mutus:
respect where there is z positive prelaticonship between

the pupil and the teacher ¢alls for a2 normal yvouth Lo

b
jag

2}

3
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fu
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ct
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m

be prepared to accept the teac

(D
)
by

his disciple until such time that he zacgquires 4

3 Fal - &
rational being, man ougnt tc be free, Lo determine the
direction of 18 Own Tnfe Thig nowever coes v -
ke B el - Lido Pe Ak . Lilasy FiWTVSD T nes

- . - B N 3. ] [ I - R
beczuse he still reguires sducative ecztuslization DV

until the Seacher intervenes in the life of z 2rils
when necessary. Treesdom, thersfore, ig  freesdom
accempanied by authority, ciherwise & pedzgozic-
gicactic situation may be ¢chzctic {vids supra Z2.2.3..
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With regard <o freedom as relaled to autheority Niaba

(196%, p. 156} rightly, points out that:

the authority of the teacher and
the freedom of the pupil must reach
g happy compromise  with 'no

oot

extrimism on either sids. The
harsh military discipline of the
‘task master' or looss discipline
of the ’'soft pedagogue’ which

verges on licences are definatel
out of place here.

3

A goeod pedagogical leader and disciplinzrian is the
one who is a true friend of his pupils. rriendliness
hawever, should not crezte an impression in the minds
of +the pupils that it is eguitable with familiarity

and cheap popularity because this 1s pedagogically

dangerous:

The teacher should be friendly hus
nct familiar, There is e tendency
on  the part cf some tsachers Lo be
overly concerned with their status
with students. This can lezd to =
tendency e courst students!
popularity. Suzk zr sttitude carn
give rise to an undesiratles degrse
of familiarity betwsen iteachers and
studsents. The teacher must bHe
continuously consciocus of thns facot
that he has unigue status with
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students and that they do not
expect or desire that the teacher
be cne of the boys. {Adams and

rret, 1989, p. 59)

<
ES

b
G
From experience of {he researcher it does not take toc

long before pupils discover, -especizlly at higher

classes, like the szcondary schocl phase, the nature ¢f
friendship the teacher has for <them. if it 1is

educeticnal friendliness for instance, it lasts longer,
but if it is the type of friencliness that is coupled
with selfishness, puplls become resentful and

discipline may- therefore not be achieved. Gunter,

(1978, p. 15§} remarks appropriztely when he szys:

it is essentizl that the teacher
should make his pupils feel that he
is their interasted znd well
interested friend whe sseks only
the promotion ef their true
interests angd +their hapginess in
everything that he does, including
the exercise of his cdiscipline;,
eyen in the extreme form of
inflicting punishmant.

I o 3 - e b - -
The pedagogicel situstion is characterizsd by gizlsozus
- ~- - - - h < 4
hetween <the tezcher zand the punil. Likewisa in <zhe

Fd " - = Fad -
exercise of discipline thers iz 2 nesed for &z <szchar =2
-2 D5 A N - 2 - 4 .
scmetimes Find himsell In =z dizloguse relasionshic
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-

with ths pupils. This mezns that 2 teacher should not

he a 'take no nonsense' typs of a person because there
are moments when he should actzlly give 2 chance tc the

child (pupil) tc express his views, in which case he

will have to listen to what the c¢hild says.

Furthermore an adolescent 1is in most c¢ases apt e
scrutinize and crticize his ieachers and disregard
authority. This is because at <this stage cf
development the pupil weuld like to argue and express
his opinions. : teacher who does not give a chance
to such puplls te express their views is likely to
experience problems with regard fto discipline. One
wonders &as to how often do teachers actuzlly find out

why individuzl pupils have neot done their homework.

1 = s S -5 N . ] - —" - -
Wny, {or instance, 2z particular child is usuzlly late
o ~rre S 3 ~ hrd
for meorning lessons?
- H - et - PR - -
- & =i1tusilon where dizlpogue eXIsLs Detween  the
- - - H - 1 f =
teacher and the pupils, the purils sglf-ssteem is
d - 3 - [ - I : r - o
usually enhanced. Irn this czse the pupil feels thzs

he Is g pariner in the wnhole educstive progess.

T g ma g wd - ~ = : —~ -
in 2z situstiorn such z=  described
=~ - o~ 1< < R T oas P
soove, Sisgipline is Likely 1o bes
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administered with fairness and
-justice. Under such circumstances
it is likely to be recognised and
agccepted by the adolescents whe
yearn for & fair share  and
reasonable sav in matters that are
affecting them (Mohanoe, 1983, p.
82).

& clear consistent policy and

should have =

coensistent policy, tha
ires of them Qhuhld

sonable and within

ir ability at their

ilopment, and

Vs Know exactly

of them and

gtaznd with him.

Concerning ex behavicu

emplary

the following manne
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to teach 1implies th

gt he who
going to do so, has bean instructed

or commissioned to carry out &
and he has accepted that ¢
Every teacher should always

aware of the great responsibili

that follows 1in the wake

of

acceptance, He must realize

he 1is in a position where
either help, assist, and
or do irreparable damage
¢hild .

he
urge
Lo

is

task
ask.

.

-
is
that
an

-
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CHAPTER &

EMPIRICAL REISEARCH DEZSIGN AND PROCZDURE

Introduction

In Chapter 1 it was indicated that use would be made ¢
a descriptive method of research. In order 1o mee:
this regquirement, guestionnzires were sent to pupils,
teachers and principals in order to obtain an objective
view of the problem ¢f discipline in Black scheools.
This objective understanding of the problem would be
brought about by the availability of quantitztive daizs

that would be obtzined from the empiriczl ares.

A comprehensive view of the problem is only pgssible
when both the empiriczl and the thecretical appreaches
are used. This principle has been adhered to by the

- 3 - - £ a - - e - %7 By - < 4 A
utilizztion of the gquanititative-gualitfative cousliing

bk o i

- . : \ X R N .
- . - - - P=3 -+ T - ey
Fermlaslcon WaE CCOLEaLINeC U0 CT resssEron In schgocls undern

v
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the Department of Education and Culture.

The pilet study

resezrch plan. It is, as 2 rule carried out with fewer

subjects than will be employed in the main study. -

In this research proiect this rule was adhered tc as
vhe pilct study was carried out st two secondary
schoocls zt Mehlesizwe Circuitl. Concerning & pilce

study Ary et al (1879, p. 82) nzs the following to say

it provides the opportunity o
assess the appropriateness end
particularly of dats ccllecticn
instruments. it permits a
oreliminary testing of the
hypothesis whilichh may give 3Somg
indicatlcn of its tensbilicty and
suggests whether or not  further
refinement is needed.
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Initizl trizl rum of questionnaires

¢

5. . - .
izl run of gquesticnneires was done at 2

ry

”™ : : S
The initial

high scheel in  the vicinity of the University of

Zululand. This was done by the rasearcher himsell. A
sample of ten puplls, eight teachers andé & principz.

was obtained. The sample of pupils was drawn from Form

. 3

Vv {3td 10). When znalysing their responses and after

further iscussion with the principal it became <¢lear

e

that this class was not at 2ll punished corperally. The

cr
ct

possible reasons advanced by the praincipal were thet i

iz 1likely that teachers meet some resistance from thi

n

groug. The

r3

rincipal further argusd that being =a
senicr group in the school it is unlikely that they
recelve the same treatment as the junior classes, liks

Std 6.

Because o¢f the above stated reasgns the resaarcher
decided te  conduct another initial  trizl run of

questionnaires that would include all the grades in the

schaosl, i.e. from S:ud to 0. From this 4Srial wrun i
Decame <lear that both tezchers and pupils hard  some
preblem  in guestions that reguired the ranking and
frecguency cof sgme disciplinary pro:lems znd Toems  of
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puriishment used at school. This, therefore became the

mzin focus of the final trisl run cf guestlionnzires.
Final trial run of gquestionnaires
Before “he final applicaticn, the adopoed

guestionnzires were given a final +trial run 2at =z

secondary school a2t Esikhawini Lecation. Llthough the

at ' this stagse, so that they could see how the
questionnaires were administered, this WRE noL

possible. The rezson is that research &ssistants were

students, whe at 2 time of the administration of <the
final +trizl run of cuestionnzires, ware involived in
other academic activities. At this stage whe
researcher was able te establish the

time that 1% took the respecndents tc ccomplete +the
questicnnzires; .

the giffizulties that arsse curing the administrziiorn,
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In cormection with 4.3.2.17, 1t was established that zn
optimum ftimez of 20 minutes was necessary for ihe
campleticon cf the guestionnaire in the case of
students. In the case ¢f teachers it took about

10 minutes to complete & questionnaire.

Concerning 4.3.2.2 very few problems were encouniered
at that stzge. In view of these procedures it could be
reasonably expected that the fingl administration would

proceed without any serious hindrance.
Treining of research assistants

Although <the overall supervision of the guestionnaire
acdministration was mainly the perscnzl responsibllicy
cf the ressartcher, pesearch assistants had o be
invelved in this study. Irnitially the researchser hag

not planned £o invelve rasszrch assistants but  this

visited had Dbeen selectad With instebility zang
turmcil in some 3Black schools, <travelling costs, and
vime invelved, it would bhe Zifficult to conduct =his
resezrch without the help ¢f rasgearch zssistants
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Regearch assistants consisted "of students whe were

doing their teacher training azt the University of

Zululang. Some of the ressarch azssistants had alreszdy

tazught in Black secondary schocls. It is mainly because

generate interest Irom these students k= 2z nesSUll
it w&s not time consuming to trein them zs far as

the administration cf gquestionnzires was concerne

{1

The procedure that was followed in the training of
resrarch  isristants can be explained in the following
Way. Because it was not possible to get &ll the
research assistants at the same time, the ressarcher

had t¢ train those resszreh azssistants that wers

vailable at =z particular time. Each research
assistant had te farmilizrize himsell with ths
guestionnaires. He was thersfore given some Time to

study the guesticnnaires. herezfier the researghe

"3

had to read znd exXplzin each and every cstegory of +he
guesticonnaires. The ressarcher had alsc Lo &xplain the

wnole procedure to  be followed during the

edministration of cuesticnnsires.

3

o
3

tr
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to rehearse the procedure %o be followed to the
complete satisfaction of ?he investigator. L was only
in one case where the research assistant had not
received enough briefing. Le =2 result 1t became
necessary f{or the investigator to go zlong with him tc

the schocls that were to Dbe used for this

investigation.

Sampling

Selection of schools

The primary purpase of any
sampling procedure is tc obtain =
sample which within the
restricticns 1impessd by its size

will produce the characteristics of
the population with the greztest
pocssible accuracy (Barr et al,
1853, pp. 180-161).

fi - . - T oer s 4} [, M- ! : - :
An attempt was made to comply with this rule in thics

During the time of investigztion there were 23 circuics
in KwzZulu. Ozviously it could heve been an
unrezlistic ambition and unnecessary Lo visit 211 the
circuits winich had 521 secondary schools. The
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sampling procedure. According  to Mandenhall and
Scheaffer - (1877, p. 52%1), =& stratified sample is

optained by seperating the pepulaticen elements inzto

ct

non-overlapping groups called strats, and  then

selecting & simple random sample from within strzta.

Wnile this study is not comparative in nature, after z
considerable literature study and consideration of many
varizbles, the researcher came out with ons main
characteristic which seemsd very important: stratified
sampling based on selectien of schools zccocording te the
nature of settlement in which they are found, that is,

an urban and rursl settlement.

As I nave stated ezrlier on, during the time of :this
investigation there were 25 circuits in KwaZulu in both

rban and rursl areas. Stratificetion asccording <o
urban ancd rural envircmment, however, did create some

problems,
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staticns because of the early Iin
missionaries. Feople 1living 1in these arezs have =z

considerable dsgree o

[di

heir early exposure Lo it. Nevertheless, these psople

ive in areas which are generzlly classified as rural.

[l

The gquesticn therefore, remzins as to whether c¢ne

should classify a school in this arez as urban or semi-

urban. These are places like Inanda and Ldams Mission.

Thers are alsc locations such 2s Esikhawini and
KwaMakhuthz that may not be c¢lassified as urban

locations because of thelr age and proximity to rurzl

71}
11
ot
ct
-
]
=]
[{)]
ja]
ct
n

Another factor 1is that of mobility. Teachers and

pupils frcm both urban ang rursl areas find themselves

in rural and urban schools respectively. However, the
researcher 15 not unmindful of the possibilizy that

- -1 -~ - Fa -1 - el —
in rural egrsags because cf prevalent turmeill in urkzsy
rrry z 2 e FFad bt . -
schools., iniis mebility of pupils a2nc teachers orincs

£
~1 . - - - < - - K -
glong with them atiicudes and Denaviour that is typisal
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Tne researcher having made a careful and thorcugh study
cf the geographical position of all schools in  each

circuit came to z conclusion that 1¢ circuits could be

m
[N
a1

regarded as being in rural areas and only & as being
urban areas. What actuzlly determined whesther the
circuit was urban or rural was the number of schools
that -were in the rural or urban arez in sach circuit.
A circuit with, for instance, & large number of schools
that were in the urban arez wes classified as an urban
circuit. Likewises the circuit that had more scheols in
the rurzl areas was classified as rural. However, the

researcher being mindful of the problems that have

glready been stated concerning stratification decided
L0 include the category of sexi-urban schools in  the

guestionnairs.

frer the classification it was possible Lo select

scheools  through randomizaticon. An attempt had o e
made towards gz proporticnal repressntation ¢f botk
urban and rural curcults, Arn ideal ratic woulsd nzve

- £ e - hd
gselecred from two urban circuiis gnd ten schacls from
K T Y LT+ > - « el K —
five »rurzl circuits. Tnls was done  througk simole
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In all, T circuits were involved. 1Two schools in each
circuit were therefore, randomly selected in crder to

draw the principals, teachers, and pupils to form. 3

distinct population samples. Theze circuits are
: Umlazi, South, Ndwedwe, Mehlesizwe, Madadeni andg
Maphumulc. The map that follows snows & geographical

logation of thess circuits.

EDUCATION CIRCUITS OF KWA-ZULU

~ . (
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classified according te sex. There would therefore bs
z proportional representation of both sexes. However,
this could not be the casa in all schools because of
the imbaiance in the male and female teacher retis.

There were schools that had, for instance, only £

femzle teachers, In some schools it could not bg
pcssiblé o obtain equal representation  becauss  the
teaching staff was committed with cother matters durihg
the time of investigation. Lt the end conly those
selected teachers from each school were invited <o
respond to the teachers' guesticonnaire irrespective of

thaeir sex.

The pupils

Since the study was about secondary schocl pupils, ali

b 5 : H o £ - v E ] -
obtainad because of z number of boys had Lo s£quzl  zhe
PO
number of girls.
- - - - - [ o tes - . - —rre -
In &l) 13, schogls had Yo be visited with 2 sample of &7
.- . : - . ~
puzils in each st¢hool, i.e. 20 boys and 22 zirls
! K £
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rangomly selected. In.zll, the pupils sample ended up

being 520 pupills.
Drafting of questionnaires

It has Dbeen argued correctly by Masson and EBramble

{1978, p. 3032) +that the researcher in conductin

1]
i

e}

investigation sheould select from among & variety
procedures available, thoss most supportive of the
research objectives. It is usuglly recommended Lo
explore several existing measurement instruments before
selecting cne ¢r designing & new one to use in &
research investigation. Bailey {1982, pp. 221-330!}
regards experiments, chservation, ethncmethelogy,
document study, simulation and games as methods “of
cbtzining information about the status of & phencmenon.

&

Because of the natures of this study and the wide

renging investigsztion envisaged, “he questionnzire

8)
M
0
)]
I3
m
{1

major tool im this study. Considerzhble

attention wags therefore fotussed on drawing it up.

the quesiignnzire survey:
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~ . The questicnnaire less

instance, in this study it

1¢ administer

Lime
took

the questicnnaires

711

consuning. or

about 45 minutes

the schools 1i.e. pugils, teachers and the
grincipel, to complets their respectivs
quéstionnaires.

- This study was conducted at the beginning ¢f the
year. During this time principals of schoels do
not favour interference with teaching tims. It
was bpossihle for the respondents to complete the
guestionnaires during the study pericd in some of

the schools.

- The questionnzire method affords a good measure of

cbjectivity in soliciting and

of the population sample.
These reasons are enocugh ¢ show
method would have created probhlen

been used in this study.

A 4 - TS '

anctther zdvantage claimsed for ths
gquestionnzirs is that each
resoondent recelves the same set of

coding the responses

that an interview
for the researcher
Sax (1879, p. 243)

argues rightly when he contends:
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questions phrased exactly in the

same way, as they are on

standardized tests. Questionnzires

are +thus suppcsed to vield mor

comparable data than do
Cinterviews.

Collection of datsa

Before going to .the selected schools for data
ceollection, circuit inspectors and principals
that were affected were written letters of notification
about intended visits. Enclcsed in these letters was a
letter from KwaZulu Department of Education and
Culture, granting the researcher perﬁissicn to do

research in KwaZulu schools.

Because of the possibility of delay in mailed lstters

andé lack of precision concerning +the addresses of

£

certain schools, the principals of scme of the schools

E9)
1]

were telephoned and made aware of iIntended wvisits.

Another form cof safeguard was that of giving each

Culture (¥KwzZulu) granting permission to do resgsrch in

schools.
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Administration of questicnnaires

Generzlly

planned. Tnis may be

factors:

- clear_ and precise
assistants;',

- ready co-operation

- prior arrangements

The principals' and the

Generally, principzls and teachers had no problems wi

the administration of guestionnzires wa

n
t
\

avtributed to the

instructicns

from respondents;

made with schocls.

teachers' questionnzsires

l.J
ct
jay

respending to gquesticonnaires. It is ¢cnly in 2 few
cases that =z bpriefl explanation had to be given.
Although the instructions were clear in guesticons 9, 10

and 20 somes teachers needed some brie

Fa
i

eXplanation.

- e b ~ - <y
10 they had tc rate the givern
£
L N PRET
COrClnE LC Ireguency bl hnelr
o
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had thought that they could give similar ranks fer
different categories, e.g. for insubordinztion they
thought they could rank it as 4 and for cheating in
tests and examinations as 4. This also happened in

some cases during & pilot study.
The pupils' gquestionnaire

Because of the problem of time and the fact that junior
classes e.g. 3td & had problems, in the pilot study, of
net undersctanding some guestions, no matter how the
researcher had simplified them, it was dicided that
each and every item would be rezd and explainsd to ths

selected sample.

Because of <this procedure there wzs hardly & problen
that was experienced by pupils in answering gquestions,
elp was therefore given iIn isolated cases when

regquestesd.

Froblems experiencecd during administraticn
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Others even steted thet they had to acceeds te our
request because there was z letter giving permission to

'

do research from <the Depariment of

s .
~ducatlon and

Culture (KwaZulu).

The reason for fear was based on the fact that during
the time of investigation there were crisis in Elack
education. Because of these events it was not easy for
the principzals to predict the behaviour of the‘ pupils

at any given time.

" The most serious probler was experienced in one circuit
when the principal of a school flatly refused e allow
the administration of questiconnazires irn his schozl.
This was an urban schocl. Berzuse of his refussl an

investigation c¢ould not Dbe conducted in one urban

school, which means that ocut of &4 selectesd scheols only
! , ¥

C e - e s .
3 schools had to provide information reguired for this
. o .

investigation.

An attempt was made ¢ reglace Lhis schocl wish a=cther

hd ~ - Tiwe T = % v h bl
turmeil  arcund  Durhzn (Unlzzi znd Xwamashy) srsnsslis
3. D man A lmme Do B A I I ~xr = - & —_a
guripng that tims, LU COUll MOT have Deser z safe mezsure
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to. conduct research in those aresas. Consequently, an
idez of obtzining more respondents from 2 schnool in the

urban ar<s was abandoned. .
Retcurned and spoiled guestionnaires

One of the advantages of the personal administration of
the questionnaires 1s that it is pessible. for 211
questionnaires to be returned. In this study thait 1is
what actuzally happened except that z
sorting out all the guestionnaires  only 9
guesticnnaires were spoiled. These guesticnnaires were .

those for teachers and principals.

=,
i3
1-!
'v-J
(1]
ct
w3
m
i
(1]
b
L]
"3
m
m
*

(Q
b3

8]
| ol
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wn
ot
[
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in
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a3
m
cr
it
18]

te be
processed manuzally, the dztz was processed by the

computer. 1t was beczuse the researcher was mindful ¢f

the pessitility cof many errors invelved in manusl
processing that he ogteld for computer znalysis. As &
corseguenc the services of =z cgualified computer
CrOgrammer ware usel,
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CHAPTER 5

PRESENTATION, DISCUSSION AND INTEZRPRETATION OF THE RISULTS

un

Introduction

It will be reczlled thzt thes aim of this study is iz)
o look at discipline from =a pedagogic-cidactic
perspective (vide suprz 1.41). Literature study would
bring to light some of the factors that are releted to
the practice of discipline in Black secondary schocls.
(b) te investigate empirically the  problem  of
discipline in Black secondary schoois s¢  as to

establish whether discipline in these schools does

follow & normative course,

[

In this chapter, the results of the investigation will
be presented, discussed znd interpreted. Tcwards the
end of this chapter zthe results will be fyurther

anzlysed by making use of the Chi-Sguare Test, toc tes:

e+ . T LT ‘3 }
whether there are any significant differences bhetwesen
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Discipline
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in secondary schools should be like that of

an army i.e. unguestioning submission to authority

The fellowing
pupils as to

schools.

Table 5.2.1.2:

Velue Label
Strongly agree

Agree

m
|
(44
0
"3
}r
ot
v
it
'J
1
'3
rr
Iq‘:
']
1))
0
Yy

table illustrates the percepticn cf

how discipline should be 1in

The pupils' perception of how

should be in secondary schools

Frecueqcy Percen
61 iz
73 14
45 9
187 38

161 27

the

secondary

discipline

100

un
ny
«
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in
R
in
ct
o)
{1}

harsh millitaery discipline Mchanoe (1983,p.21

following tc say:
Even where the pupil seem
the surface to derive beneli
this impesed zut arian
¢iscipline, 1t is short lived and
bern  ¢of bitterness. In fact the
puplil while outwardly =apparently
subdued may be inwarcdly bristling

looking for an cpportunity when he
can return the compliment.

In view of the zlleged authoritarianism in many Black
secondary schools, it seems there is a considerable
discrepancy between the widespread task master type of

giscipline and its =acceptability by the pupils.

When corporzl punishment is administered to us in our

schogl, this happens in the presence of znother teazcher



Value Lzbel

Not sure

Diszagree

The

adminlstration

punishment

trongly disagree

While 40%

Frequency

_

i
NS}

1

—

101

Fercentzge

N

520

100%

ac¢nministered to them in their schocls,

reported that when corporal punishment

.

is

this happens in

the presence of another teachsr or principal, 53%
reported the contrary. From the zbove figures it ig
apparent that the rule which says that e¢orporzl
punishment should be administeréd in private Dy =
principal or by an zssistant teacher iIn the presence of
2 principal 15 in most cases vioclated ({vide suprz

4.2.1

)
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0

ils hav

4]

Whnen looking a2t the tabtle only 3% of the pu
rated withdrawzl of priviledges and rewards as number

one and only 8% have rzted it as number “wo. This

part of disciplinary mezsures are hardly practissc in

Black schools.

ther forms of punishment used as perceived by pupils
include "kneeling down" (&%) and "suspension'. It was
onl in two schools where forms of punishment such as
"demand love" (2%) and "demand money™ 3%) were | used.
Elthough <the latter responses were obviously nct
widespread, such responses ¢o give z clue that there is

=
— .

[

serious misceonduct by teachers in scme schoo

D¢ students have any say in vour school affairs?

Only 38% reported that they have a say in their scheool

their school azffzirs. This implies that wnilst in some
seccndary schools pupils may heve some say in  the
school affairs, the majority of the pupils have no say

. . hi - 3
in their scheool zffzirs.
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Wnat can be derived from this 1s that in meost cases
adolescents in Black schocls are apparenctly not bpeing
prepared and enceouraged by their teachers to take part
in preparing themselves for the challenges of 1life
ahead of then. This is contrary te the present ¢ay
secondgry schocl pupils who yearrn for participstion in
larger issues of life, =zlthough their energies may
scmetimes be misdirected.

In & situation where the pupils hzve hardly any say in

<
—

their school affair

advantage

over the pupil. 'This is

emotionz

overt rejection of he

intolerant

spell

may

tn

ferment within the pupil,

end unrezsonable impesition c¢f

the teacher may bz tempted to take

of his superior position znd ride rough shod

likely an

may ccme Lo

nappin

e
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develcopment. I+t runs counter to the secondary school
pupil's impulsive urge for participation and blunts his
ego. It is zlso likely tec stunt the growth of mental

resources.

n
=
]
a
in
M
ot

Concerning pupils' involvement in schogl affzir

(1881,p.29) has the following to say:

The centerpiece of the
schools' program for maintaining =
mellcow Dpehaviourzl atmosphere must
be pecsitive, free and frequent
communication among a1l parties
involved. Students must have nct
only meaningful opportunities to
express themselves, but

iguated attitude that youngstiers must be seen and

jui]
& ]
ct
'._l

not heard and that they must do s they are telg

without guesticning., It will be very interesting ¢

4 5 - - - - & N T T - - -
investigate the -extent of pupils' Invelvement in z

Pl 2P s LR } 3 =z .
Do you hzve love z2ffzirs between tezzhers zné ounils in
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In Gilbert's (1982,p.30) study more than 50% (N=182%)

of the pupils perceived thet there were love affzir

tm

between teachers and pupils in African schools. In

this study 60% (N=520) of the pupils reporisd that

ot

there were love zffairs betwssn teachers and pupils and

only 40% reported the contrary.
The 1issue of love affairs betwsen teachers and pupil
may not sound new to many Zlack educationists because a

number o©f marriages zre slleged to have taken placs

known when the love affair could have started. In some

el
'—J
(]
I
1)
8]
ot
O
ry
it}
<!
m
(R}
O
ct

few cases older mzle pupils are 2l

married to their femzle tez

18]
3
[
)
n
=
11}
<
L]
"3
ct
jo.g
(
|t
M
in
e
I
[1}]

school  situsticn where theres zre love af
teachers and pupils the problem of discipline arises
because 1t ssems very unlikelv that 2z ‘teacher can

pedagogically discipline his girl friend.

n . 3 Fad I . : -

In terms of the findings of this study, 1t doss seso

- - -1 - - o o = -

~llc o LIS 1B & W1 GES;‘:"E::G oreCtlle I o 22K SEeLomnZary
T - - e —_— e - -

schocls., It is zlsc interesiing 1o note that there are
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where lcve affzirs between teachers znd pupils have
been one of the grievances of the pupils. Boys,
especially &re likely ©o be sensitive about this unfazir
"competition® and this. will inm nc doubt dent the

¢isciplinary machinery of the school.

This rproblem of 1love affzirs bestiwesn teachers and

pupils is further compounded by the narrcw age gap

)
|

between teachers and pupils. In this study, fer

instance, 60% of the teachers were between the ages 20
ancé 22, and 27% of tite pupl.s were velween the ages 19
and 26 years. Gilbert (1982,p.2%) puts this point in a

very clear perspective when nhe contends that:

Cne of the possible sources of
conflict 1is the problem of small
age cdifferentials between teachers
and pupils. Whereas in most
secondary schocls there exists an
age gap, this is, not necessarily
the case in African schocls.
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er cider
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pupils in Black schocls, on the other there ars 2z
umber £ teachers WhRD CONDLIETE & tegokhar tesziries
leiSisrgel-ls c: L8acners wWnt CCODigete =2  Teaghe cralning
- - : bl
course zt & very young ags and Come ints  schoslsz oo
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teach at this age. Gilbert (1982, p. 30) is thus
correct 1o summarize the situation as follows:

Finally there is the gquestion of

love affairs between pupils and

teachers. Once agesin because of

instances of low age differentizals

it hzs been felt by some that this

may increase the likelihood r

pupils and teachers fzlling i

love.

That love affairs between teachers and pupils is one ¢f
the sources of conflict in Black'secondary schools, and
therefore 2 disciplinary problem, cannot be
cveremphasized. It would seem as if teacher training
institutions will have to put more emphasis on morzl
training, thus trying to ccme inte grips with this type

of

problem. Another possible way cf reducing this
problem  is that principals of segondary schools should

make deliberate effort to conscientise the new male

m

teachers about inherent dangers ingcurred when a teacher

falls in love with & school girl.
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reasonable toc suggsst that corporal punishment -has the
largest share in this cz&se as it has zlready been found

that it is widely used in Black schools.

When we do not understand our subjects our teachers
punish us corporally
This category is illustrated in the following way:

Table 5.3.1.2: Punishment of pupils for not

understanding subjects |

Value Label Frequency Percentage
Strongly agree 82 16
Lgree 78 15
Net sure 27 5
Disagree 187 38
trongly disagree 136 26
520 100

4 e T,



frustraticn when they are punished for not
understanding their subjects. Funishment, however, may
be administered in good faith in some cases, ﬁhereas
the teacher becomss uncensciously responsible for the

frustration of pupils {(vide supra 3.1.1.3).

Although punishment for ot understanding school
subjects does not sesm toe be widely spread, in cases

where it happens it may create learning problems as the

Wl

majority of the pupils in this study feel that corporal
punishment does not in any way motivate them and it

creates & rule by fear in the c¢lassroom (vide infrz

Ceorporal punishment does not in any way meotivate us and

it creates 2 rule by fear in the classroen

Tablie 5.3.1.3 Whether corporzl punishment motivates
the pupils or creates & rule by fear

in the classroom

Vazlue Label Freguency Percentage
Strongly agres 243 &7
Agree 131 25
Not surs 3C £
Disagres 73 - 132
Strongly cisagree 37 T
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72% of +the pupils fel:t that corporzl punishment does
not 1in any way motivate them and it <reates z rule by
fear in the classroom, wWhereas only 22% stazted the
contrary. This impliss that Elack pupils at large deo
not regard cerperal punishment as  an extrinsic
motivator for them to learn, but, instead it creates
fear, The already reported wide use of corporsl
punishment appears to be cne of the inhibiting factors
in scholastic excellence of Black pupils, let alone
that it may not necessarily bring about order in the

classroom,

Cur teachers cause us to be afraid to ask guestions or

show different opinions than their's in the class

able that follows explzins this category.

]
jail
[{]

cr

Table 5.3.1.4: Whether teachers cause pupils to be
afrzid toc ask guestions or show

different opinicons than their's

Vzlue Lzbel Frequenéy Fercentagse
Strengly agree 78 15
Lgree 109 27
Not sure 28 5
Disagres 2305 3%
Strengly diszgree 1C1 S,

(8]
—h
)
D
)




[T T

3.5.1.5

176

As the above table indicates 36% of the pupils stated
that their teachers cause them to be afraid <o ask
guestions or show different opinicns than theirs and
58% felt that this was not the case. Vnilst apparently
in 2 number of scheols authoritarianism may net be the
crger of the deay, the findings of this study do suggest
that Quite 2 number of teachers are still autheritarizn

in their approach to didaetic situations.

Personal friendship between teachers and pupils gestrov

good relations between them in class

The Tfindings in this category are illusirated by <the

following table:

Tatle 5.3.1.5: perscnal friendsnip between csachers

and pupils

Value lLabel Frequency Fercertage
Scrongly agree 122 Z3
hgree 125 N
Nat Sure &0 5
DizzgEres 144 28
Strongly disagres 83 7

5235 1308




-175-

From +the table eabove 47% of the pupils agreed that
persconal friendship between teachers and pupils
destrovs good relations between them in c¢lass and 45
disagreed. Wnilst it is likely that z number of pupils
could have regarded "friendship" in its normzl sense,
in this stucy, it is worth noting that in Gilbert's
study (1882,p.30) 54% felt that perscnzl friendshicz
between +teachers and pupils destroys good relaticons
between them in class and only 43% felt that it does

not destroy good relaticns.

From these findings it carm be inferred that some pupils
Teel strong about this issue, zlthough it does not
zppear Lo be & widespread view. Personzl friendship
between teachers and puplls is likely to creste tension
between pupils and teachers not only because 1t may

lead tc faveouritism in class but bheczuse boys, in

particular mzy resent the unfair "competition" (vide
supr 5.2.1.8) if mzle teachers have personal
friendship with femzle pupils.
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Do your teachers tzlk to vou after class about problems

that mav be bothering you?

43% reported that their teachers dc talk to them after
clzss =zabout their prablems, whereas 57% reported the

-

contrary. While this may hot be & problem in all
schools, it doss seem that some pupils in 2z number of
schools may have serious academic and personal problems
which mzy not have an outlet if teachers do not
initiate & system of dialogue with their pupils outside

the classroom sitization. Those who said their teachers

do talk to them about their problems hnave stzted

3

preotlems  such zs those related {0 the subject mattier
{35%) and personzl problems (11%). They zlso reported
about problem related to schocl fees, <ranspor:,

caraers and benaviour.

De your teachers mzke classwork interesting?

category. As the skills ¢f the teachers imzrove, zs =
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‘result of incentive programmes znd in-service training

this eveluztion is likely tc improve. This appears ¢

be one of the positive aspects in Elack -schools.

Is corporal punishment administered te both boys and

~
7

girls”

82% reportéd that corporal punishment is administered
to both boys and girls and c¢nly 18% stated the
contrary. Whilst it is possible that the administration
of corporal punishment to girls may result from factors
such as covercrowding, impatience of teachers and lack
of other means of discipline etc., 1t stands to reason
that there is & great deal of misconduct on the part of
teachers because this ls contrary tc the regulaticn
that under no circumstances should corporzl punishment
be applied to female pupils. It would be very
interesting to investigate under what circumstances is

this corporal punishment administered.

Rate from 1 to & the fellowing ferms of punishment
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The feollowing table illustretes this category:

Table 5.3.1.9: Fregquency 1n ths usé\sf some forms of

‘ : . 3
\\‘“~fnpun;shment in the classroonm

Bank : Order

e

Forms of punishment -~ 1 > 3 fbf/ 5

e i

iarning 42

h

Reproach

ral punishment

Sxclusion frem class

Withdrawal of privileges e

and reward
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Other forms of punishment used that are mentioned b

L

C

pupils are the feollowing:

!
-

"standing on one foot" (3%} TMteacher leaves the
classroomF {3%), "sitting'on an invisible chair" (2%,
"kneeling" (4%), "pinching and squeezing of ears"”
{(27%) . This latter response tells us more about <the

uneducative and unjustified use of power by teachers in

scme schools.

Teachers' and Principals' responses about discipline
Generzl discipline in schools

De vou experience any disrupticn of learning activities

in your school?

It needs to be pointed ocut that for purposes of this

study the designsticon "teacher™, will be used t¢ refer

0
ja g
[0
kI
6]
i}
jo]
(8]

to both teachers and principsls. 133 tea
principals actyslly responded to  the guestionnaire,

13% of them felt that there wzs zlways disruption of
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learning =zctivities in their s

this occasionally happened and 54% felt that

cr
n
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seldom took place.
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Whilst 1t 1s poessibie th

experience the disruption

others, +this seems to be 2z
part of Black education in
a substantizl number of

disruption of learning activiti

o

o

88

that

te
193

cf learning activiti

D

s &8

phencmenon that has become

view of the fact that quit

LM

achers reportsd

1)
0n

of the teachers reportec that it is cdifficult
to centrel students these days (vide infra 5.4.1.6)
confirms this.
Plezse rank the following disciplinary problems
eccording to freguency in your school
This category is better illustrated in the following
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Table 5.4.%7.2: Frequency of some disciplinary problems

Rank Order

Disciplinary problems 1 2 3 & 5 & 7 8 § 10 11

Late coming 53 1% ¢ 7 3 1 3 & 3 & 0
. Inattentive and

noisy classes 8262832 ¢ 5 3 3 5 2 0

Incomplete school

uniform 520 1% 13 7T 6 2 7 5 10 10

Chezting in tests

and exams 8 2151614 8 &6 7 5 & 5

Smoking a g 1% 9 18 19 1C & & 2 &

Ligquor abuse 2 2 5 7 8102014 14 14 5

Drug abuse 3 3 2 2 5 61022 14 13 20

Playing truant 5 7 8185 15 17 8 B8 € 8 4

Insubordinztion 2 2 5 1317 & 16 11 7 T <

Bullying 0 3 2 5 5151211 15 2 11

Use of abusive 0 2 2 5 & € 12 10 12 15 25

languzge

N = 133
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that their teachers telk to them about transport

problems (vide supra 5.3.1.6)

It is also interesting to note that 40% of the teachers
{(vide infra 5.4.2.4) say they use corporal punishment
wnen the pupils make noise in class, wherezs a number
of teachers rate it as problem number two (285%) and
three (26%). Thls does give an impressicn that the use
of corporal punishment in this instance is not of much

value. It would be interesting to 3investigate why

these puplls make noise.

Concerning smoking and drug abuse it is pessible that
scme teachers have confused the twe when it comes to
dagga smoking bgcause it tends to fall into beth
categories, Nevertheless, from the above table these
two do not seem tc be serious disciplinary problems in
Black schools. In the case of smoking .Padayache
(1982,p.85) argues that "no smoking" rule has never
werked in schools. In her study in Indian schocls she

found that  the generzl student body did not regerd
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In thé case of drug abuse she gquotes Morse as having

listed the following reascns for the use of drugs among

juveniles:

a) for the sense of belonging and identification;

o) cur adult culture is drug oriented;

c) our socilety values having fun;

d) Jjob opportunities are scarce and there is a2

booming market if a juvenile wants to take the

risk of selling drugs.

It is &lso worth noting that = high percentaze of
teachers, 1in this study, have not regarded chea;ing in
tests and exams as & sericus disciplinary prob
the Zissue of malpractice in exams in Black educatisn
has become 2z soclopedagogic problem. One would have
expected to have more teachsars and principzls

cemplaining about this, Chesting in tfesis and exams

incliudes behaviours such as using notes in an

letting others copy & piece cf hemework etc. The
likely reasen for cheszting in tests and exams is fear
Tor feilure. Padayache {1982,z.8%) found in her stugdy
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thzt <¢oOpying was more prevalent zmong deviant pupils

(84,81%) than among non -~ deviant pupils.

Other disciplinary preoblems mentioned by teachers ars

the following: Tabsenteeism", "politiczlly motivated
problems", "refusinzg te take punishment", "love affzirs
between teachers and pupils and EMmong pupils
themselves".

Concerning the question of love affairs betweern
teache s and puplils, it is pessible that most teachers
could not mention this as a2 disciplinary precblenm
because they know that it could have reflected upcno
their professiconal integrity. On the other hand when
one takes into account that & high percentage of pupils
{60%) have felt strong about this issue, one does come
to the conclusion that there is a great dezl of

miscenduct in this case (vide supra 5.2.1.8).
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been confirmed by teachers themselves when €3% of them
indicated that pupils do resist corporazl punishment in

class (vide infra 5.4.2.6).

Rzte the following forms of punishment accerding to

&

freguency of use in your school. One mostl

-

administered should be reted as 1 and the c¢ne least

administered should be rated as 5.

This category is illustrated by the following table:
Table 5.4.1.3: Freguency of some forms of punishment

generslly used at schosls

Rank Order

Forms of ccrporal punishment 1 z 3 4 5

Reprcach/warning 72 16 g 3 1
{orporzl punishment T30 25 10 18
Extre manual labcur 5232 246 32 18
Exclusicn from class 2 18 23 23 2z
Withdrawal of privilezes

anc rewzrds 3 13 2C 22 Lz

o =

—»
(18]
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ks peflected on the above table and table 5.2.1.4. =z

ot

high percentage of both teachers and pupils regarc

o

reproach and warning as a widely used form cf
punishment. ¥ Wnilst corporal punishment {(17%) comes
after reproach and warning as the case was with the
pupils (36% {vide supra 5.2.1.%4.), there 1s an
interesting difference in the perceptions of two groups
concerning this category. This ¢ifference also sounds
contradictory to 5.2.1.1., where 60% of the pupils
indicated that there is =z wide use of corporzl
punishment in scheols. It iz, of ccur/se, at toe zale
time true that there will always be different
perceptions between teachers and pupils on a number of
catego}ies. In this.case, however, it is possible that
some  teachers could not have given high ratings %o
corporal punishment when they know that there are
specific regulations governing +he use of corperzl
punishment in Black schocls (vide supra &4.2.17.). QOther
forms of punishment usec that are mentioned by teachers

include suspension and expulsicn.
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There is close co-operation in this schocl between

parents and teachers in maiters of school disciplin

4]

64% of the teachers reported that there was co-
operation between parents ancé teachers in matters of
school discipline, whsreas 36% reported the contrary.
It would seem that at qguite a number of schogls <there
is awareness of the fact that the involvement of
parents in the education of their children is cne of
the fundamental considerations in education.

It is alsc noted that in some schools (38%), this does
not  appear to be a practice.  If parents are not

involved in disciplining their children at schozl

upon by teachers at schoecl 1s likely not Lo b=z

effective {(vide supra 3.1.7.1%1.35.

In your opirnion who should be responsible for the

administration of ceorporzl punishment

Vi I

anvani
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h
m
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teacher - in the presence o incipal or angther

teacher.

Ir 32% feel <that the teacher alone  should be
responsible for the administration of corporel

punishment, this tells us mcre about the discrepancy

actuzlly ¢o in z practical situstion. This actuslly
does give some credibility tec the response by pupils
{53%) that when ccrporal punishment is administered to
them it happens in the absence of znother feacher or

principal (vide supra 5.2.1.3.).

0

The perception of teachers T this ceategory

i,
n

illustrated by the following table:

Table 5.4.17.56: tudent contrel
Frecuenc) Percentage
trongly agres £ 4é
Agres zE GZ
Not sure 4 z
Disagree 1 8
Strongly disagres z z
N = iZZ 165
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As the above table shows 88% of Lhe teachers agree that

it is difficult to control studenis these days. 46% of

these have strongly agreed and 42% have agresd.

In view of the present ¢risis in Black educztion it Iis
not surprising thaet & lzrgs number of

about 2 problem of control
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schocls from which the data for fhis study wers

gathered have notl be
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by the
present turmoil in Black schools. It seems as if the
inrerntl croarizatior ¢f 2 school is one of  the
decisive Zfacteors on  the question of Zifficulty in

controlling students. Gilpert (1682,p.2%8) is prebably,

from ¢iscussions with st

aff
members it appears that the
behavicur of the school principsal
is ecften 2 «c¢ritical factor in

whether or not unrest will occur.

In view of disciplinary problems in schocls these davs
professicnzlly trained pescple e.g. socizl workers, stc.

tc handile these problems are urgently neseded

The fcllowing table shows responses to this category

J

]
i
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Table 5.4.1.7: The need for oprofessicnzlly treair
people to handle disciplinary problems

in schools.

Fregquency Fercentags
Strongly agree 62 47
Agree &3 32
Not sure 12 g
Disagre=s T3 g
trongly disagree 3 4
N = 133 100

In wview of the apparent difficulty in controlling
students <these days {vide suprz 5.4.1.€.) iy appears

that teachers zre in desperate readi te receive

o
[}
tn
n

help from other professionally trazined pecple who are
not necessarily in the teaching preofession, These

could be school councillers, soccizl werkers, ete.

Concerning <he schocl counciller Shertzer znd 3Sions

(1576,p.14) argue that:



5.4.1.8.
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A widely held view which this
text support is that the councillor
must be invoived in the
disciplinary process. The
invoivement is of a particular
kind, however, i.e. as counselor to

the student who has misbehaved, th
counselor has the responsibility o
heliping students exglore, sort out,
understand and correct the
motivations underlying misbenaviour

Whe of the feollowing people or bodies are responsitle

for the expulsion of pupils at your school?

21% feel that the principal and governing souncil
should be responsible for the expulsion of pupils, 11%

feel that the principal zlone and &7% feel that the

[

principal and the schocl commitree should expel pupils

"frem schocl., It would seem that the present regulation

regaréing the suspension and expulsicn of pupils (vide

supra &2.6.) from school is compatible with the reszlity

in schools.

In your opinion, who of the following bodies or pectle

should expel pupils from school?

12% stzted that the principal aznd the Coverning
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and <the school committee should be responsitle for the
expulsion of pupils from schocl. 1t seems as if tihe

regulztion referred to above [5.4.1.

o
}J
t
)
l_J
n
s)

compatible with the teachers' expectaticns at largs
{75%) .
Are pupils involved in decisions con disciplinary action

gt your scheocl?

35% reporied that pupils are involved in disciplinary
action in schools, wherezs 65% gave z contrary reper:c.

This more or less tallies with ths category 5.2.7.3.
Wnztever the reason for this prcocblem may be, principzls

Fal

of schools neecd to seriously and urgently attend to

this problem, it seems.

Is corporal punishkment administered to both boys and

girls at your school?

administered to boeth boys ané girls, whereazs 18%
Gisagree. What is interesting here is that <his

response tallies with the cne by the pupils {vide suprs




5.3.1.8). It would be interesting to know whether
teachers are aware of the regulation against the uss of
corporal punishment to femzle pupilis. I1If =zt all they
are aware it would also bs interesting to know wha

reasons they can furnish for breaking this regulaticn.

Discipline in the classrgom

It is impossible to give individuel a<tention to pupils

during 2 class pericd:

Teachers' resnonses on this category are illustrated as

follows:

Table 5.4.2.9

Value Label Préquency Percentage
Strongly agree 64 48
Agree 43 32
Not sure . 3 3
Agree 15 1
Strongly disagres g &




According to

that it was
classr

the

agreed.

Generslly.,

particular,
individualil
every c¢hil
classroom

caters for
hardly be

the teache

individuzl .attention to the pupils

the zbove table 80% of the teachers fels
impossible to give individual attention in
oon .- 0f these 48% strongly agreed and 32%
educationists and didacticians in
agree that the principle cf
zation 1s based on the fact that each anc
d is a unigque perscon, and therefore the
situation should be so rganised that it
ingividual deoflerences. This, however, can

realizeé in Black schools

rs (80%)

feel that it is impossible

as the majority of
“c give

in the classrocom.

Whilst there could be other reasons for the
impeossibility to give individuzl zttention to pupils,
the meost possible reascn seems to e the unproperticonal
teacher-pupil ratio. The question ¢of teacher-pupil
ratic iz not zs simply as merely dividing the total
enrclment with the number of teachers in & sector of
education for & territory or naticn (vide sugra
2.1.1.30). The concrete c¢lassroom situzticn mEy
present a different picturs For  instance, overzll




figures for Kwa-Zulu seconiary schocls put the teacher-

~4i1 patio at 1:386. However, the situation in schocls
visited by the researcner for this study, presents &
different picture. The total enrolment for these

schools in  the first half of 1986 stood at 8160 with

-1

cr
[ R
O

w7 teazhers. These figures give 2 teacher-pupil ra

of 1:4B8. A eituation like this is bound to affect the
taacher's effectiveness, and therefore discipline.
an teacher-pupil ratic, Mzlnerbe 81877,p.225)

P Y

summarizes <the classraem situation fazring the Bla~¥

~eacher when he says:

...z Ban+-u (sic) teacher on the
average has to Cope with ' Twice as
many pupils as a Cecloured, or an

n

Asizn teacher and three times as
White teacher.

"ne following table shows the tezcher-pupil ratics 10

gifferent groups batween 1871 and 1882, The figures
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Tzble ©.4.2.%.1: Teacher-pupil ratics in South Africa,
’ selected years:
“m
Tear African Coloured Indian i Wnite
1971 1: 58 1 : 31 1y 27 120
1876 1 52 -1:30 1 27 1 2C
1977 11 50 1 29 T 27 3o 20
1878 1 : 4G 1 20 v 27 -~ % s 20
1980 14T 1 29 T 25 T 1%

—

.

1982 39 1

ny
-
¥ ]
=
—
-}
[0 8]

1683 1 43 1

e

ny
-]
—
03]
—b
—_
=
o

Saurce: S.A.I.R.R. Surveys

If one were to look zt the situaticn 1in Kwa-Zulu
schools in general as conmpared ¢ other homelands, <ne
is likely to come to the conclusion thzt the problem of
individualization in Kwa-Zulu is more sericus. The

following table illustrates this.




un

Tahie 5.4.2.1.2: Teacher-pupil ratios ip homelands
1981:

Bophuthatswana 1 1 45,7

Kwa-Zulu 7 : 49,7

Lebows 1o 48,2

Spurce: S.A.I.R.RE. Surveys

To reduce the teacher-pupil ratio
from the present 1 : 48 to 1 : 30,
the number of teachers will have to
increzse from 95 501 in 1980 to 239
843 in the year 2000.

Source: De Lange Report 1981

The curriculum i1.e. subjects, does contribute toO

pupils' disciplinary problems in my schocl:

This category is illustrzted by the following table:
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Table 5.4.2.2: The curriculum and disciplin;ry
problems:
Frequeancy Fercentage

Strongly agrees 21 16

Agree ' 44 33

Net sure 32 24

Disagree Pl 20

Strongly disagr

4

$)]

—
(@]
(o)

N = 133 100

From the above table, 1t is apparent that the mejority
(49%) of the teachers psrceive the present schesl

curriculum as related 1o disciplinary problens.
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the majority of teachers and
principzls {61,5% and 65,7%
respectively) in the survey zbout
the curriculum felt that the pupils
viewed their curriculum as
irrelevant.

Searing in mind Mncwabe's findings it is alsoc thought

provoking that according to Gilbert's study:

twenty one per cent of the
responses referred directly to <the
nature of education: that the
education is only for 'Bantus' {18%
of the total number af
respoadents); that <he choice of

subjects was not related Lo cazreers
{1C0%) ; that one cannot find work
after leaving school despite having
some gualifications (5%) and that
examination results are always
late (Gilbert,1982,p.25).

Lawton et.al. (187E8,p.4) have deszribed one method of
comprehensive curriculum planning bzsed on the ideaz

that schogls be concerned with preparing the young for

preparing them to cope with the kind of situzticon they

will encounter 2= adulis. Unless the probler of the
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Those Wwho agree or strongly agree that the curriculum

does contribute ke disciplinary problems hav

th

attributed to this lack of facilities (2%), curriculum

5.4.2.3 Corporal punishment assistis the pupils in their learning

a2t ny schobl:

The following table shows the perception of teachers ¢n

this category:

Table 5.4.2.3: Whether corporal punishment does assist

pupils in <heir learning:

Freguency Percencage
Strongly agree ' 18 14
Agree &0 &5
Not sure it 11
Disagree 33 25
Strongly cisagree & 5

=
"

—
La)
(8% ]

100
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Ls  the zbove table reflects, 50%% agree that corporzal
puriishment z2ss3ists puplls in their learning, whereas

30% dec not sgree. Only 2% is not sure that corporal

ounishment assist pupils in their lesrning.

"y

rom this table 1t can be safely inferred that the wide

use of corpeorel punishment by teachers (vide supra

believe that corporal punishment actually

ot
I
ct
cr
{D
[41]
(8}
g
M
3
n
L]

assists puplls 1in their learning at school. This
apparent pelief by teachers seems 0 be contrary to the
expectations of * the pupils ané therefore counter
productive as the majority of the pupils (71%) reported
that they felt f(rustrated when they were punished and

this affected their learning. (vide supra $.3.1.%.).

This probzbly, concerns a2 deep-seate

o
oy
]
{Y]
.
-+
ot
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8]
3
X,
™
ct
jag

especially clder teazchers, that learning is facilitated
by punishment. If this is rezlly the cass teacher
trzining colleges and universities should purposefully
propagate | more enlightened idezs in  their teacher

trazining programmes.
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Iin which ¢f the following forms of disciplinary
problems de vou use corporal punishment in veur class?

(You can write more than onel:

56% of the respondants reported that they used corppral
punishment when the pupils fzil to do school work and
40% used it when the pupils make noise in class.

When teachers (56%) szy +thst they punish pupils
corporslly for failure t©¢ do school work, one wonders
wnether the reason i1s not, amongst other things, lack
of authority over the subject matter. This becomes =

b teachers'

m

natter of c¢oncern when one looks

qualifications according to this survey.

Qualification Percentage
B.Ed/Hons 5%
Degree 23%
Matric T2%
If T72% of tezchers at the secondary sSchocls visised
have Mzatric, 11 is possible thzt the majority of Black
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cf much

in the classr

beern indicated that, appa
stick when pupils make noise gdoes

value {vide supra 5.4.1.2}.

This i not necessarly a ba
thing L certzin amount of nols
is beound to be associated with som
activities and &z goed l=zugh 1
peneficizl to everyone fren time t
time. Tt is only bad when th
noise becomes distracting an
reduces efficiency. (Farrant
1967, p. 248).

Rate the
frecuency of use
administered shcould

in your class.

be rated z= 1 and

administered should be rated z2s &:

The following

table illustrates

this ca

rently, th

m
-
n
{0

not seem tc D=

following forms of punishment

ht=Y-Jo)

v\—&

according o

Cne moestly
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me forms of

Table 5.4.2.5: Frreguency of some punishment

irn class:

Rank Order

Forms of punishment 1 Z 3 4 5 &
Reproach/Warning 77 13 4 4 1 1
Corporal Punishment 13 36 &% 18 g 13
ﬁxclusion from class 2 2z 27 19 18 154
Withdrawal of
priviledges & rewards 5 12 18 30 22 12 .
Detention after schocl 2 4 17 12 24 41 :
Extrz manual lazbour 1 5 19 17 25

23

Other forms cf punishment ussd
teachers

include "giving more w

"direct eye contact".

Wnen ilooks

ong

in cla

ork™,

V=
1]
ct
¥
o

IE. noT
-
orms

g5 as stated by

131 k3

kneelil , &and

point b szems .
much ¢ erance

ol - 1 .
¢f punisghment in
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Do pupils sometimes resist corporal punishment in

class?

£3% of the teachers agree that pupils do resist
corporzl punishment,  whereas 37% gave & contrary

report.

This gives an impression that the severity of corporal
punistment has led to a situation in some schools where
the pupils have decided to challenge the zuthority of
teachers by refusing to take punishment. It would seenm
as if some tezchers in Black schocls still have got Lo
learn how to  arouse respect for zuthority without
developing in the pupils contemp:t for it. In any case,

the reporied severity of ceorporzl punishment, in terms

o

¢f the findings of thies study, 1s likely o lead <o

'

this type of situation.

- o s - s N
rurther anzlvsis of the results 5y using &2 Chi-Sguzare
- .
Test (X )

3 - -
Alwhough  this study is not comparstive in nsture, in
this secticn the puplils' responses will be compared ir
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order to find out whether there is any significant
difference petween the urban and rural pupils.
2 -
The ¥ test is usuzlly used when the research cconsists
of freguencies in discrete categories. In this
5

research & X test has been applied in some of zihe

datz to determine the significance of differences

—

between two independent groups, i.e. urban ant rura

pupils.

Tne nypothesis under test which has been fcrmulated as
null-hypethesis is that there are no sigrnifican
differences with respect c¢f scme  characteristics
between wurban and rursl pupils, ané therefor with
respect ¢ the relative frequency with which the group

- - - 1
“2SC Tais

n
3
[

members fall intc several categoris
hypothesis & number of cases from esach grouc were
counted which fzll into varicus caiegories and
proporticn of cases from one group wWas  compared with

+ +~4 I3 I -
the proporiicon of cases from snother group.

™~y £y Fl - H o e ~ = B o T

Lnge  leve I gignificance chosen was .03 for Nz=SZT,
et PR ) s - - "
The degrees ¢ freedom (Ef) Giffered because of unegual
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number of rows (r) in different statistical tables and
therefore the region of rejection of the null-
nypcthesis dependend on the degrees of freedom of each
statistical table. The number of columns was egusl in
all tables. If the calculated vzlue of the Chi-Sguare
(X ) was greater than the tabled value, the null-
hypeothesis was rejected and the conclusicon drawn that
there are marked differences in the responses of urban
and rural pupils to the guestionnaire items and the
differences are significant at the level .05, In
other words, if this research were to be repezted 100
tirE  Lsing i each cese & differeat greup of  utbeh
ans rural Supils Irom LnE Dopuletion unger
consideration, therse would be 95 out of 100 cases be
scme differences in the responses ¢

the guesticnnzire item.

The following <table illustrates the situation wi<chr
respect Lo ihe responses ¢f urban and rurzl pupils ir

this resear-ch:
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Table 5.5: - Further anzlysis of the results by

using a Chi-Sguare Test (Xz)

General discipline in schools

2 Significant

Question X af Probabilicy difference at
least 0.03
5. 40.07 4 0,001 Significant
7. T.414 5 0.1156 Not significant
8. 40.562 & 0.00C Significant
9.1 9.195 4 0.0564 Not significant
9.2 7.181 4 0.026¢ Not significant
9.3 ' 6.217 & 0.183%8 Not éignifican:
G.4 16.448 4 ¢.0023 Significant
3.5 20.583 4 0.0QOQ Significan:
11, 0.391 1 0.0516 Not significant i
12, 1.059 1 0.3034 Not significant i;
|

Discipline in the classroom :
13, 3.652 4 0.&5% Not significancs
14 5.627 4 0.2251 Not significeant
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16. 19.704 & 0.0006
17. 7.036 4 0.1361
18 2.752 1 0.0988
20. 2.124 1 0.145]
21. 5.346 0.0208
22.1 3.731 5 0.5887
22.2 7.844 5 0.1851
22.3 3.088 5 0.6840
2.k 1.006 5 0.9621
z2.5 3.810 5 0.5770
22.5 10,423 6 C.0481

Significant
Not Sigbificanct
Not significant
Not significant
Significant

ignificar

ct

=%
Q
¢t
n

ct

o
Not signific

i

n
Not signifiicant
Not significant
Not significan:

Not significant

In <the cdiscussion that follows, only <+those instances

where there has been significant
responses of urban and rural pupils,

above table, will be looked into.

Use ¢f corporal punishment in urkcan
{Question & - &% our school there

corporzl punishment)

[
th
h
D
)
m
3
)]
(D
tn
}
ja
t
ja )
[1)]

25 reflected on th

n

The table thzt follows illustrates this category

TTRA R o o SRS WAool
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Table 5.5.1: The use of corporel punishment in urban
znd rural schools:

Location Pesitive Negative

Urban 54 (L45%) E7 (55%) = 121

Rural 258 (65%) Lt {3%%) =  36S

312 208 : 520

t

X = 40.07 af = & P =z 0.001

It i= rot sprprising that corperal punishment in rursl
schools is more oftenly used than in urban schools. It
seems as if teachers in these schools {rurzl ones)
still believe strongly in the cdictum, "spare the rod
and spcil the child”. As it has zlready bsen hintec,
this is not compatible with the expectations of
secondary school pupils and thersfeore not conducive o
effective learning. Another possible reason for <the
gpparent wide wuse of corporsl punishment in  rural

choels cculd be that teachers do not receive zs nmuch

resistance a5 possibly is the <case 15 with -urzarn
. -~ s - et i
pupils Ihe pessibility of cverusing 2 stick, is thus

5le under such circumstanzes.

‘J
(/]
I
}4
cf
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The Administration of corporsl punishment in urban and
rural schools. {Questicn 8 - When. corporal
punishment is administered to us at our schocl, this

happens in the presence of another teacher or

principal)

The perception of wurpan and rural pupils on this

category is illustrated by the feollowing table:

Table 5.5.2: The administration of corporal

punishment in urban znd rurzl schools:

Locztion Positive Negative

Urban 27 (22%) SL (78%) = 121

Rurzl 779 {(45%) 220 (85%) = 349
206 T31e

The significant <¢ifference bDetween the responsss of
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punishment should be administered in private Dy <he

principal or an assistant teacher in the presence of 2

principal”™ is viclated in rural schocls i1f one were 0
compare <the rural schools Qi:h the situation in urban
schools as the above table illustrates.

The incidence of exclusion of pupils from class in
arbsn 2né rurzl schools {Question ©.4 - Rate from 1 o
% the following forms of punishment according €0

freguency of use at your schocl)

The <¢zble that follows illustraztes the situation with

reference to this category:

Table 2.5.3: The incidence of exciusion from class
in urban and rurzl schools:

Forms of punishment

Reproach Corporzl Zxtra-manuzl Exclusion Withdrawzl

Warning punish- Labour from of privile-
ment class g5 & rewzris

11 (e%) 28 (24%) 26 (22%) 22 (18%; 32(27%i=118

43 (11%) 87 {(22%) 119 (30%! 98¢ (25% 49(%12%)=3%7

aL 715 145 = 27 K=512

¥ = 15.&45 i =z & P o=z (.Qzz=
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Ls the zbove table illustrates there is 2

significant
difference in the application of "exclusion from class”
S,

as a punitive measure between urban and rural schools.

It dis practised more in rural schools than in urban

chools according to the above table. It would be very

]
.

Lo fin out why this is ths

case,

rural areas.

The incidence of withdrawal of privileges and rewards in

urban and rural scheools. (Question same a2s in 5.3.3

except that the guestion number is §.5).

Table 5.5.3: The incidenze of  wWithdrawszsl ef
privileges and rewards in urban  anc
rural schools:

Heprcach Corporal Extra-msnuzl Exclusion Witndrawzl

Warning Punisnh-  Labour from cf privi-

ment class leges &
rewardis

3 {3%) 7 (6%) 30 (2%%) 22 (21%) 53 (45%1=718

o {2%) 37T {G%) 38 (T%) G2 124%) 220 (58%): 2t

13 L4 58 177 273 N=Z15
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Llthough ons would have expected tc have withdrawal of

o]
=
pul
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m
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m

nd rewards, as a form of punishment, beling
more practiéed in urban schools than in rural schocls,
in view c¢f the reperted wide wuse of corporal
punishment, particularly, in rural schools as compare:d

to urban schocls the above table depicis the contrary

situation.

ct

Whether corporal punishment motivates the pupils or
whether 1t creates =z rule by fear in the classrcom.
(Question 15 - Ceorperazl punisnment does in  any  way

motivate wus apnd it creates 3 rule by fear in the

classroom ).

Table 5.5.5: The perception ¢f the role of corporzal
punishment 1in the classroom by urban

and rursl pupils:

Location Fositive Negative

Urban 111 (§2%) 10 (8% = 121

Fursl 283 (58%) 138 (34%) = 23¢
374 15 N = 520
X = 38.84Z af = & F = C.GCT~
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It is clear {rom th urban pupiis cc

not favour corporzl punishment in class if one compares

them with rural pupils. This is actually not surprising

because corporal punishment has been listed

{}
oy
[
-

v pupils

in & number of occasicns, as one of their grievance

wn

}-

*

and this hzs been the case mestly in urban schools.

Whether teacher cause pupils t¢o be afraid to ask

guesticns or show different opinions than their's,

(Question 16 - Our teachers cause us 0 be afraid o

ask questions or show different opinions than their's

class }

y-»

This category is illustirated by the following

cr
fu
o
'J
1]

Table 5.5.6: Whether teachers cause pupils <o bs

afraid to ask guestions or show

Location Positive Negative
Urban 57 {47% 64 (53%) = 121
Eural 133 (323%) 258 (87%) = 38&8

187 332 N = 5i%

X = 1,704 28 = &L 7 - C.00C%

e onT
G, g, P

T
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t is surprising that urban pupils feel strong about

b-4

-

this issue whereas one would have expscted this to be a
general feeling for rural pupils. This gives the
researcher an impression that rurzl puplls a2t large are
more subnissive 1f <hey are compared with urban pupils,
if one were to tazke this category &s relzted toc the
apparent zuthoritarian type of a didactic approach

in rurel schools.
Whether corporzl punishrent iz 3dministeradé f2 beth
beys and girls. (Question 21 - Is corporal punishment

administered to both boys and girls in your school?)

This caztegory is illustrated by the {ollowing table:

Table 2.5.7: Whether corporal punishment is
dministered <o bzth boys and girls zs
perceived by urban and rurzl pupils:
Location Yes Ne
Urban St {75%) 3¢ (2%%) = 121
Rurzl 233 (8L%) 6z (16%) = 3¢7
426 Gz K = 5°E
X = $.34% 5 = % o = C.G20E
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CHAPTER 6
GENERAL CONCLUSIONS AND RECOMMENDATIONS
Introduction

Discipline is not & new phencmencn in education, it Is
as old as formal schooling itselfl. That is why it is
out of guestion to speak about an educatiocnal
philosophy that is ageinst disciplining pupils. At the
same ime the type of disc;pline that does not lezc Lo
pupils eventually being self-disciplined is alsc

counter-productive and valueless.

Discipline therefore, hinges cn whetiher the scnoel is
zhle tc produce self-directing individuals. Developing
self-discipline in children mezns helting <them ¢
become responsible individuzls whe know now t©o act and
and how net te act znd to carse for themselves and
others. Furtrengler and Konnert (1882, p. &L3),

therefore, rightly peint ous:

if the ultimste &im cf disciplins
is humanisci o produce  voung
adults wno will zet appropriately
with & minimum of e¥ternzl



Ny

-222m=

constraints in & variety f
situations -~ then learning Lo
satisfy one's individuzl needs
without inconveniencing and
disturting others 1is gxtremely
important.

‘Generzl conclusions

Tne role of =z teacher in the meintenance of good
discipline has been stressed right through this study.
That the relationship between the teacher and the
oupgils s >f cardinal importance can no longer be

overemphasized.

With regards to the situation in KwaZulu secondary
schools it became clear that there is a serious problem
in the areaz ¢f discipline. Through literature study it
also came out clearly that discipline or lack ¢f it
cannot be attributed to a single factor. That is why
an admission was made (vide supra 1.5) that this study
is limited by scope and content becauss fazcctors
militating against effective and educative discipliine
mzy be factors that fall outsids the competence <f the

school.
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It is =zlso worth noting that it seems (according to

Fal

this study) <that there is 2 wide wuse of corporal
punishment by teachers, and that pupils are totzlly

1s¢ interesting to learn that the

m

against this. It is

-

il ]

n

maiority cf the »pu {72%: [(vide supra 5.3.7,

(8]

believe thet their teachers maks classwork interesting.
ther areas that are of criticzl importance when one

P L. . . . - R |
considers the gquestion of discipline are that of pupil' E

invelvement in school zffairs and thzt of love affzirs

between teachers and pupils.

Concerning involvement in schoeol affairs it would seem
that the pupils are nct heing given a chance to express

heir views &about their educaticn. this may seem

ct

rather over-demcocratic for a2 ceonservative teacher but

the <truth is that nowadsys adeclescents want Lo

s - - ' . =
in their education can be detected Trom the presently
&~ < ~
famous Student Representative Ccocuncils that they nesd,
heczuse they feel thzt they zre more democrzticss’

e = WY ige wils o o8 «I"e LIQTe aem ravilally
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ts I have already pointed out the gquestion of love
affzirs betwesn teachers znd pupils is not 2 new hing
in Black education, =although it has zlways been kept
secret. In this study it alsc came out that this Lis
widely practised. However, an interesting pcint here

is <nhat <oday's adclescents seem e be vehemently

opposed to any form of unfairness and discrimir
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wreatment. Suen fairness imbued puplls are iikely <o
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challenge =& love zffair between
pupil. Once this takes place in & scheol, diecizling

degenerates into chaos.

Recommendations

It has already Dbeen indicztec that the probtlem &f
discipline cannot be exhausted in a study 1like <this
one., However, this study has attempted to throw some
light to some of the problems concerning discipline in
Black schools. In view of the findings of this study

the following recormendzticns are made!



(84}
(9%

Any pedagogical-didactical encounter between “he
educztor and the educand is futlle where there 1s poor
¢iscipline. £11 disciplinary actions embarked upon by
teachers must be purposive in order to be pedagogicelly
ané didactically defensible. In a didactic situation
the 1immediate aim of any disciplinary actiens is 10
promete lezrning; certainly not to sarve &3 2
vindictive Or repressive mezsure. On long

term basis,disciplinary actions aim at putting back the

U]

defaulter on his pedagogicel tracks and thereby

facilitate responsible adulthocod.

On the other hand the use ¢f c¢rude measures of
punishment is an implieit admission of  failure,
especially by the teacher who lazcks self-zssurance, 10

help correct the pupil in

m

humane manner.
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cause may be in this directicn i.e.
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locate the possible cause,

the

because

authoritarianism by

teachers.
It is, therefore, recommended that Black teachers have
got to improve the guality of discipline by deing away
with either too lenient type of discipline c¢or zn
uthoritarian form of discipline. Instead teachers
sheould adopt & more democratic way of handiing
disciplinary cazses and do away with a subcrdinate-
superordinate relationship with pupils, Concerning

schoel discipline Furtrengler and

have cormented:

Konnert

Historiczlly the zaim of school
discipline was % control the
behaviour of students through the
use of force. .In recent decades,
this aim, both in the impesition of
restraints on individuzl ~ students
and in the use of forgce z= 2z mezans
of perpetuating the interest of
society, has hesn changed scomewhat
by the concept of self-direction.

implies <that teachers should adopt a

L0 discipline means self-direction in

et e
OUMaEnisETtic



as an - overriding educational gozl. In a classrocom

setting democretiic preocesses are This implies
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that co-operation and inner dirs
consciously taught by the way in which pupils initieslly
submit themselves tc zuthority.

Necessity for the prevention of the degenerating

professionzl ancé moral ceonduct c¢f teachers

It has been indicated, in this study, by both teachers
and pupils that love affairs between <teachers and
pupils are quite common in Black secondary schools.
Duminy (1973, p. 135) stztes that there is no point in
exhorting pupils t¢ be meorally upright and self

respecting when some teéachers are kKnown te be running

affairs with school girls.

P AT ;- 5 < 4 4 a4 oie
afflicted with 2 parglysis of inzcticon a&gsinst this
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kinéd, of misconduct by teachers. One reason for this
might be that such things, =zlthough they may be aware
ef,  often do not reach them in 2 formal way. As =z

consequence, the authoritiss 2are incapacitated and

therefore helpless, for they cannoct provide an

<

assistance.

Altnough this was not the focal point of this study, It
is possible that some teachers come to school being
under the influence of liguor. Teachers in this
condition are lixkely t¢o maks a nulsince ol taenszlvas
by engaging in irresponsible acts which decidedly, dent

the disciplinary machinery of the schcol.

Wnen the abovementioned things happen in the schocli,
the pupils are likely to take the law inte their hands

i Neie
ClCh

in &n attempt to remedy this unpedagogical situ

m

devoicd of professicnal and moral fibre.

[
a1

Necessity for pesitive participation of the pupils
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zlthough their energies mey sometimes be miscdirected
(vide supra 5.2.1.5). Since education has got to de
Wwith the leading of the not yst mature Lo maturity, the
role of an adult person to properly chanmnel and give

c¢irection to the pupils cannot be overemphasized.

Tn z school where the pupils are not involved in schocl
affairs apathy is likely to result. In this case the
school 1s likely to Dbe viewed by the pupils &as a

necessary evil that must be endured but in which they

are not bound to take an active rcle, This implies

m

that the pupils have ceased to view themselves as
vital part of the activity within the schocl sstiing

and come <o function as  spectater rather “han

i
7]
0
o3
Q
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participants in the socizal interaction of ¢
Denying secondary school pupils participation in scheol
affairs may therefore, perpetuate the zdverse attitude

Fo

towards the scheol. Participation of pupils in school

L e s . , .
It is for the sake of devzlcpomen: zand =2lleviziion ©
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the problem of discipline that teachers have deflinitely

tc do away with the old fashionec atiitude that pupils
must do what they are teld without gquesticns. This is
counter-productive andé centrary tc the nature of

their desire to

n

secondary schosl pupils and it olunt
help in the uplifitment of their communities. In order
to promote rvrogress in Black education, secondary
school pupils need self-discipline and this can be

partly achieved if they are involvead in their chool

affairs,

Necessity for a team apprcach to the problem of

discipline in Black schools

The majority (87%) of Black teachers, in this study,
felt that it is ¢ifficult to ccontrel students 4hese
days {vide supra 5.4.1.58). 79% of the teachers has
zlsc agreed tha:t there-is z nsad for professicnelly
;rained_ pecple to handle disciplinary problems in

schools (vide supra 5.4.7.7). in view of the above

1 — :
workers, have got te bes made use ¢f inm order o
—T'I‘:‘--«aﬁ-_-: the mrma=am i Saemd T Tmas S B
S-Ls8Vizoe Wl SrQoLlel OrI LISCIDLINE 1IN ZLIECK  secontsry
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It is, therefore, recommendsd that each and every
regicnal office should have & social worker, 2 schocl
councilior and & teacher psychologist, in order to deal
with the problem of discipline as & team. In this wa)
some pupil behaviour that can pe regarded as deviant is
likely to be identified early and corrected. This can

be complemented bty a2 system of guardian teachers.
Necessity for guardian teachers
The duty of 2 teacher is much more complex than the

mere <transmission cf knowledgze Lo the pupils.

teacher 1is =zlsc an educator who has to guide and

ja g

The system of guardian tezchers can be very useful in
the =alleviaticon of some disciplinary problems. This

+ : -
pupils o =

cann be done by assigning

m
m
'3
o}
o
o
a
F

parcicular teacher (not negessarily his class). A2 the
end, each and every teacher should have 2 grous cf
pupils under his care sc a2z to take care of tneir

protlems 2s individuals,
- -, - - R 3 N
In this study it came gut clzarly that some <taachars
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(80

problems that may be troubling them. It is =zlsc
interesting to note that those pupils who reported thaz
E I

-

their feachers do talk to them about their problems

- -

L3

(43%), highlighted problems such as "subject matter
(35%), "personal problems" as well as '"career anc
behaviour" .¢riented problems. Thié gives an impression
that 2 substantial number of pupils, pocssibly have

serious problems which remzin unnoticed by their

1]

teachers &nd school authorities beczuse z school doe

net have a systematic way of attending to their

problems.

When this svstem of guardizn teachers is effected one
teacher, preferzbly a guidance teacher should ac: as =

convener for all guardian teachers. His duty, ameng

cthers, should be ©o obtain dztz relzting te the pupils
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under the Jurisdiction o
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In ZElack educzticn there has zlways been & ¢ry Tor =
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In this- study 40% of the tesachers felt that the
curriculum does contribute te disciplinary problems.
The problem of the curriculum has been related to lack

of facilities, 1lack of curriculum differentiztion =znd

teacher quality.

Because of the apparent lack of differentiation in the
present curriculum for Black secondary schools, it would
seem that & number of Black pupils attend school
because 1t is in vogue to do s52 or benause they eave
expected to do so or even forced by the elders without
having genuine interest in the whole exercise. This is
a sterile exercise devecid of vision because the problenm

may be at the lack of the not infreguent uphezvals that

23

have & prolification reminiscent. of cancerous cells an
about which spirited converted efforts should be made
te find long lasting solutions instead of ineffectual
intimidating short-lived palliatices which have become

futile exercisss.



€.3.7

-234~

a survey %o establish whether the curriculum offerec t¢
Blzck secondary scheools in this region is not, inter
alia, responsihle for the frustrations of the rpupils.
This= Dbeccmes important when it is not uncommeon e Come
acrose a2 Black Mztriculant who has done History,
Business Econcmics and Biblical Studies at & High

school. This shows that even schocl principals have

m

rezl problem in the area of curriculum development.

Necessity for &z democratic approach to the didactic

situation.

4]

L suwmstantizl number of pupils (72%) have reported that

their teachers make classwork interesting. Tnis was

On the other hand the overusz of corporal punishment
and the finding that the majority of pupils are no:
inveclved in their school affzirs makes one to come 1o

the conclusion <hat there is a2 great dezl of

- G - A < 3 -
authoritarianisn in the classrocm.
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It is thus recommended that teachers sheould adopt =z
more democratic approach ©¢ the didactic situzstion
s¢ thatit can be possible'to elicit full participztion
of the pupils in the subject matter. Scme of ‘the

advantages of the democratic approach to teachers have

zlready been cited (vide supra 3.%1.1.5).

The estzblishment of an Educsticn Hesearch Unitc as an

urgent necessity

The =school, it appeares, has no longer the simple
respensitility of only imparting knowledge but must now
zlso cope with 2 complex set of responsibilities which
include academic, social, psychological-and physical

factors, related to the total development of pupils.

The study of school discipline is related t{o many other

~ .

societal problems as it hzs already been stated. Other

later research investigations ané reflecticns may well
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teachers and educationists because it could suggest

improvements in actual practice.

Y

ot

If, for instance, the KwaZulu Department of Educatic

and Culture 1s tc be able 1o gzin insight into
disciplinary problems in schocls, it should regard tne
establishment of the Education Research Unit as an

urgent necessity.

Further research

This study has a2 number of shortcomings as an admissicn
has zlready been made. The chief shortcoming is that
it tries to grapple with z gigentic problem by adopting
2 globzl approach, instead of z piecemeal one. 3Such an

approach is bound to be generzl and peripheral.

the surface of the iceberg, unravelled z number of

= - - - -
problem zreas wnich need urgent attention. Seme  of
S i e - - - - -
<hese problems are isclated and pinpointed as possinle

- Fal o - - H : - TV oy s
iines for further research in the following areas:
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a2, The relationship . between the use of

0
o]
"3
o
[8]
&
[
-

punishment and disciplinary preblems;

L. Disciplinary actions in Black and White schocls in
Scuth Africs - & Comparative-cdidactic appreach.

c. The influence of punishment on learning

d. The influence of the actuzl didactic approach of

teachers on discipline a2t the micro-level, <the

&. The extent (o which differentiation of the
curriculum is related to cisciplinary problems in
the classroom.

f. The problem of individuzlization and discipline.

Conclusicn

This stucy has actually revezlsd thsat educzative

teaching 1= not possible In & situation where there is

iy

poor discipline, Good discipline can, therefore, o
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used as & reinforcement o

atta

-

n

-
=

objective of leading the child to adulthood with

minimal generation of bitterness and friction.

the



h
o
)
m
]
1))
"3
(D
8]
8
0
wn

De Lange Report

Duminy, P.A.

Furtrengler, W.J. &

Konnert, W

Mncwabe, P.M.

(1881)

~
D
-

a)

{1982}

.

Prevision cf

iucation in S.A,

m
1

Teaching Them. Van

Schaik. Pretoria.

Improving School
Discipline: An
administraters’

Guide. Eilyn  and

-

A criticel anzlysis o
scme sslected aspectis

of pupil wastags znd

B L]
nigh schools
—— - . o
standard &, § and 7
- - P
wiLrn SDetle~



240~

-

-
A0

wn

P

sference to Southern

KwazZulu. M=¢d
dissertation
UNiversity of Natal.

Fietermaritzbursg.

h Psychological study

of differentated

secondary schocl

D Ed Thesis,
University of
Zululand,



Ackerman,

—2L1-

N W et &1

Adams, S and

Alcom, M D et &1

(1670)

(1965)

{1670}

(167%)

Summernill: For and
4gzinst. Hart Publishing

Co. Inc. U.S.A.

To be =z Teacher: En
Introduction to
Education. Prentice

Rinshart and Winstorn

Iinc. U.S.A4.



1)1
[
[
<
=
lw,

Banks, 0

Bee, H

—242-

-
)
~]
)

ethods of Social
Researzch. The Fres

Publishing

The Scciclogy of
Education. B J Batsford
Lted. London.

cf Pedagogics:

the study

Lfrica. Butterworths
Durtan

The Develeping Chilce.
13 -
jarper ang Row

‘s

Tmtimowd mye=1 Mo=imed Vo
P R R S P T Torai (=41
oy = ) o < -

Schaik Ltgd. PFretoriz.



—243-

—

.Bary, £ 5 et 21 (1953
Borg, W R and (1983
Gail, M D
Buthelezi {158&2
Commission
Erubacher, J S (195G
Cawcod, [ angd {198%)

.

Educational Research. J

[=n
| #]
IR

2 Lippincott Co.

Educationeal Ressarch.
En Introduction.
Longman. New York.

The regquirements for
stability and
development in KwaZulu
and Natal. Vel. II H&E
Publishers (Pity} Lec.
Durban.

Modern Philosophies ¢f

Education.

Book Co. New York.
Fcducati = D pmmanaiet .
LCucations.l LEaJergnin.
Nagan o Velelatlole et
HESCr LG, JOoUWI oD .



(@]
’._l
n
Y
£
lw)
e
m
o
0.

Cloete, MT G

Conradie, H

[ R

and

~24L-

the
pedagogic relztionshiz
between the EZducaior ang
the Educand in 3Black
Urban Areas. M.EZ

Dissertaticn.

University of Zululand.

Humanistic

Charles E Merril

Publishers. Onio.

Juvenile Delinguency in
the Schocl Context. Haum
educationel Publishers,

Pretori

11

Oxford Uriversity Press.



-245-

De Langs Commission

Report

De Lange Cermission

Heport

Downey, M and

Kelly, A ¥

Dreyer, H d

{1987)

(1G6&81)

(1979}

(197¢)

H

Development.

ja o]

Sciences Research

uran

Council. Pretoriz.

Provision of Eduzation
in South Africa. Human
Sciences Ressarch
Council. Pretoriz.

Theory and Practice of

Education (&n
Introduction) Hzrper
and Row Publishers.
London.

The Zulu Adolescent in =

Changing Sociesty.
Pzideonomiz Volume &
Ne. 2. University of
Zululand. KwaDlangezwz.



245

Dreyer, H J and (19832} : Educetion 2. £ courss

Duminy, P& in Psychopedagogics.
Longman Publishers.
Cape Town.

Duminy, P 4 {1958) : African Pupils and
Teaching Them. Van

Schaik. Pretoriza.

WD
o
(sl

Duminy, ¢ & (1 I : General Teaching Mesthod.
Longnan Scuthern Africs

{Pty) Lzé. Czpe Town.

Duminy, P A& and (1983} : Teaching Science I
Thembelz, & J Lengman Putlishers.

Cape Town.

[
-
m
L4
m
’ —
O
w0
)

Du Flooy.,



-247-

Durojaye, M 0 (ed) {1676}

Enlers, H {19811
Erikson, T {1875}
Farrant, J S (1937

Psychological  Guidance

of <the School Child.

Leondon.
Crucial Iszues in
Education. Hole

Rinnehart and Winston

U.S.4A.

Internationzl expsrience
and trends of

develcpments in the

™ - - & —_
Principles ang Practice
E 2 ——— T

of Educztion. Longmzn,

Londeon.



-248-

Frutwengler, W J {19

Gabels, RV (1983}

G%bers, JG (1971)

Improving chool
Discipline: An
Administracor’'s Guide.
L£1lyn and Bacen Inc.

U.S.4.

Parental Invelvement as
an Administrative
Component of Educsztionzl

Administraticon for +the

™~ - 4 . -
Disgertation., Universicy

of Zululznd. Kwa-
Dlangezwa.

Pedi Adolesczence
Ressarch Paper No. CI.
University of Pors



245~

Gilbert, A J (1982}

Government (Gazette

Gunter, CF G (1678)
Guskirn, & D and {1970
Guskin, S L

Bamacneck, D E (1877)

No. 5795 of Novemb

A Socieo-Psychological
tudy of the Unrest in
Schocels.

African

University of Zululand.

D

ro 4,

e
[

Aspects of Education

Theory. University
Publishers and Book-
sellers. Stellenbosch.

£ Social Psychology of

Zducation. Adcison
Wiley  Pudblishing Cso.
U.3.A.

Human Dynamics in
Fsychclogy znd
ZZucaticn. £ilyr  znd



Hoidstock, T L (1985)

Jones, V F and (18811

Kelly, J L (1982}

Khumzlo, £ S (ed) (1983)
Ketze, D & {1273)

Beat the Cane - The (ase

for Abgolition of
Corporzl Punishment :in
our schools., Wits.

Responsible Classroom
Discipline (Cresating =
positive learning
environment and Sclving

problens. Allvn and

Bacon. U.S.A.

The Successful eacher.

The Tows Stete
University Press. Iowa.
KwaZulu Zguzation
Journzl Ulung:.

African Poglitics i



Kumleben, M E

Landman, W & and

Kilian,

Landman,

-

n

1Y
in

i
[0

ot

o

[}
ot

¥

-

CJdaG

W

=]

A et 21

=251~

{1972)

Some thoughts on

punishments in schocls

Public and Vocational
Training Veolume 6 No. 10
University of Zululand.

KwzDlangezwa.

Leesboek vir die Opvoed-

kundestudent en Onder-

wyser. Jute and Kie.

Kazpstad.

Fundamsntzl Pedazogics.

Jutz and Co. Cape Town.
Y el



~252~
Lawson, T et a8l {1878}
Lindgren, 5 C : (1567

\

{1982}

Luthuli, P C {1G84)

(1]

e

Thegor and Przciice of
Curriculum Studies.

Kegan Paul

Londeon.

Educaticnal

Sons

Wiley and

U.5.4.

Durban.

as zn Qccurancze,
Pzidonomiz. Velume 2.
No. 2 University of



Mzjz, CS (1675) + An empiriczl . stugdy Qf
-,

the personal problems of

adolescents in WS

Pennvsylvaniz.

Makelims, R G S (19847 : Black education in the

melting pot from 1610-

1975. What Then Now? A4

paper read at Lthe
Southern African
Pedagogical Society
Conference held at Tort
Hare Universitv.
Malherbe, £ G {1677} : Ecucation in Scuzth



—2540

o
i)
7]
o
I
3
0
-3
43

Bramble, W

Ca

Mendenhall, W O L & {1871)

Scheaffer, R L

'

e

Understanding and Condu-
cting Research Applicaz-

tions in Bducation and

the Behavicural
Sciences.. MCGraw-Eill
Co.

Elementary Survey

Sampling. Balment Co.

Wadsworth.

Problenms in
understanding and Zduze-

tion of an Adgleszent in

r
Cl

ot e N
paren. ana & Leadner

he)

psychopedagogic perspec-

tive, Paidoneris
Volume 13 Neg. Z.
Universitvy of Zululand.
.



Mncwabe,

Mohzanos,

P M

‘g

*1)

D

N

E

4 critical anslysis of

some selected aspects of

L

pupil wastags an

cropout in KwaZulu
Secondary Schoels' Stan-
dard 8, G and 10 with
special reference to
Southern KwaZulu. M.EC
issertation.

Natzl.

University of

Pietermaritzburg.
A Socio-Pedagogical
Persnective on Lhe

Laad Lanat - e -
the Theorv anéd Przciice
Eall o s - B

¢f Sducsticnal grinis-

“raticn MoM:-lzam,

-



Witness,

Witness,

Mecury

Néabe, E P

(1988}

(1969)

Fsychological Develcp-
ment. A Life-Span
Approzach. Harper &anc

Qctober 25, 1984,

January 10, 1985.

March, 1985,

EZucation. Hohn Wiley
and Scns, Inc. U.S.4.

The influence cf
improved learning
methods on thse achieve-
ment cf training school
students in the subisct

L hondt - Cx)
of Slementar.
T - i = b —
Educationzl Trsvonclogy.
M TA T4 - Tl
M.EZ Dissercatic nisz



Ndzaba,

-
-
—

tr]

1)

P

Lo

and

(1973)

(undated)

Differentiztion in
Educatrion with special
reference tc the adapte-
tion of the
foé KwaZulu schools.

Pezidonomia. Voiume 3.

t

No. c Universisy of

¢

Zululand. Kwa-Dlangezwe.

& Psychological Study of

e

Differentiated Secondar

(8]
3

e

School education and its

for educa-

tion in KwaZulu.

The Students vade mecum

(A brief  guilde pAe!
efficient studyl,
University of Zululanc.



-258-~

Nel, B F (1978)
Nesser, J J (1673}

Nxumzlec, EREM {1678}

Fundamental Orientztion in
Fsychological Pedazogics
University Publishers
and Bogksellers
Stellenbosch

Authority: A Secio-
Pedagogical reflection.
D.Ed Thesis. University
of Pretoria., Pretcriz.
Penclogy 3, Guide 2,
Unisz Publications.

The involvement of <the

parents in the schocl

affairs (with partizular
referance L0 zlack
Educaticon) Par: T,
Faloonomis Jelire 7

S - ir creer / ¢
Zululang, Hws-Ilangszus



Nxumalo, O E B M

Oxford Advanced

Learner's Dictionary

Padavache, 4

£1978)

(187&)

e

e

"y

The sociological sig-
nificance of the
teaching of History as z
variable in the socizli-

Oxford University Press,

£ study

behaviour in

Indian High Schools in
- 1 - - Ea
Dursan. Universizy of
- 7 - e ] ™~ .
Durbzn=-Wescville. Durben
T Pl - - - - s -
_LYyisSiral 23 LRiIsToriess
Fedagsgiess procleen

=
Q)]
0
-
)
'—l
i
m
.
ol
“3
n
ot
o)
1
b
it

by



-260-

Rabie, M A& and {16791

Strauss, S A "

{1981)

S A IR F (Annusl) (19821
Sax, G (187¢)
Szunders, M {187¢)

I

Punishment An

Introduction to Princip-

les. Lex Partiz. Johz-
nneshurs.

Educator's Discipline
Bandbook. Parker

Publishing Cc. Inc. New

York.

Survey of Race Relzations
in South Africa. SAIRR.

Johanneshurg.

Tundamentzl of Educa-

ticnal Resezrch.
Prentice-Ezll inc.
UG.S.Lk.

Ciass Conirol ans
Dehaviour Proslems.
MeGraw=-Hill Boox Co. ULK



=251~

Shertzer, B and

Store, § C

Smith, T A

Steyn, P G D et al

(1976)

(1984)

(1983

——

—

(¥e]

(@ 4]

..

H

Houghton Miflin Ceo
U.S.4.

An investigation of the
field performance and
professional progress of
secondary schocl
teachers Lrazined at
Colleges of Zducaticon in
KwaZulu. M.EC
Dissertation. Urisa.
Pretorisa.

Ecducation 3. The phiio-

sophical

foundations of education

[ Y i -] el 20
Longman, Cape Town.
B e - lond I
ADTUT ste; LeaCh VRT
o 3 : 3
) Ty g o M- ~
Lnwrecuction Lo Method
9, Ta'-ﬁ'r-vnr-) R e
AN L S2CNing ROUCielES
= =
-y~ W ey m ——re -
aw i u._.&&_ PYE=—a V158 ——
TommA
Longaon



-262~

Thembela, & J (1984) : Obstaclies to Black
Advancemant. £ paper
read at the Southern
Efrican Pedagogicel
Society Conference
held at Fort Hare

C74) : A description of factors

—
—
A\

Thembelz, & J

Zululand. Kwa-Dlangezwsz

Timsl, R and (1976} : Soweto - & pecolie’

Mazibukeo, T response. Institute ¢f

= -
=T =~ = -

2lzck Research, Durian.,

_— \ o - -

Tuckman, 2 W (1678} : Ceonducting Tgucationsal
Keseszarch. megrzourt
Hrara Joture .2 1=
Zrace Jevanzsvich, U.2.5

n



Van der Haatg E
Van der Stoep, F &

Louw, W J

Van Vuuren, J C G

Van Wyk, J G

Veos, &£ J

&

(1975)

(1984}

{1882)

-

Concerning a very old
and new guestions.
Basic Books, New York.

Didactics. Academics.
Pretoriz

Orientation 1in Pedago-
gics. Unisa. Pretoriz.
The Law ¢of Education for
the teacher. Aczdemicse
Pretoria

Fundamental Pedagogics.
Butterworchs. Durtzan,

Aspectis

KwaZulu.



Vrey, J D

Wilkins, E

~264~

(1975)

"

Educaticn in Pracitice.

Evans Brothers Ltg.

London.



-265~
APPENDIX "&"

QUZSTIONNAIRE NUMBER

L QUESTIONNAIRE TO SECONDARY SCHOOL STUDENTS
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There are many views th
¢iscipline. People do not often ask the students
themselves what they think abcout this. Thiz therefore,
is what I want to do,and 1 ask for your co-operztion in

answering these gquestions, -

As you will see, this is not & test and there are no

right =and wrong answers. Instead, I shzll ask your
opinicns or e&attitudes on many things. Tou are

CONFIDENTIALITY

- - 7 - - - Fad - ot

Your aznswers will he treated zs confidential and nc
CE A - r -

cLhEr DEersen wWios KNow how  vou  have respongec .C

-
L= = = - v - - ~ s —~ -

cus=sTions. JMEL LE WRY VOou Ere nst even resuirsd -

1 - SR Vil el o =t gV — A e e B - - —~ . [

Write ¢own YOUr mame or the name Cl your szhoc..
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Piease <complete by putiing cross (X)) in  the
zppropriate boxes or by providing the informaticn
reguiread.
GENERAL:
1. Where vyour school 1s situated?
Urbarn i
Rural
Semi~urban |

2. Which standard are you in?

bt}

10

\n

L




L, How long have you been 1o this school?

5.  How old are you?

DISCIPLINE IN THZ SCHOCL

E. L+ our schocl there iz a wide
punishment:

sir

gureng

cver

L

Uit

It

LI

— (92

n

raa

a8

L}

n

]

|

L]

LI
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Discipline in econdary schocls should be

like that o¢f an army i.e. unguesiioning

submissicon to authority:

Wnen corporal punishment is administered

us at our scheool; this happens in

L

presence c¢f another teacher or principal

(

disagrees

- Ter Ad e
SLrngly CLsSEEree

AN

L

n

RENR

(9%

wn

|

|
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Fate from 1 to 5 th foliowing forms

4i]

-

punishment accerding to freqguency of use

vour schocl.

9.1 Reproach/warning

0.3 Exirz manuzl lzbour

s
“

m
ot

9.4 Exclusion from class 4

8.5 Withdrawal of privileges and rewards 5

What cother form of punishment is used at your

chogl? ({if any)

Do students have any szy  at  your  school
zffairs?

Yes 1

ic 2

L

LI

1L
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12. D¢ you have love affairs between teachers and

pupils a¢ your schocl?

DISCIPLINZ IN TEEZ CLASSROOM

. Students feel [frustrated when they are

punished and this affects their learning:

strongly agree 1

|

1]
ot
"3
Q
w3
m
]
8]
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W
"
"3
4
{13
i M

T4, Wnen we do ncot understand our subject our

teachers punish us corporzlly:

—
rs [ b
strongly agree , |
, .
- H )
agree z |
O
: !
- i
not sure O E
|
- '
disagres 4 |
- i ]
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Corpcral punishment
motivate us and it

the classroom:

16. Qur teachers cause
questicns or

their's in ths clzss:

-~}

pupils cestiroy

class:

does

show different

strongly agree

agree

us to be afraid to

cpinions

strongly agres
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22. Rate from 1 to & the following feorms of
punishment acccrding to freguency of use in
vour class. One mestly administered should
ne reted 1, -and the ¢ne ilegst administered
should bz rated as &:

22.3 Reprcach/warning 1

22.¢ Corperal punishment z

22.3 Zxclusion from class 2

22.b Withdrawzals of privileges & rewards 4

22.2 'Detentlon after school g

22.% Extrz manuzl labour &

232, Wnat other forms cf sunishment is
administered in your classroom which is not

mentioned above?

|

1]

L]
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APPENDIX "B"

QUZSTICONNAIRE NUMBER

& QUESTIONNAIREZ TO THX PRINCI

cempiete Dy putiin

approprizte boxes or by providing

LCONFIDENTIALITY:

write down your name or the name of

GENZHAL

=

P

<
ALS AND

m
1
i

CACHERS -
s (¥} in
the informzt
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Fank: Principal

vice-Principal
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Rate the following feorms of punishment

zccording te freguency of use in your

school. One mostly administered shcould be rated

gz 1 and the one least administered should be

rated 5:
Heproach/warning 1
wCorporal punishment 2
Extra manual labour 3
Exclusion from class , 4
Withdrawal of privileges & rewards 5

Are there any other forms of punishment
that you administer in your schocl which

are not included abmove?

There is 2 closs co-gperaticn in this school

- . .
betwesen parents angd teschers in matters of

(4]
AN

I

]
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12. In your opinion, who should be responsible

for the administration of corporal

2 teacher in the presence of a principal

or another teacher

13. It is becoming increasingly difficult
control students these days:

strongly agree

agree

noct sure

disagree

strongly disagree

1L

[
M

these days professiconally trained peop

schosl councillers, socizl workers, este.,

- -

handle these problems are urgently nseded

strongly agree

. In view of disciplinary problems in  schools
2.8.
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Who of the following people or bodies
responsible for the expulsion of pupils

your school?

Principzl ané Governing Council
Principal =lone
Class teacher

Principal and School Comnmittee

In your opinicn, who of the following bodies
or people should expel pupils frem school?
Principai and Goverhing Council 1
Principzl zlons 2
Class teacher 3
Principal and School Committee 4
Are pupils involved in decisions on
disciplinary acticen &t you? school?
Yes 1
Ne 2
Iz corporzl punishment administered fo beth
bovs and girls in your schocl?
Yeos 1
ic z

N

il
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|

|
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DISCIPLINE IN TEE CLASSRCOM

19. It is impossible to give individuzl attention
t¢ pupils during 2 ¢lass period:
strongly agres 1
agree z
not sure 3
cisagree &
strongly diszgree 5
20. The curriculum i.e. subjects, does
contribute to pupil's disciplinary problems at
my school:
strongly agree 1
agree Z
not sure 3
disagree 4
strongly disagree S
21, If you "agree" or "strongly agree" nmotivate

briefliv:

I

L

I
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Corporal punishment assist the pupils

their learning zt my school:

strangly agree

strongly disagree

In  which of the following forms

iR

I

LI

¢isciplinary problems do you use corporal

punishment in yeour c¢lass? {You <can write

more than one).

feilure to do work

"making noise in class

7

fzilure to pazss test
failure to give znswers to guestions

oy teacher

i

f

La)

|

|

i



ZL. BRate the following forms of punishment
according to frequency of use in your clasg.
One mestly administered should be rated as 4
and the one least administered should be
rated as 6:

24.1 7 Reprecach/warning 1

24,2 Corporal punishment 2

24,3 Exclusion from class ot 3

24.4 Withdrawzl of privileges & rewards 4

24.5 Detention after school s

24.6 Extrz manual labopur ' 6'

25. What other forms of punishment do  vou
administer in the classroom which is  not
mentioned above? {if any!:
'

256. Do pupils  scmetimes  resist corpeoral

-283-

punishment in ¢las=s?

L]

BN
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