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CHAPTER I

ORIENTING INTRODUCTION.

1 Statement of the problem

Educands in the present-day urban environment in South

Africa find themselves in an era of transition from a

traditional simple life pattern to that which is highly

industrialised and poly-Talent.

The modern era has ushered in, with it changes in
almost all areas of life and these changes do affect tl:e

education system and activity. Among these changes one may

note the following few as examples. During the preliterate

era the home and: the immediate surrounding was the centre of

learning for the young child. .As ShipIilaD. (1975) notes,

most preliterate societies test that the male child has

acquired skills and values necessary for him to play a full

part as an adult, before giving him this status. Around

puberty there was usually tuition to ensure t~at a child is

ready for initiation. This was acconpanied by elaborate

ritual and intensive instruction in the history and ...

religious secrets of the group by the elders. FreQuently

there is a further testing of physical, mental and moral

readiness at this time. Girls were usually prepared for

marriage and household management. In the modern era the

school has taken over to a great extent the taks of leading

the not-yet-adults to responsible adulthood.

Ndaba( 1975) points out that as civilisation
advanced, bringing science and technology in its stride,

the gap between the capacities of the young and the

concerns of adults widened. Thus it became necessary that

thel!task of teaching certain aspects of life be delegated

to trained teachers. School education came to supplement

informal or parental education. It had become impossible

from the parents side to transmit a.l.l the resources and

achievements of a complex society.

In the preliterate era education concentrated on ~oral

and social aspects. The homogeneity of culture made for a

unity of cultural aims and methods used in inculcating them
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in the young. The modern epoch has brought structural
differentiation in its wake. This differen,tia-tion has
affected schools in the same way as it has affected any
other organisation. Schools split up into primary schools,
junior secondary and senior secondary schools, and post
secondary schools which offer tertiary education. The
secondary schools divided into general education, and

technical and commercial education. Higher education
branches into universities, advanced technological
institutions (technikons) specialist colleges and a number
'of technical colleges with different functionso Within
each school and college teaching becomes more specialised.
Specialisation starts at the secondarJ level and by the
time one gets to higher education a general SUbject teacher
is an unheard of person. Within each school specialisation
creates its own areas of concentration and emphasis.

These changes introduce into an education system an
additional function for education viz. allocating the young
into jobs and occupations. This is not determined at
birth. Education has progressively become more important

in deciding adult status. This added function of the
school is best appreciated when one reads the way Shertze~

and Stone (1971) conceptualise what they call the
developmental function. For them education has a

responsibility to develop the lLtlique qualities of each
individual. More specifically, it should enhance the
individual.' s skills in the arts, sciences, social
adjustment and personal philosophy, as well as their skills
in vocational endeavours. The uniqueness of an individual
often finds its ultimate expression in highly personal.

activities outside one's occupational endeavour. Through
education individuals have the opportunity to enlarge
their special interests, abilities and talents. Ndaba

(1975) emphasises that pupils must be guided in

educational and vocational matters with due observance of
their person-structures. Educational, vocational ~d
person-structure guidance implies distin~shable but

inseparable components of the school guidance service.

A change from the traditional way life to the way of
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life that encompasses aspects of western civilisation has
implied a process of modernisation. Traditional culture
was characterised by, amongst other things, the closed
custom-bound society as opposed to diversity, extended
family as opposed to the nuclear family, collectivism or
communalism versus individualism, marked co-operation versus
competition, subsistence economy versus complex money economy,

a leisurely mode of existence versus the clock-rush, original
home industry as against industrial products from factories.
Blacks in the new era are individualistic profit-motivated
and technologically conscious. This phenome~onmeans that

the adult has changed his rOle in society. The Black man is
now fully r~sponsible for himself and for his family, and
for that the is dependent on a salary or wages, a value
completely alien to traditional society. (Luthuli, 1981).

Changes from traditiol1E~ to modernlif~ p~tterr~ have

also widened skill demands on Blacks. Nkabinde (1982 ; 1981)
believes that the post World War era has seen pheno~enal

progress in the scientific and technological fields. For
example, electronics, the computer a-~ the communications
satellites h~ve been staggering in their impact on man's

environment. They have transformed life - distance has been
conquered, massive information can be organised, collated,

transmitted and stored easily and economically. Rapid
industrial, mining and commercial groy.,1ih of this c01L."1.try

over the past decades ~~s created vast job opportunities

for trained workers. The relaxation of colour-bar laws in
most areas of employment preViously reserved for W~ites has

opened enormous work opportunities which will, by present
standards, take the best part of the next twenty years to

fill. ~&abinde accordingly em~hasises the need for trained

manpower.

The Spro-cas publication on euucation (1971) also

emphasises the inadequacy of vocational and technical

teaching for Blacks.
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A~cording to this repor~ the Eiselen Commission reported
before: the great industrial expansion ~f the 1950's and
the 60' s, but even by 1970 the recommendations were:: not
yet fUlly met. In 1982 Chief M.G. Buthe~ezi (198~

Chief Minister of Kwa-Zulu was still speaking of a great

need for Blacks to acquire technical and academic skills
as there is need for them to acquire any other ability.
He mentioned that there is a terrible backlog of Black
expertise to accumulate, expertise of a technical nature.

Recreation in past years wa~ engaged in using simple
tools and activities were uncomplicated. Playing with

. whatever object became handy for the occasion, be it a

stick (for ukungcwek~, or a stone (for amagendo) or
pieces of cloth (for doll-making) or a round object (for
ukunqakisana) are some of the objects that were used
frequently. However, modern forms are machine-bound

from self-propelled toys to computer games. Thus the

modern child should be attuned to using the recrea.tion

contrivances of the latest technology., In this instance,
-J-_ /7

the school has a major contribution ._~o: challenge the
the child's cognitive processes if they are to be of
value to the child.

From the fore-going it may be noted that the new
demands in education are that the not-yet-adult should be
lead along the lines of his own interests. The task of

educators is more hidden and more silent than taking
part in political strife, fighting on barricades or
legislating in parliament. Van der Leeuw (1937) avers

that old education regards the child as a box to be
stuffed with knowledge, and under the strictest discipline

lest any know1ege might be. lost. In present times

educators deal with living mate~i:al,.-. the humanity of
-to-morrow; they quietly and unobtrusively guide the new

generation to build a new and better world.

Howeve~the mind of the average Black educand is

invariably divided into three apparently water-tight

compartments. With one compartment he absorbs traditional
beliefs handed over to him by his forebears concerning his
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~rigin and the purposes of other living things around

him. These traditions comprise various genres of myths,
legends, fables~ folk-tales, riddles, proverbs, poetry,
rituals, dances and songs. Myths deal with the subjects of
the mysteries of life and death and love and hate in the

. form of stories. Zulus, for instance, believe that they

were created from a reed (uhlanga). Death is explained in

terms of a chameleon that was too slow to bring them a
message that there should be no death on earth. UMvelinqangi

(Great God) then sent an intulo,(lizard) that outran the
chameleon and brought the message that people should die.
On'the other hand Leshoai (198~says that the Basotho
believe that they originated from a place called
Ntswana-tsatsi - the place where the sun rises. The first
Mosotho on earth to emerge from Lehlakeng, Ntswana-tsatsi
i.e. from the reed-bed was Tlake, sometimes called Mopedi­
Moholo and his surname was Masito.

~

Legends are regarded as historical stories which
contain some historical fact. They are about charact~rs

whose historical existencebas become rather mystified.
Among the Zulus there is the story of Nontombinde, the

king's daughter who was captured and swallowed with other

people and animals by the Isiququmadevu - an ugly hairy

monster as big as a mountain. After it had swallowed

Nontombinde, the king's army was sent to rescue the
daughter.

Riddles are really used to test intelligence, alertness
and observation powers. Fables and folk tales are sometimes
used to give moral lessons to the young.

The Black child from such an environment is ever­

conscious of powers wielded by evil spirits surrounding

his home, which spirits delight in afflicting his fa,mily
with tribUlations, diseases and death.

With another compartment of his mind this self-same

child, if he is a Christian, absorbs doctrines of the

new religion religion of the Bible. He is told about

God's creation of the world in six days, about God's

punishment for those who do not live righteous lives.



Such people are threatened with doom and perdition. He reads
about Lot's wife who ignored God's injunction and looked

back to Sodom and Gomorab. burning and, as punishment she
turned to a pillar of salt. These and such Bible stories

are meant to make him shy away from life of debauchery and
licentiousness.

When this same child gets to the science laboratory in
his school, he strives to learn with the third compartment of
his mind. He has to master facts on the properties of matter,
the atomic theory and the theory of biological evolution.
This idea of three compartments of the mind comes from

Onabamiro (1964).
Bearing in mind the perplexing modern technocentric

urban environment and the tripartite modern Black's mind why
should be brought about by pathological fear of failure and
rejection by others. This would be a typical reaction should

norms of daily existence appear inapplicable to, inconsistent
with or irrelevant to the achievement of aims of daily living.
The result is a general loss of social orientation and a

feeling of enptiness and indifference. Resultant value conflicts
show up in a situation of crossing-swords with an abstrac~,

undefined entity - "the system or establisbment.l'
Focussing on the Soweto 1976 riots, Zulu (1981) cites

Colin Legum (1916) who argues that the flashpoint for violence
in Soweto

l'could have been anyone of a score of other
frustrating and equally humiliating grievances
of the daily lot of five million Blacks living
in their urban ghettos."

Hartshorne (1982) on the other hand points out that when the
authority exercised by the "establishment" is not regarded as
legitimate by or acceptable to, some of the clients of the

education system, those clients may well have their own hidden

aims and purposes which they use the system to achieve. He
also uses Soweto as an example.

In Black schools the drop-out rate is very high. Many
reasons can be given for this, some of which are lack of

motivation for continuine with school, repeated faillxre

which lowers the educand's self-esteem and liking ~
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~or school, financial constraints, illness, more
interesting avenues of gaining prestige in society, family
disorganisation and many more. This means that the schoo~

should be conscious of the possibility of their charges
leaving school prematurely, and that they should be
helped find a place in the open world. A Report on Adult

Education in South Africa (194~): stipulated special
educational needs of the school-leaver as
Vocational training - to enable school leavers to earn a

living. More technical and expert kno~ledge is required
for the man-power centred around the·industries. In the
absence of appropriate training, the youthful citizen is
an economic burden.

Citizenship training - the school-leaver should not menily
be a cultured individual with good manners, sense of
reverence, consideration and courtesy, show good breeding,
but should also be an efficient wage-earner, a good home­
builder, and a good neighbour. Training must make him
realise his obligations to the State over and above
realising that he posseses rights that are sacred. They

must be protected and maintained by the State. The youth
should also be ready to broaden his view and regard himself
not merely as a good citizen of his o~n State, but as a

world citizen with a knowledge and understanding of
international brotherhood and goodwill.
Trainin~ for leisure-time occupation. The school-leaver

should spend part of his leisure time in healthy physical

recreation, provide himself with a hobby, and learn to

realise the value of making social contacts and following

cultural persuits.
Cultural development. At school the pupil is often

unconscious of his capabilities and his taste is undeveloped.

He should be afforded an opportunity to participate in
and profit from cultural activities, like local youth clubs,

movements such as Inkatha, student organisations, as a

member. He should not merely learn to appreciate

aesthetic values, but also to participate in some of the

creative arts, like poetry-writing, photography, graphic

arts and theatre performance. Particularly as an adolescent,
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the educand is faced with ethical and religious problems'
and is susceptible to religious and counterproductive

political influences. There is a quest for anchors and
a search after new values. In these years educands need
the steadying and formative influences of enlightened

educators. Clergymen and educators should coBperate in
order to give educands a conception of a new and deeper
life, a true realisation of brotherhood and the right
relationship between himself and his Maker. ~urray

(1937), aptly points out that the aim of religious
,education is to help people to organise their lives by a

loyalty to the worthiest of all PUrposesf'the Kingdom of
Christ in the soul of man and in the society in· which we
live.

Studying the objectives given above one finds that
the task of the teacher is quite a formidable one. He is

educating children with a view to assisting them educatively

to become worthy human beings on their way to responsible

adulthood. The educand will not become human unless he

has been educated according to the dictates of his society.

This society is responsible fQr shaping the adult world.

Langeveld (1949:139) makes this assertion very clear when
he points out and emphasises that:-

It Zonder menselijke opvoeding wordt het
mensenjong geen mens. Dat de mens
een wezen is dat opvoedt, opgevoed word
en op opvoeding is aangewezen, is zelf
een van die fundamenteelse kenmerken
van het rnensbeeld."

Education aims at developing the whole child as a
psycho-somatic-noetic being. This means education aims
at moulding the child in his entire totality. Education

reaches the child's psyche, his physical body and his ego
and spirit. The essence of the educator's task is
appreciated when one considers the Greek word paidogogia.

From this word are derived terms like pedagogy, pedagogics

and pedagogue. ~ means child, and agein means to lead

(to accompany). Originally the word indicated the literal

accompanying, guiding and protecting of a child on the

way to some destination or other. In the course of time~

.this meaning was extended in a more; figurative sense~' so
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as: to indicate the giving of spiritual guidanc~ to a

child as he grows up. The theme and essence in pedagog!cs
is child-leading.

The educator continues the work started by parents

when he intervenes. His intervention in the life of the
child for the sake of proper progress on the way to
responsible adulthood is an act of accompaniment of the
child who is still dependent, in need of help and seeking

help, by means of assisting and supporting guidance, in
instruction, example and enlightenment, encouragement and
discouragement, approval and disapproval, command and
prohibition, counseling, warning, reward and punishment
etc. (Gunter, lL974j> To this intervention the
child has to respond positively by accepting and welcoming
the intervention of the adult. What if he does not accept

educator intervention? There are numerous stunts he may
,

. a:dopt", -wh:tch si;unts-arc~in±mica;l to an educative e:q:-€rif:u·:~,

Some of them are the following~

• A tactless Jim. He prides himself on speaking his

mind. He has something to say on everything, yet his
frankness is often acutely embarassing. He is apt to
blurt out bluntly. Fellow educands resent his manner

which he himself is too insensitive to notice.

• A doubting Thomas. He doubts everything a teacher
says and is in the habit of questioning a teacher's

views and decisions. The teacher finds himself acting
defensively all the time when he is confronted and
forced against the wall. Incidentally the pupil has
no authority to fall on when he is expressing his doubts.

• Steamroller. He fails to understand or appreciate Why
other people do not always side with him. His opinions
are always strongly held and should not be controverted.
He always has firm ideas on how things should be done,
and shall never admit that he might be wrong and others

right. He bullies the poor teacher and fellow pupils.

Even when he is told to sit down and shut up he shall

seek to re-open the debate at any opportunity. His

resentment will be registered .in trunculent asides
and caustic comments.
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The truant John. Not coming to school on certain days,
dodging during school times is a means of psychological

withdrawal from an otherwise untenable situation. In
this behaviour he may be unconsciously or consciously
punishing the teacher. The teacher shall waste his time

and patience trying to scoop out from him reasons behind
the unbecoming behaviour, sending him to the headmaster
for punishment or calling for parents to come to school.
Irrthis case parents often take time to respond because
they are tied dowm by their OVal personal and private
concerns.
Always sullen Tilly. She seems to regard just being

at school as a severe penance. Everything is done
begrudgingly. Asking her to do a task at the periphery
of straight subject matter is often not worth the trouble •

.~ "'- ~ ..·...It: ...shall be done, if -hcl:f,.,.hc~;:-.:!::c:D.}':f but thc.j;~;:.c!::ar 'will

feel the smouldering of her resentment on his back.

The coquettish Thandi. When the teacher is concentrating

on something else she shall get a way of amorously
drawing his attention. Naturally the teacher Vlill be put
out of gear if he is not careful, and she sh8~1 ~ecr~t~y

enjoy that. Should the teacher positively respond (if he

be so inclined) she shall be the first to spread embellished
embarassing stories about him, even to the point of
officially complaining of sexual harassment.

Sexual harassment may be conceptualised as unwelcome
sexual advances, requests for sexual favours, and other verbal

or physical conduct of a sexual nature, when submission to
such conduct is made either explicitly or implicitly a

condition of a pupil's being in school; submission to or

rejectio~ of such conduct by an individual is used as the
basis for in-class control decisions affecting such a pupil;

or such conduct has the purpose or effect of unreasonably

interfering with a pupil's work performance or creating an
in~imidating, hostile, or offensive in-class workins environment.

James' (1981) seee sexua3>haraSsment as one-sided. The
interchange may have started as two people exchanging
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COInInent-s but one quickly drops out. The offender continues,
often spurred on by the ~~thdrawal of the victim.

~~other aspect of sexual harassment relates to power.
l'requently the offender makes clear to the victim that there
are "strings attached. I! Should she not comply, she faces'.
negative evaluation, and ~~thdraw2~ of support or retaliation.

Clair the loner. She is more skilled in the use of dumb

insolence. She thinks rules are there to be broken.
Asking for permission to leave the room when she is sick
is taken as an invasion of her privacy. She follows the
rules only when she has to, and constantly seeks to use
them to her personal advantage.

Clair has no concept of teamwork. She is always cold and

She will not easily be drm'm to a group discussion, she finds

no purpose in sharing her ideas with mates or co-operate with
them. Her hobbies cater for her individual interests such as
reading, taking walks and philately.

Clair shall fabricate a reason for not partici~ating in a
group actiVity, be it physical, intellectual or aesthetic.
She has her o\v.n goals in life and they mesh only occasionally

if ever with those of the school in which she is a pupil.

•

•

The Dumb Vie. He is fairly intelligent and is able to
do the work given to him. The only problem ~~th him is
that he is completely unresponsive. ~Vhen it comes to

class participation he plays durr.b. Given work is done
haphazardly and in a sloppy manner, often incompletely.

Familiar J erry. He shows a gushing over-familiarity • He

wants to be in company of his teachers jumping in into

their conversation. He will also regale his teacher with

unwanted confidences on a "ma..n-to-man" basis. He expects

the relationship to earn him special privileges that will

hel~ him avoid his student responsibilities and obligations.

Business and friendship often do not mix and educators

should maintain a certain distance from educands to preserve

authority.
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_ Cartoonist Chris. If the teacher gets into a tavern

on his way home Chris will pass a limerick on the

subject the next morning.
Should the teacher argue forcibly and with anger

amongst themselves on some matter in which they differ

Chris will find a good sUbject for a cartoon ridiculing them.
This cartoon will be placed in a suitable position for mos~

pupilg to see. Even the head-master may be a subject of
venomous cartoons. He loses no opportunity of poking fun

at his superiors, or anyone else for that matter. Thia
. shows that Chris. has seething and searing hatred for his
teachers. This hatred inspires him to direct his creativity
into such pecadilloes. This is typical of a case of education
that was'tlot or is not received positively by a child.

Grumbling about people in authority is a common occurrence.
Often a teacher shall overhear pupils passing some

,Jl,ncomplimentary rem:'!rk:s ::lb01.l-t.. bi'!'l~ But t~~t. n~ed not ?lorry
him, as long as he is convinced that he does his work

effectively. But Chris's behaviour oversteps the limit.
It is dowright insolence indicative of a nega.tive response

to the' teacher's intervention.

For teaching to be initiated and continued with the
greatest efficacy a sound pedagogic situation has to

be established. An education situation is conceptualised
as the totality of data and circumstances in which education
takes place and in which the phenomenon of education reveals
itself. It arises or constituted when an adult (i.e. the

educator) comes forward to meet a child (i.e. the educa.nd)
in his situation of dependence and need for help and support.
By methodical use of well-chosen means and guides the educator

accompanies the child towards the achievement of something
as valuable as the education aim. This shall serve the
educand as a new stepping stone on his way to responsible

adulthood. (Gunter,1974). An education act takes place
between educator and educand. In this encounter the

educand simultaneously encounters the objective world

comprised of a selection of wbat exists, of what is true,

good and beautiful, of what ought to be as manifested in
the person of the educator. This is properly selected
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knowledge, experience, and culture of the past, that is
deliberately and intentionally transoitted to the educand.
An intentional education situation is by and large one of
encounter and the educator - educand relation is a relation
of encounter. Characteristic of the pedagogic relationship

of encounter is that:-
• whereas the educator accepts the educand as he is he

cannot be content that the educand should remain as he is,
hence he tries consciously, deliberately and intentionally

through his personal intervention to influence the educand
for the better, so that he becomes an adult in the true

sense of the word;
• it is an encounter between unequals - master and pupil

hence it being a relation between one_exercising authority

and leadership on the one hand and the other being subject
to, and a follower of authority on the other hand;

__~ __ ,it ..As one - ~1,d~d since the educator as the~-adu.lt '!!h~

intervenes repeatedly places himself in the place of the
educand with the aim of finding out the educand's real needs,
problems and desires and furnishing him with the support
~essary and important f0r greater self reliance. Whilst.
the educator stands on both sides of the common education

situation so that the educand on the other side of the

education situation is embraced and succored by him from
his side, the educand, conversely, since is not-yet-adult
is incapable of placing himself in his educator's situation

and is not called upon or expected to do so.

The educator, therefore, must create a meaningful
work relationship with the educand so that the goal of

guiding and aiding the not-yet-adult to mature and effective

adulthood will be realised.

This study is concerned with the problem of the

pedagogic relationship between educator a.nd the urban

black educand.

This dissertation is a discussion in the field of philosophy
of education, but has relevance to the other part disciplines

of peda.gogics, .p'articularl~ socio-pedagogic~~didactics and

psychopedagogics. It is a study that is both theoretical

'"and practical, since theory provides the basis for

...
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making decisions about practical day-to-day questions so
that changes for improvement should be effected witb
clearer and greater facility. So questions will be
raised a-nd suggesti.ons at improving tbe unsalutary situation
shall be made.

One question bas already been raised, viz. wh~t are
some of the possible reactions from the educand if he is

not in a position to accept the proffered guiding hand of
the educator-.? This may be because he experiences the life­

world of the educator as one of worry, doubt, uncertainty,
insencerityand threat.

In Ohapter Two the nature of the pedagogic relationship
sha.ll be examined With, the aim being to highlight the
pedagogic situation as it shouldbe in the ideal situat.ion
emphasizing the educator's task vis-a-vis the educand.
The question raised here is whether this ideal situation

~ is what :is act~ally happerp.ng in the case of Black urban

. ed:q.cancls.

Chapter Three focusses on the urban Black society and

-how this fosters a sound working pedagogic relation or
how it hampers it.

Chapter Four deals with some aspects of child-rearing

practices in Black society and their significance for

establishing an effective relationship for an

efficacious classroom atmosphere.

Chapter Five proposes that it is by the educator's

continuing concern for educands as beings on-their-way-to­
adulthood that a sound and healthy educator-educand
pedagogic relationship may be maintained. Considered in
this chapter are the educator's exercise of his
administrative leadership, his fostering of a humane
environment to allow for meaningful communication between

teacher and pupil, and the teacher's effectiveness and

expertise in delivering the subject matter. Considered

also is the involvement of pupils and parents in
educational matters.

Chapter Six gives the summary for the study and .

suggestions for further research.

....



15

2. Elucidation of Concepts.
2.1 Black. This denotation has evolved over a number

of years from many others e.g. Kaffir, Native, Bantu then
'Black. The denotation Kaffir which according to the
University English Dictionary refers to a member of the

most important dark race in South Africa.,: 'has now been
.7

relegated to the limbo of insults and other epithets of
dejection and denigration. The government report on
Adult Education in South Africa (op. cit.) refers
to the Native population noting the languages spoken by

them (Bushmen "tongues, Hottentot tongues, Nguni language
forms, Xhosa and Zulu; Sotho tongues, Pedi, Sesuthu and
Setswana, Shangana-Tonga language form~ and those who speak
Venda tongues.)

As an example of the era of the denotation "Bantu" the
Report on the Commission for the Socio-Economic Development
of the Bantu Areas with the Union of South Africa (1955)

w~ilst sticking to the earlier language classifications,
considers the Bantu as inhabiting the whole area south of

an imaginary line dra~n from the bulge of the West African

coast and passing south of Nigeria eastwa.rds through
French Equitorial Africa to Lake Albert, then sWinging

southwards to the lower end of Lake Victoria and thence,
crookedly eastwards through Tanganyika to the mouth of the
Tana River on the east coast. The term "bantu" derives
from a word or steo meaning "people" which occurs in
various forms in all the languages of the group (among others

abantu, batho, ovandu, anthu). This denotation has also

fallen into disrepute, mainly because it was considered
offensive and inappropriate (To a Black speaking of one

Bantu is intolerable). Also state laws and regulations
meant particularly for the so-called Bantu were unbearable
and brought many difficulties and hardships for Blacks.

At present the denotation Black is largely accepted by

Blacks and has been promulgated by government gazette to

be used in the place of Bantu. It replaced "Non-whites"

since the negative·~refixwa9 not applicable in:the same

way to refer to groups who were not Black as non-Blacks.
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Instead they were positively referred to as Whites, Asiatics,

and Coloureds. So when reference. is made to Government
departments, such as those of education Black education,

White education, Coloured education, Indian education are accepted.

2.2.2 Urban Blacks.
Urbanisation has been understood from four approaches:

the behavioural, the sociological, the structural and the
demographic.

From the behavioural point of view urbanisation is
equated with an adjustment of personal'behaviour in ~he sense

that it looks at conduct of individuals. Certain pa~terns<

of behaviour or thought, regardless of social environment
and locale, are said to be "urban". Thus the progress
"towards urbanization is one experienced by individuals ove~

time.

Sociolo~c?-lly urbanization ~efers to changes in
behaviour corisequent upon coming to town. Mayer (1962:580)
defines urbanization strictly in terms of relationships: a
person is fully urbanized when his extra-to~n ties - i.e.

with people in the rural tribal areas - are of minimal
importance or have completely disappeared in comparison with

his social relationships have completely disappeared, in

comparison with his social relationships in the town itself.

The structural aspect ignores the patterned behaviour

of individuals and concentrates on patterned activities of
whole populations. The process of urbanization is typically
said to involve the movement of people out of agricultural

communities into other and generally larger nonagricultu~al

communities. This conception gives primary recognition to

the differential ordering of occupations or industries within

a given territorial space.

The demographic approach focuses on space but largely
ignores individu~l behaviour and the structure of occupations.

Postulated succinctly is the consideration of urbanisation

with partucular reference to population concentration. Only

two variables are recognised: population and space.
(Lampard,1967 )

t·
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Considering these ap9roaches the demographic will be
ignored mainly because there are various densely populated

areas in the rural areas, but the inhabitants of those areas
are still tied do~n to the traditional way of life in manner,
dress, thinking and behaviour. The increase in n'l.1I:lbers is a
result of natural increase which is rayid, but people do not

have much land at their disposal into which they can spread.

The difficulty VIiith the structural definition is that
it looks at patterned activities of whole populations. Blacks
in Urban areas are in the various stages of urbanisation
depending on their time of coming to towns, their interests

and their behavioural inclinations, as research by Glass
(1964) clearly shows. She sees urbanisation of Blacks as
following the residence of wives and children, the reasons

for movement and the shedding of ties with the rural area
and points out that there has been an emphasis on permanent

______eI!lP1.pym.ent, complexity of.. o..c..c..u.pa.ti!L~ ar-...c. 'V"('2.tic!1~l i!lt9gration.

Remaining are the behavioural and sociological definitions.
Emphasized in both is adjustment to the urban way of life

(behaviour and thought) and severing of strong ties with the
rural areas. Ignoring social environment and locale does
not serve this purpose as in this country urbanisation has

followed migration into tovms and cities and a continuous
period spent there. Glass views adaptation to the urban
social forms as a process that cannot be achieved in short

intermittent periods. She, therefore selected, ten
continuous years of urban residence as a criterion to be
considered.

So, for purposes of this dissertation an urban Black
is defined as a person whose language has a stem -ntu,
meaning people, resident in town or city or its environs

(metropolitan area) for ten or more years, the personal

behaviour and thought patterns of whom are consonant with

that of townspeople and whose ties with rural traditional

existence are flimsy, if not completely severed.

,.
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Gla.ss (op. ci t ) found that among completely

urban men in her sample, there was a considerabl~number who

prefer the urban area. Urban men were in a more favourable

economic position. Completely urban men and those with

urban preferences were able to communicate in both official

languages, or at least one, a skill ruralites ha~ not yet
developed. Home owners - proprietors or tenants were found;
among urban men, when ruralites lived in hostels, compounds,

or on building sites. A great majority of urbanites heve~

folLowed a migrant pattern, or ceased this pattern early in

their industrial history. Men who qualify on the urban

residential scale also qualify on the industrial ten-year

scale.

3. Methodology

Pedagogical research is u~dertaken to arrive at

"inzicht in het wezenlijke van de geheln van
betekenis - relaties in de uitgroei naar de
volwassenheid". (Stoop, 1958:63)

A prominent consideration then of pedagogical research

is grounded on growth to adulthoo<lof the not yet adult, and,

the outcome of the investigation will only become relevant

and significant when it relates to the educand in the educative

situation. The teaching and educational task of the school

is related to the typical ontic structure of the school. The

educator, working in a school-typical educational environment

is pedagogically active in order to introduce the educand
- .

to the various aspects of cosmic reality. Seeing that in

pedagogy cosmic reality is revealed to the educand within a

pedagogical situation the pedagogical researcher should,

himself, be grounded in pedagogical theory.

Pedagogical research aims at the definition, analysis

and interpretation of the practical pedagogical situations

and the delienation of the ideal situations so that the

course of action of the educator in hi~ taSk of helping and

guiding the educand on his way to adulthooa is brought to

light. The situation is thus evaluated with respect to the

manner as to whether or not the realization of the image of

,-
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adulthood is harmoniously attained in a becoming and properly

accepted cultural milieu. Cognizance should be taken of
valueS4 mores, ethics and dictates of a given culture.
Norm-centricity of education can never be ignored.

The total educational context of a given object of
research is taken into consideration. To grasp this image of

totality the educand should be seen as a bei~~-in-the world,
as what he factually is and his existence in which he takes
up a stand in respect of his actuality. He should be seen as
a being who stands in a specific relation to the world and
life. His being time-bound as to past, present> and future
should be highlighted in educationP~ research:

J,da ik ten dele ga kennen in zijn verleden,
in zijn huidege bestaan en in zijn
denken, hopen en verlangen in verband
met een toekomst." (Beets, 1952:18)

The research met~od ~t ~~dec th~ ~~~~tiv~al researcher ,.

in his investigation is the phenoaenological method.
Fhenomenolo~fhas the primary objective of direct investigation
and description of phenomena as consciously experienced,
without theories about their causal explanation, and as free

as possible frocr unexamined preconceptions and presuppositions.

This is a method by which the researcher succeeds in seeing
the essence or being of the phenomenon. The method used by
the educational scientist enables him to know, to explain

and to understand the phenomenon in question.

The phenomenological method avoids any influence exerted
by any external principle or knowledge upon the phenomenon

investigated, and it takes great pains to avoid the scie~tist·s

life and world-view having ~y effect on the scientific
work done by him. (Van der Walt, 1981).

:Phenomenology is not a particular philosophical system,

but a way of thought - it is the scientific attitude that allows

the phenomena to speak for themselves. The word phenomenolo~f

is based on the Greek words, phainoma, meaning "r appear", or

"I reve~ myself"; and legoo, which means "1 speak."
Phenomenology then, relates the basic attitude of seeing

and listening to that which the phenomena desire to impart.

Gunter (1974) explains this approach succintly when he says that
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"The phenomenological concept of phenomena
refers to the data as they manifest
themselves in this original event of appearance,
and phenomenology is the methodical laying-bare
of the data of our experience in their original
appe~rance as meaningful data." .

Phenomenology is practiced in a systematic way,
proceeding through various steps or techniques, viz.

Phenomenological Description - consisting of intuiting,
analysing and describing. Intuition is a cognitive activity
in which we immediately understand or grasp whatever

presents or reveals itself as self-evident. It is the
method of entering into, and inner intellectual viewing or
examining of a matter in order to gain insight or

understanding of the ultimate essence of the phenomenon as
it becomes obvious on its own. Russerl gave a privileged

position to intuition because it is that act in which a

person grasps something at once.. in its genuine presence.

the rest is to be founded. Intuitive understanding or

"Schau" is considered by Nel (1974) as an _.extremely
demanding action that calls for utmost concentration on
the phenomenon. Of greater importance is the ability to
distinguish that which one wishes to study phenomenologically

as a phenomenon in our actual experience, that is a human

experi.ence.

What is intuitively perceived will then be analysed.
The researcher examines a wide variety of educational

situations. He starts to isolate, pick out and
describe the essentia.l characteristics of the phenomenon.

He studies the elements and the structure of the
phenomenon, distinguishes the constituents of the

phenomenon and explores their relationships and connections
with neighbouring phenomen~. He then gives a name to

anythine he considers as genuine and essential. He devises
a: name that he considers tbe best linguistic repr..;duction

of one aspect of reality. (Van Vuuren,19(8).

The next a.ct is that of description. A staterilcnt

is then given in words of the phenomenon a.nalysed so that

other researchers can understand what it is and what its
nature is.
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Wesenchau - study of general essences. Recollection,
in imagination and judgement must help the researcher

ascertain whether decisions which have been made about
the phenomena are universally and generally valid~ The
essence is that identicaL:something that continuously
maintains itself during the process of variation. The

researcher should thus limit himself to the unchangeable
and ultimate nature of the phenomenon. It is only then that
consciousness may be directed to the eidos (i.e. the true
nature of thing~) without any obtenabrating i~Jediments.

This is eidetic reduction.
Wesenszusam~enhan~e - Understanding of essential

relationships between the essences.

Analysis should lead to the detection of certain ,

essential relationships with the essences. This is known
in German as WesenszusammenhBnpe. 4~he_~~s~~~h should

~..:..~...
ascertain if the component belongs to the essence, or is
part of the essence, or is in the nature of it.
Relationships may either be within a separate essence or
between essences.

Internal relationships within an essence centre on

whether the integral constituents thereof are essential or

just incidental properties. Viewed phenomenologically,
learning consists of various essences, viz. an intentionally

directed active act; the situational . boundedness; the

character of action; the structure aspect; affectivity as
essence, etc.

With reference to relationships between separate
essences, one must determine and assess as· to whether
existing essences are in a necessary or essential

relationship to ~ach other, or state if there is an
essential possibility-of relstionships to essences other
than the existing one, or whether there is a clash with the

original essence or not. In this way a new significance

of existing concepts shall be uncovered and/or new

concepts may be built.
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Nel (1974,.) posits "that th-e 1lhenomenoiogical
analysis can never be' ignored since, in pedagogical
studies of children, a person-person relationship is
always a~ issue. An essential condition or requirement
.for the effective and satisfactory endeavour for the
phenomenological method is to debar temporarily consciously
and intentionally, prejudices, theories, habitual modes of
thinking or stereotypes. This is called epoch~", a Greek

. word meaning absent ion.

Noting the difficulty and intricateness of' the
phenomenological method. Ripinga (1979: 24)' q'tlotes
Husserl who writes

"That we should set aside all previous habits
of thought, see through and break do~n

mental barriers which these habits have set
along the horizons of our thinking••••• these
are hard demands ••••• to learn to see what stand
before our eyes, to distinguish, to describe,
calls•••• for exacting and laborious studies."

4 Summary

The problem of this investigation lies on the urban
Black child and how his environment may affect his
relationship with the teacher. Being a Black child in
an urban environment presupposes that he or she is a
person of'; two'·wo.:tlds- the traditional and the modern
technocentric world. The modern school education aims

at making him a fully - functionihg adult who will be
part of this new age. How does he then relate to the
teacher and the school system?

The urban environment is too much of a hustle and
bustle where divergent values and modes' of conduct and

behaviour abound. For an urban child the confinee of
the backyard are too narrow for him and the lures of the

streets are overpowering, and he or she is moved by the

irresistible spirit of physical and psychic activity and
is likely to absorb and reproduce whatever meets his or

her vision. Whenever there is quarr~lling and fighting

there urban children throng. Wherever there is an
arrest or revolting scene, there children flock, eager

to know all about it. Will these .depraved tastes, and
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appetites not af'f.ect pupil-teacher relationship in an

organised school setting?

The urban environment is much too complex with
different forms of stratification and greater mobility,

less parental authority and dimished close interpersonal
relationships. How does this affect him when he is under

the tutelage of his teacher,?

To investigate this problem, the phenomenological

method of investigation is undertaken within the ambit of
philosophy of education, the aim being reflecting,
analysing and evaluating the encounterp.d situation; using

results of experience and research in relation to the

issue in question in order to see educa.tion comprehensively

and constructing a guide to action in respect of the

problems uncovered by the investigation.
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THE NATURE OF THE PEDAGOGIC RELATIONSHIP.
'1. The Concept Pedago~ic Relation

Pedagogical relation may be conceptualised as an
interaction between individuals, that is the educator and
educand in this case, that takes place within a
professional setting, viz. the educator being the teacher
as the authority figure and the educand being a child who
opens himself to being taught. This relationship is an
interaction that is initiated and maintained as a means of
facilitating growth and development in the educand on his

way to maturity or adulthood.

du Plooy and Kili'an (19Sq ) write that in education
situations the educator initiates many relationships with

the educand, who is calling for educative help and to whose
call he has' to answer adequately. In that way the caller's
need is filled with a meaningful response. In the educative
relation the educator must take into cons1dera~ion his o~n

limitations as well as the potentialities and limitations
of the educand. He must take into account his own
facti~ity, that of the educand and must acknowledge the
norms of propriety under all circumstances and at~·.all times.

The pedagogic relation develops from the interaction

between a trained professional, the educator, and the
person seeking his professional services and guidance, that
is the educand. It may be initiated by the educand when'

he himself approaches the educator asking for help in

academic matters; or by the third person (parent, or parent

surrogate bringing the child to school and continually
checking on progress being made) or by some other agency

that, for example, may commit a child for remedial help in

one subject or another. Interaction shall be maintained,
however, only on a participatory and co~perative basis i.e.

both the educator and the educand collaborate to pe~form a
particuiar ~tually acknowledged function of their

interaction. The function mainly involves guiding, leading

and directing the not-yet-adult to full and mature adulthood.-Both the educator and educand must recognise that growth



and development desired and towards which they interact go

beyond the walls of the classroom. As a matter of fact it
always pertains to what the learner will do, what he shall

be expected to do and what he shall be able to do long after

y~ars of formal schooling are over. It pertains to what
ought to be in terms of the educand's situatedness. The

educator is a builder of skills and a developer of
potentials; he is an advisor and guide. On the other hand
the educator should be open, willing and amena~le to the
educator's influence.

From the for~going it is recognisable that this study
looks at a role relationship. Educator and educand being
rale words, designating prescriptions, or demands or
expectations upon rale encumbents. The nature of the
relationship between the rale partners is so structured as

to bind them together in a special manner. According to
- ._- -'--e\:mrem~'"l (1950) --"thi! ·~term 'pedagogical ~-'is ~-empl\;J6=' -t~

indicate a disclosed-logically qualified structure. The
educand should open .himself up and be activated so that he

can benefit from schooL experience. Conversely the educator,

who works in a school-typical educational environment, is
pedagogically active in a disclosed-analytical way, in

order to introduce ~~e educand to the various aspects of

cosmic reality.

Friedin~·(1976) cites Buber and, notes that.therspheres

in which the world of pedagogic relationship arises, can
be divided into three broad categories, namely:-

Our life with nature;

Our life with men - we can give and accept the Thou; and
Our life with spiritual beings.

Buber sees human life as consisting of two basic mov.ements;
the primal setting at a distance an~ entering into a

rela.tion.'. Since man is not able 'to enter into a relation

w:i:-th a. b.eing that has been set at ~ distance from him and
thereby has become an independent opposite, the first

movement is the presupposition for the second. Buber terms

the act of entering into relation "synthesizing apperception".

This can be regarded as the apperception of a being as a

whole and as a unity.

-_._....
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In the two basic movements principle, man sets man
at a distance and makes him independent. He is consequently

able to move closer into relation in his own individual
status with those; like himself. Confirmation is desired
of what he can become. For this reason man can only rely

on other men for his manhood or adulthood. This
presupposes that the concept of "relation" is an expression
of solidarity of man and the word solidarity connotes
"belong" and also "listen" ( hear) • Conversely f solidarity
as relatedness means that man and the world not only belong
together, but .also. that man must always listen to tbe
demands' and claims made on him and respond to them in his

togetherness with others. (Van Vuuren, 1976).

2. Component~ of the Pedagogic Relation.
2.1. Uniqueness

In this relationship, two individuals are involved; the
adult and 'the not~.fc"t--5:ctu:rl;;·111- ~C~i tuatIon that sta...""lds out

of its o~n. The educ~tor and educand are mutually

involved. The pedagogic~ relation is· _unique in that it is

a relationship between a professionally trained, co~petent

educator and an individual who accosts the teacher for
help, direction and guidance. This relation becomes
effective when the teacher can help the pupil. In the
process the teacher shows positive regard for his
charge by shOWing interest in him both as a person an~ as

one who has the potential to grow. He shall take specific
actions to set the stage for leading the not-yet-adult to
adulthood.

The pedagogic relation is different from other
everyday personal relations, as the latter are charecterrsed

by more mutuality. Friends help each other, while, the
pedagogical rel~tionship is more formalised and rales are

more clear-cut: one is the educ~tor and other the educand. The
educator/teacher must~ find deep satisfaction in his task,

but he is not being led to adulthood by the pupil, nor is

be ordinarily establishing a friendship.

The educator is far more crucial for successful
teaching. It is not ·difficult to teach sonleone who shows
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good teacher attribute~ some basic teaching skills, and

make an effective teacher out of him. On the other hand,

it is unlikely tbat one can train somebody, in teaching
skills beyond tbe'most superficial, who is basically not

a teacher. Through pra.ctice this person may well be able

to mimic and impersonate a teacher, but in a crisis··
situation where the facades crumble, the 'non-teacher'
shall resort to various ineffective techniques and skills
such as assaulting and battering pupils, giving unprofessional
"favours to children, and many more.

In thi~ relationship the chila accosts the adult,
soliciting help, guidance and direction. He so to say
stretches his arm out so that it"may be- sei:zed by the adult
wbo will then lead him to a safe, sound and secure futurity.

The adult is accosted by his very being-adult to lead the
child. The adult as an educator, in turn calls upon the"

adult. The child becomes an educand when he submits to the

educator's authority - allowing himself to be led. The
situation wbich has been changed by the decisions, skills
and techniques'of the teacher and actions of botb~ in the

process of assisting the pupil to become a responsible and
worthy human being, is non-recurring. It is for that reason
that the teacher initiates such a situation of guiding and
directing the pupil, must do so in a very responsible a.nd
pedagogically accountable way.

2.2. Collaboration.
The educational activity involves collabora~ion

between teacher and pupil. Consequently both should
accapt responsibility for the outcome. Some pupils, and

in certain instances some teachers assume, wrongly though,
that the teacher is highly trained and brings a great degree
of expertise, proficiency and competence into the educational

activity, he should provide direction at all stages. Such

an attitude does little to forward the second half of the;

learning problem, the personal discovery of meaning, Combs

(1982) points out that the personal discovery of meaning

goes on inside the student. That ·calls fo~ teachers who
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are helpers, facilitators, assisters, and guides, to involve
pupils deeply in learning processes. Teachers must be
skillful in stimulating and encouraging pupils in the
personal discovery of meaning. It is important for the

pupil to participate fully.

Combs (1982' emphasises experientia.l learning which
he explains as concentrating attention upon what the student
is making of information he has obtained in class.
Experiential approaches to learning call for actively
encountering information or events in some fashion and the
vigorous participation of pupils in the learning process
is more important for pupil growth than exposure to a given
curriculum. Teachers facilitate experiential learning of
pupils by suggesting.new and more fruitful ways to attack
problems. They inspire pupils to explore new and
unfamiliar methods. Teachers should at all times maintain
a flexible a.i:~ituue·~tii~t~~~Hi~:i.:i·~lI~owthe pupil to artlC1.U5:;;~._.

his OV/n goals, even if these are at variance with the

teacher's frame of mind. Othe~¥ise the education~l activity
boils do~~ to propaganda ad captandum vulgus.

With healthy and meaningful collaboration and
consilience between the teacher and the pupil tbe

unfolding of the potentialities of the latter shall be
realised so that he is able and likely to act
responsibly and function adequately long after leaving
school.

2.3. Unegualness.
The pedagogic relation reveals itself as a child-adult

relation in which the participants are intimately and

reciprocally inVOlved. The aim is to lead the chile to
maturity. However, the child and the adult meet in their

unequalness. By virtue of his being adult, the tea.cher

wields authority. He bas rational power, and if he co~~ands
:-

respect from those who look up to him for their knowledge

and skills he shall be listened to when he exer~ his

influence. TUs te~chers can easily bring behavioural

changes in the pupils and redirect. their wills. Schoeman,

(1980:68) agrees h.ere when.he maintains that:-
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"Competent control' of pedagogic situations by
competent office-bearers is ••• regulative
regarding the positivation of norms and appears
where competent educators enforce their pedagogic
power in such a way that they actually guide
the educand via this power and authority in
the development of theoretic-logic (i.e. scientific)
thought and the analysis ~nd indication of
norms (logical and lingual figures)~.

(Emphasis in the original).

As a person wielding pedagogic authority the teacher is
expected to:-

• help ~upils to achieve the transition from school to
institutions of higher learning both in academic and

in personal terms;
• think about in-class work both in terms of academic

content and the needs of the student;
__ find out i£ a 'pupil is in a position to be ab~e to

receive and understand the materiel of the SUl::lje~t ~nd

if not, to help, him aa-quire :-them.

• take account 6f the pupil's level of growth, physical
and intellectual ability;

• arouse the pupil's interest in the subject material
and help him or her to maintain that interest;

• keep the pupil aware of his progress;
• taIk informally to pupils helping them cope with their

own problems;

• be aware of the basic factors in interpersonal and

~oup processes. (Hills, 1979).
Pupils, on the other hand, are not invested with this
power. They are, not expected to direct their teachers
according to th~fr whims, 'wish and ~will. -

It should be further noted that every person is
unique and singular in his existence::. Every person is
involved in the way he is becoming a good, worthy, virtuous

and well-intentioned human being. He is continually
giving an ever improving expression to his tthumanness".

Over and above his individuality, he has to bear in mind

hiG interest and limitations, his personality reve~ls some

of his aptitudes and dispositions, the environment from
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which he springs and the·way~oflife in which he is
enmeshed at the time. These aspects widen the gap between

him and those around him. . He is not equal to them.
Referring to this unequalness du Plooy and Kilian

(1980:53) write 8S follows:
"What a blessing that the adult and the
adult-in-the-making are not equals in the
education relation~ ••• That is why education
can be realized. If the child were the equal
of his educator then education would be out of
question."

2.4. Equal dignity.
Both the tegcher a~a the pu~il, being human beings,

are bearers of equal dignity. However, the pupil, who is

not yet fully responsible can, under no circumstances
implement his dignity to the s~~e extent as the teacher
does. The child is not yet .in a position to aSSUr.le full
responsibility for his task. So, the teacher should in no
way harm the dignity of the pupil. He should adopt a
stance of acceptance and a caring for the pupil as a
separate person, with permission for him to have his o~n

feelings and experiences, and to find his o~n meanings in

them. (Rogers, 1961). This acceptance of the pupil as a
being with dignity demanding to be resgected involves two
aspects to be taken into account, namely:

• a Willingness to allow- the children to differ from one

another in all sorts of ways; and

• a realisation that the ongoing educational experience
is a complex pattern of striving, thinking, and

feeling. Each child will respond to the situation in

~ way that is in consonance with his nature and previous

experience.

Thus the teacher accepts and respects all children,
regardless of their unequalness. He- further .recognises
that they are living in a highly personal world. This

allows pupils to feel free and secure in the company of their

teacher. They readily develop trust and confidence in the

ability of the teacher to be their leader. Behavioural
patterns of pupils will then be purposeful, normatively



controlled, and steady. As Lortie (1975:151) put it
" ••• concern with discipline and control, in fact,
largely revolves around the need to get work
done by by immature, changeful, and divergent
persons who are confined in a small space."
2.5.- Dialogue.

Smit and Kilian (1973) point out that the teacher and
the child are always engaged in a dialogue in the
classroom, and that this dialogue is occuring through
learning contents. The teacher's instructive actions
are always correlates of the child's learning ~ctivities.

Certain actions of the teacher call for pariicUlar actions
on the part of the children, and vice versa. Dialogue

in t.he education relation is an appeal-answEr-relation.
The appeal the child makes to the adult raises the latter
to the status of educator. Intimate proximity established
by the presence of "tha auul~ ~o wuow "he c~u ~v~Unicate his

I
needs and demands gives the pupil'confiq.ence and determination
to c~rry on dialogue with the teacher. For that reason it
remains one of the p~ime obliga.tions of the teacher to

foster a positive attitude within his pupils. This is only
possible when the teacher really tries to understamd the

unique situatedness of every individual child.

As soon as the child experiences answers to the
appeals he makes he finds that the educator demands

certain ways of acting which are compatible with societal

norms, beliefs, convictions and way of life as 'mUsts' of

life. Education is realised when the child responds correctly
to the demands of refinement and propriety, that is, he has

then become an acceptable human being. Goodland, (1.979:-X06)
maintains that

"The school should take on the cultivation of
those individual sensibilities long entolled in
humanistic thought and the aims of education.
These are the attributies of thought - understanding,
relating, judging, integrating, reflecting, and
the like - that require deliberate, systematic,
and sustained attention."

This becomes possible if the dialogic relation between

teacher and pupil is sincere and genuine.
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2',.6. Bindin.gness.

·The pedagogical relation is also a binding one. The
binding of the child to his education is his strongest

motivating power to assist him to constitute new relations
and in view of stronthening, deepening and instensifying
the lasting '.relations bringing about permanence in his life.

Bindingness is actualised by a pedagogic tie of love.
If the child is not a~cepted with love, he shall never
experience the security that the school can offer him to
obtain a foothold as a firm stand in the world. It is

-nec.essa~ at this point'· 't~ 'distinguish among at least three

different senses in which the world love can be used: eros,
philia, and agape or caritas.
• Eros may be ignored. It is connected with sexual desire

and self-assertion. It should never characterise tbe teacher­
nunil relationshin. But this does not mean there are no- .'. ~~ -"-

instances of this. Gilbert (1982) interviewed 1829
pupils from seventeen secondery schools in Kwa-ZuIu on)

Among other thin.gs,incidents of love affairs between teachers

and pupils. 23>percent knew a lot of incidences, Jl7 percent
knew of a few and 14 percent knew of one or two. Only thre~

percent knew of none. Love affairs between teachers and

pupils are likely to create tensions between pupils and
staff not only because it may lead to favouritism in the
class but also because boys, in particular may resent thee
unfair "competitions". Teachers who are culprits should,

be sought out and disciplined accordingly.
• Philia is described by Reid (1936) as the love we giva
only to the comparatively few persons who happen to
attract us. It is love arising from natural sympathy or
a.ffection. We a.re moved by such love and it cannot be~

commanded. It is love between friends who are close to

ea.ch other a.nd desire each other's company. Like eras, it

is un salutary for the teacher-pupil relation, because it

is confined to a te~cher and some particular child or

group of children or types of children. It has the

potential of favouritism or nepotism and unfairness.
Entwistle (1970) maintains that the fundamental
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character of the teacher-pupil relation is that it must

ultimately be dissolved. The teacher does not give himself
fully, but gives the skills, knowledge and attitudes of the
people he represents. The end-result of the successful

teacher-pupil relation is a child's capacity to become what
society wishes him to be. Should a bond of pesonal affection

be the primary aim of education then there is no need for
schools, except perhaps, as child-minding establishments
during the time when parents are fulfilling their economic

functinns away from home.
• .Agape, on the other hand, is a love' for a person as a
person, with no expectation of a return from the other
party. It is a type of love in which a person seeks to
assist other people to grow. Oberholzer (.1972) quoted

in du Plooy, Griesel and Oberholzer t (1982:97) maintains that
.riDie agape-liefde kies en onderskei nie op

grond van wat dic-·'licihubbende--·~:l'dte ander
. vind ten einde dit in besit te neem nie,
iiiia:r soek slegs die geliefde se belange. 1t

Agape is therefore a condition of possibility for genuine
encounter. Agape aims towards the supreme good for th~

dependent co-subject, even in reprimanding him with a
view to protecting his dignity precisely because sympathy

or compassion is felt when punishment is deemd essential.

It contributes explicitly and implicitly to the welfare of
the person loved. It allows the loving person to be a
source and proximate cause for self-enhancement of the
loved one. This is the love that forms the sUbstructures.
of all pedagogic support. Just because the love given
envisages support to the child with the aim of making him

self-reliant and resourceful it should not exclude
reprimand for the protection of his dignity and image as

a person.
du Plooy, Griesel and Oberholzer (1982) aver that

research has reveale~ that pupils wbo do not experience

the feeling of being safe-guarded, which initially is based

on a loving relation between the teacner and the child,

try to compensate for their deficit in other ways. They

can totally withdraw themselves and then reveal all kinds
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of asocial traits. It is also possible that such pupils
get overaggressive, tell lies, go a-stealing and tend to
give vent to their inadequacies in underhand ways.

2.7. Pedagogic Activism and Pedago~ic Ne~ativism.

These are forces that may serve to show the direction

the pedagogic relation shall take. Pedagogic activism may
be equated with what Robinson (1980:23) calls "one-way
traffic teaching system" with the teacher assuming a
directive rale. The teacher is an active agent who is in
absolute authority and is "the fount of all resourcefulness."
A number of assumptions by the teacher may form the basis
for pedagogic activism. Some of the assumptions may be the
following:
• That it is absolutely essential for a teacher, as a
pedagogue, who is a mature adult and is an authority in

his task to lead and guide the not-yet-adUlt. So he takes
it upon nimsel!' to structure the pedago-gi-c situation
according to his idea of the ideal as reflected in the

philosophy of life of a people. The child is then forced

to fit into the already existing societial structure
without a click. This idea comes out clearly when

Reitman (1981:37) writes that:-...
- The enculturation or acculturation of the

young to society's collective achievements
has always been a central charge of schools."

That the child should be completely competent, adequate

and achieving in all areas if he is to be a worthWhile,
worthy and acceptable future member of society may be
the assumption. To attain this he takes the initiativ~

in deciding behavioural patterns to be eliminated or

reinforced. He ignores the functions these behavioral
patterns serve the pupil and what supports them. He
even goes to the extent of positive reinfo!"cers or
negative reinforcers without taking into account how the

child will respond to these.

That children may be seen by the teacher as being

dependents and underlings who should have someone

stronger than themselves to be their pillar of strength.

It is this assumption that may lead the overconcerned
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teacher even to interfere in play activities of children

up to the point of channeling their play and deciding
games to be played.

.• That a teacher should be very concerned and upset by

the problems in which pupils find themselves. This may
lead the teacher into being involved in trying to guide
pupils activp.ly in their problems, even though petty, a.ll
in a directive manner, not taking the potential for
emotional growth in the child.
• That a teac~er may believe that th~re must be a correct
solution to every problem and he is the custodian of those
correct solutions. As such he may stifle a child'g
creativity, by not acceptin~ anything that is at varianc~

with his "beaten track" approach. (These assumptions are'

adapted from some of Ellis' (1967:152-153) irrational
ideas. )

The negativistic approach demands of the teacher that
he should start for each learner "where the learner is."

Hass (1980:94) sees criterion questions of the developmental

perspective as:-
• Does the planned curriculum provide for the developmental

differences of the learners being taught?
• Does the planned curriculum include provisions so that

learning may start for each learner where he or she is?
Has the significance of developmental taksk, stages of
growth towards a mature personality, and the successive
models of intelligence been considered in planning?
Do the curriculum planners and teachers attempt to

provide for earlier tasks inadequately achieved and
for their maintenance when successfully achieved?
Has the curriculum planning been adjusted to the
biological, .social, cultural, and intellectual changes

occurring and that have occurred in recent years at

each stages of development?

Do the curriculum planning and teaching allow for the

inborn individuality and innate uniqueness of each

learner?
However, should the progress of the child devia~e from the
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average developmental stages, then the:.educator should
intervene. du Plooy and~Kilian (1980:16) agree and believe

that:-

"The aim of any pedagogic activity is to
assist the child on his way to attain
adulthood. The child is also actively
engaged to attain this end."

Over - and underestimation of the teacher and/or the
pupil's contribution to the pedagogic activity distorts
activity in the educational endeavour. A child, being a
not-yet-ad~lt, cannot be expected to'be aware of various
ways ·~o attain adulthood. In helping the child, it if"­
adviseable that the educator frees children from needless

restrictions; encourages self-responsibility; support the'
uniqueness of children by helping them set their own
learning goals, find their own resources, and evaluate
their o¥m experiences. This reduces the teacher's authority
and dependency relationship derninishes. 'Implementing these

strategies may help foster pedagogic relationship.

3. Peda~ogic Relationship Structures.
du Plooy and Kilian (1966) distinguish among three

essential relationship structures, namely:­
the pedagogic relationship of trust
the pedagogic' relationship of understanding and knOWing
the pedagogic relation of authority.

3.1. The relationship of trust.
The child's need for guidance and direction prompts

him to reach out for an adult - an adult wbom he shall
only accept in a relationship of mutual trust. Kgorane

(1976) conceives of trust as a way of being that makes be
who lives it to have a good grip on his world and life.
Trust between the educator and the educand ensures that

the t-:,vo parties are confidently bound togetber, thus

influencing eacb other.

Development of a sense of trust is a component of the

pedagogic relation in that the educator trusts that his

charge can become a worthy adult. Given the necessary

help, instruction, control and guidance, he shall become
what he ought to become. Hence the edUcator sensing the
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need for involvement with what the educand did, is doing
or is about to do in his own particular world - of - living.
It is imperative that the educator involves himself
intentionally and with a goal in mind with the activities
of the learner. He should experience an inner urge to guide
the child to mature worthy adulthood. The teacher must be
constantly aware that there are certain convictions,
beliefs, attitudes, expectations, ideals and norms that he

feels should be instilled in the young if his intervention
has to be successful. He then ~llows dialogue between

himself and his charge to take place in such a way and at
such a level that the educand shall be conscious of and
appreciate the interest displayed in him. This shall
enable the child to understand norms, values and attitudes
the educator wishes to bring to his notice and shall be
able to apply these to his own particular life-world.

(Cilliers, 1975).
Conversely, the educand, who came to trust his parents

and became aware of their presence must also experience a
trust in his educator who will help him acquire independence

in accordance with the demands of propriety. du Plooy,
Griesel and Ol'erholzer (1982) posit that events tha.t are

, I

aimed towards a future are still uncertain in the mind of

the educand. He searches for certainty. His human form

of existence is a venturing out of the future. It is

inevitable that he has to rely on the support of the
adult to do so. He searches for or is need of someone

whom he can trust and in the way gain a foothold in life,
today, tomorrow and in the days to follow. The educator

becomes the stronges~ clutch for this purpose. Genuine
educative trust takes into account the incomplete
self-realisation of childhood, as well as human frailty and
limitations. In openina himself up for being trusted by

the chilci, the educator is taking a risk. Occasions for

failure are many and possible. But
"The educator who, for fea.r of failure, does not
provide the educand with the opportunity to act
and bear responsibility in accordance with his
capabilities, is just as irresponsil'le as the
educator who takes indiscriminate risks."

(du P1ooy, Griese1 and Oberholzer, 1982:92).

1"', i,
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In this way trust can be conceptualised as a belief in

the integrity of another individual, here the educator.

I~reas~~__~~_cur.:t ty~n the relation _.a..rui--x~duces

delensivenes~. It is necessary that the educator and the'
educand open their endeavour to their full potential for
persona.:t.,e_ngagement 'toge_ther _wi-t~ int~rpers<?nal growth.

Trust is necessary for self-disclosure in the pedagogic
relation. The educand will consequently sense that the
educator becomes more accessible. Treated as a fellow
human being, the educand feelB respected as a person-in-need.
!,edagogic trust in the educational relation lay;. the grou}3,d
for a primarily pathically grounded relation, i.e. a
relation characterised by deep feeling, compassion and

tender feeling.

3.2. Relationship of knowin~ and understandin~.

The relationship of understanding and knowing is a
condition for creating and maintaining the education
relation. To be able to educate the educand , the educator

has to learn to know the child well, and to acquaint
himself progressively and more thoroughly with hio,
especially regarding whether and to what extent he is
educable, and who he actually is. However teachers must
not be oblivious to fact that an educand is not a
person-in-isolation. Their teaching must be geared ~o

meeting the needs of the society as a whole, the needs of
subgroups within the larger society and the needs of

unique individuals in the society and its subgroups.
(Reitman, 1981). A teacher, as a bearer of knOWledge, is
appropriately placed to assist and guide the child to

adulthood. The child is no miniature adult. His is not

born with ready-made knowled~e. He cannot attain maturity
single-handed. Support by an educator is necessitated to
help him acquire knOWledge for which he is capable. What

the educator gives is accepted and constituted in a way

consonant with the child's being. Intervention by the

educator with knowledge of the child's needs and yearnings

in his particular existential situation must be well thought

out and well planned in order to answer the child's call.

f"
I
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After all he knows the way ahead together with the expected

goal. Strasser (1970:17) puts it emphatically when he writes

"Voorts wordt ve~onderstel dat hij, de leiding
geeft ergens naar toe leidt. Hij is de
leider omdat hij het doel kent en de
weg naar het doel. Hij de geleidt word,
kent het doel nOR de weg en is daarom
op leiding aangewesen... ·

Thus, in the pedagogic relation the participants. differ in
respect of stages of development in one or more aspects of
their spiritual devel~pment en route to the ideal maturity.
The one participant, the ~ducator has travelled fur~hest

along the road. He ~s a greater authority on the norms of
right-living and on specific pedagogical structures that

enable him to design systematic situations on which the
child shall be given the opportunity to proceed towards

maturity. His guidance of the child in these situations
must ensure safety, security, protection and guardianship

for the child. The other p~rticipant, the child, not-yet­
mature, makes a passionate call to the adult to intervene.
The mature adult intervenes in the child's constitution of
his world and in his outlook on life, though with an
added recognition that the child is unique in his ovm
world. (Kgorane,1976).

The child must com~ to know his leader well in... all_------------- -_____ _ _ __ _ _ __ _ _ . ,- F~--~·- ~----_

the education situati9ns in which they are-bodily and .

l?piri,~~al~y_.~nvoJved. These two need to co5perate in coming
to know each other mutually. du Plooy and Kilian (1980)
argue that knowing expresses a relation between people.
It means being more acquainted with each other, being
more familiar with each other's conduct and learning to

accept it. In that way the venturing child can f~el

secure, confident, fearless and reassured in the presence

of the educator that nothing will make him feel out of
place in the teacher-child relationship.

3.3. Relationshin of authority.
The establishment and maintenance of authority is

one of the major aspects of every educative endeavour.

The teacher carries into the classroom authority from

various sources, namely:
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As a representative of the school in the classroom he has

vested in him the authority of the school. He is the

custodian of school policy and must see toit that whatever
in-class activities are in progress are in accordance

with norms operating in school.
The teacher's being adult also gives him authority over the
educands on the basis of the 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 world of responsible adulthood.
This is natural authority.

The tea.cher as a representative of the child's society bas
legitimate authority over the child. He has to pass on to

his pupils the values and norres, the beliefs and patterns

of behaviour of Blacks. Gammage (1982:35) points out that

"In technological societies children are 'locked up'
as the £'u.J"tu.r::"2~ ~0~ i?l.. ~(Iliti~::0.. .and scientific
investment for the future. Schooling is enforced,
it is necessary for survival; and schooling
focuses the culture upon the children and shapes
their cognitive development in many ways, including
confirmation of value systems."

This quotation clearly indicates the socialisation task of
the school and it is the teacher who, in the final analysis,

must make this task an actuality.

The. trust and c0n.!.i.9-_~~~_~ pupil~_ 1'.l~ve.in .:their teac.~e_:r: is
an9.th~r ~Q~}·~_~._9f_~!J...:th.ority. KnOWledge may be conceived
as a social construction linked to human intentionality

and behaviour. This knowledge is to be translated into a

meaningfUl pedagogical principle. It has to be defined not
only as a set of meanings generated by human beings, but

also as a communicative act embedded in specific forms of

social relationships. The principles tha.t govern the

selection, organisation and control of classroom

knOWledge have important consequences for the type of

classroom encounter ir. which such knowledge will be

distributed. The teacher is therefore expected to hold

meaningful pedagogical principles wbicb, in the ultimate

end, will help the child realise what he ought to become

on his way to responsible adulthood.
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The teacher should exercise his authority to promote

the freedom of the child, either by enhancing the range
of choices open to the child. or by developing in him an
ability of making choices. He must take whatever action
he judges necessary to promote child progress towards
autonomy.

Oeser (1970) argues that the teacher must strip
himself of his status consciousness and be willing to be
accepted because of his superior knowledge and skills.
He should not take recourse of his physical prowess and
power behind his institutional status. He should be less
distant from children so that the relationships will be
more interpersonal. The extent of his authority must

depend on a wide range of pedagogical abilities.
From the foregoing it can be noted that Gunter's

(1980) conclusion is pertinent. He says that witb~ut

acceptance of that authority by the child for the sake of
his own progress towards what he ought to be an educational
situation as a consequence is unthink~ble.

4. Principles of the Peda~ogic Relationship.

4.1. The princinle of humanness.
Education is a typically human activity. Langeveld (1949)
avers that without human education the child cannot become
human. That m~ is a being who educates, is educable and

is committed to education, is itself one of the most
fundamental characteristics of the image of man.

Redden and Ryan (1956) view man's nature as three-fold,
namely, sensorial, intellectual and volitional. They

emphasise that man's essential nature, through educa~ion,

tends to seek for the intellect. (splendour veri). It
seeks the comel~ness of the good (decor virtutis). Finally,

it seeks the highest form of truth and the highest form
good. Therefore, education should centre p::'imarily upon

the attainment of beauty, truth and goodness in tteir
superlative degrees. Education should guide the child to
ONE who incarnates beauty, truth and goodness.
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4.2. The principle of peda~ogic accountability.
Pedagogic intervention in the life of the educand

connotes that the educator should have a clear understanding
of what precisely man in general and the child in his care
ought to be as an adult. H~~__te~_c hing and Jiiscipline
should be supported by the example of his personal life.~

He should be a source of ideology. Systems of beliefs
and codes of conduct provide a helpful guide to children
especially when they encounter novel situations. Societal
traditions can ba particularly helpful in those problem­
solving situations that do not all~w the child to engage
in higher level intellectual functioning. An internalised
belief structure may be particularly useful in a time of
crisis such as bereavement over the death of a loved one.
He should carry out the socialisation task through the

analysis of norms and values, those patterns of behaviour
which are common to given social gro~ps and those ideas of

right and wrong appropriate to a child's cultural group.
The teacher should be a guide and mediator in

problem-solving. This help is given in groups and/or
individually when children have to take a stand on an

issue, be it personal or societal.
The teacher should set high standards for the

pupils. He at the same time calls upon them and inspires
them to give of their best. But he should never lose sight
of the nature of his pupils, what they are able to do and
what they are prepared to do. He should urge them to
discover their own value and dignity as persons. They

should sustain these continually.
Teachers should be adept at diagnosing learning

difficulties and in appreciating the relevance of particul~r

instructional materials for the acquisition of particular

learning by the child. They must be able to communicate
ideas to the child's level of intellectual maturity and

SUbject-matter sophistication. This ability should be

significantly related to the leerner~s acquisition of

clear, stable and unambiguous meanings.
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A teacher who is accountable provides e~otional

support for pupils, is sympathetically disposed towards

them and accepts them as persons. He distributes much
praise and encouragement. He is sensitive to pupils'
feelings and affective responses. He promotes wholesome
self-concepts in children. f\ Chi Id., identifying with this

source of acceptance and approval, is disposed to
assimilate the teacher's values. He becomes more motivated
to learn and to attain a higher level of academ~c

achievement at school.
An ~ccountable teacher is orderly and systematic in.

his classroom management. Classroom behaviour shall be
more productive. At all times there should be a pattern
of orderly, systematic, responsible and businesslike
behavioural patterns in classroom activities.

Teachers should be ingenious in improvising teaching

They should be capable of utilising the learner's frame of
reference to encourage questioning and hypothesizing.

Pedagogic accountability in an education situation

relates greatly to how a teacher relates himself to the
children before him and his teaching style.

4.3. The ~rinciple of bein~ directed towards a situation.
Lichtenstein quoted by Venter (1979) explains an

educational situation as a particular qualified situation.
He considers it a meeting with the younger generation
having an ethical claim and challenged by transcendence.

This is a situation in which a personal relationship is
won, a situation in which the goal of guiding upwards into
a free and wide humanity is at stake. It leads to the
freeing of a given and restricted horison of Dasein. It
pleads for man ,as a being existin~ in time and space who
is educationally needy. The child wants to be somebody

and attempts to be somebody. To achieve this he uses

the co-existing world as a dialogical partner in this

activity or endeavour of advancement towards being-humzn.

Both the educator and the educand acting persons participate
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in constituting the pedagogic situation which has leading

the educand to worthy adulthood as its aim. This goal is

determined by-society of which the chiid is part.
Gunter (1980) sees the goal as twofold. It is future'

oriented in that the child is a mature adult of the future­

and, at that time the future shall be more secure. The
goal is also norm-oriented, that is, it is guided by values
and norms. Instilled in the educand should be norms,

values, beliefs, attitudes, aspirations and expectations
held in esteem by his social group.

The educator should have an insight into societal
norms and values so that he may not corrupt those he
intends to motivate. He should understand his duties
and responsibilities according to the dictates of
specific and particularised norms. His policy, his influence
and his outlook should, as of necessity be based on an

4.4. The principle of encounter.
Encounter is defined by Viljoen en Pienaar (1971:57)

as "an act of meetin,g' of man and fellow man." Two human

beings can meet each other by a welcoming hearty word, or
it can be a meeting of eyes, revealing the light inside a

fellow-man's spirit. This light may also reveal his

friendliness, well-disposedness, hatred, scorn, ~~d his
pleading for urgent assistance in his helplessness as in
the case with the educand who is confronted by an educator
who aims at establishing and promoting an authentic encounter.
In the pedagogic situation educator and educand, in their
being intimately and closely drawn together, realise that
they belong together.

The pedagogic relation is one of mutual appeal,

listening and res90nse between the adult and -the not-yet­
adult. Pedagogic encounter is started by the educator.
He starts it in his response to being addressed by the

child's existence as an existence-in-need. Vandenberg

(1971) sees the problem of toe teacher as being how to let

the being of the child, bis being as a teacher and the

being of the world emerge and shine forth in this relationship.
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These three elements of the encounter, that is, pupil,
world and teacher indicate the three aspects of the
founding of the authentic pedagogic relation, namely:-

• leading the pupil back to himself in a return to the
origin of his being. It leads to the restoring of his
wanting-to-be-someone himself so that he can be authentically
there as a learner;

• leading the child to an encounter with the subject
matter, thus disclosing regions of being as part of his
explorations, inquiries and investigations of the world,
s~ that he might become more at home in it; and
• leading the pupil to an encounter with the teacher
himself as a person who is able, prepared and Willing to
supply help and guidance the learner appeals for.

Per contra, the creation of the education situation
as a situation of encounter is facilitated and demanded

seeks help and guidance in his entreaty and imploration

to become an adult. As such he accepts the adult as the
being who can make him what he ought to becoce. He longs
to ~e accepted and~met by the adult who is mature and

responsible. The child thus shows a pre-formed field
which the educator as leader and supporter can use to

lead him to worthy adulthood.
Landman et al are cited by du Plooy, Griesel and

Oberholzer (1982) as emphasising that pedagogic encounter
creates with its pedagogic nearness, turning-to-in-trust,
presence-in-trust, experiencing-of-belongingness, and
accessibility, the possibility for educative moments to

become perceivable. In the pedagogic encounter both the
teacher and child are closely committed to each other.

If a child is not encountered mea~in~ully he cannot be
supported in a pedagogic way. The teacher should meet

the child personally, and guide him in the form of

sympathy. He should enter in his spiritual lifiO~, prOVide

a good example and get involved in what he wants to

achieve. At the same time teacher and child must cooperate

and participate in the education o~cur~ence.



50

Van Zyl as cited by Gunter (1980) contends that an
encounter in its fullness and ideal form is of short
duration. It does not occur frequently and certainly not

in every pedagogic situation. There should be mutual
address, listening and response.

4.5. The principle of reciprocal action.
In the pedagogic situation the educator and the

educand are dependent on each other, intentiona1~y directed
at each other and in a common activity. The educator
answers the child's pathic appeal for support, help and
guidance. He confronts the learner with a task, assignment,
command, invitation or challenge, to which he must actively
respon~ by assimilating, interpreting, reconstracting,
appropriating and applying what is presented to him. This
idea is succintly brought out by Van der Stoep (1969:132)
when hp_ wri +'Pf;:

"Onder die veilige begeleiding van die onderwyser
as meeganger, verto1ker van die werklikheid,
singewer, gesagdraier, leier en mede-eksp1oreerder
korn die kind dan tot die akt van die konstituerin~."

4.6. The nrincin1e of contemuoraneousness and directedness
towards the future.

Education is concerned with learners of a specific
period. Thus there needs to be acknowledgement of the
learners' autonomous thought and tastes. The school should,
at the same time seek ways to complement ideas and values
of the time both by accelerating the development of
critical faculties, by giving time, opportunity and help

for the deeper analysis of themes current in contemporary
times. Contrary to the child of the previous centuries the

child of today lives in a world of electronic technolOgy.
Inkeles and .Smith (1974) believe that in developing

countries the school is one of the most powerful means of

inculca~ing modern attitudes, values and behaviour. ThEy

see teachers unconsciously creating social change by, for

example, transmitting certain attitudes, such as a preference

for urban living or a belief in rational,. scientific
explanations. They change their pupils' outlook on the world.
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Classroom learning also has a strongly modernising

effect on the personality of the children. School
children are encouraged to explore the whole range of

their talents. Learning in a disciplined way,
absorbing new knowledge and opening up their minds helps
children obtain an optimistic sense of being able to

control their futures and their environment. This is a
sense of efficacy, characteristic of the modern personality.

Punctuality and learning to plan activities are
important characteristics of the modern individual. The

school gives this modern sense of time. The idea of

dividing each day into set periods must have some effect
on those who have been to school. But it has yet to ba

researched as to what exten t the modern school child
internalises these modern va.lues, and to what extent he
becomes future-oriented in his outlook.

___ ;-_ The modern educ2te~ ~~ h3.c- n.o-t ~-'1.rf;"~$',--....,."t~ power

of supernatural charms to ward off ill health. He has
not yet abandoned .all traditional medical proctices or
herbal remedies. All that -being so the teacher should

foster modern attitudes that shall help the child cope
with the future.

Ripinga (1979) notes that if modern culture is

virtually by definition scientific-technological culture,
the modern Black man must understand and know the essenti~

features of the scientific-technological movement. The
masses in Black society must be helped to adjust their
lives to the new advancing age of science and technology.

There are some areas that should be covered if the
school wants to promote a future outlook in the child.
One major educational need is to teach children how to
relate in a nonhostile manner to people from diverse
cultural backgrounds with differing values. In urban

society, children must learn to establish good relationships
easily and quickly and also be prepared to end these

relationships rapidly.
Children should be made able to tolerate and perhaps

to integrate novel ideas and diffe~ent values that are
part of a pluralistic culture. They must learn to cope
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with the great diversity of new and increased personal
and interpersonal problems in an age of instability and
new opportunities. Schools should help children to
analyse significant problems of living in a new age,
and to test hypotheses for resolving them.

Children of to-day should be helped to find personal
fulfillment in an uncertain environment that no longer
possesses institutional structures that clearly define

the individual's rale or place in the community. The
inevitability~of a certain degree of existential l,neliness

and ambiguity becauss of the loss of a primary corr~ity

should be accepted. Children should learn not to search
for empty pleasures in the local taverns, but to develop
artistic outlets for creative expression and ideas the
engage the mind and heart.

Toffler (1970:398-399) has a very pertinent criticism
i'or schools- of t;o:..--rtay·;'" "He refers to -the -Of'-i;cll t::.A:l1i-t::;;;:jt;U

idea of schooling as a preparation for the future. Parents,
churches, mass media, governments all emphasise the idea
that education is a preparation for an effective and

meaningful future.
"Yet for all this rhetoric about the future, our
s~hools face backward toward a dying system,
rather than fonvard to the emerging new society.
Their vast enerRies are applied to cranking out
Industrial Men {and Women) - people tooled for
survival in a system that will be dead before they
are."

.4·.1~~ ". The. princi-ple of discipline..
Responsible classroom discipline is viewed by Jones and

Jones (1981) from three angles, namely
• It is based upon de~eloping an understanding of the

needs and goals expressed by both the teacher and the
~earner, and creating a clear philosophy of teaching

that effectively responds to these needs. Teachers who

employ classroom management strategies without

understanding students' needs will feel ineffective and
frustrated, because their strategies. will very often

not tap at the source of the problem. As a result

changed positive child behaviour will not result.
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facilitate optimal learning and personal growth by

responding to the personal/psychological and academic'
needs of individual children and the classroom group.

So changing the conditions of classroom learning may
possibly increase pupil motivation, thus reducing

disciplinary problems. An attempt should be made at
creating more desirable child behaviour by focussing on
developing positive, supportive classroom environments.
Walker (1979) is of tt:..~ opinion that many teachers arrange
classroom conditions, albeit inadvertently, that ~ead

to inappropriate child behaviour without recognising
that their own behaviour is indirectly responsible for
the undesirable behaviour of the children. As a general
rule, in the process of changing behaviour, the teacher
should examine antecedent variables first as a means
of possib1;r ehturg1.ng'-'ttre" b~ ~vio-l1r--±n' que-et-ion. He
shall then decide how best to manipulate consequences.

• It involves skills in applying a wide range of problem­

solving and behaviour management techniques.
In the training of the young discipline generally

serves four important functions, which Ausubel and

Robinson (1969) p. 467 explain as:-
First, it is necessary for socialisation - for learning

the standards of conduct that are approved and
tolerated in any culture;

Second, it is necessary for normal personality maturation
-for acquiring such adult personality traits as
dependability, self-reliance, self-control, persistence,
and ability to tolerate frustration. These aspects of
maturation occur in response to sustained social

demands and expectations.
Third, it is necessary for the inte~alisation of moral

standards and obligat';.Jns o!", for the development of

conscience.

Fourth, discipline is necessary for children's emotional

security. Without the guidance provided by unambiguous

external controls they tend to feel bewildered and

apprehensive - too great a burden to be plg.ced on their
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own limited capacity for self control.
The following principles of school discipline by

Alcorn, Kinder and Schunert (1970:316) are a~pects to be
taken note of •

• The ultimate goal of all teacher control is to enable
learners to achieve self-control, and adequate te~cher

support is necessary for individual security and for a
happy, orderly group climate •
.. •A technique that is right for solving an individual's
problems must be harmless as far as the effec';- upon the
group, and conversely, gny technique rightly chosen for
desirable group effect should be harmless in terms of
individuals involved•

• School disciplinary procedures, based on sound learning
theory are important if learness are to develop acceptable
and morally justifiable personal and social behaviour.

school to establish and maintain certain conditions for the
achievement of important objectives. He should also
understand what is expected of him in terms of the

behavioural goals and limits established by the school and
society•

• There is no one prescription applicable to all
disciplinary issues. Methods will vary with the student,
the teacher, the place (home, school, community), the

weather, or even the day of the week.
In helping students achieve maturity, the teacher

ust continually evaluate his own behaviour - his speech,
courtesy, and consideration. The teacher who resorts to
vulgar speech, such as profanity, or to undignified

actions, such as manhandling students, soon loses the

respect of his ptudents •

•A teacher should remember that all misbehaviour stems
from causes. Because of the complexity of b,~r.t.an nature

and the teacher's o\Yn limitations of time, skill, and

resources, reasons for many incidents of misbehaviour

will remain undiscovered. However, when a teacher is

unable to remove causes of undesirable behaviour, he can

at least develop more sympathy and understanding for
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children who have adjustment problems for wbich they are

not entirely responsible.

4.8. The principle of directedness towards culture.
Van der Stoep and Van der Stoep (1913). maintain

that the task of the school is the presentation of the

cultural heritage, aimed at assimilation of such culture
by the child. This is the specific aspect of the child's
development towards adulthood for which the school is
responsible. So it should be the specific aim ef the
educator in every education situation tr. transmit to his

learners a selection of the accumulated knowledge,

experience and culture, and with it the inherited traditions,
values, and norms from the past. In that way he shall best
inspire and influence educands so that they can become

·what they ought to be, namely adults who have their roots
in the rich cultural heritage of the community of which
they are part.

Luthuli (1981) sees education as an attempt to
transmit the society's philosophy of life to its young
persons. Hence the ways of life of Black societies, their

beliefs, convictions and ideals collectively brought
to~ether will be reflected in their education theory and
practice. The concept of adulthood as an aim of education
should be culturally interpreted and given meaning in

accordance with the value schemes of the particular
society. He then gives a guideline of what a Black-oriented
school curriculum should aim at, namely, moulding in~ividuals

w~:

are skilled in co~~unicationwith others. This means

the curriculum must aim at moulding the young
generation into future Black adults who shall be able
to express their own thoughts efficiently by means of
the spoken and written word;

•. are in possession of useful work habits, skills and

methods of thinking conducive to the Black community in
particular and to South Africa and the world in general;

have a guiding set of values based on a Black way of

life. (Luthuli, 1982:65)
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Those involved in educating Black children must
understand the yearnings of the Black child, and Ripinga
(1979) complains that one of the greatest calamities of
the present education system in the Black society is that
school education represents an unfortunate break from
the process of cultural development at home. Amongst
other subjects, Ripinga would like to see the following
aspects emphasised.

African music, art and literature, as it is through
these artistic expressions that a peopIe finds its soul
and voic~. Boys and girls should be taught to cultivate~

a high sense of regard for things distinctly Black: local
guitars, drums, wooden bells and flutes should be played.

African History and Geography. To participate fully

in the economic, political and social life of their
local corr~nities and Africa as a whole, Black children
~uvi.A.lu.i1c telped to familiarise the.6se2ves witlitheir
physical, social, ecological and political environoerit.

A number of tcinkers on Black education all agree
that the existential mode of being a Black ~erson is an
important aSgect. The Black school child is seen as unique
in the sense of the particul~r experience to which he is
exposed. This experience is the result of being in an

environment whose physical and socto-cultural complex
-'predispose him to being a particular person, hence the
need~for Black authorship when it comes to the organisation
of courses and textbook writing. Educational tcinking of
a community is determined by the ground motive. When a
Black, in the grip of a ground motive, actualises an

educational system, it implies that he individualises and

particularises those fixed and universally given
structural principles of the education system in a way that

is in consonance with the ground motive of Blacks. So

charged a Black can be entrusted with ~aking a personal

contribution to his cultural heritage.

5. Conclusion.
In this chapter an attempt has been made to show a
pedagogical relation as a special type of relation, as a

relation of closeness between the educator and educand in
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which bath are accountably res~onsible for the progress of
the latter to mature adulthood. But the onus rests on the
educator mainly to structure the relationship so that the
pedagogic aim is realised. To do that he must take
cognisance of the main principles of the pedagogic relation.
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CHAPTER III

BLACKS ill URBAN AREAS

1 • Definition of urbanisation.
Theorists on urbanisation have focused on the changes of

societ,y as people moved away from the traditional pre-industrial

pattern. Reissman (1964:154) for example sees ~lrbanisation

as social change on a vast scale, a change that is irreversible

once begun. He mentions that;-

"The impetus of urbanization upon society is
such that society gives way to urban institutions,
urban value, and urban demands. If

On the other hand economic growth has been viewed by

some theorists as being at the root of urbanisation. Sjoberg

(1966:237) for instance succinctly puts it that economic

development demands expansion of the sector, while Berry (1962)
claims that economic advancement is related to urbanisation.

Increasing specialisati:o!.!: a.."r1.d ccmtinuaa.' urbaa -growth go hand

in hand. The significance of specialisation is seen by

Lampard (1964) as promoting a territorial division of

labour between town and country. It differentiates town from

town. He sees city growth as simply the concentration of

differentiated but functionally integrated specialisms in
.- -
rational locales:

In social sciences three views on urbanisation are noted,
viz. the behavioral, the structural and the demographic.

The behavioral view conceives of urbanisation as an
adjustment of personal behaviour in the sense t~t it

focuses on the conduct of individuals; certain patterns of

behaviour or thoughts, regardless of social environment and

locale, are said to be "urban." Hence the process of urbanisation

is one experienced by individuals over a period of time.

The structural view looks at the patterned activities of

whole populations. The process of urbanisation is typically

said to involve movement of people out of acc-ricultural

communities into other and generally larger nonaco-ricultural

communities. This conception gives pr~J recognition to
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irhe differential ordering of occupations or industr.ies

within a given territorial space.

The demographic approach concentrates on space. It

largely ignores the individual behaviour and the structure of

occupations. In its most epigrammatic and crisp form it

postulates that urbanisation is a process of population

concentration (Lampard 1967)' .

Glass (1962) avers that urbanisation has included
the creation and growth of centres with "urban characteristics"

especially with aggregates of population. rt. has covered the
movement both ot populations and individuals to towns. It

has been concerned with relative periods spent in each area.

It has followed residence of wives B.:1.d children, reasons for

movement and the shedding of ties with the rural area.
Emphasis has been on permanent employment,;complexity of

occupation and vocational integration. FinaJ.ly:, urbanisation

inves~igation has penetrated deeper socio-psycnological

levels of change of behaviour, of social relations, of social

systems and of participation in new al1.d voluntary organisations.

Following Hellman (194~},Glass believes that adaptation
to the new social forms in an urban area and to the ra.m.i:fications

of a more complex organis~tion cannot be achieved in short

intermittent and periodical presence in urban areas. She

thus selected t_en continuous years of urban residence as the

exposure periods required for a person to learn ways of the

city a..'1.d become familiar with and assimilated to the new

behaviour patterns. Another assumption is that during this

period, the person would establish new social relationships

differing from those in the tribal society, and that he or she

would become urbanised not only by virtue of continued

residence, but also by inclination and preference.

Among completely urban persons, Glass found that they VTere
in a more favourable economic position. Integration into an

urban work environment should depend on the facility to

communicate in this situation.

Looking for the most important links binding a person to
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the urban environment, it was found that in contrast to

ruralites who live in hostels 8.l.'1.d compounds urbanites were

home-owners - whether proprietors or tenants.

Investigation into patterns of movement between town and
country showed that as people moved into industrial occupations,

a change occurred in their mobility patterns. The greater

majority of urbanites never followed a migrant pattern, or
ceased this pattern easl:ly:in·.their ind~t.r~aJ: -hi:s~~I7.

According to Ndamse (1962) who commented on Glass's paper,

in the urban situation, the traditional chief or his urban

representative is of no conseQuence. The young man finds

that his future does not in the least depend on the whim of

the traditional chie:f but on his comradeship with his co-workers

from other tribal groups bound together by economic demands

amd problems.

This conceptualisation of urbanisation ties up with that
of tTayer, (1962} -···'ifb:..... ~hOOS6S to define urbanisation

strictly in terms of relationships. He sees a person as

:fully urbanised when his extra-town ties - i.e. with people

in the rural areas - are of minimal importance or have

completely disappeared. His social relationships are based

in the town itself. Put in another way, the migrant becomes

a townsman when he is no longer subject to the pull of the

countrJ home, but is fully committed to the town and its

people.

From what has been noted above urbanisation should be

understood as

• the process through which people move from rural to

urban areas

to live, work and reside, independent of agricultural

activities

with very minimal contact (if at all) with rural
connections;

with the result that urbanised people develop atti~des,

ambitions, value systems, and behavioral patterns that

are in consonance with an urban outlook and way of life.
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2. The Trend Urbanisation of Blacks has taken.
According to the Tomlinson Commission (1955) the

urbanisation of the South African population is a

consequence of economic development, especially of the
secondary industries, which for the most part are established
in urban areas. Prior to the Bantustan era with its decentralised
National states, rural areas did not offer sufficient

opportunities for work or opportunities which were sufficiently

remunerative. That the economic factor is still a pre-eIrinent

factor for people moving to urban areas is borne by the fact

that in 1981 the South African government sent back from

Nyanga in t~"-e Cape Peninsula to the Transkei people considerea.

not qualified to be in that urban area. However, with "the

help of certain bodies most of these people returned to the
Peninsula. According to the Rand Daily Mail, (Sept. 2. p. 3)

Dr. the Hon. P.G.J. Koornhof, the IIinister of Co-operation and

Development, speaking in Parliament said 229 buses carrying

_ . mqre J~~ eight thousand people from the _Tr~~1181("ei h2.0_ bee.!l

intercepted at road blocks.

On this issue the editorial comment of the Rand Daily

Nail is pertinent:

"Ship them back and they return, on foot if they must.
Put them in jail a."ld tt.ey stay, because it requires
only three months of work in a city to make a man
richer than he would be if he spent the whole year in
his "homeland". House them, and more come in their
wake; refuse to house them, and they squat. Smash
their hovels and they put up sheets of plastic. Rip
down the plastic 8J.'1.d they sit in the cold rain. What
next? •.•••

"They come because the alternative is to die or, worse,
to live without hope from one hungry day to the next.
To stop them requires the Gove:rnm.ent to inflict on
them greater misery and hopelessness than. t~ey suffer
when they starve ••••• "

In addition to what may be recognised as the 'pull' of

a town, there is also a 'push' from the countryside. riIountjoy

(1980) gives the following factors as at the base of the push.

•

Opportunities for advancement in the rural areas are poor;
Subsistence agriculture prevails over much of the

developing world and methods of husbandry, hallowed by

tradition, and generally primit~ve and, in Western eyes,
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inefficient.
• Aggrarian overpopulation often leads to the fa.rming of

unsuitable land to exhaustion of soil, and possibly to
erosion and general land degradation.
Fragmentation of holdings, too short periods of fallow,

and the incidence of drought and pests all contribute
to make farming a hazardous way of life.
Where ~ribal rule prevails, land may be allotted or
worked communally, neither method offering incentive for

improvement or innovation.
The extended family system is a further disincentive to
the individual seeking personal betterment, since his
wealth, like his poverty, is shared with a multitude of
kith and kin.

Mount joy (ibid.) concludes that it is against a backgro1L~d of
chronic rural poverty, of a stagnating count~Jside, that the

economic and social attractions of the towns may appear so
alluring.

Gann and Duignan (1981) point out that tb-e Black trek to
the:town went through five stages ..

The first phase (about 1887-1923) was marked by the

discovery of minerals and their initial exploration. :Black

men migrated to the towns in search of seasonal jobs; most
of their womenf'olk stayed at home in the villages. The
earliest i.mrn.igrants who flocked to townships like Kimberley,
Johannesburg and Bulawayo had consisted mainly of' unmarried
young men. European officials, missionaries, chief's and clan
heads were all equally opposed to the ~7I'ation of Black women
to the cities, lest the women should beco~ corrupted, lest

tribal life should decay, and lest Blacks should acquire a

permanent stake in the cities.

The second stage in Black urban history was marked by the

Native Urban Areas Act of 1923, which provided for legal
segreg~tifuL;betweenWhites and Blacks, accompanied by attempts
to clear the slums in which Urban Blacks lived. White
legislators continued to work on the assumption of Black
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. iI!Lpermanence in urban areas. Jobless Black townsmen

continued to be regarded as "wastrels" and idlers. However

urban development went on apace, despite strict measures at

influx control, and elaborate pass laws. The Bla~k city

po:pulat~on began to eJ..rperience a natural increase of its own,

as babies were born in the tmms, 8.l1.d as a new group of Blacks

came into being city folk born aiJ.d bred, men and women who had

never known any other life than the kind led in urban streets.

When Blacks were attracted to the towns and cities, and
~ -,.- -" - -.
ns no houses were provided for them at this time, there

developed around places of employment a number of vast slums,

without control or services. People spilled onto the bare

veld with their belongings. Shacks built of tin, cardboard,

hessian, mud, and any material available, mushroomed overnight.

Writing about conditions in Durban in the 1920's VTickens in

"The Industrial &"1.d Comm.ercial Workers' Union of South Africa"
is quoted by Lacey (1981:250)~ ..~_~Y.ing:

"the African urban population was growing fast,
women were settling in Durban in larger numbers,
and grievances were accuoulating, such as
inadequate housing for families and the humiliatL..'1.g
precautions taken by the municipal authorities
against the spread of t:;rph~s't.

That shacks are still the order of the day in urb211 areas is
,7

seen from the report about conditions m-s_lUack township called
/1 -

Clermont situated in the Pinetovm district in rratal. This

report is in the Daily News propert"tJ sup:?lement of Friday,

July 9th, 1982 p.8.

"Thousal1ds of people are living in wood and iron
shacks in a township outside Pinetown because of
severe shortage of houses and unattainable loans..................................................
More and more shacks spring up because of the low
cost of building materials and easy construction.
Living conditions drop a.:ld health hazards becom.e
more of a threat!'.

A chronic shortage of hovsing forces low wage workers to

live there, hopefully awaiting better conditions. These

urban. squatters occupy land illegally, putting up temporary
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shelter wherever there is vacant land and ignoring urban
standards of housing, hygiene and sanitation. Shelters are

built with whatever material is available: wood, flattened

petrol ~in~, packaging cases, straw, little to ameliorate

summ.er heat or winter cold. Cooking pots on fires in the

open surrounded by rags of drying washing, rubbish and rats,

open latrines and drains, the breeding grounds for flies 8.l."1.d

diseases.

Settlements of this character are scenes of great

pOverty and discomfort. They may be regarded mainly places

of refuge to which earlier migrants and some urban-born

population turn as part of their adjustment to city life.

!Mauntjoy:1980).

The third phase was marked by the Group Areas Act of

1950, followed by the Native .Services Act of 1952. During the

second world war, South Africa had entered into a new

industrial reV'0Iut1on;;-'" I1anufacturers accounted for an

increasing share of the wealth; there was an increasing

demand for skilled Black workmen, permanently settled in

the cities. Between 1960 and 1978 , the number of Black

pupils in primary schools doubled, the number of :Blacks in

institutions of higher learning q.uadrupled . a.:1.d the number of

Black secondary school pupils went up nine times. The

government inaUa.ou.rated vast urban renewal schemes. Smveto,

near Johannesburg, was an improvement over the unorganised slums

like Sophiatown in Johannesburg, Lady Selborne in Pretoria

and Cato Manor in Durban. The maj ority of the country's

Black urban population had lived in tb.ese locales before.

Conversely, the Group Areas Act and the Native Services Act

continued to operate essentially in terms of the old

~~rmanency ~enet.

Large numbers' of scattered slums were later consolidated
into major locations. The proportion between men and women

equalised; in Johroh"1.esburg, the ratio between African men a~d

wonen ranged from 12:1 to 1: 1 between 1900 and 1969. Urban

. :Blacks ceased to be immigrants; they increasingly became a

settled urban population. Labour became increasingly stabilised.
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Urban skills increased and occupations once considered

"white" increas ingly turned "black".

The fourth phase was ushered in w~en the government,
during the 1960's, tried to develop urban centres in the

homelands. Blacks could only rent houses in the so-called

"white" urban areas, but Black townsmen could buy houses in

the homelands. At the same time, an attempt was made to

resettle non-productive Blacks in the homelands, a..'1.d to

limit Blacks that could be employed in certain industries.

Homeland townships were proved not to be an answer to
the government's urban Blacks problem. The Black urban
population acquired an increasing degree of purchasing

power. Standards of dress, personal hygiene and self-assurance '

increased remarkably. Urban Blacks increasingly became part

of the population. Blacks by 1975 already mmed 29,7% of the

447 733 houses in Black urban residential areas.

The fifth stage came in 1976 when the Department of

Bantu Administration at last accepted the principle of home

ownership for Blacks in urban areas. The government at last

recognised that industrial Black workers would no longer be

regarded as "temporary sojourners". The Community Councils

Act, of 1977, made provision for transferring a variety of

adoinistrative powers to elected councils. After the 1976

Soweto riots, an Urban Foundation came into being to improve

living conditions in Black townships. By 1977 there were

about 4,5 million urban Blacks, they still included, however,

more than one million migrant workers.

3. The Legal Basis of Residing in an Urban Area.

3.1. Persons who qualify to reside in an urban area.

3.1.1. Householders.

The Minister partiCUlarises and designates for which

national unit a township is created and established. Then,

unless with permission, only members of t~is unit may occupy

fixed property there. The township manager should be

satisfied that an applicant for residential rights is a fit
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and proper person to reside in the township.

Apart from very few exceptions, permits for the
occupation of urban dwellings may be issued only to male

adults who are South African citizens and have dependents

qualifying to live with them in town.

A man and his wife, to reside in an urban area, shoud'

qualify under Section 10 (1) of the Urban Areas Consolidation

Act. Members of his family who may live with him must

themselves qualify under this section to remain in the area.

Further conditions are that an applicant for permission

to occupy property must be in employment in the urban area

concerned, or carrying on some lawful occupation there. He

must relinquish any right that he may have to occupy property

in any other urban area.

The urban Black labour force can qualify under ~ection

r:J..G. -(-1} -'&; b,· e, or d· of the Blacks (Urban Areas? 'Ccnsvlitta1J:i.Oll

Act of 1945. This act enables them to stay in urban Black

residential area inside the White area on a continuous basis.

Section 10 (1) (a) qualification is ac<;.uired by birth in

a particular urban area. Section 10 (1) (b) qualification is

acquired by virtue of a period of lawful emplo;>TIn.ent of ten

years with a single employer or fifteen years' residence in

a.particular urban area. Section 10 (1) (c) authorises the

wife or llnmarried son or daughter under the age of 18 years

of a Black person qualifying in terms of Section 10 (1) (a) or

(b) to remain in an urban area, prOVided they entered

lawfully and ordinarily reside with the person conceIned.

Section 10 (1) (d) empowers a labour official to grant a

Black person permission to remain in an urban area for a

specific purpose and specified time, provided accomodation

-is available. Concessions that ID.!3-y be granted under this

subsection are varied in nature, ranging from permission to

pay a visit or to work in the area concerned for a specified

or even an unspecified period to permission for a wife or

_dependent to join a person vn~o is already authorised to be in

the area. After a lawful entry in terms of Section 10 (1) (d),



~he other qualifications may be gained under either subsections
(b) or (c). Where a mother has entered lawfully her children
who are born there gain qualification in terms of section
10 (1) (a) for as long as they remain continuously in that
prescribed area.

3.1.2. Visitors and Lodgers
Regulations provide that no householder shall allow

anyone other than his dependents, as listed on his residential
permit, to reside on the premises (up~ess the person concerned
has been issued with an accomodation or lodger's permit) •

.Any Black from outside the urban area who wants to visit
an urbaL'. township for more than seventy-two hours must apply
for an accomodation permit, unless he/she is an official or a
minister or religion, r,egistered medical practitioner or nurse
or midwife visiting the area on duty.

The holder of a lodger's permit must be bona fide
employed or carrying" "o.ri some lawful trade or occupation within
the area concerned. The permit is renewable montly.

Government officials may reCiuire any person in a
tmmship to furnish his name 8.L"'1.d address and proof of his right
to be there.

3.2. Women heads of households.

Regulations do allow for dwellings to be assigned to
women heads of households. They provide that the de~endent

or heir has preference in the assigning of the dwelling of
a deceased person, providing that she qualifies to occupy it.
In urban areas of the Republic, no woman, single or widowed,
may be placed on the waiting list for housing on a family basis.
Women who need accomodation and who qualify to be in the area
must become lodgers with registered householders.

If a woman becomes widowed while OCCUPYL~g a house with
her husband and family, and if she qualifies in her own name
to remain in t~e area under Section 10 (1) (a) or (b) of the
!Jrban Areas Act, she may be allowed to continue OCCU:PYL~g the
house provided that she is able to pay the rent.



Should a woman become widowed and is not qualified in her

own name to remain in the tovm she may stay on in the house
only with the specific approval of the Chief Commissioner.
Whenever possible, such a WOIDan must be resettled in the
homelands. Permission may, however, be granted for a woman

to continue occupying her house ,if for any reason she cannot
be so resettled and if she and her family cannot be placed
with her parents, a brother-in-law, or some other guardian.

A divorced woman who has been granted custody of her
children may stay on in her home with the proviso that she can
prove convincingly that she was not the "guilty pa.r~y; if she
herself qualifies to remain in the town; if her ex-husbaTld
agrees to vacate the house and to transfer the tenancy to her;

and if she is able to pay rent.

3.3. Classification of urban Blacks.

From the foregoing one notes that Blacks residing in
South African urban areas may be classified into four groups,
viz.

3.3.1. Foreign migrant workers.

These are largely engaged i..Tl mining and live 'Nithout
families in compounds. Among other merits, compounds and

hostels are low-cost, so rentals are lower and employers in
turn benefit by using this fact to justify paying lower wages.
These "single workers"are paid at an individual rate and not
a family one, on the assumption that their families subsist
partly from the land. The repression of urban African wages
and enforced migrancy is seen by Lacey (1981:270) as part of
the State's strategy for dealing with the poor white problem.

"TUtra-cheap African w§.ges helped balance em:,loyer
costs in subsidising "civilised" pay for whltes.
l:igrant labour by .definition would stay unskilled so,
as more firmp mechanised and needed semi-skilled
operatives, the chances were that whites would be
employed rather than Africans especially as
whites were the ones w~o had benefited from state
education and training. 11



3.3.2. S0uth African mi£~3nt workers.

These are largely engaged in mining and some in industries.
The latter live in townships for the duration of their contract
(usually one year), after which they are repatriated. Most are

in lower paid and less attractive jobs. They also live without
families in single quarters. However, the right to city life

of such Blacks is at present under scrutiny following Rikhota

vs. East Rand Administration Board and Another (Rand Daily
M~il Sept. 8 1981 p.9.)

The crux of the m~tter is the provision of Section 10 of

the 1945 Black Urban Areas Consolidation Act, that under
Section 10 (1) (b) workers qualify for permanent urban

residency if they have worked ~continuQusly" for one employer
for ten years or for several for fifteen years. The E~4B,

argued that despite the existence of this clause in the law,

regulations introduced by the Government in 1968 take this
right away from them. The,only way workers from the black
"homelands" can get to the white cities to work and live legally
is through recruitment in the "homeland" labour bure~ux on
work contracts that usually expire after one year. Officials
have interpreted this to mean that migrants who were

registered as contract workers on one-year contracts after
1968 are never able to work "continuously" in the cities.
Even if they return to the same employer each year they are

doing so on a new contract. Each time their contract expires,
they must renew it and their contract expires, they must
renew it and they-are therefore breaking their employment

and starting it afresh.

In the case of Mehlolo Tom Rikhoto the labour officer
conceded that the fact that he was allowed repeatedly to

enter into a one-year contract, after an absence from work

is specifically intended, especially taking into account that

the applicant is a citizen of a homeland, to prevent him

obtaining rights in terms of Section 10 (1) (b). Conversely,
his company considered this absence as annual leave. Howeve~
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the court ruled in favour of Rikhoto.

Migrants remain in a rural-oriented population by
necessity. Nearly all remit their money to their families at
home and keep up the links with their rural home, even with
homeland politics.

3.3.3. Ille~l residents.
They lodge in the houses of legal residents. They are

liable to be fined and endorsed out when caught.

3. 3. 4. .,;;;.L...;;e....1!..;:.;;a...;;l;;.....;r...;e;;.;s;;;.1.~· d=e..;;;n..;,t.,;;;s..=.,..
These qualify under Section 10 of the Urban Areas

Consolidation Act. This is the only category of Blacks

legally entitled to have their family staying with them.
These residents are the urban rooted core element who are
evolving the norms of a Black urban committed society. They
may be classified as follows

• Ordinary workin~ people. These are often the progeny of
economically struggling rural-born forebears. These

children may have had four to eight years of school and
dropped out for multifarious reason.~

• To eke out an existence they have had to sell their labour
in neighbouring industrial complexes and the ~ublic sector,
as unskilled or semi-skilled workers, or entered domestic
service.

The upper-blue and pink-collar workers. These include

factory operatives, induna's, fitters, ?andymen, and
drivers.

The lower white collar worker inclUding seargents of the

police force, teachers, sales personnel and clerks, nurses
etc. They share a general life-style one with more

Western urban middle class aoenities.

• The upper white~collar workers, who are fairly small in
number. Many of them are concentrated in the prestigious

Black sections of the Urban areas. Included here are
people in the top echelons of employment like station

commanders in the police force, managers in industrJ,



matrons in hospitals, professors in universities, rectors
in colle~es of education and circuit insuectors in education.- .

The thorn in the flesh for the urban Africans has
always been deprivation of individual land ownership.
According to Cooke's typescript evidence to the Native
Economic Commission 1930-1932, quoted in Lacey {19Bl

"The increasing S:rowth of the Native population
of urban and industrial centred has created. a
class of Native who is desirous of acquiring
definite and permanent residential sites in the
vicinity in which they are or have been working.
They aspire to be free from the irksome .
restrictions which are associated with the
Municipal Native Location."

lflotsuenyane (1982) avers that projections in South
Africa' s Black population indicate clearly that the bulk

of the Black population numbering some twenty-six million
at the turn o:f the 'century shall have been urbanised

and will be liVing mainly in the present so-called !Vhite
areas of South Africa. In order to give reasonable

accomodation and timeous consideration to these trends,
it would seem" logical and appropriate for South African
leaders to begin to make room for consiaerable future

adjustments and readjustments of our present land policies
in terms of changing demands.

However the ~overnment uses this land tenure techniqu~

to prevent mass urbanisation of Africans. Coetzee, (lS82)
posits that land tenure reform, if applied prematurely and

too rapidly will result in removing lar~e numbers of people
from the land and a concomitant lar~e-scale urban development.

Employment will h~ve to be cregted for masses of the urban
people, apart from the development of accomodation and

ancillary infra-structure. Iloreover many of these people

will be without useful skills so that a massive training
and education programme will have to be embarked upon.
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3.4. Removal of Blacks from urban areas.
A Black, with due regard to his family ties and

other cirvumstances may be removed from the prescribed ar
area if

• he has been convicted of a cont.ravention of sections
10 and 12; or

has been introduced into the prescribed area contrary

to the provisions of section 11; or

• his employer has been convicted under section 12.

A warrant is issued by the court that convicted him or his

employer or by a commissioner to his place of origin.
The court or Commissioner may order the employer who

introduced such a Black or employed such a foreign Black

to pay the costs of his repatriation (section 14 (4)'~

Section 29 of the Act provides for the procedure to

be followed for the removal of idle or undesirable persons.

An idle person is any person between the age of 15 and 60

years who is capable of being employed, but ~ho is not
employed. For a period or periods of not less than 122

days in all during the preceding t~elve months such a person

may not have been lawfully employed

was not bona fide engaged in any trade, business, profession

or other remunerative activity for which he has been so

authorised by a labour bureau; or

has on three successive occasions refused or failed to

accept suitable employ~ent offered to bim or bas failed
to keep such employment; or

has been discharged due to his own conduct; or

is addicted to drink or drugs;
fails to provide for his own support;

is a beggar;

has failed to comply with a warrant to leave a prescribed
area.

Tbese provisions do not, hOfiever, apply to a bona
fide housewife or a pupil or student who is at an

education:ll institution or who, having completed a course

of study at one institution, is awa.iting a.drnission to



another institution, or a person re~istered as a workseeker
and who has not been offered lawful ~ork during the

preceding 122 days.

4. Elements of the Urban Way of Life and Their Demands

on the Educands.
4.1. Mass division of labour accompanied by high

specialisation and mass production of goods
and services fo~ the widest distributi2n.

The bulk of Black urban workers are not skilled, but

out of them employers arE, able to select workers who are

able to operate on most kinds of industries with very little
previous job training. This is m~de possible by orga,nising

jobs so that they become highly specialised and routinised.

Having constructed assembly lines and engineered assembly

into dozens of refined and repetitive tasks, unskilled

employees coula be accomodated. Plunkett (197Sj ma1ntains

that a large number of production line workers prefer

their repetitive, specialised jobs because

some don't w"?nt a challenge a.nd the additional effort
it could represent;

• others are working to their capacities with their job
the way it is and could not adjust to more duties;

• still others don't like the new responsibilities or
the way in ~hich their jobs ~ere, are being, or will

be improved to demand more responsibility and decision­
making.

These apparently job satisfied workers are likely to
talk about the joy of being employed and the nature of what

they do in their places of employment. To a school-going

adolescent, uninitiated into the wor1d of work, such talk

is likely to influence 'h1a:negatively towards continuous

schooling. It may reinf orce ~hi:s:.' tendency towards

truancy and eventually dropping out of school. Let it

be noted that some of these apparently satisfied workers

may be their former schoolmates or associates and



acquaintance~ who drop~ed out of school, earlier, or
their parents or p3rent-surrogates.

Specialisation is found in groups of workers

associated in a particular production process. In this

collective sense, speci~lisation is found in plants,

shops, plants or offices. Thus all workers in a

metropolitan area are integrated impersonally into a

community-wide division of labour with which hundreds of

occupations and "s'emi-occupations" are associated. (Baali

and Vandiver 1970). Awareness of sueh diverg~nt groups of

workers and coming into contact with their members in
day-to-day livin~ may fire a simple-minded youth with idea
of how a bap~y group workers are. He may start thinking

of whether it is possible for him to carve for himself a

worthwhile niche in a world of work. He will then associate

himself with a particular grou~. he is now on his way of
looking askance at schooling and aligning himself with
paid employees. He might, like a parrot, begin to

remember and repeat the sacred beliefs. In his description

of major transformation in consciousness and behaviour of

adolescents Kentston (1972) among other things, refers to

relationships with elders. During this stage, olde~ people

become more real and three dimensional. The youth learns

to see parents and others as complex persons, to be

emulated in some ways and not in others. A wage -earning

elder~ seemingly satisfied, and couched in the comfort of
his group members, should be looked at with envy and
desire for emulation by a youth who sees him frequently.

Specialisation and routinisation of jobs makes it
possible for school going adolescents to get tempQrary

employment during their holidays. In this way the

adolescent is then inducted into the world of work.

This may possibly affect negatively his view of continuing

with schooling and he may possibly no longer derive pleasure

out of long hours in class with no hope of immediate



material reward. However employing school going youths is
not always bad. Among students earnings may play an
important rale in financing education and hence affect
the amount of human capital acquired for later life. A
good work experience between the ages of sixteen and
twenty-four may be important in developing good life-time
working habits. Without these habits, an individual may
not be able to succeed economically in later life.

4.2. Commitment to mechanical nower and technology.

Mechanical power has a very wide anplication includi~g

street patterns, water systems, electric power networks,

transport systems etc. The urban way of life is one that:
makes increasing and more varied use of constructed facilities
and mechanisms. In this way an urbanite exposes himself
to jeopardy and slipperiness. To be well adapted to this
form of mass use of mechanisms one should acquire and
develop certain attitudes, behaviours and habits of safety.
He must also maintain a constant awareness of mechanisms

until alertness becomes a constant element in his behaviour.

These contrivances are both challenging and intriguing
to an adolescent with an inquiring and scientifically­
oriented mind. In his fascination with these he may expect

school subjects to give a lead in this direction, which

lead may not be forthcoming. Teachers, because of
inappropriate and inadequate training may not give

satisfactory answers, and schools, owing to lack of funds

and qualified personnel may not have the necessary
·laboratories to whet the scientific appetite of the
adolescent. Buthelezi, giVing an address during the opening
of the Mangosuthu Technikon on the third of April 1980,
said, among other things that. there. is a greatn~ed_!or

Blacks to acquire technical and academic skills as there

is for them to acquire any other abil~ty. (Buthelezi,1982).

But this type of school is still new in the Black community.
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An adolescent who is at ~schooll:!!~hic1L1ihJL.cJJ.I.'1:kvJwn

i~ not challenging, and is viewed asgre1evant to hi.s J.i::f:.e-.

may .end .uE b#~i!Jg al~~~ed. Havighurst and Levine (1975)
say that the \Vord "alienated ll means dissatisfied, resentful
and unhappy about present situation and future prospects.

This alienation is more likely behaviour that is
unacceptable in school. KelleY, (1963) notes that a large
percentage of our young have dropped out but are still
in school. If we visit a secondary school class and look
at the faces of the young people, we see that in many cases

the outstanding characteristic of the memoers is that they

ar..e not iI!Y0lve4.-i-n what. is g,oj pg 0+1. Most of them are
going through motions to please their elders. Some are
engaging in behaviour which can only be interpreted as
a protest.

It is noteworthy tna~ Computer Studies and Business
Economics have been recommended by the Joint Matriculation
Board as higher grade sUbjects for matriculation. If the
National Committee of Education decides to go with the

J.M.B. recommendation, it shall mean that pupils will be
able to use these subjects for entrance to university.
(The Daily News, Sept. 14, 1982. p.l). This is a step in
the right direction particularly for children who grow up

in situations where they should develop attitudes and

react to situations which are a field of these subjects.

The curriculum must contain sUbject fields that will help
the learner understand the technocratic era of which he
is part.

Incresed technological knowledge has brought new
products and industrial processes into everyday living.
Curriculum planners should incorporate this new

in:formation in syllabuses. T.a.e primary objective is

giVing pupils a wide range of "pre-paratory experiences
that shall lead to later vocational and avocational

pursuits. A pupil so equipred will adjust vdthout
much dif'ficulty to the rapidly cha'Y'ging demands of a
technological order.



4.3. Detachment of individual from traditional
controls and loyalties.

An urbanite is individuated in that he is detached
from traditional loyalties and groupings. At all times
he must be responsible to and for himself. His most
pertinent resolutions, judgements and intentions tend to
be his rather than a family responsibility. In his roles
he has his o~n identity and status. The extena~ f~lT

role sinks into oblivion. The nuclear family is on its
own, no longer embedded in the web of kinship. Parents
are called upon to accept responsibilities and functions _

educational, economic and emotional - that were formerly

carried out by a group of kin.

Commenting of Durand's book Swart Man, Stad en Toekoms,

Bertelsmann (1971) points out that forced to the city by
economic necessity, the Black finds himself confronted by
a way of life completely alien in its differentiation to
his undifferentiated past. He is cut loose from his
"great family" or clan, the rigid authority which gave
him a secure position in society. Not only does he miss
this essential stabilising factor, but he is in many

cases separated from even his immediate fa~ily. Even if
his wife and 'children accomp~ny him, the facts of city

life aggravate the already existing social disintegration::

children are forced to become economically self-sufficient
at an early age, thereby lessening parental control, which
in many cases is practically non-existent because both

parents are forced to work long hours.

Involved in. the revolutionized world of the urban area

the urbanite realises that he must master it in order to

be able to exist and further himself. Therefore he will

reject with every fibre any effort to hamper his

development in this regard or even any suggestion that he
should return to a life in which technology does not
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play a decisive role. Therefore, the maze of legislation
surrounding the Black in zhe city and especially those

measures frustrating his economic advancement are
utterly rejected by him.

Politically, the urbanite does not feel the importance
and significance of his traditional chief or - king. He owes
allegiance to location managers and superintenden~s and to
his employers, who, more often than not, are whites. Kotze
(1971) portrays urban Blacks as political spectators.
He notes that only a fraction of them participate in
homeland elections. Homeland parties' attempts at
maintaining branches in urban areas have only limited
success. People who participate in branch activities do
so for various reasons among them, using the party

with the homeland; believing the party can assist urb:m

Blacks in marginal ~ays to ease some of their problems

such as housing, education, welfare, influx control etc.

Kotze (1971) avers that urban Blacks appreciate
utterances and policy statements on their behalf by
homeland leaders, but remain incredulous, skeptical and
inconvincible about their ability to do something for them.

Homeland politics remains essentially homeland-oriented
and urbanites are in a political vacuum. Their
participation is a temporary escapist outlet for a very
small number.

In the case of urban children Durand and Bertelsmann

(op. cit.) speak of lessened parental control, which is,

in many ways non-existent because parents are forced to

work long hours. This means that children do not have

much support from parents. Parents do not h~ve enough

chance for protecting children from negative influences
in the environment. This type of childhood tends to
result in limited preparation and aspirations for
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education, and it does not help children learn to
function independently in institutions like the modern
school. (Havighurst and Levine, 1979).

Working class children in an urban setting tend to be
drawn into the lower working class street culture which has
the effect, among other things, of reducing the likelihood

that they will succe~d in the school. Parents, hpwever,
do make an honest attempt to teach their children rules

of ~roper behaviour. But, during this time, the child
is also learning what are called the rules of the street,
that is those of the peer group. Thus, for some years,
parents fight the ascendancy of street rules over home
rules. The child shall react differently to the enforcement

of these ideals. He will learn to act accordingly in
both places.

For a pupil the urban environment is highly

stimulating and arL~iety producing, particularly with
regard to frequency of violent behaviour and exposure to
adult sexual activities. This environment offers little
protection from dangers as well as rewards of adult
society. It poses threats to physical, cognitive and
emotional growth. Children face an excess of opportunities
which make it difficult to attain a stable and authentic

sense of identity. Families tend to have few real roots
in the communities in which they live. Parents attempt
to develop self-direction but frequently are unable to
provide very much actual direction for the future, and

the knOWledge children gain is difficult to integrate into

a coherent set of values to guide growth and development.

Children in this type of environment have an

opportunity to develop a multitude of identities, but

too m~ch impermanence in self-definition can destroy the
sense of self that is to be fulfilled. A neighbourhood in
which a person with shifting or unfinished identiry
functions also is likely to seem unreal, thus generating
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an endless search for a more satisfying definition of
self. New experience and opportunity to experiment with
a variety of identities possibly generates feelings of
satiation and boredom with the world. (Havighurst and
Levine, Ope cit. p. 152). These aspects are inimical and

pernicious to sound, effective and fruitful school life.

4.4. Hi~h mobility resulting in job changes and
changes in status.

Decentralisation of industry results in high rr~bility

in the working class - people who should keep on chasing
jobs. Another cause of high mobiiity is urban renewal.

Civic ills accompanying metropolital growth has led to
urban renewal. This involves tearing down the worst of
slums' like Cato Manor (Mkhumbane) and building certain areas
for public housing for low-income families. A variety of

·--a."i-dslor housing have been initiated. Bantu Inves-:me;::t ­
Corporation and Urban Foundation have taken care of this
and some sections of the private sector do offer supplements

to aid low-income families to secure better private housing.
There are also subsized low interest rates for housing for
people of mederate income.

As working-class people improve their occupational
skills and their earning power through training programmes,

they also move into areas where they can live more
comfortably.

Schools in urban areas should be better than rural

schools in terms of building, facilities and personned.

still in urban areas, parents may judge sahools as

desirable or undesirable. Their children will then
continually be moved from an undesirable to a desirable
school. Havighurst and Levine (op. cit.) observe that the
point at which a school becomes undesirable is subjective

and variable, depending upon attitudes, circumstances,

standing and experience of a particular p~rent, and
depending also upon such factors as the tradition of the
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school, the type of curriculum, and the quality of the
teachers. Upper-lower class and middle-class parents
may even opt for sending their children to private
schools e.g. Inanda and Mariannhill and to multiracial

schools. They believe that these types of school have
better facilities, are better staffed and more progressive.

Of course, they are able to pay the higher fees charged.

However, Mr. Cunard, a counselling psychologist for
the Pinetown Psychological Clinic is reported as
pointing out that frequent moves involving new schcols,
different teachers, friends and work often meant added
stress: in unusual behaviour. But this would not
necessarily be abnormal, as people often reacted
differently under stress. (Zululand Observer, Sept. 10,

1982 p. 13).

4.5. Complete subordination to mechanical time
and increasin~ control by the clock.

The clock has helped the urban Black develop a new

relationship with time. The urbanite must always
consider how much time he has available and how he
should is as it is of utmost importance to his plans.

Time is the unit of measure for most of his personal and
work activities. Timing of one plan may directly affect
the timing of others, as is the case in sequentia~ activities.

SchedUling of work is almost always based on time. The
ruralite does not need to draw a clear line between his
work and non-work time.

In places of employment for urbanites time beco~es

more costly, so should be used more effeciently. More

tempo is injected into work operations. Promptness is

highly prized. Speed is demanded in the movement of

persons, in dispatch ans deli~ery of goods and information.

Nel (1977) says that objectivised clock time constitutes a

dynamic driving force for development in the Western
culture. All actions, whether labour, sport or social
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intercourse, and sometimes even the length of a church
service, are evaluated by means of time as a criterion.
Productivity is measured in terms of quantity produced in
a given length of time. To the urbanite clock time has
already become a fundamental norm on the strength of
which he accounts for his actions.

Nzimande (1951) found in his study that the Black mgn
is beginning to take over the Western concept of time as

he gradually becomes more West oriented. He writes as

follows in this conaection:

"Contact with Europeans is g~v~ng Africans the
so-called 'time neurosis' characteristic of
Western culture. The African is becoming
aware of, and anxious about the passage of
time. He is 1earnin~ to care about the
future, to be anxious about the possible
eventualities, and to plan ahead."

4.6. Need for quick adaptability to all forms

of change.

The way of life, social structure and general
environment in the urban area differs significantly and
radically from that of rural areas. When De Ridder

applied a midified Thematic Apperception Test to 2 500

male urban Blacks over the age of eighteen years,
resident in the urban areas of Johannesburg, he found that

"Urban living, with its social peculiarities, its
-economic emphasis, its cultural clashes and its
environmental pressures, in terms of laws,
regulations and various restrictions, is a
type of living, which, for the African,
requires a number of adjustments and_
re-adjustments •••• Indeed, social-adjustment
between three societies: the tribal society,
the urban township society, and the European
society." (De Ridder, 1961).

The man: is forced to hurry, which is foreign to him, and he has
to exert himself constantly. There is no point in living a life
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that is restful and slow and effortless. This constant
tension causes deep-seated feelings of fea.r and
uncertainty to develop - fear of the environment, feA.r of

own people and fear of the law.

This situation gives an added responsibility to tha

school in helpin~ the educand discover his values and
organising these values into a hierarchy of importance.
A communicating atmosphere that gives the pupil the
opportunity to become involved in the discovering,
processing and synthesizing of values. The educand
should be moulded so that he can live more effectively.
He should acquire skills needed to live a more worthwhile
and productive life, bein~ able to handle the socio-emotional
dimensions of life.

4.7. Cultural chan£e.

In the urban environment people of different cultural

backgrounds are drawn together. The urban area has
proved a solvent of national heritages. These urbanites
have then developed a set of instincts, intimacies,

patterns of emotion and behaviour; a sense of reality all

of which are a result of being mixed together. These
have helped the urbanite in adaptation and accomodation

which aspects promote greater understanding, tolerance
and changes in outlook. Blurring of ethnic barriers,
intermarriage and mixing of languages increased. This,

again, has an influence on the urbanite's values and

expectations in life. Kane-Berman "(1978";95) notes that

"urbanisation has tended to loosen ties with
pre-industrial cultures and to promote
cultural integration, a process facilitated
by common SUbjection of all blacks to
discriminatory laws."

Kane-Berman (or- c.f:) cites Welsh's research which

showed that 83 per cent of the people in sowe~ were

shown by a survey to be opposed to .the imposition of
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ethnic grouping.

The type of pupil found in urban schools therefore
will show a mixture of values, norms, ethical standards

and morality that is influenced by members of other
ethnic groups with whom he associates. His philosophy
of life is shaped by factors different from those that
shape the philosophy of life of his rural ethnically­
pure counterpart.

4.8. Alienation.

Work in urban areas differs from pre-industrial work
in that it is highly impersonal, and starkly competitive.

Competitiveness gives the industrial institution its

dYnamism, thereby creating social costs that are
staggering, for example, incurable unemployment and

poverty in the midst of plenty.

DYnamics of the industrial ~ork)to be effectiv~is

marked by order and precision, and it makes demands

upon thase who perform it.

In the industrial society, much learning has to be
done. However, while a recruit is still undergoing
training, the nature of the job may be changing. This
may be frustrating and somehow he thinks society is to
blame. Or perhaps the recruit is given too little
training and enters work life at a low level where there
is the least security and where guidance is least to be

provided. This situation alienates employees from their
jobs. Not seeing any meanin~ in their work or significance
of what they do they'll end up being indi£ferent and

uncommitted, seeing their jobs as mere instruments to

obtain off-work satisfactions. (Anderson, 1971).

Further,

factors, such

occupations.

alienation is brought about by various

as the routine nature of some jobs and

These have profit as their sole aim and
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the pathological fear of failure and rejection by others.
Alienation is the typical reaction when norms of daily
existence appear to be inapplicable to, inconsistent with
or irrelevant to social orientation and of a feeling of
emptiness and indifference. It is a condition in which
life is seen as no longer having meaning.

Frustrations of the urbanite are associated with a
conflict over values, conflicts within self and the
community, between freedom and authority and over material
aspirations and the choice of ways to. achieve them. All

these aspects generate feelings of alienation.

A study by Schlemmer, (1975) showed a
major foci of discontent ~~ong Urban Blacks

Less than
in percentages· Std. 8.

nv.nber of
in Durba.n

Std. 8 or
above.

Disconteu:t •·..i 1;h ecvtlvLirrC- .­
conditions

Discontent about ~eneral

race discrimination

Resentment directed a~inst

whites

Resentment of government
or administration

Discontent with housing,
community conditions.

No discontent manifest

62

54

44

18

10

6

62

56

34

21

16

6

N.E. Since more than one response could be given,
percentages exceed 100.

Alienation of parents affects the way they bring

up their offspring. Many children sense the despair in
their parents and cannot believe that they can achieve

anything better. (Slabbert, 1981). Where children
experience rejection and feel their needs are not met,

hostile and suspicious attitudes develop. The stree~corner

~ang becomes very attractive. It provides identification,

~nd a sense of belonging. For some cbildren it is also more
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meaningful than school. Unless parents are there to
supervise and discipline, school work and school
attendance, motivation in the child remains low.

4.9. Hi£h crime rate and violence.

Quoting figures as on 30th June, 1979 Slabbert (1979)
notes that the crime rate is high for Blacks (362 per
100,000), and for Coloureds (792 per 100 000). Many
explanations habe been suggested for a high crime rate
amongst Blacks.

• Ferrinho (1979) explains the incidence of crime on the
basis of reduced opportunities. According to him the

handicap of being non-white reduces opportunities of
finding social acceptance and a job.

Morris. (1980) posits that unemployment is recognised
as a very severe problem facing South Africa. Present
esti~tes of those u~employed v~ry between 900 000 and over
two million. It has been estimated that the economy mus~

grow by at least six percent if all those seeking employment
are to be provided with jobs, but the Prime Minister's
economic advisor estimates that the economy will grow at

a rate of only 3,6 percent over the next t£n years, which

means that unemployment could snowball.

Because mos~h~ve never earned enough to qualify for

membership of unemployment funds, the vast majority of

unemployed Blacks are not receiving unemployment benefits.

Among other surveys Morris (op.cit.) citea findings

of a survey by Markinor of unemployment among Blacks in

Johannesburg, the Reef, Pretoria, Durban;_~ort Elizabeth

and East London in November 1979. This survey revealed the

following

almost every second household in the cities under
investigation reported one or several unemployed

persons;
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of all Blacks living in multiple household in the
defined cities who were willing to work, 23 per cent
could not find employment;

seven out of ten unemployed were women;

.almost half of all unemployed belonged to the age
group 16-24 (i.e. those who had finished schooling,
but so far could not be incorporated into the labour

market.);

the unemployed came disportionately from Durban,
Port Elizabeth, East.London and Johannesburg. The Reef
and Pretoria had a comparatively low ratio
unemployed.

This point of being jobless is corroborated by Lodge
(1981) who notes that in many households there is at least
a man without r~gUlar nork and many havebeeri without a Job

for at least six months. These will be found concentrated

in sections where housing conditions are worst, and
where illegal brewing, dagga-peddling and the incidence of
anti-social crime is highest.

• Ferrinho (op. cit) also considers the legal system.

According to him non-whites are under the South African
leg~l system but they have no voice in establishing it.

One cannot therefore expect the non-whites to respect such
an "alien" d~minant system of values imposing on them a

definite lower status, lower wages and inadequate level
of education for competing with Whites in social life.

Referring to the general causes of crime in urban Black
areas, the Viljoen Commission found that poor, soci~l and

political conditions were the main causes of the high

crime rates. Other more specific causes were:

the economic gap between Blacks and Whites which caused

frustration, a breakdo~n in moral fibre and a CYnical

and reckless attitude;
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the White man's laws, courts and administration to
which Blacks were subjected, caused friction;

the regulation of their lives by involved laws many
of which were regarded as unnecessary and which
brought them into conflict with authorities;

the acceptance by Blacks that they would spend some
time in jail over an issue that appeared pett~

removed the stigma of a prison sentence;

the poor social conditions, including poor housing.
bad planning of tovrnship, few telephones and police
stations, and the monotony of existence led to the
abuse of liquor, and high incidence of rape, robbery,

assaults, housebreaking and thefts;

many youngsters in the to~nships were idle and without
supervision. They roamea the-stree~s arid <formed gangs.

Morris, 1980)

• Culture conflict has also been given as an explanatory
factor for the high crime incidence. Ferrinho (1979) says
Blacks tend to reject White culture. Such rejection is
an internalised part of their struggle for their survival
as a native African people with their o~n political and
cultural identity. The danger of culture conflict is
high in transition si~uations as Blacks find themselves
involved - when origional value systems rapidly
disintegrate and an ambiguous cultural enviro~~ent is

created by the people's internal rejection of the dominant
culture and the inadequacy of the traditional one. Such
a biplicity of conduct norms develops an indefiniteness

of expectations. This biplicity develops an indefiniteness
of expectations which introduces uncertainty into the

people's orientation about what is right or wrong,

especially when such a distinction does not constitute a

sgaro dichotomy of values in their traditional culture.

In this situation the socio-cultural contr~ls perceived
as valid tend to be at a minimum•. Gangs and individuals
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rationalise their criminal behaviour, defining it as

realistically necessary since they have no other
alternative. Ferrinho (1979) says that they tend to
organise themselves around subcultural values such as
toughness, physical prowess, aggression and violence in
general.

The situation favourable to crime among urbanised

Blacks, developed by cultural conflict is reinforced by

various factors such as those of a ~oilectivist nature.'
Migrants from rur~l areas are mostly younG males. They
are easily recruited to crime by organised gangs
providing them with an interpretation of the new situation.
Another reinforcement is the fact that urbanised Blacks
often tend to perceive behaviour defined as crime by

Whites as a source of status and economic success.

The foregoing dicussion highlights the amaritude of

the socialisation of the urban child. Urban Black

children are subject to less parental supervision. Homes
are not measuring up to their original responsibility.
Parents and children are seldom at home at the sarr.e time,
so tbey become strangers to one another. The home has
become a rest-stop at which members of the family eat,

rest, clean-up and are off again. Adolescents face a
very uncomfortable psychological situation. They need
adult models to guide them into the world, but they are
less likely to find such an adult available. The
parental reduced level of interest in child training and
the fact that it is not a legitimate ~bject of great
concern for them makes the urban children to select

models from among their age group. So the street culture
with its models of delinquent behaviour is transmitted

almost intact. Tsanoff, (I898:293-294) writing about street

culture socialisation in sl~ children has this to say:
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"!ltoved by the irresistible spirit of physical and
psychical activity, they inevitably absorb and
reproduce whatever meets their vision. Wherever
there is quarelling and fighting there the
children throng. Wherever there is an arrest or
a revolting scene, there the children floak,
eager to know all about it. They pinch pennies,
cheat at marbles, play rudely and as they please.
When they have graduated from the vile school of
the streets, they receive a diploma that entitles
them, by depraved tastes and appetites, to enter
the saloon, the gambling den, the low theat~r

and the dive."

Implicit in the above is social learning as another
explanatory factor for the incidence of crime. L and S.
Soares (1970) give a "social learning» model which
premises violence on the following conditions.

the observation of successful and rewarded aggressive
models.

the resultant imitative lean!iag, anti

the expectation of actual or vicarious rewa.rd on the
part of the observer.

The Soares argue that much of the continuation of
disruption is contingent on the immediate publicity given
to the disrupters, with its attendant recognition of their

social power to influence events. The behgviour is
further reinforced by active participation of admired
adu!ts and parents.

Some individuals, the Soares note, are particularly
susceptible to imitative learning. Those whose ego

control is weak, who demonstrate an unwillingness to
delay rewards, and lack persistence in obtaining
long-range goals will demonstrate more aggression, a

greater tendency to imitate, and a rela.tively low level

of social responsibility.

4.10. Change in the Black urban fa.mily.

The traditional Bl~ck family is described by Dubb

(1974) as a patrilineal extended family. It consists of
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a kraal head, his wife or wives, his unmarried children,
his married sons and their wives and children. It was a

l~rge unit of relatives, and other dependents could add
still further to its size. Polygamy was the ideal form
of marriage and in a family of peasant farmers with a
simple SUbsistence economy, additional wives and children

adde~ up to the earning capacity of the family. However,
a modern system of production disrupts this pattern entirely,
removing from the family its co-operative· economic base and

replacing it witn wage l~bour, il1~ividualisID and competition.

Another disruptive factor to the traditional Black
family is that new urban conditions make communal living

arrangements impossible, as small houses prevent members
of p2triline~ge liVing together. According to Morris,

(1980) the standard house consists of four rooms (two
bedrooms, a liVing room and a kitchen), and was designed
according to minimum space standards for a household of

five persons.

However, it should be added here that with an

average approximately three persons per habitable room or
four to five per bedroom, elementary health and privacy

standards are exceeded beyond any reasonable temporary

ex~edient. This point is further highlighlited by
Unterhalter's Moletsane study. (1976). In this study sixty
percent of families investigated had four or more children
36 percent had four to five children ; 14 percent six to
seven children and 11 per cent eight to 9 children. She

comments that families of this size give a very low level

of comfort and privacy, bearing in mind each family's

restricted living space and its low income level.

Pauw (1963) in his East London study distinguishes

four types of household

the most common comprises the nuclear family plus,

possibly, one or two other relatives or dependants.
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the multi-generationg.l m3,le-headed household. The

nucle9.r family is augmented by the children of a...'1.

unm8.rried daughter or daughters. Interviews in the:
Unterh~lter Moletsane study show that all groups
consulted regarded illegitin.acy as a family misfortune
and a depe.rture from a previous honourable tradition

of keeping births within wedlock~ But all conceded
that the young Ihottler and her child must be kept
within the family unit and the young mother should be
encouraged to return to school or to 8. tra.ining course.
~lnterviwe~s regarded the treatment of the u~-ffiarried

mother in White society as cruel and callous. They
were appelled by the practice of adoytion of illegitinate
children into 'strange' f8~ilies and they spoke

feelingly of the young unmarried White mother who is
dep!"iven ef hc;- ::!':~l ~ t

the mother-child household. This one comprises an

unattached woman (Widowed, divorced, separated or
. d 'I..) :I, .,., . '1"an unmarr1e mO~(ler, ana ner unmarrle~ cnl cren. In

the cause of time, this may develop

type.

into t~e fourth

" the mul ti-generational female-headed household. In

this one, the mother-child unit is extended to include
the offspring of unmarried daughters, and even
grand-dau~hters without 3r_y permanently attached male.

Many female-headed households shall have a succession

of male consorts. Howeve~ concubinage is often
encountered. A man with a wife and children in the rural

area may set up a fairly stable relationship with a woman

in the urban area. They establish a common ho~e to which

the man contributes financially, and often they have

children together. The man has no jural rights in these

children nor they in him.
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In contrast to the traditional family which was the
unit of production and consumption and was self-sufficien~

the urban family has it that household members are involved
in the economic life of the city. WhiIe the wife, mother,
or eldest daughter may, if she herself is not forced to
take up emploYment, devote her full time to ministering
to the homea of other family members, any individual who
earns money can perform most of the household chores
himself/herself. This change in the economic role of the
family anc of economic rela.tions be·~ween its members has
had important ~onsequence~ for husband-wife relations.
In such households there is close co~peration between
husband and wife, consultation about money matters, the
children's educational, economic, and emotional concerns.

It is also common to find families under strain

patriarchal conduct and the wife's new role as wage-earner,

manager of the household budget and educator of the

children. Changing rOles come vd th challenges to earlier
male dominance. Sometimes the male still makes important
decisions and has power, in other cqses the wife is dooinant
whilst in still others there is partnership. Conflict
comes with the po~er struggle. Even more often there is

confusion and ambivalence, with both husband and wife

uncertain as to division or sharing of l~bour, authority,
and responsibility. These uncertainties contribute to
instability in m~.ny urban families.

Working in paid employment is a liberating experience

for a wife who is no longer tied up to endless household

drudgery. She now enjoys the stimulation of a change of

environment and people, can fulfil herself in a job she

likes, and can afford buying little luxuries that give her

pleasure. However, it is likely that a husband will

resist this consciously or unconsciously.

He l;nOVlS that employment out of the home me.kes the v;.i.fe

less economic~lly and emotionally dependent on him, and
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because it complicates household management, often
leading to a sha.ring of chores and blurring traditional

sex-linked behaviour patterns.

One factor which causes strain in the urban Black

family is alcohol abuse. The implications of this abuse
of family life as stressed by SANCA (not dated p.4-5) are:

•

•

•

•

•

the important roles of each family memv€r may be
distorted, i.e. the mother may have to compensate
for the father's lack of leadership and this affects
her relationship to her husba~d and children and the

children have to adapt to a poor father-figure;
normal family behaviour becomes distorted;
values and standards held by the family seem to

disintegrate;

the spouse becomes so absorbed in her p9.rtner's
"'-"._J' 7~"__<_·' • "

d:rtr.1dng tuc::.~· lfi;t'7&'-l:rlrergy and thought remain for
the children's development,

personal difficulties with the nartner are exacerbated
and embittered.

Noticeable also in urban families is the decline of
the sexual code. SteYn and Rip (1968) give the follo~ing

factors as contributing to the decline of the sexual code

•

•

•

•

•

•

disintegration of the traditional social order and

primary social control in general.
loss of parental control and insufficient parental
supervision over children;
disintegration and disappearance of age groups and

the loss of control measures by age groups;
lack of sanctions and punishment which can be applied

to offenders by groups which are still functional in

society;

overcrowding, lack of privacy, and kno~ledge of

sexual intercourse at an early age;

the fact that the mlsband must provide the lobola

himself, and that it often takes time to get all the
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necessa.ry money together often leads to extra-marital

cohabitation of couples.

the move to the white cities has resulted in a
numerical imbalance between the sexes, which also
contributed to illegitimate or rather to extra-ma.rital
sexual rela.tionships.

fertility of the woman remains important and the man
often wants evidence of ability to bear children before

he will marry her.

To this should be added the perniciousness a.nd

peccancy of advertisements for birth control ~ids and
advice. In newspapers and periodicals that are aimed at

the Black audience these advertisements are full-page
and written bold capital letters to capture the reader's
attention. Radio Bantu proRrarr~es repeat these

aCivertisements many times per dR.y. ~!.l:-d .§.l.sg ql'l~ J?:P..ver
fails seeing bold posters in public places be!3.ring the

same message. This advice and aids are rendered free
to the public a.nd all this is likely to aggravate

intemperance and licentiousness in sexual matters among

urban adolescen~s. They can sleep an~vhere with any
person at any time without fear of pregnancy.
Concupscence, lasciviency and stupration is encouraged in
these young, impressionable minds. Even the "so-called"
advice c01umns" in periodicals meant for Blacks are not
exempt from this cankering rot dished out to the young.

What is evident here is that the fanily a..."'l.d urban

social enviro~~ent has serious implications fOr the
socialisation and exposure of the school-going adolescents.

Patterns of sexual behaviour are an example of cultural

continuity and change in the transition from rural to
urban life. There is a high incidence of extra-marital

births among the urban Black population. Increasing

influence by the different mass media on sexual matters
probably play a r8le in creating 'new norms' ~nd

fashionable behaviour.
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4.11. Citizen p~rticipation in civic matters.

A need was felt to accord the urban Bla.ck population

a greater say in the management of their own affairs. /

With this object in mind, provision was originall~/Jri'de

for the establishment of Black Advisory Boards under the

Blacks (Urban Areas) Consolidation Act, 1945. The bodies
were limited to giving advice on matters affecting their
communities.

During 1961 the Urban Areas Black Councils Act, 1961,
W3S passed. This provided for urban Black councils the

members of whom were elected and to ~hich certain executive
powers could be assigned as provided for in the said Act.

These powers could, however, be exercised only on bebalf
of administration boards.

The Minister may, after consultation with' an

administration board, by notice in the Gazette establish
a community council for an urban Black residential area.

- A community council consists of members elected by the

Black inhabitants of the area who have the prescribed
qualifications to hold office &s members thereof and to
vote.

Among its po~ers a community orgsnisation
promotes moral and social welfare of persons living
in its area,
promotes sound community development in its area,
administers sport and recreationa.l facilities, library

services, and awards bursaries,
makes recommendations to tbe body concerned in respect

of educational matters, including the priorities in
the erection of schools, the use of school buildings,

sport and other facilities at schools after school

hours and the use of donations for educational purposes
may control and manage, subject to the provisions of the

Act, a community gu~rd established under section 8 in
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so far as such community guard exercises its powers and

performs its duties in its area.

Welsh (1919) says that in practice Councils remained
"

·lar~ely! advisory. A'ccordingly, their credibility among

the commmnities they were intended to serve remained low.

In 1911 the Government again attempted to address
itself to the Community Councils issue~ The Commu~ity

Councils Act sought to establish Councils in urban
areas elected on a non-ethnic basis, and enabled them to
be vested with more powers and duties t!lan Urban 13antu
Councils. However, at numerous points urban Black .

to~~ships are studded with overriding Ministerial control,
including a provision that the Minister of Co6peration

and Development may, after consultation with the
particular Administration Board and Community Council,
withdraw-" any power or duty vested in the Council.

Real power that a Community Council can exercise is seriously

circumscribed. Soweto residents, for example, rejected

Community Councils and called for a boycott of elections
held in 1978. The result, a six per cent poll, indicated

the strength of popular feeling on the issue.

The crisis of the urban Africans' situation remains
unresolved. They remain unimpressed by proposals that
offer the shadow, but not the substance of real power.
Welsh (1979).

Schools, then should imbue those in their classes

with ideas on good citizenship - civil, political and

social. In this way they shall be able to utilize their
abilities to the maximum in their own interests.

4.12. Social stratification.

Wilson and Mafeje (1963) describe various categories

of town-dwellers. There are townees, also called location

boys. This type of urbanised young man is distinguished
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by his dress which tends to be flashy and fashionable. He

uses a mixture of Afrikaans, English and vernacular slang.
The age set varies from fifteen and twenty-five years.
Townees may be violent and boisterous, smoke dagga, and

fight with knives. They look for jobs that are neither
too dirty nor involve too much hard work and provide
opportunities for pilfering.

Another section of to~vnsmen are the very respectable
people - the decent people. Many of them 2.re educated
and essentia1.1y middl,:,-class. They are fairly conservative
in outlook and in their community they are often

accused of being aloof.

The emerging class is the wealthy self-employed class.
It includes businessmen, professionals and higher-paid
wh~te ~n~l~~~orkers, constituting the ~Jir.p. by Black

township standards. These serve as an important reference
group for other urban Blacks. This group shares co~~on

conceptio~s of home and family life; similar achievements
and interests, leisure-time activities and membership in

vo~untary associations ; attitudes which are characteristically

success-oriented in terms of European-type goals. This is
a class of upward mobiles who react positively to the

bureauoratic situation and succeed in it. They are
most likely to afford their children a sound educational
opportunity.

5. Conclusion.
This chapter has focused on the urban environment

from which the urban Black child springs from. Frustrations
of Blacks in these areas and congested slum conditions in

others are noted as affecting the quality of life. School
children here are likely to find difficulty in coping

with the exigencies of school life. Attention must now

be directed at how child-rearing practices affect the
pedagogic ~elationship.



103

Baali, F. and Vandiver,
J.S. (eds.) (1970)

Anderson, N

Berry, J.L.

(1971)

(1952)

: The Industrial Urban Communitv.
Historical and Comparative
pers~ectiyes. New York. Appleton­
Century Crofts.

"The Urban Way of Life". in Urban
SOCiOl0k:. Contemporary Readinvs.
New Yor • Appleton-Century Crofts.
pp. 94-109.

"Some Relations of UrbanizRtion and
Basic Patterns of Economic
Development." in Forrest,R.P.(ed.)
Urban Systems and Economic
Develooment. Q!'egon Universi ty Press.

Bertelsman, E. (1971)

De Ridder, J.C.(1961)

"The !Jrban African - Cri si s or
Tragedy ?" in New Nation, i97i, 4,
(9) pp. 4-6.

Personality of the Urban African in
South Africa. Lond~n. Routled~e and
Kegan Paul.

DUbb, A.A. ( 1974) : "The Impact of the Ci ty" ~ in
Hammond-Tooke, W.D. (ed.) The 3antu
Speaking Peoples o~ So~th Africa.
Londop~ Routledge and Kegan Paul.
pp. L4-l-521.

Ferrinho, H.M. (1979)

G-ann, L.H. and
Duignan, P. (1981)

Glass, Y. (1962)

Havighurst, R.J. and
Levine, D.H. «1975)

: "An Interpretation of the Variation
and Extent of Crime in South Africa".
in South African Journal of Criminal
Law and CriminoloEY, 1979, " (1).
pp. 37-42.

: ~by South Africa Will Survive. A
Historical Analysis. LondJn. Croom-RelIT

: ItIndustrialisation and Urbanisation in
South Africa lt

• in Holleman, J.F.,
Knox, J., Mann, J.W. and Heard, ~.A.

(eds.) (1964) Problems of Tr~nsition.
ProceedinEs of the Social Sciences
Research Conference held in
rrni versi ty of r-Jatal Durban in July
1962. Pietermari tzburg. !Tniversi ty of
Natal Press.

Society aDO ~ducat1on. 30ston. Al1yn
and Bacon.

Kane-Berman, J. (1978) : Soweto. Black Revolt ~hite Reaction.
Johannesburr. Ravan Press.



Kelley, E.C.
in Kerber,A. and
Bo~~arlto, B. (eds.) (1963)

104

-The Dropout - OUr Greatest ChallenE
in Schools and The'Urban Crisis.
A Book of Readings. New York~ Holt,
Rinehart and Winston. pp.~15~-160

Kenniston, S.

Kotze, D.A.

Lacey, M.

Lampard, E.E.

Lampard, E.E.

Lodge, T.

'-K - P. r••ayer, •

)foeno, S.N.

Morris, P.

Motsuenyane, S.

(1982)

(1971)

(1981)

(1964)

(1967)

(1981)

(1962)

(1969 )

( 1980)

( 1982)

An Address to Nafcoc Land Tenure
Seminar. Inyanda News. June, 19A2.
pp. 17-18.

Black Nationalism-in:South Africa."
New Nation. 14, _(8) March 1971.pp.7-10.

~ ~orklng for Boroko. The 0ri~ins of
Coercive Labour System ir. South
Afrlca. JOhannesburg. ~avan Press.

"The History of Cities in the
Economically P-.dvanced Areas". in
Friedmann, J. and Alonso, W. (eds)
Regional Development and Pl~nning.

Cambridfe. Massachusettes Univers~J
Press.

"Historical Aspects of' Urbanization:;
in Hauser, P.M. and Schnore, L.F.
leds.) The Study of Urbaniz2tion.
New YOrk~ ~~ohn '1hley and Sons.'
pp. Jl'j-:JJ •

"The Destruction of SonhiatmYTI". in
The JournBl of Modern-~frican

Studies.19 (1) pp. 107-i32.

"Mi[rancy and the StUdy of Africans
in Tm,:n." American lmthrono1ofist
64 (3) pp. 576-J92.

~ The. Urban Afri~An refill'v D;sQrVAni­
satl0n wltfi re erence to t.e
Problem of Illegitimacy. Unpublished
M.A. dissertation. University of
South Africa.

Soweto. A Review of ~xistin~

Conditions and Some GUidelines for
Change. Urban Foundation.(Transvaal
Region). Dornfontein. Johannesburg.
Perskor Printers.

11 An Address to "!'Tafcoc Land Tenure
Seminar." Inyanda. ~Tews, ·June 19 A2.
pp.17-18.



Mount joy, A.S.

Nel, A.

Nzimande, A.

Pauw, 13.A.

.LU?

(1980)

(1977)

(1951)

"Urbanization in fohe Third World!' •.
in Mount joy, B. ted.) The Third -
World. Problems and Persoectives.
London and Basingstokke. Macmillan.

Responsibility: An Eiucat10nal
Perspective. Part 2. ResDonsibility
or the Bantu in a Western cultural
context. (Translated by Kleyn, C.P.)
Pretoria. South Arrican HumRn Scienci
Research Co~~cil_ Report, No. O-~u.

A Comparative Study of the Concent
and Use of Time in Groups of
African and European Children.
Unpuc.lislled M.A. dissert~tion.

Pretoria. University of Sauth Afric~

:: The Second Generation. A Stuiv o~

the Family P~on~ Urbqnized B~ntu in
Rast Landon. Uape Town. 0xford
University Press.

__~P~l:.::u~nkett. W.R. _ ~.__ ()~.78l.· Supervision: The Direction nt" Peonl.:.
at Work. Dubusque. Iowa. '''t'I'lti Brown
Company Publishers.

?and Daily Mail. The Atrocity Must Stop.
August 25,1981. p.lO.

Rand Daily Mail SACC Admits Nyanga Role.
September 25, 1921. p.3

Rand Daily Mail The Right to a City Life.
September 8, 1981. p.9.

Reissman, L.

SA.~CA (undated)

(19~4) The Urban Pracess. Cities in
Industrial Societies. Glencoe.
Illinois University ?ress.

Alcohol Abuse and its Effect in
Black Family Life. (mimeofr~phed).

Schlemmer, L.

Sjobere-, G.

(1979) : Black Attitudes :...Reaction and
Adantation. University of ~~tal.

Institute for Social Rese~rch.

(1906) "Rural-Urban Balance and Models o~

Economic Develooment" in
Smelser, N.J. a~d Li?set, S.~~ (eis.­
Social Structure and Mobilitv in
Economic Development. London.
Oxford University Press.



Slabbert, M.

106

(1981) "Crime and Privilege - A Quest
for Social Justice!l. South
African Journal of Criminp.l
Law and Criminalogyz 19~1. 5.(1)
PP._ 69-]2.

Soares, L. and S. (1970)

Steyn, A.F. and Rip, C.

(1968)

"Social Learning and Disru~tive

Social Behavior" _ Phi Del ta
Kappan. Octaber, 1970. pp.P2-A4

"The Changing Ur"Qan Bantu Family"
Journal of' Marriage and Family
Living. AUEdst~9b~. pp.5~~-13.

Tsanof'f', S.V.

Unterhalter, B

( 1898)

(1976)

"Children's Pla:vgrou.n1s"
Municipal Affalrs,Vo12. p~.29~-3C~

: "Some Aspects of Chan£e in t~e

Black Urban South Afric~m FB.II!il~".
Paper read at the Association o~

~~gi~~gfi!_igw~~~f~~~t~S~Ifcated)

Welsh, D. (1979) .. "Urbanization in South Africa. -, in
Hellm'3n, E. and Lever, H. (eds). ­
Race Relations in South Africa,
1929-1979. New York. St. Martin's

Wilson, M. and

Mafeje, A. \1963)

Zululand Observer
September 10, 1982
p.3.

Langa. London. Oxford University
Press~'

There is no "Normal" Child.



107-

CHAPTER IV

THE SIGNIFICANCE OF SmIE CHILD-REARING PRACTICES FOR

A PEDAGOGIC RELATIONSHIP

1. Reception of a Neonate into a Black Family•••••••

2. The Impact of Hospital Child Birth ••••••••••••••
3. T~e Problem of Illegitimacy •••••••••••••••••••••
4. The Effect of Divorce ••••••••••••••••••••• ~ •••••
5. Sequelae of Maternal Employment •••••••••••••••••
6. Possible Relationship Be~veen Socio-E~onomic

108
113

115 ­

116
118

Status and Upbringing ••••••••••••••••••••••••••• 120

7. Sequelae of the Care-giver's Interaction with
the Child •••••••••••••••••••••••••••••••••••••••

Parent-Child Interaction ••••••••••••••••••••••••
Corporal Ptm.ishm.ent •••••••••••••••••••••••••••••
Rigid Control •.•••••••••.•.•••.•..•.•••.•••••..•

123

126

129

131

132

135......................................
......................................Conclusion

References

8.
9.
10.

11.

12.



108

CHAPTER IV

THE SIGNIFICANCE OF sorE CHILJ}-REABTIiG PRACTICES FOR A

PEDAGOGIC RSLATIONSHIP

1. Reception of a Neonate into a Black Family.

The nature and intrinsicality of the meaning aL'1.d
importance of the reception of a neonate into a family
varies from culture to culture, and even from one fanily
to another within the same culture. The family is, however,
a ma~rix for development, set in the larger social environnent

of the neiGhbourhood, the culture of which it is pc:.rt
and the social structure, including the economic and
political systems. (Clausen, 1978). It is pert2nent,
therefore, to look into how a Black neonate is received
in his family and how this reception will be reflected
in his later life.

The fi3.m.ily serves three principal runc"tlons, emong
others, for the cLild. The familial enviro.n.nent caters

for the physical survival of the child as a hunan being.
It provides him with nurturance m~d protects him from
adverse conditions that may lead to the injury of life and
limb. Secondly, he depends on the family environr;:ent for
initial warmth 8.L"1.d a feeling of safety and security.
Family members share his joys and tribulations. They
value him as a person, separate from any evaluation of ~~s

behaviour or thoughts. This warmth is generally
communicated through a wide variety of non-verbal media

such as gesture, posture, tone of voice, touch or facial
expression. Thirdly, th.e child depends on the familial
environment for his education, moulding or training in
particular areas essential for his adequate adaptation to
his environ.rJ.ent. The intervention into his life by family

members includes imbuing him with culturally prescribed
norms of conduct and the inculcation of various attitudes
and values that relate to important aspects of
socialization.
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Traditional Black societies have a polygamous

structure in which a man has several wives. The
husband and his wives occupy a number of huts together
with several other such family groups. Family units within
a kraal ( a homestead ) are usually related to one another
through the men being brothers with the result that the
whole ttkraaJ.." forms a closely-knit social and ecor..omic

unit under the authority of the eldest brother or the

brother's father. All children in the .kraa1~ are related
to one another either as own brothers or sisters, or
half-brothers and sisters or cousins, while all their
elders are either half-parents or uncles and aunts.

Direct parents are firstly res?onsible for their upbringing,
but later the whole kraal takes a collective responsibility
for the children within the kraal.

This kraal structure is beneficial for the young
Black. With the whole kraal involved in his upbringing there

is cross-fertilisation of ideas, attitudes and modes of
conduct which must be instilled in him. In this situation
the young Black is not likely to develop singv~ar

dependence on his biological parents, for they shall not

always be there to molly-codcle and pamper hin. In this
family set-up the young child is accepted by all as a
worthy addition to an already big family - all sharing
responsibility for his up-bringing. This is a fertile

ground for nurturing a feeling of self-worth and human
dignity. He is confronted with essential norms by which
man is qualified human, and therefore different from beast.
His involvement with children in the kraal fosteres in
him the "strong bond of the community's Vleedhood, a

... -- --
fra.r::tework in which you are already in me 8,j,1.G. I in you."

(Egbujie ,1977).

,,.
,-



This author says that this

"is a setting in which all the meanings by which
it is sedimented reach ~~d strike the illi~er' being
of every member of the community. The outcome
of this perspective is that of loving-contests,
L.~ accord[,;I1ce with the dictates of their relie;ion."
(op. cit. ibid.)

Egbujie further explains that by virtue of- this
understanding, each person in the community is
respected and accepted for who he is, and should
reciprocate this by a similar understanding. Life tlrllS

becomes ever-meaningful. Certain inner person consciousness
of his consciousness of his worth and the hign value that
his community at large places in him, the young Black
makes every effort to capture and actualise the potentialit:T

T.hat ~onstitutes his being.

This extended family system is according to Julius

Nyerere the foun~ation ~Ld the objective of African
socialism. (Nyerere, 1972).

The neonate in :Black society comes well expected by

the kreal: '·-This is explained clearly in LIsimang (1975-.:47-48)

when he writes about isihlambeso.

"rrabo okhokho babeqalela u..lctvUlakekela umn:mana
esesesiswini kunina•••••• IsL~ambezo lesi
njenge3ama laso sisho uriruthi wokuhlamba insllet
esiswini nasesibelethNeni sowesifazane ukuze
athathe isisu. Kanj alo futhi ubethi angedlulwa
inyanga noma ezimbili enzelwe esinye futhi
isihlambeso sokuhlela ka..tU.e kuhlelelwa
umntwana lowo eDpeleni oselihlule, -osengumzanyana. If

There is a link be~leen ancestors and the neonate.
The place the ancestor fills is both historical and

cannot be thought away, because ';iithout this continuity

tbe neonate C8nJ."'lot become a member of the family. AJ3

Ksimang ( Ope cit.) describes traditional midwifrey,
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community midwives would help during child-birth, but should

difficulty be experienced, they believed that ancestors were

somehow involved. The kraalhead would be notified and he

would send a boy in the kraal with a stick to slam the very

hut in which childbirth is taking place. In this way the

ancestors are accused as to why they allow wickedness to

abound in the kraal. Should the kraalheadremember some

omission or an act that could have angered ancestors he

would then get to the cattle kraal wherein he would plead with

them. Thereafter the woman would give birth. The woman is

going to occupy this hut for about six months, not sharing

the bed ri,h he1*' hueba:nd·6'

Six months after, she will then present the neonate

to his father who will then give him a name and later

there'll be a ceremony for inducting the child into the

clan. A cow is usually slaughtered for this ceremony.

The discussion above highlights the family as a

major support system for the growing Black child.

Caplan (1976) has identified nine support system

functions of the average family.

•

•

As a eollector and disseminator of information about

the outside world. Children learn Vicariously from

their parents' experiences with the outside world.

As a feedback guidance system. The family provides

a continuous training ground for the offspring to



•

•

•

•

•
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learn how to adjust to immediate feedback about

what other people feel about their behaviour. This

is possible because signals in the family are usually

obstrusive and easily understandable. It also

provides a receptive group where members can

relatively undefensively report what they have done

"and how people have reacted to their actions. The

rest of the family can help them understand what was

involved.

As a source of ideology. Systems of beliefs and

values and code of ethics internalised around the

fireplace at home provide a helprul guide to­

individuals, particularly as they encounter novel

situations, or when they are :faced by a crisis.

Guide and mediator in problem solving. Pamily members

individually help each other by giving advice and

guidance in the face of problems.

Source of practical service and concrete aid.

As a haven for rest and recuperation - a family

surrounding is a place where it is safe to relax

and be oneself, where, despite continual changes, one

can speak one's own language and be understood.

As a reference and control group. The family has an

important judgmental role in providing social

control. It serves the essential function of reference

group in making jUdgments about the behaviour of its
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members and controlling their conduct through the

provision of appropriate rewards and punishments.

• As a source of validation of identity.

• As a contributor to emotional mastery. From his

family the child learns to master and control such

emotions as frustration, anger, grief, anxiety, and

guilt, and how to react positively in the face of

inefficacy, impotence, blunder, fault, repulse, rebUff,

drubbing and defeat.

The Blackman f S communal approach is seen by Irvine

(1970) as a major problem confronting Black educatiov.

He is quoted by Van den Berg (1980:105) as sa:ying

"Schools in such a system (West-oriented) generally
operate highly competive examination systems
emphasizing individual differences; while in the
rural areas, and to a lesser extent in the towns and
cities, harmonious social relationships are primary,
and indiVidual success is recognised only when it
contributes to communal well-being."

2. The Impact of Hospital Child Bi rth.

In the urban areas the situation is different, though

it is in no way consoling to a pedagogician. During

pregnancy the expectant mother goes to a clinic at particUlar

times. There, a consistent check is made on the development

of the foetus and the health _condition of both him and

the mother. The mother, amongst, amongst other things,

Is also given advice as to the healthiest ways of protecting

the developing foetus, advice on types of food she must eat,
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the amount of rest she needs and the type of clothing to

wear during this period. In areas where malnutrition is rtle

she is also provided with food supplements like multivitamins.

At the time of delivery she goes to hospital where she gets

expert medical care. Here the mother and infant are

separated after birth, except at feeding time, until they
go home. This practice led two pediatricians, Klaus and

Kennel in 1976 to carry out research on whether this

typical hospital practice was in any way interfering with

the formation of a "bond" between mother and child.

Two matched groups, each including fourteen mothers

with their firstborn infants, were used in the study. The

first group experienced the normal hospital procedure. They

had a glimpse of their infant at birth, had another short

visit at six to twelve hours after birth, &"'ld then saw the

infant every four h~urs for feedi.~. The second group had

in addition) a total of five hours per day extra cuddling
with their infants. Contact began within the first three

hours of birth and then continued regularly afterwards.

After their hospital experiences, the two groups of
mothers went home and began caring for their infants on

their own. A month later, the researchers interviewed
the mothers, exam; n ing the infant in the mother's

presence and observed the mother feeding her baby. They

interviewed and observed again when the babies were a year

old. Mothers of the second group held their month-old
infants closely while feeding, while those with "normal"

hospital experiences were more more likely to use distant

contact.

When babies were a year old there were still several

dtlferences. Some of the mothers in each group had gone

back to work or school. When researchers asked about that,
nearly all second group mothers talked about missing their

baby or worrying abou.t him while they were away, while
mothers who had been through the normal hospital practice

rarely mentioned their child when talking about their work•.

The two groups behaved differently while their child was
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being examined by the doctor. Mothers of the secon~_gr~up
.

stayed closer and were quicker to come home to the aid of

their child if he cried or showed other signs of stress.

This study shows that in homes where children are

given birth to, in hospitals, as is very usual with

urban Blacks the strong emotional tie between parent an.d

child is broken at birth. This certainly should affect the

style of upbringing the child will get. The child will
not experience tender lOVing care and succour when he needs

that most, namely, during times of difficulty, stress and

strain. Moreover if parents work for most of the day,'V

one does not expect their child to get his full share of

direction, control, supervision and guidance from t~em.

Parent surrogates may not be emotionally invor-ved in the

development of the child either to offer that. Such a

- _0' crhild is' likely -to be a problem-cbild whcrr :rr:;-"""i~ oi~':c:i

advice, instructions &~d injunctions from his teacher.

~'. The Problem of Illegitimacy.

In Black urban areas illegitimacy is high. l:oeno (1969)

in her study of illegitimacy in Wattville found that a
large proportion of unmarried mothers i.e. 86,2310 of her

sample had a primary or secondarJ school education. This

could be attributed to the fact that young girls are forced

to leave school in the 'teens' because of a pregnancy or

because of economic pressures on their families - they

have to start earning a living at an early age. Due to

this, 68,81% were found to be working as unskilled or

semiskilled people.

Comparing illegitimacy in male-headed as against in

female-headed (matrifocal) households, she found tb-at there

were more unmarried mothers in the female-headed households

(4-9,08%) as compared to male-headed households (4-2,20fo).
There were more illegitimate children in female-headed

families (4-8,84-%) than in male-headed households.
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The greater incidence of illegitimacy in female-headed
households can be variously explained.

First , it must be conceded that by middle childhood

there are new needs in this period that parents should

meet. Explaining rules and reasons for punishment, and

listening to the child's opinions and ideas are especially

important when the child can think logically ab,out specific

events. Both parents must be involved in providing guidance

and support whi1.e allowing the children to think for

themselves. Children without this .guidance are likely to

become a problem for their teachers at school, and they may

find difficulty in relating to the male model.

Secondly, it seems especially necessary that parents

decide .what moral values to encourage, and then provide

both info:r'Iha:tionn.r:~c:::=ple. '"Sex--education, for instance,

is important during these years, for children need to know

about the physical changes they will be experiencing in a

few years a...'1.d to think about the cultural conflicts

surrounding sex before they reach adolescence. This is

equally true with regard to many other areas in which

children must make value decisions, from education,
economics, or religion to drugs. Talking with a child

helps clarify misconceptions and establishes a channel of

communication that might be crucial in a few years. In

addition, it must be kept in mind that children deduce a

good deal from the attitudes parents reveal in their

relationship with each other and in their dealings with

other adults. The absence of one parent in a family Jj
affects the rounded moral development of the offspring.

4. The Effect of Divorce.

One other factor that may be associated with a one­
parent family is divorce. However, the degree of feuding

between parents, of disruption in the children's routine, .

and of financial strain following divorce varies from
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household to household. But that divorce is almost
difficult for a child, and that the first year after

divorce is usually the hardest, are incontrovertible
facts. According to a stUG.Y by Hetherington et al (1977)
as cited by Berger (1980)~. in the typical divorce in which
the mother has custod~T of the children and the father has
visiting rights, mothers usually become stricter and
fathers more indulgent in the first few months after divorce.
Changes in daily life, such as where children live or go
to school, what rules they are expected to follow, ~~d what
resyonsibilities they are supposed to assume, also ar8

common soon after divorce. As a result of all these
changes, children frequently experience a decline in their

school achievement and often become more denanding a~d

less obedient in their first year after their parents'
divorce (Hetherington, et al. 1977).

Hetherington , (1972) cited by Santrock (1981) has

shown that the heterosexual behaviour of adolescent girls
from father-absent and father-present hOEes is diff'erent.

Adolescent girls with absent fathers acted in one of two
extreme ways. They were either very \'7ithdravm, passive, and
subdued around boys, or were overly active, aggressive and
flirtatious. Girls who were inhibited, rigid, and
restrained around males were more likely to have come from.
widowed homes. Those who sought the attention of males,
showed early heterosexual behaviour, and seemed more open

and uninhibited were more likely to have come from divorced
homes. In addition, early separation from fathers usually

was associated with more profound effects, and the mothers'
attitudes towards themselves a~d marriage differed for
widows and divorcees. Divorced women were unhappy, anxious,
hostile towards males, and more negative about marriage

than widows were.

In a continuing study (Hetherington 1977) these girls
hav~ been follo~ed into young adulthood to determine their
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-sexual behaviour, marital choices and marital behaviour.
Daughters of divorcees tend to marry younger and tend to
select marital partners who more frequently have drug

problems and inconsistent work histories. In contrast,
daughters of widows tend to marry men with a more
puritanical make-up. In addition, both the daughters of the
widows and the divorcees report more sexual adjustment

problems than daughters from intact hOIiles. Daughters from
intact homes seemed more relaxed and dealt more competently
with their roles as wives, sug~sting that they have worked
through their relationshjps with their fathers and are more
psychologically free to deal successfully in their
relationship with other males.

Hetherington , Cox and Cox (1978) cited by Santrock
argue tb-at a coercive relationship develops between single
Iliot:aei'~ aud tl:H::U ::lUll::l. The mother is overburdened wl.tl..i. l..l.l:::.L-

responsibility as a single parent, thus reducing the quality
of her interaction with her youth. Boys, because of their
relatively greater tendency to engage in aggressive behaViour,

probably contribute to this coerci~~ cycle.

5. Sequelae of !.!aternal Employment.

Coming to working mothers other problems come up.
Santrock (1981) sets the following conditions for the
proper emotional state of the working mother.

She must be satisfied with her work.
• She must be able to make adequate arrangements for

her adolescents so that the dual role of worker and

mother does not lead to a great amount of stress.
She should noil feel guilty and attempt to overcom:!.Jensate
when she is vrith her offspring.

If one reads about the situation in domestic employment of

:Black women one notes that these conditions are not met.
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Cock, (1980) in her study of domestic workers found
that her sample was frequently subject to some degree of

family disorganisation. 78 per cent had been married, yet
only 48 per cent were still married. Only two were widowed,
others divorced or deserted. 98 per cent were married to
unskilled wopkeTs. Many expressed considerable anxiety over
the disruption of their marital relationships. e.g. "I have
to sleep in and neglect my husband." "While we "are at work
other women can play with our husbands." (p. 52).
From domestic workers' long working hours and family
circumstGnces a picture em.erges that they experjence a
considerable deprivation of family life. ~

All domestic workers in the s~ple were mothers, some

with very young and some with school going children. 35 saw

their children daily, five once or twice a week; six once or
----- --- -~ice a month; one once -ever'[-'tWC--on::.on:thri,--a:u1:L ~Q-unce a year.

One worker's children were looked after by neighbours;
12 by 'no one' ; 25 by a relative, usually a grandmother or
an older child. Often the person looking after the children
is a daughter who is thus ke~t out of school in order to run
the home. On this position Cock comments that this perpetuates
the cycle of poverty, inadequate child care and incomplete J /

education. The mothers of pre-school and school-going
children expressed anxiety of having no check on what these
children do between the time they get home from school and
the time their mothers get home. If it is remembered that
domestic work employs many Black women then the picture is
bleak indeed. Preston-i1.hyte as cited by Cock found tllat

female domestic workers made up 74 per cent of the total
number of econoIrically active African women in Durban.

From her study Cock notes that none of the workers i..11
her sample enjoyed domestic work. Work is a means to an
end. The end is survival in a complex hostile society which
often seems to deny even the modest goal of giving a sense



120

of fulfilment. Quoting from Young, Cock writes that domestic
work is described as !'barborously unproductive, petty,
nerve-wracking, stultifying and crushing drudgery." (p.67).
Similarly Preston-Whyte found t~at domestic service is the
least prestigious of all occupations open to Africans in
Durban and nearly all t:~ose women seeking emploYment in
this field do so from urgent necessity alone.

Anyway, there are a number of workers employed in the
private sector and in the public sector whose lot is better,
but research findings that give a global picture of their
situation are still lacking.

6. Possible Relationshiu Be~veen Socio-Economic Status

and Unbringing.

-~--]'r~""t;hc f"oregeing·'One notes that -the black "urtiWJ." -~"

families are in most oases in a socie-economically
disadvantaged class. Bruner (1970) explains that being·

socio-economically disadvantaged does not mean that one is
suffering from "a cultural avitaminosis that cafl be dosed
by suitable inputs of compensation." He considers it as

"a complex of circumstances at the center of which is
usually a family whose wage-earner is without a job
or where there is no male wage earner. If there is
a job, USUally it is as demeaning in status as it is
unremunerative. The setting is a neighbourhood that
has adapted itself with much human bravura to 'bein€
at the bottom,' with little by way of long range
perspective or hope, often alienated by a sense of
ethnic separation from the main culture" (pp. 23-24)

Bruner (ibid) cogently argues that poverty, by its

production of a sense of powerlessness, alters goal
striving and problem solving in those it affects, whether
the powerlessness occurs in a depressed London working
class borough, among Kurdistani immigrants to Israel, in
a black getto, among uneducated and abandoned Greenland
Eskimo mothers, down-and-out in literate Copenhagen, or
in the midst of Appalachia.
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Graves' (1969) in her study of child rearing in three
cultures (rural and urban Spanish Americans around Denver,
rural and urban Baganda around Kampala and Entebbe in Uganda)
is cited by Bruner as having found that urban mothers had
come to believe that their p~e-school children cannot
understand, cannot be taught ideas or skills, cannot be
depended on. When the poor mother moves to the city, she
becomes trapped with her children - more irritable, more
interested in keeping pace than in explaining and encouraging
adventure. At the same time the urban environment itself
restricts outlets' for the child, it also reduces the
mother's confidence in her children's capacity with those
that are left.

This evidence leads one to the conclusion that urban

mothers who are in the lower socio-economic rung are likely
to bring up their children in a way consonant with their idea

. .
of what these children are able to do. They' pre.su.rnably shall
not behave in ways which would encourage the child to attend
to the basic features of the problem befo~e them. Their
suggestion may be highly specific, not emphasising basic
problem-solving strategies, they shall seldom going to
require a reply from the child. They shall invariably deprive

the child the opportunity to solve a problem on his or her
own. The mother's non-verbal intervention into the problem­

solving actiVity will influence the child. Such mothers shall
order and evaluate, pleadin~ for performance on grounds that
would please her. Parents like this in discourse shall

often order, or plead, or complain and are not interested
in setting up a problem and giving feedback. Shouldparen~s of the"

children behave in ways given above, they seriously stifle

effective cognitive development in their offspring. In

school abilities called for, are among other things
cognitive-rational and task-centred. Analysis and synthesis
abilities are required. A capacity for dissecting relevant
features in a task and their appropriate recombinings in

terms connection, cause-and-effect, relationship, convergence­

divergence etc. A: pupil is ex-pected to be able to analyse
his thought processes as he solves mathematical problems,
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isolate the discrete behavioral acts, and express these in
terms that can be generalised to the class of all similar

problems. He must learn first get an overview of the problem,
then determine relevant information and discard the irrelevant,

then break the problem do~n into particular operations it
calls for, and determine the order in which these operations
should be performed so that he arrives at an acceptable
answer. Not having had experience and exposure t? this type
of exercise during the formative stages the socio-economically
deprived black urban child will find difficulty in satisfying
demands made upon him by his teachers and thereby coping in­
effectively with his school work.

Cervantes (1965) lists three prerequisites for every
successful student. viz.

• A strong self-image that is the product of being
accepted as a worthwhile person and of various success
experiences. This self-image of personal worth insures

the child that he is wanted ~~d induces a feeling that

he can succeed in a task undertaken.
The successful pupil needs the intellectual alertness,
the vocabulary, and the reading potentials that only
extensive intercommunication with sympathetic
confidants can readily supply.

• The advantaged young scholar needs to derive pleasure
from team-work, competition and the discipline inherent
in orderly social interaction.
The home environment of the urban black child and the

type of upbringing to which he is most likely exposed is
unpropitious for the emergence of a successful pupil with

all three essentials stipulated by Cervantes. On the other

hand if one reads Havighurst's (1961) research into
underachievers, one concludes that these pupils are likely
to end up being underachievers. He maintains that

underachievers have not been effectively processed by society

for maximal or optimal educational achievement for one or

more of the following reasons:
• Inadequate home environment leaves them pe'rsonally

maladjusted and unable to use their intellectual ability.
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Inadequate home environment limits their horison and

fails to stimulate them to use education for vocational

achievement, although they are personally well adjusted;
Inadequate home environment fails to instil in them a
deep drive or need for achievement,
School and home together fail to instil in them an
intrinsic love of learning.
The social role of wife and mother is seen by some girls
as more important than that of student; and the home,
school and community have caused them to see conflict
between marriage and a home, on the one h2~d, and

continued educational achievement on the other.

Sequelae of the Care-~ver's Interaction with the Child.

Most mothers of urban children are employed outside the
home, since they have to help boost family finance. For this

reason, these mothers.ero~loy surrogate care-givers, and this
often creates multiferous problems of child upbringing.

The age of the child when left to the surrogate
care-giver is important. In infancy the child needs w~rmth,

succour and molly-coddling of the mother~ The biological
mother is likely more psychologically prepared for this task
since she has felt the joys and pangs that go together
with the birth of her child. The surrogate care-giver may
not be tuned to the task as she will take her role as duty
to be performed for some type of emolument. She may not be

close enough emotionally to the child to provide an
environment that is secure enough for the infant. This may
affect a sound emotional development in the child. As a

result, this child might become a problem in school.

The age of the surrogate care - giver should also be

taken into account. In some cases the surrogate care -giver

will be an elder sister who may not have gone through

primary education, a daughter of a relative, ?r an employed
female person who could not take up employment in the priv~te

or pUblic sector for any of a number of reasons. If the
care - giver is too young and inexperienced in baby behaviour
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the upbringing of the infant will not be proper for sound

and healthy development. She may not be sensitive enough
to the inIant's needs. Research by Wol£f (1969) cited by
Fein (1978) distinguishes among t~~ee types of baby cries,
viz. the basic cry, also knovm as the huneer cry, tI:e
pain cry and the mad cr>J. It is doubtful if young

care-Givers have learned to identify properly much
infantile communication. Indivi(tua~ differences &tong
infants also affect how clearly others understancl the
message of a cry. Wasz-Hockert et al (l968) also cited by
Fein (ibid. ).have shown that the more atypical a cry is, the
more difficult it is for the care-giver to know what an

infant wants. Fein says that the first step to stop cr'Jing
is feeding.

Baby feeding sh-qll pose problems for the inexperienced

care-giver. She won't be clear as how to mix the feed
properly for an infant at a parti'cular age, and the times
when the inIa.nt should. be given a food formule..r, water or
glucose water.

Other techniaues to stop baby crJing are rhythmic
tapping, swaddling and rocking. Studies have shoV'Jn that

faster rocking is more effective than slower rocking,
possibly because of its effect on the autonomic nervous
system (Ter Vrugt and Pederson, 1973 cited by Fein.).
Infants who are carried on their mothers' backs receive
this kind of steady rocking and often stop crying readily.
The care-giver should be adept at~these skills •. She should

know how to clean her utensils sstisfactorily.

Often care-givers are not only concerned with baby care,
but should also undertake other household chores. This does
not leave her with enough time to t end to the baby who may

spend the greater part of the day with wet and dirty
swaddling clothes. Sometimes the cr2},7ling baby may wander

about until she hurts herself. M2~ ~ baby has been burnt
to death in an open fire-place or drowned in a home swimming
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pool.

A surrogate care-giver may be rough with the child, and
such roughness will affect the baby's social interaction
vdth his care--givers. Individ.ual differences ar.long
care-givers also play an important rale. When a difficult
baby meets a tense care-giver, for example, their,problems
cQmpound each other. The result may be extreme i1:l.Iant
irritability, refusal to cuddle or be consc..led, and
inability to quiet self. Yang and &.lverson (l916) found
a relationship between fussy, protesting infant behaviour

and disruptive behaviour in nurserJ school. (Fein, 1918).
This shows that infant behaviour may persist in later life,
and underlies the importance of expedient child care.

T"ne probleIU ri~.r.l.-':;h<::-'pc:;.~t.---5-tll':i.~vgate-care-giver lies in

the attitude she ta~es about her job and how she is treated
by her employers. She mzy bring up the child desirably or

may take out her f~ustrations and stresses en the defenceless
baby kno\"d.ng he will not report her to his parents. This

latter behaviour is ininical to competent child-care and its
effects ~~ll probably sho~ up in later years.

Sometimes the care-giver is too old for the task. She,

in most cases, is ~~ aged parent of one of the spouses.
Because of physical incapacity, ,or clouded perception she
may evince a dull ~~erstanding and short~sightedness in
her interactions with her charge. A baby and the care-giver

are always involved in an exchange process in which one
resronse begets another, which in turn elicits a reciprocal
response, and so forth. Care-giver and infant need to
ac~~eve a basic co~rdination of their respective schedules.

(Fein, 1918). An aged care-giver is not likely to be
perceptive enough to effect t~is exchange process adequately
enough.
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An aged care-giver who is a parent of one of the
spouses may so love his child trutt she shows thEt love Oll
the gr~~d-child. In so doing she may so dote on the child
tllat she becomes too permissive. This shall determine her
level of permissiveness in areas of their grand-children's
manners of deportment and decorum, toilet training, neatness,
orderliness; noisiness; care of household f~rrniture;

obedience; aggression towards siblings, peers and parents.
Eson (1972) points out that a child who lacks limits in his
environm~nt will exhibit ~~iety in addition to di£ficulty
in learning appropriate self-control.

Hov: the care-giver (be it the parent or her surrogate)

understands the child is ver;[ important. Eson (1972) says
that the parent ordinarily lacks a developmental norm against
which to assess the child. This shoUld be a more serious
case in t:le case of an urban Black parent who is often
away fron home to observe her child bloo~ir~ out, ~~d does
not have the tine or interest or capability of reeiiing
expert views of child-care and upbringing. Eson cites a
study by del Solar, (1949) ~nLO fO~Uld t~At parents often
me.de demands not in harmony with their cJ:1..ild' s 2.bilities or
current stage of development. Teache:rs believed that this
lack of c06rdination between parental expectations ~~d

demands and the child's ability to meet them had caused
mzny children to lose co~~idence in their abilities. This
tended to make children apprehensive and tense. !.1any parents
in the stUdy reported that only after their child started

school did they ~Lnderstand what they could reasoD8~ly expect
om their children.

Rigid Control.

Durojaiye (1976) posits that many children in African
homes are rigidly controlled. They are expected to obey
their parents without questioning. Van der Vliet (1974) notes
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that certain values are comnlonly stressed throughout Black
society. Respect for elders, obedience to those in authority,
generosity, responsibility, ~~llingness to share, end the
ability to live in peace \vith others, because they are
basic to adult relationships, are heavily emphasised in
childhood. Sanctions against those vnlo do not conform are
applied by the peer group and by adults, with the father
being the main authority and disciplinBxian in the family.
Adults, peers or older chilQren may all threaten a child
with a beating in cases of disobedience, but these threats
are seldom carried out.

This foro of socialisation has many aspects that may
show up when a child is in school. Respect for elders,
obedience to those in authority and the ability to live in
peace with others are very good virtues to be inculcated in
not-yet-adults. Articulation of them, however, ma;y so
affect the young that they find that not to be assertive is
virtu;e. T'Llis in turn may lead to timidity in the pupil.
He will constantly check himself when he feels an urge to
speak up his mind. This self-censure is uncomfortable a-'Yld
disturbing. It shall adversely colour his interpersonal
relationships and respor~es.

In the family situation the father is the main authority
figure and disciplinarian. It shall not be difficult for
a Black pupil to subject himself to the authority of a male
teacher, because he is a father surrogate. But the number
of female teachers even in the higher levels of learning is
fast increasing. The pupil who has been socialised into
respecting male authority will find difficulty in bovring
dov.m to the discip~ine and injunctions of a female teacher.
Such a pupil vdll have great difficulty in acclimating to
school well enough to take an active part.

Rigid control by parents may be equateu vrith restrictiveness.
Restrictiveness during the child's first three years,

according to research by Kagan and Noss (1962), seemed to
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have lasting inhibiting effects on both boys an~ girls.
Children who were restricted during early years tended to

be more conforming, more dependent on adults, and to exhibit
less mastery behaviour. They were less competitive, less
dominant and less aggressive. (Eson, 1972). Such pupils
in school. are likely to manifest social 1rithdrawal, roL~ety

and forms of aggression tm'iards self. They are not likely
to show initiative and independence, c06peration, a higher
level of creativity, originality and spontaneity, which
attributes are highly prized in a school setting. III his
research on prima~T and secondary school children from
Ibadan, Durojaiye (1976) fotmd that children from homes
where rigid control is the nonn were judged by teachers to
be low in originality. ~~ey were reported to be ur~ble to

...:91an.,. t.o.e.i,r. work and showed. little C'U.:!'i02ity fOT in.t..elle.ctual

work. They could not do simI'le things on their ow:,r'1 initiative.
The great majority, 95~, of the teachers said that pupils

would not do their work ur~ess teachers were strict ~ith

them.

Familiarising the child to empty threats - threats that

are seldom carried out - m~~es t~e child not to pay heed to
what is told to him. Often teachers caution and warn children
first if they behave in ways that are not becoming or ways
that are at variance with their being pupils in an organised
and orderly school setting. This is supposed to warn them
that if they don't conform more severe punisfl..illent ,vill
follow. Intransigence presages punishment which definitely
follows. Pupils Vlho have internalised that threats are
oftentimes empty fail to be perceptive of the teacher's
intentions and find themselves punished for two things, viz.
an offense by omission or commission and also for failure

to heed an ear,llii~ warning•. They then run fou..: with their
t e2..c~ers • V
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9. Corporal 'Funislunent.

Van der Vliet (1974) vrrites that many Black parents are
likely to favour cor:poral punislunent. The child's discipline
is a function of his parents' personality. A child in such
an environment will lea--rn physically punitive tactics and
thus b-e aggressive to others. Ba..11dura (1967) sU!!l1Ilarized
how parental modeling may account for the physical
discipli!l13-aggression relation:

"'Nhen a parent punishes his child physically for
having aggressed to~ard peers, for ex&~ple, the
intended outcome of this training is that the

~/ child should refrain from hitting others. The
child, however, is also learning from parental
demonstration how to aggress physically. And
the imitative learning may provide the direction
for the child's behavi01.U' when he is simil2.Tly
frustrated in subsequent social interactions u •

- -·Consistent exposl..t.re to pilysically punitive disciplinc.ry­

patterns may serve to sanction such behaviours so that
they are viewed as normative for child-rearing. Fhysical
punishment may be a deliberate and rational execution of
well-ingrained patterns of behaviour viewed by the parent
as a reasonable a.11d necessarJ aspect of appropriate child­
rearing. A child from such a hooe mG_Y be aggressive to
his peers and shall oftentimes be involved in fights, even
with his teachers at worst. His violent outbursts ere
often too impulsive, too quick aJld involuntary to be greatly
affected by his belief as to what will be the outcome of
their behaviol..rr, beyond the simple idea that they ~~ll htU't
their victim. (Berko~~tz, 1974). ~nere is no ~lace for

such behaviour in a school setting.

This use of corporal pu.YJishment in Black "b-omes also

leads teachers to use it as a deterent of choice. ~everend

?eter van HeesVTfk sounded his concern as to the way Black

.south African pupils are corr:orally p"Q?'lished. He pointed
out that he saw corporDl punish.":lent meted out in a way
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contrary, to reeulations in schools at Richmond, D1angez~a

and at In£U1da. (I1anga Sept. 13-15 1982, p.l). Durojaiye
(ibid.) points out tha.t ir. '~is investigation 92i~ of

teachers defended their constant punis~~ent of pupils on
such grotu~Qs as, t~nis is the only lCL~~age they understand',

'Farents flog tb.eir Child:::'~constantlYat hone t, 'Parents
dGtl2.Ilded that I punish them. 11 He comments that children who

are often punished also develop excessive anxiety which may
make it difficult for them to learn effectively. V

The Rand Daily I\=ail editoriel (A11g11st 8, 1983:8)

pointed. out that even the protago~ists of corporal ptu~srunent

agree tha.t c8.I1ing is a b:!:"U.tal R:::lC hUl'J:iliating fon::. of

censure. Equ~ly important is whether or not it is effective.

The editorial cites a sU2~ey in Britain which revealed that

when corporal punishment was meted out in schools, the same

nanes crop~ed up again &~d again a sure indication that

can;ng is not a strong deterrent to the kin~ of urJUly

behavioU2' for which it is adninistered. ~he editorial points

out that South African educational authorities allow caning

as a form of casti:t tion. It is a punisD..nent that may be

administered only in strictly controlled circumstances for

serious misdeEeanours like bullying, indecency, gross

insubordir..ation or grave neglect of work. But that does not

ID2ke it right. Clearly, it is a system too easy to abuse

and there is obviously a very thin line between corpor2~

punishnent 2nd. child battering.

Excessive use of corporal punisD~ent for en urban teacher

poses problens. First, parents are seldom at home u~th

their children to note behaviour that is punishable corporally.

So these children will not be used to constant corpor~l

punishnent. At school they will resent it and the teacher

who is fond of it. Secondly, adolescent pupils, consider

themselves old enough to understand sober rec.soning and r::..ay
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interpret corporal punishment as an affront and an assault

on their person. They may then decide to retali~te. Many
of them do. Thirdly, urban Black areas are full of
gangsters and muggers. Violence is the order of the day.
So Black boys vdll join clubs that teach them different
forms of combat. In addition to carrying weapons in their

persons they may also be good at bo~~nG, judo and karate.
A teacher who is fond of corporal p~ulls~~ent may be their
v~ctim when they experience an urge to show their 3kills and
bravado in front of their peers.

10 Farent-Child Interaction.

Parent-child interaction lays the foun~ation of

attitudes of questioning, curiosity and investigation.
Schiff, according to Durojaiye, found Ganda children lacking

~~ curiosi~y auu acti~e e}~loration of the environnen~ as
a result of the child-reari~~ practices there. Fron his
oVJn research Durojaiye concludes that it is reasor201e

that the influence of mother6child interaction ~~i

communication vdll sho~ in the way children benefit from

school education. AccorQing to hi~ in schools in Nigeria,
Uganda and other African countries children freQuently do

not answer questions put to them by teachers, often giving

the impression that they do not know the answer. Ee

suggests the reason for this being answering questions.

"Yet how can we expect teacher-pupil dialogue 8.l1.0_
interc.ction in the learning :prc·~ess fro!!!. children
whose culturcl backgrounli does not emphasize and
encourage verbal interaction between adult and

V child? Where the child is merely expected to be
seen and not heard, verbal interaction is
crinimal •••••• Afric~~ children do not exchange
ideas vrith their teachers at school because they
do not lDaoW that teachers are different in
their outlook to narents. They do not realize

J that teachers would. encou.r2.ge ;erb2.l exch?.nge
during lessons." (~~o jaiye, 1976: 26-7).

From the expl~~~tion given above the teacher should be

constantly aware e1' the cultural backgr01..md of his students

,



when he interacts with them. In that way friction may be

avoided. So ~~iters spe~~ of the school as a ~iddle class

institution. (Olsen, 1965). It ~irrors middle class values

~s given by McCa~dless (1967;· and cited by Esson are~
i:' - U' - - - --~ ,

• a belief in God.

•

•

•

•

•

•

•

•

•

cleanliness and order;

thrift, o~~eTsnip, and a good reputation in money natters.

established codes of what is considered honest and

upright behaviour these codes condemn overt aggression

and the destruction of property;

emotio:ns aJld reason as being in conflict and. t2e lat er

valued over the former;

opposition to the expression of stro~g eillo~~ons,

particularly those emotions that are aggressive and

sexual,

the use of clefu~ and correct language;

operating on the preuise t~at hard work 8nc self-discipline

will be re~arded.

a strong sense of duty e nn responsibility to others as

well as a sense of 0lilt when engaged in activities

that brir~ satisfaction in ani of themselves;

learning cnd scl1.oo1ing as !I.e&~s of improving one's

soci8~ ~osition.

In articulatin€,;' these values teachers shoulc. not 2.Ct

towards urban Blacks fron slums enQ locations in ways that

are detrimental to school achieve~ent.

11. Conclusion.

Urban Black c~~ldren are soci8~ised in ~ays different

from those of other cultural groups. To avoid educator-educand

conflict cOgP~s~~ce must be t2£en of the differing value

patterns, attitudes, ana beliefs. A c~~ld from a sllli~,

settlement or location brings to school his disadvantaGed

background, his aobitions, hc~es, desires, attitudes towards

authority, education, success, and school; he brinES hi3

f!ars, habits and hates. These pose a ch9~lenge to his

teacher and school.

Olsen (1965) views the lower class boy as tifferent froo his
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middle-class counterparts in that:

• his basic psyc~oloeical responses of anger and sex are
expressed directly - physical aggression is part of
his everyday life, fu~d so is not intimidated verJ

easily;
• he grows up quickly o~ing to being on his ov,n early in

life; he comes in direct contact with the fruits of
unemployment, desertion, crime ets.; noi: supervised
very closely by pcrents, he has earlier experience with

sex; takes on the responsibility of the care of your~er

siblings quite soon;
• his precocious maturity ill2kes much of his school reading

un~alatable; middle-class bias in textbooks ill2kes then
meaningless as he finds that this kina of material ~~ll

not help him;

• he has a different idea of social advancement since
his comes fron soci21 orgcnization characterize~ by

the extended fanily and reciprocity, there is a very

strong emphasis on co~~eration and mutual aid. Ee,
therefore, does not respo~d to the traditionPl text

Beldcer, (1981) posits thst pb;losophy of ecucation must

co~~ider fovx basic elenents, viz.

• the educand and the anthropological considerations
connected vdth it principles to be applied vdll deal

vrith the child as a very partivular person ~~thin a

particular group;

• the aim the educator has in mind with that particular
c~~ld- unless the teacher believes in the set aims and

see them as part ~~d parcel of himself, there will be

less enthusiasm a~d dedication in the great task of

education;

• the Deans and methods which are to be utilised to
guide the particular child in accordance with the nims.
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the teacher (educator) without whom there can be no

f01:-mal education. Ontolo::"7/ ana.. anthropologic31

considerations should be integrated with psychological

and sociological findings.

In the following chapter, therefore consideration is

given to those aspects in the teacher and his activity, in

the pupil, in the place of learning and in the curriculum

that are likely to improve the effective pedagogic

relationship between ecucator and ed~cand.
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CHAPTER V

A CONTINUING CONCERN FOR EDUCAl{DS AS A DISTINCTIVE
~SATURE OP PROMOTING A SOU1iD AlID HEALTHY EDUCATOR­

EDUCAND-PEDAGOGIC RELATION

1. Introduction.

Going to school is now a matter of course for Blacks.

There is now a growing tendency for more students to stay

longer at school. This is evidenced by the grmvi.ng number

of secondary schools in urban and rural areas, and most

of the schools are failing to cope with numbersof pupils

who are lo.Qking for places in classrooms. Both parents

and children have come to realise the role of schooling

in the enhancement of life-chances. More years in school

means a greater likelihood of jumping into a lucrative

job, greater social prestige, more opportunity for

advancement and more money. Shandu {198l~~rightly observes

that

"Lack of education seriously interferes with
or impedes men's ability to self-direction and
self-reliance &~d self-realisation. The
further one goes in school, the more likely one
experiences freedom from close supervision, and
becomes open to self-direction. n (Italics in original).

Schlemmer (198l) shows benefits of education as

multi-facet. According to him education ranks and allocates

people to potential roles. It ranks ~~d allocates them

~~th regard to their later participation in society. This

is done by means of the degree of skill and the aptitude

requirements imparted.

Secondl~ education provides one a ve~J powerful

element in a status system which people then become part of

once they leave the educational institution. It does this

by providing a mechanism to allocate self-worth. It thus

functions as an institution to distribute feelings of

su~eriority or inferiority in the community.

Schlemmer further :points out that in studies in the

3lack to\~hips it has been discovered that over sixty per

cent of Black parents actually aspire to have their children
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eo to school p and to university. This level of aspiration
is higher than they could find in any White suburb. This
he compares from other some surveys that have been done.

It should be further noted that schools have now
become a significant part of people's lives, apart from

anything else, because of the large amount of time spent
in them. If we concede that most pupils are in school
from age six to seventeen we note that this amounts to
something like 15,400 hours of school.

School is an important feature of life, not only for
children but also for adults. Experiences at school, to

varying degrees remain of some consequence throughout
people's lives. Experiences at school affect people's
lives, attitu~es, and behaviour over a range of facets of
adult life.

All the views given above are encapsulated in Parsonsi

as cited by Reid; (1978); four simult~~eous functions of

schools are noted:

•

•

Emancipation of the child from the family;
Internalisation (learning) of social values and norms,
at a higher level than is available in the falTIily;

Differentiation of the school class in terms of

actual achievement and differential valuation of
achievements;
The selection and allocation of hu~an resources into
adult rale system.

Musgrave (1972) gives five social flh~ctions of schools.
These functions are closely related to those given by

Parsons above. For Musgrave the schools' functions include:-

• transmitting culture;
• providing "innovators" : those who shall initiate

neces8~· social chznge to eD2~le a mOQern society

to survive;

• provi~i::C ~olitical leaders anc ensuring loy~lty to
the politic8~ system;
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social selection: sorting out the most able from

the population as a whole;
providing the economic structure with the qu~~tity

and quality of educated manpower reQuired under the

current technical conditions.
These functions of the school me::::-:'.t closer ooservation

and discussion.

In very general terms, schools do tr2nsmit culture.
Linton, (1945: 32) understands culture as;

I

~he confiBu.ration of learned behc:wior
and results of beh2~ior whose component
ele~Gnts are shared and transmitted by
members of a particular society."

Connoted b;r this definition is that eulture jncludes the

morality and aesthetic ideals and standards, beliefs, values,

customs. len€uage, nonrts of a particulfrr ~0~;.a.T~.T ?.S ':":ell

as scientific and tecbLnical notions and skills. Taylor's

definition (1958) ~€rees with this contention. Ee(p.l)

defL1.E:s culture thus: I /

"Culture•••• is that cttmvlex whole which
includes kno~ledge, belief, art, morals, la~,

custom, and any other ca~abilities and
habits aCQ.uired. b:r ma.:'''! <..:.s a member of society.lI

In the case of Black3 we filld that they have noved

from traditionB~ cul~ure in which there was rel~tively

homogenous social life ~rith agreed moral and other value

systems. Now they are the modern industrialised society

in a technological era which is plural rather thCL~

~onolithic in its cultural life. It follows therefore

t:lat aspects of this life best to be transEitted to

pupils in school takes into account the traditionzl and

modern dictates and ethics of modern society. ~~ Riping~

(1919: 82) puts it

"A synthesis of the expressive (traditiona~ values)
and the instrJmental functions (technoloaic~l and
scientific factors) ~rill prOVide an ide~izeQ Bl~ck
cult~lre which co~lid be propagated in Black schools
to attain a pedagogically accountable goal of euucation:
adulthood." (emphasis in the -original).
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~his synthesis which shall lead to a Black who fits best
in the modern cultural epoch is succinctly expressed by

Castle (1965: 56-57) .who wri tes:
" ••••• if the new African Outlook cannot be exnressed
by a return to outdated traditionalism, if it exists
only in so far as it shares in the total world of
civilization, then Africans will accept technologies
of the West wi~hout relinquishing their specifically
African heritage."·

In education they vdll relin~uish much of the content
and manner of the tribal training, but they vrd.ll retain
the general conce~t that education is a preparation for
life. ~ney will accept the necessity of the useful, as
most of them clamour to do in the race to match economic

grow·th with inVestment in manpovler, but if they are to
stay African they must accept the necessity of investment

in the 'useless'.

The 'useless' referred to here are traditional Black art

forms, values, beliefs, ethical systems etc.

The fUL~ction of providing 'innovators' is &~ overriding

one, when one considers that 'homelands' are nuw being
gradually eleyated to nation status. This calls for

more regional anQ local level of decision-mclting. For
strategic purposes a number of organisations have been

formed for politicising and cop~cien~~sing ~urposes,

(e.g. Inkatha) and for economic bargaining (e.g. Inyanda
Chamber of Comme~ce and Industry, and various trade unions).
'Innovators' will have to come up so that they assume

positions of responsible and effective leadership. As
worthy leaders the;{ should enunciate, clarify and

cornnunicate w'orthyand workable priorities to which the

led should aspire. ~nis demands a penetrating mind with
the highest acumen of analysing and s}~thesising aspects

i'rom various quarters of people's lives. The longer the

cducands kee~ in progressive schooling the more vdll they

be equal to this ta0k as adults. The sa~e c~ be saic of

creative individuals in scientific and technological fields.
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The function of differentiati~~pupils according to
their abilities and providing them with skills for social,
economic, religious and political role in the coonunity
is, indeed, a major function. The needs of the times call
for a more complex &~d differentiated education system.
This system slk~l offer a ~reat variety of routes to
different jobs and positions within the social structure.
According to Ndaba (1975) education must cater for the
requirements of the child as well as of the national
economy. Hence Ndaba' s recoLlI!lendatiOi'i. that existing
Kwa-Zulu schools be reorganised alo~~ comprehensive lines,
and new ones built \'Vith this viev! in mind. Such a

comprehens5ve school must have a general curriculum at the
junior secondary level and differentiated curricula at
senior secondary level. The latter should comyrise these
fields:

•

•

•

•

•

Humanities: history, geography, economics, art, music,
languages, biblical studies.

Natural sciences: physical science, biolo~J, mathem2tics,
functional mathematics, functional science.
TechP~cal: technical drawing, trade theory and practice,
woodwork, TIetal work.
Commercial: accounting, typing, shorthend, business
economics.

Agricultural: agricultural science, biolog.t, animal

husbanmrJ, field husbandry, practical agriculture.
Home economics: home economics, housecraft, needlewo~k

and clothing.

Art: Art, music, design, sculpture, painting.

However, the question of ensuring loyalty to the political

system leaves one with a feeling of disquietness. ~here

are. instances where the political system is at variance

with the aspirations of some populati~n sections under its

winss. Zulu (1981) argues that from the point of view

of a ponflict of nationalisms the policy and progr~~€ of

separate development cannot accomodate African a~pirations.
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lie believes
"Fartly because of the history of African
resistance to ~Vhite domination, and partly
because Africans perceive separate develo~ment

as masked domination which can offer them
only limited rewards, the policy o~ separate
development, as it stands will be rejected
by the African elites. n (Zulu, p.49).

It is not conceiv.able, therefore, how and why education

should m2~e the learners loyal to a political system
which ignores their aspirations as a people. Wilson (1981)
points out that the op~osition to the 1953 Bantu Education
Act by Blacks was long and bitter and the fruit has been
the present disorders in our schools. These disoruers
are indeed the nemesis of refusir-& to listen, refusing to
admit that blacks should have a say in education prOVided

for them.

This spirit comes un very clearly in Ranaphosa's
poem(:L979:-8 );111 ~ought it Was Cleer Enough."

"l thought it was clear enough
When I said. 'Away with bantu educe.tion'
I thought it was clear enough
~r-en I continued vdth my pretest
.~dst yOtlr torture.
You turned a deaf ear
Your answer was my brother's death
Your ansT.ver was my brother 's gagging."

Feteni (1901) states unequivocally that a teacher must
never be a champion or defender of an unjust soci2~, economic
or political ord~r. A teacher who deliberately defends

injustice should keep out of class of politically
conscious students who are opposed to the injustice he

defends.

From the foregoir~ the imnlicstion is that the idee.

of loyalty to the politic2~ system must first be clearly

circumscribed before it is considered for education p~poses.

The introduction abov~ sets ~2rameters for educator­

educand interaction in an education ~ct.
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Pne teacher should see to it that in the school

situation actual teaching does take place. ?nere
must be an observable change in the skill and

knov'lledge of pupils which the educator can a.ttribute

to his efforts and the experience of being in an
educative envirorJI'J.ent.

As children mature, schools have to meet de~ands or
expectations for increased opportunities for

decision-making. Focus should be on the kinds of

choices children mclce, the relevance and importance

of se~~encing decision-making across the years of

schooling, and the reactions of children to choices

that are, in fact, controlled by the teacher's

definition of acceptable child involvement.
Education relates to prescribing for the not-yet-adults

the interpretstion of the societal mores and

dictateE which are current <::,.llU accepted in -~!le -grou:9

that maintains schools. The school is thus an

agency of socialisation.

At the indiviCtual level, fanily-struct1..U'e varia.bles,

are assumed inport&'"1.t f'o:::- chilCi dsvelopnent. lJ:hey

have no independent effect on child's attitudes

towards the school.

Society provides rOle models, challengers and

stimulators, thus giving the cultural tradition to

be perpetuuted and extended by educands.

There is also the issue of moral acceptability

stc~ing from the fact that some actions of the

educand may be aversive in terms of some deeply felt

set of moral st~nd2Ids.

One other ma.tter that is import~nt is differention.

This refers to the organisational practice o:t' teachers

whereby pupils are allocated to classes on SOEe

criteria, usually a.bility. However, this ~ractice

may lead PUDils to come to evalua.te themselves in terns

of their organisatioI"'...ally defined status. ~C:is n2.y

likely militate aG~inst their full commitment to the

task of learning.
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To car~J out his task with efficacy the educator

should have a ccntinuine; concern for his educanc1s as
human beings in their ol:n right, on their WEy to

responsible adulthoocc. The task of the teacher is facili t9.ted

by the fact that schools are characterised by what

Bidwell (lS65) in Robinson, (19£1) calls 'structur3~

looseness'. By structural looseness, Bidvlell mectn.s the

t34sion ¥dthin schools between the autonony of the teacher

and the requirement to meet the universal needs of
children.

Each teacher has considerable latitude over how he

teaches her ovr.n cl~ss: nevertheless, the content of what

is taught is laid do~~ by a syllabus, be that the

construction of the subject board or the requirements of

the examining bo coy •

Teachers also have the independence of rcsDondir~ to
the individual's y2t~ic call for guid&~ce &~d direction

vdthin t~e clans, yet ultimately must use ur~versal

crit3yia in any evaluation of the pu~il's yerforw3~ce.

There is also a structural looseness in the way in

which the school is articulated to the rest of the

educationa~ system. Headmasters do have SOEe free rein

and a deal of responsibility for what happens in their

schools. However, assessment of what happens is subject

to the opinions of parents and politicians and is also

circURscribed by rules and regulations of the Educrrtion

Department.

The educator is thus having a fairly wife sco~e of

fostering a soune and he~thy working pedagogic relations~i~

with his educands. ~ith this contention in mind a way

ahead is provided for the educator.
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2. A Flexible Administr~tion.

~ Black schools at present follow the traditional
. pattern i:l administration. There are fixed rules and

procedures teachers hnve to follo~ in carrying out their

duties. Fupils are also expected to pattern themselves

along the lines draV'ffi up for then b~r the school. Lode of
dress, expected conduct ~d as~ects of decorum, accepted

te~cher-student relatio~~hips are all set out in the
school rules. There is a hierarchy of officers who

supervise .the headmaster, though in many large scho~ls

the role of the head is diffused tr~ough a s~<~l executive

committee of senior staff. Files are kept on pupil

progress; the identity is the description contained within

the files. Schlemmer (1931) sees this as a system to

socialise and heln secure the right degree of conforoity

or compliance in society. It does this in m~~y i~~ocent

and rather unobstrusive ways e.g. school uniforms, the

regimen of sport etc. At one tine there was a rule that

little boys m2~ not r~U1 on the school pro~erty before the

final bell. Jackson (1972) spea~s of the hidden ctrrricult~

a curriculum of rules, regulations, and rou~ines, of

things teacLers and students must learn if they are to

make their way with mininum pain in the school. ~~~ils

m~t learn to regulate their activities according to the

~OCk Ol' the bells. Teachers QO not ..C.ODSU]:t :PUTJ;] <:) on

m~. This is foreign to Black society. T~e_
/

/

Y0ll..11g ara....not. e:;.cpect ~<ltohave views, but are expected

to---E..bey _o~ders of then elders ~7ithout question.

In Black schools one is struck by the rigid features

of soci~isation, ~hich accordir~ to Shipman (1975)
consists of:

Clear definition of ~ppropriate behsviour;

/:
Rewards for culturally ~~yropriate beh~viour;

Funishments to eliminate behaviOur whic~l is inzpprorriate;

I,Iaximum ex-oosure to the new culture.
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However, this rigid regimentation one sees in schools
not always lead to expected positive results. It

result in cortflict betvveen the teacher -and lMpilz.

_ Shipman, (1975) points out that many children Tesent
~ressure from teachers. They do not accept the ideal

pupil r5le. Pupils come to school from different backgrounds,

~"'iYh different tastes, experiences and prospects, and .will
~ant to satisfy different needs. Blacks, on the whole,

come from culture.lly deprived homes. In their urt,an homes
they are coneested ~wnd an ex~erience of privacy is a
luxury enjoyed only by a fe~. General poverty abotUlds
in this era of inflation and rising cost of living. In

the slum enviroI'lnents dEi!2-?J,.lchery 2nd lic entiol),sness C.re
V<the order of the day. In m2JlY homesteads there ,:~e shebeens

(places where liquor is sold illegally, where clieats c~~

'.--c"l!:j. pa...-chase th6i-r liquor on accoUJ."lt .)5.1here a=~::G'

fixed hou::::'s of business, custOrller2 ~,n a "posh" lounge
are entertained v-dth the music of their choice and
attractive and sophisticated girls are available to l~eep

men good company. L~tter ~"ld Sclli~dt (1979) found that

in the better class of shebeen a bedroom will be made
available to an esteem.ed client for the purl"::'ose of' se:J..:ual

intercourse with his concubine or mistress or other woman.

In some Imver class shebeens t"b.ere is gambling, and those
persons who have acquireQ a ta~te for dagga will probably
be able to obtain it without much difficulty.

It follows from the above that children coming from

such an enviroTh'TI.ent will find d:L.fficulty in copi!lG viith
school dema..-rlds. Ioverty militates against his having the

required uniform and the necessary &~ount of books. Beine
on :his own most of the time awa~- fron the working :9arents'

eye affects his acquiring of values that are ~,preciated

i~ school. From the streets he learns foul laP~~ge, bad

nabits like smoking (cig~rettes or dagga), aggressiveness

and drinkiIlG into:~icati!l0 beverages, a.1'1.d at-':,.3ing druGs.

Ho school accepts t~is. His day-t?-day life activities
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are not governed by the clock, as suc~,he has not mastered
time-consciousness based on the watch (which he may not
likely have). So :he'll often be late, thus running foul

with the school. ~deal._s~u@nt_.i~_._g~_iej;_and..nond.isruyi;ive,

but it is iiifficult to find one like that. in !-'I. SlU1TI area.
In m~JlY homes there is no bright light and the house is
congest ed. So the pupil will find difficult:r in doing
his homework. This spells trouble for him in school.
These are just a few examples to demonstr~te that Black
urban children find difficulty in copi~~ wit~ school

dem~-no fault of their own. in sQI!leinstances.·_____ _ .. ~. _"_.~ .... _,~- ~~ O<_.~ -~ ~~,~--

Th~_sG.hool_culture is alien to t:2em 8-"Y1d a concerted attempt
a~ forcing ~hese pup~ls to follow the school code to the
letter may generate teacher - student conflict. ..___..

The relationship between the teacher and pupil serves

/a determinate end: "that of pro!!lo"t~ng learning on the part

of the pupil. The .:tBacheJ:_may- b.a-.um...dis:tant-.f~<?~_}li~
p't.lJ:i,l.s...~~~nbecome al~t.ed. Going to school
is itself a restriction on liberty of pupils and t~e

routine v-rithin it is continually restraining t~:e natural

desires aI.pUJIil:-S.---'±"fl&Y .may--.tl'l.en. .. ~e.si~t._ .sc.1l901 control
a_s a r~t.

It_ i~_:i:Il:. t.he li§:!J..:t 0-; the observation above th2.t a
f~exible and enlightened adr!J.:inistration.isreco"1mended.

?nis type of a~uinistration acts as a helping hand thrust
out to the helpLess pupil lt~o should be guided to responsible
adulthood. Teachers should be creative. They shoulu _

analyse a situation p2tiently and decide on a best course

j
/of action. A teacher should be a leader. His personal

qualities of leadership Ehould exist in addition to his
inti~te lL"Ylderstand.ing of the school. He shoule.. be

skillful at circumventing ~~Q resolving the trifling

oost~cles that consta-"Y1tly stand in the way of enlightened

le~dership. At no time should men who are frustrated i~

their basic vocational choice, who lcc~ depth of u..~derst~~ing

as well as genuine interest in education be kept in

classrooms as teachers.
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investigated~/ Reynolds (1976) cited by llieighan (19Bl)

/ organisational features of more "successful"

found that these schools

• were more likely to have prefect syste~s;

enforced school uniforo rules ~~th less rigour,

especially for fourth and fifth year pupils;

• enforced rules against three key behaviors, i.e.

smo~ing, chewing gltm and outside school behaviour,

in a leos obsessive an& relentless manner. In

Reynold's terms, they opt for "low lt rather than

"high" contro)., over senior pupils in particular;

• used lo:·:er levels of physiccd punishment;

/,"unsr.ccessfulll schools use higher rates of coercion

EU~d produce lo~er commitment to the school on the

p~rt of the pupils, as a result.

In ReynolQ's investigation ~~uccessf~u schools conflict

lH:: ~ween pupils and. teachers is continually iuel.i.ec. oy -r;he

attempts of Etaff to exercise control in areas of the

~~~ils' lives ~here pupils expect autonomy, such as in

~heir be~avio~lr outsiue the school. He observes taat whe~e
there is this sort of conflict in a school, there will

inv~riably be vandalism within it, truanting fro:::. it, 8.no.

de~inquency outside ~~d insiQe it. Fupils see teachers

as using illegitimate authority and react negatively.and

the workip~ school tone is placed in jeopardy.

Re~rnola's observations hold even for Black urban

schools. In modern Black uroan society people are

/

struggling ~~th the reduction of the working week, with

need for greater affluence cu~d the media of mass cowmlh~ication

harp on ideas of greater upward social mobility ~~d

mocern patterns of leisure. Children have more freedom

2-~d independence, more dicu8sion 2~f contact with their

parents, a ~vider eye for materi8~ oenefit~r-ore outinss

an& holida~s, more lenient disci~line ana fe~e~ ru~es

tc obey and duties to rerform) all of ?hich increase the

social dist2~1ce between the traditional schoo~ pattern and
the rest of society.



•

•

150

The school, therefore, should be aware of the
existential situation of the educand and then rnclce

~a strong attempt of discovering the pupil in his world.
Enlightened school administration is one way of showing
concern for the modern-day Black pupil of the urban
areas.

3. Emphasis on Human Values.

A value is defined by Rokeach (1980·) as a single
belief thLt transcendentally guides acti0ns and jUdgements
across specific objects and situatlons, and beyond
immediate goals to more ultimate end-states of existence.
It is a standard or yardstick to guide actions, attitudes
comparisons, evaluatjons 8-'Yld justifications of self and
others. Thus, to say that" a person "has a value 11 is to

say that he has ~ ~!!."~'"'Y'i!"g .b<:>Jj ~f th3.t..a specific mode
of conduct or end-state of existence is personally or
socially preferable to alternative modes of conduct or

end-states of existence. Patterson (1970) describes
common characteristics of values:

Values are "hypothetical constructs that are inferred.
They are criteria upon ~n~ich choices are justified.
Values 'Z'e:t;}resent the desirable in the sense of what
one 'oug~t' to do.
Values act as motivational forces. Values provide
standards that do not momentarily arise in ~~y given
situation, but offer direction in a v2xiety of
cirClElstances.

Likevuse, Smith (1962) offers five functions of an

individu.-21's value system.

• It supplies the indiviQual ~~th a sense of purpose
and direction;

It supplies ~he b~sis of individucl action, and of

a UL'Ylified, collective action;

~.



• It serves as the basis of judging the behaviour of
individuals;
It enables the individual to know what to expect of
others as well as how to conduct himself;
It establishes a sense of right and ~TOng.

The educand's search and processip~ of values is one
aspect of the pedagogic activity. ~ne educ~nd's discove~J

of his values and the ensuing arrangenent of these values

into a hierar~hy of imrortance d-etermin"Js his mode of
behavio~' in the conduct of existence. Values should be
creative, dynamic and c~atluually emerging and growing.
Values set out the rules of conduct upon which members of
society can depend in their interactions with one ~~othp.r.

They supervise overt actions, and govern private beliefs
and feelings - also interpersonal commup~cations.

Du Flooy and Kilian (1980) imphasise the humanising
element in values. They contend that values serve e verJ
i~portant purpose: they tillce possession of the heart of
man, and they are true directives to guide him in all his

acts and choices, his attitudes a,.,.~d conduct. They
determine his being the human being he is. T'aey heve cone
to be gradually, and give expression to some e7.istential

need of man in ~is struggle to survive. Values help
promote life's interests a..nd elevate the sta...'>'ldard of

man's life. They serve man's goals such as comfort,
enjoyment of life, social welfare, satisfyip~ needs,
procuring means to satisfy needs, and encouragement to
utilise means of production. ~I·/b.etever man has done or is

doing reveals his being which is saturateCi viith values
to which his activities give expression. Values are a...~

integral part of ma..n's bein5. His existence is hu.."1lan as

an outcome of the influence of values. His involve~:;.ent

vath reality, all his active and industrious activities,

are prompted by values in...'-1.erently at work. IO..uckho1n

an"': Strodtbeck (1961) also see values from the human
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standpoint. They view value-orientations as
"complex but definitely pa.tterned •••• principles •••

which give order and direction to the
ever-flowing stream of human acts and
thoughts, as these relate to the solution
of COITL"non human problems. n (p.4.)

According to them there are five such problems, which are
universal in the sense that they face everyone, and which
are also essentially philosophical in that they are all
concerned with meaning in a man's life-world. These problems
involve:

•

•

•

•

human nature;
the relationships between man and nature;
an eva.luation of the past, the present and the future;

an evaluation of the meaning of activity; and

significant relationships.

Western technologtcr::'il-s<fc-ietye-mphasises human n~ture

as a mixture of good and evil; the relationship between

man and nature as one of mastery; the time orientation as
future-directed; the activity orientation as doing; and

the relational orientation as individualistic. Thus a

belief in man's mastery over nature encourages a perception
of the world as something to be used or manipulated, in

contrast to the idea that man's fate is determined. It
provides a world-view that sees human achievement as
possible. The doing orientation is important because it

emphasises what the individual can do rather than what
he is. It is a demand for the kind of engagement that

results in accomplishments measured by norms conceived to

be external to the acting individual. Relational
orientation goes for preference of individualistic rathe~

than collectivist relationships. The consequent freeing
of the individual from kinship and parental tutelage is an

important constituent in upward social mobility. The

concept of future-orientation sets high store to the future,

rather than the past or presen~ and demands Willingness to

defer material needs, and interpersonal interaction needs

such as sex or aggression. An individual should accept a



value and translate it into a go~l in his ovm behaviour.

Morrish (1978) rightly indicates th~t a structured

society with established values, mores and sanctions makes
for stability and a sense of security. However, change and
development are unavoidable and ineluctable dimensions of
the social process. This presupposes that the not-yet-adults
of today must be prepared for change as well as for stability.
It is demanded therefore, that their total awareness,
self-assurance and self-confidence be increased. In them
shoul4 be developed a fluidity of mind so that they can

tackle new situations with interest and lack of fear. Thus,
some functions of education are here elicited by the
prerequisite of society for shared cognitive orientations
viz. establishment of norms and values, and the development

of critical approaches to those accepted norms.

Teachers should, however, be mindful of the fact that­

values cannot be imposed. They must reflect individu~l

choice. Children should be respected as individuals who can
m~ke a choice among values. A person for~s a value by choosing
freely, without coercion' after thoughtful consideration of
the consequences of each alternative; the choice is a
value if the person is happy with it and acts upon it. (Yelon

and Weinstein (1977).

Raths, Harmin and Simon (1966) suggest therefore tha~

teachers can help students develop values by:
• Encouraging children to ~ake choices and to make them

freely;

Helping them discover and examine available altern~.tives;

• Helping them ~eigh the consequences of each altern~tive;

Encouraging children to consider what it is that they
prize and cherish;

• Giving them opportunities to demonstrate their choices;

Encouraging them to act, behave, live in accordance

with their choices.



By g~v~ng pupils a chance of clarifying their minds
about values they would like to espouse, not imposing their

values on them or structuring choices for them or stifling
nonconformist views the teacher shall be implicitly
demonstrating to them that he respects them. This shows the
pupil that he is being accepted by the teacher as a person.

~In this way the pupil is freed from the fear of being
rejected for his own weaknesses and imperfections. He will
thus be able to see himself more clearly and use the support
the teacher gives him. This als0 shows· that the teacher
trusts him, he has faith in him. He shall then be able to
mak~ ap9ropriate decisions and achieve progress on the basis
of his decisions. Such behaviour of the teacher fosters

the pupil's high self-concept. This way there in not much

rEr..Q1,l..nd for an uns.al..u..taq .t~acb.er~student r~l.8;:tionship in
. - .........."~~~~----~"

this area of v~lues. However, pupils must, at all times,
be made aware that no group of people c~n work together

successfully without establishing standards of beh~viour,

mutuql respect, and a desirable syste~ of values that leads
each person in the group to develop self-control and
self-direction. The ultimate goal should be the development

of internal controls, of self-discipline - a set of inner
controls that safe-guard a pupil by providing him with a
pattern of behaviour that shall be acceptable to society and
will contribute to his own welfare and progress.

4. Less Emphasis on Teacher-Directiveness.

Morrish (1978) aptly puts it that in any examination
and delienation of aims and methods in education, in fact

its philosophy and methodology, we must inevitably become
more and more conscious of the role of the teacher in the
classroom. The teacher is a mediator of culture, information

and values. He is involved as an academic expert and a

character trainer. Parents and pupils expect him to teaci:,

to be an advisor and counselor to his pupils, ever ready
and willing to listen to ~heir problems and gripes; and to

be a leader and jUdge. He must however first clarify his
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mind as to the best ways to carry on his renltifacet task.

Traditiona1l~r, classroom activities have b6en dominated

by teachers. In such classrooms controlling functions that
determine structure, regulation, standards and jUdgement
are teacher-centred. The teacher deteTIuines and dictates

classroom policy. Techniques and activity steps issue
from him, one at a time, so that future steps are always
uncertain to a large degree. The teacher dictates the
task '-i;hat should be done up to the point of sayiI"..g wh:-

group members ytill be shoula. he dec'ide to orga.."'lise pupils
into groups. Such a teacher focuses on the presentation
of content, facts and information. He assumes the
responsib~lity of prescribing what the pupil needs. Re
formulates, by himself, the subject objectives ~~d expects

:pupils to accept the objectives as s1Jecified.

This over-concern that the teacher may have is usually

based on some irrational beliefs about thE ~upils in front
of him. Some of these beliefs nay be the follo~~I"~:

• It is absolutely essential that evey pupil be co~~letely

competent in all areas if he or she is to be worthwhile.
The teacher then feels it his duty to drive student to

this level of competence by mOI"~toriI"~ all the in-class

activities. The teacher may espouse the view that one of
his obligations is to help the pupil knOVl about the world
and see the use of this knowledge as a way of reachir~

ultimates. He assut''!les that educational grovrth in terms
of competency, performance and lcnowledge of the facts can

be achieved and is measurable to a considerable extent.
This teacher, however, forgets about the pupil as a person.
His main point of focus is on the type of material

:presented, how it is organise~, whether it suits the

psychological make-up of the child, whether the delivery

system is suitable, ~"'lQ whether it achieves the desired
results. But the desired results ernp!l2.te fro~ 'che
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teacher's mind. The press~'e to be totally competent is

tremendous and in-class activity is not likely to be

enjoyed by the leaxner. Such a te~cher should take heed

of John Locke's (1812) view that great care is to' be

tc~en, that learning shou~d never be made ~s business

to the learner, nor the pupil look C~ it as a task.

"'Ne naturally ••••• even from our cradles, love

liberty, and have therefore an aversion to

many things, for no other reason, but becausE'

they are injoined us. I have a2.ways had a

fancy, that learning might be made a play

and recreation to children, and that they

might be brought to desiI'e to be taught, if

it ~ere proposed to them as a thing of honour,

credi~, delight, and recrGation, or as a

:::-e·.7a=d. fo:~ dC::Lng soaething else;. ••-•• H

(quited i~ Ozmon and Craver, (1981).
I,=ost pupils are laz:}r, indolent 8-i1.d enjoy otiosity. So

they must be pushed from behind, blaoed and ~lU~shed most

of the time. This is not necessarily true. This behaviour

probably results fro~ not aypreciatil~ the me2~ngfulness

of what is learnt in class. They do not see the relevance

of lessons to their lives as peopl~. Society should be

,repared to make a fLLi1.da~ental reapyraisal of ~ne school

j curriculun and the system of public examinations, \'lith a

consequent rethiru~ing of the org9~sation of school and

the teaching actiVity.

• It is catastrophic and tragic when things are not the

way the te~cher as a competent and well-trained leader

wants them to be. 7nen life is net eoing the teacher!~

way, it is un};:,le2.sant but hardly a catastrophe. Collectins:

old examination pGpers as answerin~ then word for word,

then demand that pupils nenorize them ~on't m8ze pupils

any better prepared. for life after school. At t::le same

time agonisinG over situations is painful but solves nothing.
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• Fupils need to be dependent on their teachers and have
someone stronger th2n themselves to lean on. Education

presupposes gro~th 2nd not somethine that c~ be im~osed

from outside. Education realises the learner's inner
potential. So the educator should create an environment

favourable to th~s end. Dearden (1972) exnlains it this
way:

"Everything necessary for the process of education
to have direction a-nd drive vdll be regarded as
being present in the child, as a ~~dden inner
potentiality needing only to be stiuulated a~j

supplied wi-i;J:: the right external conditions for
it to ur.:.fold. and develop." (quoted in Cohen and
Ivlanion, 1981~2961)

So, inculcation of total dependence on the teacher is
contrary to philosophicCll tenets in educ2.tion. ~":e 1)upil .

wants to be someone S11c3. h~ Rhou.lr<. be freed f'rom- tu.;t.el~ge

of significant adults around him so t~~.t he c~ lea~n to
stand on his O\v.n. This iQea comes out clearly in Strasser

(1970·) who objects to the teacher's guide-nce being

considered in terms of the pupil's being lea forcibly

into conforming to a certain pattern. He y,rri tes

"Uit onze a.!"..a.lyse van het fenomeen'leiding geven'
blik trouens, dat de te leiden mens in staat
moet zijn zich uit eigen krachten voort de
bewegen. Hij is dus eveneens aktief, hijn
handelt eveens Ells subject. it (p.19.)

The child's active participation in his own education is...,..---'-' .-- ...•'

~sed. He:n.e~d not lean on hi:.e.. tea~her most of the

~e.

• Past events in a pupil's life determine present behaviour

and cannot bJ changed. ¥fiLat has happened in the past is

real and, as such, cannot be changed. However, the

learner's past need not determine her future behaviour.

-A person does have the ability on his O~~ to effect any

changes in present and future behaviour,.
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• A teacher should be very concerned and upset by his or

her students' individual problems. That is why he or she
has to prod students constantly so that they do not get

enmeshed in problems that will be deleterious for the

psychological well-being and mental life. If the problens
of pupils place an ovenvhelning btrrden upon the teacher,

one compolh~ds the problem and is, thus, less able to guide

the yupil whose problem it actual~y is.

Less-emphasis on ttacher directivenes~ cclls for

interaction 8ll0~~ students, it calls for partici~ative

teaching. Learners should be actively involved in

assuming the responsibility for their own learning. A

learner should get used to being an active information

seeker, identifying and mrucing effective use of available

resources. He should learn by exploration and discovery,
-'<\, ~~-~" .. ~==-~~;:g.. t1u.~~ Lif'::~ t formulating ani t esting hy-pot'~e::;~:; ~~~~

solvi~~ problems. Eostman a~d Weingartner (1981) see
good learners as those who know ho'."! to ask mea..."1i!lgful

questions, persistent in exanini~s their ovm assumptions,

)

pt to be cautious and precise in ma~ing generalisations,

and enge.ge con.tinu8~ly in verifying whe.t t}].ey bel:'eve.

A teacher vnlo can hel, pupils in ~lds direction rarely

tells the student what he or she thinks they ought to know.

Tne belief is that telling, ~jlen used as a basic teaching

strategy, deprives learners of the excite~ent of doing

their o~~ finding and o~ the o~portunity for increasing

their po~er as 13~rners. The teacher permits learners to

develop their O.in criteria or standards for judging the

quality, precision, and relev2Jlce of ideas by minimising
his role as arbiter of what is acceptab:'e and what is not.

He is always cautious e.bm.rt '~;-c::::..ining tLe limits of learning,

about saying, "Th.is is V/-Lt you' are -expected to know in this
class. It His lessons flow' i'::'oI1 res:90nses of students and

not from a previously determined 'logical structure. I T:'1.e

lesson plan should be the one that tries to preuict,

account for, and deal vdth genuine reG:90nses of learners

to a particular problem - the kind.s of questions they shall
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ask, obst~cles they \vill face, their attitudes, and the
possible solutions they shall offer. A teacher should
not stand up to say itCh, I taught them that, but they
didn't learn it." Instead he should look at the way he
introduced the topic, the ma!L~er he conducted his lesson,
the challenges he threw oFen to his pupils. Thereafter
he or she should look for missed relevance of this topic
for his or her pupils.

5. tlaintaining a Benign and. Ht1rn.a..~ EnvirC:~lI!lent.

A teacher needs to be aware that for many children

the school itself is a highly f,ear-producing situation

from which there is no escape. l~louly (1973 :19'5,) write.s:
"Our emphasis on academic excellence has led
us to forget the pri'ce some children have to
pay in emotio~2l distress. In the meantime,
children b~.- 't:iO:;' 0..oze!!'· !.r2.ve bt:r;1.t their defense
against such a situation; they have simply
ceased to care about school~·lork.fJ

Pupil fears include feex of fail~lre, fear of embarassment,
fear of teacher sarcasm, fear of exaIUnations, fear of peer
rejection, and fear of parental censure in case of be~a.

progress.

A discussion of teacher-pupil relation hi4ges on that

the teacher bears the primarJ respol"..sibili ty for

establishir.g the form of classroom interaction. One

aspect worth considering is a classroom atmosphere of
warmth. The teacher shoulQ create a situation and be seen
by his or her llupils as accepting, affectionate, approving,

not given to use physical punishment as his or her method
of choice in prom~ting discipline. Love-oriented
techniques should be used consistently. These would

include praise and reasoning 8Jld methods in which teaChers
show disapprov8l ~nd threatened withdrawal of love if

rules are transgressed. Becker (1964) maintains that
approaches to ',discipline which focus on the love

relationship with the child to shape his behaviour are

more likely to be correlated with internalised reactions
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to transgression (feelings of gUi~, self-responsibility,

confession) and with nonaggresive or co~perative social
relations.

One aspect which may generate in-class conflict

between teacher and student is the difference of

ideologies each holds about a school. The teacher may see

~he overriding task of the school as one of integrating
educands into the norms and dictates prescribed by the
philosophy of life of society. He does this by sharing

with the educ~"l,ds common ideas of right and ViI'ong. For
the teacher a school should try to be consistent moral

influence, teaching a way of life and ensuring that
individual children are not disturbed by such teaching
owing to its difference from thctt exnerienced co.t hone.

In so doing it should be noted that a teacher is playin~

2 role as a society's agent. Spiegel, (1957 J '3) 'de:fines

a role as

"goal uirectsd pattern of s'equence of acts
tailored by the c~utu~al ~rocess for the
tr8~actions a yErSOn ~ay car~f out in a
social group or situation••••• ~~us ell roles
have to be learned by the persons VJ10 wish
to cccu~y them in accordance ~ith the
cultural (or subcultural) values of the
society in v.;hich they e::;:is"t. ff

However, the lJu;il, in contrast to his teacher may

stress goals that may be achieved by a few. He may stress

the instrumental activity of learning - servine as a
means of a "good n futu.::ce. His concern is r:i th school

tasks 2Jld act~vities directed tO~8Ids ezaminoxions al~d a
certific2.te that shell give him access to ngood r' jobs.

He evaluates his teachers on efficient teaching of subject

matter and scrtlpulous assessment of work subuitted by

~mrils. This being t:::le case , it rests on the teacher to

stress intellectual competence and a strong moral fibre

in ~ds teaching until pU~ils see that the two aspects

arc not mutually exclusive, but complimentary. A number

of eX2m~les should be foune to ~romote this idea.
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In some instances, the school ethos may instill in a
learner values which are not held in high-esteem by pupils.
For a c~ild who has gro~n up in an environmen~ where honesty,

obedience to authority figures, ~eligiosity, resgect for

yther people's prope~y, sharing and co-operation, cle~nliness

~and order have never been norms of praisewothy behaviour the
teacher may find his task very difficult indeed. Learners

will view this endeavour as irrelevant. A~ Shipman (1975)
sees it, where a child is exposed to contradictory values
and school and at home, the resulting culture conflicts and
often leads to the learner's dissociat~ng himself from the
school. Informal groups may establish their o~n subcultures
within a school and give meanings to the symbols of the
s~hool far removed from those intended by the staff. The

school anthem is parrotied, prayers ~nd hymns debased,
friendly gestures by staff seen as weakness and ch~nges in
traditionRl methods of te~ching are taken as a cure for

creating chaos. This type of behaviour militates against

a good working environment and calls for censure ~nd

punishment. Yet, punishment should be flexible. It should

tend to rely on socialising techniques that call to the

attention of pupils the harm that their deviations inflicts
on others. Guilt experienced should tend to be benign, with
the potential for having a constructive effect on personality
in the sense that it may heighten concern for the condition
of others.

The teacher's personal life may be one factor that is ~
I

disturbing in class. Such aspects include hangovers, fits \
~~\

of depression and el~tion, s~ring fever, occasional boredom,

weariness of being with young people so much. Slight discomfort
can easily be turned into an excuse to stay away from school,
to develop imaginary illnesses or to be unduly aggressive

to his. or her charges. Kohl (1916) rightly avers that it

is quite possible to function with a little bit of pain,

and it is important for teachers not to pamper themselves

or oecome chronic compl~iners. If teaching becomes a

draining burden, then teachers with chronic difficulties



~hOUld brace themselves for altern~tive jobs. At the s~me
time teachers need not be matyrs. They need not convince

themselv~s that the reason they continue to teach is to
save students. Pupils do not feel that they are being
saved, and do not like being re~inded constantly of how

much the teacher is sacrificing to s~ve them.

~ The educator's personal qualities as a human being may

j1 also help promote a humane working environment. After
~ evaluating a number of research findings Burns, (~982)

concludes that effective teachers appear to diffe~from

ineffective ones by demonstrating:

• a willingness to be more flexible;
• an empathic ability, sensitive to the needs of pupils;
• an ability to personalise their teaching;

an appreciative reinforcing attitude;
an easy, informal, warm, convers~tional teaching
manner; and

emotional adjustment, self-confidence and cheerfulness.

An in-class atmosphere controlled by such a teacher may make
any well-meaning pupil feel free, secure and unthreatened.

Conversely, Cumrnins (1960) is cited by Burns as having found
the pernicious influence of teachers. Such teachers bad
the potential of

• blightin~ the lives of their yupils. A teacher of
this type

• rejects pupils who do not like her;
• puts pupils to test whenever possible to stren~then her;
• spurs learners to greater effort by making them

ashamed of their inadequacies;

• introduces considerable competition in class;
• anticipates learners' efforts to cheat in examinations;
• conditions pupils to fe.ce h~rd realities of adult life;
• punishes leqrners in greater proportion to the

seriousness of offences committed.

In structuring the in-class ethos the teacher needs to

be r8minded that communica.tion, encounter and dialo~~e ~re
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the adult is addressed by the humanness of tbe child and in

turn gives himself or herself to over to him or her.

"Nur in de Begegnung roi t einem Du kann
der Mensch als zu sich selber kimmen,"

stated Bollnow, quoted by Van Zyl (1967: 125) and so within
the pedagogic situation, both teacher and child encounter

each other, and the resultant di~logue enriches both their

lives, for each gets to know himself as well.

Encounter implies a face-to-face relationship, and so,
a/toacher becomes a fello~: tr~veller, though one who must,

~Y his person~l attitud~_c~e~te the right relationship
between himself and and the educ9nd. V~ndenberg (1971)
states that the encounter est~blishes itself as the
teacher-pupil relationship ~ecomes a pl~ce wbere being makes

its appearance. The problematic point for the teacher
C'oncern~ t~:t: w~ys -<i;0' :t~t -his -be-ing emerge within the ­

relationship, how io let the being of the teacher, the being

of the pupil and the being of the world shine forth. These

three elements of encounter - pupil, world, teacher indicate

1hree as~ects of the founding of the pedagogic relation:

vlleading the pupil back to himself. This is a return to the

origion of the le~rner's being, to restore his wanting-to-be­

sooeone-himself. This way he can be authentically there as

f
pupil. The educator should lead the pupil to an encounter

with subject ~~tter as disclosing regions of being as part
of his explorations of the world. Consequently the pupil

might become more at home in the world. Tbe educator should

also provide a human environment th~t ~llows him to lead the

pupil to the encounter with his or her teacher as a person

who is competent in supplying the needed help in disclosing
the world, which disclosure the le~rner requires. The task

of the teacher who knows the way, is going with the learner,

helping him in his orientation to the world, guiding him

into defining his place and assisting him to arrive at

meaningfUl relations with the world.

Erascus (1970) states that under no circumstances is

the pupil "trained" to cope with specific problems, but he
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is guided and assisted in the acquisition of norms and

princinles in accordance with which he shall exercise

choice and make decisions in future crises, which will

assume everchanging forms. Effective learning, therefore,

at school is a protracted occurrence of giving meaning to

life. In the act of teaching the child reveals himself to

the reality which the adult discloses to him and thereby

change shim.

As teaching reaches out into tbe spiritual di~ension

of the child, his association ~ith reality remains at the

-pathic, e~otional level, even when it reaches the intelle~tual

level. Reality and its method of revealation are linked to

th~ per~on~li~ty of the teacher. Thus he sbgll enjoy his

school years and attach significance to certain subjects

because of the teacher and his emotion~l relationship to him.

School teaching should be seen as a very delicate and

d-i-fficul t undertaking wi tt. -rrrany-- sn3.1"'t:l:r··afld pttrallsin its

wake. As a result anyone undertaking this task should be

mature and resourceful, othernise he will blight the

im~ressionable yet brittle lives of his or her charges.

There are i~~ature teachers who concentrate on pupils

showing great promise academically. These are pupils with

whom it is rewarding and easy to work. They receive attention,

praise and accolade. They are favoured because the school

is placed on the map from their output and efforts. Left

behind in the in-class endeavour are pupils who, with

prodding and encouragement, would make a fair effort. They

will consequently possibly consolidate into grou~s that

seek satisfaction through informal activity, oppose school

policy and disrupt its working. Shipman (1975) sees this

disruption taking the form of a series of minor interruptions.

Books are left behind, pencils mislaid, !Jens are empty and

the class arrives late. Once the teacher is re~dy to start

working, a series of irrelevant questions will cause more

del~y. Seriousness of work is marred by nudging, laughin~,

remarks just loud enough to be hearl. Teachers should alw~ys

be mindful of the fact their behaviQur is seen in a particul~r

perspective by pupils, and the way they interact with him



in a pedagogic setting shall be interpreted in the light of
this perspective. A teacher should provide an atoosphere
where all children will benefit. Pupils with particular
e~otio~al or academic problems should be referred to remedial

specialists.

~: Matching Curriculum with True-to-Life ExperiencBs of
Educa.nds.

The aspect considered here calls for the relevance
~_.

of what is taught in class to the life~world of the becoming

not-yet adult. It is only then that the learner shall be
able to use ideas he ~ains at school to be in contact with
reality. Whitehead (1929) could not conceive of education
in which ideas could not conceive of education in which
ideas could not be used to understand the world. He spoke of

-. ' ..~

" ••• ideas that are merely received into t~e mind
without being utilized, , or tested, or thrown
into fresh combinations•••••Education with inert
.;~o<>~ It.a.r..-.""",, _

I

Such education he considered not only useless, but above
all, harmful. It was in this vein that be wrote

"There is only one subject-matter for education,
and that is Life in all its manifestations.
Instead of this single unity, ~e offer children
Algebra, from which nothing follows; Geomet~j, from
which nothing follows; Eisto~J, from whicb nothing
follows; a couple of Languages, never m~stered;

a.nd l"=:stly, most dreary of all, Liter~dure,

represented by plays of Shakes~are, with
philological notes and short analyses of plot
and character to be in substance committed to
memory. Can such a list be said to represent
Life •••• "

Education should provide an understanding of the world
the 'social, economic, and politacal world as well as the
physical world. Eut for Blacks, the curriculum has been

completely irrelevant to the life he eA~eriences. ~phahlele

(1981) mentions some aspects to mark this irrelevance:
• A violent dissociation between education for 31acks

and their physical and human setting and one's sense

of belonging;
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• a dissociation between the learner's educated sense
of himself/herself and theoretical notions of
nationhood and citizenship as dete~mined by the ruling
class.
one being subjected to curricular and syllabus as- a
le~rner and as a teacher the structure of which

pretends that they are living in a normal society,
and the content of which confirms their inferior
status, and the authoritarian strategies intended to
keep things that way.

~ teaching, curricula and syllabuses are eurocen~red.

They are based on the wild assumptions that South

Africa is a christian country and a custodian of
western civilization, an extension of the western
V'lOrld, and not essentially and African country.

• "Native education" of the fiftees had been reinforcing
the condition of a disinherited mind,'because teaching

was for someone else's purpose, and syllabuses clearly
promoted that purpose.

there were objectionable texts in "native education"
because they glorified tbe white man's supremacy.
Black historical characters in Southern Africa, its

civilizations, its indigenous cultures, we~e either
neglected or ridiculed.

For tbe curriculum to be relevant for a Black child Black

exyerience must be considered. Schools should identify basic

trends and not resist them. They should identify particular

elements of the past and seek to preserve them. They should

not keep pupils largely ignorant of or indifferent to what

is happening in other key sectors of culture. They must
look fOTV/ard, at the same time, trying to anticipate
situations in future, assessing them for their educational

significance, and influencing them throu~h the various
limited means at their disposal.

Teachers should be encouraged to fin~ out more about

what is happenin~ in their society and w~ys in which t~eir

pupils are responding to the social ,situation in which they

find themselves. Content and methodolo~J should reflect
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these concerns.

Selectiag elements from the past and seeking to

preserve them recognises that the school, i~ of itself,

is not in a position to underta~e ~nd transnit to the

young all tlmt is available from transnission in a culture.

Selection and preservation cO!h~otes criteria 2nd an

educative intent. These criteria Rre society-based. This

we find appositely expressed by Bowley (1948 : 126) when she

writes:

"Te8.c~ers are the curators of all our yesterdays
and the architects of our tomorrows. Al'l'iays
they accom~lish their mission t~xough the minds
of others."

Through the c~riculum a focus of actual and potenti8~

experience is presented to the pupil. T:'1e experience with

which he is confronted is struct~ed according to the

~Yffi~ols of discrete disciplines of knowledge :
history, geography, civics, literature, physic2~ and

biological sciences, agric~uture, hone-econonics etc.

~~ese disciplines have been developed and consolidated

over time 2nd they express a partial, precise a~d adult

view of asnects of reality. The rU~il, by various me~~s,

is helyed and encouraged to study modes of thought and

conceptual systems these disciplines have generated. These

disciplines of knowledge must be so arra.~gec and presented
/

.../' as to cO!l."Ylect Viith t~le child's experienc e, if he is to

learn anythi!",.g".

Advocated here is a curriculu.r;:l plan aiming at

fostering critical reflective thirjeing, stimulating and

providing the opportunities for participation in ,ractical

pro j ects by which the COI!lI!lunity l>ett ers itself; ::t:ncl

encouraging pupils to see tllemselves as the org2.nisers of

their O'l'ffi experience and of their o':m society. ";/e do

not expect a '0upil who \"lri tes lilte the follo':ling 16 yee.r­

old's contribution:
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I;Our school is like a sausage machine. Churn,
churn, churn - a..YJ.d there we have it, an
eight - 0 - level genius. Three cheers for
G.e.E. and this product of the e};:£l!lination
system: a stuffed puppet, reading off facts
and dates and predigested ideas at the pull
of the string, wondering if it was worth it
and if this is intelligence." (quoted by Shaw, 1981.: 100)

However, in some disciplines pupils nay be so aroused

that they see the way out as taking up arms against the

"establishment". What should be teacher's reaction in

this case? :Feteni, (1981) points out that he must learn

to sYl!lpathise with the feelings and understand the thoughts

of the youth under his charge but not divert er discourage

the angry reaction of young people to injustice. He

should rather assist by articulati~~ the incoherent de~ands

of the youth to those in authority and prevent violence

by suggesting an intelligent response to a dangerous

situation. He must never be a champion or defender of a..~

unjust social, econonic or politic21 or~er. lie should be

tactful and diplomatic in his dealing vrith young politic2l

activits. He SllOuld attend, whenever possible, educational

seminars 2nd public lectures on affairs of national

imrortance, for this vdll help broaden his min~ and enable

him to resTond intelligently to yuril's ~uestio~~ of

various tonics. Anderson ana Besvrick (lS79) aver that ~~

Qducatiork~ system ca.~ot tcl~e8n ethica~ly ne~tral st~~ce

on questior~ of social and politic2~ change. Tftey vrrite:

"Many thinkers have pointed out to the darker
and morally questionable character of a m~ES

society in which those in positions of power
create artificial needs through the rein1'orcer.'lent
of a set of values compatible with a consuner
economy, ~rotected by its affluence from the hars~er

realities of life and death. TI (p. 82).

Tne present sociGl order is rebellious ~nQ revolutionK.ry

state end there is a need for sensitive a~areneS3 of the

forces at work in social and ~olitical change. School

administration anu academic rolicy ID2Y easily be caught

up in wider issues of eovernmental IJO\ver:-play. nlacks

are in for an even more turbulent future, in which even
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gre~ter politicisation of ecucational i3~ues sh8ll be

seen.

To match the curriculw~ ~ith the neeQs 8~d experiences

of students, cogniz2~ce must be t91cen that the se~uence

of experiences need not be either rigidly plarilled or

completely p18r.Uess. ~he teaching force ShOlUd be aWGre

of a continuous sequence of e~periences in harmony with

the development and develop~ental needs of pupi1s. ~~

opportunity of studying the loc8~ environrLent and its

conditions which ar8 a~propriate for t~e characteristics

2.."'1.d needs of pUyils living in that enviroYl..m.ent shoulc_ be

made. Subject topics snould be planned so that pupils

mOV3 erad~ally fro~ what is familiar and concrete, tJ

~hat is remote and abstract, from what is sim~le to what

is complex. The traditional pC'.ttern of uladdering"

discrete content topics for cux'riculL~~ouliclngpurposes

is bad. TOyics shoula penetrate all levels of the

curriculvE. ~hey should be selecte~ because they represent

structures, organising concepts, or Tersisten~ acti~i~ieB

of the pu~il and/or D8n-in-tne-street.

Fupils do not develo~ at the sane r~te in understanQi~;

various aspects of their environment. Their interests do

not reflect 8Il.:y artificial bounc~aries such as histO!'7 a...'1.o.

econoTIics. There is no advantage, therefore, in

arbitrerily assigning problems relating to history to on0

class ana materials relating to economics to another.

Interests of pupils f~~~~sh a better clue than does

artificial allocation based on fields of subject matter.

The effectiveness of t~e SUbject content is deter8ined

in the fin..o::Q a.."12lysis, b;l what pupils actually experienc.;.

Do their day-by-day experiences actually help pUj.ils to

grOIT in their understanding and interpretation of

. phenomena that occur in their subject fields?
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If the classrooI!l is not an excitinc adventure for

both educator and educand, the fault possibly, and to

some extent, must lie in the app~oach to teaching. Vr~en

children cone to school, they have a big store of pertinent

experiences, and a2'8 interested in more as~ects of life

as is lived around them. It is left to the teacher to

ascertain whether the pupil's enthusiasm is suppressed

by the boring "telling method" or kindled by inq'!-tiry about

~/the fascinating ciomain in his experiential world. If the
/

/' teacher brings -to the task an understa':l.ding of pupils, a

broad understanding of life as i-t lived a:i:"ound them, and

a willingness to let pupils observe, experiment, and act

to find aP~wers to t~eir many questions, lesson p8riods

c~~ be a joyous ~uest, not only the pupils, but for teacher

as well. SOI!le of the most- f~litfLll in-class activities

grow out of the questions eJld problems raised by pupils.

Helping p~pils to learn how to use the method of

inquiry requires a different conception of the role of

facts in the educative endea7cur. ~~e facts in any subject

domain are important, but they are tools used in TIroole~

solvir.g rather than ends in themselves. Subject matter

sho~~d be viewed as anything that helps a learner solve

a problem. Teaching in schools has frequently been

ineffective because

•

•

•

it em:ph...<tsises "ready-made ll ar...swers;

places too much emphasis on products and not enough

emphasis on processes; and

it does not provide enough opportunities for pupils

to engage in investigative activities.

Henner, Shepherd cuid Bibens (1973) explai~ in some

detail the method of inq~ry that is receiving much attention

in the current curricu~um projects. ~ney indicate that

in the process of problem-solving, teachers shall arrive

at the conclusion that telling is not teaching; a.nd that

hearing is not listening. \~~en -inquir7 is the nethou, then

discussion, questioning, drill, and demonstration procedures
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becoIJ.e the vehicles to accor:lylish inquiry. The basic

principle of the method is that the child learns in terills

of observation and experiences.

7. Teacher Effectiveness ~~d Expertise.

Brophy (1979) has sunrr~arised research that lillies the

behaviour of teachers and student achievement. One 0=
/his conclusions from his review of research is that students'

/ .
~ opportunity to learn materials is a ~~jor determinant of

~ their le~_ni~~. Fischer, lliarliave and Filby (1979) report~d
on ~ study of academic lEarnir.i.G ti:ne. There are thrse

components to academic learning ti:ne: allocated time,

engaged time (that portion of a~located time when the uunil

is on task), and student success rate. Academic learning

time occurs when all t:b..ree conclitions apply simultaneously;

that is, when time is alloc~ted to a task, the student is

er~ageQ in the task, ~~d the student has a high rate of

success. Research showed that pupils v-n~o accQmulate more

les,rning tine gener8~ly have higher scores on achievement

tests.

Brorhy (1979) cited res82Ich studies shova~~ that the

more successful teachers are those who are task oriented

BJld business like in ~oving the class 2~ong at a brisk

pace. He cautioned, however, t2at a distinction should

be made between inappropriately trYing to teach pupils

material that is too difficult for them and appropriately

teaching material that is at the rigIlt level of di~ficulty

but moving them thrOUg:l at a hi'isk pace. In sU1::raa.ry

Brophy stated:

ULearnine; gains 2Xe most im'Dressive in classrooms
in which students receive a Gr8~t de8~ of
instr~ction from and ~ave a great deal of
interaction with tr-e tc~cner, es~eci~lly in
public lessons ~~d recitatio~ that are
briskly paced but con~u~ted at a difficulty
level that allo,,'!s consistent success. If (p. 737)
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Some teacher behaviours h~ve varying effects in

different contexts. ?or instance, Brophy (1979) cltes

research that showed that teache:!.·s working with :P.i&h­

socioeconomic status/high ability pupils generally are

must successful if they move along a rapid pace,

continually demmlding high expectations and enforcing high

standards. Conversely, teachers ~nlo are generally most

successful in low socioeconomic status/Iow ability

settings are equally deteroined to get the most out of

the students, but they usuaJly QO so b-.' [)ein.g- W2-T'I!l and

encouraging rather than more businesslike 'aud QffiTIanding.

Trump and Niller (1979) maintain that the basic goal

of eve~1 teacher, in so far as students are concerned, is

to becone dispensable as rapic.ly and as dompletely as

possible. Lan~nan et al (1982) refer to a r.erioQ bre~~~n~

away when the child can ana. must distance hinself from

the presence of the educator to play ~~t~ his peers, or

vlithdra\v in orc.er to 0.0 nis ho:::e'i-!Orl:: o:::.~ fOr whatever rea,son.

The idea of bree.king aw-?.y is enoed.c_ec. in the e6ucative

aSEociation an~ encou:~ter to assist the child in becomin;

increasi~-&ly inde~endent. This im~lies that he encounters

the child with the eX'9licitintentio!l of grac..uall;'T malcirlg

himself red~tni2nt, and when the cbild has reached ad~llthood,

to establish a separation. Seyaration must folloTI once

the aim of associ~tion a~d encolh~ter is realised. Ieriodic

exercise in breclcing away oekes it I-ossible for a total

but meaninco-:ful separation to t21ce 13l2.ce eventually. The·

educand nractises to be on his orr~ during the periodic

breal(ing awa:l 8.nd to !l1a."-ce his eventual inie:!Jendence

meani~~ul and possible. LanQ~an et al (p. 27) ~oint out

that the c!lilc_ yearns for nericclic release fron t~e ecll..lcator

and that this ye~rning is initiateQ by his ~esire to be

so~eone himself.

Bei!45' recl1L7J.Qe.l1.t 18.tel' en in t::e liI'e of the ec:uco..r..a.

~resupposes that the educator hQS to f'lace more res~onsibility

on learners. ~his shall colour assiz,nments and activities
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given or expected from rurils. Therefore the teacher

should knoTI his subject matter thoroughlJ, should be well

'::ersed in the curriculum in which he is steered 2i~diJe

consciously ffilQ consistently aware Vnlqt the not-yet-adult

ought to be. He Dust also be mincful of the f~ct that

he is t 22.ching an u..'1.folcl.ing, becosing acLult--to-1Je, and. not

a miniature adult.

To carry out his task with efficacy, coope~ence and

ingenuity the educator Dust have a thorough knowledge anci

understandjn~ of ~~~t the conce~t education implie~. He

must, furtnermore' h:.lV8 a kno~71edge of matters that may
-- - --

conceal or ObSCLlrG the relations of education, otherwise

these conce~ents sr~l directly affect the child in his

becoming ro~ adLllt.

One way of aca_uiring eX1)ertise is for ~11 te1=wher s

to develop their On~ philosophy of life. They should clarify

thenselves on their views and beliefs about education and

teaching. Asking therr..Erlves questions about school, pupils,

curricu~um, teaching methoCi_s, and educe.tion in general

will help tte~ for£ulate tne philoso~hy of education.

Luthuli (1982) argues that philosophy is so much a part

of every human life and :particularly of education that

Rugg declared that 'as we look upon life so we teach.'

Vfuat one believes and loyalties one has subtly determine

the cont ant and even the method of one' s teaching. Everynan

has a philosophy, whether or not he has deeply reflected

upon i t ~'ld circl.urLscribed it. Ever,[thing one says and

does as well as what one thi~~s, reflects that p~~losophy.

On the question of teachers and the task before them

Silberman (1970) ~rrites that :-
teachers need more than a knovledge of subject matter

ana a little pr~ctice te~c~ine exrerience before they

enter the classroom;

they need knowleuse about knowledge, about lhe

ramifications of the SUbject or subjects tLey t~ach,

about how those subjects relate to other subjects anu
to knowledge - and - life in general;
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they need insight~ into their purposes as teachers - why

they are teaching what they are teaching, and how these
purposes relate to the institutional setting of the
school and to the values of the local community and
the society as a whole;
they need understanding of the processes of gro~~h and

development and of the nature of mind and thought;
1l1ost important, perhaps, they need to knoVl that they need

to know that the.se things -
they need to understand the kind of ~estio~ their
teaching will raise and to have some sense of where
to turn for further understanding.

Every teacher should be aware that his personal philosophy
within the general philosophy of a people guide him or

when subject content and practice have faded into oblivion.

BraIileld (1950 : 31) is or the idea that:

"Fhilosophy••• is inseparable from living experience.
However implicitly unexpressed in definite terms, our

. ·:pa.r~:i':li.i.ar :Plll.l.vbOphy 1DE.y be. It is- -always in -:.:::>'
background helping to shape, and being shaped by, the
tangible means through which we carry on .our day-to-day
responsibilities. In every phase of life ••• material,
spiritual, lay, professional ••• we believe certain t~ings

about the activities we perform. And these beliefs,
usually to a far greater extent than we realize, not only
reflect our day-to-day activities but in turn mold and
direct these activities.

In order to assist a teacher to formulate a cleex philosophy

a few guidelines mentioned by Grant (1982) are listed below.

• A teacher must have the understanding of good life as the
kind of life that most individuals strive for. A teacher
should be able to answer for himself what kind of goals
should be sought if promotion of good life is a case in
point. 'lfnat is meant by the enrichment &""lcl the refinement
of the quality of life and how may it be promoted.

• Philosophy should be understood ~~d developed in relation
to human na~ure, described 2S the qualities, ideas, c~stoms

and. attitudes people learn in every h~an group. Human

nature can elso be described in terms of feelings, desires

and motives. It is also a strange mixture of selfishness
greed and crueltycand of kindness, cooperativeness, ~~d

concern for others.



175

Along 'Nith the family and rel:_g:Lous institutions,

schools are regarded as import~~t institutions of

social life. Various school social experlences

familiarize the pupil with knowledge, attitudes,

behaviours e.nc.~_ values. Amongst other thiYl-:;s it is

expec·~ed that schools shall inculc2.te behaviours

and values like obedience, industriousness, neatness,

ptL~ctt~ity, honesty, co~peration, altruisn etc. It

stands to reason, t~erefore, tlw.t the teacher shoulQ

be sensitive to "right" as;:Jects of sociplisatic.£1.

As socialising e.gents, teachers must encour~£e positive

aspirations in students. Encouraging high aspire..tions

for all children in a classroo~ ~~t~ children froD varie~

cultural and socio-econo:::lic &"ld even ~olitic8~ an~- religiou_s

backgrounds is a ch8~lengir~g taSk a...""lQ the te~yter's \'>Ie11

cl~rified philosophy ~dll he1~ hin in this directio~.

~ne soci3~ envirorunent in school does hel~ ~roviae

pupils vrith many different peo;le ~~t~ whom t~e7 C~"l

identify. Teachers are pivotal in this are~. 7~2Y shoulu

plen yedagogic encoUi~ters in such a ~ay t~at ~u~ils C2TI

learn both about the positive ~ttributes of psrscns Yhl0

differ from the~ end mo~el after individu8~s who sre

like then. A teacaer's ~hilosoDhy of education fc~ulate~

along the social life of peo~le vrill heIr him orZ2nise

meaningful ~edagogic encoUL~ters.

A teacher should exmcine 2. lear::'1; ng situation on the

basis of the follo~~ng a3~ects on

the nature of the le~rne~;

the natu.re

of

of

sub j ect mp.tter;

learning process

t.eacher uses subject r::2.tter to £;1.lic.e ~u?i:!..=

towards meanin~·f'Lll leo.rnin,! 8ctivities,

the behs.viour ~renC: one should e:-~li"bit in o:~r~er to

c::.rry out one t s philoso-;hic8.1 Tosition.. .~ te8.cl:.';:,

should clarify his min(~. ::='.S 11.0':[ 110 or SILl shc'.ll :L'o~Jt-sr

the best ::'l.s:Jects ol' a rU:-ji1' s :n:J.ture Viitllout con::;t~?i~;n-i

tile ~u1Jil's inc~ivicluo..lity •
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A teacher's development of his ability to think

seriously, deeply and continuously about educatio~~

concerns is an important ste~) tov!ards profession2.1 expertise

and competence. Luthuli (1981) avers that philosophy is

a guide for an individu2l in the ac~uisition of a concrete

outlook on life, its values, its oeeJUngs, its proximate

and ultima.te en(is and on hunan conduct in gener·al. The

chief purpose of philosophy is to formulate, interpret and

e7plain reality in terms of ultimate causes and to establish

for the ini~.,idual Cl sca:e of values for hU.':larl conci.uct.

The philosophy of life of tne society fron which pu~ils

COTIe is also an asrect that s~o~ud be paid attention to

/

'bY the teacher. Such a teacher shall succeeQ in guidine

and motiv._.ting p"-lr1i1s to c.evelop certain societal vc.lues

and virtues that t~'.e :pu~ils' scciety holc-:' in hie;l1 esteGm.

He must have (leferentic~l regarc. for members of the society

whose pupils he is in c!:e.rge. He s.!:lou~d be a~::rised &-:!.G.

cognizant of their nE.tional desires a~d ~ishes.

1L~ exnert te~cher must also be a student. Society

influences classroom a.ctivity &'1.0. Ch821ges tilat occur in

the y:ider society) and culture should find a plc.ce in

classroom work. lunor.cg ch2.nges the follmving may be noted:

• Science and tecr~f'l.ology are contim.li~€" to adva.:.~ce as

new dicoveries and brepl{th~o~Zhs are made in physics,

chemistrJ, medicine, and other fields.

Schools are no longer the o~~y centres of a learner's

educational experience, es~eci8l1y for the urban

Black chilct. :Pupils are imnersed in an 8~ternC'.tivB

.and highly competitive educative system of films,

television, radio, por music 2nd comic books.

Bicness rrevails in ne~rly eve~fthing : in Eovernment,

labour, business anC::. aGric'.llture.

Societies are in the midst of &'1. ini'ornQtion revolutiorr,

based. on com'"'uters and telecoI:'.!:lunico.tions that 11c..2 c~

decisive imr::~ct on hune.n society.
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The family has tended to disinteerzte, so that stri~ing

ctk~ges have been v-rroueht in fanily patterns of

living.

Ever~~lere in the worlL the porctuztion seems to be

grO\"iing out of bounGs.

Social m.ovements that include integration of the racss,

mobility of population, and movement of peoT-le from

lower socioecononic to higher socio-economic stetus

e.re continuing.

Rapid technological and social ch~n~es have pToduced,

inter alia, a lack of consensus in values - even within

the local community. How does one successfully teach

abouT the evil effects of alcohol to pupils who see

e~coholic beverages advertised throu.ghout "the spirit

of freedom a or E way to improve p"ersonal relationships.

•

•

they really believe.

To heln children unclerst2.nd the "new ll tNorld, the teacher

should continu2~ly r2acl ~~C study naterial that is relev2~t.

He must constantly checlr the te:::ts used c_n~~ also the ne'::

available one. In that Hay he shall !Joke his te2.ching arlc.

h2.ndling of subject natter fresh, soliu, Qated end appealing.

Saylor, Alexander and Le'.':ris (1981) Sive the follo",ring

gtu~elines in this co~~ection.

• Content shoula illustrate Gn~ clarify the re~rese:~~tive

ideas of a d~sci~line.

Content shoulc. give pupils an underst8.!lcdng of the

fundament3~ structure of the suo j eet •

Conce~ts anc Trinciples selected should provide the

broa~est anc most com~rehensive vie~ of the world.

Balance shcul~ oe maintained between content that is

rigorous EhiQ deep ana cOJtent that is practical and

immediate.

• Content should apyeal to the i~asin2tio~ of pU~ils

hard enough to be cb-all cn~ing ~ret uit?1in the pUT-,ils I

:gTasp.
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Researchers in the field of teaching are critical of

the meaningfulness, importance 2nd relevance of the learning
ID8~erial transmitted to pupils in class. They maintain

that children are reQ.uired to lec:rn irrelevant "facts" and

"~j.lls," which they know ctre unimportant, bore them and
turn them off from me2JUngf~1 learning. FostID2Jl and
Weingarter (1969) call this 7he school game of "Let's pretend. tI

"The game is based on a series of pretenses which
include: Let's pretend that you are not what you
are and that this sort of work mx{es ~ difference
to yOur8 lives; let's pretend that what bores you
is important, and t~at-the more you are bored, the
more important it is; let's ~retend that there are
certain things everyone must know, and that both
the questions anc'., answers [,_bout then have been
fixed for all ti~e; let's pretend t~at your
intellectual conpetence can be judged on the basis
of hmv well you can play Let's Fretend.. lI (p.49)

~olt (1967) ~ong others, believes that it is more
important· t'or students to learn ho'.',; to learn, to solve

problems, and. to be curious than to aCQuire s~ecific and

mostly irreleval~t bits of iv7 oTI2ation. The focus should
be on those outco~es that invcl~e higher cognitive processes

(abstract reasov~ng, creativity, problem solvinG etc~)"d

affectiv~ fact~rs (self-conc~yt, ha~piness, interest,

attitudes etc.).

A com~etent teacher should continually check subject

cont ent vis-a-vis his 'Pupils. In t!lat way he may be on

a sounQ track in i~proving healthy educator-educand
relationships. Teachers should intentionally and consciously

aim at obtaining positive changes in ~upil-creativity.

These shaJl be elicited through teacher classroom behaviours

that involve positive rei~~orcement of pur-i1 responses,

through adaptation of activities to yUyils, through attention

to individuals and tl~ough vGriation in activities and

materials.

One asr-ect to be t8ken into acco~~t by authorities

vlho 'h::ve to consider teacher ~romotion~3 and teaciler transie::

either witnin schools or between schools is their ~ast recorQ.
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Very often testimonials from previous authorities are used..

But they may not be a true reflection of the teacher's

eXyertise and com::;etence. }revious ins:gectors records of

a particular teacner ho~sed in de~art~ental offices and.

a period of probation in the ne~ engagement would hely in

assessment of teacher competence. One could even go on

as to so.y that the yearly bonus :!.Jaici to teacher show.a be

based on records that indicate his level of effectiveness

and expertise.

8. Imnroving COOI!lur..ication in t>e Cla~8room.

Communication is one of the most important facilitators

of in-class activity. A teac~er passes on facts, iceas

and experiences fro~ his mind to the pupils' minas. ~~e

effectiveness of t~e transmission of what t~e teacher

his teaching acco~rlislli~ents. It should be noted in this

corJlection that classroom con~~mication is ~ur~osef~tl, th~s

we should UL~terstal~Q it as transEission of intended
.--

meaning to purils, 8-1'1d v.±ce versa. Corrn:lu.....'1.ica.~ts should

have a clear conce1Jt of t~le meaning to be conveyed, and

it should be inter?reted in such a n~~~er that the intented

meaning is receiveu.

Co~~uni~ation is between teachers and learners.

h~un2n, tftere are a nunber of ir.£luenc~ ~hat affect then,

or arc subjected to. T~..is may colour the flow of tneir

cowmunication. If, for example, t~e learner does not tr~st

or respe~t the teacher inrhis vie~~oint, ~t is easy for

him to be distracted by the dislike or ~istrust. As a

result, he tenc~s not to hear, read or believe 2.11~fthinz

CO~~tL~c~teu. ru~ils tend to sh~ye t~eir beh~viot~ to

~D.le7 are DOT'? lilrel~r to rei'::c 3.i:.'l

fron cOL1ITI.unicatin,3" ini'o~1ation that is l-:ot e!ltio..lly

threatening to t::!.e~ or t::eir su?'e:.~iOY3.

1~ere are a number of barriers to a free-flo~inG

cOI!1I!lunication. Some of thom 2.re uiscussed in the
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ensuing paragraphs.

Semantic nroblens. The 'fiord "senantic" is o.erived frr':l

a Greek tern "semantilcos ll meaning sic;ni.fic2.nt. Sema."ltics

is concerned with the relationship between

objects and/or events;

the thought processes involved in interpreting these

objects and/or events; a-~d

the sigas CL~d/or symbols used to exrress a given thought

or to describe a specific object pr event. (Sisk, 1977 )',
A s~m8ntic T-~oble~ then involves determing a common

referent and me~ing for t~e synbols use& in cO~~tu"lication.

A pu~il who has never seen or been I-2rt of a traditicn8~

Zulu wedding is not like17 to und.erstC'.!lc. v::hat is seant

by a Zulu wedding. High-order abstractions oft8n

confuse :pu~ils v/ho have not had C'.Il experience in tllat
~ .... '..... "', ~-.---- - -.-- ~- - _-6_. .- ~ -- -.,. ~ ~- r
~llC ~~~UC~~)LCVGU~VL~ v~ U~~~,

anticipation of :t"uture eV2nts axe aost:r8,ctions t:l8.t may

oe foreigi"1. to EleJlY 3lack puyils. Tileir hOLlE envi!'~oy1....":lent

may not put e. high 8-'.:;ore

status. There is e. strong teno.ency in schools to exnress

hierarchical r~~~ t~rou2J~ t~9 use of stGtus sympols,

like softly-pauQcd chairs for teachers, a telephone,

c2~pet ~"lQ air conditioner for the heaWmaster etc.

Statu3 s:rr1bols nay be deliberate as an attenrt to

reinforce the superior's ~osition o~ authority. However,

coo much emrh~sis u~on status may increase a pupil's

perception of social dist~~ce and consequently widen

the coaBunication Gap.

Value Jui,gments. A value judgment is the assigning of

overall worth to a 12essage &~Q may be based upon its

origin, its reliability or its anticipated meaxung.

inIen value judgments are o2de too hastily, the teacner

or lea:.~~r shall hear only that part of the ~essage

that he/she wishes to hear. Closely related to t:1.at

if; the lack of sensitivity to the er:lOtional conter.t of

the com.-rnunicat ion. T'ne e!:lOtion~'l content is oi"tea

reflecte(1. by the manneris~s 2nd. tone.:; of voice.
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Being certific~te-cr!3.zyby the l:ea:rner. The more a
learner desires to obtain a pass by whatever means and

then get a certific~te for social, economic or other
private reasons the greater will be his tendency to

filter information he gets from the teacher. The same­
may be said of a teacher who is eager to ramble through

the course syllabus. Problem-oriented aspects of the­

pupil's work are suppressed or filtered.
Trie degree of motivation by the interested communic;:;nt •.

When co~municating, people have various motives - to
persuade, to tell, to entertain, and to reinforce ideas.

The condition of the communication will reflect the
enthusiasm showed. When it is planned to appeal to the

assumed motives of the interested comrnunic~~t, it is

usually more effective.
"Allness" orientation. By this Terry (1977) means

.It !,....."l.:,

•

•

that teachers are interested in is their fat cheques. 1t

"Y~u never listen to me when I am explaining things."

ffiakin~ and actin~ on unjustified .assumptions. ~any

people are in the habit of making assumptions a.bout 8

working environment and the people in it. On the contr~ry,

a high-or a low-level assumption made without f~cts being

checked, trouble and communication breakdown mey take

place. For an example, a teacher used to subservient,

timid, non-assertive pupils may easily judge a group who

are the direct opposite as rude, rebellious, and hard-to­
work-with. The cl~ssroom tone will thus alw~ys be

disturbed and teacher-learner relationship shall be

marked with distrust and an~osity. It is advantageous
to be alert to the assumptions made. In that way a

spirit of bon accord shall be facilitated. Uutual

understanding must not be taken for granted.

Snap reactions. When the receiver's behaviour is such

that one feels little will be g~ined by listening or
reading c~refully and attentively, comw~nication is

almost certain to be ineffective. This is likely to h~Pgen

when communicants are in conflic~ or where one person is
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sh.9rt-tem:;ered. ~eachers, being in control of the situation

should guard against these and similar rossibilities.

.. Fear. A teacher \'iho is fond of using negativ~ controls

vdll strike fear in pupils, especially those who are

sensitive by nature. Negative controls may include

physical punishments, deprivations, threats, censure,

sa,XcasID, mockery, or rej ec-;-;ion. Cohen C'Jlcl :r·~anion (1977)

point out that more recent classroom research in America

indicates that teachers who have an indirect influence on

chi::iren create a more favourable eootional tone that. those

having ~irect influence. The former group of ~eachers

accept the feeling tone of the children in a non-threatelring

manner, praise and encourage pupils' efforts, accept and

use ideas of pUI:ils and ask questioTl.-S. The latter group

tend to lecture to children, act in an authc~itarian

IIL...'UlUer, give directions and are unCiuly critic8~. Fear
- - ~. --~- -

usually is deleterious to the ~royer traP.-Slation of

infor"illation.

Too many comntL~ications. I~,ediately after listenin6)a

person may renemoer only h2~f of what was said, and t~o

weeks later r€nemb~~s about one quarter of it. This is

explained in part, by the fact that the brain ftL~ctions

much faster than the average of 100 words per oinute of

the speaker. As a result the~ mind wanders, and gets off

the subject of the communication. Many try to ~~ess what

is going to be said next, evaluate what has been said,

or direct their attention to some rhysical attribute of
the message giver like how he/she is dressed or ugly,

and pay no attention to vnillt is said. That is one problem

with the lecture method of teaching. Too many words are

used, ~~d some of them are not clearly tL~derstood or some

ideas are too strange or foreign to the learner. The

learner shall possibly lose interest because of the mere

quantity and/or maze of abstruse irieas. r:a.vinG to attend.

to the corrmuu~cation then become iTksome and we2xisome.
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Uncol!lluon symbols. Words take on meaninG only in the

context 0= the message. Facial expressions can be

misinterpreted. Gestures yiewed out of context can take

on entirely different meanings than were intended. SlanE"
for exe..mple, is understood by its users. A teac:ler' s

departure from his normal and predictable patterns of

behviour often leads to confusion.

• Environmental and atmosnheric disturbances. The atmosphere
or environment of communications should te as free as
possible from noise, iiltcrruptions and physical discomfort.

Many a student get3 frustrated t~Jing to listen to the
teacher amidst the din of machines or the confusion of

others talking simultaneously.

• Background differences. A lack of similar background~ in
communicants, in regard to their education, previous

/ ,,~~~~-.; ""'C'" '"'v> !:r,c:.:~n:t __ eIlviro!l!nent may hin6.e:r ~:,:,e.r~;::,:tjy':'~tJ'::>_'7q__
~ - . . ~:..~-:::s:g:-and interfere with tb.e proper reaction to it.

&utual understan~ingmay be affected.

Sender/receiver relationshi~s. Teacher-student relationship

is basically functior~l. ~lat in itself may generate

hindrance of conmunica.tion, depending also 0:1 the nature

of the message. Suspicion on the yert of one about the

other's intentions or ability to comnur~cate about one's
speciality, be it subject-matter or playine of soccer,
will block the transmission of info~etion. Fositional

or status relc.tic.nships can cause one to tune out the

other.

-, Regardless of the type of barrier enc~untere~, they all

shall have the same effect on communications~ somethinG le.:;s

t:b...a.ri.a proper understanding shall occur. Knowing t~ese

bar2~iers exist is half the battle~ Tne other half is working
to tear them down or minimise their effect.

Teachers should not be oblivious to the fact that for

chi1ciren the tra-l'lSition from hone to school is marked b~r.J

important chances in ~hat is re~uired of them both by adults

and by their peers. Children are formally required to
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attand school and are require& to submit to the authority

of an adult other than a parent. They should acclimatis~

themselves and be habitUE.ted to continuous distract~ons

and interruptions going on about then. They must learn to

t~~e their turn, to be patient, to control their iB~ulsivity,

to work with others. They must be accustome~ to the constant

evaluati:m of themselves ana. their school perfor::1ance "'::Jy

their teachers and peers. By coming to terv.s vdth the dem2JQS

of the schools, the child 6evelors a conce~tion of himself

as a learner.

The area of concern here is what it is that the teacher

actually does during teaching to facilitate pupil achievemeht

and change attitudes and beh8.viour. Fro!!! a review of some

fifty studies of teacher behaviour and pu~il achieve~ent

Rosenshine (1977) in Cohen ~~d Manion (1977) points the

following picture:-

Fupils gain in achievement ~hen teachers are:

business-llke in tlleir attitude a~Q demeanoltr in the

classroom, concerneo. that pu:::ils ShOl..ud 12s.:cn, and

generally encolITaging to~a~~s their puyi~s to be inde~encent

in their viOr~;: ana the:.r thip]{ing;

flexible in their ovm minds in presenting, illustrating,

•

•

•

mc..!-{ing eXaI:lples, ancL evaluati!1-6" the subject matter

under discussion;

able to orgaxase the activities of the classroom in a

systecatic, DlITposeful ~ay so as to achieve the p8zticular

ai:11S of the lesson;

able to structu~e material, that is, able to introduce

or termioo.te a lesson, able to :z-ive 2.r~~ro~riate 'Sfl8.::€'

to subject natter or discussion before and after Gsking

questions about it;

able to introduce c riclnl83G &~C variety into cl~ssroom

materials and their usc.

For the above to happen soun~ comm~uUcationbetween

;~'tucient and teacher is a I1re:'~c(~uisite. Tec'.t\;:'ler-:r.upil

interaction inclu~es physical attend~ng, vnlich cOIDnlunicates
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involvement, attention, caring and opeI1..ness. Some of the

effective attending behaviours include the follo~in~:

• Good eye contact. The teacY·?r should loo~{ pu:;ils in the

eyes. However, Black pupils become lli"1.comfortable when

someone does this. It may represent a sign of distrust.

The~.r have been taught that avoiding another person's

eyes is a sign of respect. ~he teacher should be aware

of such cultural influences, but that should not affect

the teacher's behaviour. Fa~ing the whole class squarely

maximises teacher invulvenent. ShoLud he look dov-ffi or

away fron the pupils may indicate lack of concern or

uncertainty of the matter handled in class.

• Friendly arrl an~ro~riate facial exnression. ~~e teacher's

facial expression shou~d be friendly ~t first end later

reflect a!yproI:'ri8,te enotional effect. A smile is usuall~T

't3TP11 ,....nr- 0."; TTOrl
- i" .- --- .'~ - - - '- - ..... -' '-- ..

• Voice. Tne teacher's voice is of considerable im~ortance.

If it is relaxed, natur9~, lli"1.~ mair-ly conversctionsl in

ma!L~er, it sh2ll assist in crea~ir~ a relaxed, tension

free atmosr.nere fav01.Table to :.nteraction in learninG •

.An anxious, high-iJitch·;::;d. voice tends to gener2.te a te:l.Se

atmosphere.

Non-verbal s-;-;eecIl !lattelnns like timbre, pitcll, wf'~.c!ler

and speed of delivery, s~oot:Lness of flo~, all contribute

for gooe or ill to the in-class atnos-r:-here.

•

J
Susnended value ju~~e~ents. V~lue judgements often le~d

to teachers' yerceiving ~u~ils as bright, harQ-V10r~in~,

well behaved, and others as t~ick, idle, lazy and

ill-behaved, Vii th s~lades ir:.-bGtween. Such labels sl'wll

:r:robably affect thc :;u::;il's O\'TD. self-image. i.iegatively

l~belled ~up~13 feel Qegradeu, hU2t and tl~e~tene~.

t:1US resc.onu. VIi t:l hostilit~r, c.emed or withQr2.·;72~ f:co:n

clas8. This may t2..'k.:e tlL: for::l of rejection. of the subject

ancl./or "Geacrlcr, 12.te-comin;~, tl~U2....l1.(;7, 'Deing Teoelliou.sl-(

quiet or u.ro:~::-JiLE out of sC!'lOol. As this occurs, tec.che::::;

become i:'.c:re2,singly negative tO~:i2-:.rClS the IJupil, and Cl.
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re~procal cycle of neeative interactions is b~gun.

Absence of teacher distractions. The tea~her must be

aware of anQ minimize any personally distracting ~llysical

mannerisms.

Observation. Observation is important in an in-class

situation. Eany people have perfected the kTIP,ck of

disguising verbal messages, but generally not t~eir covert

reactions. Observation of behaviour provides a wealth

of material to wp~ch teacher should res~ond ~C is ~ skill

~hat can facili tat e PUTil a.r'areness R1.t eongrue:r:-.· e. It

also allows for imnediste feedback on the lesson progress.

Effective observation involves attention and being

mindful to s~ecific behc~vioural cues by the te~cher 2TIQ

c1ravling an il1.:fel~el1.C8 based on sJecific benr.viou..rs. Eoti~g

s~ecific behavioUl~s such as finger-and-foot-tapping,

ra:9id s:Jeech, aTIll i'requen-~ -2:i; a VTrisi w2,1;cll can le2.Q to

an iY'Serence that tile pu:;:il is being i:nratient o::.~ '.72-l1.tiY"_;="

to be elsev~1.ere. Cf course, such i~erences should be

n2de ~ith a tnorough knowledge of the rupil's cultural

behavio~ in tl1.e bc..c:cGl"'ounc"l.

the vOCab1)~2..ry of r.:is ~u'Jils is. '}ilen one VlO:~:'CS 7rith

Blaclr children the issue is ver:' :pertinent 2;.S most of" the=::!.

use English or Afrilcaans in class. Cnce out 0:: c12~ss t~ey

revert to their vernacular. Sone of them do reat Dagazines,

newspa~ers, perioc~~als and novels. They listen in but

an insignificant number has access to televisio~ sets.

However the lar-O~Q68 ~sed in t~ese media is not of the

level in everJday use in t~e classroom. It is t~erefore

i~~erative for the teacher to use a l~~ge thgt ~ill

be UL~derstood by Rll. Scientific ~~rl~~ce called ~or i~

pe.rticular disci:Jlines sho"Lud be e~~}ilRined to all. A

competent teacher, ~hilst prernring his subject ~atter

should ascertain beyon6.. all clou"iJt that t:le 1211:suage is

accurate, defir...i te &"1cl sI1ecific in meanin,s, forceful

indicating that the school cares about any ~ct~ons tnat

may be taken vtllich may affect the-class or school,
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oriented to pupils, stated simply and does not contain
hidden meanings. The communication technique must be the
one that will effectively transnit the message. The aims
and objectives of the class and school must be so stated
and presented that pupils appreciate that they are for
their own good. They are so structured and enunciat ed
that they are meant to serve the pupils' interests,

motives and goals.

9. Conflict Managem.ent in the Classroom.

In school~ conflict is seen as a negative reaction to
an otherwise good and worthy cause. So it should be avoided
at all costs, simply because it gives rise to inappropriate
reactions in the people involved and generates polarisation

of percepticn, sentiments and behaviour. However, Flippo
(1980) avers that a total absence of conflict would be

unbeli evable, boring, and a strong indication that such

conflicts are being suppressed. One of the characteristics
of a mature group is its ~villingaess and ability to bring

suppressed conflicts to the surface where they may be
discussed with a g2·eater opportunity of resolution.

Disagreements and &issatisfa.ctions can lead to re-examination
of basic assumptions and practices, to the end that

adjustments may be made to improve overall effectiveness.

Duke (1980) also expresses the same idea when he says
a basic assumption underlying the Systematic Management for

School Discipline is that conflict in schools is unavoidable.
Not all conflicts related to student behaviour are caused

by students. Many result from inconsistencies, misperceptions

or poor teaching on the part of school personnel.

Conflict is viewed by ~~omas (1976) as beginning whe~

one party perceives that a second party has frustrated, or

is about to frustrate, some concern of the first party.

Duke (1980) gives a fairly wide assortment of student behaviours

that are agair.•st school rules or are contrary to good pupil

conduct. These behaviours often bring conflict between

students and teachers. He places them according to the



•

188

following major categories.
• Attendance-related problems.

Absence from school without permission
Absence from class without permission
Late arrival to school or class
Leaving school without permission.

• Out-of-class problems.
Criminal. behaviour

Physical assault
Theft

Possession of dangerous wea~~ns

Fossession, use or sale of controlled substances e.g.

dagga.

Destruction of property
Non-criminal behaviour·

Fighting (w.i +'hon-cinjl1ry )

Cigarrette smoking
Use of "nuisance ll equipment on school property.

Littering
Loitering in halls or UL~supervised areas.

Fublic displays of affection
Improper attire
Distructive behaviour at an extracurricular activity.

In-class behaviour

Classroom deportment.

Talking or answering out-of-tu1""D.
Disrespect towards the teacher

Disrespect towards another pupil

Disruptive behaviour
Chewing gum or eating
Moving aroUL~d the classroom without permission

Conduct related to academic work.

Failing to complete assignments
Not completing assignments on time

Forgetting equipment (pencil, textbook, etc.)

Cheating on tests.

Copying homework from another student.

Failing to prepare for class.
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With the baffling array of these and similar conflict­
generating problems some teachers have found themselves
unable to focus their minds on how the situation may be
ameliorated. Thomas, the Superintendent of Salt Lake City

Schools is quoted by Ramsey, (1981:21) as statin~ that:

"The truth of the discipline matter is simple.
Everyone has given up. Teachers hide in
their classrooms and eat lunch there and
won't go out in the halls to do any s~pervising.

Frincipals don't want to get involved either.
Scapef-~ating iE practiced by every member
of the education community.

A number of sttggestions culled from literature should be
made in this regard.

• Fu~ils need an atmosphere of structure • The staff should

tak~ Q~~cific overt action to structure a nositive

atmosphere. Schools should maintain ~ositive ex~ectations

for student perfo~ance and behaviour. Any school
endeavour should show pupils that success is expected of
them, that the focus of good discipline is on helping
the pupil in his adjustment and aevelopment in schoo~a.~d

that school autho~ities believe that most pUyils shall
respond favourably to good teaching and fair discipline.

Fupils need to know the rules and that these rules are

enforced in an effort to helping the pupil in his adjustment
and develo~ent in the school. But this is not to suggest

that in a school there should be a litany of ruJ.es aimed at

every possible transgression that shall be punishable. As
Du.1ce and Ferry cited by Duke (1980) observe} if the list of
rules is too long it may contribute to the creation of

behaviour problems by overtaxing the capacity of teachers

to enforce then, thereby leading to inconsistent discipline,

teacher frustration, end the undermining of the school's

credibility as a rule-governed org~nisation.
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Teachers should also make an effort at exam~n1ng the
pupil's perspective on rtues, for they may not always
tL~derstand or share the teachers t justification for rules.
In instances where teachers' enforce rules that are seen by

sone learners as illegitimate and uncalleQ for, enforcement
of rules may provoke an unintended ~~d unanticipated
widespread deviance.

• DtL~e (1976), Powell and Bergem (1962) among other researchers

have, in their research, found a cl?se relationship
between poor perform2~ce and student b~~aviouI problems

in high school. Foor academic performance is to scrne
extent attributable to several curricular :9roblems,
including dull, irrelevant subject matter and content that

is at variance with the level of pupil ability.(i.e. too
challenoa-ing or not challenging enough.) A curriculu:rJ.

may be narrow a~d rigid, stressir~ content at all costs
ana. knowleage first - feelings l~ter. Activity prograrnrues
in which pupils may be involved may be insipid and not
relevant to pupil needs, as~irations and anxieties. rne

spectrun of curriculum offerings may -De ciull and narrow.
In this connection, it is suggested that more elective
courses of special interest to students be included. The

feasibility of introducing career-education ~rogr~es

and work-study op~ortUL~ties and courses designed to
accomodate pupils at several ability levels should be

looked into.

In most schools organised recreation facilities are for

the chosen few. Fu~ils who do not match up to the required

standard in soccer, tennis, debating or net-ball are left
out and forgotte:r.. In SODe cases a negative e"Dithet "Ho::J.e

destroyers" is used vvhen referring to then. It is im!lerative

that schools s}lould open-up more organised hobbies like

photography, drawing, numisnatism, philately, floriculture

and the like. Pupils should be-encouraged through the

school to read popular magazines like "Your Family," "Fopular

~iechanicsll, "DIY" to develo!J r;rofitable money making hobbies
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and relevant school clubs can be fonned. For most pupils
the problem is not how to expend their extra energy, but
what to QO after one is bored with studying•
• The teacher,. as a person, has also been consiaered.Rams€y

(1981) made a close study of student feelings, teacher
observations, and supervisors' perceptions and noted a
number of traits that emerge a~ universal sure-signs of
successful teaching. A discipline-free teache~ is found
to be one that

• hold~ a positive self-image;
• 'radiates confidence;

• remains ever optimistic;
• believes that pupils are basically good 8-~d can succeed;
• stays young by setting new a~d interesting self-goals;

• avoids perfectionism;
• is businesslike, organised and nre~ared eve~J day;

• listens;
• appreciates humour;
• is open and consistent;
• maintains absolute honesty;
• possesses capacity to ~ut his or herself on a feeling

level ?rith others;
is surgent (avoids dullness);

• makes pupils aYlare of his or her awareness of theI!l. a.'1.d
their needs;

~ demonstrates elegance and eloQuence in teachirg in that
he does common things uncownonly well;

• is decentred;
• maintains resiliency;

• expresses sympathy;

• is imaginative and creative
• is fresh in the classroom ever-f ti~e.

• possesses individualised style/flair for teachin€.

Since it may be difficult to understand the aetiolo~J

a.I1d nragni tUlle of 3. behaviour problem rr.echa.nisms that nermi t

all parties to a conflict to be heard are important. Such

mechanisms, be they conferences ~ath teachers and pupils or
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connittees, inspectors etc.) with the student body, can

resolve probleos before the:,!- escalate into me-jor u!,sets.

Most conflicts between teachers and pu~ils can &~d

should be handled at classroom level.

9.1. The Discovery of Conflict of Interests.

9.1.1. Grievance procedure.

The ~ost important ch~r.L~e~ through which to corr~l~~cate

dissatisfactions is a properly constituted griev~~ce procecure.

Such a cha.'!'1Ilel presumes that the pU~il has the courage to
submit a complaint to the teacher for discussior:. J.:ny pupil
or parent who feels that the conditio~~ of the school, or a

decision made by its staff are not fair or responsible must
,:k~se t.h.~~.:t..p~(''l;p;r _~011('P'1""'::pd;.. if he, the teacher; j ~r°f::-'0~~.:i.l::'_1.,?~

or the headmaster if it is a ~olicy matter. Not satisfied,

parent a.~d/or pupil should then confer with the u~per echelons

in school management. Conversely, if it is the teacher who is
~ !};.~ieved, he should confer with the rupil, the heaQrrcaster,

the parents and if the matter necessitates it, confer with

the higher authorities.

9.1.2. Direct observation.

A teacher shouln be conversant ,71th customary behaviour

of his charges, and should signific~~t ch8~~es occur, he or

she is concerned with possible motives. Often such motives

are apparent, as in the case of a trua..."'1.t.

In addition to direct observation of human behaviour,
indirect information from other teachers and pupils can often

give clues to general areas of trouble. Younger and ­

politicised pllyils are more likely to question the status

quo, possibly ~eading to more adverse comments. Absenteeism

and tardiness in coming to school also constitute sy~bols

of protest. Thus the analysis of grievance rates, requests,

and discipli~J cases may reveal general patterns that are

not ap'Parent in anyone instanc e •
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9.1.3. Grine box.

The teacher or school may establish an amonymous complaints
system concerned ?dth the problem of bringing all conflicts of
interest to light. Anonymity may provide the courage to

submit a dissatisfaction wbich shall otherwise go unvoiced.

9.1.4. Miscellaneous channels.
Group meetings may be conducted vdth class leaders or class

representatives who have the coursge and balanced perspective

to solicit complaints publicly. An. individual a.c:ts differently
in the company of his peers and complaints may be voiced out
which othervdse may be repressed.

Unsoli"::ited pupil letters sometimes constitut,;· an

additional channel.

On rare occasions, the informer is used. Employment of
pupil informers is not to be recomme':lded, but this tecJ:1.r1-ique uses
a basic principle of communication. To understand people, they

physical environment. Though the teacher may have the best

intentions in using the informer, that is, of wanting to know

what pupils truly believe without a thought of re~risal or
punishment, the practice is highly objectioTI2~le to all concerne~.

Once other pupils know of the presence of the informer they shall

seek him out with an aim of torturing him and even murdering him.
itIle teacher shall not come near to rescue him. Even the teacher

who is associated with such devious and underhand tricks ~vill not
escane the (r;'~ of' the nUT.iils.

- \~::=".., - -

9.2. Progressive Stages of the Conflict Cycle.

The teacher should. be aware of corlflict·s dynE'.mic nature.

Conflict does usually appear suddenly. It passes through a

series of progressive stages as tensions build. The stages

are given by Fondy (1967) as follows:-

• Latent conflict - at this stage the basic conditio~~ for
potensial conflict e~ist, but have not yet been recog~se~

• Perceived conflict the cause of the conflict is

•

recognised by one or both participants;

Felt conflict - tension is beginning to bU11d between the

participants, although no real escalation of feeli~~s

has yet begun.
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Manifest conflict the struggle is under way, and the
beh~viour of the particip~nts makes the existence of
the conflict app~rant to others who are not directly

involved;
Conflict afterxath - the conflict has been ended by

resolution or suppression. This establishes new
conditions that shall lead either to m0re effective
co6peration or to a new conflict that may be more severe

th~n the first.

However, conflict does not necessarily pass through all
these stages. Also, each participant in a conflict may not

be at the same stage. One participant could be at the
manifest stage of conflict while the other participant cou:.d

be at the perceived stage.

9.3. Stens in handlin~ conflict.

• Receive and define the nature of conflict. The manner
and attitude ~ith which the te~cher receives a complaint

or grievance is very important. He should assume that

the communicant is fair in presenting the complaint.

Statements should not be biased on the basis of past

experience with this or other pupil. The teacher should

not be too busy to listen and should not give an

impression of condescending in doing so.

Instead of trying to deal ~ith a vague feeling ef

discontent, the teacher shoul~ attempt to define the problem

properly. Sometimes the wrong complaint is given or received.

He o~ she should listen carefully an1 with empathy, in order
to ensure that the true complaint is being voiced.

• Get the facts. Facts should be separated from opinion

and impressions. In ~thering facts, one quickly

becomes aware of the importance of records that are

properly kept. In school important records would be

class perfor~ance records, at~endance records, punishments

received for what type of violations, p~evious testimoni~ls,
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te~chers comments, and cumulative record cards. In

addition, with the legg.listic bent that is characteristic

of the modern teacher-pupil relationships, tapes should

be kept of these interviews. One may be called upon

to testify, in later steps in the procedure, if the
issue is not resolved here. It is important that the

~teacher be adept at interview, conference and discussion.

• Analyse and decide. With the problem defined and the
facts in hand, the teacher must now analyse and evaluate

them, and then come to a decision. There is usually

more than one possible solution. He shQuld also be 8.~are

that the decision may constitute a precedent in class
and the school.

There are instances when certain p(,ints of cor~lict

between teacher and stu~ent are important to the teacher's

profession~l position or the stuient's family standing. He
or she may trade a favourable decision for unusual co~peration

in the future. Est~blis~~ent of in:orm~l agree~ents ~nd

c01promises ~ay best be made at this stage in order to

confine the difficUlty to this level.

Aouly the answer. Even though the solution arrived at

by the teacher is adverse to the lea~Qer, some answer

is better than none. Learners dislike teachers who do

not take a stand, ~ood or bad. In the event of an

appeal beyond this stage, the teacher must have the

decision and reasons properly recorded.

Follow-un. The objective of this procedure is to

resolve conflict between the pu~il and the teacher and!
or the school. Discussion and conference are important

t9 this process. The pur90se it follow up phase is to

determine whether the clash of interests has been

resolved. If follow up reveals that the case has been

handled unsatisfactorily or that the wrong cause for

conflict has been processed, then redefinition of the
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problem, further fact finding, analysis, solution and

follow up a.rE: required.

Among the common errors encountered in the processing

of conflict causes are

• stopping too soon in the search of facts;
• expressing opinion prior to the time when all pertinent

facts have been discovered;

• failing to maintain proper records;
• resorting to ~rthority stances instead if discussion

and conference to change minds, and

• setting the wrong cause of conflict.
Use of Student Records.

E\ery parent should have a right of review of his ~hild's

records.

of school records or portions of those records. This
may not mean that tee school must change any record with
which a parent disagrees.

If a. request for a record change is refused, the pa.rent o!'

eligible student has the ri~ht to a hearin~ on the matter.

If no change is made in a challenged record after a fair

hearing, the parent or student should be given a statement

or rebuttal in the school records.
Marks a teacher has given for a student's performance

cannot be challenged on the basis that it is unfair or

reflects poor professional judgement.

Appropriate school staff members, who fulfill a reasonable

need to know should have legal access to student records.

Officials of another school to which a student is
transferring also should have access.

• State education a~encies may have access to pupil records

in the course of t~eir authorised operation, but are

required to maintain confidentiality.
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Material subject to a court order (subpoena) should be
made available without the consent o£ parent, guardian
or designated pupil.

Release of information to other outside parties should
be m~de only with the consent of the parent, or
designated guardian and pupil concerned.

All parents and legally adult pupils should have a

right to be made aware of what records are kept;

right of review;.
right to obtain a copy of any rec~~;

right to appropriate explanation and interpretation
of any record;

right to challenge;
right to file a reluttal

right to £ile a formal complaint if misuse of reco~ds

is believ,=G. ••• - ......... "-~a"--""I'~ a-Y..... -, .• -~ , .....- - - -~ -- .- - - ... - - . • 4": ...

It is the contention of the present researcher that there

a number of situations tbat shall result in conflict between

teacher and pupil. To resolve conflict there should be a

thorough investi~tion into the matter so that resolution
is acceptable and conVincing to the parties involved. Co~plete

records should be maintained so that they can be perused by

whosoever has interest in the matter. However confidentiality

should be maintained in ~ll stages till the matter is closed.

10. InvolvinR Educands in School Matters.

f The present-day urban ~lack child is involved in a

j number of out-of-school movements like Scouting, Y.M.C.A,

religious movements, sporting or~~~isations, political
movements, social organisations etc. where he is involved

in decision-making. In $RC~movements he has to take a

stand for his opinions 8.nd ideas and must subject himself

to a particular set of rules and re~lations out of his o~n

volition. OtherNise he may opt to move out. This experience
leaves an indellible m"lrk in his mind t'·9.t he is a person to
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be reckoned with in his o~n right. But the school situation

m~_y be a completely different organisation. He may be in

school not out of his O'Nn will. He does not ha.ve much option

in deciding on the school he should attend. He is not
involved in deciding who has to teach him what and when, how

much to pay for tuition and how school fees are handled and

managed. As a result in his mind there may be a number of

misjudgements, incomplete answers, questions to which he may

not get satisfactory answers and unsettling and anxiety­

producing situations he finds difficulty in understanding.

All these may be fertile ground for an unsavoury relationshi~·

with his su~eriors. To give but one example, at a High

School in Kwa-~ashu seven teachers asked for a transfer during

the first week of the second term in 1983. PupiJ.s took_ up
arms against the headmaster and the police force had to be
;'.;-.-:~:...;:~r:: -:.~. 't~ qU.Qll the chaos,. _ __ ,_. __.~ _..' _

~ Educands must be apprised in some matters of policy that
touch on them directly and are not very sensitive, delicate

and confidential. Local school administrators are the best

people to judge in which areas of operation pupils may be

involved and to what extent. As examples, we shall touch

on only a few.

A system of pupil leaders should be introduced who

shall be trained on how best they can work together with

certain members of staff in say the following matters:

strategies for the early identification of and early

intervention with pupils who are isolated, u~involved,

or merely adrift in the school.

a ~overning system that accentuates accessibility

to all teachers and administrators.

opportunities for a possible student confrontation

with the school autborities;

an orientation towards producin~ self-induced conduct

cont1"ol.

an e~phasis on productivity and satisfaction for

learners and teachers alike.
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proV1S1on for recognising both staff and students

who accomplish things of interest and benefit.
options for modifying and extending the school
environment to include appropriate learning areas.

Ramsey (1981) sees all these as factors contributing

vital climate that produces good feelings, good attitudes.

and good discipline. They limit antisocial behaviour.

This may be accomplished by setting up a school

representative council comprised of pupils a~d staff members
to deal with touch issues in the school; an effective, simple
student grievance procedure, a periodic open fO~Jm on school

rules conducted by the principal; student leaders elected
by pupils to the sc~~ol committee, granted formal ex-officio
status to represent views of the student body; a committeeI'on pUl)il be..lJ.r..vi~:':';".,.:.:-;.~.:..;,~~,":;f~'~Ji~s' ombud.sm8.~ ir.. the

school.

Coll~borative development of school rules. Creating a

feeling amon~ pupils that they share in the operation
of schools is a key element in the encouragement of

productive pupil beh~viour. (DUke, 1980). School ~nd

classroom rules as well as consequences for disobeying

them should be decided collaboratively among teachers,
pupils and parents (if practicable). In a study of

students attitude'py Moris~ette and Koshiyame (1976)
in several California high schools, investigators

learned that pupils disliked having a few opportunities

for meaningful participation in decision-making. A
study by Buxton and Prichard (1973) involving urban,

suburban, and rural high schools revealed that students
expressed a strong interest in helping with cl~ssroom

plannin~, school policym~king and discipline. Ei~hty-one

percent of the pupils claimed th~t their most violated

right was te~.cher respect for their opinions. ~u.pi~

4- I~lt~ t.h.~t ~ 'stI<ml:d-ha:La._a..-1lCli.ce·--in.. .th.e.,re $(jlution

IOf problems in 'lJhich tb~y pers~nP-l.lY were involved; .'
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Collaborative orientation recognises that educators

and pupils should influence pupils and in turn be

influenced by them. It._ encourages joint d~cision-

making ~mong educators and educands. Classroom observation

~~esearch suggests that teachers who have collaborative

orientation and use indirect influence are more effective
than tbose with a control orient~tion. In a study by Richter

,I"-

and ~josvold (1980).in two elenentary' schools, fourteen classroons

representing four grades with a total of 304 pupils, were

randomly assigned to two conditions. In the pupil participation

condition pupils decided on a topic and major learning

activiti~s with t~e te~cher. In the teacher planned con~~tion,

the teacher announced the topic and activities. Ee then

urged pupils to become involved. Pupils rated their attitudes

and completed achievement tests before and after five weeks

of instruction. During instruction, pupils' peer interactio~s

were observed. Results indicated that pupils who participated

towards school and subject, interacted more positively with

peers, worked more consistently without su~ervision and

learned more than pupils whose teacher made decisions.

Participation in m3king decisions may integrate pupils into

school life and develop their commitment to learning.

Research by TjosvoId (1978 a and b ) shows that pupils'

involvement in classroom decisions has significant benefits.

They feel recognised as capable of contributing to clas2roo~

mana~ement and gain satisfaction through influencing

decisions. These ex,eriences may result in positive attitudes

towards the school and the SUbject. Because pu~ils feel

responsible andknowledgeable about implementation of decisions
,

they become internally committed to tbe decisions. In

p~rticipation, pU:Jils inter8.ct co~peratively towards r:rutual

goal and build ~OU~ cohesion and orientation towards lea~ing.

The positive attitudes, t~e intern81 co~mitment . and the

positive ~eer inter~ction all contribute to high levels of

le~u:nin~.
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• Emphasising p'u..pi~ resE,onsibility. One way of encouraging
pupils to exercising responsibility is to teach them to
be responsible. Teach pupils about rules and then test
them on tnat. Incl.uding references to school rules and
consequences for disobeying the~ in regular classroom
discussions demonstrates to pupils that such matters are
important. Skills, attitudes ~~d content related to

school rules, rule-malcing, and the nature of rule-governed
organisations should be incorporated into the regular
academic curriculun of the schoo1..

Among aspects to be included within the context of the
regular academic curriculum would be the following::

Giving guid~linesfor good spectator sportmanship. That

would include how to maintain self-control at all times;
sho\Y.Lng respect for officials and the willingness to accept

_. - -- - - -

and abiding by -the decisions of officials; a famil.iari ty
with current rules of the game and their necessity for a

fair contest; recognising and appreciating skill in perform~~ce

regardless of affiliation; showing a positive attitude in
cheering, refraining from intimidating and negative type of

cheering.

•

•

•

•

•

•

Analysing val.ues and the ways individuals develop their

own system of values.

Teaching specific values necessary for the perpetuation

of society.

Discussing human beaaviour in general and stuaent behaviour

in particular •

Teaching group dynamics skills t~at can be useful in

resolving conflicts related to behaviour problems.

Teaching school rules and the consequences for disobeying

them. This should eliminate the possibility that students

can claim they are unaware of a rule when they disobey it.

Conducting a sex education programmes. There is ~videspread

-ignorance regarding conceytion, contraception and venerial

diseases a~ong teenagers, an ap~aling proliferation of
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ado;lescent pregtk1.ncies and a growing epidemic of sexually

transmitted diseases. Unfortunately most sex miseducation
is currently taught somewhere between the home, where
parents are mostly out at ,7ork and concerned mainly in
seeing that their families are meterially secure, and the

school, where teachers are in the main concern~d with
rushing through the syllabus and the number of pupils who

shall go through the examinatio~.

~ ~ne Golden City Press (1982) cites the findir~ of the
Sex ~ducation and Information Council in the United States,
that sex education in schools means less teenage pregnancies.
This research shows that in Jefferson Country, Colorado, for

example where schools have been offering comprehensive sex

education for 10 years, the area has the lo~est incidence
... - - - - -- - >~, -- - - - -- - -- - ~

of teenage pregnancy in the United states. Statistics show
that 50 percent of girls a~d 70 percent of boys in the

United States have sex before they l.eave high school. This
study shows further, that parents do not teach their children
the "facts of life" and the information they get is usually

grossly distorted by their friends or the media.

The Golden City Press (1982:i6) remarks that

"Surely it· s time we did something about
it. Ignorance often leads to back street
abortion or unw~~ted preg~~cy. ~e owe
it to our children to teach them the
facts of life, rather than let them learn
by their mistakes. It

A sex education programme should aim at prOViding

accurate information concerning the physiology of sex and

the causes and effects of venerial disease; at fostering

positive student self-images; at assisting pupils in

understanding sexual feelings; at pre~aring pupils for persor21

decision making; at promoting sexually res90nsible behaviour;
at· prOViding preparation for fa.::ilial r8les; at fO~'';ering

emotional maturity; at engendering resyect for hQ~an sexuality;



203

The programme should dispel unscientific and unfounded fears,

myths, oisconceptions, and misinformation.

• Duke, (1980) points out that inviting pupils to participate
in team discussions of behaviour problems' and to help
develop strategies for dealing with troubled peers is a

major step towards the growth of social responsibi~ity.

This should ha.ve a. measurable positive impqct on attitudes-'

opposing va.ndalism and on non-aggressive student relattons
with teachers.

Newmann (1981) has indicated certain parameters for

student participation. He concedes that by definition,
participatory organisations allow individuals to express

their interests and individuality. They increase the

likelihood that collective decisions take the interests of
al.l ;'1"+" ~r:",?f'I1m+.< HIW1P<m?'r,_to advocate student particinat.ion

in school policy and management is not to delegate
unilateral power to students or to relinquish professional
staff authority. Nor does student participation call for

all students to have formal input into all school decisions.

Rather th~~ adopting only political or legal models, it is
positive to design less formal mechanisms for participation.
Students may exercise "voice" formally by participant

representation in decision-making bodies, as well as informally
if teachers continually seek input and show that the concerns

have been taken seriously.

If pupils are to perceive integration between their

interests and their life in school, they must trust their

teachers. But as Newmann (1981) notes, many aspects of the

teachers' role undermine student trust: compulsory assigr~~ent

of students to teachers, large classes, the conflict between
teachers' role as helpers versus judg~ental certifiers of

student "competence, the teac her's ultirnate re sponsibil i ty

to school superiors rather than to students, and, most

import~ntly, teachers' t~ansient relationships with students

~ the sole purpose of teaching a sin~le subject. This
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limited, specialised relationship creates barriers to
. understanding one another as individuals and to developing

~affiliative bonds.

Trusting relationships are more likely to develop if
pupils spend sustained time with teachers on an individual
basis or in small groups, and if they engage together in a
range of activities such as recreation, counseling, housekeeping,

or even the study of more than one subject. Extension of
the pupil-teacher relationship beyond the typical meeting in
a large group for thirty-five minutes a day to learn a single

subject will ~ive pupils and teachers a more complete
understanding of one another. Extended contact generates

a greater sense of communality, mutual caring and resyonsibility,
than conventional transient and fragmented rales.

The present in-class or~anisation is also disturbing
- -

when one views pupil relationships with peers. On the whole,
instruction is or~anised to dicourage co8perative work among

pupils. There is undue preoccupation with individual
achievement. The importance of co8perative work in building

~erson",l competence is neglected. To promote constructive

~ ~orms of communality pupils should be encouraged to listen
to, counsel, and lend support to one another. They should be
spurred on to function in groups to accomplish academic

goals, provide recreation, offer community service, and care

for the school. Extracurricular activities offer opportunities
for co8perative roles that should be expanded to the

instructional ~ro~ra~~e and to other asuects of school life.- - .
After all Blacks are as a cultural group very group-oriented
and group centred.

Eisenberg and Patterson (1979) point out that research

results indicate that c06peration, compared with competition

and individualisation promotes p0sitive interpersonal

relationship characterised by mutual likin~, positive
attitudes towards each other, mutual concern, ~riendliness,

attentiveness, feelings of obli~ation to each othe~, and a

desire to earn the respect of otbers-.
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In addition, co-oper~tion promotes lower levels of
personal anxiety, greater feelings of personal security;

core mutual support, ~ssistance, helping, more frequent

effective and accurate communication; higher levels of
trust among people, more prosocial behaviour, more constructive
~anagement of conflicts, more positive self-esteem, greater
task orientation, satisfaction from efforts and achievements
and more empathy and ability to take the emotion~l perspective
of others.

It follows therefore t£lat when a teacher arranges some

areas of subject matter and school tasks for co~perative

group effort he shall be positively challenging the pupils'
wish-to-be-with-others, and thus helping him enjoy his

se hool work.

The location situation further fosters this group attitude.

Houses are small, often built side by side and not usually

beyond six feet apart. One does not need to shout when

co~~icating with a nei~hbour who is in his/her o~n yard.

Recreational facilities promote group spo~ts - e.g. sWimning,
soccer and tennis. Parks and libraries are more of an

exce~tion than the r~lc. Rivers and forests for individual
walks are not part of the urban location setting.

11. Involvin~ Parents and Other Si~ificant Adults in

Educ~tional Matters.

To ignore or misuse the potential of parent power for
supplementing, supporting, and cementing the school's efforts
in fostering pupil growth is tantamount to a very serious

tactical error. Duke (1980) cites a few studies that confirT

the positive value of pg.rent involYs.:nent. One study by

Spady (1973) found that schools where parents were actively

co.n.c.erned abotlt._tJ.!~--S~~~_i~t;L of their childr.en's education

al~e!!.cl~Cl.._ha.ve..higher levels of student achievement.~

Time (November 8, 1976) reported on dr~matic improvement in
student achievement ::md be haviour 8.S a result of involving

inner-city pa~?~~~ in their children's schooling. Child..------_.."" --"
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Parent Education Centres in Chicago (1973) demonstrated th~t

the achievement gap between students from disadvantaged
backgrounds can be narrowed considerably by developing parent­
teacher-student collaboration on a continuing basis.

~sellarole and Mullins (1975) found that in C~lifornia, students'
attitudes towards school improved as a result of parental
particip~tion in conflict-resolution activities. In a study

by Duke (1978) an discipline policies, it was found that
over half of the high school administrators indicated tha~

parental involvement in re~t~lving behaviour problems was

effeC"7ive. It seems plausible, therefore, tr. afford r:~·rents

a chance to be heard when issues that touch directly on

their children are being debated upon. Ramsey (1981) avers

that to engage parents effectively as partners for better

school climate, school author~ties must overcone three
intrinsic obstacles:

•

•

-
parental fear or discomfort in dealing with teachers
and administrators;
the tendency for parents to evaluate the school on
the basis of their own experience in times of dramatic
change;

the conviction on the p~rt of both parents and te~chers

that t~ey know what's best for the children.

The relevance of parents should seen in the light of

pre-primary school concern for their offspring. They should

provide educative experiences like plenty of toys, pe.rties,

outings and visits during the tender years. The bond should

continue with reading to the child to introduce and whet his

appetite for new subject matter and stretch his listening

and powers of imagination. Serialisation of one of the

classics, suited to age group and getting a resum~from the
child would be a f~Jitful means of finding out what he has

taken in or what has i~prsssed him. The parent should get

the child to read a portion and develop his feeling for the

drama and beauty of good language.

Unfortunately Black parents in urban areas are not
equal to the task. They themselves have not spent enough
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years in school to know what to do with their children. If
they have not acquired a taste for reading one would not
expect them to know what to read to their children.

Blacks are faced with a cultural transition. The often
unnatural demands of South African society are causing the
tra.ditional family unit to brea.k up. In the past there were

strict guidelines as to how a child behaved. Now there are
no such guideline~with tradition and culture cast aside.

~ew families are left intact. Added to this is i.·he stress
to which parents p.~e subje(',ted a.l'1d there is a most unstable

and at times a dangerous situation. The child is neglected,

resulting in emotional, physical and even sexual abuse.

This state of affairs greatly call for teacher-pqrent
exchange of ideas, giving of inforoation and seeking ways
~Yln me>!:lYl Cl nf' "'0J\!,e!,~.tion in the interest of the> _.U"I"ntdn~

child. Teachers can give more ideas to parents as to how

best pupils m~y be helped. Giving time to listen and

discuss tbeir ideas, questions, fears and problems is vit3l
and invaluable in helping them to become balanced and

articulate, able to cope with relationships.

Parents should also show an affirmative support of

school principles by attendance at school functions and

liaison with teachers.

Every few years parents should be involved in school

rule revision. During such occasions, all members of the

school community can be invited to meet together and either

reaffirm their satisfaction with existing policies or voice

their disple~sure. All parents should be sent copies of the

school rules and the consequences for disobeying tiem.

Parents should have an opportunity to re~ster any concerns
_. they might h-;:ve after re.3.ding this 1!l!3.terial. K€:eping parents

informed re~rding school rules should increase their ability

to reinforce appropriate school behaviour at home. Teacher­

p~rent meetings afford pqrents an occasion of discovering

how much teachers care about their children. Teachers see
that parents share m~ny of their o~n anxieties and uncertainties.
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Educators should also keep parents informed about their
children's progress in school. Parents should know when
their children show signs of problems in their children's
work or behaviour. Even indications of improved work and
behaviaur should be noted.

Parents should be given a chance of actively p~rticipating

in school projects and ventures. Those available can serve
on the school's advisory committees e.g. the security advisory

committee or the sch00l communications committee. xhese

committees may be ad hoc or continuing.

Parents and other significant adults in the community

should be apprised about impending school functions and

sporting events. They may then help in maintaining discipline
and offici~ting, say as judges in debates or athletic events etc.

Parents, officii:::.:i..~ U.L t;nehealtn ageOncies and social

agencies, legislators, members of the clergy, legal advisors,
and counselors in various fields should be invited to give
relevant talks to pu,ils, pupils and parents on pertinent

topics. In fact they should be canvassed early enough to

enable the school to draw up a clear ~rogramne.

Some cultural school activities like Shaka.. day

celebrations, may be effectively organised in consultation
with parents and community leaders.

School personnel should note that developin~ an active
parent-involvement aspect requires a good deal of

administrative energy, initial time commitment, and

organisational support. Parents need to be trained in

decision-making and planning. For a fully functioning

advisory committee, Ramsey (1981) provides the following
framework.

Define the degree of influence and the area(s) of

responsibility. There must be a:common understanding

of the meaning of the term "advisory'·.
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Limit the focus - define the charge.
~scertain whether the committee is to be ad hoc or

continuin~.

Determine membership parameters (e.g. proportion of
parents, teachers, adffiinistrators, students, etc, length
of the term, selection procedures).

Identify leadership.
Establish operating rules:
Provide: adequate and appropriate background information.

Teachers and parents must develop cooperative, reciproc~l

communicative systems that become mutually advantageous for

each. Parents should be made aware of the purposes of the

school, the methods employed to teach, and expectations of
the child. Through initial and continued intera.ction between

teachers and parents adjustments are made for the child in

incorporate the parents' interaction style with childre~and

parents can begin using certain teacher practices in the
home.

In parent-teacher associations parents learn that their
attitudes towards, performance in, and attention to intellectu~l

persuits in many instances will be reflected in their childreh's

behaviours. They must be made aware that appropriate

modeling, verbal explanation, concrete examples in simplified

steps will enhance learning. They must be informed of the

nature of young children who are constantly changing interests

and activities, and that undue, forced teaching may produce

harmful results. Parents should be warned that if taey
behave in restrictive and rigid manners they'll likely breed

compliant, obedient, conscientious, and relatively

overinhibited children who will develop dependent-prone

personalities.

When parents enter a co~perative education~l with schoo:

personnel, parents should not be delegated secondarJ rales

in providin~ for the welfare of their pupi~s. Teachers
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should use information supplied by parents or gained during
home visits to estab~ish an appropriate educational c~imate

for the child in the school.

This ~ast section of this chapter highlights and
emphasises the important ra~e the parent has to p~ay in
school affairs. It is an incontrovertib~e fact that with
parents joining hands with teachers in the task of moulding,
assisting and giliding the child to worthy and responsible
adulthood, a safe and secure future for the not~yet-adult

can be expected and a spirit of bon accord between pupil
and teacher may be facilitated and improved~

In the words of Scholtz (1973
..Elke ouer het 'n bydrae om te ~eV'ler deur taJ..ente
en gawes, deur hulp te verleen en aan te bied.
Elke ouer se wesent~ike belangstel~ing en
teenwoordigheid, wanneer nodig, kan hulle skool
en hulle kind net bevoordeel.
Die lew~ Va.J.i~c:.o :i.:::;- J..iia2.:l:. i,a2I:"i:Jik "Ti efdeloos-hi er,
met samekomste, leer ouers mekaar ken, leer
onderv~sers en ouers nekazr ken en waardeer, en
strek wedersydse gesprekke net tot voordeel van
die kind en van 'n mens self. It

. 12. Conclusion.

In tnis chapter a look has been taken at wh..at C8-11. be

done to malee the pedagogic relationship more enriched and

of benefit to the Black child. Implicit in all the chfu~es

in the life of Blacks is the grovling importance of the
school. Farents are no longer the sources of the knOYlledge

and skills to be transmitted to the children. ~~ey nust

share the authority that springs from superior kno~ledge and

expertise with teachers and vdth their ovr.n children.

Teachers, by virtue of their training are best able to guide

the youth. This is possible if the pedagogic relationship

between educator and educand is held together by the need

for love, security and continuing perso!k~ aevelopnent.

In all this teachers can be assured of success if tney work

in collaboration and consultation ~ith parents. Teachers

are in loco parentis.
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ClLU'T3n VI

SU1dlliA.."liY OF Th~ STUDY, RECOI;]'iIENDATIONS AND SUGG3STIO:'iS

FOR FURTHER STUDY.

1. General Orientation.

This study establishes that the urb2.TI. school is in a
situation where it should cope with educating children fro~

an environment 'where parental influence is at a low ebb.
In most honesteads parents are at work for the s.ccater part
of the day. Children are left to the care of surrogates
whose efficiency in the taa~ of bringing up children cannot

be .guaranteed. They lack expertise or experience, and veri"
often are not in touch with the latest trends of child
nurturing.

The urban enviroTh\lent itself is far too complex for a
people not yet far removed from the traditional ways of

life. The western cash economy rath its profit motive
greatly affects m:"banites. AmO!1..g other things this type of
economy fosters excessive individualism; promotes t~e

competitive rather than the co6perative instinct in man and
promotes ineq-qality. This is an. economic system. that feeds

on very limited resources, tb~s success depends upon how

much of these resources one C2-~ grab. Each person is free

to develop his econonic potentials to the limits of his
possibility. Pis success is entirely his o~m. For an

educational system this has posed some problems. One problem
is the over-empmsis of attain."1lent of skills rather than

education. This shows itself in the concern for trai~ng

for the most needed types of m~~power for econoDic growth.

Attention is on 'high level' ma...~pOYler a!ld. the unskilled

workers in cities are nobocy's concern. Teachers, therefore,

&re inclined to concentrate their energies on pupils who

h.c:.ve a greater potentialit~r of lIme.king it." T'ne less
intellectually endowed are only toler~ted in cla~3. These

are people who sh~l feel isolated, neglected and frustrated.
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They are more likely to tUl~n against the school system and
hence generate conflict situatiop~ in schools.

It should be pointed out furthe~ this emphasis on skill
ac~uisition neglects an all-round education for the child.
Lesser and lesser interest is ta~en in instilling in the
learners an ability to develop an ethically accepted
personal value system. Cognisance should be ta~en th~t the

urb~~ home in locations and slums does not easily succeed
in this task as there is wide array of conflicting value
approaches a child leQXrill from peers, hostile location gangs

and a culturally heterogenous population of which they are

P2Xt. ~eachers have a sillo~larly important task of fosteriTIR
value education in le2-~e~s.

The urban population, being culturally hetel~ogenous,

patterns ··udacceptable to the pnilosophy of life of his
~

peo~le. Blacks, as a peoyle value ooecience and respect for
elders, be they relatives, visitors o~ strangers. Resyect

~.engoes further to deoandthat t:i.1.ey be glneeteo. politely
an§.....ll.'Li mmoJ"'<:>.J actiO!lS- J j lee. showinF"....cL love_.by i;heycung

betvlPpn ..tb.~L§exes, in their "'Orese~~e. :Blacks v2..lue coBperation
and a spirit of sharing what one has v-dth the have-nots.

T!J.e;r Qgliev~ __i:tLX.~~:2e~t for human dignity. Resources
produced by joint efforts are for the benefit of all. Blacks

have a high reg2rd for people who are self-reliant. Diligence

and resourcefulness are highly prized in Black cu..lture. Zulu
expressions that convey these i(le~ts are "Iia leziv{ula lidli-:i8.
yizihlakaniphi. It (T".ae fort1...me of the unwise is enjoyed by

the cleVer ones ~ :IUmuntu udl2. izithulmthuku zal-:he. ft (A
person lives by the sweat of his brav;.') 11 Isihlglano.m"mnye

sizodla 8.oaj'78.bu. it (Those who keep in one place (not

progr"~ssive) feed on the folis of their s~cins.) Blacks are

~_ ver~r religious peorle. Tncy honour their their Creator,

0illvelinQangi ~~C all those in co=muxdon ~ith him. DurinG

instances of tribulation 2nd distress they slaughter a beast
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to appease m1.cestors. In times of drought the whole tribe
becones involved in ploughing the field of uNomkhublu~ane.

Bravery and protection of the we8k is high on the Black's
scale of v2~ues. ~lese are SODe as~ects of the Black

Rhi1osophy of life that should find a ~lace in Black
education.

Today's children in urban areas have lots of pressures.
Eioscope films, attitudes of present-day society, cheap
novels and periodicals, music played by the radio have all

cOTImerci2~ised sex ana made it something fashionable. To
be fashio~-able they COnfOlill to these pressures. ~nese

children start searching for ansners &LU there is no one to

sUPIlly then at hOr!le. Schools are high on giVing rttles
which, vlhen tra...~sgressed, spell punisr..::..:.ent. This nee.....71S there
is a great need for guid~71ce teachers to help these children
through this phase.

Sc~o01s 2na ~u~ils axe so concerned witn book lean~ing

because it is directed at passing eX8Dir~tions leading to

certificates and di.-r::loD2.s that are autoI!latic -cass'rorts to
.... .L .:...

attractive s6~2ries 2nc syeci8~ status rather thfu~ service
to the community. Ever~vhere the enphasis is on acadenic

qualifications more th2n on :proven cOD~etence, c~aracter

and a desirable >'fork attitude. 3:i~8IIliD.2.tions are at

present in the ultinate end a test of the po~er of

inforaation retention. Kultiple-choice questions based
on inforI:lation from a yarticular bock or a handful· of

k110~n books are the order of the day. Such questior~ do

not and can never even pretend to t2st character and

interest to serve the co~JitJ. As seen by Mcinpelu (1981:115)

11 ••• education I!lust inculcate and reinforce
the traditional Afric~ socialist values of
equality, cotl~erativGness and self-reliance.
It has to foster the social goals of living
together. It must involve the young in the
develorment of their society in which all will
share fairly in the good and bad fortune of
the group."
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This is the type of education Blacks need. If children
are to find value anc purpose for bei~~ in school, even
though they are not too intellectually endowed, they Eust
be taught in such a way that what they learn is li~~ed to
the aspirations, ex~ectations, and anxieties of their

community.

Black urban children live in congested homes where, in
some of them lighting is very poor. Some pupils commute to
and from schools. V(hen they get home it is late enough

to settle do~~ to do schoolwork. Household chores need to
be attended to. In other homes there are other _me~s

their parents are involved in to generate extra income.
School going children are expected to lend a hand in these

tasks. This menns that teachers should be particularly
.. ~bs.erlant of :r:t:~.ils~·whG-··often sho'iVsigns of 'lei;i:a::-gy al1Ci

are drov7Sy d.u-T'ing the earlier part of the day. The present
resea~cher knows of a fellow pupil who was always half-druL~

every time he came to school. Follow-up investigations
show8c that at this boy's home a Zulu beer concoction

n~iqathalt was brewed pnd_ilQ1a. Hi s moth:e:p·--M4-~_...:P.r::gJ2g.F~_ .

nutri:tioas brecld'.as.t..f~r~·hiBb.···~·g&,<w- :EilLhi~~.t..Q.~ch

before going to school he had to resort to the beer concoction.

This stows. the importance of tile "teacher' s ..kn.ov.d.ng the

background .of hislearne::s...and working hand-in-hand with.

-paren.ts.

Sometimes unacceptable behaviour in school may not be
socially based but may be caused by an incipient illness.

Tclre the case of a hyperactive child s~~drome. In this
syndrome certain behavioural characteristics are viewed as

analogous to the symptoms of a disease. Among these are

high activity level, i~bility to sit still, fidgeting,

irnpulsivity and distractibility. Also listed are short

a~tention spen, frequent fidgeting ~~th peers, failure to

res~ond to disci~~ine, ~~yredictability, temper tantrlli~s,
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~~d academic difficulty in school. (Ross, 1980).
\rith narents to help such a child is imperative.

Working

Farents

can provide consteJlt background factors and can add

t]1eir own social reinfor..c.emen:t.-iu .h~lping the child.

The physic9~ living conditions of the urban child

relate also to his enablement to do his homework, in a

satisfactory manner. Not satisfied \~th the child's

homework the authoritative teacher may resort to punish~ent

VIithout achieviI'l..g desired results. Educationists have

always found home-work giving a pedagogically sound r~inciple.

However~ Dreikurs, Grun',vald and Iep:;er (1982) observe that

"Enforced homework he,s little educational value.
In many cases, the time spent on imposed
homework is wasted. The child does not learn
from repetitiouunless he h~s erasped the
mear.'.ing of what he is doing. lliere mechanical
repetition without underst~~ding is futile.
In too m~~ cases the children see no value in
the assignment and consider their task busy work.
Very often it is exactly that. All the child
learns is to hate school and the teacher. It

Now, if one looks at some objections to homework raised

by Corsini (1979), one feels that some of them are quite

pertinent for the urba~ Black child. e.g.

• It leads to lyiI'l~ ~Ld cheating. ~nilcren will say

they do not have homework when they do; an.d they will

copy from one another the answers. Wnen asked why they

didn't bring in homework they shpll give all kinds

of tales.

•

•

•

Homework may distract from chores and other home-related

activities.

Bright children find homework a meaningless bore; dull

learners just do not know how to do it.

Homework c~not _ce done effectively in many homes;

there are too ~~~y distr~ctions.

Iupils may ask pa~ents for help, but their help may not tally

with the .teaeher's ._ methods, alid cause confusion.
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Homework interferes with a pupil's social life.
Most pupils do homework mechanically, not caring,
just wanting to get it over with. They don't
enjoy it; it is just a chore.

Hence before a teacher decides to give homework to his class
he sho~d first clarify his mind as to what he wants to
-achieve, if children will find the necessary meav~ and time

to do it, what other load children are cc.rrying a.."ld such
other ~uestions as may be pertinent depending on the general
si~uatedness of the chiliren in his class.

In Black urban areas going to school is a matter of
course, for number of reasons. Some of then may be as

follows:

•
parents. A parent whose children loll around at home

~ay be co~~idereQ a failu=e in terms of discipline
anu suffers fron poverty.
There is not much. children can do around home. There are

,
no ~attl~ ~o ~e looked after, no, fields to be
plougheu, water-tars are usually just around the corner,

•

fire-wood a....""1d coal 8..re bought from shops near-by and
preparing fawily Deals does not usually require

laborious and time-cons~~ing activities. So, if children
do not attend school they just become a nuisance in

the community.
Very often there are no responsible yeople to look

after kids at home. Kindergatens ...and cre.ches are few
ancl far between. Tnat is .,,;hy some parents play all

sorts of tricks to Eet their under-aged children to school.

No urban parent likes his child to end up in a pool of

th~ unemployed because he is unskilled. t~~~ of the

urban Black :p2.I'ents are themselves unskilled cw.'1G. some

illiteTate. Tney kno~ the difficulties and

humiliations of an unskilled work-seeker. Out of love
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•

scho.olwo~k. They beco1"'l~Lineffi~i8.!1t-..a.J.d_-ineffective. T:"l.B

corollary to that is that pupils revolt against the school
ani the teachers. It is therefore necessarJ that such
teachers ta~e a closer look at neer-tutori~g as helpfu~ under

these conditions. A..71 ancient dictum is "Qui docet Qiscit. 1t

(He who teaches, learns). So apart from easing the teacher's
shoulders the tutor also gains. He also enjoys responsibility,

status in the eyes of other pupils, attention and reward
from a~ults and respect from peers. Tutoring a younger

child Day help the tutor learn to be nurturant and to tE!.ke
responsibility for another person, which may foster more

socially mature behaviour in general.

Students involved in tutoring others develop a sense

of responsibility. Students and teachers develop a common

bond through the achieveoent of a co~on purpose. The

student is able to ap~reciate some of the concerns of the

teacher, while the teacher cones to place nore confidence

and have more respect for the student who is prepared to
and undertakes to help his fello~ students. Thus the entire

social climate of the school is c~nverted fron one of

comnetition to the one of co-operation in pursuit of learning.



224

Concern for each other generates in the students an ability
to be 0f ~h~t he says and does. There must be a recognition

that each person has a place, that his i~eas are valued and
his positive feelir~s relevant.

This method greatly increases the total amolU~t of
tec.ching in the school. T:'1rough advice to the tutor the
teacher can provide many more individualised learning

experiences. Further, the one-to-one relationship provides
immediate feedback to the pupil's responses.

Given the fragmented natU21 e of modern urban life - its
growing human isolation, the nuclear family, the high
population mobility - the school C2~~ exert a countervailing
in:fluence. It can re-emphasise the basic roots of Black
_culture: good neighbourlip.ess, sep.se of commupity ~'l')0 concern
for the newcomer and the less endo~ed.

~ne school's potential in this task as described by

many educators a-~d enpho.tically empl~sized by Bronfenbrer~er

(1970) can be summed up as the pcssibility which the total
school offers in the developlll_ent_ of the child:-is th'e~ active

involvement of the old.er and subsequently, younger children

in the process. For the preschooler an older child,
particularly of the same sex, can be a very influential

figure, especially if he is prepared to spend tine with his

YOUL~er companions. ~xcept for the occasional ro~chronism

of the l-roon school, tris reSOUTce remains almost entirely

unexplored.

Another way to ease the heavy-load on the shoul~ers of

teachers would be to use retired teachers and other comuetent

adults in school. These people c~~ give secretarial

assistance, assistal~ce with supervision in sporting groU-~ds,

narking objective type aP~~ers, ~ssisting with instruction

in small eroups. But callinG in helpers from outside the

school shall need the co-oyeration of e~l people involved
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in the school system. So the school vdll h~ve to follow a
number of steps that lead to such an involvement. Such
steps would be:-

•

•

•

•

•

•

Members of st2ff must discuss this issue thoroug~ly,

looking into the values and possibilities of this venture.
Opinions of parents and school committees, the
inspectorate and other interested people should be
sought.
Specific types of involvement desired, based on the
defined needs of staff m~nbers should be clearly
delineated and lucidly stated.
A plan to match the needs of staff with the resource

pool available in the comrm..mity should be worked out
in the finest detail.
Once the volunteers have been identified and invited
they should be orientated to the task before them. If
they are going to worlc 'lrith pupils, they will need
help 'In.th we..ys to deal with pupils, what to do should

their responsibilities be unclear, the importance of

confidentiality, the professional approach, and other
such issues. They shoulL be apprised of the paramete~s

of their participation.
Feriodical meetings \vith teachers ~~d school committees

should be regul~ly scheduled. In these meetings will

be discussed problems and shifts in resFonsibilities
o.~ng to emerging needs of pUyils, staff and volunteers
themselves.
There should be a periodical evaluation of what has been

happening ~~d change direction as necessarJ.

Educators and the puplic have always had a deep concern

for the wholeso~~ness of the school environment in which

learning takes :place, as t:'le Cluality of the climate can dQ

much to foster the ac~ievement of school goals. A wholeso~e,

stiI!lul:.::.ting and productive l€arnin,g- environment con~ucive
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to academic achievement and personal grovvth of youth at

different levels of develo~ment should be provided by the

school. At school pupils should ex~erience a sense of
personal worth, they should enjoy school life and gain
rewards Irom participation in worthwhile and productive
activities. Use of volunteers gives the members of the
public 2n opportunity to contriQute their ideas ,and know
that they have been considered. Conversely, relieved of
some of their onerous tasks teachers shall be more positively
related to t~eir duties, for the greater benefit of those
they teach.

Educator-educa11d relationship is affected also by whether

)""») the teaclLer._. ; s eQ.ual to h..!;?.J;ask o~_~~ot. This consideration
leads us to take a look at teacher training education. It

___~ i,~_ ?-§,to~unc1.ing that teachersqualif::r only
a few weeks of cl~PRroca ~xpeF~enceQuring their training.
Teachers are not trained to deal with the immediate pressing

F.IObl.elIl.S_~9fthe schools, like school vandalism. and violence.
S'4ills needed by a teacher are essentially those of dealing

vrith people; pupils, parents, co~mur~ty people, fellow staff
members and other signific~t people. These skills are not
tested for in teacher training exeEinations. It is recommended

that a teacher should s~end at least a year of aDnrenticeshi~

in a school before he csn be certificated. ~

The arguoent behind this recolomeuQation is that the

place to learn to be a teacher is in a school. leople who

can tell the aspirant teacter about the real world of schoa1

a.:re~the-e.~~_teachers, adninistrators, and guid:=lnce
teachers ~ those on the srot involved vrith daily problems.

The school is also the place for input into the training

process from pupils p~rents and the community representatives
~taose who have the most concern with the pupils emerging from

schools. A student teacher would les.r::t. to teach by teaching

Ullier competent supervision with frequent opportur0ties for

discussion of the events of the day vrith supervisor 2Jld

colleagues.
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One of the skills notably neglected in the teacher
training curriculum is that of performing as a ffieEber of
staff. The result is that many teachers revert to behavioral
patterns reminiscent of adolescent days. The most recent
glaring example of such behaviour is that one of four
Sow~to teachers suspended by the Department of Educa~ion

and~ning after six pupils claimed they were raped by a
group of teachers in a classroom. Iupils allege they were
raped by their teachers and other unidentified peo~le during
an inter-school visit. ~ney allege they were forced to
drink alcohol, were beaten, and forced to have sex under a
table in a classroom. (Rand Daily b~il,..,----V{edna~day September

~ ~7, 1983 p.1). Another example of unprofessional conduct
would be rebelling endlessly against authority or pitting
~~_FUpils agai~qt the beqd-master of other teacher~~ ~~

~Le subculture a teacher encounters when he accepts a

position in an urban area may be vastly different iron his
o~n or from the one he is accustomed to. Conflict in

life-styles may result in traumatic ex)~riences for both

teacher and pu~ils. It may well preclude the possibility
of effective communication and mutual understanding. As

a result, the teacher sh2~1 tend to see pupils before him

as shiftless, lazy, dishonest, d.isrespectful and immoral.
Iupils are quick to sense feelings, even if they are not

verbalised. They are likely to become either ant8~onistic

or apathetic. The teacher often becomes disenchanted, the

pupils alienated. To correct this lamentable situation it
is recommended that prosnective teachers be' given exneriences

upon ~nlich to base realistic perceptions concerning the
environment and life-styles of urban children.

Intensive preparation rels.tec_ to sociopsychologic2.:i.

needs of urban children must be an integral part of

pre-service eQucational progr8-~es. Seminars with personnel

from public <?..nd private agencies concerned vdth problems of
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an economically disadvantaged community should be arranged.
'These seminars should be colfordinated with fie1.d experiences
designed to provide an opportunity to reach tentative

solutions to educational problems encountered in the field.

~n fact it is high time that sociology of education should
find a place in the college of education curriculum.

of Violence;
the less value students have in teacher's o;ip~ons of

The question of pupil-teacher ratio in Black schools
has been repeatedly harped upon by a number of Black academics,
but not much heed has been taken of this factor. The size
and impersonality of the schools are important factors that
differentiate violent schools fro~ safe schools. Bybee

_ • _)- - v

and Gee cite three research findings froo the Nationc~

Institute of Education (1978). ~~is stUdy found that
• large schools have greater violence towards property

and slightly more personal violence;
the more students a teacher has, the greater the &~OtL~t

-----
them, the great the property loss.

These findings are very pertinent to the situation in
Black urban schools. Students admitted ~t so~e of t~ese

schools are too many. Teachers are not many enough to control

the big classes. Small grou'IJ instruction is a luxury that
cannot be afforded at present. School violence and malicious

destruction of property is escalating. Parents are not

coming forth with opinions and suggestions as to how the

situation can be remedied. HOTIever, the sc~ocl should be
a shared experience with st2.ff, pupils and parents; a

collective enterprise that demands the support of everyone

concerned. Ndaba (1975) mentions in his study, among other
things, t'h?t it 8.1'"1TJeared that more than 54f: of all school principaJ

interviewed were Iar"too heaVily loaded with teaching duties
... - -,

coupled ~~th administrative responsibilities, ma~ing it

i...-npossible to fulfilJ. their to.zks properly. He says also that

there is an explosion of. pupil nUmbers at scho~l~ since
the ~eacher-pupil ratio in t~e schools investigat~d
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was 1:59 rendering individual attention practically i~possible.

In more than half of the schools he investigated proper
classroom accomodation was inadequate.

From the foregoing it is recommended that the pu~il­

teacher ratio be reduced to 1:25. With the nm~ber of
Colleges of Education increasing one hopes that. there will
be a bigger pool of teachers to be emyloyed. Using
volunteers for some tasks at present done by teachers, it

me~~s teachers can 'devote more of their time to professional
activities.

One other area that affects the student-teacher ~--­

relationshi~ pertains to school rules and school policy.

School conflict then arises when t~ere has been a violation,
a school rule, po.Lic.l u:l:

In line v~th Bybee and Gee (1982)

facto~s in ecucational conflicts
expectation of behaviour.
the follo~~ng situationRl

can be pointed. out.
Control. For nany educators decisions concer~~~ the
classroom or school are not to be snared with students.

T:l'lis tendency is in keeping vd.th the :Black phi:_osop:hy

of life. Children in Black society are not usually
.....consulted. on :parental decisions. They are not expected

to question their parents on those decisions. But

urba-~ children are ex~osed to a number of organisation
like the ~uth Brigade, 30ys t nrigade and others. So

if teachers do not consider them on classroom issues

th~y feel ignored. Conflict results 'Nhen students

~t to aS3lli~e some decision-d~~ing power.

Reynolds (1976) is cited by ~eigha-~ (1981) as pointing

out that conflict bettieen yU~ils and teachers is continualy

fuelled by the atteE~t of the stsff

• to exercise control in areas of the pu~iives waere

they expect :;utonOTIl7, SUCD. as in oehaviour outside the
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school, and in some aspects of their beh~viour inside
.. l ~., c: "';- ::_ 'I !' ! t

it. In a school like this one theY-'--ll be no truce.
Iupils see teachers as using illegitimate authority,
and they are less likely to be responsive in other

areas of school life. Teachers vdll tend to res~ond

by increased coercion,~.dingto a reaction in ~~
alienated pupil body.

Preferences and Expectations. School personnel a~d

pupils may have different preferencas and expectations

of behaviours, and different means of achieving goals

~~d activities. Relsted to ~references and expectations

are the values end beliefs of educators and pU~ils.

Environmental facto-"'s. This category includes such

intangibles as school climate and some verJ tangible

things such as architecture,colours, dark syaces, and

many other physical conditions.

Brain8~d and Fox (1973) note the followi~g factors as

comprising the school's climate and determine its quality.

• Res~ect. Iupils should see themselves as persons of

worth, believing that they have ideas, and that those

ideaE ~e listenec to and mclce a difference.

• Trust reflecteu in one's confidence that others can

•

•

•

be co~~ted on to beh~ve in a way that is honest.

High morale.

Opportunities for input. Lvery person cherishes the

opportunity to contribute his or her ideas, arid

know they have been consitiered. A feeling of a lack

of voice is counterproductive to self-esteem and

deprives the school of that person's resources.

Continuous academic and soci8~ Ero~th.

Cohesiveness. This qU2~ity is meas~rred by the rerson13

£eeling tow~_rds the school. I~~embers should_ feel a nart

of the school.
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School rsnewal. Tne school as sn institution should

uevelop improvement projects. It should be self-renevang

in that it is growinc, Qevelo~ing ana ch2nging rather
than following routines, repectine previously accepted
proccclUl~es and striving for cJr:-£ormit;r. The school

should be able to organise improvement prQjects rapidly

and efficiently, v.ath an absence of stress and conflict.

Caring. Every individual in the school sholud feel that

some othej' person or peT~on8 2.re concerned about him

as a h1.Elan being.,

Most corJlicts between pupils and t~eir te2.chers can

be resolved t~Iough discussion. However teachers should be

ultra-sensitive to negative consequencos. They should

-~..::.;;-;;:;-;. 7'-"'-"0 -:v t) .:oercive, threatening or ag6.L't::~b~v-t:i~illeans

of resolving confli~ts. Stringent measures generate more

cor..£lict. A number of cO!1.£licts can be prevented through
understanding the motivational and developmental needs of

pupils; clari1ying rules and policies. It is ~atently

imyerative th2.t ectucators beco::Ee a~'\'are 0:[' enviro!1.Jilent2~%

educational, and situatior..al factors th2,t contribute to

conflicts.

The teacher himself may be a possible blight in the

educ2.tor-educand relationship_ There are a number of teaCheI'3

in t~e profession whose certificates are not worth the ~aper

used. Eany of them have entered the rallies of the teaching

fr2.ternity through a series of failures. In Black society

it is corrnon practice to divert to the teacher training

institution learners who are not mcl~ing much of a success

academically. Untill recently, a matriculation certificate

was not re~uir8d as a pr8re~uisite for teacher trair~ng.

Eatriculc"tion has been a stu:ncling block for many Elaclc pupils,

so going for a rrim~ry te~chers' C~11rse was one way out to

securin6 a pr~~essio~ that kee~s a person respected in society.

Even failure TNith degree studies has influenced many to
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branch to secondary teachers' diplo3a.

Some students OOV9 into teaclring simply because their

parents cc~~ot afford the financial costs of letting them

follow professions of their choice. As teachers they earn

some money and t~len ~roc8ed to other studies that interest

them more. Even liberated house~ives who, because of the

frustrations of the indolent life within the houst, want to
go back to work to fulfill themselves or pay their children's

college and university bills go for teachir~. It is better

th~n clerical work, hours are shorter, E~pervision is not

too close &iQ there are lor~ vdnter and s~~er holidays

with full pay. In Black society there is a lot of rl~ying

at education by employing as teachers mediocre ~~d _

1Ll'1enter::Jrising_ 9~"Y'pnl1C: t;ot~lJ.y_1.1.nT~_t: f(':::' other high

occupatior~. ~nese are people who sh2~1 f~il to let their

being emerge in the educator-educand relationship. They

cannot let the bei~'lg of the pupil and the being of the world

shine forth. Their teachi~g endeavour fails to focus its

attention on hel~ing every child to unfolu t~e best in him

as an inuividu~l and as a TIorthy member of his 3lack society.

Fupils are not adequately and professionally helped to

understand. themselves b~r discovering tb..eir oym yearnings,

interests and capacities. ~hese teachers will not be interested

in guiding pu~ils formulate their oT,'m goals anCt make plans

fO:'1 realising theI:l. It would be demandin;- too much to

expect pu~ils taught by such teachers to evaluate their

progress ~dth reference to self-actualisation and to notential

contribution to the welfare of their society.

A teacher, worthy of the n?~e, should have a good idea of

his o~m v8~ues and has a sense of a lli~que, cohesive anc

integrated self. HB lhLQerst~~ds th~t so~e ~eo~le m~y or nay

not share his teliets 2.n(: values. Thus he tend.s to be

acceptinE of othe~s, 3.voi(iil1.;'3" ;TID.~:in,_~ rash juCgements. Ee

shoulQ be aware that gro~nft 2illQ c~ange in all spheres of life
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occur throughout a person's life. He must have a true

interest in his ~urils &~d exnerience a genuine satisfaction

in seeinG his cha~ges grow and develoy ro~d E&Ce positive

ch~.ges in their ~ives. GOOQ teachers have a primary
responsibility tOYiards the PUI;ils they are leading to worthy

adulthood. This is acconp2Ilied by a sense of socic_l

responsibility in which the teacher acceptsas a social nonn
the concept of the a<lult knowing the way ahead helping

guide the child to adulthood. Devoting time and energy in

helping children indicates a f~~damental belief that those
bei~~ helped do hE~e the ability to attain maturity and

social competence within the cultural norms and dictates of

Black society. As mature adults, teachers should know thetr

limitations. They must develop a good sense of 'ways in which

t:'':'t:":,' '0ar.l ~i2 cannot help their' charges.

The role of education 2nd expectations held by Black

society fo~ t:heir teachers is very d~ra"lding. Teachers are

no longer e~yected merely to provide children with certain

basic skills and facts. ~~ey cannot be merely ~~ardians of

the status Cluo. Neith.er can teachers assum.e t!le role of

interested bystanders who si~yly co~rdin2te the creative

endeavour of ina.ividual puyils. They should present

information, raise new questions and hely pupils reach

solutions in h2.rrrlony with juo.gem.ental criteriF_ that are seen

as applicable. Teachers should serve as co-ordinators for

COffimlmity action to assist i~ the clarification and

development of pupil values, to prOVide a~areness of the

ecological perils fscinC our ~orld. n1ey should beco~e

directors of a continuing research effort in which ~UTils

share a progressively increasing responsibility. ~~ey
-~---~-

SP.Oul\l un6erstan<i th~J-r pUIJils' attitudes~insec1~ities,

asr,irat~ons, expectations ~~d ar~:ieties.

Rea':.ising that some teachers Vlho em.erge from tl':e !Jrct~e!1t

colleges of ~ducation are not equ8~ to the task of CCDf'etent
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discharging of appropriate educatioTI2l servicGs according

to existing professiol~l standar~s 2~d noting that soce

teachers cay find teaching =rustrating and nerve-~Tecking

it is recor.:rrnended .....;e try to identify those ESl1irant teacher­

trainees ~nlO are more likely to succeed in the classroom

and who will remain in the profession for years to cone.

This can be done by checking school rrogress of'the aspirant

trainee up to the tine he applies for teacher training at a

College of Education. lie should also be given a test on

career preparedness and vocational as~irations \rith reference
_ to teaching. Such tests are not in existence at present for

Black teacher trainees. So professional help of psychologists

and psychometriciens shoulQ be sought in this regard.

It is also recommended that headmasters and dep8rt~ent

heads periodically jointly formulate evaluation records of

te~chers in thei~ charge. Tnese records will prOVide

invaluable data when such teache~s are considered for pro~otion,

transfe~, dem.otion Ol' expulsion. Teacher appraisal for

coopetence has its foundation in t~~ee necessary conQitions:

•

•

a group of teachers who are motivated to achieve

educatioTI2~ goals.

teachers ~ho have the ability or capacity, physical and

me:'ltal, to perform; ana.

teachers Vhl0 underst2~d clearly the demanus of their

occup8.tion.

~aere any of these conditions are missing, pe~forsance

a:9praisal v/ill be ineffective. 'l'his vie':; p::-esu.r:.es th8.t

te:?chers, li:Ce me 5t worke~s, res::'ond to the teachine

envi~orr~ent on the b~3is of ex~ectations about the

consequences of t~cir Rctivitiss, t~e effectiveness o~ t~eir

ventl..rres in o"ut2..ining 8. l~esu-lt U'l0 t:'le vB.lue t:'ley attach to

the perso118.1 &1.d social re T.7arUs a:3soci8.t 3d 'Nith 2. resu-lt.

A teac~ler Tllust h::we CQuse to lA'lieve tI'J.2.t increasect e~Tor-L

in f:?.ct leads to better :geri'orr,tc.nce.
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It is vital, too, that inc.:'ivic.u:''1ls believe that

irr:_Toveo_ perforruance shall le2.c. to 2. re..v2,:cd. that is valued

(e.g. bonus, status, acce~t~~ce). It is bad that rev8rds

in the forTi of increased salaries are contingent on length

of service or position rather than perforrr.&~ce.

On the basis 0: t~~se assessments or evaluations a

teacher should be given ef£ective feedback. Feedback about

what he has or has not acp~eved says little to the teacher

about·what he or she must do in order to improve. He ~ay

be told that results obtained by his c12ss comf'are favourabl~~

wi~r those of the vnlole inspectoral circuit. But this

information alone is not very useful. He needs feedback

about his daily on-thE-job :geri"OTnl2J:lCe \"..:b.ich contributed to

his success or f::dlure to 3.cCOI:lylish tile goal. He needs

:teedb:.:-;ck about ha,;'! ·,';ell he cormunic.s.tes s1.foject ill2.tter or

t}:.e necessEry kno','rledce, ~1.0v-.. well he establishes and

m~intains gooe relatio~ships with pur:ils and staff, how well

he projects a realistic 221.C gaoe image of the school to

pUIiils and. tile COI:1ITI.1..~'1it~r, hoY,' ':.'e11 he fost ers anc!_ stimul8.tes

a Sp5_Ti t of '.70r~QYl2.nshi:? Dnd 6-ogged determiru:,tion in his

rU:7ils etc .:/hat is neec:.ed is feedback on ,.c;h.at the teacher

does. n1.is is accoDTlished by foc~sing on behaviour.

Feedback accoruing to Kearney, (1978) must of such

a rt..ature that

it is specific rather t~2n gcncrsl

it is descriptive rather than ev~luative

it concentr~tes O~ behaviour that can be changed

it avoids th.e

it is c3.pEble

it is timel;,/ •

of vGlidation oy the receiver

It is fur·ther :rccoDEien6_ed that SCllools should h~vc

newsletters. The end-of-the-~re:J.r ~3c}'!.ool n:,:;,ga3ine serves

this pUITose, 'but no"'.; ='ony schools seeI:'~ to a:D~'rc:ciat::. its
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value. Newsletters should include ap~ropriate photographs;

a message from the committee cn~~ and from the principal,
which contains direct, specific, easily understood comments,
and specific news of elementary junior and senior class
ac~ievements. Hilldrup (1982) sees nothing wrong in
emphasizing problems in newsletters, as long as the em~hasis

does not take the form of carping and complaint, but instead
states facts simply, indicates what school management is
doing to resolve the issue, and tells the public how it can

reasonably be expected to help.

students should be encouraged and guided in the correct
use of the newsletter. Their creative abilities should be

called for. There should also be an appreciation of their
collective attempts at promoting the good tone of the

-; seho",l-,.. a!:d- -fupi.-i'i-e-l:"- -eugg:.es-tions should be offered as hc'~'

they can continue prom9ting a good image of their alma mater
even when they've left school.

There is a great need for a counseling service to help

individual pupils resolve their own problems and make their

OVn1 decisions. The training of guidance teachers is still
at its infancy in Black education. It will take a number

of years before there will be fully qualified guidance

teachers in all schools. Moreover financing a school

counseling project for each school shall be out of reach for
most schools. In an era of extreme cost-consciousness on

the part of the public and schools it is recommended that

regional counseling service centres be established. Children
and their parents can then be referred to these centres
should pupils need help that falls ?dthin the centre's

sphere of activity.

Mat-erial that is part of subject matter may be a ca1:.se

of conflict between teacher and pupil. Oftentimes, the

teacher does not comment '.on derogator"J statements in

textbooks, for fear of turnip~ the students' interest
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away from either the prescribed set-work or the subject

itself. But not all pupils are gullibe enough to accept

everything in textbooks. Lekhela in Van der MerVle et al
(l978) quotes offensive typologies like "Bantu barbarian,"
derogatory epithets like 'thieves', 'murderers', superstitious

ignorant people', 'rapists', etc. which occur in history
books.

The philosophy of liIe exposed in a textbook is also
a matter of concern. Leld1ela further notes that the world

and circumstances described in the ovenvhelming proportion
of the history textbooks for the Junior and Senior Certificate
epitomise the English and Afrikaans philosophies of life.
This is irrelevant and di?IDetrically opposed to the world
in which the pupil is reared. Blacks need history textbooks
with a difference.., - ,_, __ .

From the foregoing it is recoomended that Blacks who

are experts in their subjects be included in those bodies

that select books that may be used as textbooks. They
should help check for stereotypes, inaccuracies and

inappropriateness in the descriptions of the life styles of

racial groups; value-laden words, heroes a..-r:td heroines in
literature books; if feelings of inferiority or superiority

will be reinforced by textbook materials; if cultural biases

strengthen or weaken the author's presentation and many
other such aspects. Saunders (1982) points out the following

criteria that can be used for the appraisal of textbook:

•

•

•

•

Are white rather than non-white diS'coveries and
aspirations described?
Are white people featured preaominantly, to the complete

or partial detriment of non-whites?

Is geographical explorat±on regarded as entirely

beneficial to the people who are 'discovered'?

Are black independence and present-day de.\relopment

discussed?



•

•

•

•

•

•

•

•

•
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Are struggles for freedom perceived as rebellion or are
those who fight for freedom regarded as traitors and
murderes, rather than patriots?
Have facts about newly independent nations and the life
styles of former colonial people been up-dated in new
editions and reprints of books?
Are newly independent countries regarded as problematic
for former imperial powers?
Is there an adequate portrayal of the social mix that
exists in most countries today?

Are European values and life styles used as criteria
for judging other ethnic groups?

Are technological advances used as the sole measure
of progress?
Are typical personality traits ascribed to ethnic grouns
other than your own?

Are terms such as 'natives', 'hostile', 'heathen', 'pegan',
'savage', used without elaboration or qualification?
They should be qualified or elaborated on.

In explaining national and cultural differences are

concepts such as 'exploitation' and 'power distribution'
used to castigate whites?
Are cultural differences regarded as biologically
transmitted?

Is it assumed that the most fitted always survive and

deserve any advantages that have accrued to them?
Are white Americans and Europeans described as
developers of the rest of the world?

Are white America.~s 8-~d Europe~~ regarded as doers and
problem solvers and others given passive roles?

Those who review the textbooks to be used in Blacks schools
should be cognizant of the aim of education as enun"iated

by the ad hoc Consultative Educative Committee under the

auspices of the Kwa·,.Zulu government in 1973. For instance

Zulus need a black-oriented education (in aim, content and
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organisation) designed to satisfy the genuine needs and
aspirations of the African: an educational system adapted

to meet the challenges of the scientific-technological
age. The outnuts of our education· must constitute a-4 _ _ _

proper pyramid. Unless there is a clear aim of our education,
our efforts will be in vain. Therefore, we adopt the

following as the aim of our education, says the committee.

The irrelevance 'of school subjects and derogatory

statements in material presented to pupils is what moved

Silberman (1970) to charge that public s::o.ools "mutilaten

the spirit of children. He rightly believes that it is' no~

possible to spend a long period visiting public school

classrooms without being appalled by the mutilation
visible everywhere mutilations of spontaneity, of
joy in learning,. of pleasure in creating, of sense of self.

At the end of the year most urban schools hold speech
and prize-giving days. This is, in many cases, the only day

parents come to the school in big numters. It is also during
this ceremony.that the school recognises excellence of their

pupils in various fields. This practice of prize-giving
recognizes the value of excellence .in a broad range of
subjects, from Agriculture to Zulu and in other school

events and features; and

• provides a means for the advisor or teacher to
communicate high standards to all pupils, helping
many of them to set goals that are meaningful to them

personally and, at the sa~e time, are socially recognized
as valuable.

The problem with this prize-giving practice is that
criteria for selection are never specifically spelled out
to the pupils early enough. It is thereby reco~mended that

each school deuartment establishes clear criteri~ for the

attainment of honours. These criteria should be clearly

communicated to the pupils during early ~eeks of the year

and when the pupils resume classes at the beginning of the
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second semester. In that way a pupil shall be able to
check himself or herself as to whether be or she is moving­

towards the standards of excellence.

•

•

•

•

Usually the aw~rds given include:
outstanding leadership in one or more areas of
student activity;

outstanding scholarship;
outstanding service, given to those pupils Who have
exemplified the spirit of service;
special achievements, for tbose who do not fit in one

of the above categories, but who have achieved

something above the ordinary; and
outstanding achievement in sporting and related events.

However, even where a particular kind of achievement
is bein~ recogni~~d it may be fr~itful to e~l~~e ~C~ ~~?~

" ....... ,~ ....... -- ~~. - ,- .....

or new programmes in which excellence is reco~ised and
rewarded. There must be an ongoing search for a structure
and for practices and policiee that better facilitate the
achievement of goals. For example, a school can explore
the possibility of introducing a service programme. This
would be a programme challenging pupils to develop a

-'1 ••

community service project ~i.ther as:' -a group or as an
individual. Members of staff may develop a list of service

projects to assist pupils in developing their o~n ideas.
For example, projects might include

• turoring less academically able pupils;
• developing political information programmes for voters

at the time of voting for members of the Legislative
;

Assembly or urban councils;

• an anti-litter campaign or a beautification project at

the school, or bus rank;
• special assistance to particula~ groups, such as

indigent children or senior citizens.
Pupils should apply to the staff members for project
administration and advisory assistance. Such projects may

help pupils relate what they le~rn in class with what goes
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on in the community of which they are part. Such projects
may help pupils accept and implement humane values, provide
them with the vision, knowledge, anc competencies needed to

cope with the soci~l realities that threaten survival and
vitiate the quality of life in the co~~nity, and allow
pupils to use the facilities and resources available in
order to make the total enviro~~ent a learning experience

for pupils. These and similar projects can also be

cathartic in that pupils' emotions and propensities for
vi9lence and vandalism can be ventilated and energies
directed to a useful end. This may also be a chance of
seeing their teachers as helpers whose guidance is
appreciated rather than as enemies whose efforts are

denigraded.

Conflict between pupils and teachers also revolves
around enforcer.-·erTir·f'~f·~le-:3..A:E'··a,·-e-o~l-l:ary to this

disciplin~ry actions taken by the school may generate more
conflict. In the light of this observation this dissertation

argues that six principles g'ven by Latson (1972) need be

borne in mind regarding discipline.

•

•

•

Disciplinary policies should reflect the educational

goals of the school, and be consistent with good

educational practice.

Disciplinary policies should reflect sound social
scientific knOWledge.
Discipling.ry policies s.hould reflect democratic
principles such as equal justice for all respect for

the rights and dignity of the indiVidual, humanitarian
treatment for all.

Disciplinary policies should reflect the fact that
individuals are expected to assume responsibilities
as well as enjoy rights.

Disciplinary policies should aim at the development

of self-discipline.

Disciplinary policies should be prim~rily preventive,
secondarily corrective, and never retributive.
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It is therefore recommended that enforcement of rules
should allow for careful communication of all rules and
re~lations to the punils and staff, and also the parents

and the school committee; pupils and st~ff shQuld be involved
in reviewing and evaluating rules and in enforcing r~les;

st~f; pupils and parents should be made aware that an appeal
process works, that transgressors of rules are not subjected
to the arbitrary judgment or biases of one person, even if
that person occupies-a powerful rale.

In a school there should be established a disciplinary

committee that shall include, amongst other peo~le, elected
students' representatives and elected parents' representatives.
This committee should be involved in cases that are so

serious that long-ter~ suspension or expulsion could result
and cases that involve a violation of the criminal law. The

committee should be regularly infor~ed of the discipline
action. They should be provided with a written notice that

details the evidence against the culprit(s). They must be
gi.ven sufficient time to prepa.re for the hearing. Committee

members should be encouraged to talk with pupils about the
situ~tion and their feelings about the situations.

2. Conclusion.

From the foregoing discussion the existential

situatedness of the urban Black child is such that he or

she is hampered in his or her school-directness. A numbe~

of recommendations have been made. These recom~endations

take into account the philosopby of life of Blacks, which

philosophy of life should be reflected in day-to-day
teaching. A philosophy of life is a system of a people's

conception of the universe, man, values, virtues and truth.

It includes knOWledge, beliefs, art, morals, customs and

other capabilities acquired by man as a member of society.

It constitutes the experiences of a group of individuals

,'q,s they live histor"J a.t a given ti.:!le.
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~ The pupil-teacher ratio is also inimical to sound

pupil-teacher relationships. Teacbers are further faced
with other non-professional tasks which demand so~e of
their time. Using pupils as tu~ors and volunteers from
the community can help alleviate the burden on teachers'
problems.

Parents are often complaining about the teachers'

lack of expertise in dealing with children, too much

freedom in the schools and school disciplinary procedures.
However, since parents are the natural first and important

educators of children it is found very imnortant to ensure
the presence of parent representatives on i~portant

decision-makin~ school corr~ittees. As teachers and parents
become more familiar with the rale that each plays in a
child's develo~mentt an atmosnhere of empathy and
understanding replaces one of hostility and antagonis~.

There is a great common ~round upon which parents and teachers
can communicate in ways of bel~in~ children who misbehave.

The school should set a positive tone with parents. This
can elicit coBperation rather than confrontation and
protective resistance.

Sometimes teacher-pupil relationship is disturbed

because of psychological or social i~aturity of the learner.

So, some type of counselor service should be ma.de available

on a regional basis for helping pupils. The most cost-effective

method should be found for this venture.

Newly qualified teachers cannot be expected to be
experts in teaching. So there is a need for in-service

guid~nce offered by more experienced teachers. Furthermore

there should be periodic evaluation of teachers on their
expertise. Thts will help them improve their skills and

evaluation r~cords should be used when applicants for more

senior rales are considered. 30nus should not be automatic

but should be contingent on effective teaching.
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There should be a broader base for evaluating excellence
of pupils. Even those who are not highly intellectually
endowed should find that there are other areas where they

merit public recognition and merit.

To resolve discipline problems staIf, p~rents and

pupils should be encouraged to m9·ke their input. A common
understanding of the .nature and scope of school-wide
discipline problem should be worked out. Sharing of

perceptions and feelings should be encouraged. A combination
of insights should be synergistically created if an

efficient and effective discipline policy is to be forculated.

Instruction texts are very important in the teaching
learning situation. Materials used must enable the learner
to carry on the behaviour he is to learn. Pupils must
have appropriate materials to work on. Ix ne ~s ~o ~earn

to solve problems, he has to have problems to be solved;
if he is to gain skills, he must have tasks ~hich give

him the opportunity to practice these; if he is to develop

attitudes, he must have opportunities to see the phenomena
in a new perspective and to be able to respond to the

situation with new feeling tones. However, at no point
should a student be denigraded as a person or as a member
of a certain cultural group. Textbooks should be written

and selected by people who have a knowledge of the inimitable
Black experience derived from his existential situateaness.

Cognitive and affective energy together with a sense
of commitment and a personal energy that comes from
self-awareness and ownership of values, behaviours and
feelings shall help alleviate the problem of pedagogic
relationship between educator and educand.

3. Su~aestions for further study.

A variant of the existing system that is consi~tently

- related to students' educational outcomes shoul~ be

worked out. At present the emphasis is on teachers'
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advanced qualifications and issues on salaries. But
these are not clearly related to student achievement.
Case studies slould be undertaken that focus on the
ways in which the factors that impinge on the various
decision makers in the school system affect the
educator-educand relationship.
Research needs to be done on the internal and exte:nal
criteria that facilitate the effectiveness of the
curriculum in helping pupils cope with the larger

society.
Research must be gotten into identifying needs a.-l'ld

interests of pupils and how these should be used in
the planning and direction of educational goals.
There is a crying need :for community-based learning.
To reduce the isolation of pupils from adult r6les

,
and institutions in the Black community a comunity-
based learning model needs to be developed. Frogrammes
should include field studies, on-the-job experience
and political participation. Such a learning strategy
will help bridge the gap between in-class experience

and life as lived by Blacks in their situatedness.
Value differences in the Black communities should be
studied. The impact of value differences within

communities, the conflict such differences may create

and the effect of such differences on organisational

sociclisation, pupil performance and group relationships
needs to be researched.

Career commitment of Black teachers is another area of
serious concern. An analysis of perso~~ity factors

and environmental variables ~fecting Black teacher
work and career commitment must be researched. llIodels

depicting life-phase rOle expectations and personality
that may result in Black teachers experiencing conflict

and choice should be worked out. Froposals on aspects
affecting the develo~ent of teachers vdthin the school

organisational structure should be brought forth.

Man.y Black parents are very interested in the education

of their children, but are not aware as how to come to
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school to come for asking questions, dealing with
problems or work together with school staff tOHards
solutions. Research on greater outreach efforts on
the part of school personnel towards the home must be
undertaken and effective and workable models to this
end should be formulated.

• There should be an exposit~on of a network of social
pathologies that lead to complex, self-defeating
adaptations on the part of Black urban children.

• A search of new ways of relating home to scrnol, of
innovating in teaching methods and of coping with
specially environmentally deprived Black urban children,
should be undertaken.

4. E"pilogue.

The central idea in this dissertation i3 the notion of
so working with the learner that he feels something positive

will come out of his association with the educator. He
needs to perceive the educator as somebody who is interested

in him as a person, as a learner who wants to actualise his
potentialities. The educator's attempts and energies should

relate the educational goals to the pupil's own strivings.

To maintain an effective dialogue with the educand, the

educator should be aware of the existential situatedness of

the Black urban child and problems that flow from its wake.
To tap the individual ~otentia1ity in a learner the teacher
needs the support of the child himself and the community at

large which is the custodian of the philosophy of life that

should colour the pupil-teacher interaction.

The road ahead must involve a continuing dialectic

between the notions of soci8~ process as it affects

learners and societally based and pedagogically defensible
educational goals.



Bronrenbrenner, u. (1970)

3ybee, R.W. and Gee, E.G.
(1982)

.Akinpelu, J.A.

Brainard, E. and
Fox, R.S.

247-

REFERENCES

(1981)

( 1973)

An Introduction to P~ilos0~hy of

Education. London And Basin~stok~e

Macmillan.

"The Climate or the achool".
Thrust ror Education Leadershin,
Vol. 3, (4), October, 1973 PP.3-7

: The Two Worlds of Childhood.
New York. Russel Safe Foundation.

V!olence , Values and Justice in
the Schools. Massachusettes.
Allyn and Bacon, Inc.

Consultative Education
Committee or the KwaZulu
Government. (1973)

Education Manifesto of Kw~Zulu.

(Report by an ad hoc Consult~tive

Education Committee under the
uaspices o~ the KwaZulu
Government, presented on iu,
February, 1973) in Van der merwe!
H.W., Charton, N.J. and
Macnusson, A. (19~~~ ~~-~~~-e ... · .... , '"- J ~ -.... A. .-. - ...........

perspectives on South Africa.
C~e TQwn. David Fhilin PUblisher~
pp. 22~-233. -

Corsini, R.J. (1979 ) "Individual Education" in Ignas, E.
and Corsini, R.J. (eds.)
Alternative Educational S:'-Tstems.
Itasca. F. E• .?eacnc1":.·~Publi shers.
pp. 200-256.

Dreikurs, R., Grunewald, B.B.:
and Pepper, F.C. (1982)

Maintaining Sanity in the
Classroom. Classroom Mana~e~ent

Techniaues. Second Edition.
New York. Harper and Ro'::.

Elliot, A.

Hampton, B.R. and
Lauer, R.El.

(1973)

(1981)

(1982)

"St.udent Tutorin£ 3enefits
Everyone.' f Phi Del ta Yapp~n,

Vol. 5~ April, 1973. pp.53~-53A.

Solving Problems in SecJndary
School AdministrAtion. A ~uman

Orfanization Approach. Boston.
Allyn and Bacon, Inc.

Imoroving School Public ?e:ptior.~.

Boston. Allyn and B~~on. Inc.



'Kearney, W.J.

Larscn, K.

Lekhela, E.P.

Meighan, R.

Ndaba, E.P.

248

(1978)

( 1972)

(1975)

(1981)

(1975)

"Improvinp: Wurk Pe.rt'orrnance Throu.rrh -
Appra1saI. tlum~n Resource ~anaEement.

17 (2) Summer, 1978. pp .15-23.

School Discin1ine in an Are o~

Rebellion. Kew York. Parker P~b'ishinp"

Company:-

"Hi story in Black Schools". (Excerpts
t'rom an address to a conference of'
Tswana teachers at Mafeking on 1~

August, 1975). in Van der I~erwe, H.'N. tCharton, N.J. and Ma~usson, A. (19 7P j
At'rican Perspectives on South Africa.
Cape Tovm. David Philip Publishers.
pp. 244-252

A Sociology of Education. Holt,
Rhinehart and Winston, Inc.

Rand Daily Mail
september-7th, 1983.

p. 1.

Teachers Suspended After _~leged1y

Raping Pupils.

Sa.unders, M. (1982)

Ross, A.O. (1980 )

Si1berman, C.E. (1970):

Spil1ane, R.R. and
Levenson, D. (1976)

Crisis in the Classroom. !Iew 'York.
Random H::mse.

"Teacher Trainine-: A QuestiQn of
Control, Not Content". in Phi Delta
Kanpan, 57 (7) March, 1976. pp.43~-39.



249

smIMARY

~nis dissertation concentrates on the problems of the

present-day urban Black chilriren in their enviro!'..ment.
Their way of life is such that it inhibits them from
living up to most everyday demands and exrectations of the
school teachers, and narents.. .

The urban environment is industrialised and polyvalent.
Aspects of western civilisation imply a process of
westernisation. This has affected the Black urban way
of life in terms (of diversity, the nuclear family,

individualism, conroetition, complex money econony, 1;im-e

consciousness and industrialisation. Bodern urb~~ Blacks_are
individualistic, profit-motivated and technologically conscious.

Urbanisation and industrialisation have brought in their

a conflict in the tra.ditional ways of life and has caused
confusion over values one has to espouse. ~ne teacher
becomes ver3 necessary for g~idance in this regard.
E~hical and religious proble~s arise and the child is
exposed to counter productive political and social influences.

The urba."I'l environment has a nUI!lber of institutions that

compete with the school for the child's attention. He
conse~uently may be attracted to those that offer more

immediate material and social benefits, and the school is

considered not to be one of them.

Urban Blacks live in slums and locations where
overcrowded living conditions are the order of the day;

crime, lasciviousness and debaucherJ are prevalent.
Farents and adults who are supposed. to give guidance to the

youth are faced with a number of storms anQ stresses of
urban life and consequently there is less conce-.·n for the

effective upbringi~~ of children. School life is at

variance \vith a·value-system to which children are

accustomed.
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Conversely, the binding of the child to education

shall assist him in constituting new relations. For
this to be actualised there should be a pedagogic tie of
acceptance, love and understanding. In this wa:y the child
would experience the security that the school ca.'l1. offer
him so that he obtains a foothold as a firm stand in the
world. It should be noted that in school the teacn.er
imparts the skills, knowledge and attitudes of the people
he represents. The -end-result of the successful
teacher-pupil relation is a child's capacity t~ becoDe
what society wishes him to be, namely a ~esponsible adult.

Fro~ the fore-going it is concluded that it is by the
educator's continuing concern for the educancis as beings

on their way to adulthood that a sound and salutarJ
educator-educand pedagogic relationship may be maintained.
~ne educator should so exercise his leadership role that
it fosters a humane environment to allow for meaningful
communication. He should always evaluate his effectiveness
and e:cpertise in deliveri:ng subject matter. His bonus
should be paid accordip~ to his teaching efficiency. Pupils

ana. their parents shoulc. be more directly involved in
educational matters. In their training, aspirant teachers
should be exposed to the way of life in complex urban

environments. The curriculUI!l pla.11Ili!'l.g unit should include
Black experts who are aware of the aspirations of the

Blacks and can help shape a curriculum that is relevant to

them. School textbooks should be checked for racial or
ethnic bias that may disturb tb.e learning Black child.

This study establishes th2.t the road ahead must

involve a continUing dialectic between the notions of the
social process as it affects learners, and socially based

together with pedagogically defensible goals.
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SAlYl""EVATTING

Hierdie ~_issertasie fokus op die !lrobleme wat die
hedendaagse jong Stadswertes vehinc.er om te vo1doen aan
al die vereistes en vervlggtinge wat skoolonderrig meebring.

Die geindustria1iseerde en polivalente stadsgeneenskap
vereis die beheersing van baie ve-rskeie elementel
van die westerse beskavving as In voorvereiste vir die
verwestersingsproses.

Die vervl~stersingsproseshet in die Swart stadsgemeenskap
gelei tot sosic~e diversifisering, die opkoms van die
kerngesin, In groter k1em op individualisme, onderlinge
mededinging, deelname aan In vervnJr.kelde fiskale stelsel:,
In groter tydsbewustheid en betrokkenheid by die

industrialiseri~sproses.

Die verstedeliking en die gevolglike v€rvlestersing van
Swartmense het gelei tot In multikulturele en multi-etniese

gemeenskap waarvan die waardesisteem in konflik staan met
traQisonele lewenswaardes, net In gevolglike vert~Jfeling

oor watter waardesisteem ondersk~Jf behoort to wore.

Die onde~~Jser behoort In leiersrol te vervul in die

heersende klimctat van onsekerheid in hedendaagse Swart
stadsgeneenskape waar etiese en godsdienstige probleme
ontstaen en die kind blootgestel word aan afbrekende
politieke en sosiale invloede.

Daar is In aantal stedeli~e instellings wat teen die
skool needing vir die kind se aandag. Hy mag gevolglik

a~~etrokke voel tot daardie instellings wat materi~le en

sosiale voordele van In meer onniddellike aardbied,
aangesien die skoolstelsel nie as een van hulle gereken

word nie.
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Stadswartes woon in krotbuurte en lokasies Wa2X

oorbewoning aan die orde van die dag is, Vlaar misdaed,
losbandigheid en brasserny hoogty yier. Omdat ouers en

volwasse leiers ook aan dieselfde spanninge van
vestedeliking ondenvorpe is as hulle kinders, is hulle
nie in In posisie on aan hulle kinders opvoedkundige
leiding te gee nie. Die waardes wat vir die kinders op

skool. voorgehou word, bevraagteken hulle tradisionele
waardes.

In teenstelling daarmee sou die kind se verbintenis
met die opvoecJaxnde hom instaat stel om nuwe verhoudings
aan te knoop. Voor dit egter ken geskied, moet daar In

pedagogiese band van aanvaarding, liefde en b.egrip ontstaan.
Dit sou tot gevolg h~ dat die kind die beskerming wat die

skool hom kan bied, ondervind en dat hy selfstandig in die
w@reld sou raak. Daar moet daa-~nn kennis geneem word
dat die onderwyser die vaardighede, kennis en gesindheid
oordra van diegene wat hy verteenwoordig. In Geslaagde

onderwyser-leerling verhouding stel die kind in staat om

aan sy gemeenskap se vervlagtinge vir hom te voldoen,
naaMlik om In verantwoordelike volwassene to word.

Uit die voorafgaande uiteensetting blyk dit dat dit

die opvoeder se voortdurende besorgQheid oor die o~gevoedene

se vordering op die weg na volwase~~eid is wat In gesonde
en lofwaardige pedagogiese verhouding: opvoeder-opgevoedene
in stand hou. Die opvoeder moet op so In \vyse leiding gee

dat daar In menswaardige atmosieer geskep word wat
betekenisvolle kommunikasie moontlik maak. BY behoor~

altyd te evalueer hoe effektief en kundig hy sy

onderrigmateriaal oordra. Die betaalbaarheid van sy

jaarlikse bonus behoort af te h~~ van hoe geslaagd hy
onderrig gee. Kinders en ouers behoort meer betro~~e te

wees by opvoe~dige ~~eleenthede. Aspirant-onder~7sers

behoort gedurende hulle opleiding blootgestel te word aan

die vervlikkelde stedelike lew(~~sinvloede. Swart deskundiges

wat vetroud is met die aspirasies van ~wartmense behoort betrek
te word om leerplanne op te stel wat relevant is vi-r ·Swartmense.
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Skoolhannboeke behoort nagegaan te word vir rasse- en
et~iese vooroordele wat die swart leerling sou kon onthuts. - I

Hierdie studie het vasgestel dat die pad vorerr~oe In

voortdurende dialektiek moet behels tussen idees van die
sosiale proses, soos wat dit leerlinge beinvloed, en
sosiaal-verdedigbare pedagogiese doelstellings.
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