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SUMMARY
The aims of this investigation were:

. to provide an analysis of the problems surrounding
corporal punishment in the Department of Education

and Culture (DEC} in Kwa-Zulu schools;

- to give a description af the life-world in which
the Hlack adolescent finds himself as influenced
by enculturation and the adoption of new parental

styles regarding authority; and

. in the 1light of +the findings obtained from the
literature study determine certain guidelines
according ta which accountable administration of

carporal punishment can be instituted.

Az an introduction a psychopedagogical perspective 1is
givenn. Education is a universal phenomenon which 15
limited to human beings. Education involves an  action
where a responsible adult leads, helps, supports and
accompanies an educand to self-actualization and

ultimate adulthpod.

An  educational situetion is a situation where authority
prevails. If authaority does not prevail there cannot
be an educational situation and education cannot take
place. The educational acts of the adult as a helping
and supporting guidance of the child imply that the
educator has authority. The educatiocnal relationshfﬁ
is essentially a relation of authority. For successful
teaching it s essential that good discipline should
exist in the entire school. Firm but sympathetic and
meaningful discipline 1is a sine gqua non fof effective
teaching. It means that education is essentially an

{vii)



inter-tuman relationship. This is actually a
canstellsation of relationships which 1is calied the
relatienship structure of the pedagogic situation and
reveals the perspectives af knawing, trust and
authority. The category of authority rests on the

fallowing pedagogic postulates:

- The child is someone who desires to be somebody

himself;

- The child experiences, 1in his desire to become
somebody, a distinct need for an adult to support

him; and
- The adult responds to this appeal.

From these postulates it becomes clear tﬁat the child
needs education in his development to adulthood. If
the relaticnship of knowing, trust and authority is
spund, then discipline is justified in education. When
the educator disciplines the child he should take 1into
consideration the values of the community and the
dignity of +the child. I¥ the educator observes that
the child acts contrary to life-compulsory norms, it is
the duty of the education to intervene with the view tc
changing the child's 1life far the betiter (pedagogic
disappraovall}. This may involve various farms of

punishment, inter alia -

- Reproof;

- Isplations

- Staying in;

- Imposition at home;

- Deprivation af privileges;

. Temporary ar permanent suspension; and
. ECorporal punishment -

(viiz)



From the above it is clear that corporal punishment
shauld be used as a last resart. It should be borne 1n
mind that physical punishment ought to be administered
according to prescribed regulations 1in the Department
of Educration and Culture in Kwa—Zulu schoocls. A breach
of these rules may result in total rejection of

corporal punishment as an educative punishment.

In the 1light of the findings of this research the

following are recommended:
- Effective internal management;
- Parental involvement and assistance; and
. That further in~depth research regarding parental

invalvement and assistance to our Black children

and their relationship with parents, be conducted.
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OPSOMMING
Die doel van hierdie studie was:

- om die probleme rakende die toediening van
lyfstrat in skole van die Departement van 0Onderwys

en Kultuur in Kwa-Zulu te ondersoek;

. om die leefwereld wvan die Swart. adolessent te
beskryf met inagneming van kulturele invloede en
veranderende opuerskapstyle met betrekking * tot

gesagsi en

. Om na aanleiding van die bevindinge in hierdie
andersoek, sekere riglyne te bepaal vir die
instelling wvan verantwoordbare beheer o©or die

toediening van lyfstraf.

Ter inleiding word lyfstraf wvanuit 'n  psigopedagogiese

perspektief gefundeer. Opvoeding 1s ‘'n universele
verskynsel wat slegs by die mens voorkom. Opvoeding
behels begeleiding wvan die apvoedeling deur ‘n

verantwoordelike volwassene, tot self-aktualisering en

uiteindelike volwassenheid.

Die opvoedkundige situasie is ‘n  situasie waarin gesag
figureer. Indien gesag nie 1in die opvaedkundige

csituasie voorkom nie kan opvoeding nie plaasvind nie.

Die opvoedkundige handelinge van die volwassene as 'n
begeleier wvan die opvoedeling suggereer dat die
opvoeder gor gesag beskik. Die apvaedkundige
vertibudinge is gesetel 1In die gesagsverhouding. Vir

doeltreffende onderrig 1in die skoolsituasie is dit
noodsaaklik dat daar dissipline as uitvloeisel van 'n
gesonde opvoedkundige heers, Ferm maar simpatieke en
betekenisvolle dissipline is "n sine gua non vir

(x)



doeltreffende onderrig. [(Opvoeding behels intermenslike
verhoudinge. Die verhoudingstrukture van die
opvoedkundige situasie openbaar cigself 1in die ken—,
vertrouens—- en gesagsverhouding. Die gesagsverhouding
berus ap die volgende pedagogiese voorveronder—

Vstellinge:
- Die kind wil graag iemand word;

- Die kind het nood aan die leiding wvan n

volwassene; en . ‘
- Die volwassene gee leiding aan die opvoedeling.

Die opvoedeling het dus nood aan leiding wvan 'n
ocpveoeder. Indien die ken—, vertrouens— en
gesagsverhouding valdoende in die opvoedkundige
situasie figureer, kan "dissipline"” deur die opvoeder
vuitgeocefen word. Tydens dissiplinering wan die
opvoedeling moet die opvoeder veral die waardes van die
gemeenskap en waardigheid wvan die opvoedeling in  ag
neem. Wanneer die opvoedeling nie die norme en waardes
van die gemeenskap gehoorsasam nie, moet die opvoeder
ingryp deur middel wvan dissiplinére maatreels sodat die
kind gelei kan word tot behoorlike volwassenheid.
Hierdie optrede van die opvoeder kan verskillende vorme

van straf aanneem, onder andere:

- Teregwysing;

- Afsondering;

«» Ekstra huiswerks;

- Inperking van voorregte;

- Tydelike of permanente skorsing; en

- Lyfstraf.

(x1)



te wees. Lyfstraf mag slegs tfoegedien word soos
voorgeskryf deur die Departement van Underwys en
Kultuur. Oortredings van hierdie wvoorskrifte kan tot
gevolg h8 dat lyfstraf as opvoedkundige strafmaatreel

afgeskaft word.

Die wvolgende aanbevelings word ma aanleiding van die

ondersoek gemaak:
- Effektiewe interne beheer;
- QOuerbetrokkenheid en hulpverlening
- Verdere navorsing rakende ouerbetrokkenheid aan
Swart leerlinge en hulle verhouding met hulle

ouers sodat die gesagsverhouding tussen ouers en

kinders gesag reggestel kan word.

{»ii)})



CHAPTER 1

1.1 INTRODUCTION

Punishment, including corporal punishment, is a topical
‘question, because all educators have to do with it
everyday. The guestion becomes more pertinent when the
focus point is moved to the Black population of the

Republic aof South Africa (RSA).

Apart from the fact that the majority of Black adults
over the age of 50 are experiencing 1lliteracy coupled
with grinding poverty, massive unemployment, socio-
economic crisis and seriocus political aovertones which
affect & mammoth percentage of Black people 1in the
R.S5.A8., corporal punishment cannot be excluded to be a
causative factor of truancy, absenteeism, 1imaginary
illness, day-dreaming, avoidance of situations or

circumstances, etc. (Landman et al. 198%:131).

Accaording to Van Rensburg and Landman (1986:307)
education is the help or support given +to the child
with regard to the meanings which he shpuld attach to
the realities of life. Van Niekerk (1987:24) defines
education as the assistance given to the child in arder
that he can become an adult. In essence education is
intentional; it is purposeful, deliberate and
systematic intervention by the adult in the child’'s
becoming. This implies that the child needs education
whereby a human adult guides a human child to adul thood
(Nel and Urbani 1990:1).

In the accompaniment of the child, discipline 1is
necessary ta maintain a certain standard of social

conformity so that the community and the school can



function in an orderly, fearless manner (Van den
Aardweg and Van den fGardweg 1988:625 . Through
distipline the child will realise the necessity for
order 1n the world around him and that *to maintain a
certain order some behaviocurs are abhorred whillst other
behaviours are praised. Discipline is a means of
teaching the child self-control and self-direction,
thus sharpening his conscience regarding right and
wWrong. Self-discipline can be internalised if learnt
from the earliest years (Msomi 19846:37-3%).

According to the Bible (1986:23-13) corporal punishment
is condoned: "Don't hesitate to discipline a child. A
good spanking won't kil]l him." The Bible supports the
application of corporal punishment in the sense that 1t
is a traditional, practical and necessary system that
corrects misbehaviour, produces desirable behaviour and
is required +to preserve an orderly atmosphere for
learning. Moreover, corporal punishment as far as the
writer is concerned, 1 a widely accepted and supported
form of family discipline, the removal of which would
result 1in unwarranted interference in the privacy of
the family. Practically speaking therefore, school
discipline needs to entail corporal punishment. Rich
{1982:59) declares that: "Punishment, cf whatever
type, is best Jjustified whenever persistent
misbehaviour leaves no sliernatives, whenever 1t 1is
combined with positive statements of expectations and
reminders about rules, and only after the student has

been told what specific behavicur is being punished."”

Finally 1t should be reiterated that discipline is seen
as the means by which the child cames tc =self-
discipline. It 1s a fact tnat 1n  any sccial setiing

discipline is essential, that is, some order must be



obeyed. Also, the social character of the schoel needs
contral by some authority or other, Discipline is
essentially a kind of commitment to a certain way of
doing things according to norms ot decency (Van Zyl and

Duminy 197&6:50).

1.2 ANALYSIS OF THE PROBLEM

According to Stander (1990:8) certain academics are
aware that physical punishment is often unacceptable to
the school children and it gives official endorséement
tc the view that gproblems should be resolved by
violence. Physical punishment of a child wmay have the
effect of temporarily suppressing conduct which 1s
troublesome to the teacher, thus creating the 1llusion
that the problem has been corrected. In this way,
inner conflicts which might otherwise be resclved, are

repressed. At a later stage, these same conflicts are

apt to reappear, sometimes in a violent form.

Landman et al. {198%:135) believe that corporal
punishment shoauld be imposed anly in  the most savere

cases of violation and themn with the greatest care,

discretion and restraint. It 1is nowadays not imposed
on the pupil 1n privacy only as the regulations
stipuiate. From the above assertion it becomes clear

that carporal punishment should only be used as a3 last
resaort but whet 1s more often experienced in lack
schoals is that it is freguently the first response
even for minor infractions. Teachers regularly carry a
stick or a cane and by so doing the learning situation
is filled with tension because children are nc’ longer
in a relaxed situation and it 1is known that no child

can be able to learn effectively under stress.



It should be ngted thsat punishment in some form or
anocther 1s very gssential in the educstion of the young
and corporal punishment proves very effective when
employed wisely. What is unacceptable 1is the
indiscriminate use of corporal punishment. In such a
case one should think of a doctor who prescribes the
same drug for every ailment, or of one who writes ouvt
prescriptions without examining his patients. This
alsc applies to the teacher who resorts to corporal
punishment for every misdemeancur. It 1s a fact that
children tend to misbehave for a wvariety of reasons:
same, because they are not fully occupied and others
because they have lost interest in the lesson, while
others appear to de so cut of sheer love of mischief.
Some of the causes may originate in the child’'s home
conditions. Some children may have come to regard
guarerelling and abﬁsiveness, bullying and retaliating
a8 normal modes of behaviour to which tneir home
circumstances have conditioned them. Others live such
a 1life of feat and subjugation at home that they
perceive the school situstion as the only outlet Tfor

self—assertion and adventure (Ferraon 1975:22).

The writer strongly believes that the majority of Black
children come to school so hungry and tired that as
teachers we need nothing else but to sympathise with
them if they use the classrpom for purposes of rest and
relaxation. Some children are so sensitive as not to
require corporal punishment for their misdeeds. For
such offences a more reproving look or a show of
displeasure may be sufficient. It is a fact that one
can often reason with certain children, while with
others a sharp rebuke, a warning, an ultimatum or the

deprivation of certain privileges may become necessary.



Corporal punishment is & punitive measure that i1s most
commonly applied mare especielly in Black schocls. The
writer agrees with Van Zyl and Duminy (1976:046)  who
emphasice the fact that it does not mean that corporal
punishment is the most valuable form aof punishment but
should be applied after <cericus reflection. In Black
schools teachers often disregard the regulations
concerning corporal punishment and children are often
quite aware pf this. One may not deny the fact that
unacceptable practices do occur in connection  with
corporal punishment. In order that both the teacher
and the pupil may be protected it is desirable to
comply with the regulations set down to govern the

proper use of corporal punishment.

One cannot dispute the fact that the authority of Black
adults in relation to the vyoung in Black society has
diminished. Of course, a varilety of social changes has
contributed immensely to this phenaomenon, mare
particularly the decline in authority of major
institutions 1ike the school, the changing nature of
the family and am increasing emphasis on the rights of
the individual, The presenit—day situation is marked by
the greatest permissiveness and revolt by young Black
peaple. Such social changes are having a major impact
om individual educators, leading te high levels of
uncertainty and anxiety about whether and how to
exercise authcocrity or mete out corporal punishment if
the situation deems i1t necessary both in the home and

school (Caoleman and Hendry 1990:96).

The present—day Black adolescent finds himself in a
society in  transition where he experiences difficulty
in orientating himself tc the modern complex society in

which he lives. The Black adolescent has to traverse a



minefield when trying to negotiste the contradictions
and 1nconsistencies he is confronted with in his

experiential worild {Dumisa 1991).

Furthermore, the present—-day Black culture {finds itself
in a period of cultural transition somewhere between
the o©ld traditional and the modern Western cultures.
This 1% a point of indecision that 1is characterised by
disturbed relationships. It 1s a situation of socio-
cultural ambivalence in which the Black adolescent
finds himself. This means that the Black adolescent
finds himself in a situation of wading through
conflicting norms and values which are neither White

nor Black (Mohanoe 1983:146).

The discipline enforcement 1s aggravated by the fact
that the Black adolescent 1is generally more educated
than most members of his family, which means that he

understands the Western norms and values better than

his parents in particular. Mohanoe (1283:117)
describes this as Tollows: "It gives rise to an
untenable situation where the adults are less

knowledgeable than their children about the naorms and

values that they should be tramnsmitting to their
children.” As a result Black sdolescents tend to flout
the authority of their parents. The writer agrees with

Mohante (1983:117) that Black parents are generally not
sufficiently educated in MWestern norms and values.
Consequently, they are reluctant to take disciplinary
action which 1s based on a culture whose foundaticon
they cannot easily understand. Mohanoe (1983:148)
cancludes: "They then bow to the “superior’ knowledgs
of their asdolescent children and look on almost
helplessly even when they go astray." In this way the

Black adolescent finds himselT alone 1in & cultural



wilderness with hardly anyone to give him the necessary
direction and purpose. The result 15 that confusion
and wuncertainty prevail because the children try to
interpret these norms in a manner that best suites
them. These are some of the issues that tend to
confuse ogur Black children who in turn adopt negative
attitudes towards the use of corporal punishment by

both their teachers and parents.

Today s Black children are growing up in a world which
is radically different from that of their forefathers.

It 1is a world of astonishing technological advancement,

industrialisation anmd urbanisation, scientific (pure
natural sciences) and technologiceal development
{poverty/prosperity)}, population explosion, contact

inflation, mystification, estrangement and loneliness,
inadeguate socialisatian, caognitive (consclousness)
manipulation, mass communication, social liability,
narm crisis, differences in developmental tempo between
educator and educand, neuroticisation, polivent
pluralism, planning, organisation and specialisation,
displacement of primary groups by large and complicated
organisations, rapid change, unpredictability,
media/mass, media/advert, TV/Radio and politicisation
and gambling psychosis (Pretorius 1979:100-124). All
this constitutes a generation gap which at least gives
rise to two things, viz. a discrepsncy or divergence of
viewpoint between adults and teenagers and, partly as a
result of this, a degree of conflict between the

generations {Coleman and Hendry 19%0:85).

Teachers must also bear the blame for pocor discipl:ine
in schoals. Mohanaoe (1983:317) 1is being supported by
the writer when he says that some teachers inm  Black

schools go to school drunk. In this way they commit



irresponsible actes which affect the disciplinary
machinery-of the school. Such teachercs do little by
way of teaching, or they simply =tsy in the staff-room
whern they are supposed to be 1n class (Sibisi 1989:).
1t should be remembered that teachers fulfil many
different functions for the developing chila, and one
of these functions relates to the provision of what is
known as role models. Here teachers represent examples
of the ways in which such things as self-discipline and
self-control may be interpreted, providing prototypes
against which the vyoung perscn will evaluate- his
behaviour. Coleman and Hendry {1990:20) assert that
children throughout their early lives depend on their
educators 1i1.e. parents and teachers for primary
knowledge of such role behaviour, but obviously these
models become crucial during adolescence, since 1t 1is
at this time that the young person begins to make his
or her own role choices. As a result children are apt
to copy &all what their teachers or parents do (Sonnekus

19753 Van Niekerk 1984},

Griessel (1986:30-31) says that the defiance and lack
of discipline may be interpreted as a revolt against
the lack of authority of a society where the individual
is no longer meaningfully involved, or the cause may be
in the objectifying and instrumentalising of human
relations within an appressive technocratic
dispensation. This implies that vouthful revolt
agalnst authority 1is a distress call, a pathetic plea
for the intervention, understanding, love and
acceptance of a Tellow buman being. Torn from the
support of fellow humans the Black child in particular
1s left to his own devices, and seeks vindication for

his guileless day to day existence in the dogmatism of

contemparary nihilism,.

m



Finally, these spcial changes have a definite bearing
on  the rearing of the Black c¢hild as well as on his
perception of corporal punishment and attitude towards
his educational discipline. Furthermore this according
to Mohanoe {(1983:342) leads to: " ... education without
a clear direction or purpose, with both parents and
adolescents wallowing in a mire of uncertalnty, wiih
the adolescent feeling superior to his parents bhecause
of his better education and therefore better
familiarity with Western norms." The writer agrees
wlith Mohanoe (1983:342}) in this regarc because this has
culminated in all sorts of socio-patrological problems,
which of course include negativism towards discipline
and in particular, the misused application of corporal

punishment in Black schools.
1.3 STATEMENT OF THE PROBLEM

The problem that will be investigated in this study
concerns problems in DEC schools in Kwa-Zulu pertaining
to the application of corporal punishment as viewed
from a psychopedagogical perspective. In essence  this

study investigates the following:

¥ uncertainty by teachers, parents and pupils about
the existence of rules and regulations concerning

corporal punishments

¥ uncertainty about the applicaticn of rules and

regulations concerning corparal punishment;

¥ changes tsking place 1In the South African seciety
which have affected perceptions towards discipline

and carporal punishment; and



¥ the life-world of +the Black adolescent as 1t
reveals 1tself in his relationship to himself, to
others, to things/ideas and to (od.

1.4 ELUCIDATION OF CONCEPTS

1.4.1 Corporal punishment

Van den ARardweg and Van den Aardweg {(1988:52-03) define
corporal punishment as a punishment which is inflicted
on the baody in order to cause physical pain ususlly for
the purpose of modifying behaviour. The instrument
used 1is usually the cane. It is administered to the
child' s buttocks. Corporal punishment therefore means
punishment inflicted an the body or punishment of a
physical nature such as caning, flogging, or beating
{MacDonald 1979:291; Kirkpatrick 198%:2%1; Hanks, Long
and Urdang 1980:336).

1.4.2 Discipline

Van Rensburg and Landman (19846:302) give the following

definitien of "discipline": disco - to learn;
disciplina - instruction, learning, knowledge
caommunicaeted to disciples or pupils; discipulus -

pupil, disciple. Pedagogically discipline implies the
child's voluntary acceptance of the influence and
learning of the normed aduelt sducator and the child’'s
personal appropriation of the knowledge, dispeositions
and ideals of the educator. In a narrower sense 1t
denotes order, government and the keeping aof order so
that the activity or work not only can continue
smoathly but can alsc show progress in  order to reach

the desired sim."
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There are two words for thise concept in afribaans ang
Nederliands, nameily “tug" and "dissipline”, The woard
"tug", which is derived from the Dutch word "tiegen -

trekken”, i1mplies, firstly, restraining the chiid, and

secondly, oguiding him positively on his way to
adul thood. The word ‘“dissipline" 15 derived tTram
lLatin: disco (infinitive: discere} = o learn;
disciplina = instruction, learning, knowledge i1mparted
to disciples or pupils; discipulus = pupil, follower or
disciple. Thie implies that discipline and disciple

are thus related words. A disciple is one who sits at
the feet of his teacher, learnos +From him and then
appropriates what -the master has taught him (Gunter

1988:145}).

Discipline 1is the system by which order is maintained
in the home, school and in the community (Van den
Aardweg and Van den Aardweg 1788:62). Children learn
how to behave at home and 1i1n school and 0 the
community. This implies that every school must
maintain good discipline if it is to function properly
{Department s.a3.:23}. In a wider sense discipline
means not only externgl discipline, but also a personal
or inner discipline prompted by the epiritual
acceptance of a disciplined life by pupils {Van

Rensburg and Landman 1986:302).

1.4.3 Authority

Van Rensburg and Landman (1986:271) gives the following

explanation of authority. "Afr.e pedagogiese gesag,
vryheid, gesagsverhouding, autorite / auctoritas -
powers; gugere — to help. Freedaom and authority cannot
be seen as separate concepts.  When either one is

accorded absolute value the result is eitﬁer tyranny



and coercion or a denial of a&all authority inevitably
degemeréting into lawlessness and licentiousness. Human
freedom must be a responsible freedom (Van Rensburg and
Landman 1986&6). According to Van den Aardweg and Van
den Aardweg (178B:26) authority means power one has  to
enforce, obedience, to command and to make the ultimate
decision. Educators, parents and teachers are 1in
positions of authority over the child/adolescent.
Fducators hLnow more about life and 1ts demands. They
are therefore placed in positions of authority which

the educand usually accepts willingly. ‘

Man is entitled to the same amount of freedom for which
he is willing to accept responsibility and asuthority.
Freedom is voluntary acquiescence to acknowledge
authority. The source af authority should be
associated with moral forces such as rule of conduct,
enduring spiritual values, respect of humarity,

traditions, society, norms and laws.
1.4.4 Educand

The educand 1is the child or adolescent who needs to be
educated (Van den fAardweg and Van den Aardweg 19HB:71).
The child must be seen as somebody who 1s capable of
being educated. The educand is a child or youth, hence
e non—adult becoming an adult (Vam Rensburg and Landman
1986:306). Implied in his mode of not-yet are the
future prospects of may-yet and should-vet. The chilg
i1s dependent on the educative support of a fellow human
being without whose aid its potential humanisatian

cannoct be realised.



1.4.5 Disobhedience

Disobedience means refusal to abey; wilful neglect or
violation of duty, non-compliances (MacDonald 1979:373;:

Kirkpatrick 198%:374; Hanks, Long and Urdang 1780:423).

Disobedience is contrary to obedience. It pertains to
the inadmissible because a disobedient c¢hild resists
obedience of narms exemplified by the educator (Van

Rensburg and Landman 198&6:303).
1.5 AIMS OF THIS STUDY

The aims of this investigation can be Tformulated as

follows:

- to provide an analysis of the praoblems surrounding
corporal punishment in the Department of Education

and Culture (DEC) in Kwa—Zulu schools;

- to give a descripticn of the life-world of the
Black adolescent in which he finds himself as
influenced by enculteration and the adopiion of

new parentel styles regarding auvtherity; and

- in the light of the findings obtained from the
literature study determine certain guldelines
according to which accountable administration of

corporal punishment can be instituited.

This investigatiocn has tnhe fallowing value:

- It provides a picture of some af the problems

Surrounding corporal punishment. This information



can be used by various departments of education

for the purpases of planning.

- The most jasting wvalue of this 1nvestigation 1s
that it delves into the life—-worlid of the Biack
adolescent and as a result, measures can be
formulated to assist both the Black adolescent and
Black parent regarding the changing circumstances

of authority.
1.6 METHOD OF RESEARCH .

Research with regard to this study will be conducted by
means of a literature study af available relevant
research literature. In supplement to the literature
study .interviews will be conducted with certain
authoritative persons such as principals, teachers and

parents regarding carporal punishment.
1.7 FURTHER COURSE OF THIS STUDy

Chapter 2 of this study gives a distinction between

pedagogices and psychopedagogics.

Chapter 3 deals with the 1ifewarld cf +the Black

adolescent.

Chapter 4 focuses on culture and discipline in the

Black family.

Chapter &S locks at carporal punishment 1in the
Pepartment of Education and Culture {(DEC) in Kwa-Zulu

schools.

14



Chapter & elucidsates accountable administration of

corporal punisnment.

Chapter 7 entsils a short summary for each and every

chapter and recommendations.

[
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CHAPTER 2

PEDAGOGICS AND PSYCHOPEDAGOGICS

2.1 INTRODUCTION

The phenomenon of corporal punishment can clearly be
understood from a psychopedagogic perspective provided
an exposition of the term "psychopedagogic perspective"”
is given. It 1s therefore important to give attention
to pedagogics and psychopedagogics before focusing on

carparal punishment. ’

Pedagogics_ has been well established &as a science
through the work of a number of phenamenologically
oriented educaticnists: Langeveld (1965}, Perquin
(1947), Vliegenhart (19463), Oberhoclzer (1968} Landman
(1961), Van der Stoep (1972}, Sonnekus (1973).

It 1is often difficult tao understand the concept

"Pedagogics as a scientific discipline.” We study
disciplines 1like Fundamental Fedagogics, Didactical
Pedagogics, Psychopedagogics, Sociopedagogits,
Metapedagogics, etc. Nowhere do we find pure

Pedagogics, that 1is to say, Pedagogics which 1is not
qualified by an adjective. The question which arises
is: Is pedagogics a science or a conglomeration of
sciences?" We ususlly talk of autonomous part-
disciplines or part—-perspectives of Pedaqgogics. A
part—-perspective qualifies as an autonamous part
discipline of Pedagogics if it shows an own categorial

structure.
Sonnekus {1979), Landman (1973) and Van der Stoep
(1972a) have shown how the categories and essences of

Psychopedagogics, Fundamental Pedagogics and Didactical
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FPedagogics are interrelated and how they are
concurrently actualised in the classroom situation.
The question which invariably arises is: “"What
constitutes the unity of pedagogics as a science?" The
point of departure of all pedagogic part—disciplines is
the pedagogic situation. This means that the pedagogic

situation and only the pedagogic situation 1s the

aspect which unifies the part-perspectives into
Pedagogics as a science. 1t also implies that the idea
of autonomous pedagogic part perspectives can be

questioned {Nel & Urbani 1990:2).

2.2 PEDAGOGICS

Van Rensburg & Landman (1986:307) define pedagogics as
an intervention by an adult in the life of a non-adult
to lead him towards adulthood. Nel & Urbani (1970:1}
define pedagogics as an activity whereby a human adult

guides a human child towards adulthood.

From Nel & Urbani‘s (1990:1) definition 1t becomes
clear that there are twn people involved in the
pedagogic situation, viz. the adult and the child. The
pedagogitc situation according to Van Rensburg & Landman
(1984:4C1) refers ta the recanstituted educatian
situation in the pedagogician‘s mind (consciousness)
which is constituted between the pedagogue and educand.
It implies therefore that Nel & Urbani (1990) together
with Van Rensburg & Landman (198B&) agree that the
pedaqogic situation comprises the educand (child) and
the adult {teacher or parent). It 15 clear therefore
that the child as the educand and the adult as the
educator are in a unique situation with each other
which is the pedagogic situation. Before discussing

the pedagogic situation it is necessary to briefly
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contentrate on the psychic life of a child-in-

education.

2.3 PSYCHOPEDABOBICS

Psychopedagogics is a part-discipline or perspective of
the science of pedagogics which has as its field of
study the psychic life of the child in education. It
investigates the self-actualization or self-realisation
of the child's psychic life. This is done in terms of
his becoming an adult, as well as learning, which . the
child realises through experience, wvolition, knowing
and behaviour while being guided by the educator in the
educative situation (Landman et al. 1989:27; Van
Rensburg & Landman 198&6:427). This means that the
object of study of psychopedagogics is constituted by
the psychic life of a child in education. The original
experience of a child forms the point of departure of
Didactical pedagogics as a science. Didactical
pedagogics and psychopedagogics are therefore

intertwined and interrelated in the sense that they

both have experiencing as the point of departure
berause experiencing is also a fundamental
psychopedagogic category. They are further both

concerned with the planning of experience (teaching) so

that the thild can learn effectively.

2.4 THE PEDAGOGIC RELATIONSHIP

The pedagogic situation constitutes the point of
departure of psychopedagogics. - A psychopedagaogic
perspective must, therefore, develop from the pedagogic
situatian. This means that categories such as
experiencing, cognition, feeling, perceiving, thinking,

etc. only acquire psychopedagogic status within the
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pedagogic situation. Nel & Urbani (1990:10) argue tha:
outside the pedagagic situation they remain
anthropological categories and within the pedagogic

situation they become psychopedagogic categories.

In the pedagogic situation develops a pedagogic
relationship which is defined as the relationship
between the educator and one or more educands with the
aim of educating the child (Landman, et al. 1989:15}.
This implies that the pedagogic situation develops
within the relationship. The quality of ° the
relationship has a direct influence on the success or
otherwise of the education act. Nel & Urbani (1990:11}
and Van Niekerk (1987:9) agree that the quality of the
relationship is also influenced by the success ar

failure of the eduration act.

2.4.1 Pedagoqic understanding

Pedagogic understanding is a condition for creating and
maintaining the education relationship. The child
turns to somebody wha can  lead him to certainty and
knaowledge and someone who knows and understands him and
somebody whom  he knows. The educator has to learn to
know the child wvery well and to acquaint himself
progressively and more thoroughly with this child, more
especially regarding whether and toc what extent he 1is
educable and who he actually 1is. Cemane (1984£:42)
asserts that as a bearer of knowledge, the teacher 1is
appropriately blaced to assist and guide the child to
adul thood. This implies that the child is not barn
with knowledge that i1is ready made. The child must know
what is proper and must know the demands of propriety.
Knowing how to be a child and knowing the demands of

propriety constitute the pedagogic relationship of
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understanding (knowing). The relationship of

understanding comprises more than Just a mere
understanding of each other 1i.e. by educator and
educand, but it also means coming to grips with
reality. Support by an educator is of great necessity

in arder that the child may be helped to acqguire
knowledge for which he 1is capable. If the educator
intervenes in the child’'s education with the knowledge
of his needs and yearnings in his particular
existential situation, this intervention must be well
thought out and well planned so that the child’'s ‘call

may be answered (Cemane 1984:42).

By way of being trustful with the c¢child, it therefore
becomes possible for the educator to wunderstand the
child's wuniqueness. This implies that understanding
interventien in education enables the educator to
understand that each individual child in becoming adult
is different from ancther (Landman et al. 198%:17). It
means therefore that the teacher understands because he
possesses the knowledge of the child and how he
interprets, designs and unfolds his positive

potentialities.

In the pedagogic situation the participants differ from
each other either in respect of stages of development
or 1in their spiritual development en route to the ideal
maturity (Cemane 1984:43). The educator differs from
the child in that he has travelled furthest along the
road. This implies that the educator possesses a
greater authority as far as the norms of right-living
and on specific pedagogical structures that enable him
to design systematic situations in which the child

shall be given the opportunity to proceed towards
adul thood.

20



Pedagogic relationships therefore should be grounded on
the relation of understanding between the educator and
the child. With this being borne in mind the teacher
is in a better position to know precisely when physical
punishment as a form of discipline can be wused. The
child should be made to understand exactly tne wrong he
has committed. To understand presupposes that one must
have knowledge of that which one wants to understand.
This is 1in fact a process that takes place
phenomenologically by way of being able to think
constructively and being able +to offer a genulne
solution in a problematic situation. In the pedagogic
situation the teacher possesses knowledge and the
educand depends entirely on the adult for assistance

and guidance to maturity (Landman, et al. 198B9:16-17).

(1) Essential nature_of man

As an educator who wishes to fulfil his task
accordingly i.e. that of leading the not-yet—adult to
adulthood, he should possess thorough knowledge and
understanding of the child entrusted to him. This
ought to be done i1n view of the fact that 1t becomes
impossible for the child to achieve full status of
adulthood without the guidance of the adult. This does
not reguire any expertise in education aor philosaphy
but salely a matter of common sense as the basis (Nel &

Urbani 1990:12).

(2} Cultural society

It should be clear that it does not matter who educates
who, what he educates, or where he comes from, but the
crux of the matter 1is the absolute understanding and

knowledge of the cultural society in which one finds
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himself. If there is this availability of knowletdge he
will be able to lead a child intc & cultural society.
In tﬁis way the child will be led to discover facts,
principles, norms, values, custams, etc. which differ
from culture to culture and from different social
groups within the same culture {(Luthuli 1982:45). Dur
parents did not know ar understand the modern spcieties

but they

had a common sense {(intuitive) understanding of the

essential characteristics of man. -

(3} Functioning of a school

It is of great importance that parents have a knowledge
of and understanding of how a school operates. BGunter
{1988:122) maintains that compared with the home as the
primary educational institution, the school 1is a
secandary educational institution which occupies the
position immediately after the parents. If one looks
back in Black education which never operated on formal
basis but informally, it becomes clear that most Black
parents are still not well—-geared to understand how a
school functions. It is sometimes the reason why 1t
becames a problem for a Black parent to employ the
necessary disciplinary measures because they did not
receive formal education and their children are quite
aware of that. As a result the Black parents think
that a school is something that functions independently
without seeking.any form of help or guidance from them.
This is not true because the most important educational

foundation commences from home.

From the home environment it extends to +the schoal

situation. The school should then allow itself to lead
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the child into the new world of ideas and 1into the
modern spociety, this of c¢ourse being implemented in
view of the fact that it does not separate their

children from their families (Nel & Urbani 1990:15).

2.4.2 Pedagogic trust
The relation of trust stems from the regard for
childlike dignity and acceptance. In order faor a

person to be endowed with trust and faith there should
exist wunderstanding cf himself. Unless this faith
prevails in the educator the educational relationship
will fail to take its rightful and proper action.
Landman, et al. (1989:17) believes that without such a
safe space the cthild lacks the courage and confidence
to explore the world and to transform it gradually into
a familiar and sheltered world. This implies the fact
that trust is & fundamental characteristic of the
child"s way of being in the world. The educator shoguld
inter alia have faith that the child is educable within

the society which the schoal serves.

According to Nel & Urbani (1990:13-15) a child would
like to see that what he is being taught has meaningful
results to accomplish his goal and constitue his
"world”. If on the other hand corporal punishment is
to be used the child on the basis of understanding the
teacher’'s trust and faith waould have no opition but
simply accepting the punishment. If pedaqogic trust

and loving are not well understacd by the child any

assistance from the educator won't  be positively
accepted. The educator should be prepared to take
risks in opening himself up for trust by the child. If

he does not pravide the child with the opportunity ta

act and bear responsibility in accordance with his
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potentialities he is just as irresponsible as the
educator who takes indiscriminate risks (Du Plooy,

Griessel and Oberholzer 1982:92).

Landman et al. (1989:16) emphasise the fact that the
child is en route to adulthood. He is always 1in a
process af exploring the worild. Cemane (1284:40)
conceives of trust as being a way which makes the one
who lives it to have a good grip of his world and life.
Trust between the educator and the educand make the two
parties to have confidence 1in each other which . may
result in one influencing the other. 1t also means
that within the safe space of the pedagogic situation,
the teacher and the child are in a special relationship
af trust. Without this safe space the child will not
have the courage and confidence to explore the world
and to transform it gradually into a familiar and
sheltered weorld. The relationship of trust is
therefaore a fundamental characteristic of the child’'s
way of being in the world and it becomes clear that it

is the child’ s need for support that evolves it.

The child cannot become what he ought to become without
being given the necessary help, instruction, control
and guidance. The educator should involve himself
intentionally and with a goal in mind with the
activities of the learner. The educetor should possess
an inner urge tao guide the child towards adulthocod. By
so doing the child experiences a sense of belonging
that he ought to be with the teacher, since the teacher
aims at intensifying the band of trust between them.
This bond of trust between teacher and child will be
strengthened only when it becomes clear that the
teacher wants to care far him, that he has empathy, and

that the teacher respects his bheing a persan.
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Pedagogic +trust shows numerous dimensions. The
educator must have faith that the child is educable
within the saciety which the school serves. Bf equal
importance is his trust in the sacial order within
which he educates. If his faith in any of the two
wavers 1s nat well-balanced the pedagogic situation
will become weak. More important, however, 1is the
child's faith in the educater and this depends on the
educator’'s trustworthiness. A child has expectation of
"his world"” although still wvery much founded in the
present situation, are also to a large extent future
directed. A well educated small child has a diffused,
still naive, but complete faith in his educator. His
being orientated 1is equally undifferentiated and also
unrefined. Nel & Urbani {(1990:746) assert that as a
child grows older and his psychic life develops within
the pedagogic situation, his orientatedness becomes

more differentiated and refined.

2.4.3 Pedagogic authority

According to Landman et el. (198%9:17) pedagogic
authority is fundamental to the appearance of the
education relationship. This means that the child and
the teacher should have a bond of relationship. The

cthild will accept the teacher’'s authority and the

iatter will assist the child in his «raving for
support. ~ The existence aoaf the relationship af
authority makes it possible to wark cooperatively

hecause the edutator has something to say to the child
and the child listens to what the educator has to say.
The child toa, has something to say and the educataor
should take heed of this. In the relationship of
authority it becomes clear that the adult gives

evidence of the fact that he not only has authority but
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also éccepts the authority of porms which have a
distinct bearing oan his 1life and actions. The adult
therefare should be a living example aof norm

exemplification and norm acceptance to the child.

Cemane (19B4:43-44) strongly believes that the teacher
carries into the classroom autharity from various
sSources, viz.: "As a representative of the schpol 1in
the classroom he has vested in him the authority of the
school. He is the custodian of the school policy and
must see to it that whatever in-class activitlies are in
progress are in accordance with norms operating in
school. The teacher being adult also gives him
authority over the educands on the basis cof prerogative
which primogeniture confers. He has knowledge and
experience that the child lacks. He is thus best able

to bridge the chasm between the child's world and the

warld of responsible adulthood. This 1is natural
authority. The teacher as a representative of the
child's socieity has legitimate authority over the

child. He has to pass on to his pupils the values and
norms, the beliefs and patterns of behaviour of
Blacks." This shall therefore enable the child +to
understand the norms, wvalues and attitudes the educator
wishes to bring to his awareness and shall alsc be able
to apply these to his own particular life-world

(Cilliers 1975:51; Van Niekerk 1987:7-9}.

In their teacher, pupils tend to have trust and
caonfidence which according to Cemane (1984:44)
caonstitutes another source of authority. This means

that the teacher’s intensive, authaoritative guidance
and the child's compliance with authority become
possible. Landman et al. (1989:17-18) stress the fact
that “1f the child has faith in the autharity-
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acknowledging teacher, in other words in the wvalidity
of what he explicates (prompts) and exemplifies 1in his
lifestyle, the child will be obedient to his

authority."

According to Nel & Urbani (1920:15-17) there are many
forms of authority but the writer is mainly concerned
with the one which is pedagogic in nature. The basic
theme of authority is love which teachers should view

as triangular in nature, namely:

{1) Love for children

First is the educator's love for the child. aAn educa-
tor who does not love children, or who stands neutral
or feels animosity toward a specific child or children
can never be entrusted with pedagogic authority.
Landman, et al. (1989:17} believe that when there is a
relationship of authority the educator has something to
say to the educand and the child listens to what the

educator has to say.

(2) Love for the subject which he teaches

Second is love for the subject which the teacher
teaches. This means that he must have enough knowledge
of his subject to teach children and not to confuse
them (Nel & Urbani 1990:16). It 1s also maintained
that +the parent when intervening in the life of his
child, basically teaches that child. It is of little
value if a child’'s actions or attitudes are condemned
without teaching him what is carrect. It becomes
imperative that the parent should have knowledge aof
those aspects in respect of which he intervenes in the

life of his child. I¥ he does not have the knowledge
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he must either get knowledge or call in the help of a
specialist in the relevant field. Without this
knowledge he cannot accept pedagogic authority . (Van

Niekerk 1987:21).

(3) Love for his culture

The third is love faor the culture in which he educates

his child. In today's fast changing modern societies
this can pose a problem to the educator. An educator
{parent or teacher) is not invested with pedagogic

authority merely on account of his status as parent or
teacher. He  1is vested with pedagogic authority merely
on account of the fact that he represents pedagogically
acceptable principles, norms and values (Du Plooy &

Kilian 1984:124-129) .

Aspects of culture which may have been reqarded as
sacred twenty vyears ago, may today have disappeared,
i.e. culture is stable, yet changing. (Ezewu 1%86:6%).
A too fervent love for a specific culture may easily
degenerate into a chauvinism, which because of 1ts
selfish character may hamper or misdirect education.
Cultures become more fluid. More and more so-called
fundamental aspects af l1ife and warld views upan which
different cultures rest, become purified and accepted
aver an ever—-widening spectrum cof cultures.

Differences in life styles disappear.

He iIs in fact invested with such authority simply
because he represents pedagagically acceptable
principles, norms and values, It 1implies that these
are the principles which will at all times act as

guidelines.
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2.4.4 The pedagogic sequence structures

In the education situation where an adult and a child

are together they are in a certain relationship to each

other. In this situastion the educative opccurrence
takes & particular course. In the classical pedagagic
situation the following development stages can be

discerned (Nel & Urbani 1990:17-19; Landman et _al.
1982:18-19; Janse van Rensburg 1991:41-42).,

(1} Association

The educator and the educand are physically together.
Langeveld (19465) does not regard the association as
part of the pedagogic situation. He argues ‘that
association constitutes a pre-formed field for the

onset of the pedagogic situation.

f2) Communication

This is when the educator and the educand start to
communicate with each other. During communication the
topic which will form the contents of the education act

is identified.

(3) Encounter
Communication intensifies into encounter. In the
encounter the topic which weas identified during

communication is related to the life-world of the
child. The educator enters the life-world of the
child. This impiies that the identified topic serves
as a vehicle which enables the educator to explaore the
life—world of the child. The educator should on the

other hand open his own life-world to the child i.e. he
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must allow the child to use the identified topic as 2

vehicle to explore his life-warld.

The educator 1is more able to control such aspects of
his life-world he wants to disclose to the educand.
The main objective is initially to enable the child to
gain confidence in the educator. Secondly, the life-
warld of the educator can also serve as a kind of
mirror which will enable the educand to better

understand his own situation.

Opportunities to actualise the encounter in the
classroom situation rarely arise, the problem being
that the children have to learn new material. The
teacher’'s praoblem is to find out what the children
already know before he starts to teach them. If one or
more children fail to learn then it may be necessary
for the teacher ta establish an encounter with
individual children in order to find why each one

failed to learn.

(4) The enqagement

Once the educator has arrived at a true understanding
of the child's situation he may decide that 1t is
necessary to interfere (to get engaged) in the child’'s
life. A teacher ought to teach. It 1s only in
instances where children fail to learn that he may find
it necessary to interfere in the personal lives of

children.

2.3 THE PSYCHIC LIFE OF A CHILD-IN-EDUCATION

Psychopedagogics categories and essences are s0

intertwined with Fundamental - and Didactical Fedagogic
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categories and essences that we <can never separate

them.

The psychic life of a human being shows & categorial
structure. The categories and essences of the psychic
life of a human are anthropological categories. It is
only when they are placed within the context of the
pedagogic situatien that they acquire psychopedagogic
status. Nel & Urbani (1990:21-22) state that the
psychic life of a child-in-education comprises three
aspects, namely: feeling, cognition and action

{orientation).

2.5.1 Feelings

To feel, means to  be involved in something (Heller

1979:7). Feeling is the inherent constructive factor
in acting, thinking, perceiving, etc. and may be
regarded as fundamental characteristic of the

intentionality.

According to Nel (Sonnekus & Garbers 1965:340-344)
feeling 1s a mode of cognition in the sense that an
affective disposition {concern) is a mood ar frame of
mind gn account oaf which a persan is informed of his
position with—-in reality. Feeling informs us of the
impartance the abject, event of person has for each of
us as individuals. Cognition through feeling is thus

subjective and idiosyncratic in nature.

(1) Characteristics of feelinqgs

There are two main characteristics of feelings
according to Nel & Urbani (1990:23-25). = These are

active feelings and reactive feelings.
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{a) Active feelings {HBeing actively involved)

Active feelings manifest themselves only if a person is
actively invplved. That is to say a person
participates directly in an activity. These feelings
will only be positive and direct if the situation tends

to be interesting.

(b) Reactive feelings (Being reactively invaolved)

Reactive feelings can be referred to as involvement an
the secondary level. These feelings can alsc be direét
Dr.indirect, positive or negative. In reactive feeling
a person is not actively involved in the situation but

hears and reads about it.

(c) The reactive place of feeling within
consciousness
Feelings usually remain in the background of

consciousness while the aobject of involvemernt occupies
the centre of consciousness (Heller 1979:13). The more
the pupil gets involved with an abject, the more his

feelings (involvement) move to the ground.

{d} Feeling and repetition

Repetition is a method which i1s also known as a drill
method. Most teachers employ this methed with vyoung
children at Primary school level. Psychologists have
however discouraged this method hecause it brings about

boredom i.e. negative feelings or disinvolvement.
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(e} Feeling and will

The child as he becomes is directed towards a certain
goal. He is beilng oriented towards the future i.e. man
is essentially a "longing" being. This “longing" is
nothing but involvement in the extension of the ego in
general (Heller 197%9:27). This implies that man 1is
striving to be ahead of himself within a wagrld of
realities which constitutes what 1= called concern.
Concern 1is the origin of the affects (Nel, Sonnekus &
Garbers 1965:358-363). According to Heller (1979:21-
24) this feeling is directed at the extension of the
ego — of being someone better than one - 1is desire.
Will is part of desire which involves achieving a goal
and this achievement depends on one’'s efforts, Wwill
can only be actualised through working hard in order to

attain a goal.

(f) Feeling and motivation

Heller (197%:44) describes motive: ... the concept
motive is the Joker in psychology - it can replace a
different card by all concerned.” Motivation 1s not a

feeling per se but it is reflected in feeling. Many
teachers take motivation as an excuse 1n  learning
especially when the children have failed +to learn
successfully. Man is an active being and he wants to
become spmeone himself (Luthuli 1985:20). 0One cannot
ask what motivates man to act, but what motivated a man

to act in a certain way.

{g) The placre of feeling in cognition

An affective disposition (concern) is a mood gor frame

of mind on account of which a person is informed of his
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position within reality (Nel, Sonnskus & Garbers 1965:
S40-344) . This disposition 1s & preregulsite  for

further explorsation (Heller: 197%9:51:.

{2) The classification of feelings

Acrcording to Heller (1979) feelings can be classified

as follows:

{al Drive feelinos

-

Drive feelings are pure sensations which can hardly

ever appear in their original form.

(b) Affects : Evaluyative or accompanving feelings

The word affect comes from the Latin word "facioc” {to
make, prepare, build) Marchant & Charles 1935: 2—-15).
Also from "affecto” (to aim after, to strive after, to
entertain hopes). Affect will therefore refer to a
disposition and to a psychic spiritual force to act
which ipsc facto constitute the basis for orientating.
The affects have their origin 1in concern in  people.
Cancern has acceording ta Nel & Urbani (1990:27) four

elements:

¢ waniing to be better than one is:

¢  knowledge aof the awn possibilities and
limitations;

?  demands made upocn the individual by his
surrounding warld (mastly the social dimensicon
thereof e.g. values, standards and norms; and

° opportunities for action amd knowledge of taboos

limiting the range of possible
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Affects therefore inform a person of his relationships
with objects, events, people and ideas which form part
of his surrounding world. To understand the effect we

must also understand both values andg evaluative

feelings.
{1i) Values

Van den Aardweg and Van den Aardweg (1988:238) define
value as that to which a society attaches worth, value
or significance. According to Van Rensburg and Landman
(19B6:46%) wvalue 1is the specific significance that
something has for man. This implies that wvalues can be
goals and objectives. They are not only shared but are
alsc regarded as collective welfare to which is often
attached a high degree of emotional belief in their

significance.

Dreyer {1980:104-119?) points out that a pupil or
student usually carries the beliefs and value system of
the parents into the school or any new environment
outside the home. Each person’s value system reflects
his beliefs and those beliefs need not rest on proven
facts (Oberholzer 1968:190). This implies that beliefs
and value experiences which result from man’'s adherence
thereto are of the utmost significance to the

individual person.

In a 1learning envirognment outside the home, the child
is often confroﬁted with reality where cultural beliefs
are replaced with brute facts. In this regard it is
important to note that cognition, feeling, emotion,
orientation and motivation are easily separated by
abstraction, but not a single one of these can function

independently.
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(11) The affects (Evaluative or accompanying

teelings
Nel, Sonnekus & Garbers (1935:344-344) give the
following classification of the evaluative or

accompanying feelings (affects):

{1) Physical or sensory feel ings

They are closely related to sense—-impressions and are
co-commitant with smell, taste and touch. Serfsory
feelings acquire broader existential meaning as a

person becomes older.

{2 Social feelings

These feelings give content to relationships between
persons e.g. sympathy, lave, compassion, egoism,
jealousy, hate, etc. and they are rooted in cultural

norms.

(3} Intellectual feelings

Accaording to Heller (1979:115) there is no knowledge
without feeling. There is no action without feeling.
There 1s no perception without feeling but all our
feelings as “feelings" either include the factor of
cognition, goals and situations and anly become
relevant as feeling through 1interaction with these
intellectual feelings are therefore feelings

experiences when something is comprehended.
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(4) Aesthetic feelings

These are feelings experienced during creative action
e.g. drawing, painting, acting, playing =a musical
instrument and dancing. Aesthetic appreciation of the
arts and nature alsc Tfalls under this group. These
feelings are more susceptible to temporary influences

than any of the other groups of feelings.

(35} Ethical or moral feelings

These feelings are aroused when saomething is
experienced as good or bad and includes feeling of
guilt, remorse and obligation. Nel (1988:38) maintains

that even these feelings can he culturally determined.

(&) Religipus feelings

These are the most profound feelings affecting the core
of buman existence (Van Wyk 1979:12-—-121). These
accompany the relationship of man with his Maker and

the sublime, with all connectedness, with the meaning

of meaninglessness of existence. These tfeelings
include admiration, awe, humility, respect, trust,
desolation, dependence, smallness, security and

responsibility.
(c) Emotions

Van den Aardweg and Van den Aardweqg (1988:77) define
emotion as an aspect of the affective life which adds
colour and wvariety to life but has tp be controlled.
Emotions may be strong, weak or even ahsent. They are
usualiy short—lived and can be transferred and «an

easily affect other peaple. Examples aof emotions are:
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Joy, féar, sarrow and anger. They are sasily aroused
and may assume & vialent nature. Van den HAardweg and
VVan den Aardweg {1988) further argue that empotions can
impede aour reasoning, logical thinking and power of
Judgement. They usually occupy our full sttention and

dominate our behaviour. They can alsoc be recalled.
(d) Moods

VVan den Aardweg and Van den Aardweg (198BB:148) state
that a mood 1is an aspect of the affective life which
alternates between cheerfulness and despondency. It is
protracted in nature and influences the experience of
emotion and feeling by which it is also engendered.
According to Van den Aardweg and Van den Aardweg (1984)

moods can be classified into three categories:

a Moods with a positive, affective taone or a
subjective experience of euphoria or well-being.
Examples include inter alia cheer, joy, happiness

and success;

o Moods with a negative, affective tone 1include a
general feeling of dysphonia i.e. dissatisfaction
or

depression. These moods include despondency, sadness,

unhappiness, etc; and

° Between these two there is a feeling of neutrality

and indifference characterised by little feeling.

{e) Life feeling (Afrikaans= Gemoed, German=

Lebensgefihl).

This term refers to basic life feeling which is more
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permanént in nature than moods. This "hasic l1ife
feeling” forms part and parcel of a person’'s character
and to a certain extent are genetically determined by
the nature of a child experiences especially from birth
to *& years aof age. Both the teacher and the zhild
have these basic life feelings which constitute their

basic personality traits.

(3) Education and the development of feelings

{a) General orientation

’

Every person is born with feelings, thought and action.
When the newly born baby cries that is an expression of
feeling. "The fundamental principle in assisting a
child in developing his feelings 1is to direct his
interest at things, people and events around him {Nel &
Urbani 1990:19}. Feeling (invaolvement) is subjected to
three states or structural forms, namely stability,
lability and impulsivity. The small child experiences
-mostly on the sensory level. As he grows his feelings
becume more differentiated but are still labile because
of sudden changes. Feelings gradually become refined
and more stable and need to be develaoped. There is
nothing else that can develaop them other than the act
of education. This does not at all happen
automatically. O0f course education differs from this
cultural group to another; therefore it means +that
feelings develap differently among different cultural
groups. The Republic of South Africa is a good example
of the above situation because it 1is a multi-cultural
society where each cultural group has its own form of
education and the way 1in which corpaoral punishment is
applied. Eagnition plays a very important raole as far
as differentiation and refinement are concerned. An

educated person does not only get involved in reality
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ar feeling but has a thorough understanding of his

involvement i.e. of his feelings.

If children are not pedagogically oriented in feelings,
those children will not be able to develop along the
lines of the acceptahble norms of that particular group.
The child is not naturally good. He 1is also a
phenomenon that aspires for good, the beautiful and the
true which 1is naturally presént in  him. As the child
is still highly dependent on the adult it is the
responsibility of the adult person to discipline ‘that

particular child even through compulsion or coersion.
The writer wishes to discuss the development aof
feelings, pavying more attention to the following

concepts: differentiation and refinement.

(i) Differentiation

To differentiate means: 7o produce, or lead to, a
difference in or between; to mark or distinguish by a
difference; to set aside for a definite ar specific
purpase” (Thatcher 1971:241). Differentiation 1involves
both feeling and cognition. Differentiation ¢can only
be possible with knowing, naming and understanding its
meaning within various situations. The child 1s born
with both tendencles of good and evil. Those for good
are supposed to be nurtured, encouraged, developed and
consolidated. Those for evil should be controlled,
curbed, regulated and canalised (Gunter 1988:149).
This is going to culminate in the child being able to
differentiate that which is good and bad. It should be
made clear that right from birth the child is
potentially a moral being with potentialities for both

good and evil. Corporal punishment or any farm of
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punishment should take its rightful course if the child

aftter having been shown the right thing and
deliberately returns to 1it. Teaching and discaipline
are aspects which constitute essential parts of

education.

(i1i) Refinement

Refinement means to purify (Thatcher 1271:703). This
resembles differentiation but it involves more. It
should be noted that differentiation is an activit& on
the horizontal level, while refinement is directed at
the vertical level. The child should be assisted in
develcping'his own feelings. Development of feelings
manifests itself - in differentiation and refinement.
Differentiation and refinement of feelings depend on

cognition whereas cognition is supported by feeling.

2.5.2 Cognition

This term according ta Van den Rardweg and Van den
Afardweg (1988B:38-3%) refers to knowing in its broadest
sense. They further assert that it characterises the

reorganisation of obiects and attributing meaning to

them. It also distinguishes beitween the se=lf and
others. It alsoc includes specific aspects like
perception, congept Tformation, reasoning, thinking,

fantasy, and imagination.

Nel & Urbani (1990:40) divide cognitive dimension into
categories which are referred +to as intentionalities,
viz.: perceiving, memorising, imagining and thinking.
There is, however, a precagnitive dimension ar
foundation on which all intentionalities rest, namely

sensing. Sensing as a foundation must he stabhle so
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that the child can learn more effectively. It tnus
becomes very important to have a closer look at

sensing.

{1) Sensing - Perceiving
(a) Sensing

According to Van Aardweg and Van Aardweg (1988:208)
sensing refers to the registration of information in
the brain received from the sense organs such as * the
skin, eyes, tongue and nose. =~ They further point out
that the most important source of sensory information
is vision followed by hearing. Touch, taste and smell

are other sources.

The concept of sensing should not be confused with
sensations. Sensing is an immediate communication
between the subject and his world. Our senses are the
media of communication with the world which surrounds

UusS.

Sensing plays a very important role in the teaching
situation. Here children are supposed to be listening,
they hear the teacher utter words, they see his evyes,
his face, his moving lips and observe his gestures and
posture. Sensing 1s viewed as the beginning or onset

of all learning (Sonnekus::1983:102-105).

(b) Perceiving

Perceiving is closely inter-related with sensing,
moving, memorising and thinking. Van den Aardweg and
Van den Aardweg (1988:167) state that perceiving is the

act of receiving information through the senses i.e.
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sight, sound, +touch, smell or the result of a reception

like a visual image.

Dreyer & Duminy (1988:104-107) point out that
"Perceiving means the cognitive activity cf
interpreting and giving meaning to sense impressions
i.e. sensations of a particular object or thing."
Initially the child becomes aware of the object and
then focuses his attentien on that object or thing. By
s0 doing he enters the field of cognitive knowing. The
child then interprets {gives meaning) to that he is
aware of and on which his mind has been focused. The
child is intentiocnally directed at his world in order
to have an understanding of the objects and things he
finds. He must know, grasp and understand and be able
to interpret his environment. This implies that
perceiving concerns itself with knowing, knowledge,

facts, thinking, interpretation and meaning.

The abject of study of psychopedagogics is a mode of
experiencing i.e. the perceiving child. Perceiving 1is
the first immediate communication wiih the world and 1t
therefeore constitutes the basis upon which the more

caomplicated experiences are built.

(2} Motoric or human movement

It should be made clear that human movement is not s
psychopedagogic category. Movement 1is, however, of
such impaortance for the unfolding of the psychic 1ife
of a child that psychopedagogics must give more
attention to. A moving child is taken as a healthy
one. 0On the other hand the o©ne that does not play or
move araund has praoblems and therefore needs the

attention of the educator. In order to explore the
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world the child needs to be in motion. While movement
is very =significant for exploring the same applies also

to learning.

(3) Memory

Van den Aardweg and Van den Rardweg (198B:145-1446)
define memory as that aspect of our cognitive structure
which stores what is learnt and holds it available for
recall. This means that memory is the human ability to
retain, to recall and to recognise past mental acts,
facts and states of Conscicushess. It is the ability
to preserve i.e. to retain experiences and to reproduce
them later together with the recognition or awareness
that they are past experiences. Ta remember is a vital
aspect of all learning and is a typical human way of

coping with our environment (Dreyer & Duminy 1988:13)

The 1dea that knowledge is organised in schemas ar
action structures 1is extremely important within the
learning situation. Memory is a mode of actualising of
the psychic life. Memory 1s not only reproductive but

also productive in nature (Nel & Urbani 19%90:76&).

Exploration and emancipation do not disappear when a
child rememberé. A child remembers within a specific
situation with a view to understand the meaning of the
specific situatiaon for his emancipation. While
remembering, the child also constitutes his inner life-

warld.

Memory on the gnostic level 1is the most common form of
memary actualization. It is on the gnostic level that
the close connectedness between memory and the

affectivity i1s bhest abserved. Personal interest,
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wishes, beliefs, etc. have a profound influence on what
we perceive and consequently on what we remember.
Memory on the cognitive level mainly involves the

conservation of schemas.

Memory 1s of such importance that it is often confused
with learning. Learning involves memory but the two
are not 1identical. The ability to retain and recall

information forms an integral part of studying.

Nel & Urbani (1990:83-85) give the faollowing relations

between memory and the other modes of experiencing:

- Perceiving and sensing
A person perceives selectively. Memory is one
important factor which determines what a person
perceives. At the same time recognition of
objects, persons and previous experiences 1ndicate
that memory also functions on the precognitive
level which indicates a connectedness between

memory and sensing.

- Imagining
Images are not always true imitations of reality.
imaging relies on memory in  that during the
learning situation memory 1is employéd to establish
the familiar aspects of that which is to be
learnt. Images can be created in efforts to
establish sensible links between aspects which
ostensibly need to be linked in order to reflect a

sensible unit.

From the above exposition it becomes clear that it 1is
impossible to study memary in  isolation from sensing,

perceiving, imagining, thinking, etc.



(4) Think ing

Thinking 1is seen as an act of solving problems. A1l
psychologists agree on this point, however there 1is no
general consensus on how a person goes about solving a
praoblem (Vrey 19%90:24). Different schools of thought
have given different wviews on this matter. Wertheimer
(1959:235) represents the views of Gestalt Psychology

and 1s completely acceptable to psychopedagogics.

Thinking consists of envisaging, realising structural
features and structural requirements; proceeding 1in
accardance with, and determined by these requirements;
thereby changing the situation in the direction of
structural improvements which Tfollows (Nel & Urbani

1290:85):

° that gaps, trouble regions, disturbances
superficialities, etc. be viewed and dealt with
structurally;

° that inner structurszsl! relations - fitting or not
fitting — b e sought among such disturbances and
the given situation as a whale and among 1its
various parts;

e that there be operations of structural grouping
and segregation, of centering, etc.;

° that operations be viewed and treated in their
structural place, role, dynamic meaning, including
realisation of the changes this involwves; and

° realising structural transposability, structural
hierarchy, and separating structurally peripheral
from Tundamental festures - a special case of
grouping and, looking for structural rather than

piece-meal truth.
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(a) Thinking in progress

{i) Becoming aware of the problem

There are two essential characteristics which best
serve to clarify the becoming aware of a problem (Nel &

Urbani 1990:88):

e wonder is a subjective experience of the
difference between what one understands and what
ane observes in reality; and

o it bhas two dimensions, viz.; & gnostie and a
pathic. Gnostic implies the knowledge that one
does not know enpugh about a thing — that there is
something strange to it. This means some pre-—
knowledge of the subject or related subjects. On
the other hand the pathic refers to the feeling

that one is ahle te conguer the unknown.

It stipuld be borne in mind that in real life

situations, thinking originates in waonder.

(ii) Personal orientation with reqard to the

problem

The pupil determines his own position with regard to
the problem situation during this stage. There are
different aspects that are involved here (Nel & Urbani

1990:90-21).

(a} The emancipatory feelings

Does the pupil consider it worthwhile to spend time and

energy on solving the problem? Will solving the
problem have any meaning fTar his emancipatian? Any
problem is regarded as a challenge.  From a
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psychopedagogic point of view the demand is that a
child must be actively involved otherwise he will not

even start thinking about a problem.

{b) "Facts® of the situation

A pupil with the necessary background knowledge will be
able to relate the problem—setting proposition or
situation to his own cognitive structure and thus
understand the nature of the problem confronting him.
Once a pupil understands the nature of a problém he
will also understand when the problem will be solved.
This means that he has a clear idea of how the problem-—
setting situation must be before he can consider the
problem as solved. His problem is then to change the

situation or problem—-setting proposition to achieve his

goal -~ the solution to the problem.
(3) Imagining

Imagining and imaging are two different concepts which
ought to be well understood. This means that 1t
becomes necessary to distinguish between imagining and
- imaging in order to understand the meaning of imagining
as a mode of experiencing within the learning
situation. By imaging we mean the mental act calling
forth and holding on to an image of a person, a thing,
an event, etc. Imagining refers to a sequence or a
composition consisting of 1images, ideas, memaries, etc.
which eventually form a camposite whole i.e. a story or
painting. Van den AHAardweg and Van den Aardweg
(1988:114) define imagining as the farming cf a mental

picture of what is not

actually present or 1is not perceived by the senses.
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This 1implies that imagining is closely allied to

fantasy.

It has to be borne in mind that imagining is more than
a sequence of 1images e.g. a story or maore than an
organisation of images e.g. a painting. Consequently
then, imagining is more than imaging. According to
Sonnekus (1974) imagining is an intentional act of
constituting a world, but a world of unreality or a
world as "reality in distance".

Imagining 1is the act of constituting an imaginative
world whereas imaging is the act of calling forth and
holding onto an image. The image therefqre is a unique
phenomenon with its own unique characteristics. In

constituting an imaginary world one employs perceiving,

imaging, thinking and remembering. Some of the
characteristics of the image are, however, also
applicable to the imaginary world. Imagining plays a
different role within the learning situation than

imaging.

2.5.3 ACTION (ORIENTATION)

It should be borne 1in mind that the original meaning of
“"orient” is, namely, the East whereby one can by means
of the sun which rises 1n the east determine one’'s
position. 1t implies that to orient or orientate means
to examine with care (carefully) or to becaome fully
acquainted with &a matter. Orientation means to
determine one's position within the whole of reality
(Van Rensburg & Landman 19B4:3%2}. Van den Aardweg and
Van den Aardweg (1988:158) define orientation as a
modifying process to enable one to cope with ar suit

new conditions or situations. They further point out
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that a child i1 born into a unigque environment to which
he bas to orientate himself. A child is not born
already equipped for a specific environment like an
animal. The child 1is, however, equipped with the
intellectual ability to orientate to most environments.
Every man ought to orientate himself with regard to
principles, beliefs, values, horms ang objective
knowledge which are major beacons for orientating.
Orientating comprises two discernable but inseparable
dimensions, namely, a determination or evaluation of
cne’'s abilities and still actualisable pmtentia{ irm
relation to the opportunities discovered in one’s

immediate environment.

Joubert (19787) maintains that a child must gain a
thorough knowledge of his actualisable potentialities.
Joubert (19787) propounded six essential

characteristics of orientation. These are:

(1) Exploring
According to Joubert (19787) exploring implies a study
af those aspects of reality which are relatively
urtknown to  the child. He explores those aspects of
reality which reflect both known and unknown
characteristics. As a child grows older his
emancipation becoames socially influenced. Objectives

of emancipation become more refined and the will to
overcome his helplessness becomes a will to succeed.
Exploring becomes more formal and organised and less

subhjective to wonder and anticipate.

(2) Discovering

This refers to the actual discovering of essential
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characteristics of reality. Not all exploring
culminates in the discavery af essential

characteristics.

(3} Evaluating

Once essential characteristics of a certain section
have been discovered a child must determine what value
these characteristics have for him as regards his total
situatedness, but also as regards his immediate

directedness.

{4) Understanding

Understanding 1i1s the interrelationship between the
different essential characteristics of reality and also
between the essential characteristics and his o©Own

abilities and actualisable potentialities.

{(5) Acceptance

Van den Aardweg and Van den Rardweg (1988:7}) define
acceptance eas the favourable, willing reception of a
person as he is, It is an essentieal gquali*y of both
the educator and the educand. Van den Aardweg and Van
den Aardweg {(198B) point out that while the educator
shows acceptance of bhim {child) as he is and not as he
should be, on the other hand the edurand shows
acceptance of the educator as a helper leading him to
adulthood. This ‘implies that the child accepts the

essential opportunities which the essential

characteristics of reality offer for actualising his

own potentialities.
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(&6} Actualising

This refers to the state reached when a person has
achieved the goal he has set, e#.g. actualization is
achieved when certain learning material has been
consolidated in the cognitive structure and is thus
realistically represented. It describes the fulfilment
of goals (Van den Rardweg and Van den Aardweg 1988:%).
This means that once a pupil understands the essential
characteristics af a situation he must act to actualise
his potentialities in accordance with the ocpparftunities

Fl

which he has discovered.

£7) Criteria for the evaluation of the quality of
orientation
(a)} Differentiation has been used to describe the

unfolding of the affectivity. The affectivity of the
child is global and diffuse. As the child grows older
and gets educated his affectivity gradually becomes
differentiated into identifiable feelings which we
classify as sensory—-physical, social, intelliectual,
aesthetic, ethic or moral and religious (Nel & Urbani
1990:102-103). This means that the feelings form the

foundations for the entire intentionality of the child.

{b) Refinement

Differentiation implies the identification of a class
while refine means to understand the finer constituents
of & situation and the interrelations between the
different constituents. It refers to the understanding
of the essential characteristics of the clase. 1t can
also bhe seen as a separation of subject from abject.

As long az a subject remains involved in a situation we

52



can et the utmost talk of differentiation and

refinement (Nel & Urbani 1990:103-104).

{c) Objectiwvity

Ubjectivity shows no bias, no prejudice and is a true
reflection of what is being assessed or measured (Van
den Aardweg and Van den fardweg 1988:156-157). This
implies that to objectify means to be able to see and
evaluate an object, event, person, etc., irrespective
of whether one is subjectively involved or not. gne
sees a thing as it appears to everyone, stripped of the
personal meaning it may have for the individual persaon.
This does not mean that one is not involved. If sSay,
ane 1is not involved the abject does not form a
constituent part of one’s situation. 0One’'s involvement
is characterised byr differentiation, refinement and

objectification.
2.6 SYNTHESIS

The psychic life of a child-in-education shows a
structure which is categorial in nature. It has become
clear that the categories and essences of the pesychic
life of a human are anthropalogical categories. It is
only when they are placed within the context of the

pedagogic situation that they acquire psychopedagogic

status.

More time was spent on the discussion of the pedagogic
relationship than may seem necessary fram a
psychopedagogical point of view. This was done so
hecause the psychic life of a child actualises wilithin
the pedagogic relationship and envelops the entire

educatiaon of the child. The moment the relationship
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weakens or becomes misdirected, that 1s to say, the
direction ot an autocratic form of relationship, then
the pedageogic situation disintegrates. Conversely
however, it 1s true that the gualitat.ve develaopment of
the pedagogic relationship depends solely on the
education act. It ought to be emphasised therefore
that the quality of +the pedagogic relationship has a
determining factor or influence upon the guality of the

development of the psychic life of a child.

When looking at the focus point af this investigat%on
the importance of relationship of trust becomes clear.
When punishment is equal to pedagogic encounter, the
child trusts the adult that punishes him and this
action then becomes education but only if there 1is a
relationship of trust between the educataor (punisher)

and educand (punished).

On the other hand there should be a relaticnship of
understanding, that is, the educator understands the
pupil as a unique human being on his way to adulthood.
He (the teacher) alsa understands the problems of the

developing c¢hild, and also that the child can do wrong

because he is a child. The child must alsg understand
the teacher and his intentions. When the child is
punished within such a trusting and understanding

sphere, corporal punishment can be Justified as being

educative.

When the child trusts the adult and understands his
intentions with him and &lso his oqwn shortcomings, a
relationship of authority can be establicshed that 1is
because of his relationship of authority that the
teacher has the "right" or "power”" to physically punish

the child so long as the punishment 1s reasonable and



does not harm or injure the child (Rich 158l:14). The
reistionship  of astharity is fundamental te the
appearance of education relationship. The child
accepts the teacher s authority and the latter assists

the child in his crsving for support.

The dialogue +that exists between the c¢child and adult
unfolds propitiocusly to the extent that the educational
reiaeationship 1tself succeeds on account of mutual
trust, understanding and obedience to authority. This
implies that for education to be successful, there mgat
be, inter alia, understanding between the educator and
the educand, coupled with respect, trust and above all,
love. Without active involvement from both the adult
and the child not all educatiomn will succeed. From a
psychopedagogic perspective the child finds himself
therefore in  an "éducation relationshipg” which 1s
gysfunctional. Dysfunctional education means that the
child’ s psychic 1life is under—actualised. Van Niegkerk
(19B7:20-30} maintains that under—-actualization of the
psychic 1life of the child will in the final analysis

result in:

- 1nadequate exploratian;

— inadequate emancipation;

~ inadeguate distantiation;

— inadeguete differentiation;

— inadequate objectification; and

— inadequate learning.

It should therefore be concluded that every child’'s
educational situation comprises the entire panorama of
nossible educative contents, but that each element of
the content becomes manifest +g the child cnly 1f and

when he intentionally incorporates it into his world aof
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meaning as 1t is constituted from moment to moment Van
Niekerk {(1987:3). From this point of view, let us try
to explore briefly the life-world of the Black

adolescent.
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CHAPTER 3
THE LIFE-WORLD OF THE BLACK ADDLESCENT

3.1 INTRODUCTION

Adolescence 15 essentially a time of life filled with
personai discovery and identity formation. Ag a
ctultural 1innovation it 1is also a time of transition
when the youth moves from a secure but dependent life
in the parental home to an independent 1life full of
chaices and decisions and the conseguences theregf.
When an adolescent deveicps self-confidence,
initiative, spontaneocusly masters the exploration of
ditferent occupations through the joy of learning and
the pleasure af creating, develops a clear
identification of sex and Sex rcle, leadership
responsibilities and the formation of an ideology, a
firm identity emerges. Finding an acceptable identity
is much more difficult for our Black South African
adolescents because of the rapid politicel, social and
ecanamic changes that are taking place. Fzer example
and influence have become sll important in the black

adolescents search for meaning (Urbani 1982).

In this chapter attention will be given to changes 1in
the South African soclety and the effect these changes

have had on the life-world of the EBlack adolescent.

3.2 CHANGES IN SOCIETY

Certzain changes have affected the life-world of adults
as well as children in South Africe. These changes

have affected the relationshipgp with themselves, with

cthers, with ideas and with God. As a result these
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changed relatiorehipes have alsoc sffected the pedscogic
relationship profoundly. Attt tudes towards corporal

punishment have inevitably been atfected.

[
o]
b

Political changes and violence

The development of the child as a person reguires his

active answer to the appeal inherent in the educstional

world and alsg active guidance by an adult. Van
Niekerk (1987:8) declares that: "fAs education is  1n
essence a task and a responsibility. it can

unfortunately never be guaranteed to run a smooth
course. The participation of the adult, the child, or
both in the educational situatibn, might well be

insufficient in various respects.”

The dynamics of Qpbringing may be essentially
ctharacterised by its striking similarity to a
conversation or a dialogue. Ter Horst (1973:54)
remarks about this dialogue that 1t occasionally

strikes one as being a guarrel, featuring 1indignation
and the raising of voices. As lang as both the child
end the adult pose questions, offer their opinians,
£all each other to accounit, make accusations anc ask
far help, it still remains a dialaogue. The educational
act sometimes flounders badly, resulting in a
perplexing situatiaon in which one is at a complete loss
to find a way out of the dilemma (Ter Horst 1973:12).
In this case 1t 1s the Black adolescent who 1s involved
and then experiences the educaticnal situation as an
impasse and even as meanlngless or menacing. This
means thaet something has in such a case gone awry in
the communication between the Black parent and his
chilce., fAs a result rejectiaon of authority becomes the

arder aof the day.



Like all other countries, South Africa, ie going
through various stages of change - something which must
be regarded as a fait asccompli and part of human nature
{McKendrik and Hoffman 1990:341). In all societies,
however, there is some or other form of resistance to
change, with 1its concomitant restructuring of man’'s
"umwelt"” into something that is unknown. Van Vauren et
al. (198B8:7) state that: *As gpoon as a political
element is introduced it is almost inevitable that
pressure groups, interest groups and quasi — interest
groups will make their appearance, seeking to force
their ideologies and opinion upon developments." The
histories of various societies and countries testify to
the fact that, when change takes place at a fairly
rapid rate, the communities concerned are often
characterised by social insecurity, instability,
violence and/or conflict. As a result, the RSA is no
exception ta the rule, since it finds itself in an
accelerated process of change at this stage of 1ts
development, possibly because of 1its slow progress

prior to the eighties.

Violence is the exertion of physical force at
unwarranted times and places for its own sake, where an
impulsive individual seeks to reduce inner tension as
quickly as possible (Theron 1990:10: Van den Aardweg
and Van den Aardweg 1988:240). They also state that
the resultant vioglence is rather tension reduction than
goal attainment and violence can also be seen as the
infliction of physical pain or 1njury on persaons ar
property and includes crimes such as homicides, rapes,
robberies, assaults, wvandalism and rioats. Vialence and
injuries destroys and is in fact accompanied by anger,

hitterness, hate and hostility.
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According

(1988:240-

violence.

of scheool

to Van den fAardweg and Van den Aardweg
241} the following are possible causes of
There is a network of causal relationships

violence, namely:

- The authorities and the community

social conditions that depress the poor,
oppress the minorities and regulate the
yvyouth;

isplation, powerlessness and dissatisfaction

with those in authority;

exclusion of individuals from the nation’s

economic and sogial lifej and

lower class life is often violent, hostile,

aggressive, anxious and unstable.

- The home:

lack of supervision and discipline;

indifferent and even hostile and scattered

parentss

corporal punishment;

little leisure and no church connectionsg

absence of father—-figure;

the abuse and neglect of children;g
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- children’'s needs that are npt met in the
home; and

- the presence of violence in the home.

The schonl:

- inconsistent and poor disciplines
- meaningless curriculum;
- ill eqguipped teachers and authoritarian

-

control;

- ineffective school governance; and little

interest in the individual pupil/student;

Pupils:

- their genetic make-up may precipitate vialent

behaviour;

- are unwilling to submit to authority and to

co—operate; and

- come from a single parent home;

Peers:

. can be the breeding ground for violence

- violence is seen as a masculinity symbgl; and
. the adolescent joins with similar anti-social

groups for protection and support.
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Uprlsings Zaw & (=1 breed .t pupiis embo i cened Dy
their influence  on sventas and determined to impose
their terms on  educaetion authorities, teachers and the
communzxrty at large” (Molefe 19913107, Yan Vuuren et
al. {198BB8:181) contend that: “In 1976 puplls protested
against the use of Atrikaans as & medium of inmstruction
in black schools and zgainst the inferiocrity of "Bantu’
sducation”. tThis changed to a ¢all for free and
compulsory education in 1980. Van Vuuren et al. (1938)
further argue that by the mid-1980= Black education @ad
become politicised to the point where the slogan
adopted by protesters was "liberation now, education

later”, with attempts alsc being made to implement a

“pecple’'s education programme'.

Black pupils mare -often than not expressed their
dissent via class boycotts although gccasionally school
praperty was damaged and teachers assaulted. When the
criticism of current Black education is examined, it
becomes obvious that the underlying rationale is
freguently more overtly political that educational.
According to Theron (1990:19), Marsis (ed.) (1988B:150),
Maclead (19%0:g7) and McKendrick and Hotfmamn (1790:71}
the following were some of the unmet demands which led

to vigolence in 19746 in Black schoocls:

.. compulsory Black education;

- free education for all;

- a fair division funds available for educationg

- egual teacher-pupil ratio; )

- the uniform preovision of learning facilities, like
libraries and laboratories;

- text boogks that are chiective, uniformly rescribed

and provided for all groups:



. parity of salaries;
- enough training colleges for sll teachers;
- education should fall under ane ministry; and

- educational opportunities accessible to all.

One should, however, add that up to and during the late
seventies very little was dane with regard to these
demands and this must surely be seen as contributing
genormously to  the riots in Black schools since 1576.
Since then many of these demands have been
accommodated, but in the 1nterim the demands have
changed. Marais (ed.) (1988:151) contends th;t:
"Where the initial demand was for equal education, it
has changed to a demand for desegregated education 1in
the seventies and has now become a demand for
alternative education - with inescapable poclitical

implicetions."

Macleod (1991:14) i of the opinion that most Black
schools in South Africa have been disfupted berause of
the i1involvement of the youth in politics. In June
1783, at & meeting in Kobwe, Zambia, the ANC issued a
document containing 1its policy guidelines which said,
inter alia: "The yauth 1is an important section of the
-fighting forces in our struggle" (Bureau 1988:3}).
These riots spread to other Praovinces such as Natal and

Cape (Theron 1990:1).

Molefe (1990:10}) further argues that pupils wetre
initially hailed by their communities as daring young
lions who had the courage to confront the might of the
Gaovernment. But 1later 1t became evident that the
pupils had entereg the arena of politics at the expense
of their education as they incited a whirlwind of

boycotts and protest actions. All this proved beyond



any reasoanabtle  doubt that viclence =houloc be abhorred

pecause 1t Nas & geleterious etisct on the murale of

[}

children and destroys the proper learring environment.
bambule (1990:13) stated that discipliine in Hlack
schools collapsed completely in 1984 atter the

widespread uprisings that swept the country.

Black parents are presently totally frustrated al their
inabiiity to get their children to return ta schoal.
Spending its days in the streets, the "lost generation”
alarms the majority of Black community leaders as much
as it does White Government officials. MacLéod
{1991:38) says: "Perhaps both the urban youth eschew

political activism, preferring to lcaf, play soccer,

drink beer and shgoot dice.®

According to Molefe (1991:10) the blame for the crisis
in Black scheols can be apportioned to ‘“aparthe:id
education™, which has bred frustration and anxiety
among pupils and parents. Teachers have also come 1in
for criticism. Van VYuuren et al. (1988:181) state that
black educaticn has long been one of the arenas where
anti-apartheid resistance has been at 1ts strongest.
Qccording‘to Van Vuuren et gl. (1988:181) the boycotts

were in 1984 usually linked to the feollowing demands:

- the introducticn cf demacratically =lected student

representative councils;
- the termination of excessive corporal punishment;

- the cessation aof sexual harassment of schoolgirls

by teachers;
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- the +free ard timely supply of statiorery anc

textbooks to pupile: and

- the appointment cf suitably qualified teachers to

Black schools.

These views are supported by Luthuli (1981:113) where
he says that the problem in Bleck schools is manifoic
and schoals which are completely equilpped, let alone
sufficiently staffed, are non—-existent.

Kambule (1991:8) contends that certain principals  and
teachers have "abdicated"” their responsibilities
because of intimidation by school-children. Molefe
{1991:11) states that the high failure rate has made
the majority of Black children lose their sense of
purpose and they bpegin to doubt if they will ever "make
it 1in life". As a result teachers have been seen by

pupils as "part of the system” that stands 1n their way
to progress. A DET spokesman says that the politicsal
element is alsc to blame for the crisis because puplls
are pampered as "herces" by certain political groups.
Even where they do wrong, this is met with silence

{Marais (ed.) (1988:151).

3.2.2 Industrialisation and urbanisation

Theorists on urbanisation and industrialisation have
focused con the changes in society as people moved away
from the traditional pre—industrial pattern. The
development of i1ndustries meant that the majority cof
Black people moved to the cities to wark. As a result
there was a boom of big cities that were charscterised

by nolise and smog, by impersonal relaticnships and a
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deadly daily routire balanced by the '"rat race of
caompestition.”

The econamic changes that have taken placs in South
Africa <since the end of the last century, had Tar

reaching socio-political implications. fAs the majority
of the English-speaking community had been urbanised
from the outset it was especislly the afrikaners and
the PBlacks who were affected {Marais {egd.) 1988:52).
This was brought by the fact that their rural
background did not prepare them for the social and
economic problems of the tities. Marais (ed.)
(1988:52}) further states that due to the fact that the
presence of Blacks was considered temporary, no real
attention was given ta their paverty and the disruption
caused by the migrant labour system. Since the 1980s
the permanent presence of the Black urban population
has been accepted. This has been demonstrated by the

relaxing of influx control measures in 1984.

Spies (Van Vuuren et al. 19EB:454} gives the focllowing

staetistics for South African urbanisatian:

- Whites and Asians are approximately B9 percent

urbanised:
. Coloureds 79 percent urbanised; and
- PBRlacks 44 percent urbanised.
All the phenomena brought about by densely populeted
cities alsoc #Brought forth & new kind of & Black man
with a new lifestyle and new values emsrged. Cemane

(1984:63) maintains that strength of the process of

urbanisation compelled the society to give way to urban
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institutions, Lurban valuss and gy bar demands.
Urbanisation therefore resulted in & number of  s20i0-
pedagogical problems both to adults and adolescents.
The lack of privacy prevailed because 1 one four-
roomed house 10 or maore occupants were found. EBetsuse
Blacks were not wused to this type of living, sgusatter
camps developed. These squatters cause, inter alia,

the following problems:

. a lack of disciplinary action;

- a development of an inferiocrity complex, isolation
and 1ignorance of the essence of marriage because
children are exposed to various role maodels which

bring about confusion, anxiety and uncertainty;
- drug abu=me and délinquency; and

- lack of communication between Black parents and

their children prevailed.

The process of manufacturing developed into masc—

produciion systems whereby human activity was replaced

by technology. Interperscnal communication became
minimal and this also led to a breakdown in
communication. Lack of communication became prevalent
in universities, schoocls and other training

institutions thus spreading to the entire community.
The communication breakdown that existed in the
industrialised community also affected the eduration of
the Black child. The warld of labour and the entire

system of living conditions guickly changed.
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The Black family used +to be the corner sitocrne of  the

t
Blactk society which atcording to Gabels (1983:8671 was

characteraised by the following:

- a society in which strong 1interpersonal contact

was obtained;

. a society in which adequate pedagogical
cammunicaticn between Black parents and their

children prevailed; and

- & primary group of people who used to live

together harmoniously.

The present-day urbanised family has been transformed
into the following (McKendrick and Hoffman 1950:142;
Nxumalo 1984:10-14):

- people who just have a transitory contact; and

- a society in which only ane sector of 1ife in
plural 1is led so that interpersonal contact

prevails.

City 1life entails positive and negative factors Tor
both the child and his education. Positive: wvarious
—areer possibilities. Negative: space and privacy have
disappeared, loneliness, lack of contact,
neurotification, lack of neighbourliness and

gaodlessness in the world.

3.2.3 Norm crisis

Norms are the standardised ways of acting, aor the
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expectations governing limits o©f varistion i1n behaviour
{(Van den Aardweg and Van den fRardweg 1938:152). Novms
are tulturally determined but are also universal, e.q-
respect for human life. Van den Rardweg and Van den
Aardweg {1988) conclude that violations of norms can be
seen in committing of murder, bigamy, rape, theft and
burglary. As a result norms tend to be tramsmitted
from one generation to another through groups and the
individual _incorporatEB beliefs and ideas about such
norms into Ihis meaningful understanding of

relationships.

The most characteristic aspect of education 1is the

concern of adults for their children with the object of

ensuring the child’'s proper upbringing. As a
purposeful situation the education situation 1s a
normative one. This implies that the educative
pccurrence 1is founded on values and norms, and
controlled and directed by them. The child ought

therefore to he supporited in  its mastering of the adult
life world, which is a normated reality. Van Rensburg
and yLandman (19846:38%) believe {hat: ...the life of
the child is controlled and directed by & given order
of value preference as a life of voluntary obedience to
certain norms of what is true and false, guod and bad,
right &and wrong, proper and improper, etc." In the
beginning, the child accepts norms without doubting
their wvalidity, because they set the boundaries withzin
which 1t experiences safety. The chiid then kKnaows what
to do and &also knows the possible consequences. Van
Renshurg and Landman (1984:383) and Van den Aardweg and
Van den Aardweg (19688:134) postulate that norms do not
remain prescriptions outside the child which he must
slavishly obey. The full aim of educaticn is for the

child to be so accompanied that on the grounds af a
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personal decisaocn of censcience he accepis values as
values for himeelf. ar adult 15 =& morsily independent
being who himself must strive for what 1s commendable
and reject what is reprehensible, This means that
educating 1s consclence formation. The adult &
exemplary living up to norms and cefinite prescribing
nf norms to the child are hoth necessary to arouse the
child & awareness. On the other hand. the educatar
should himself ohserve the norms and conduct his life
accordingly.

In a period where norms and values (inter alla via mass
caommunication and by co—exisfing) have become
relative, minimised and actualised, the modern person
no longer knows exactly what i1s right or what 15 wrong
ij.e. he finds himself in & norm crisis. For instance.
in the urban area where interpersaonal communication has
become more and wmore substituted by mass media has
become dangerous because it may transmit values that

are unacceptable to one's culture (Luthuli 1982:58).

Westernisation, Christianisation and industrialisstion
have brought about many changes inm the traditional
customs, ways and mannerisms of the Blacks. It should,
however, be bormne in  mind that 1in  any society
adolescents are among those most affected by social
change. Dreyer {1%80:27) states that: "...these
changes meant & loss of group scolidarity, a loss of
‘geborgenheid’, and amongst other things brought about
caonfusion, uncertainty and a new wvalue system to
internalise.” OJOut of this confusion now emerges a new

adolescent graup among whaom 1t is realised that the

traditionsl +{tribal ways can no longer direct life. In
cther words, Wesiternisaticn has brought about & 2 new
emphasis, 1in which the - premium has cshifted from
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complete  conformity to a critical detachment and the

assertion of individuelity (Drever 19B0:77;.

Traditional norms  and values are neglecied and there 1s

uncertainty in respect of new ones which imply a 1life

aof uncertainty and therefore also educational
uncertainty. How can an educator direct an educand as
far as norms and values are concerned, or teach them

with precision and certainty if he 1 alsoc uncertain
about such norms and values? As a result the
adaolescent finds himself in such a eritical situation
of norm Crisis. Mohanoe (;983:8) formulates as
follows: ‘“"Unfortumately for today’'s Black adolescent,
his problems of socio—cultural adijustment are worsened
by the ever-changing values, disintegrating moral codes
and hazily—defined goals of his society - thanks to the

impact of acculturativé forces and accelerated change.”

3.2.4 Population-Explosion

In their report Mostert et al. {1985:47) made
projections for the Black population group which
includes the TBVC countries to demonstrate the

influence of internal migration on demographic trends,

econamic develaopment and the resulting population
qgrowth. They concluded that if the Black population
including the TBVC countries can change Tfrom the
current largely traditional rural lifestyle with

extensive migrant labour to the developed sector of the
Republic of Socuth Africa and a socio-political system
in the Black states (including the TBVC countries) that
1s largely based on traditional structures to  an urban
and modern lifestyle which 1s principaliy based on
industry, the high levels of mortality and fertility

should decline. This, of course, has happenad in some



af the more developed countries of the develOoping
worrld, Such 3 scemario depends upon  all sections  of
the populeticn being exposed to a2 vigorous family
planning programme, The national family rp:anning
programme s operating only i1n the so-called White
areas of the country, while the population development
programme 1is beglnning to take effect in the Black
states (Marais 1988:72). Modern cContraception 1S
available o©on reguest 1in mast of the EBlack states from
the health services but none of the states has an anti-
natal population policy 3ust like the rest of the

country.

There are differences in levels of development and the
lack of family planning programmes in the ten Black
states. These states have fertility levels which are
vastly different from those so-called White areas. Two
thirds of women in their reproductive years live 1in the
Black states. Here they are not directly 1n cantact
with the modernising influences cf the developed sector
of the country. This therefore 1implies that unless
saocial transformation takes place, fertility levels 1In
the black states will remain high. As a result, the
population growth of Blagks in the country &as a whole
will also remaln high in spite of declining fertility
among Blacks in the white area {Mostert and van Tonder

198&:4607).

Learner number 1n colileges and schocls have increased

annually during - the past five vears. They have
increased by an overall annual average of 4,3%4. el
closer analysis of this nercentage 1ndicates the

following growth rates Tfor the education departments

for the various pgopulation groups (Education 1991:7):
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- Whites : G L.55%

- Indians : 1.,80%
- Coloureds : 1.25%
. Blacks {Seli-governing territories): &,60%
- Blacks (Education ang Training: : 4,907

With these figures for 1990 it means that about 303 300
additional Black pupilis entered the education system in
that vyear. Such a growth reqguires 32 additianal
schogols each for 1 Q00 puplls. At a cost of
approximately R2 million for such a schaool this implfes
that about R&63B0 million was required to provide school
buildings only for these pupils 1in 1990. If the
eccnomy does not grow such growth rates can only lesd
to a build—ub of even greater backlogs than those which

already exist.

These additional learners mean additional teachers,
texthbooks and cther supplies and services. Let us
assume that an average teacher : pupil ratioc of 30:1,
approximately 10 000 additional teachers, presumably
mostly Black, would have been required in 1990 to

ensure that education standards were maintalned.

It 15 clear that this sustained annual growth in pupil
numbers is making near impossible demands on the
education system as regards achieving and mainteining
high guality educaticn and preventing further backlogs

from arising (Education 19%91:8).

In the light of the above exposition it is also clear
that Black education is going tc face creater prcblems
in  future as far as the pedagogic situstion is
concerned. - While {smily planning among the Wnite South

Africans 1s strictly adhered ta, Blacks an the other
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tand are not that much concerned or less serious abaut
the whoie :1szue  of sucrh a SCenaric. Many White
teachers including principals are Llosing their  jobs
because there 1is a iimited number of children they have
to teach 1n the White community. Moreover, more and
more White schools are closing down. Black teachers
find themselves having to teach many children et a time
which brings about pedagogic problems in  the school
situation. This also implies that the teacher 1is faced
with the duty of teaching too many pupils that he can
hardly control properly for effective education and as
a result a multiplicity of pedagagic problems ariée.
This therefore boils down to one thing namely that
Black parents ought to exercise stringent precautions
as regards the number of children that they would like
to have. They should plan the exact number of children
that they could affcfd to provide with the caorrect and
best education, able to control, etc. in order to curb
pedagogic protlems which seem to be the aorder of the

day among the Black yaouth of this country.

3.2.9 Scientific and technological development

The technological advent has brought abaout the
pocssibilities of an individual being able to actualise
himself, but also created more social and pedagogical
prohlems. Science &and technology have had a strong
influence on the image that group-living has displayed
traditionally, and this will also be the case in the

future.

Technology decreased socclalisation amongst different
peoples and their cultures, and inter alia caused a
person to become isaolated. As a result, pogr

relationships among fellow human beings prevailed and
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far the malority of peopie it created am extremely

compliceted worig. Pretoriug {157%::107)) Yormuisates a3
folliows: "Infantilisering, massatikasie, vervliakking,
sensasie—sug, msterigllsme, verseksualisering, berowing

van geestelike vryheid en privaatheid., masnipulasie van
die massa, enscvoorty 1S bedreirglinge wat inherent 15
aan die tegnlese wEreld. Tegniese ontwikkeling het
mense verbind in n ongelooflike versnelling,

intensivering en verveelvoudiging van kontakte.”
Considering the above 1t 1s now necessary to glve
attention to how these and other changes 1n societly

have affected the life-world of the Black adolescent.

3.3 THE LIFE-WORLD OF THE BLACK ADOLESCENT

It is self-evident ~that people experience things.
Experiencing and heing conscious are for all practical
purposes the same thing. The important point is that
all consciousness, all psychic life can be +*traced back
to two basic forms, namely: feelings and thoughts
{Urbani 1987:7). When one focuses one’'s attention on
the life-world of the EBlack adolescent one is mainly
concerned with the state of the child' & affective world
of experience, his cognitive world of experience and
how he assigns meaning to this experience. We are
concerned here with the relation hetween his affective
and cognitive experiences or the stabil:ity, order and

cantrol in his cognitive and affective experiences.

Man 1s a being that is related to other teings and one
can only understand his experience by studying him in
his relationship wit himself, others, things or
aobjects argund him and God. 1t 15 therefore very

important to bear in mind that all of man’'s experiences

72



and therefore also those of the Blachk adolecscent tatke

place within relatiognships {Vrey 1990;70-2500.

A
.
o
L]
[

Relationship with himseldf

Because the physical self (bady 1image) 15 extremely
important during adolescence the mealiing of
ccrpmreélity in human existence may be formulated as

follows (Urbani 1982:9):

. human existence in the world takes place thraugh

the body (Strydom 1976:25-3B);

- the body 15 at the same time man’'s means o7

admission to the world (also to other people and

things)

- the body 1s the mediator between man and the
world;

- through our bodies we actively establish cur own

world {(Joubert 19467:4646);

- human existence is inconceivable without body; and
- when the boedy is mal functioning, the person
irnvolved cannot dissociate himself from 1t,

because it 1s his body (Hofmeyr 1970:72).

It is worth mentioning that body—-image plays a very
impartant role in that it 1s the idea or concept ane
has of one’'s body (Van den Aard@eg and Van den Aardweg
{1988:133). Body-image cancerns the individual's
subjective experiences with his body and the way he

attributes significance ta these experiences. If the



child finds =oncial acceptance difficult, he tends to
resort to anti-spcial scts suth as thefi. vancalism and
violence. He goes abput stoning cars, burning  down
schools, harassing school girls, etc. Van den Aardweg
and Van den fAardweg (1%98B:%7) ergue that such a group

of pupils mainly caome from broken hames, have poor
school records (failures) and as a result enjoy
violence because they perceive their future to be
bleak. That is why it becomes easier for such a child
to do what his peers tell him to do hecause he langs
for social acceptance. This 1is how he becomes
influenced by the so-talled gangsterism which 1s inter

alia characterised by the following (Mbaga 1991:28):

- gangs normally comprise of youths who are part of
the so-called "lost generation®’;
- ring-leaders are youths who have had very short
schogoling careers, who have had stints 1n jaii and
are not necessarily part of the so-called "lost

generation”;

. they normally harass and rape women, particularly
of school going age and they often sziart with

those wellknown to them; and

- they often pose  as political activistis and

camragdes.

According to Vrey (1990:167) the child enters secondary
school with & real sense ocf ldentitv and a definite
self-concept which is esither positive or negative. The
self-concepts meEan: a configuratiaon of canviciions
concerning aoneself and attitudes toward oneself that 1Is

dynamic and o©f which one narmally 1is aware or may

77



become sware (Vrey 1990:47 Selt —om te of
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igentity. Self-icertity implies tus conception of his
body. af himse:f as a4 schglar 1ncluding achievements
and s+ills both within a&and gutside the classroom., OF
himself as a child of his parents and a member of his

peer group-

Many of ocur Black pupils do noct study sSeriously
throughout the year. These are the pupils who find 1t
difficult to =1t for an examination at the end of tﬁe
year. They have not prepared themselves for the rest
aof the year and consequently they resort to buying
stolen papers because they are not at all ready for the

examination {Sibisi 1989:462).

Every pupil should successfully complete a standard per
school year. An examination is there to determine the
achievement of the pupil. The child is supposed to be
promoted to the next class if and only if he has pascsed
the final examination. It is an indisputable fact that
if a pupil fails he has to repeat that particular
class. It 1s highly surprising therefore that many
Black pupils who fzil at the end of the academic year
compel teachers to pass them alil. The '"pass one, pass

all” policy does not work at all.

Many of our Black parenits feel that their children

should be promoted to the next class. They then
approach the principal concerned. Some princilpals do
consider such pleas. The child is then promoted to the

next class where he usually finds 1t difficult to cope
with the demands of such a class. He therefore
encounters problems in the external examinations more

especially the matriculants. It is worth mentioning
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tret mary Black pupils are only interected in
certifticates; tney do rict care  about how much they Fnow
{Sibisi 1%B%:98).

Parents ctan contribute enormously to the positive self-
concept of the child. The attitude the parents have
about the educstion of the child would ensure success
or Tfailure (Turner 1977:244). FPupiles coming from
families that are supportive usually perform well in
school. Unlike those parents who are negligent and
will try to assist the child 1in the sleventh hour. In

this way such a parent even goes to the extent of

buying his child the stolen papers {Sibisi 1989:73).

There 1s a problem of indifference by Black parents
towards the education of their children. This is more
common amang the lower ranks of the socio-economic
strata. Even if the child excels in =zchool
achievements they display indifference and they would
otherwise be happier if the child were to seek a Jjob,
so as to augment the meagre income of the family. Such
a child develops a negative self-concept ang seeks
satisfaction by diverting his intellectual energy in
wrong directions. Apart from the fact that saome
students are coerced intoc Joining "toyi-toyi”, many do
it on their own accord and thus terrorise the few

fellow students who "get out aof hand®.

The self-concept of the Black adolescent has been
greatly zinfluenced bty his gbhysical envirchment. He
grows up in the sub—culture of the "comradesz" and the
vouth have been instructed to use viglence and

intimidation (Bursau 1988:7):
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. =treet cocmmiitees flave been formed ta enforce

- people’' s courts have been set up to punish those

who defy their "law';

- consu~er boycotts are decided upon 1n arbitrary

fashions; and

. boycottse of schools are enforced with sjamboks,
and the same enfarcers act as intimidators for, bus
and rent boycotts and work stavaways. Thelir

ultimate weapon of terror is the "necklace”.

The '"necklace" death is excruciating and a Tfearsome
warning to others. This is the sub-culture of many of

cur Black adolescents.

An  adolescent whose achievement in most school subjects
1s high by his own standard, will have a positive
academic self-concept which will assist his general
self-concept. Self—concept is inversely proportional
to anxiety (Vrey 1990:16%). This implies that the
weaker the self-concept, the greater the anxiety. VNrey
(19590) Turther argues that the greater a person’'s self-
acceptance, the fewer the frightening situations he
anticipates or encounters since he has fewer doubts
about his ability or acceptance. This means that
pupils who cheat would practise this in the vocational
warld and they wmight lose their well-paid jobs. The
poorer the self-ceoncept, the less effective will be the

strategy he uses ta cope with anxiety or tension.



5,000 Relatipnship with others

Urbani (1987:11) states that human existence 1invalves
co-exlstence with others, which 1mplies that man is
continuously 1n diaiogue wlith his fellow man. Man
learns to know and evaluates himself in the midst of
and/or together with others (Vrey 19506:170; Hofmeyr
1970:83).

For an adolescent the presence and existence o other
people has a very special meaning when 1t comes to
establishing his own world of meaning in thst other
peoplé encaurage ar restrict his actovities, show bim
things or keep things frem him and give meaning to a
situation {(Vrey 1990:33-34; Engelbrecht and Spiles
1975:26}) . This iz also applicable to the Black
adolescent who 1is still! immature. who still asks for
the presence of others, for belp and support from
others who are able to provide 1t and for association

with other people.

In this regard it 1is imgortant to give attenmtion to the

relationship of the Black adolescent with his parents:

(1) Relationship with parents

It should be borne 1in mind that the adolescent’'s
relationship with h(is parents 1s & continuation  of
their early relations. The parents have authority and
provide the secure hasis from which the child i1nitiates
cgther relationships (Vrey 19%0:173). The child
therefaore still depends on his parents and 1s strongly
influenced by them. His 1increasing involwvement with
the world ocutside hise home includes new_perspectives

concerning his parents. In this way, his parents are
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seen as pegple who are comparable to cther adults. The
adaleccents leswve the parents home and iLtabkes up & Hew

personal vantage point putside the family trom which be

sees both the worid and the home in a new light. Thnese
assumplions o©f new vantage pornts constitute nls
adolescents fight for emancipation. iL.eaving home, 1n

other words, implies the possibility that the door may
shut behind him and not easily open agsain. This 1is
noticeable in the anxiety and conflict experienced by
many of Black adolescents, most particularly those
whose relationships wlith their parents were , not
wholesome. When the youth attains maturity, their
temporary experimental wvantage points have soclidified
to a single permanent base from which he wili

constitute an adult life-~worid.

In +traditional Black society the adplescent was
subjected to an education in conservation and
confaormity, 1In acceptance aof and loyalty to the
traditional way of life. The atmosphere and ageneral

practice in his home was worked by complete submilission
to parental suthority. This means that the child had
to conform to the values, wishes and norms of his
superiors. Arguing and reasoning about "adulit” matters
vere not allowed since unguestioning, unanswering,

cbedience, etc. was expected {Dreyer 1980:656}).

Dreyer {1980) ventures to sav that during the
transitional period Black adolescents become aware of
the sharp contrast between their ‘uneduceted’ and
"heathen” parents and the models set by teachers and
ather learned people in thae new society. The
homogeneaus framework which the Black adolescent was
used to 1in traditional society, and whers his models aof

bebhaviour were all around him, crumpled and'waz limited



to tegrchere and the school. As a result the BRiagk

aonlescent no lonoer went so far as 1o rejer T parenial

-
o
/:J
jos

example, stendards and control (Dreyer | H¢s s Sibis:

It means then that the probilem of cultursl dysfunction
arises mainly where the norms that the Black adolescent
learns at home; school or in the larger sQCietTy are
contradictory (Mohance 1983:229). Afs a result the
conflictional problem reaches high 1intensity where
there are 1internal contradictions and i1nconsistencies
in the home itself; that is to say when under certain
conditions the norms of Western culture a&are observed

and under other Black ones take over.

What has been observed to aggravate matters, 1s the
fact that even if an attempt is being made to apply
Western norms the problem of insufficient parental
education and consequent unfamiliarity with these norms
and values arises. The Black adolescent by virtue of
his greater education is generally more acguainted with
Westernm naorms and. 25 a result 1s better able o
interpret and apply them as compared to his parents and
this leads to an untenable contra-pedagogical situstion
(Mohanoce 1983:32%-330). This 1mplies that a black
adolescent finds himself being led by an adult who 218

himself uncertain of the path leading to his cultural

rt

destination. Maohanoe (1983:330) further points ou
that because the Black adolescent is desperate to reach
his destination of adulthoad, he then enlists the
support of his peers so that together they can try to
chart for themselves a course that leads to adulthood.
They try +to interpret, with the limited experience at
their disposal, the norms that should kelp to guide

them to attain adulthood that they aspire for. Because
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of limited experience they tend to look for shori cuts

which 1n mosi Cases i

1T

agd them to nardsnips.,

From the above discussion 1t becomes clear that the
Black parents suffer a ‘“gultural lag” L.e. generat:on
gap by knowing less thanm their children. What happens
is that Black parents are considered ignorant and the
Black adolescent finds it difficult tc bow to the
authority of “ignorant" peaple. fis a result parents
react by being either permissive or authoritarian and
adolescents take advantage during permissive per}ods
and sulk during authoritarian periods {(Van den fAardweg
and Vén den Aardweg 198B:97). It is true that Black
adolescents 1in present~day society grow up in  homes
where parents have decided to allow their sons and
daughters to argue and to reason with them about
various matters (Dreyer 1980:66; Sibisi 1989:71). This
is, of course, in sharp contraest to  traditionzl
practice. This means that the Black parents have been
compelled to bend, perhaps Torward, to the dictates of
their children. However, this does not mean that there
are no lenger parents who still adhere tc an
authoritarian farm of discipline, ra matter how

distorted it may be.

{a) Importance of these relationships

it should be borne in mind that the importance of an
adolescent’s relationships with his parents rests
entirely aon the presence or absence of love a5 1ts

daminant feature (Vrey 1990:174).

This implies +hat mutual love 1is not an isoclated

phenamenon but something that eases the relationship.
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It ealso gives rise to a rumber ©f Other positlive

emoticns and clamps down many rneg

iy

tive ones,

Vrey (19%0:177) further describes effective adolescent/

parent relationships as the mest potent tactor 1n the

adolescent’'s growth to independence. in the present
critical times the sympathetic, understanding
educator’'s Tfaith, of which his life 15 a living

example, is particularly signiticant for young people.
An educator’'s  life evincing trust and faith, 1s ot more
value to the vypoung perszon finding himself 1 an
existential period of his life i1in which he is looking
for 1life’s meaning, than admonitions, rules, laws and
regulations (Fourie, Griessel and Verster 1%90:45).
When the educator is willing nmot only to criticise, but
to take every possible opportunity of acknowledging and
appreciating the smallest achievement of the chilgd, he
helps the latier fo have confidence in hics fellow human
beings and at the same time to improve his own self-
confidence. For this reason the child will confide in
the educator whom he can trust. He will also entrust
his most intimate secrets to such an educator and he
will be willing to place his whole future 1in this
abductor’'s hands. The intellectually and morally
enhanced dignity and integrity of his educatar make 1t
possible for the child to trust  hin. The child will
then be prepared to venture forth, and to discuss his
ignorance, anxiety, uncertainty and expectatiocns.
Therefaore, trust is the formation of existential
commnunitcation bhth at home and school. In this way the
child will tend to accept caorparal punishment because
he can see that he is being helped. The child wants to
be listened to and to he addressed by saomecone toc whom
he is bound by a special bond of trust. This implies

that parents chould have pedagogic autharity and
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ideally, provide a secure basis from which the chi1id
inlt:ates octher relationships. Foar thas  to  happen,
mutual love, +trust and .understandinyg e essential.

Unfortunately this 15 often not the case.

The etfect of & stable love base 1s far—-reaching. The
adolescent who can rely gn parental love feels freer to
learn, explore, emancipate, distantiate, differentiate
and obiectify (Vrey 1%90; Van Niekerk 1987). Because
he does not feel total rejection by his parents, he
feels free to make the inevitable mistakes, fight. for

his rights or differ from his parents.

Adalescents want their parents to care, tc understand
that they want to do some things without their parents.
Carporal punishment that is coupled with love 1s what
they aspire for and love 1s more important tham maney
and things. In other words, they resent the
authoritarian approach, more esﬁecially the present-—day
Black adolescent. The reasaon for rules and application
of physicel punishment should be explained and mutually
agreed upon and parents should do what they say and
should spend time with their adolescents if parent-
adolescent relationships are to remaln healthy.
Studies indicate that both parents are important to
establish some relationships with +their children. If,
for example, the father neglects his task as & canveyor
of support, worth and acceptance his son could find
adolescence a2 time of difficulty. It the mother does
not fulfil her task the daughter’'s identification and
acceptance of her female role may be inadequate. The
interpersonal relationships within the family serve as
the field from which the adolescent emancipates (Van
Niekerk 1987:22-23: Van den Aardweg and Van den &Aarcweg

1988:140) .
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It 1s clear therefore from previous discussions that
the traditional role of the Black parent 1in the Black
communlty has in many ways become counter—productive,
due tog the fact that the values and norms upheld by the
family are diametricélly opposed by - the Black
adolescent (Van Niekerk 1987:148). As a result these
parents cannot fulfil the basic educational needs of
their adolescents and it becomes the task of the formal
schopling system to help bring about the necessary

change.

(6) Erraors in the parent-child-relationship

Van Niekerk (1987:14-20} ascribes the dysfunction of
the pedagegical situation to specific errors in
relation to the child. These include: lack of
security, obscured Tfuture perspective, affective or
emotional neglect, rejection of the c<hild, pover-
protectiveness, unfavourable camparisons and the

inadeguate exercise of authority.

{i) Lack of security

When a person fails to meaningfully integrate that
which is offered to him by life, yet an the other hand
cannot make peace with it either, that matter becomes
an indeterminable burden which allows no escape

(Lubbers 1971:55). This burden makes itself felt in

generalised sense of unease and unhappiness. The black
adolescent finds himself in the areas which 1lack
security because of viglence 1in black residential
areas.

Lubbers (1971:13%9) further declares that problems that

are educational in nature affect a child adversely with
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regard- to his meaningful experiences, hls knowledge,

volitiaon and behaviaur,. Such a «child regards his
educational situation as unsafe and there 1s no
guarantee of security by his educators. It has become

a common phenomenon in Black schools to hear about a
child whao was gumned down by another one or a teacher
who was stabbed +to death by adolescents. Sometimes
anonymous “young political activists" invade the school
premises and ask the principal to close the school
because they need the pupils for a "toyi~toyi". Both
teachers and their pupils are in this way having their
lives at stake. As a result one fipnds that normal
teaching time is not used profitably and the culture of
learning 1is totally disturbed. Many ©f our Black
schools have no doors, chalkboard, windows, etc. as a

result of violence in the Black community.

(i1} Obscured future perspective

The present way in which a child develcps as well as
the design of his future in the present is influenced
by his historicity. Accarding to Van Niekerk {(957:13)
historicity refers to the past history of his progress
towards adulthocd. The educator for the time being
represents the past, present and future of the «child
(Ter Horst 1973:97). Ter Horst (1973:97) concludes by
saying: "If the future is obscured in the child’'s view
there is little ta look forward Yo or to expect and
there are no plans or tasks however emall, waiting to
be fulfillied". ' Macleod (1991:34) remarks as follows:
".eww millions o©of black youths are unegquipped for the
future." He states that many of our BHlack adolescents
under the age of 14 have no notion aof how to live 1in a
peaceful world. Black parents are frustrated at their

inability +to get their children to return to school
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which culminates in the total collapse of discipline
and erosion of the culture of learning. Attempts by
parents to apply corporal punishment are rejected and
have in certain cases led to attacks from their

adolesrents’ friends.

(1ii) Affective or emotional neqlect

The unfavourable course that educatiaon may run  always
implies that educational relationships are likewise
being inadequately realised. As a result a child - may
experience little or no sense in these relationships.

This 1is due to the fact that he is "unwilling" to risk

total involvement with any educator (Van Niekerk
1976:120). There should always be a stable
relationship between educators and children: | "A lack
ot mutual trust, understanding and sympathetic

auvthoritative guidance always implies that the child
must suffer neglect in respect of not only his
affective, but also his intellectual and moral

development" (Van Niekerk 1987:15).

When the educational course does not culminate in  an
encounter, the child becomes reluctant to trust the
adult and to be trusted by him and he refuses to behave
according to  adult authority (Fourie, Griessel and

Verster 19970:44--44) .,

In other words the child is not receptive to education
because he feels misunderstood and he refuses to listen
to an exposition or explanation of norms. He therefare
refuses to accept the educator because he does ngt 1in

his new experience true acceptance.
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When the educator fails to grant the child the
opportunity tg experience trust and faith, he actually
becomes a threat to the child. The child remains more
1mmature than could be expected (Fourie, Griessel and
Verster 1990:45). There is a conflict in trust because
an insecure child cannot discover the true meaning of
human dignity and value. This implies that he cannot
discaver "freedom" and because these are unfamiliar to
him, his ventures into the regions of reality offered
by his educational situation are sadly inadequate
(Lubbers 1971:57). A child who lacks trust .and
confidence is liable or even impulsive in his emotional
life. He habitually reverts to the pathic level and is
unable te progress to a gnostic-cognitive level 1in
actualising his psychic life (Van Niekerk 1976:122).
Because of the misuse of so many of our Back children
by extremist politicians the continuing wviolence and
subsequent destruction of the culture of learning, many

af our children have indeed suffered emotional neglect.

{iv} Rejection of _the child

Generally a child can do wvery little to ensure that he
will be lovingly accepted from the outset. He might
easily he relected despite all the potential that he
may have. Because he 1is a person in need of assistance
he turns o the educator in love and faith from the
very beginning. When an educator does not
spontanepusly accept the child, but in fact rejects
him, the latter immediately feels that he is not being
accepted and is thought of as unwelcome. As a result
he experiences insecurity and anxiety. He refuses to
identify with the educator and conseguently loses out

on the faoarmative or moulding value of identification.
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It 15 & well documented fact that the Hlack child has
always enjoyed the love and suppart of his parents and
the extended family. From a Zulu perspective the love
for and value of a child is steeped in tradition. The
rapid and more often than not wviolent changes in
society 1n  the South African society have led to
bewilderment on the part of both children and their
parents. Rejection by parents and children of each
other has without any doubt led to a sericus breakdown
in the.pedagogic relationship. Attempts to discipline
their children have led to a further feeling of

rejection by many of our Black children.

(v} Over—protectiveness

Van den Aardweg and Van den Aardweg (1988:184) state
that protective parents can either be over—-protective
or under-protective and whoever neglects an apportunity
to aid a child is guilty of omission that whoever 1s
over—protective and denies a child self-reliance 1is

mindless of his educative obligations.

An over-praotected child does nat have sufficient
opportunity to do things himself, and +to battle when
necessary, in order to discover what it means to also
cope with feelings of reluctance and to exert himself.
A person who does everything for the child, is
depriving him of the opportunity to fulfil his human
potentialities (Van Niekerk 1987:18). As a result the
over—-protected child is not sufficiently exposed *to
activities that are a threat to his security for
instance: playing with other children and venturing

beyond the safety of the family circle.
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Having been caught up 1in the wave of violence and
uncertainty many of our Black parents have
unfortunately had to resort to oaver-protectiveness.
Uften when vioclence has spilled over into their area
parents have kept their children out of school in order
to protect them. The children then face the dilemma of
either obeying their parents or giving i1n to group
pressure from their peers, such as threats of viclence

from the so-called "caomrades".

(vi) Unfavourahle comparisons -

Many educators seem to forget that a <child’'s human
dignity or wvalue does not 1lie 1in his achievements
alone. This is noticeable when parents and teachers
expect a child to reach great heights in a field where
he does not really have the ability. They are
constantly emphasising his "failures” and forgetting

his potential for success.

When anything other than the child’'s proper development
is the ultimate ideal, these expectations are
inauspicious and detrimental (Ter Horst 1973:29).
"Every time when a child’'s efforts to prove or assert
himself are negatively compared with those of another
child by the educator, emphasis 1is actually laid on the
fact that he is less than the other” {(Van Niekerk
1987:18}. His own successful endeavours would instead
be noticed and appreciated, in order that he may feel

that he is a warthy person in his own right.

Black parents have became Increasingly conscious aof the
value of a good education. The writer well remembers
the tremendous sacrifices his own parents made in arder

for him to become educated. He also remembérs not only
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their pride in his achievements but also how
campetitive they wanted him to be and unfevourable

comparisons that led to many frustrations.

(vii) The_ inadequate exercise of authority

FProblems arise in the «c¢hild’'s eductational situation
when autharity is canstantly wielded in an
unsympathetic, 1inconsistent, loveless or dictatorial
manner, but alsoc when no authority 1is exercised at all.
Lubbers (1971:55) declares that when a child, is
confronted with too many commands and/or demands, when
too much is expected of him he regards most of these
restrictions to be devoid of meaning, the great number
of impressions alone could give rise to uncertainty

within him.

Often deserted by their husbands many of our Black
mothers have been forced to face the daunting challenge
of single parenthood. The support system of the
extended family has also been severely affected by the
rapid changes. The exercise of authority including

discipline and corporal punishment has indeed become a

task Tfor which the Black mother in the present
circumstances is ili-equipped. Traditionally
discipline was 1left to the father. Mothers in these

circumstances are naow confronted with two options:
they can now attempt to learn and accept the new role
as disciplinarians and expect to be rejected by their
children for changing the previous status guo or they
can abdicate their role in this regard and even deny
the need for the exercise of authority of their
children. In the writer's experience this abdication

by such mothers has placed a severe burden an the



teachers who are then expected by to discipline theilr

children for them.

{viii} PBisregarding the child as a unique persan

One should constantly bear in mind what the real
meanings are those which the child may ascribe to the
adult’'s actions. When serious impediments to effective
education arise, the c¢hild 1s actually compelled to
attach a ‘"distorted" meaning both to himself and to the
educational contents. Affective 1liahility for example
accompanles any unfavourable lived-experience, in that
the child caomes to regard himself, his parents,
teachers, the school, his friends and even his lessons

with anxiety.

It should also be borne in mind that the child,
especially before the onset of puberty, is Tfrom his
point of view literally the pivot or central point of
all that happens to him or has any relation to him. It
is therefore, exceedingly difficult for him to form a
truly objective Judgement from a distance because all
the meanings that he ascribes to events spring from

this central position.

Considering the above 1t is difficult for the writer to
fully express his anger and frustration at certain
irresponsible ideologies that have led to a destruction
af a cultuée af learning in our Black schools,
blatantly disregarding the value and uniqueness of our
children. They used our children and even abused cur
children in what they referred to as the struggle for
freedom and revolution. It 1s the writer's opinion
that politics always ought to remain the domain of

adults and mnot of children. . ' -
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{2} Relations with peers 7

Feers are a very important part of the 1life world of

adolescents. Considering the great deal of time spent

with them. The term ‘“peers" usually refers to
adolescents who are about the same age although
adolescents often interact with children o©or other

adolescents who are three or four years older or
yvounger. Peers have also been described as adalescents
who interact at about the same behavioral level.

-

Vrey (1990:16%) regards peer relations as vital for the
. adolesgents’ self-actualization. Extremely poor peer
relations in childhood are linked to the later

development of neureotic and psychotic behaviour and a

greater tendency to drop out of society.

Peer relationships belp the adolescent to establish the
sacial skills and feelings of personal competence that

are necessary for adult functiaoning as he learns how to

interact with others. They provide emotional support
and a sense af security while the adolescent
experiments with new roles. In this manner the peer

group serves as a kind of buffer, providing a middle
ground between the childish, dependant relationship
with parents and adult independence. in addition they
provide the adolescent with an interim identity as "one
of the group". FPerhaps one of the moét important
functions of the peer group is to provide a source of
information and caomparison about the world outside the

family.
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(a) Friendship between adolescents

Close friendship is the most important relaticnship an
adolescent can form with a peer (VYan den Aardweg and
Van den Aardweg 1988:1i46). Vrey (1990:170) cays:
"Such a friendship averts the torments of loneliness
that can be experienced even in a group.” He further
points out that vunless there 1s an emotional bond of
intimacy, concern and Tfriendliness requiring knawledge
cof the other person, the adolescents’ loneliness 1s not
relieved. Adolescents need friends with whom they jeel
free to share their most intimate secrets, their most

private thoughts and emotions.

Unfartunately many adolescents do not have a best
friend, or even a circle of +friends, in whom they can
confide. They may‘ iack the skills necessary to get and
retain friends, for example, the ability to
cansistently demonstrate active listening and open

communication styles.

According to Nyembe {1988:25) Black members of
delinquent gangs usually come from poor and lower
social classes. The inadequate family relationships
arguse 1in Black adolescents a feeling of insecurity and
the feeling that they are unwanted. - The Black
adolescent experiences anti-sacial activity e.g.
delinquency, drinking, drug-abuse, etc. or behawviour
which accurs 1n a group setting. As a result Black
adolescents have become less responsible, however, a
number of factors that hamper the establishment aof
sound pedagogic relationships based on understanding,

trust and auvthority:
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¥ the problem of discontinuous home and school
norms and values whitch straln the

relationship and causes conflict;

b 4 unrealistic expectations of teachers and
parents concerning the adolescents’ ability

to aschieve;

X the shortage of male teachers with its
negative implications far the male
adolescents’ development towards balanced

manhood:

X unrealistic remuneration which results  1n
experienced teachers, who have a good
understanding of adolescent needs, leaving

the profession (Sibisi 1989:23);

x the teacher having to cope with large classes
which hinder the development of personal
relationships and causes the adolescent to
conclude that he is not appreciated as a
person regarded as an intellectual machine

(Van den Aardweg and Van den Aardweg 1988:63-

&4); and
x teachers who are naot worthy identification
figures who exemplify all that 115 worth

striving for in adulthecod.

Eleven years ago Dreyer (1980:74) said that the Black

adolescents appeared to accept corporal punishment as a

narmal factor in their education. This was possibly
due tao the conventional attitude towards corporal
punishment. He concludes by saying that the majority
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of Black parents reguire a contravention of social or
parental norms. This has 1i1n fact created serious

problems for the Black adolescent in his relations with

His parents, teachers and society at large. Spending
its days in the streets, the "“lost generation® alarms
many Black community leaders as well as White

government officials.

(3} The adolescent’' s relations with teachers

Teachers, as egual partners in the educative
occurrence, can exert a tremendous positive influence

on adolescents in their development toward accountable

adul thood. Many adolescents can attest to this fact.
They are, 1955‘ friendly, more impulsive and mare
antagonistic toward authority. I this way Black
adolescents have begun to vppose their educators

(parents and teachers) whom they perceive to be unjust
and unfair (Nyembe 1988:26}. They feel accepted in the
group, are recoghised and feel free from the larger

unfriendly and hostile society.

Arcording to Macleod {19%91:37) Black adelescents seem
to roam the townshipgs like o many deputy sheriffs,
laying down the law of the street and enforcing it with
harsh punishment. These include acts that vialate laws
and aordinances gf the legal code. Delinguent acts such
as assault, theft, 1loafing, fighting, stonimg of cars,
troad—-barricades, killing by "necklacing'", burning down
houses, etc. Crimes are therefore committed by members
of the adolescent street corner group in  an attempt to

achieve status valued by the group.
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{b) Social acceptance

The need tog belong, to be accepted by the peer group
and not be seen as different, may seem at times totally
to daominate the adolescent’'s thoughts and actions.
Every adolescent wants to be popular. In every peer
group there are adolescents whao are generally popular
and others who are generally rejected with wvarious
intermediate gradations (Van den Aardweg and Van den

Aardweg 1288:167).

The Tfinding of Vrey (1990) indicates that popular
adolescents are cheerful, friendly, active and natural.
They participate réadily in all sorts of activities and
easily take the initiative. Poorly accepted
adolescents, however, are often moody, sad, anxious and

insecure.

Nyembe (1988:26) states that such Black adolescents
have begun to oppose parents and become rebellious
towards the society which they perceive to be unjust
and unfair, They feel accepted in the group, are
recognised and feel free from the larger unfriendly and

"haostile society".

{c) Conformity

According to Van den Aardweg and Van den Aardweg
(1988:350) conformity refers to "the acceptance,
compliance, acgulescence or agreement to some standard
or form of behaviour, or the change in an individual’'s
beliefs or behaviour as a result of group pressure, sO

as to be like theégroup".

23



Adolescents in all cultural groups show great
similarity in dress, speech, habits, idiom, etc. This
can be described as conformity. An adolescent has to
conform 1in order to be accepted as a group member.
Since the adolescent is anxious to be accepted, he
canforms willingly. The present Black adolescent in
particular has taken part in activities he himself does
not approve, and conforms even 1if it went to the school
to encgurage the teachers to inflict caorporal
punishment on their children i1if they misbehaved.

Having become extremely politicised and more often than
not observing and even participating in violence our
black children have changed their attitudes towards
teachers. As far as the children are concerned there
are twa types of teachers: teachers who are acceptable
to them because they encourage them in their "political
endeavours”", and those who are unacceptable and
percelved by the children as sellouts. Those “rejected
teachers"” have often been referred to as part of the
"oppressive apartheid regime”. The challenge to these
teachers to rebuild culture of 1learning has become
almost impossible. The re—establishment of the
pedagogic relationship between the teacher and the
child is paossibly the greatest challenge now being

confronted by our Black teachers.

3.3.3 Relationship with things and ideas

In constituting his life-world, the Black adolescent is
increasingly concerned with ideas as he becomes aware
af their significance for him and their implicatians
far his own identity. This 1is brought about by an
increase in his intellectual ability. According to

Vrey {(1990:178) abstract thought enables the adaolescent
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to conceptualise rconcepts of i1dentity and destiny.

This leads to & self-image and an l1deal self-image

which are compared. He also grasps the actual
situation in his home, school, bis country and the
world. This discrepancy between what 1s and what

should be, often leads to depression and discantent.

The Black adolescents increased cognitive powers have

cften led him to commit himself to visions of a utopia

after the ‘"revolution". Macleod (1991:36—38) remarks
as follows: "Such a future would be a profound shock
to the "lost generatieon”. The caomrades seem to take it

for granted that they have earned the right to the easy
life-style enjoyed by Whites. They assume that once
the ANC controls the government, the benefits will
start flowing to blacks."” "Revolutionary teachings in
Black communities have broken down parental discipline
and the traditional responsibility te family and
society. The vyouth have been indoctrinated 1into
believing that they must assume the leadership 1in
addressing the (utopian) future" {(Bureau 1988:6-7}).
This idealism has led +the Black adolescent to be
impatient with adults who seem wunwilling or unable to

correct social wrongs.

At the time of writing this dissertation the writer
feels encoursged by the fact that all the political

groupings in the RSA have appealed to ocur Black youth

to concentrate on their education. "tducation far
liberation” may indeed be regarded as a return to
sanity in our troubled country. Unfartunately the main

political groupings have not vyet agreed on the lifting
of sanctions and aqur country is 1in a very severe
recession. In order to wipe out the backlog concerning

equal educational opportunities for all of Sauth
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Africa’'s childrern enormous funds and investment from

other countries are required (Education 1991).

3.3.4 Relationship with God

According to the Christian religion man is a being of
value. He has been created 1n the image and likeness
ot God and is therefare more than mere blood and bones.
He has been called by God and must account to God for
his actions {(Urbani 1987:13).

F

Man can never sever himself from God. According to
Bouma, Calwvin poinﬁs outl that: "... we shall never get
to know a person if we approach him as a unit turned in
upon itself. Ne are concerned with the whole person.
We can see the total person only if we look at him in
his relationship to God, .- wWithout God man 1is
unthinkahble as it would be impossible to explain his

actions" (Van der Linden 1962:170).

Vrey (19%0:1B2) regards the adolescent’s religious
background and his education in regard to the origin,
nature and destiny of humanity as wvitally important:
"A personal religion means a faith and hope to which an
adalescent can cling during the uncertainties and

vicissitudes of his development.”

Religious life in Black society was characterised by a
strong belief in ancestors. From his earliest childhood
days the Black adolescent was hbrought up to believe in
the pawers of the farefathers. These beliefs he had to
respect and accept without question or argument.
Condemned was he who wventured to sin  against the
forefathers. The Writer agrees with Dreyer (1980:87)
that the Black adolescent lesarned and accepted that the
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wﬁcle_society looked back to the ancestors for its very
existence. Dreyer {(198B0) also says that adolescents in
the +transitional Black society experienced a gradual
neglect of the traditionsl ritual ceremonies as well as
a gradual disregard of the belief in ancestral power.
In present-day Black society one finds that the Black
people’s religious .beliefs range from the traditional
view af the importance of the ancestral spirits to a
more Westernised cutlaoak which rejects the notion of
the influence of ancestors upon daily life.

Black adolescents experience doubts about the existence
of Bod, Biblical statements, the certainty of
salvation, etc . This doubt can be interpreted as a
groping towards a personal faith. It is imperative
that the educator supports the Black adolescent’s
religious development by providing him with authentic
knowledge and the practical demonstration of religious
norms. Adolescents should attend Sunday schoogl in
their early vears and go to Church regularly.
Adolescents are immensely frustrated when they observe

discrepancles between what adults confess and what they

practice. This may even cause them to break with
religion. Because of his critical attitude, the
adolescent demands, of himself and of cthers an

integration of professed religion with everyday life.

Many of our Black adolescents find it difficult to

reconcile religion with science, especially natural

science. The necessary educational support will help
these adolescents to realise that the supposed
discrepancy is a myth. Many of our Black children and
their parents have been influenced by numerous

ministers of religion who have been more concerned

about advancing their own political positions  than
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about preaching the gospel of Jesus Christ. Many
strange, unbiblical and confusing "messages' have been
"preached” under ‘liberation theology’' . Unfortunately
many of our Black people have been gullible and this

has led to an intensification of the norm crisis.
3.4 SYNTHESIS

The c¢hild is dependent on the educative support of his
educatars (parents, teachers, etc.) without whose aid
his potential humanisation cannot be realised. Many  of
our Hlack children and their educators are no longer
united in a  pedagogic relationship. Due to
politicisation, wviclence, urbanisation and the norm
crisis the mutual striving towards the Black «child’s
adul thood bas been severely affected. This breakdown
of the pedagogic relationship has affected our
children’s relationship with themselves, others, things
and God. The communication between us and ocur children
has been disturbed and the lack of a ‘"culture of
learning” has led to what could be described as a state
aof educational purposelessness. In the following
chapter attention will be given to culture and

discipline in the Black family.
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CHAPTER 4

CULTURE AND DISCIPLINE IN THE BLACK FAMILY

4.1 INTRODUCTION

Wagner and Stevenson (1982:5%4) define culture as the

camplete whole a society possesses which 1includes

knowledge, beliefs, arts, morals, law, custom and any

other capabilities and habits acquired by man as a

member of society. From this definition it becories
clear that culture encompasses the totality of
knowledge . of a society. In this perspective, this

definition can be applied holistically to any given
society. It means that culture is an umbrella concept
that embraces all the accepted traditional customs,
‘moral attributes and behaviours practised by a
particular cultural group {Van den Aardweg and Van den
hardweg 198BB:56). Culture helps people to communicate
the meaning of things and regulates social life.
Lutbuli (1982:45) maintains that through education the
culture of a particular group can be transmitted, that
is, it ctan be passed on or shared with its not-yet-
adults. The child 1learns his culture in the family
which forms the primary educative upnit (Van Zyl
1976:173 Morrish 1985:161). It is passed on from one
generation to another. It is learned because it is not
innate but is acquired and participated in by persons
in association with athers. There i1s therefore always
a fair aor just consensus concerning what is proper and
impraoper behaviour and what meanings are attached to

objects, situations aor events.

In the course of 1learning his culture the child also

learns about discipline. Discipline is necessary to
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maintain a certain standard of social confarmity so
that the community can function in an orderly, fearless
manner. Through discipline the c¢hild realises the
necessity for order in the world arcund him and that to
maintain a8 certain order some behaviours are abhorred
while other behaviours are praised. Discipline is a
means of teaching the child self-contral and self-
direction, thus sharpening his caonscience regarding
right and wrong (Van den Afardweg and Van den Aardweg
1988:62). In order to internalise self-discipline, it

should be learned from the earliest years. .

From the above explanaticon it becomes clear that the
parent has a great responsibility as far as his child
is concerned. It shows a pedagogical relation as a
special type of relation, as a relation of closeness
between the educator and the educand in which both are
accountably responsihle for the progress of the latter
to mature adulthood (Cemane 1984:56-57). From a

Christian reformative point of view the family is the

only God~given institution which originated from
creation: a primary irreplaceable educational
situation {Barnard 1976:3). This implies that the

parent sees his child as a gift from God, a wonderful
distinction and privilege on the one hand but an the
cther a great responsibility. Urbani (1987:42)
stresses the fact that the ward parenthood 1is
synonymous with the acceptance of responsibility for
the procreation and rearing of one's child. Parenthood
is seen as loving cbedience to God and the voluntary
acceptance of responsibility taowards a being whom God
has brought into the life of man (Van Wyk 1974:19).
Parenthood is a task of love in thankfulness for a kind
deed of Bod - it is the fulfilment of a task and an

answering to a call from eternity (Preller 1978:682).
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This means that as parents of the Covenant they are
under the explicit authority of the baptismal VoW
{Theron and Bothma 1990:160): "Do you promise and
intend to instruct this «child, of whom vyou are the
father and mother (or guardian) in this doctrine, and
counsel him to be instructed therein, to the utmost of
vaur ability?™ In terms of the baptismal VO the
parent 1s respansible for his child and on the strength
of this, involved in everything that concerns his

child.
4.2 TRADITIONAL CULTURAL BACKGRDUND

Black culture used to be basically communalistic 1in
nature. This was evident in behavioral patterns, the
kinship terminology, the arrangement of villages,
distribution of food, the marriage ceremonies, the
political system and religion. Blacks performed all

activities together such as the tilling and reaping of

fields. There 1is a proverb in Zulu: "Umuntu umuntu
ngabantu” (i.e. a person is a person because of
peaple). This 1n fact explains the emphasis on

coemmunal life which permeates every aspect of African
culture — the extended family, kimship system, communal
lands and 1in particular the tribal system.

Blacks were a soclal and community-oriented peaople
which engendered a feeling of solidarity with the
result that most of the duties in the community were
performed by the community as a whole (Dreyer 1980:16;
Cemane 1984:95; Luthuli 1982:44). Sibisi (198%9:41)
says that there was 1little or no encouragement of
individuality as thise would be in canflict with
cultural stability and group solidarity. Communalism

was a common feature of African culture and communal
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practices: "ilima" {communal labour), “"ingina®,
{communal hunting) "ukwenana", {(Giving of an 1tem to
someogne else with 2 view that the same item will be
returned when the receiver is in a position to do so,
2.0. a‘ woman could ask for =alt from a neighbour;
suppose the neighbour gives her a cupful aof sslt. She
is also expecting a cup of salt to be returned.) etc.
From an early age the child was encouraged to observe
the sense of “belonging" to the group. It was
therefore not al all easy to deviate from what the

community performed as a group, because ary ehild who

disagreed with the social group was disciplined
accordingly. In most cases this was discipline by
means of caorporal punishment. The writer strongly
disagrees with Mohance (1983:313%) when he says: "The

assumption espoused in some circles that the Black
adolescent pupil, because of his cultural background,
understands only hard punitive measures in arder to
learn, is without foundations or justification, even in
"Black traditicnal culture.” By nature many Blacks were
raised by the infliction of physical punishment as a
disciplinary measure. Boys in particular were
Yhardened"and encouraged ta fight the hero (ukughathws)
in the veld when they were looking after cattle. There
were few problems of choice or rebellion because the
individual generally canformed withaut question.
Children were not encouraged to ask penetrating
guestions and this made the audlts’ ward law; as a
result conformity became the order of the day and
subsequently & way of life. The child found himself
within a homogeneous framework, the aim of which was to

produce the ideal community member.
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4.3 COMPOSITION OF THE BLACK FAMILY

4.3.1 Extended family

Ezewu (19B4:40) says that the extepnded family includes
the parents of the couple and their children, brothers

and sisters of the parents, brothers and sisters of the

cauple and the grand - and great grandchildren of the
couple. This 1is basically the +traditional family
pattern 1in Africa. Van den Aardweg and VYan den Aardweg

(1988:89}) define the extended family as the family that
consists of mare members than just mother, father and

siblings.

These extended families usually work together for the
goaod of the whole family. Working members contribute
ecoﬁomically to the home while the usually oclder, but
non-working members - care for the househaold and the

younger children.

The <¢hild in an extended family system is generally
referred to as "our child" and not the child of the
father and mother. It is always the responsibility of
all the adults i1n the extended family system to accept
and care for any child of the family as soon as the
need arises. A parent whao is unable to care adequately
for his children is helped by other members of the
family. Children who may have lost their parents while
very young were “taken over" by members of the extended
family and sent to schoonl along with their own
children. One could see that because of the extended
family system, children who would have died for want of
care, emotional security, survive and enjoy the good
things of life and attend schools, thus increasing not

only the school population but aiso the number of
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trained workers in the country (Ezewu 1986:51; Morrish

1985:101),

Some parents just decide to send one of their children
tc a member of the extended family, usually someocne in
a better position who works 1in a township. Children
will communicate naturally with- their parents if they
are not discouraged or frightened from doing so as was

the case in the Black traditional society.

It sometimes happens that children from the extended
family system are imposed on other members. I1f, for
instance, a couple found it difficult to support their
own children such imposition can cause a great deal of
hardship for them and even their children, the
consequences of which may be transferred to the school

{Sibisi 1989:67).

The writer feels that the extended family system
however, makes, a positive contribution to school

education in the following ways:

¢ It helps to maintain children who would not
otherwise have found support in society, 1.e.
enabling them to develop physically, sacially and

mentally.

? Children who would not have gone to school for
reasons of financial constraints, emotional
security, do so with the help of the extended

family members.
® Those who would have been a disruptive element in

society are prevented from being so due to support

that emanates from family members.
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This means that the extended family with many different
educators still plays a wvery important role in Black
communities when compared with the nuclear family. In
the purely nuclear family system there is little or no
interference from any other person outside the nuclear
family. This prevents or reduces external influences
in the home. The writer feels that nowadays the
extended family is an advantage in the sense that
children always have someone plder to maintain order
and discipline 1i.e. the grandmother. Today, in many
cultures, the extended family is gradually becoming, a
thing of the past and is being replaced by the nuclear
family. This is largely due to social and econamic

pressures on families and movement to the urban areas.

4.3.2 Nuclear family .

The nuclear family basically comprises the father, the
maother and the children. The nuclear family is also
known as the monagamaus family. This implies that it
is a type gf family pattern which consists of ane
husband and one wife at a time, and their children.
Our own society is composed of a vast number of these
small social Yecells" or nuclear families, which are
gradually becaoming smaller in size with the increase 1in
the knowledge and practice of contraception. Marrish
(19853:1463) makes the following distinction between two
sarts of nuclear families which are not essentially
different in their compasition, but which ipvolve
rather a different point of view. Firstly, every
normal adult belongs to a family of orientatiaon in
which a person is born and reared, and which will
include his father, mother, brothers and sisters.
Secondly, he also belongs to a family of procreation

which he establishes by his marriage and whith includes
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his wife and children. This family pattern 1s common
in Western countries of the world and to some extent,
in some other areas having contact in one way oOr

ancther with the Western woarld.

Van den Aardweg and Van dan Aardweg (1988:156) state
the nuclear families over ten in number are rarely
heard of today and many families only have two or less
children. This is of course, due to a move into towns
or cities, smaller homes, birth control facilities and
the high cost of 1living. This means that the formation
of the family has undergone considerable modification
and changes through time, although 1its structure
remained more or less unaltered. Fconomically for
instance, there were times when the family was a unit
of both production and consumption because the family
memhers contributed to the common pool of the family
unit. The family has now become more of a unit of
consumption because as soon as children reach an age at
which they are able to work, they becaome what can be
ralled "external producers” (Ezewu 19846:41). This
implies that they do not cooperate any longer with
their parents to maintain a common livelihood by

working at home.

4.4 PARENTAL STYLES IN MODERN SOCIETY

In Chapter three it became clear that changes in
society such  as politicisation, urbanisation,
population explolsion, the norm crisis have led to a
new challenge far all South African citizens.
Accul turation wherebhy a continuous Tlow of traits,
behaviours and ways uof life pass betwsen peoples of
different cultures have resulted in “new educational

styles" by Black people. While the Black traditional
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family was mainly authoritative, it has now adopted
either the permissive style of parenting ar the
democratic one (Jdarvis 1983:6%9). Educational styles
change at varying paces which means that there is
always new knowledge, values, beliefs and skills for
the learner to acquire (Khanyile 1990:8). As socon as
the culture of a particular cultural group changes, the
manner in which they educate and discipline their not-
yet-adults will have to bhe reassessed and rephrased.
In this regard it is of paramount importance to explore
the discipline of the black family and control againmst
the background aof a family system in terms of which
roles, interactions, objectives and values are defined.
The following may be identified as the major

characteristics of the educational style of parenting

(Vos 1991:124-~-157; Rice 1981:372):

4.4.1 Aputhoritarian (autocratic) parental educational

style

VYan den Aardweg and Van den Aardweg (1988:25) say that

authoritarian {(autocrative) is where the one in control

decides on all activities and procedures. Such a
person  is slow to give praise and criticism and
demonstrates an aloofness. Parents and teachers tend

to control, shape, and evaluate the child’'s behaviour
and attitudes in accordance with &absolute standards.
They (children) value work, tradition, obedience and
respect for authority. Those children who are
subjected to such authority show little independence
and social responsibility as they are apt to be
dependent because narms and values have not been
intrinsically established. This implies that they have

little experience in choice and decision making.
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At any rate parents are in a position of authority over
their children because they know more about life and
its demands than the child. Parental authority is
éutccratic when they (parent) decides on all the

activities and procedures.

The authoritarian style aof parenting includes the
following characteristics (Rice 1981:372-373; Van den
Aardweg and Van den ARardweg 1988:26—27):

° parents attempt to shape, control, and evaluate
the behavigur and attitudes of their children 1in

accordance with an absolute set of standards;

° they emphasise oabedience, respect for authority,

work, tradition and preservation of order;

®  wverbal give—and—téke between parent and child is

discouraged;

¢ parents are in charge, make all the decisians and

issue all the orders;

® high in demand on the part of the parents and low

in parental responsiveness to child;
@ there is no questioning of the parents’ authority
and nothing is said or done to make the parent

doubt the wisdom of his own judgement;

e punishment is severe in the enforcement of rules

and standards;

parents are alopof and slaow to praise and

demanstrate; and
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e parents assume that any mishehaviour 1is
intentional and sa harsh corparal punishment is

usually meted out.

4.4,2 Permissive (lLaissez—faire) parental educational

style

This style of authority gives an individual freedom, or
carte blanche to behave as he pleases (Van den RAardweg
and Van den Aardweg 1988:27; Rice 1981:372). The
educator takes a passive role and gives complete

freedom for group and individual decisions relating to

-group procedure and participation. The leader 1is

available if required but takes little initiative.

The fallowing characteristics of the permissive style
of parenting may be identified (Rice 1981:373; Van den
Aardweg and Van den Rardweg 1988:27):

° parents are tolerant and accepting toward the
child's impulses, desires, drives, actions and
immature behaviour:

° parents use as little punishment as possible;

¢ parents tend to make few demands Tfor mature
behaviour and allow considerable self-evaluation

by the child;

® parents take a passive role and give complete

freedom for decisiaons by the child;

e parents make it known that they are availabie but

take little initiative;
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few demands regarding responsibility are made by
permissive parents and the child 1is left to

regulate his own asctivities;

@ parents may attempt to change the «child’'s
‘behaviour through reasoning but do not use their
authority when in conflict and tend to give in to

the child’s demands; and
% such parents exercise little or no discipline and
control in  the belief that the child will }learn

from the consequences of his acts.

4.4.3 Democratic {Authoritative) parental

educational stvle

Parents are older and more experienced than their
children, and in many (but by no means all!) respects,
know better than the child. But in the democratic style
the greater parental power which underlies their
authority is balanced by a greater parental
responsibility. The parent has a responsibility to use
his authority wisely, humanely and in the best
interests of the child. The democratically-minded
parent sees 1t as his task to guide his child to make
the right decisians. These parents set broad limits,
give advice, encourage the child in what they believe
tao be the right direction, but as far as possible give
the child freedam of choice (Margow and Oxtoby
1987:20). A major benefit of the democratic style is
that it encourages open communication between parent
and c¢hild. When the child knows that his parents
regard his ideas as warthwhile he will want to share
his ideas with them. Children will naturally

communicate with their parents it they are not
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discouraged or frightened from doing so, as was the
case in the black traditional society. This 1implies
that in the democratic style of parenting policies are
made a matter of group discussion, with encouragement

and assistance from the parent or teacher educator.

The following may be identified as the characteristics
of the democratic style af parenting (Van den Aardweg

~and Van den Aardweg 1988:27; Rice 1981:373-374):

¢ parents have clear setting of rules and standards
which are, however compatible with changing

circumstances if necessary;

® parents have an expectation of mature behaviour

from the child;

e firm enforcement of rules and standards by
parents, using commands and sanctions when

necessary;,

° encouragement of the child’'s independence andg

individuality;
¢ oppen communication exists between parents and
children with encouragement of verbal give and

take;

° recognition of the rights of both parents and

children are recognised;

® parents exhibit personal warmth, concern for and

interest in their children;
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o such parents explain the reasons for discipline
and discipline tends to be consistent and 1s used

only when necessary;

parents explain why certain behaviour is expected
and why certain rules are made, believing that the
child has the right to know what is expected of
him and why;

° parents are willing to 1listen to the child’'s
explanation of the circumstances which precipitate
misbehaviour and punishment is closely related to

the act; and

° corporal punishment is used discriminately by
democratic parents so that the «child realises the
seripusness of his misdemeanour.

4.5 DISCIPLINE IN THE BLACK TRADITIONAL FAMILY

4.5.1 The father as a disciplinary fiqgqure

The patriarchal family was traditicnally Black. The
father was a dominant figure. It was a strong unit in
which all decisions were brought to the father and made
by him. One great law that ruled in the "parental
kraal" was the law of complete submission to parental
authority {Bryant 194%9:184; Dlamini 1984:50}).
Unguestioning, unanswering obedience to the "Supreme
paower” was demanded without distinction of all alike;

of mothers, sans and every child {(Bryant 1949:185) .

Sibisi (1989:2) states that: "Every Tfailure to obey
was immediately followed by drastic reprisals;
persistent insubordination led infallibly  to the

disgrace af expulsion; while apen revolt might easily
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have terminated in the death of the transgressor." The
parents and the whole community at large, of which the
child was a member, made this emphasis of submission

very clear.

The autheority of the father reigned supreme. The
father was both a disciplinarian and authoritarian.
Generally, happiness prevailed all the family members
~when the father was away. The black child was brought
up 1in that atmosphere of authority and discipline.
Ngcobo {1984:71} supports this 1idea by saying that:
"Authority constitutes an essential element in life, in
education, from the cradle to the grave." Respect for

authority is something that the child learnt at a very

early age.

Long before the arrival of Whites in South Africa the
father alone bheld the power and control over his
children’'s marriages {Bryant 1949:574; Makhabela
1986:24) . As a result both daughters and sons were
quite aware of paternal powers and familial duties, and

submitted to authaority unconditionally.

In chapter three certain social changes were discussed
which brought about radical changes in the black
traditional way of life. The emphasis is now laid upon
the father as a provider and no longer an the community
as a whale {(Dreyer 1980:23).. As a result the demands
of modern society tended to draw fathers away from
their homes to places where they could seek and find
worthwhile employment. Consequently the father was
away for wvarying lengths of time. This result in the
not-yet—adults belng without a strong authoritative
figure. Long absences caused many fathers‘to accept

less and less disciplinary respansibility for their
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families thereby also losing control and discipline
over their children (Makhabela 1986:25; Rice 1981:34).
As a result, especially adolescents began to flout the
authority of their mothers, and the elderly, who
remained . the main source of discipline in the rural
areas {(Dreyer 1980:23}. These Black adolescents
experienced a lack of discipline because they knew that
the authority figure was not available. A marked
increase of unruly, delinquent behaviour in children
and adolescents resulted. It became very difficult for
maothers who were entrusted with the discipline o
undertake such responsibility which they were not

prepared for by tradition.

It is, bhawever, important to bear in mind that the
father—figure plays a very important role at home.
Boys in most cases tend to model themselves on  their
fathers and view him as the more powerful and capable
parent who rewards and punishes. The father is usually
seen as the disciplinarian in  the family and in many
instances where the father is absent, disciplinary
problems arise. In this context Van den Aardweg and

Van den ARardweg (1988:%1) formulate as follaws:

e the father-child attachment is extensive and
qualitatively different from the mother—-child

relationship;

¢ FTathers contribute to the psychological
develnpmentr of their offspring positively or
negatively and where there is a devaluation aof the
father’'s role yaung persons suffer paternal

deprivation; and
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¢ parental deprivation 1is also found where the
mother takes the dominant role as in single parent
families resulting in divorce, adolescent

pregnancies, and assaults on the nuclear family.

It should also be borne in mind that even 1n the
families where the fathér is present, there 1is still no
adeguate contact between him and his children because
of long distances that a large number of black workers
rhave to travel daily from and to their homes. They
leave their homes befare dawn and only return after
dark simply to sleep and start the journey again on the
following merning. This, on the one hand, offers the
black father very limited +time available for the
exercise of discipline of his children, though on the
other hand urban children are still better off than
rural children who stay without any father-figure for

longer periods of time (Makhabela 19B4&:15).

Children brought up without a father are more likely to
encounter difficulties than those families which are
intact. In most cases the remaining parent must try to
cope with a great multiplicity of stresses such as
financizl, o©ccupational and emotional problems. The
strain felt by him/her but more often than not by the
mother is very likely to have repercussions for the
child in gquestion. A boy whose father 1s away from
home maost of the time has no madel to imitate, and the

developmental tasks of acquiring behaviour apprapriate

to his sex may become most difficult (Fontama 1981:13).

4.5.2 The mother as a disciplinary fiqure

Many of the functions of the home are being taken over

by social agencies, for example as a large -percentage
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of Black mothers are gainfully employed. Sociologists
in particular have sametimes claimed that the family 1s
no . longer the inclusive focus of the interests of its
members. As a result, the family' s common interests
are increasingly being restricted to limited functions,
and the breakdown or disappearance cf the family as a
social wnit is pessimistically seen as  i1nevitable

{Shertzer and Stone 197&4:172).

When fathers Jeft homes to seek employment in the urban
areas, mothers were then entrusted with authority for
which they were not prepared. Traditionally the woman
was not an authority figure and was also regarded as
inferior to men since women found themselves taking
over tasks far which they were not prepared,
adolescents tended to flout their authority (Makhabela
1286:17). In this way, it became difficult for women
toe maintain the same discipline as their husbands.
Dreyer (1980:17) states that harsh discipline was
enforced on the son and it was more often than not
accompanied by ample corporal punishment, which caused
the child to be reserved in his father’'s presence and
also to be very cautious about what be said and did.
It was somefhing that the mother could hardly do. This
authgritarian attitude of the father caused hostility
on the part of the sons and to a lesser extent the
daughters. It 1is meaningful to note that the father-
daughter and mother-son relationships were
traditionally marked by a tenderness altogether absent
in the father“sbn and mother-daughter relationships.
Relationship with the mother was rather more intimate
and cordial. If the child found himself in trouble, he
used to approach the mother who would pass the message

on to the father.
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The idea of the mother being entrusted with authority
and discipline for which she was not prepared, resulted
in a general feeling of despair and confusion amongst
children and their parents. Makhabela (19B4:18)
believes that the vyoung people 1In urban areas were
affected even more drastically because of the ever
in;reasing number of working mothers, which is contrary
ta what pertains in rural areas where oane still
observes mothers who still adhere to the traditional
life-style. New life-styles resul ted in many
adolescents who found themselves growing up in a family
where a western way of life prevailed, which neither
the parent nor the adolescents could understand and
interpret. It thus caused many praoblems between the

adolescent and his parents {(Mohanoe 1983:147).

4.5.3 Responsibilities of elder siblings

Brpthers and sisters have a tendency to influence one
another’'s learning and becoming in different ways. Du
Preez and Duminy (1980:8) point out that the eldest
child in the family acquires behavioral patterns
typical of a first-born - he becomes a first peer in
the lives of his younger brothers and sisters and also
the first “"disciplinarian®. Siblings thus play an
important role in the 1Initial socialisation of the
younger children, and the interaction between them in
the family will finally be carried over into the school
situation and the outside world. Van den Aardweg and
Van den Aardweg'{1988:212) alsg malntain that elder
siblings tend to serve as raole models for younger
siblings and they also act as surrogate parents aﬁd
disciplinary figures, taking on parental
respaonsibilities and cantributing to the <child’'s

emotional security, sense of belonging and écceptance.
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1f the relationships with younger siblings are hostile.
anxious and resentful, then insecurity and hostility

may result.

In Black traditional society the youngsters considered
their elder brothers and sisters as "educators”.
Cemane (19B4:15) argues that the traditional methods
used were informal; the young person  learnt by
participating 1in activities alongside their elders.
"Even in infarmal evaluation, discipline was a basic
requirement for effective 1learning by the child. Both
children and adolescents were engaged in participatory
education through ceremonies, rituals, imitation,
recitation - and demonstration. In this way children
were given an opportunity to learn how to 1live as

members of their community.

Boys used to look after cattle. When herding cattle
boys were under “ingqweli" (hera) and girls wunder
"ighikiza" (mature young lady}. Here the child was led
into habits of respectfulness, obedience, generosity
and decency, acquisition of general knowledge, a sense
of duty responsibility, +trust, self-reliance, self-

control and ability to defend oneself (Sibisi 198%9:42).

Boys imitated their fathers both 1in actions and in
speech bhecause the father was the embodiment of
manliness and strength. Boys were hardened into men so©
that they could face difficulties with fortitude
{Vilakazi 1962:26). The hard life that was enforced on
boys was often accompanied with corporal punishment
which caused the child tao be reserved in his father's
presence and to be careful of what he did at all times.

As a result boys had & great respect for authority.
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Boys spent most of their time from birth to puberty 1in

the parental home;

Girls helped their mothers with home chares and also
waorked in the fields. From an early age, both girls
‘and boys from an early age were taught to respect
authority. Girls also played a very important part in
that they were regarded as "economic assets"” because of
the "ilobole" that was paid for them when they got
-married. They imitated their mothers and thus became
diligent, faithful and submissive to authority. Girls
were supervised by their mothers untii they got

martried.

The writer is of the opinion, however, that the picture
with regard to discipline is somewhat different 1in
Westernised Black society. It has become difficult for
elder brothers and sisters to physically punish the
yvounger children. Schoeman (1985:74) points out that
respect for elders or those who were in authority used
to be aof paramount importance to every family member.
The junior girls logoked wup to their elder sisters for
their upbringing and discipline. The latter wopuld not
hesitate to discipline the former if she had done
something wrong, even to the extent of physically
punishing her. The younger girls trusted them and had
canfidence 1in them. The family therefore plaved a
major role in that it was the primary institution for
the child’'s education and discipline. Teleki (1989:23)
emphasises this point by saying that children belonged
to the "mation" and it was therefore the responsibility
af every Ttamily member cf society to take the
initiative in the upbringing of the child; consequently

every member of the spciety or family was allowed to



discipline the child towards attaining the correct and

acceptable way of living.
4.6 SYNTHESIS

Hiack people’'s contact with the White man brought about

H "

a new" form of wupbringing for a '"new world" whose
value systems were often diametrically opposed to those
of traditional Black society. So strong was the belief
-in the idea that “imfundo® (school education) was the
sole means of passing the new values and skills to the
ypounger ones, that Black parents at a later stage
preferred White teachers to Black teachers '"because
blacks did not know the secrets of the white man or the
essentials of western civilisation” (Vilakazi
1962:123). APs a result, the relatively "free life” of
the Black <child was then dominated from childhood to
adolescence by "imfundao“". This was one of the things
that considerably altered the life-world of the black
adolescent {(Dreyer 1980:23).

Black sgciety in transition came about with different
varieties of cultural +transformation from a largely
traditignal way of life to a largely westernised way of
life. Young peaple were affected even more
drastically. The traditional group as a meaningful
entity disappeared; the family and household tock on an
apparently Western forum inm which Western clothes,
utensils, etc. became common but lacked a firm social
organisation to guide the members in their confusion,
more especially Black adolescents. The loss of
solidarity, of certainty and "gebaorgenheid"; the
relative independence of the family, the neglect of
kinship and tribal group, education and economic power

led to a new characteristic among the Blacké, namely
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that of individualism. The Black adolescent who in the
past knew nothing else but general conformation without
questicn, came to cherish the typically Western

characteristic of individualism.

Van Schalkwyk (1986:281) believes that black people in
abandoning their own culture, now find themselves
between the traditional and Western cultures. This
generates a lot of confusion among them who now appear
tao live and act according to more than one set of
values. Their way of discipline does not tally with
that employed by western cultures. Dreyer - (1980:253)
conc ludes as follows: “"Thus contradictions,
uncertainty and a struggle for identification,
understanding and acceptance of personal duty became
characteristic of the rising generation in the
transitional society. As a result, elder brothers and
sisters and all agents of informal and formal education
find themselves incompetent and completely uncertain
about the demands aof the mocern scientific and

technological world (Dreyer 1976:1981).

In today’'s modern society the democratic parental
educational style appears toc be the most responsible
one. The parent has to keep pace with the rapidly

changing society and has to adapt his educational style

accordingly. I1f this daoes not happen the educstional
cutcame 1is a poorly adjusted adult who might be
rejected by society. In a family where parents act
democratically and maintain a balanced educational

style the child will grow to adulthood in a similar

wWay . Characteristic of the demaocratic family 1is the
interaction and discussion of 1deas, opinions and
prablems of parents and their children. 1t is through

a democratic approach which invalves taking the child’'s
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ideas and wishes into atcount, as far as possible, in
all family decisions, and encouraging cohildren to make
their own decisions, which can influence the course of
a Black child’'s .life, and ensure that the standards and
values which are important to parents are in large

measure accepted (Margow and Oxtohy 1987:22).

Although the authority of the parent 18 recognised, a

relationship of camaraderie nevertheless exists hetween

parent and child. Democratic parents conduct
discipline 1in such a way that an atmosphere of
affection and security is created. They apply cuorporal

punishment as an exception as only then by applying
corporal punishment as a last resort the child realises
the seriousness of his misbehaviour. In the democratic
family the child 1is expected to develop independence
and yet to conform to adult standards. Children
treated in this way have been found to meet independent
behaviaoral expectations and are socially responsible
(Fretorius 197%9:55). In the 1light of the above it now
becomes necessary to give attention to corparal
punishment as prescribed and applied in Kwa—J7ulu

schools.
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EHAPTER 5

CORPORAL PUNISHMENT IN THE DEPARYMENT OF EDUCATION AND
CULTURE {DEC) IN KWhA-ZULU SCHOOLS

2.1 INTRODUCTION

In this chapter attention will be given to rules and
regulations 1n  Kwa-Zulu schools, the application of
corporal punishment in Kwa-Zulu schaools and the’

negative effects of corporal punishment. .

In the Kwa-Zulu (DEC} system of education, corporal
punishment is <till per&issible in accordance with
departmental regulations. In those cases where
corporal punishment . is pedagogically accountable and
applied the question arises as to what the wvalue of
such punishment is, that is, whether the aim of each

punishment is being achieved (Bester 1978:68).

The value of corparal punishment is largely determined
by the attitude of the recipient. The hypothesis is
that 1f a pupil’s attitude towards physical punishment
is positive that is to say, 1if bhe believes that 1t has
value, he will definitely act positively towards 1%,
The approach and atmosphere in which such physical
punishment 1s meted ocut shaould be pedagogically
accountable. Cn the other hand, when a child 1is
rnegatively disposed towards corporal punishment there
is actually a possibility that such punishment will
intensify his negative attitude and could lead to

dysfuncticonal educaticn (Van Niekerk 1987:8).

The writer feels that lack of understanding and
possible misapplication of corporal punishmeﬁt in Kwa-
Zulu schools has culminated in negative attitudes 1In

many children.
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5.2 RULES AND REGULATIONS IN KWwA—-ZUtu SCHOOLS

For the sake of clarity it 1is necessary to give the
fallowing extract of rules and regulations that govern
the administration of carporal punishment 1n the
department of Education and Culture in Kwa-Zulu schools

(Umnyango 1988:1-24):

{1) "Bubject to the provisions of the Act and the
regulations thereunder, the responsibility for the
maintenance of discipline of the statf and pupils

of a school shall vest in the principal.

(2) If a pupil at a school behaves in a manner which
is gr may be prejudicial to his training, the good
name of the school, the main?enance of order and
discipline at the school or the proper perfaormance
of the activities of the school, disciplinary

measures may bhe applied to him, including:

{a} the imposition of work as a punishment by the
principal or a teacher authorised by the

principal for that purposes;

(b) withholding of privileges by the principal or
a teacher authorised by the principal for

that purpose;

(c} the administering of corporal punishment in

terms aof sub-~regulation (4);

{(3) Disciplinary measures shall be applied 1in a
reasonable and Jjudicious manner, shall he
appropriate to the offence committed and shall

serve mainly as a measure in the interests of the
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{4)

(3)

{(6)

(7)

(8)

(7}

pupil and for the maintenance of discipline and

the good name of the school.

Corporal punishment may be administersd only 1in

cases af gross neglect of duty, insubordination,

truancy, wilful damage to property, theft,
dishonesty, flagrant lying, assault, bullying,
indecency or other serious misconduct and shall be

inflicted only by the principal, a deputy or vice-

principal or by an assistant teacher in the
presence of the principal. .
In no case shall corporal punishment be

administered to any girl.

Corporal punishment shall not be cruelly
administered, and not in the presence of other
pupils, save in the rcase of joint offenders, who
are awaiting or have received corporal punishment

in respect of the same offence.

Corporal punishment shall be administered only on
the buttocks with a cane not exceeding 75cm  in
length and 1,2 cm in diameter, or a leather strap
of not less than 2,5cm in width, and with due
regard tao the age and physical condition of the
pupil and in no circumstances in such a manner as

to cause permanent bodily injury.

Carporal punishment shall under no circumstances
be administered to & pupil suffering from some
physical defect, without the consent of a medical

afficer.

The number of strokes that may be administered

during ocne day shall not exceed four.
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{10)

(11)

an entry of each punishment shall forthwith be
made by the principal, in &2 book to be kept for
the purpose, which shall at any time be open for
inspection by an.-inspectnr of education acting in

terms of section 28 of the Act.

The Secretary shall issue rules for the guidance
of principals in carrying out the provisions of

this regulation.

Suspension and expulsion

(1)

(2)

If a pupil conducts himself in such a way that in

the opinion of the principal the cantinued

attendance of such pupil would be detrimental to

the welfare of the school as a whole or of the

pupils, the principal shall:

(a) if in his opinion it 1is a .case of grave
misconduct, immediately suspend such pupil
from attending his schaol and submit a full

report to the Secretary, or

(b3 if in this apinion such conduct does nat
amount to grave misconduct, inform the
pupil’s parents or legal guardian by notice
in writing of the facts and shall state that

on a4 recurrence of such or similar conduct

the pupil may be liable to be expelled from

school.

On a recurrence of such or similar conduct iIn
respect of which the principal has issued the
written notice and the warning as provided for in
sub-sectiaon (1) (b)m the principal shall confront

the pupil about his conduct and afford him the
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(3)

(4)

(3)

opportunity to present his version of the case 1in
writing, or verbally, in the presence of the
teacher or other witness and after consideration
aof the pupil's side of the case, the principal may

suspend him from school.

Notwithstanding the provisions of sub-regulations
(1) and (2), after consultation suspend a pupil
from the schaol if he commits an offence which in
the opinion of the principal sericusly prejudices
or is potentially prejudicial to the maintenarrce

of order and discipline at the school.

Upon receipt of the principal’s report as provided
for in sub-requlation (1) (a), the Secretary may,
after further enguiry if he deems it expedient,
order the expulsion of such pupil from such school
and he may also prohibit him from attending any
schoaol which is subject to the control,
administration and supervision of the Department

in terms of the Act.

Upon the suspension of any pupil in terms of the

provisions of this regulation:

{(a) such pupil:

(i} shall farthwith vacate the school
premises and, wunless the principal nas
directed otherwise, any schocl hostel
made available far the purpose of his

accommodation; and

(ii) shall not, save for the purposes of an
enguiry as hereinafter provided, be on
the premises of such school, including

any playground;
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(b) the principal shall forthwith:

(1) notify the parents or legal guardian of
such pupil in writing of the suspension

and of the reasons therefore; and

{i1) submit a full report to the governing

body.

(&) Notwithstanding the provisions of sub-regulation
{1y, (2}, (3), (4) and (5), the principal nmay
summarily expel any pupil from the school if such

pupil:

{(a) intentionally violates any regulation made in

terms of the Act.

{b} in or outside the buildings or on or off the
premises of the school, conducts himself in a
manner which, in the opinion of the principal
or an inspector, is or vould be seriously
detrimental to the maintenance of order or

discipline at the schoalj

(c} intentionally damages, destroys, uses or
appropriates property of the schoogl or any

other person or body;

(d) unlawfully refuses to obey a legitimate
instructian given by the principal or a
teacher authorised for that purpose by the

principals;

(f) intentionally gives false information to the

principal or to any teacher;
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(g)

(2)

{g) 1is convicted by a court of law of a criminal
offence which, 1in the opinion of the
principal or an inspector is sufficiently

serious to warrant disciplinary action;

(b)Y dincites, intimidates or instigates a fellow
student to violate any regulation or

instruction made in terms of the Act;

(i) takes part in or instigates a boycott of
classes or school functions, or takes part.in
or instigates protest. marches, sit-ins or

riotous actiong

(i) arranges or participates in any meetings or
gatherings _without the authority of the

principal;

{k) prevents or attempis to prevent any teacher
ar member of staff from carrying out bhis

normal dutiess

(1} conducts thimselt in a disgraceful, improper

or unbecoming manner;

{m) possesses or uses a hahit-forming drug
without a prescription from a registered

medical practitioner.

A parent or legal guardian of a pupil expelled
from a schoo! situated on a farm, mine, factory or
hospital premises may appeal to the controlling

body, whose decision shall be final.

An appeal against a pupil‘s expulsion from a

Government-aided, community or private school, may
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be made to the Minister whose decision shall be

final®™.

5.3 CORPORAL PUNISHMENT IN KWA-ZULU SCHOOLS

3.3.1 Availability of the rules and regulations
The concept "available” means “"obtainable or
accessible; capable of being made wuse af; at hands"”

(Hanks, Long and Urdang 1980:9%}. This means that
every teacher should be able to obtain the;e
regulations whenever the need ar;ses. In other words,
regulations must always be accessible so that carporal
punishment may be meted out strictly in accordance with

these rules.

When the writer decided con the theme of this study it
became essential for him to get hold of the official
gazette for corporal punishment 1in Kwa-Zulu schools.
It was an incredible experience for him when he went to
so many schools (19 schools) and they did not have a
copy of these rules and regulations. after having
visited these schools and having not found one, the
writer was led to believe that possibly such rules and
regulations were unknown to both principals and their
teachers. Ngobese (1991) clearly stated that these
regulations are not available and as a result teachers
rely on the principal’'s guidance. It is essential that
every teacher should know these regulations (Department
s.a.23). Even saome clrcuit inspectors that the writer
approached were ~unable to furnish him with these
regulations ... ALl that he was shown was what appears
in the guide for principals of schoals which reads as
Tallaws "Requlation 7 of Gaovernment Notice No. R2238
of 4 November 1977; Regulations regarding the admission
cf pupils to, the contral and treatment of pupils at,

and the suspension and expulsion of pupils from
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Government Schools, must be strictly adhered to  (See
Annexure A}'. When the writer had read and understood
the above he then asked if he could get hold of
anfnexure A as per reference. A certain inspector
answared that at that moment he did not have one
available at all. This further led the writer to
believe that regulations governing physical punishment
were possibly alsc not known to baoth  teachers and
inspectors. After almost giving up hcope of getting
hold of a copy one was eventually obtained from a

certain Kwa-Zulu college of education.

3.3.2 Teachers™ uncertainty

According to Burchfield 1980:79) '“uncertain" means:
"l. In an uncertain or variable manner, at random, by
chance or accident. 2. Without definite result,
caurse, or aim. 3. Without clear or definite

knowledge gr statement; doubtfully, undecidedly."”

Considering the difficulties the writer experienced in
obtaining a copy aof the relevant rules and regulations
pertaining to corparal punishment in Kwa—-Zulu schools,
it becomes clear that many teachers have 50 clear or
definite knowledge of the existing regulations that
gught to be taken into account when corparal punishment
is being meted out. Even when they are aware cof the
regulations teachers more often than not disregard them
(Van Zy]l and Duminy 19746:57). This means that pupils
tend to be punished without due regard for the

regulations.

Sithole (1990) argued that many Black teachers carry a
stick when they go to class. GShe belies that this 1s
to declare war on the child. Generally, punishment is
used anly in respanse " ta repeated misbehaviour. It is

a "treatment” of last resort for students wha persist
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in the same kinds of misbehaviour despite continued
expressions of concern and explanations of the reasons
for rules (Gunter 1988:1463; Landman et al 1989:15; Van
Zyl and Duminy 1976:5&8). Umnyango (1988:11) stipulates
that corporal punishment may be administered only in
cases of grass neglect of duty, insubordination,
truancy, wilful damage to property, theft, dishonesty,
flagrant lying, assault, bullying, indecency or other
serious misconduct. Mouly (1982:43) also supports this
statement by saying that punishment may be used where
there has been gross misbehaviour such as unabaﬁgd
disrespect far classroom or school regulations,
defiance, bullying, physical attack and vandalism.
While there are occasions when corporal punishment may
bhe used, it should be used sparingly, since its adverse

effects outweigh the ohjective for which it is used.

Many teachers do not differentiate between boys and
girls when meting out corporal punishment. The
regulations state that corporal punishment shall not be
administered to any girl. One finds that both girls
and boys receive corporal punishment alike, and this
often exceeds the maximum number of four strokes that
are to be administered during one day (Morgén 1990:96) .
All schools keep a punishment book as such regulations
require. The administration of physical punishment
should be witnessed. Any -punishment inflicted should
be_entered in a punishment bgok or register as  such
regulations require recording the following (Department

S.a.:30):
- name of the pupil;
» nature of the offence;

- punishment imposed;
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- number of strokes inflicted and the instrument
used for the purpose, in the case of corporal

punishment;

- date on which punishment is inflicted or imposeds;

- name of the person who inflicted or impaosed such

punishment; and

. name of the person, if applicable, under whose
supervision the punishment was inflicted or

imposed.

Corporal punishment in Black schools is mostly
administered in the primary school which results in a
high number of drop-outs (Ngobese 1991; Dumisa 19%1;
Sithole 1991). If the teacher is wuncertain about the
rules he cannot instil trust in his pupils when meting
aut corperal punishment. He is not consistent in
applying corporal punishment because of a lack of
. knowledge of the regulations. This 1leads to mistrust
and misunderstanding of the disciplinary value of

carporal punishment.

5.3.3 Controversy regarding the use of corporal

punishment

According to MacDonald (1979:283) “controversy” 1mplies
"a debate, caontention, dispute, a war of opinions,

in books, pamphlets, etc.”

Ngobese (19%1) argues that the controversy of carporal
punishment stems from the fact that rules and
regulatiaons that govern corporal punishment were made
by people outside the Black cultural group whbse norms,
values, beliefs and philosophy of life are different

from Black culture. He further states that as Black
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teachers do not know the regulations on corporal
punishment, the tendency is to adopt the style that is
being wused at home and make use of 1t in the
educational situation. Corparal punishment as meted
put in the Black family is very differemt from those
rules and regulations by the education department.
Ngobese (1991) points out that such controversy 1is
being caused by the fact that Blacks were not part and
parcel of these rules and regulaticons when they were
farmulated. He contends that the manner in which
caorporal punishment is applied in White culture differs
from the style 1t is imposed in the Black culture. The
philosophy of 1life of the people concerned should
always be taken inteo account when such rules are being
formulated because they eventually affect the
relationship between the Black child and teacher. This
means that the people whose children will be governed
by such rules and regulations should be incorporated
when these rules and regulations are designed. This
could in & way alleviate the dispute that exists

between the teachers and the young people.

Because the rules and regulations governing corporal

punishment were made by people outside the Black
culture implementation will not have the desired
results. Children experience difficulty in the
understanding of alien disciplinary corporal
punishment. This leads to the breakdown 1in the
relationship of trust, understanding and authority

between the child and educator.

5.3.4 Misuse of corporal punishment

According to Hanks, Long and Urdang (1980:944) 'misuse”
means "1. erroneous, improper, or unarthodax use. 2.
cruel or inhumane treatment. 3. to use wrongly. 4.

to treat badly or harshly."®

140



According to ‘the relevant regulations, corporal
punishment shall be administered only on the buttacks
but this 15 often not the case. Van den Aardweg and
Van den Aardweg (1988:52] stress that caning is
administered to the student's buttocks while he is in a
"touch your toes” position. The site for inflicting
pain ranges from the ears, the face, the side and back
of the head ta the chest, legs, the backs of knees,
calves, thighs, the back hands, knuckles and feet
(McKendrick and Hoffman 1990:350).

Umnyango {(1988B:5) states that phyaical punishment shall
be administered with a cane not exceeding 73 cm in
length and 1,2 cm in diameter, or a leather strap of
not 1less than 2,5 cm in width. The instruments used

include riding crops, balled fists, fan belts, ordinary

dusters, windaw cpeners, leather thongs, aerials,
hosepipes, strips of tyres and waterpipes (McKendrick
and Hoffman 1990:350). Van den Aardweg and Van den

Aardweg (1988:52) support Umnyango (1988) by saying

that the instrument used is the cane.

Umnyango (1988:3) further stipulates that corporal
punishment should not be cruelly administered. Dumisa
{1991} says that use for pencils in the area of pain
infliction has been discovered. The pupil is
instructed to place the palms of his or her hands
together with fingers cutspread. The pencils are then
placed between the joints of the fingers and the ends
together. Rice (1986) cantents that pinching and nhair
pulling occcur frequently. Ears are pulled and they are
also baxed. Children are being kicked, slapped and
punched and have alsao been flung against the wall.
They have also been instructed to do exhausting
physical exercises surh as frog jumping, crouching on
the heels with the arms stretched front and holding

stones above the head.
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Docking (19B2:10Q) points ocut that pain is evil when 21t

is 1inflicted far no good reason. Punishment contfirms
the existence of a moral arder. it 1s thus related
more to discipline than to contral. Discipline 15 3

compulsion to which it is correct to submit (Mlondo
1990:94) . This is where both the teacher and the pupil
submit to requlations because they are valuable. It 1s
evident that the regulations are broken by principals
and teachers on numerous occasions and 1n  numerous
@ays. According to McKendrick and Hoffman (1990:347)

regulations are broken with respect to the following: |
- the location where punishment is administered;

. the majority of beatings occurred in the classroom

on the body where pain is inflicted;

. the hands and parts of the body other than the

bottom are favoured;
- the regulaticn exists almost in theory;

. the severity and manner in which the assault took

place;

- damage ranges from broken skins and Jjaws to

concussion and even death of a2 fellow scholar; and

. numerous unjustifiable reasons for administering

corporal punishment.

Mlondo (1990:92) points out that physical punishment if
conducted unlawfully leads to coffences like assault and
battery. 1f the physical harm becomes sericus the
charge 1is assault occasioning baodily harm or assault
leading to grievous bodily harm. Once death results

the charge is manslaughter or murder {(Newell 1972:81).
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The cnild relates corporal punishment to authority and
discipline when it 1s meted cut 1n proper way. When
corparal punishment 1s misused the relationship of
pedagogic autharity ceases to exist. Furthermore, the

child loses confidence in authority in general.

53.3.5 Offences for corporal punishmenit.

The regulation (Department s.a.:30) clearliy states that
corparal punishment may be administered only 1In cases
of gross neglect, truancy, insubordination, wilful
damage to property, flagrant 1lying, thett, dishonesty,
assault, bullying, indecency or similar offence. In
many 1instances children are physically punished even

for minor misdemeanours.

Children have been physically punished “"legally" and
otherwise far any number of offence. The variety is so
great that offence can be sorted into the following

categories (McKendrick and Hoffman 1990:348-349)"

- Scholastic category

. Sport related offence

- Music related offence

- Personal appearance related misdemeanaurs
- Behaviour related misdemeanours

- Miscellaneous

{1) Scholastic categorvy

- failure ta perform in any number of subjects;
- not reaching the standard set for the pupilg
- not writing down homework;

- not doing homeworks;

- mistakes in compasitiong
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- not attending afternpoon study;

- leaving books at home;

- not doing memorandg of old examination papers;
- not submitting the correct book;

- not writing tests; and

. being late for class or school;

{2) Sport related "offence"

. boys caned for being offside in a soccer matchs
. for laosing a rugby match;

. for not attending a rugby practice;

. for not batting properly in a cricket matchj

. to build up team spirit;

. for not clapping during a match; and

. for talking during the start of a swimming event.

{3) Music _related “offence”

. Children caned for playing with the fluff of the

carpet during a music lessong
- girls trashed for not singing during assembly;
. being late for choir practices
- ngot being able to sing in tune;
. missing a cue in a play; and

. "going off"” during the rehearsal of music.

{4) Personal appearance related "misdempeanours®

. a boy with lbng hair;

- caned for hair that 1s too long, permed
uncombed;

. wearing +trousers not made of flannel fabric
untpolished shoes;

- not wearing correct uniform;

. leaving the shirt hanging out of the pants; and

. girls who wear nail—-polish.
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(2) Behaviour related "misdemeanours”™

- Swearing, not replying to the teacher;
- snickerings;
. fighting in the playground;
- being cheeky;
- flicking papers over the shoulder;
- rocking the chair on which the pupil sits;
.- making a noise outside or inside the classrcom;
- smokingj; and

. running in the corridor. .

(&) Miscel lanecus

. caned for being a member of a class in which
someone or something had evoked displeasure of the

teacher.

When a child 1s punished for an offence which is not
deliberate, for example missing a cue in a music play,
he loses confidence 1in himself, the teacher, the
subject a&and school in general. Absence of confidence
results in the absence of the relationship of trust and

understanding.

5.4 Negative effects of corporal punishment

The negative effects of corporal punishment are
numercus and vast in scope. The following are some of
the frequently . documented - effects of corparal

punishment (Holdstock 1985:5-8; McKendrick and Hoffman
192790:333-361) ¢

- EBducational impairment
- Psychological damage
. Psychosomatic effects

= Sexual deviations
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- Moral atrophy

- Psychophysiological conditioning
- Interpersaonal harm

. Physical injury

- Violence breeds violence

5.4.1 Educational impairment

Rigid discipline, punishment and teachers who are
- negative models tend to produce depressed achievement
scores, regardless of student potential at entry. Fear
of school, fear of teachers and aversion to
educationally related matters generate educational

impairment (Holdstock 1985:3).

According to Hentoff (1%973) punishment causes a
deterioration in the learning "process” and it leads to
the inhibition of learning other than the acquisition
of skills. Punishment c¢reates fear (Behr et al.
1988:74). This can also prevent a child from engaging
spontaneously in activities. On account gf fear a
child may withdraw from a challenging predicament.
This may become a behavioral pattern in _that he is
daominated by incompetence and insecurity (Travers
1972:24). If this behaviour continues unchanged, 1t is
likely to continue in adulthood in the form of anxiety,
neurosis and phobia (Behr et al. 1988:76). Seeing that
aversion is directed towards everything concerning the
school, the child withdraws whenever possible from the
punishing situation. Truancy, tardiness, dropping out
of school and poor child-teacher relationpships are the
result (Bongiovanni and Hyman 19783 Boaren and Coleman

1970; Meacham and Wiesen 196%; Skinner 1984).

5.4.2 Psychological damaqge

According to (McKendrick 11990:356-3771} a number of
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studies have indicated scores of psychologically

damaging effects of corporal punishment, Physical
punishment enhances aggression and violence. FPerhaps
there is no aggression and viglence. FPerhaps there is

no greater agreement among climilcal observations and

research literature anywhere than that relating to the

finding that: aggression breeds aggression and that
violence 15 a learned response. Other psychological
effects 1include generalised anxiety, fear of school,

dislike of teachers and authority figures, inhibited
shy behaviaur, accident proneness, masochism, gquilt,

depression, sulcidal tendencies and even suicide.

5.4.3 Psychosomatic effects

According to Kirkpatrick (1989:1071) “psychosomatic”
implies "a physical disorder caused by or influenced by

the patient’'s emotional conditionm."

Skin problems, sleeplessness, nightmares, teadaches,
muscle tension, stomach upsets and listlessness have
all been reported in response to corporal punishment
{Holdstock 1985:4). These are the effects‘af anxiety
and tension ctaused by corporal punishment. [t is by
way of the body that a child relates to the world and
to other people. A child with & blemished skin is
painfully hesitant about forming social relationships
{Vrey 1990:1468). Even relations with one’'s gown body
can be humiliating or unpleasant due to the scars

caused by physical punishment.

5.4.4 Sexual deviatipns

Corparal punishment directed +to the buttocks 1s &
significant factor in the emergence af sexwually deviant

behavigur: "Trauma in childhood, including corporal

punishment may be assaociated with an interpretation of
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normal sexual development and lead to numerocus other
forms af disarder” {Alexander and Ross 19641:104).

Corporal punishment in childhood can lead to sexual

deviation {Livingstone 1%973). The chilid finds
difficulty in engaging in normal heterosexual
relationships because of lack of trust and

understanding due to corporal punishment.

Persaonal conversations with children indicate that
instructions must rest on two bases: a relationship of
unconditional acceptance hetween educator and child and
secaondly, authentic instruction without moralising. it
is the educator wha must provide the right climate of
positive relationship, affective atmosphere and self-
disclasure in which authentic information can be
imparted and in which the child feels free to discuss
intimate problems without embarrassment to either party
(Vrey 1990:173). Vrey (1990) concludes that sexual
relationships between children are a fact. Their
nature and quality can promote either self-realisation
or sel f-destruction and therefore responsible

pedagogical help and support are a matter of urgency.

5.4.5 Maoral Atrophy

The viplation of body space and invasion of children’s
privacy which take place during physical punishment,
send the message to them that adultis have special
autharity over their bodies as well as the right to
inflict pain. it also disempowers and prepares the
ground far them to become victims as in many sexually
abused cases (McKendrick and Hoffman 1980:39). Merely,
by being & helpless witness to psychological bullying
and violent classroom management, children Iearn to
negate their inner experiences. As a reéult they
become passive and psychologically numb, losing much of

their empathic ability. Physical punishment praoduces
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personalities that lack a sense of will independent of

the commands of autharity {(Stensrud and Stensrud 1981).

5.4.46 Psychophysiological conditioning

Functions of the automatic nervous system like heart
rate, blood pressure, skin resistance, gastric
secretions, blood vessel dilation, hormonal secretions
are thrown 1into turmoil during physical hurt and
psychological abuse. Since automatic functions
condition extremely rapidly, they are then associated
with the conditions - teacher, subject matter, school
and education in general - which caused their arpusal.
If such an association has been formed between the
autonomic function and the school situation 1t is
virtually impossible to extinguish. Optimal learning
occurs when one is relaxed, and being relaxed 1mplies

more than just appearing relaxed {(Holdstock 1985:7).

S5.4.7 Interpersonal harm

Corporal punishment drives out love, trust and intimacy
from adult-child relatjionships in the home.and in the
school. Children are therefore not prepared to become
co—operative, praogductive and self-maotivated adults.
The teacher 1s the first important authority figure
outside the family that the child msets. The classraoom
is the first formal social situation. The other things
the school also determines long-term ethical values and
behavioral traits. The employment of corpaoral
punishment therefore, perpetuates the 1ills 1in our
society that we would 1like to eradicate (Holdstock

1985:17; McKendrick and Hoffman 1990:36).

Interpersanal relaticonships that are based- on  power
rather than communication has far reaching detrimental

effects on establishing and maintaining intimate and
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loving relationships. Health werkers regard primitive
behavicur by adults as a form of delayed revenge
taking. Though being corporally punished may not
always damage every child thus treated, it does damage
every punishing teacher. The "hitting  teacher"”
eventually assumegs a habitual response to children in
general — one of profound dislike and being surrounded
by them, is in a state of constant readiness for
aggressive action. As a result the essential skills of
a good teacher - patience, trust, understanding,
respect the ability to generate enthusiasm for learning
in . all kinds of children have little opportunity to

develop in such circumstances.

5.4.8. Physical injury

According to Holdstock {1985:8) nine c¢hildren are
treated in Soweto clinics daily for injuries suffered
as a result of corporal punishment at schools. Besides
brokemn Jjaws, broken teeth and head 1injuries have been
reported, as have cracked ribs and fractured wrists.
Even younger pupils have been reparted to have died
following severe physical punishment. . Physical
injuries Torce children to be absent from school which

leads to poor academic performance and early dropouts.

5.4.9 Viaolence breeds violence

Aggression becomes Justified as a teacher—-sanctianed
method of problem—sclving. Teachers who were caned by
their parents tend to use physical punishment in the

classroom (Bongiavanni and Hyman {(1978:67).

Evidence shows that in schools where children are
physically punished, such treatment, often reﬁresents a
first 1lime of approach. As a result the relationship

between teachers and children will be undermined by
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fear; resentment, hostility and suspilcion. It 1is
unlikely that such a pedagogic situation, devoid of
trust, can contribute anything to the development of
responsible adul thood. Walters and Grusec (1977:148)
point out that if parents employ corporal punishment on
their children they will become physically aggressive,
whereas if they rely on other forms of punishment then

children are less likely to become aggressive.

The following are some of the findings against corporal
punishment (Van den Aardweq and Van den Aardweg

1988:03; Bester 1978:5~%9):

. the moment the teacher uses the cane he is

admitting his failure as a teacher;
- it 1s a teacher conveniences

- punishment is most harmful when used for adult

retribution;

- it permits the continuation of the authoritarian

cancept;

- 1t breaks the child’'s spirit and tends to weaken
the sense of guilt on which hope of improvement

depends;

- it increases the pupil's feelings of anxiety,

hostility and inadegquacy;

- education is intrimsic in value and fear should

never be a motivating force; and

- Children regard corporal punishment as demeaning
and revengeful, a means whereby an adult takes

advantage of his physical superiarity.
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2.3 SYNTHESIS

Although there 1s a set of rules and regulations
governing corporal punishment for DEC schools, these
are however not available in all schogls. If they are
available they are not strictly adhered to. In most
cases teachers are uncertain about the implementation
af these rules and as a result such rules are abused.
The philosophy af life of the Black community tends to
influence the way in which corporal punishment is meted
ocut 1n Black schoals. Because of the inconsistency
that the teacher creates at school the child finds

himself in a state of confusion.

The Kwa-Zulu official gazette epnumerates all types of
misdemeanours that warrant corporal punishment but
teachers basically punish children even for minar
infractions. In many instances physical punishment is
meted out anyhow. Accarding to the rules and
regulations the instrument used should be the cane and
caning must be administered to the student’s buttocks
while he is in a "touch your toes" position. Corporal
punishment is accepted for certain offence for boys and
not for girls and is part of the school system
occurring frequently and regularly. Such punishment 1is
of course, prohibited in our schools in  the RSA except

when administered by the principal of the school or by

his appointee. At all times 1t should be a last
resort. The number of strokes meted out should be
recorded in the punishment book and be readily

available.

Unfaortunately it is not possible to determine the exact
frequency of legal corporal punishment in ogur schools.
The regulation clearly states that any punishment
inflicted shall be entered 3in a punishment register

{Department s.a.:590}. To ochtain such data is a virtual
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impossibility. While this means that the responsible
autharities are neglecting to reveal the extent to
which corporal punishment 1is administered, it could
also mean that they are insufficiently concerned to

record the compilation of overall figures as important.

The incidence of negative effects can only be
alleviated if teachers respect the regulations
concerning corporal punishment. To protect both the

teacher and the child, it is essential to comply with

these regulations. .

One cannot deny the fact that the need for corporal
punishment is greatest where there are overcrowded
classrooms, inadeguate and unsafe school buildings,
harassment of over-warked, underpaid, unqualified or
under—-qgualified teachers, over—zealous and
inexperienced supervisors, lack - of cammunity
understanding, frustrations of youth in today’'s rapid
social changes which result in confusion and

uncertainty in both the educator amd the child.

In the long run it would therefore be wise to note that
the manner in which corporal punishment is meted out,
the child to wham it is applied, the motive and the
sgund reason far its administration should be
objectively and most carefully assessed with the effect
an the child te the fore. All this is of paramount
significance for respansible and accauntable corporal
pgnishment which- will be discussed in +the following

chapter.
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CHAPTER &
ACCOUNTABLE ADMINISTRATION OF CORPORAL PUNISHMENT
6.1 INTRODUCTION

According to Van Rensburg and Landman (1984:2538) the
concept “accountable"® means  “to give a rational
explanation, to be responsible; capable of being
accounted for ar explained.®

Emphasis must always be laid on positive support in
education. Man has a tendency to do wrong and to
viplate what ought to be. 1t is therefore necessary to
sometimes révert to counteraction in education.

Despite the best of intentions, methods and educative

media, transgressions still aoccur. The educator must
give attention to the impermissible, more especially
when it takes place continuously. Transgressors need

sympathetic authoritative guidance and assistance to

improve their actions so as to confaorm to that which

ought to be. Van Rensburg and Landman (1986:399)
assert that the best method to maintain order is to win
) the confidence of the transgressor. Sometimes
punishment measures such as admonition, isoclation,

detention, work, deprivation of privileges, temporary
aor permanent suspension or even corporal punishment are
necessary. Many of these primitive measures cannot,
however, be freely recommended. when punishment is
necessary it implies that something has gone wrong with

positive guidance.

Pedagogically accountable punishment encompasses the
following four oblectives (YVan HRenshurg and Landman

1984:427}):
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. Reform : if punishment is necessary, the
educator will have te decide
whether it will have a reforming
(rehabilitating} influence, and if
it is so0, what punishment to

exercise;

- reprisal : penance indicating the
transgressor’s desire to rectify
what he digd wrong and also
compensation in the case af

material damage;

- protection: Judiciously it concerns the
protection of society against a
transgressor - in education this is

of less importance except serious
cases af punishment such as
suspension; and

-« Tear it is doubtful if it is of any

permanent value to frighten a child
in education punishment  of this
kind is out of proportion  1in
relation to the actual
transgression; punishment - 1in
education should be very persgonal
and therefore it cannot be used to

frighten the child.

In education the teacher realises that he has to show
his disappraoval 1f the child does or wants to do the
educative intervention. As a result the educator

should have clarity as to the significance of carparal
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punishment as a means of intervening educatively

{Landman et al. 198%9:13).
6.2 THE NECESSITY OF DISCIPLINE IN EDUCATION

Mouly (1982:29) points aut that discipline was
maintaimed historically in order to enable learning to
take place without interruption. This rationale 1s
sti1ll wvalid today but it.can be argued that currently
discipline 1is maintained with the  aim of making t?e
total “"growth" of the pupil feasible. Behr et al.
(1988:7?2) contents that discipline is perceived as
punishﬁent, contral or training intended for self-
regulation of a child's behaviour. This implies that
pupils need further “"spcialisation” which will enable

them to be masters of their own behaviour.

Discipline 15 the means by which the educand comes to
self-discipline (Van Zyl and Duminy 1976:50). It
should be borne in mind that im any social group
discipline is essential. This means that order must be
malintained. The school as a social institution needs
control by some or other authority. Discipline is
essentially a commitment to a certain way of doing
things according toc the narms of decency. The writer
agrees with Van Zyl and Duminy (1976:50) that it is
wrang to interpret discipline and punishment as
synonymous because punishment is only one disciplinary
measure. I+ means that all the forms of positive help
which the child 1is given in the cpurse of his
upbringing are disciplinary measures. Positive
guidance should be a dominating aspect in the rearing
of children 1in the sense that it is the preventive

aspect of discipline.
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Van den Aardweg and Van den ARardweg (1988:1461}) state
that there is no child that can develop positively
without the assistance of the educator. This 1i1mplies
that if the child cannot reach or deviate from that
which 15 right, acceptable and proper, the educator
must 1intervene and assist him personally. The fact
that & child is helpless reveals that he is a being who
must be educated (Nel and Urbani 1990:7). This means
that the essential characteristics of Man must be
regarded as potentials which must be actualised with
the assistance of an educator. McCabe (1991:135)
formulates as follows: "I don‘t see the harm in a
parent giving a child a quick smack on impulse, 1f the
child 1is pushing the 1iﬁits. It's far better to
express your irritation in a gquick, physical way than
to bottle it up, when your anger is almost certain to
turn into something worse. If you hesitate to take
control when necessary, your child will end up feeling

very insecure.”

futhority is deeply roocted in the educaticnal situation
and the relation of authority between edpcator and
educand is an essential characteristic of the
phenamenon of education. Education without authority
and its exercise over the child, that is, discipline,
is impossible (Gunter 1988:148). He motivates this

statement as follows:

. A child enters the world completely 1ignorant,

injudicious, clumsy, unskilled, irresponsible,
undisciplined, dependent, and incompetent. He
therefore seeks help. He has the wurge and wants

to overcome this negative aspect of his existence
and thus becomes self-reliant and free. He cannot

do so on his own. This is the reason why he 1s 2

157



particularly dependent being in great need of

help.

- No child 1is naturally good. He testifies that the
desire for the good, the beautiful and the true :is
naturally present in him. The desire to become
samebody himself is latent in him. He 1is also

inclined +fowards evil and that evil ways are

congenial to him. He is born with potentialities
for good which must be nurtured, enccuraggd,
developed and consolidated. He is also born  with
potentialities for evil which have to be

controlled, curbed, regulated and canalised.

- The educator’s authority 1is not alien to the

child’'s nature unless it 1is exercised in a
sympathetic, wise and meaningful manner. 1t 1is
unreasonable to punish a child who did not

purposely commit & wrong, alsc it is useless to
punish a child who erred deliberately ({(Mlondo

1990:171).

Success in  teaching depends on  the ability of the
teacher to maintain order. Pumitive measure may be

necessary at times to emphasise the disapproval of

certain actions (Van Zyl and Duminy 15%76:51). in  the
educational - sense, corporal punishment 1s meant to
reform the transgressor {Van Rensburg and Landman
1986:427 ) . Without tact, patience, wisdom and

encouragement, corporal punishment will not convince

the transgressor of the goodwill of the educator.
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6.3 THE SOURCE OF THE EDUCATOR'S AUTHORITY

According to Landman et al. (1989:8B) the intimacy of
the trusting educative meeting or encounter makes an
increasing intensification of educative authority
possible. This means that the teacher's intensive,
authoritative guidance and the «child' s compliance with
authority become possible. It is precisely upocn this
necessity for authority that the duty and the right of
the educator to exercise authority is founded. It }5
possible for the teacher to address the child and
appeal to him to accept responsibility. As the bearer
of authority, the educator occupies a position of
honour in the child’'s education; he has a responsible
function to perform and may not leave the child to his
own devices, but has the bounden duty and the right to
exercise his authority on behalf of the child for the
sake of bis progress on his way to adulthood that

befits a human being {(Gunter 1988:132).

The parent is a natural bearer of authority (Rich
1982:14; Gunter 1988:152). He therefore exercises
authority over his child and leads him with suthority.
Parents have the right +to use corporal punishment on
their children so long as 1t is reasonable and does not
harm or 1injure the child (Rich 1982:14}. Both the
adult and the child are +to be held responsible for the
success of the child’'s education. Van Niekerk
(1987:11) argues that the adult is the o©one who should
mainly be called to account for any dysfunction in the
dynamics of upbringing of the child. This means that
when the adult does not take care that the conditions
for adequate education are met, the child is wusually
affectively, cognitively and normatively neglected. It

is his just right and bounden duty to educate his child
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to the best of his ability. In this way the parent
rarely has an excuse when a young child before reaching
puberty fails to actualise his full potential. On the
other hand when puberty occurs, the situation changes

because the child begins to assert his own identity-

The teacher derives his authority from the fact that he
takes the parent’'s place 1in the school because the
pareqt has entrusted him with that part of his child’'s
education which he cannot handle himself. The chi}d
must allow himself to be told what the significance of
his choices and actieons are and what their implications
are in terms of the approvability or disapprovability.
The child 1is told about his duty of accepting

responsibility.

The teacher has also internal authority e.g. his
authority as an expert. He derives it fram the fact
that as an adult over his pupils he commands far more
knowledge, wisdom and experience than they and
represents a specific selection of what 1s good and
what ought to be. If the child trusts his teacher,
that is, the wvalidity of what he explicates and
exemplifies i1n his 1life style, he will be ocbedient to
his authority (Landman et al. 1989:8). This means that
educative maoments clearly reveal themselves as moments
showing the. child’ s obedience or disobedience tc the
authority of the demands of propriety as portrayed by
the authority bearing teacher. The teacher will then
be able to justify his authority authentically in his

educative intervention.
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6.4 CRITERIA FOR EFFECTIVE DISCIPLINE

It must be borne in mind that the educational
relationship involves the educator and the child. For
effective discipline to take place the pedagogic
situation must be underlined by the following

structural relationships (Viljoen and Pienaar 1984:62-

&8):

- The relationship of knowing

- The relationship af authority

- The relationship of trust

- Maintenance of the relation of dialogue

- A clear and consistent policy together with

exemplary living

6.4.1 The relationship of knowing (cognitive relation)

bu Plooy and Kilian (1984:84) point out that it 1s
assumed that amn adult knows himself, has gained much
knowledge about his fellow-men, reality at large, the
reality of education, animals, plants, things and God
(god). This means that as an imitator of relatiaonships
the educator, as a human being, has constituted various
relationships in the course of time. He 1s a bearer of
knowledge. As a result he is equipped to assist the

child to become anm aduit.

In the educative situation the educator does naot only
initiate a relationship of trust but also of knowing.
He must know something about the child’s character, his
attitude, sex, age, physique, his cultural background,
family life, his scholastic and intellectusal

achievements, his dreams and ideals.
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The child who has confidence in  his educator must of
necessity come to know his leader well 10 all the
education situations in which they are bodily and
spiritually together and involved. He and his educator
have to co-operate in coming to know each other

mutually.

Man must know before he can act. The new-born child is
cast adrift in this world; he is uncertain and seeks
stability. Man can, however, be rescued from driftipg
because of his wanting help. The child explores his
world in search of stability and security. Viljoen and
Pienaar (1984:63) say that exploration is the acticn
which establishes the relationship of knowing. They
assert that this relationship has the following

aspectis:

(1) The relationship of knowledge

The relationship aof knowing ils a necessary pre-
condition faor the establishment of an educational
relationship. It means that the prereguisite for

meaningful, educative and effective discipline should
be exercised from, in and through a spirit of pedagogic
love {(Bunter 1988:154). Pedagogic love can be regarded
as a basic form of the pedagogic situation (Van
Rensburg and - Landman 198&6:398). The educator must know
the educand and vice-versa, before they can enter into
an educational relationship with each octher. It mears
that true authority and genuine love are not mutually

exclusive.

Emphasis should bhe laid on  positive support in
education. However, because man has a tendency to do
wrong and toc violate what ought to  be, it becomes
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necessary to sometimes revert to “"counter action" in
education. Despite the best of intentions, methods and

educative media transgressions nevertheless occur {(Van

Rensburg and Landman 19846:399) . I¥ there is a
transgression of order, then corporal punishment should
be aimed at improvement. The way 1in which carporal

punishment is meted out must clearly show that the
teacher is not taking revenge (Landman et al. 1989:14).
Pedagogical love should stem from knowledge, care,
respect, trust, authority and responsibility (Van den
Aardweg and Van den ARardweg 1988:161). A child must
know that a teacher who physically punishes him loves
him and considers him important and that he and Hhis
affairs matter to him. The relationship of knowing
persists throughout the periocd of education: it is a
relationship that involves bhoth settled knowledge and

exploration.

{(2) The relationship of understanding

Understanding means the way in which the educator and
educand have constituted each other in their personal
worlds (Viljoen and Pienaar 1984:64). It is a Questian
of the meaning that one attaches to the other and the
way in which one is influenced by ths other. This
implies that the child seeks to base his decisions on
norms; he 1initiates a relationship with a person who
has knowledge {understanding) of norms and values {an

adult).

Vrey (1990:77) points out that the child needs loving
and caring adults who provide security and a feeling
that he 1is wvalued. An adult is regarded as an adult
because he knows the meaningfulness of trust,

" understanding and authority in  human relations and
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because he can explain it to the child. As a result
the «child bhas confidence 1n his teacher and accepts
corporal punishment as a means of teaching him self-

contraol and self-direction.

The effective pedagogical leader and disciplinarian 1is
the one who is a true friend of his children. The
responsible parent is his child's best friend and the

responsible teacher is his pupil s best friend {(Gunter

1988:15%) . His friendliness should never degenerate
into familiarity,. This would result in them losing
their esteem and respect for him. A teacher should

make his pupils fee]l that he is their interested and
well-intentioned friend. He seeks only the promotion
af their true interests and their happiness in all that
he does including the exercise of his discipline, even

its extreme form of inflicting corporal punishment.

Through bhis trustful being with the child it 1is
possible for the teacher to understand the child’'s
unigueness. The understanding encounter in education
enables the teacher to understand that each child in
becoming adult is different from another. He does not
only acknowledge the child’'s right to be different but
also wunderstands eacrh child's unigue individuality
(tandman et__al. 1989:17). Because of the understanding
encounter both the teacher and the child understand
their responsibility with regard to the demands of
propriety (philosophy of l1ife}) they adhere to. This
understanding makes the acknowledgement of authority of
the educands of propriety possible and strengthens the
child’'s trust to move gradually in the direction of the

exertion 1t reguires to be a proper adult.



5.4.2 The relationship of authority

Langeveld (194%:63) states that the establishment of
authority is one of the major aspects of all education
and every educative action. Without authority and
sympathetic authoritative guidance, adul thood can never

be attained, while acknowledgement of and obedience to

authority are of the best qualities of mature
adulthood. Gunter (1988B:151) corroborates these 1ideas
when stating that: "Education without authority is
impossible and inconceiwvable." This implies that

without authority in some form or other there cannot be
an educational situation and education cannot take
place. The educational acts of the adult as a helping
and supporting guidance of the child in many ways imply

that the educator has authority.

When a person accepts or rejects the authority of
another person, he allaows himself to be told what to
do, or refuses to be told (Viljoen and Pienaar
1984:464). Education 1is a matter of leading and being
led. Leading is inconceivable without a relationship
of authority. In the educational relatiocnship this
relationship of authority becomes manifest in a number
of forms, namely (Du Plooy and Kilian 1984; Vviljoen and

Pienaar 1984:45; Landman et al. 1978:51):

. Allowing (oneself) "tc be told"
- To be addressed
- Being called upen (accosted)

. {Ubedience
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{1) Allowing {oneself)} "to be told"

The teacher camnot escape his responsibility to say to
the child what is proper when they are tcgether 1n the
pedagogic situation. He must direct and accompany the
child on his way to adul thood. The child accepts the
teacher’ s authority and the latter assists the child 1n
his craving for support (Landman et al. 198%9:17) .
Because of the relationship of authority the educator
has something to say to the child and the child listens
to what the educator has to say. The child in turn h;S
something to say and the educator should take heed of
this. The teacher exercises his authority only when
the «c¢hild does not conform with the demands of the
school as a part of society; when the child behaves

indecently and impraoperly.

The child has faith 1in the authority—acknowledging
teacher when he trusts him and knows him well and when
he has sensed that the teacher’'s way of life 1s marked
by sincerity and conviction. This implies that as soon
as the teacher stresses praper behaviour through
corporal punishment the child succumbs willingly to his

words, tao what he commands sympathetically.

{2) To be addressed

When saomebody addresses someone else, it implies that
the hearer or listener knaows why he 1s being addressed
and far what purpose. This is precisely what happens
in the authority relationship at schoal and a2t home.
In the school situation the child is reminded to live
up to the standards and demands of life. Teachers
express their ideas in this respect outspokenly. If

the ¢hild does not respond pasitively, the effective
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educator knows that he will encourage the educand to
respond well. This can be done by way of repeating his
ideas, but now from a different angle and by stressing

something else in comparison with his effort.

(3} Being called upon (accosted)

To make an  appeal to someone means that he should
answer that appeal. This 1is an appeal that requires a
response, a demand that the person under authority
should take a stand. Because of his helplessness t%e
child claims aid from the adult and thereby initiates
the educaticnal relationships (Viljoen and Pienaar
1984:65). 1t is the educator who czalls upon the child
to design his own human possibilities. The child
becomes an educand when he submits to his educator’'s
authority and this is done because he is his educator.
Du Plooy and Kilian (1984:93) claim that the meaning of
being an educator "is not proclaimed by physical or
intellectual superiority, but by his presentation of a

given order which he esteems, because he holds given
values which must be obeyed by himself as well as by

others."”
(4) Obedience

Anything presupposes obedience. Obedience is the act
of listening to someone giving an arder. An order
means that something is conveyed to someone else while
he listens io what is expected of him. That which 1is

expected of him contributes to his well-being (Van

Rensburg and Landman 19845:387). Obedience indicates
willingness to submit to authaority. {VMiljoen and
Fienaar 1984:58353). They continue by stating that

cbedience 1s the way 1n which a person responds to the
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appeal made to him and therefore the course of

humanising to which he pledges himself.

An educator who knows and trusts an educand expects the
latter to obey rules, to comply with commands, to
surrender himselft +to his will actively, i.e. he must
have respect for the authority of the educator (Du
Flooy and Kilian 1984:93). They conclude that in a
relationship of autharity true obedience culminates 1n
the following activities: listening to understand what
i1s demanded and sometimes also why; choosing what tao do
in terms of the demand of propriety, and then acting,
i.e. actualizing what has been chosen. What has been
chosen will reveal what is pleasing to both parties and

what they regard as valuable on the way to adulthood.

£.4.3 The relationship of trust

If one has trust in a person one relies on him. The

concept of reliance is a Ffirm reminder +that bhuman

existence is co—existence (Viljoen and Pienaar
1984:67). Pedagogic love is accompanied by mutual
respect and trust between teacher and pupil, A child

will only be a true disciple if he respects and trusts
his teacher. The trusting, educative encounter is a
relation in which it becomes clear to the child that
the teacher- 1is approachable. The child experiences
that he belongs to the teacher since the teacher aims
at intensifying the bond aof trust between tnem. The
bond between teacher and child is strengthened when 1t
becomes clear to the child that the teacher wanits to
care for him and that he wants to demonstrate fellow
humaneness, thus the teacher respects his being—a-
person (Landman et al. 1989:6-7) . In this relation aof

intimacy the teacher invites the child to stand next to
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him so that they can travel +the route to proper
adul thood. Togetherness 1s one of the indispensable
pedagogical requirements, The child needs support and
security. Suppaort gives the child a feeling of

belonging (Vrey 1990:78).

The educator :s responsible for the realication of this
essential relation of trust. The teacher must inspire
the feeling in the educand that he respects him as a
person and that he has confidence in him and therefore
expects certain things of him. When the child is
convinced that the teacher has confidence 1n him and
respects him, he will also trust and respect his
teacher. In such a climate of mutual respect and trust
there are usually no insclvable problems of discipline

needing unjust corporal punishment.

The educand must experience a trust in his educator who
will help him to acquire independence 1In accordance
with the demands of propriety. The educator should
realise that the presence of the educand faorces him to
assume responsibility with a view to "unfolding” their
association and relationship of trust. Trust is borne
out of love (Du Pleooy and Kilian 1984:82). The
educator should be confident that his charge will be
able to achieve something. On the other hand the
educand must. trust his educator in that the latter will

afford him the opportunities to do something.

From the outset the educand must sense an unconditional
acceptance of him as a person who needs the guidance of
his educator whose presence provides a feeling to the
child of being safeguarded, and which 1is accompanied by
peacefulness, The educator who shows to the educand

his willingness to associate with him and to care for
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him as someone in need, will strengthen the child’'s

trust in an educative-associatian with him.

4.4.4 Maintenance of the relation of dialoque

The educational situation is essentially a dialagical
situation and the relation educator-educand is
essentially an interpersonal dialogical relation.
Oberholzer (1968:66) also emphasises the fact that the
relationship 1in the education situation 1is one of
dialogue. One person, the helpless child, calls for
assistance. The educator answers the call, both of
which are pedagogic in nature and are realised on
pathic and sympathetic levels. It is therefore

essential for the educator, also in the exercise of

discipline, to pay attentian toc wmaintaining the
relation of communication between himself and the
child. Conversation is the pre—eminent way by which

access can be gained into another person’s experiential
world (Van Niekerk 1987:60). This implies that ‘the
educational situation is a situation of dialogue which
is an essential element in the communication between
educator and child. In dialogue +the helpless child
appeals or calls to the educator for assistance and in
return the educator responds. Van den Aardweg and Van
den Aardweg (198B:61) maintain that dialogue is

therefore an "appeal~hear-answer” relationship when the

child has the need, courage and confidence +to approach
the educatar, to experience the safety of the
educator’'s proximity and empathy and is able to

communicate his need.
Authentic conversation means the creation of a shared

warld which 1s exclusively oaours and which we gradually

and progressively structure together (Van Niekerk
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1987:40). The guality of togetherness determines the
guality of the conversation {Van den Berg 1954:136-
154). Conversation implies being present to the things
of the world in the company of another (Van den Berg
1956:146). This means that it is a play of giving and
receiving which must never damage the faith we have in
our own view of the worlds because it has unfalded in
cur communication with all the people who have spoken a
word to us throughout 1life. In being together means to
be wunderstgod because 1t suggests that we become

-

involved 1n one world together.

"The teacher tries to avercome the distance which lies

between the educand and himself in order to establish
an intersubljective world belonging to them both
together, He  who wishes to understand with
cohpleteness should emphatically enter into the other’'s
way of experiencing (Nel 1967:3). I¥f +this kind of
empathy 1s not present, real understanding 1is
impossible. It means that stepping into the «child’'s
world implies being present in it. These worlds of the
teacher and the child are therefore transformed into an
inter-subjective world: "our world”. Van Niekerk
1987:61) assert that the adult does not maintain his
distance in getting to know the child, but penetrates
into the child’'s warld of personal meaning and shares

it emphatica}ly.‘\

There 1is one infallible way in which one can become

acquainted with children wha da not readily reveal

their innermost thoughts and feelings and that 1s "to
live with them in an “action-’ rather than a mere
discussion style of relationship (Redl and Wineman

1957:303). One has to be welcome in order to be truly

present. This means that the educand must allow the
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adult to enter into his world before true presence can

be experienced by either party {(Nel 19468:77).

In his dialogue with the child the educand experiences
his helplessness existentially. This 1is, in fact, the
experience that will be of necessity to force him to
"appeal" to the educator to assist him. The dialogue
of the educator 1s of an elevating nature (Van den
ARardweg and Van den MBardweg 1988:61); Du Plooy and
Kilian 1981:65). This implies that as soon as the
child can follow directions after his appeals, he will
experience that the educator demands certain ways of
acting which are compatible with what 1is proper i.e.
all the "musts" of life. Dialogue 1is therefore
necessary to improve communication and to ensure mutual
understanding in education (Van Rensburg and Landman

1986: 3001 .

65.4.5 A clear and consistent policy together with

exemplary living

The educator should lead the not-yet-adults into the
unknown future. It is essential that the educator
should have a clear and consistent policy. This means
that what he requires of them should be clear,
reasonable ‘and within the limits of their ability at
their stage of becoming. They should always know
precisely what is expected af them. What he
disapproves of and forbids today he may not connive at
and overlook the following day. This would confuse his
pupils. The concrete example of his personal living
that he sets his pupils must be in accordanmce with what
he exhorts them to become, expecis and demands of them.
It should be pointed out that the teacher’ s behaviour

in all situations determines his influence. Van Iyl
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and Duminy (1976:102) stress the fact that his
genuineness in the educational situation, and his
conduct in the world of adults convince the educands

and their parents of his good intentians.

The educator who exemplifies propriety and explains to
the child why he should live up to the demands of
propriety, is an affective educator. I+t the child
cannot put into practice what he perceives and
understands to be wholesome for his present and future
life, then there is no likelihood for his becoming 4&n
adult {Du Plooy and Kilian 1984:995). If he 1is able to
follow the percepts for living propitiously, then

education has been realised.

&.5 CONDITIONS WHICH EDUCATIVE PUNISHMENT MUST SATISFY

It should be borne in mind that corporal punishment in
Black schools is ane of the most common methods used to
control behaviour (Mlondo 1990:75). A major task that

parents have 1is ta prepare their offspring for group

living 1i1.e. to socialise them. A great deal of this
socialisation consists of the suppression or
elimination of behaviour. Children should be

discoguraged from engaging in such antisocial behaviours

as lying, cheating, stealing and sggression (Walters

and Grusec 1977:1). Punishment is meted ocut to an
offender who has broken a rule or committed an
unacceptable action. On  the other hand discipline

refers to the system of rules, regulations, norms and
values necessary for conduct and cantrol and to prevent
misbhehaviour. In this way discipline and punishment
are clasely related. Punishment is the 1imposing of a
penalty on a person for a fault, offense or viclation

in retribution or retaliatian. This implies that the
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action was intentional because the person knew that the
act was wrong and intentionally carried it out (Van den
Aardweg and Van den Aardweg 1988:187). Van den Aardweg
and Van den Aardweg (1988) further argue that as
children grow older having been taught what is right
and wrong it is assumed wrongly or rightly that any
misdemeanour is intentional. As a result any
misdemeanour is often followed by punishment {(Wilson
and Barbara 1990:131). Gunter {(1988:163-167) gives the
following conditions which educative punishment must

-

satisfy:

. Punishment must prevent the repeat of
misdemeanours

- Determination of guilt

- Reasonable and humane carporal punishment

- Manner of punishment

6.5.1 Punishment must prevent the repeat of a

misdemeanour

Pedagogic punishment is an aid which the educator
employs to assist and guide the educand to attain the
goal of his education. This means that punishment which
serves tawards the attainment of the geal of education
is responsible and can therefore gualify as pedagogic

punishment.

&£.5.2 Determination of quilt

It is essential for the child always to know precisely
why he 1s being punished. He must also be made to know
why the deed or behaviour far which he 1s being
punished is considered to be a transgression, misdeed

or misdemeanour. This means that educative punishment
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should provide an opportunity for “rebkabilitaetion”.,
. Uncanditicnal pardon should bring the punitive action
ta an end. There should not be continual "magging" at
pupils for earlier transgressians, because constant
nagging arcuses gpposition. As a result it does not
lead to regret and it does npot contribute to  the

rehabilitation of the offender.

6.5.3 Reasonable _and humane corporal punishment

It i1s a fact that nobody takes kindly to being punishéd
unjustly. For this reason it 1is an unforgivable
mistake to punish a child for something he has not done
{Engelbrecht and Lubbe 1979:192-1%3). Children need
orger and they respect a strict teacher. They deeply
reject and resent favouritism. Corporal punishment

should always be just.

The nature and seriousness of the Offence should be
taken into account when meting out corporal punishment.
It must take into consideration the particular nature,
sensitivity, temperament and stage of becoming of the
child. Van Zyl and Duminy (19746:56) point out that the
educator should not create the impressiaon that he 1is
punishing out of revenge and that he enijoys inflicting
corporal punishment. The child should feel that the
teacher 1s administering corporal punishment for his
own interest and wants to help uplift him by doing so.
It means that the punisher should be clear about his
gbjectives. The "offender" should be protected against
himself. At the same time the other children should be
protected against an offender. The offender should
realise why he 1is being punished. The educator must
cammand respect even when he is meting out carporal

punishment. He himself must submit to authority. The

175



teacher himself should regard punitive regulations and
norms of decency. This means that tactful, calm and
disciplined conduct on the part of the educator 1is

essential when he addresses the offender personally.

6£.3.4 Manner of punishment

Here the educator must display his positive intentions
towards the c¢hild in that he is after all prepared to
forgive and forget afterwards. The child should be led
to realise that what happened belongs ta the past in
which case he condemns only the child's wrong deed or
behaviour but not the child himselT. In this way
children want tao feel that they can rely on their
teacher. It remains a relationship of confidence. The

offenses of children and their punishment should never

be made subjects of general discussion. Acceptance
remains the first condition for education. If the
teacher does not accept his children no punitive

measures will force them to respect norms of decency
(Gunter 1988:1695). When used, corporal punishment
should be employed consciously and deliberately, as
part ©of a planned response to repeated misbehaviour.

Even though it is a 1last resort, it should not be

applied wunthinkingly or revengefully. When teachers
use corparal punishment to deal with their own
frustrations or anger, one finds that it has no
corrective function. As a result 1t tends to cause
resentment, both in the "victim" and in the rest of the
class.

It should be borne in mind that children who break the

school rules are punished. Punishments must be based
on principles that are considered helpful to the
child's overall develgpment. The following principles
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should be taken into account when meting gut punishment

{(Musaazi 1982:18272-183):

- Punishment should be educative 1in nature. The
primsry aim of a punishment must always be to
create a self-disciplined person. Such a persan
respects  and observes the schaool rules and
regulations because 1t is the best thing te do.
Punishment should bring to the attention of the

child his responsibility to the school community.

- Punishment should always be in keeping with the
cffence. For instance, a teacher should not
assign a child to digging for every violation or
offence, because such a punishment is not in
keeping with most viglations and only serves to
undermine the impaortance of digging or farming.
Children tend tc hate digging because they
associate it with punishment. It is better for a
child who has broken a window to be +told to pay
for and instal a new window than for him to have
to dig, the latter punishment has no relationship
with the misdemeanour. Similarly, a child who 1is
caught writing an the classroom wall should be

punished by cleaning the wall.

. Punishment must be administered as scon as
possible after the vioclation. The child must be
able to make an assoriation with the time in which

the misdemeanocur goccurred.

- The teacher should carry cut the punishment

because he belileves it is right and just.
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Punishment must be carried out by the teacher or
principal. For example, the principal may not be
able to expel a student from school. The power to
expel a student from school lies with either the

Ministry of Education or the school committee.

POSITIVE EFFECTS OF CORPORAL PUNISHMENT

den Aardweg and Van den Aardweg (198B:33) put the

following forward as findings in favour of corporal

punishment:

The majority of children are sent tao school
because af the immature ard neglected habit

development.

Those who misuse freedom should be stopped from
doing sa.

i
When the child knows caning follows some act, 1t

stops him from followinmg such an action.

Corporal punishment should be used so  that the

child does not repeat the same misdemeanours.

1t becomes far better to suffer slight physical
pain than to experience severe punishment at the

hands of an impersonal world at a later stage.

Caning can activate the mind and conscience of a

child

FParegnts who have children of school age are more
in favour of corporal punishment than those with

no children.
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Psythological force can be more destructive than
physical force, because the ¢hild can understand

physical force.

Corporal punishment is quick effective and readily

available.

The Bible approves O corporal punishment:

f
Praverbs: 13:24; 1%:18; 22:15; 23:13; 29:15.

X "If you don’t punish your son, ypu don’t love

him. If you love him, you will correct him.™

Proverbs: 19-18
x "Discipline your children while they are
young enough to learn. I1f you don"t, vou are

helping them to destroy themselves."”
Proverbs: 22-15

¥ "Children just naturally do silly, careless
things, but a good spanking will teach them
how to behave.®

Praverbs: 23-13

x "Don't hesitate to discipline a child. A

good spanking won't kill him."
Proverbhs: 29:15
X "Correction and discipline are good Tor

children. If a child has his own way, he

will make his mother ashamed of him."
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5.7 SYNTHESIS

Every school must maintain good discipline 1f 1t 15 1O

function properly. Historically discipline WwWas
maintained to enable learning to pccur  without
interruption. While this rationale is still wvalid

today, it can be argued that currently discipline 1s
maintained to make the total becoming of children
possible. Discipline is perceived as punishment,
cantrol or training intended for self-regulation of a

P

child’'s behaviour.

It should be clear by-now with what a difficult part of
the pedagogic vocation punishment is caoncerned. This
must, bhowever, not be permitted to make us give up the
administering of corporal punishment. A genuinely
Christian education without. the element of corporsal
punishment 1s inconceivable because in the maintenance
of the moral order, which corporal punishment wants to
promote, we are cancerned with a God-given order which
must be obeyed at all costs in education. But we would
also be doing the child a disservice 1in abandoning
corporal punishment. The normal child not only expects
punishment after a specific coffence but 1in a certain
sense wants 1it. Provided that it is a fair punishment,
it is regarded by the child as a kind deed because it
helps to remove his feeling of guilt and thus frees the

child from his "murky" past.

What the child should really experience is the
educatian encounter of trust, understanding and
authority in order to experience the school situation
as an enviranment which has been established and
arranged for him. He alsg experiences that the

distance which virtuelly existed between him and the
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teacher has changed to closeness. Because of the
understanding encounter both the teacher and the child
understand thelir responsibility with regard to the
demands of propriety they adhere to. This
understanding marks the acknowledgement of authority of
the demands of propriety possible and strengthens the
child’'s trust to move gradually in the direction of the
exertion it requires to be a proper adult. This means
that if the child has faith in the authority-
acknowledging teacher, in other words in the validity
of what he explicates and exemplifies in his lifestyl®e,
the child will be obedient +to his authority. This
implies that educative maoments clearly reveal
themselves as moments indicating the child's obedience
or disobedience to the authority of the demands of
propriety as portrayed by the authority—-bearing
teacher. Then the teacher will also be able to inflict
carporal punishment authentically in his educative

intervention.
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CHAPTER 7
SUMMARY AND RECOMMENDATIONS
7.1 SUMMARY

7.1.1 Statement of the problem

This study investigated problems surrounding corparal
punishment in the Department of Education and Culture
(DEC)} in Kwa—Zulu schools as viewed from a
psychopedagogical perspective. In essence this study

investigated the following problems:

. uncertainty by teachers, parents and pupils about
the existence of rules and regulations concerning

the use of carporal punishment;

. uncertainty about the application of rules and

regulations concerning corporal punishment;

. changes that have taken place in the South African
society which have affected perceptions towards

discipline and carporal punishment; and

. the life—-world of +the Black adolescent as it
reveals 1tself im his relationship to himself, to

others, to things/ideas and to God.

7.1.2 Pedagogics and Psychopedagogics

The point of departure of all pedagogic part
disciplines 1s the pedagogic situatian. This means
that the pedagogic situation and only the pedagogic

situatiaon is the aspect that unifies the part
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perspectives into Pedagogics as a sCcience. The
pedagogic relationship is characterised by trust, love,
acceptance, authority and understanding. it is a bond
that exists between the adult and the child both
cognitively and affectively. Ites affective essentials
are love, care, trust, respect, acceptance and
security; whilst the cognitive essentials include for
example, understanding which is based on knowledge.
From as early as birth, the child appeals for help from
the adult as the authority figure. Because the child
is subject to and a follower of authority he tfollows
the example set by the adult and willingly accepts
corporal punishment as a corrective measure that aids

him 1n attaining adulthood.

The adult also acts as mediator. He mediates between
the child and his surrounding reality; he mediates in
the child’'s self-actualising of psychic 1life, that is
he creates mediated becoming experiences (e.g. allows
the child to explore and emancipate) as well as
mediated learning experiences (e.g. allows the child to

fantasize and imagine).

It implies that the child can appeal for this

relationship in many ways. The fact that the child is
dependent, helpless, inexperienced, unskilled and
incampetent is procf of the necessity of this

relationship. If the adult does not avail himself and
answer to the appeal, rejection is eminent. Rejection

can be an escape of dysfunctional education.

in the child’'s becoming, bhis change becomes evident.
This change comes about when the child relates to his
world physically, socially, intellectually, emotiocnally

and spiritually. Change can only come about when
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learning takes place, but this can only happen when

preper  discipline 15 maintained. Discipline 1s the
system by which order is maintained, in  the home,
schocl and in the community. One of the pre-requisites

for all children 1is that they learn how to behave at
‘home and in school and in the community. Whether they
like it or not they have to adhere +to the family's or
school's codes of conduct which should always be
spelled out clearly and consistently and fairly upheld.
In order to learn and discover new ideas, the child
must explore. Exploration takes place only when the
child takes initiative to do so. In other words the
child must want to discover new ideas ({to learn) -
unless there atre inhibiting "circumstances" that
prevent the child from learning. During young
childhood, the child explores through his Senses
(touch, smell, tasﬁe, sight and hearing); but as he
grows older, he becomes able to attend, perceive,
think, compare, analyze and interpret his surrounding
(modes of learning), thus becoming more and mare
independent: emancipating himself from the adult.
This results in the child becoming more and more
detached from the adult-distantiating himself from the
adult. Distantiation only takes place when the child

feels confident about himself. Confidence in the child

only prevails when he feels secure and safe. Unless
safety and security are provided in the child’'s
upbringing, the child can never really distantiate
himself from the adult. He then develops an

inferiority camplex, feels insecure and never really
actualises his psychic life. The confidence found with
distantiaetion allows for ghjective thinking whereby the
child refrains from viewing things from a subjective
paint of view, Objective thinking allows for

differentiation, whereby the child can distinguish
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between right and wrong, proper and improper. Because
of this reascning he sees that corporal punishment aims

at modifying his hehaviour.

In conclusion the adult should guide the child
appropriately and adequately i.e. provide the educative
climate (e.g. trust, authority, understanding, lave and
acceptance} in  which the child can become and learn

adequately.

7.1.3 The life—world of the Hlack adolescent

The concept "world" is a structure which consists of
the whole of situations, occurrences and values at

which man directs himself: a meaningful and grounding

structure of human existence whereby man’'s acts,
thoughts and feelings are involwved. Man therefore
exists 1n his world as a matter of choice: he

constitutes his own life-world. The «child also relates
to his surrounding external world: objects and peaple
within which he finds himsel f. Within this
environment, he constitutes his own life-world (a

callective structure of "personalised meanings").

In 1learning, the attribution of meaning is vital. It
cannot take place without involvement. The quality of
both meaning and involvement is determined by what the
adolescent subjectively experiences, and both are
components of self-actualization - which, because of
the need for educational help, is guided actualization.
Because the child wants and is entitled to know where,
wha and what he can expect out of 1life, he requires
authoritative guidance. This guidance requires mutual
involvement. The child needs assistance and guidance.

A meaningful life-warld is formed when the adolescent,
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by assigning meaning, forms relations with oblects,

ideas, values, the self and God.

While the Black adolescent must adapt himself to the
changes which take place in  himself and his world-of-

personal involvement, he also finds himself in  the

ever—-changing world that surrounds him. This ever-
changing world is characterised by s inter alia,
paliticisation, vialence, industrialisation and

urbanisation, norm crisis, scientific and technoplogical
development, the population explosion, etc.
Adolescents tend to viclate the law and social norms
because of confusion and wuncertainty that 1s brought
about by these rapid social changes. They commit
crimes such as rape and murder, running away from
‘school or home, disobedience, drinking, drug-taking,
sexual misconduct, lying and other anti-socisal acts.

Discipline has virtually collapsed. Children roam the

streets from dawn till late in the evening. Black
parents are now frustrated at their inability to
caontrol their own children. Folitics has become the

order of the day at the expense of their own future;
their own education. The education of the Black
adolescent in the RSA today presents a heart-rending
and frustrating picture. This is due ta a myriad of
disheartening unresoclved and unrelenting problems which
are mainly born of deculturation and a norm crisis.
The effect of this deculturation ard the norm crisis on
the life of the Black adolescent has been traumatic.
It has generated insecurity, uncertainty and conflict
in the mind of the acutely perceptive not-yet—adult,
and led to a warped image of responsibility and

adul thood.
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7.1.4 Culture and discipline in the Black family

The school serves to transmit culture. On the whole in

Black scheools it transmits Western cultural values

because it is largely Western in conception and
orientation. In Black communities the school serves to
acculturate the Black adolescent. This is due to the

fact that most of what Black children learn at school
is alien to their culture. As a result the Black
adolescent tends to despise his own culture. The
result has been alienation between the Black adolescent
and his parents because they seem to share different
values and norms. As a result the school-going child
shows a mixture of values, norms, ethical standards,
morality and discipline. This might also result from
the influence of the members of other cultural groups

with whom he asspociates.

In traditional Black society the father figure was that
af an authoritarian. He paved the way for the not-yet-
adults in no unclear terms. Complete submission to
parental authority was expected and carried into
effect. Not only were the parents interested in the
development and the well-being of the child, but all
adults in the community regarded the child as their
responsibility. Since all adults exercised authority,
the child did not only have his parents as models, but
found models of pehaviour and conduct all around him.
These "models" guided him in accordance with a definite
set of social customs, rites and values which were
strictly adhered to. Every one had the task *to
maintain discipline and even mete out corporal
punishment which used to be very severe. As a result
the autharitarian home atmasphere tolerated no

questioning of authority. There were therefore few
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disciplinary problems or rebellion because children

conformed without guestion.

Because o©f the extended family the <child had many
disciplinarians. Today the idea of the extended family
1s being replaced by that of a nuclear family, where
there is a father, mother and their own children. The
discipline in the Black family has been affected
drastically because many Black adolescents reject any

form of traditional authority.

The above implies that parental educational styles
concerning child-rearing in the | Black family alsoc have
to be reassessed. In practice a successful parenting

style 1s where a responsible parent leads, helps,

supparts and accompanies the child to sel f—
actualization and ultimate adulthood. In the Black
family the authoritarian (autocratic) parental
educational style has been by far the most common. It

is assoclated with the patriarchal family in which the
father is the dominant figqure. It is a strong wunit in
which all decisions are brought to the father and made
by him. All family activities are father-controlled
and instant obedience 1is regarded as a virtue. The
writer feels children should be educated to think for

themselves and not mechanically.

In today’'s modern socliety the democratic parental
educational style appears to be the most responsible.
The Black parent too, has to keep pace with rapidly
changing society and has to adapt his educational style

accotrdingly.
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7.1.5 Corporal punishment in  the Department of

Education and Culture {DELC) in  Kwa—-Zulu

schools

Teachers in Black schools are uncertain about the rules
and regulations that govern the use of corporal
punishment. As these rules and regulations are not
readily available in quite a numher of Black schools,
teachers tend to apply corporal punishment
inappropriately. Physical punishment is misused by
such teachers that lack the knowledge of the existing
regulations about corporal punishment. They have
nowhere to refer because of the unavailability of these
regulations. Because they do not know these
regulations they then mete out corporal punishment as
it is administered in their haomes or as they have
observed their predecessors who also lacked knowledge
of these regulations. The underlying effect of this
argument is that these rules and regulations are not
based on the Black man’s philosophy of life. Someone
outside the Black culture formulated these rules and
regulations which finally brought about controversy.
Even a young teacher from the college of education or

university 1s often not orientated as to how and when

corparal punishment should be applied,. The large
numbers of ungualified teachers are the o©nes who
heavily rely on their predecessors’ way of applying
carporal punishment. Corporal punishment is often
meted oaout unfairly. Instead of being used as a last
resort, it is usually applied at the slightest
provocation. Teachers are uncertain as ta which

offences deserve caorporal punishment and which ones dao
not. As a result children receive physical punishment

far very minor affences.
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Uncertainty, misuse, controversy and minovr
misdemeanours for which children are corporally

punished, have resulted in the following:

- Physical injury.

. Educstional impairment.

- Violence breeds violence.

. Psychological damage.

- Psychological damage.

- Psychosomatic effects.

- Sexual deviations.

- Moral atropby.

- Psychaophysiological conditioning.

. Interpersonal harm.

In the final analysis it implies that principals must
ensure that corporal punishment is administered
sparingly, strictly according to agreed regulations,
and only by those officially designated to do so.
Indiscriminate caning, or any abuse of the rules should

not be tolerated.

7.1.6 Accountable administration of corporal

punishment

A child 1is born completely dependent. At first he is
inexperienced, ignorant, unskilled and undisciplined
and is therefore very much in need of assistance. This
also implies that the child has a tendency to do wrong
and to violate what ought to be. As a result it is
necessary sometimes toc revert to ‘“counteraction" in
education. In this case pedagogic intervention is a
necessity. It is the aim of all pedagpgic punishment
to assist the child to become an adult. For corporal

punishment to be successful, there must be, inter alia,
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understanding between the educator and the educand.

coupled with respect, trust and abogve all, love.

To intervene pedagogically 1In a meaningful fashion,
both educator and educand must participate in  the
educative occurrence. Intervening pedagogically the
adult’'s educative intervention must be executed in the
light of fixed life-compulsory norms. I+t the educator
observes that the «child is deoing something which 1s
cantrary to life-compulsory norms, it is the duty of
such an educator to intervene, with a view to changing
the child's life for the better (pedagogic
disapproval). This is because initially the child is
educated, that is, taught societal norms and values in

order to bring his behaviour in line with that which is

acceptable to that particular society. It is on this
basis that sometimes punishment measures like
admonition, 1isolation detention work, etc or even

carporal punishment are necessary.

Pedagogic authority should not be seen  as the
enforcement of an arbitrary will on another person, but
as a service rendered to not-yet—adults in quest of
their goal of adul thood. The child is eager to realise
himself as an autonomous being. He therefore seizes
upan everything within his reach to actualise his
personal being. He relies upon his adult mentor (who
ance pursued this same quest) to show him the way. By
virtue of the child's wvoluntary surrender to his
mentar's guidance the latter’'s mature authority is not
regarded as an imposition. Because the child 1is
struggling to find his way, he is more than willing to
accept corpeoral punishment from his mentor whom he
looks up to as representative of a higher command that

must be obeyed. Hence it is imperative for the
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maintenance of his authority that the educator should
give the clearest evidence of his discipliinary mission
and his own subservience to the standards presented  to
his young charges. Corporal punishment is amn aid which
the educator employs to assist and guide the child in
his uphill struggle to attain the goal of his
education, which is adulthood. Therefore, only that
punishment which serves towards the attainment af the
goal of education 1is acceptable and can gualify as

pedagogilc punishment.

7.1.7 Aims of this study

The aims of this investigation were formulated as

follows:

- to provide an analysis of the problems surrounding
corporal punishment in the Department of Education

and Culture (DEC) in Kwa-Zulu schools;

- to give a description of the Ilife-world of the
Black adolescent in which he finds himself because
of the influence of enculteration and the adoption

of new parental styles regarding authority; and

s - In the light of +the findings obtained from the
literature study determine certain guidelines
according to which accountabhle administration of

corporal punishment can be instituted.
The writer is of the gpinion that the aims af this

study have been met and it now becomes possible to make

certaln recommendations.
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The writer is of the opinipn that the aims o©of this
study have been met and it now becomes possible to make
certain recommendations.

7.2 RECOMMENDATIONS

7.2.1 Effective internal management

(1) Rationale

In essence the internal management must comprise the
principal, the deputy principal, the heads of
departments and assistant teachers. Among these people

the mast impartant person is the leader, the principal.

The principal alone, - however, cannct run the school.
That is why he, the deputy principal and the heads of
departments should form an internal management council.
Tagether they shaould try to bring the vision faor a
school to reality. The wview aof excellence which is
envisaged should be reflected in statements about the
philosophy and goals of the school. The educational
needs of children and instructional programmes for the
school will be determined in the 1light of these
statements which will also give substance to important

management processes wherein policies are formulated,

prigrities are set, plans are made, resaurces are
allocated and teaching and learning proceeds, with
regular, systematic appraisal of the programme. This

vision will be articulated in a manner which secures
the rcommitment of all in the school community, with
opportunities for leadership widely dispersed in the
school. This commitment will be enhanced, as will be
the guality of decisions, with appropriate involvement

of others in the decision—making process.
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(2) Recommendation

The recommendations are:

- that Internal Management Council (IMC), consisting
of the principal, deputy principal and heads of
departments must be established in all our Black
schoaols. The functions of the IMC, inter alia,

should include the following:

- careful planning of the subject curriculum in
the school to establish coherent and
pervasive policies. Elear aims and

chbijectives need to be stated;

- deploy the teachers in the school with regard

to classes, on a fair basis;
- time-tabled subject meetings should be seen
as a basic responsibility with seminar as

well as executive functions;

- encourage professional growth through reading

or attendance at subject orientated meetings;

- develop a close, friendly, vyet critical

attitude towards subject colleaguess

- monitcr_teachers' work to ensure that policy

1s carried out in the classroom;

- follow a professional approach with pre— and

post—lesson discussions;
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. establish a programme to monitor the

following:

~ planning bogks;

-~ warksheets;

- examinations/test papers;
—  homework;

— marking; and

=~ record keeping.

- discuss methods and materials appropriate for
teaching talented pupils and for teaching

those needing remedial help;

- see to pupil development functions;

- engage with parents in the solving of
educational problems and in the consideration
of possible methods of planning specific
shared objectives for the progress of the

pupils;

- engage in effective communication with

parents and not be left until things go

wrangs;
- ensure that administrative processes are
ordered and logical within a subject

disciplines;

- act as communicatar between staff and
management -~ relaying problems to management
and participating in management’'s decisions

about these problems; and
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- should be invalwved in a leadershap role

within the co-curricular programme af the

school.
- Its policy, including a policy which must
include guldelines regardlng corporal

punishment be drawn up and i1mplemented; and

. Departmental " guidelines, on corporal
punishment to be made awvailable to every

-

staftf member.

7.2.2 Parental involvement and assistance

(1) Rationale

There are many social changes that bave affected the

Black parent—-child relationship, discipline and
authority, namely: political changes and violence,
industrialisatjion and urbanisation, norm cCrisis,
population explosion, scientific and technological
development, etc. All these social changes have
culminated in a "new form of educators" which has led

to uncertainty and confusion among parents and their
children. Parents no longer know how to relate to
their own children in a changed society. It should be
borne in mind that many Black parents have not gone to
school and as a result they do not know what raole they
should play andr how the school operates. Their
children have been schooled and thus have a better
understanding of Western norms and values. In this
case children feel they «can dictate terms to their
"uneducated” parents. As a result many parents find 1t
difficult to discipline their own children. Above all

the Black child has been exposed to disruptive politics
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which has misled him tremendously. Cornsequently he

finds himself 1n a state of confusion.

The schpol has in such a =situation a major role to

play. It must intervene by giving the necessary
assistance, and should involve parents in schoal
matters. If parents observe that the school executes

1ts duty of educating their children properly, they
will be anxigus to come to the school in order to find
out what role they reguire to play. In this way
communication between the teacher and the parent géts
on track, because they both formulate the strategies
which they can employ to assist the child. At the same
time the parent feels free to communicate his problems
regarding his child to the teacher, and the same
applies to the teacher because they have both trust and

understanding in regard to each other.
(2} Recommendations
{a) The recommendations are:
- School committees be replaced by management
councils whese functions will include inter
alia the fellowing:

- function as a body corporate;

- shall be the official mouthpiece of

parents of pupils of the school;
- shall bring to the notice of the

educatian department cancerned. . ...

matters which in its opinion, concern
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the welfare of the school concerned, and
shall make recommendations with regard

to such matters;

shall make recommendations to the
Executive Director with regard to the
appointment of teachers in a permanent

capacity;

shall determine the school wear of

,

pupils of the school;

shall arrange, organise or operate
transport schemes with the concurrence

of the education department concerned;

shall make recommendations to the

principal regarding:

- the daily opening and closing times

of the schoolg

- the extramural activities of the
school;
- the school rules and code of

conduct for pupils of the school;

and
- the subjects and curriculum as well
as any special educational

programmes affered at the school.
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(b} The internal management council n
cooperation with the managing council must
develop and implement an effective parental

involvement and assistance programme.

7.2.3 Further research

{1) Rationale

B0 far 1little research has been done regarding corporal

punishment in the Department of Education and Culture

in Kwa-Zulu schools. Problems concerning physical
punishment result, inter alia, from the fact that
departmental rules and regulations may not always be

accessible to the people concerned. Consequently they
act on the basis of tradition and custom. Above all,
there 1s little or noc parental involvement in Black
schools and no assistance to our Black parents. Since
education 1is an activity which involves the cooperatiaon
aof teachers, parents, children and the community as a
whole, parents in particular ought to be naturally
interested and involved in the education of their
children. They want to know who is doing the teaching,

what is being taught and how well it is taught.

(2} The recommendations are:

- that ann in-depth study concerning corporal
punishment in the Department of Education and
Culture in Kwa-Zulu schools (DEC) neesds to be

conducted; and
- that research regarding possibie methods of
advancing greater parental invalvement 1n

Black schoocls bhe conducted.
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7.3 FINAL REMARK

1t 15 trusted that this =study will be of wvalue

particularly to the various EBEducation departments where

corporal punishment happens ta be used 1n  their

schools.
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