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ONE OF TIIE PARPOSES OF EDACANON IS TO FACII.ITATE THE PRACTICE
OF DEMOCRACY, THE M NS BY WHICTI OW YOWH SHOUID DEAL
CREATTWLY AND CNNCAILY WTH REAIJTY, IN ORDER TO BECOME
ACTNELY ENGAGED WTIH TIIE PRESEITT TRANSFORMANON OF OUR
SOATH A.FNCAN SOCIETY.
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ABSTRACT

The general meEhodology of
revolves around Ehe work described
chapt.ers, namely:

The purpose of tshis sEudy lies in ics conEribution Eo
a criEical analysis of physical educat.ion in Soutsh Africa
and Ehe provision of a framework aimed at iEs reconsEruc-
tion, by pointing to Ehe characteri sEj.cs of a curriculum
which has both social relevance and offers poliEical
empowerment in the conEext of the former oppressive systsem
of apartheid education.

E.his
in

stsudy prj.marily
four interrelated

t A conceptual- framework which is informed by an
analysis of Christian NaEional EducaEion and Fundamental
Pedagogics in order co decermine tshe philosophy which has
driven aparE.heid education and Eo compare trhis philosophy
wiE.h E.hat. of Crit.ical Pedagogy. IE is hoped tshaE a criti-
ca1 pedagogy will inform a new educaElonal dispensat,ion.

t A cricical analysis of physical educaEion in south
Africa which will address Ehe following Eopics:

In south Africa, physical educaE,ion faced a
paradoxical siE.uat.ion in public schools. Compared Eo otsher
school subjectss, it was accorded a Iow insEj.tutsional sEaEus
in terms of resource support, but, was assigned a relat.ively
high poliuical sEatus in Eerms of Ehe ideological goals of
Ehe Apartheid SEaE.e.

HisEorical E.heoreE.j.cal perspectives. The role of Ehe
SEaEe, as a direct or indirect acEor in the determinaEion
of E.he school curri-cul-um in the developing world and in
E.his case Soutsh Africa.

The insE.iEuE.ional staEus. Three problem areas
charac!.erise E.he low insciEuEional priority of physical
educaEion compared tso oEher school subjecEs wiEhin Ehe
school seEEing viz. , E,he allocation of instrucEional
faciliE.ies, t,he distribuEion of educational- personnel and
E.he examinat.ion st.at.us of t.he sub j ect .

The po1iEical significance of physical education. IE
is oftsen assumed Ehats physical education is politically
neut.ral-, yeE the curricul-um aE. f ormer whiE.e schools, in
concert wiEh Yout,h Preparedness, Veld Schools and CadeEs,
encouraged a vigilant miliEarism in order t.o protect whiE.es
againsE. a possibfe Black onslaughE.

. A quanEiE,ative research sEudy, which inwestsigaE.es E.he
resource differences in the racially divided system,' Ehe
educational and political responses of physical educatsion
E.eachers Eo the former curriculum. IE. aLso examines Ehe
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concepEions among tshese Eeachers of Ehe role of physical
educaEion in a new poliEical dispensaEion.

. Towards a democratsic physical" educatsion curriculum, a
raEionafe for a new curriculum.

The general sj-gmif icance of Ehis projects lies j-n iEs
conEribuEion Eo understanding E.haE currentr, or newly
proposed, physical educat,ional curricula may remain largely
unchanged in a new democraE.ic SouEh Africa, even Ehough Ehe

StaEe may be dedicated to radical change.

vL

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



TABLE OF COI'T:TENTS

ChapEer One
Backgrourd of the S tudy

Chapter Two
Desiga aad Scope of the Study

Rat.ionale for E.he Study
Research Obj ectives
Research Design

3.1.4

3.2

Page

1

2.1
2.2
2.3

11
13
t4

3.1
3.1.1
3 .1_.2
3.1.3

-l)1

3 .2 .2
3.2.3
'2.)4

4.3.1
4.3 .2
4.3.3
4.4

4 -4. Z
4.5
4.5 .1
4.5 .2
4.5.3
4.5 .4
+.6

christian National Educatsion (CNE)
The Influence of CNE Aft.er 1948
The LiDk betsween CNE and PosiE.ivism
The tink between FundamenEal Pedagogics
and PosiEivism
Further Consequences of Fundamental
Pedagogics for EducaEion in SouEh Africa
An Overview of Ehe FoundaEional Principles
of Critical Pedagogy
PoI iE,ics
Cul"tsure
Economi cs
The SouEh African Perspecuive

34
36
3t
38
4t

L7

18
2t
??

25

29

44

45

51-

49
49
50 -

50

Chapter Four
A Crit,ical A.Dalysis of Pbysical EducatioD
iu South Africa

2

3

4

4

4.1

4.4.7

On the StaEus of Physical Education in Souch
Afri ca
IIi s E.ori cal - TheoreE i cal Perspecuj.ves on
Ehe SE.aEe of Physical Educatsion
On ehe fnsLitsutional sEatus of Physical
Educau ion
The Allocation of Instsructsional FaciliEies
The Dist.ribut.ion of EducaEional Personnel
The ExaminaEion SEatus of Ehe School Subjects
On E,he PoliEical Significance of Physical
Educat, ion
The Transmission of Ideology via Physical
Educa!ion
A Curriculum model for South Africa
The CNE Programnes & iEs RelaEionship to PE
YouEh Preparedness (YP)
VeId Schools
The Cadets Programnes
Conclus ion
The Girls' Core Physical Educat.ion Syllabus

54
bl
62
64
66
58

v11

ChapE.er Three
Coatrastiag Ideologies of Seboo].iag
I[E,roductioa - The co[ceptual Franework

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



4.6 .!
4.6.2
4.6.3
4.6.4
4.7

5 .1-
5.2
5 .2.r
5.2.2
5.2.3
5.2.4
qrq

5.2.6
5.3
5.4

and Social Cont.rol
The Problem wit.h Curriculum objectives
The Problem wit.h E.he Development Phases
Submissiveness to AuEhoricy and Obedience
The Cu1Eural Dileruna
The PE Curri-culum and E.he Current, SCaEe of
Af fai rs

ChapEer Five
A QuaDEitsatsive InvestigatioB

Rationale for che SEudy
Met.hodol ogy
Source of the DaEa
DescripEion of Ehe Questionnaire
selectsion process
Analyt.ical Procedures
Limi Eat ions
Delimit,ation of SEudy
ResuI t s
Conclus ion

Schooling for the Conmonweal
The world-wide Developmenf, of Physical
EducaE ion
Towards a Vision for Ehe EuEure
Conclus ion

Re f ereoc es

Appendix One
The cbristia- Natioral Educatioo Policy DocuDeat

Appendix Two
The Con'nittees Dealing witsh tshe Boys' Pbys Ed
Syllabus

Appendix Three
veld Schools

Appendix Four
Educatioa tdi th Productio[ Prograr@es

Appendix Five
Result, Ta.bles of tbe Quaatitative Regearch

Appendix Six
The ouestiouaaire used for the quaDtitative
Iaves tigatsioE

7L
7t

ta

79

85
85
85
87
88
88
89
89
96

ChapEer Six
TowardE a Deoocrat,ic Pbysical Educatsio[ Curriculua 100

1016.1
6.2

5.3
6.4

102
t 07
125

t28

135

L37

1-3 8

r-8 6

v111

139

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



RACE CATEGORT,ES USED IN THTS STWY

The classification of people along racial lines has

been removed from Ehe sEaEute books in South Africa, and

racists E.erminology is presenEly frovrned upon, howewer this

t,hesis deals wiEh education in souEh Africa during Ehe

Apartheid era, and as such, iE was unavoidable Eo use Ehe

racial categories defined in the SouEh African PopulaEion

RegisEralion AcE of 1950 in order Eo differenEiate between

the various racially divided groups. Under Ehe Apartheid

regime, this act classified people in South Africa as

follows:

Bantu or Native: Natsiwe Africans of colour, referred

t.o in Ehis research simply as Africans because of Ehe

offensive connotsations of Ehe word Bantu in Apartheid

ideology.

Coloured: Persons of colour who have origins from Ehe

other populaEion groups or from otsher counErj-es,

predominanEly SouEh East. Asia.

Indian: Persons of colour who have tsheir origins j-n

India .

Whit.e: Fair-skinned persons, predominant.Iy of

Caucasian origin.
The term Black is used in a generic sense Eo refer Eo

all tshe previously disadvanE.ag:ed groups namely: Africans,

Coloureds, and fndians. In Ehe past lwo decades, Ehe

political and social consciousness of the oppressed classes

1:<
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in south Africa produced tshis self-definicion which was

descriplive of Eheir desire Eo unify in the comnon project

of dismant.ling apartheid. This emancipatory self-
definiE.ion was radicalty dissimilar Eo the racially
inspired social constsructs dictsaEed by the south African

State (Nkomo , L990:21 .

x
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CHAPTER ONE

BACKGROUND OF STUDY

Antsonio Gramsci's centsral and ongoing concern was t,he

revolutj-onary EransformaEion of IEalian society from that

of fascism E.o lhat of socialism. He spent most, of his

active poliEical life opposing tshe Itsalian government,

which landed him in prison for Ehe remaining Een years of

his life until his deaEh in 1937. In his writ.ings from

prison, he reflecEed on the struggle betsween fascism and

socialism t.hrough his aphorism tshaE:

The crisis consistss precisely in the facE EhaE

E,he old is dying and Ehe new cannot be born,' in

Ehis j-nlerregnum a greae varieEy of morbid

symptoms appears (Hoare eE a1 ., ]-978:.275) .

Gramsci may well have been addressing contemporary

politsics in SouEh Africa because in Ehe presenL

Eransitsj.ona1 phase beEween two political orders in SouEh

Africa, Ehere is a scruggle for increased contsrol and self-
deEerminalj-on by a wide range of movemenE, s and insuitutions

in order to define Ehe nature of Ehe new order in souEh

Af rj-ca, nots only wiE.hin tshe domain of the GovernmenE of

NaEional Unity, but across all dominanE power

constellaE,ions including universiEies, privaEe enEerprise

1
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and internaEional agencies. A transit.j-on a$ray from

apartheid is tshus underr+ay and irreversible.
The struggle for t,he rrnew order" can be hampered by a

number of constsraintss, therefore, South Africans currenEly

engaged in educaEional research should be wary of wha!

Gramsci refers to as rtmorbid sympcoms " in t.he inEerregnum.

Educationistss and oEher interested paruies involved 'rith
t,he planning of "educaEion for liberaEion" , i. e. an

educaEion sysEem which is socially worthwhile and which

offers politi-cal empowerment, should rather pursue a more

cri.tical research agenda. They should noL, however, be

deceived about the constsrainE.s, for aft.hough SouEh Africa

now has a polit.ical seELlements, opEions for Ehe

radicalization of educaEion are 1ike1y Eo be seriously

circumscribed. Thus, tshe sEruggle for liberation education

cannot be coincident.al wiEh Lhe advenE of majority rul-e.

EducaE,ion st,ruggles should, Eherefore, be conEinued Ehrough

Ehe period of majority rul-e so thaE the pol-it.ics of racial

educaEion might. be substsanE.ia1ly displaced by a pedagogy

which is self-critical, self-conscious, and gnrided by the

discourse of possibility. One such 'tmorbid slmpt.om" in the

South African int. e rreg'num, before uhe historic elect.j.ons of

April 1994, which Ehreatened t.o undermine education for
Iiberation $ras an aE.Eempt ats an educaE.ional conspiracy.

This conspiracy by Ehe Departsment of National

EducaE.ion autsempted Eo perpetsuate t,he ideological hegemony

of Ehe apartsheid era by att.empEing uo gain control of

educatsion. Its sErategy was Ehe inEroducEion of a

2

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



discussion document in November, 1991' namely: rrA

Curriculum Model for EducaEion in Soutsh Africa" (Deptr. of

Natsional Ed. , 1991) .

This modeL was condemned for a number of reasonsl,

buE, afansen (1991:1) in a paper deliwered at BraamfonEein,

simply dismissed iE on Ehe basis of its undemocralic

consult.atsive rrprocessrt, As in the pasE, Ehe educaEion

policy making machine in SouEh Africa was limiEed to an

exclusive elite, giving rise Eo a Eop down approach to the

planning of education and excluding the masses from having

any input, in E,his process. He Eherefore argued, Ehats to

ignore Ehe educaEion organs of E.he mass democratic

movemenE.s, such as the NaEional Educatsion Coordina!ing

ComniE.t.ee (NECC) , Ehe Af rican Nat.ional Congress's (ANC)

education desk, Eeacher unions, labour unions, et.c.,

defines Ehe documenc as politically illegitj.mate.
The likelihood exi-sted Ehat tshis model could hawe been

adopted, in part or in itss ent.ireEy, in schools prior Eo

elecEions in April L994, or Ehat, once again, parEs of iE

may stsil1 be adoptsed by E,he transitsion sEaEe in Ehe

interest of curriculum contsinuiEy. rn tshis regard Carnoy

and Samoff proclaim Ehats:

hist,orical strucEures condiEion Ehe behaviour of

a staEe in Eransj.Eion, so E,hat, educaEional

I For a briet diacuaaion of the &ore galient reasons, zefet to chapxer
four. For a more compreheneive criEjque of ?UMSA, reter xo, 4A crixique
of the state' s New CuffjcuTum I'tod.elt, presented by Dr, J, Janeen at a
awpoEiun hoated by projecx ABEI" in Braa.]lJ.fantei,l, December 2, 7997-

3
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policy and politsics have Eo be intserpreEed

reference Eo Ehe out.going staEe (Carnoy eE

1990:198) .

wiEh

The documenE does however represent a shj-fts from Ehe

rigid apartheid ideology and insists upon t.he abilj-ty of

the child tso think critsica11y. However, "in t.erms of

ideology, it could be shown EhaE, Ehe fingerprints of

Christ.ian Nat,ional EducaEion (ClIE)'!, and iEs expression j-n

education t.heory, FundamenEal Pedagogics (FP), are found

all over the document, " (,fansen, 1991a:5) . This stsratsegy

has a striking precedenE in the UniEed StaEes contsexc, a

phenomenon which Apple (1989:119) ca1ls an accord, uhaE is,

"an hist.oric compromise in which dominanE groups maintsaj-n

much of Eheir economic, political, and cultsural power by

incorporating under Eheir own leadership parts of Ehe

perspecEives of compet.ing or dispossessed groups'r.

The int.erregnum is currenEly being characterized by

t.he work of rewi.si.onj-sE wriE.ers who are engaging school

subjecus across Ehe currj.culum in SouEh Africa. YeE

physical educatsion is not seen Eo be a parts of tshe dynami sm

of t,his t.ransiE,ional epoch and is least likely Eo be

stripped of iEs political ir.nocence or mobilized for a role

in a more flexible and appropriaEe educaEion sysuem. This

lack of int.erest. in t.ransf orming PE could possibly be

ascribed E.o a nuiber of facEors namely:

2 For nore irrformatjon refer to chapter 3.

4
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* The Low status of t.he subjecE in Coloured schools,

which was possibly due to a lack of resources and because

t.he PE periods were used t,o tseach academic subjecEs to make

up for time losE during E.he poliEical uprisings.
* PE was not part. of Ehe curricuLum ats African

schools,
. The facts tshaE PE was nou Eaughc ats African Schools

and neglecEed aE Coloured schools3, resulEed in Black

academics failing to recognise E,he political potenEial of

PE aE. whitse schools ie, Ehat. PE was tinked eo military
preparedness.

* whiEe academics in general were satisfied with the

PE progranEnes offered aE E.heir schools because it offered

Eheir stsudenEs access t,o life long healEh and wellness as

well as the opportsunity t.o develop sporE skiIIs. Few of

E.hese academics were aware of Ehe facts EhaE PE played a

major role in Ehe transmission of apartheid ideotogy{.

Yet PE could play a vit.al role in promoE,ing primary

healE.h care and developing sport, skills for personal-

developmenE. as well as for naEion-building in previously

neglectsed Black tsownships. Topics for curriculum revision

have been, and are more likely to be, subject.s such as

hisEory and langnrages (Bozzoli and Delius, 1990,' Eastsman,

1990) and science and mathematsics (ilansen, 1990b; sIammerts,

1991) . IE is, however, a sEraEegic Eime j-n which Ehe

3 1ee ehapter five.
t Reter Eo chapxer four.

5
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developmenE of a radical pedagogy for physical education

must also cont,ribuE,e to progressive social change.

A fundamental change in physical education policy has

Eo gets underway during this present period of tsransition in

souEh Africa, because i.t is mainly 1n former white schools

E.haE resources are available and Ehat che subjecu is

vigorously t,aughE, possibly because j.E was l-inked to

military preparedness at some of Ehese schools.

The hitherto indifference of physical educaEion to

political change may be ascribed Eo Gramsci's pronouncement

of 'morbid sy'mpEomstr. One such symptom in contemporary

SouEh African debaEes on physical educatrion afEer Lhe

hiscoric electsions of f994, is tshe cenE.raliEy of politj-cs,

thaE is, historical sEructures which serrre as deEerminanus

of current curricular arrangements. This can be explained

as aEEempEs by Ehe presenu sEaEe to reconstruct tshe

curriculum, being confrontsed by sociaf conflicE over tshe

naEure, purposes and contents of educaEion. The primary

source of Ehis confIicts, is Ehe reproducEion of prestsigious

academic curricula from tshe apart.heid era (continuiEy)

versus moving E,owards radical curriculum policies (change) .

The primary sites of Ehis conflicE are locaEed r^riE.hin E,he

state bureaucracy (with the inheritance of bureaucfaEs

slmpat.heEic tsowards the policies of E.he ouEgoing regime)

and between the St.ate and differenE curriculum agencies,

such as Eeacher unions (refer Eo page 62 for a more

detailed discussion) . The following are examples of such

det.erminants:

6
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. The limitation of political options duringi tshe

transiEion period. In this regard, Ehe Souch African

Democratic Teachers' Union (SADTU) , is concerred with t.he

inheriEance of bureaucrats from Ehe previous regime, who

hold key positions and who are seen Eo be delaying progress

(SADTU NEWS, 1995:6).
* The inherited educationat system and Ehe pri.wileged

scatus of an elitist curriculum. The inheriEed curricula,

a vehicle for tshe reproduction of apartheid ideology, have

been temporarily revised and are currentsly being

implemenE.ed, and is a major cause of concern for SADTU.

SADTU'S secretsary, Ms Mandy Sanger, recentsly published tshe

following sEauement in their news bulletin:

Curriculum change does noc happen overnS-ghE and
aE Ehe rate we are going in SA Ehe real danger is
that we will be weighed down vrith the burden of
reformed CNE for a long Eime because of
" st,rucE.ural problems with implemenE,aE ion I' .

The bureaucraLs are quite happy Eo pass off
subject review as curriculum change because iE
does nots even begin to rock thej.r boaE. In facE,
E.hey are enthused by iE all as tshey now have an
opporEunity tso gain legitsimacy in schools as
being part. of Ehe new which is rea11y Ehe o1d.
(Sanger,l-995:3) .

i A further detsermi.nanE is Ehe reluctsance of cercain

physical educatsion officials from Ehe former Cape EducaE.ion

DeparEment, (privileged group) , as well as certain of Eheir

physical education teachers in the wellingLon and SouEh

Cape regions (where recen! curricular discussions Eook

place) Eo negotsiaEe a new and democraEic curriculum. Also

t.he reluctance of all Eeachers of physical educatsion

7
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(irrespect.J.ve of former racisE groupings ) t,o IeE go of a

core CNE curriculum, mainly because of their lack of

knowledge of a critical pedagogry and tsheir inability t.o

plan uheir own curriculum.5
* The indifference of physical educaEion to polit.ical

change may also be ascribed Eo Ehe many socio-political
const.rainEs which operate aE fonner disadvanEaged schools

and which limit the teaching of pbysical education as

process. Some of the constrainEs which are described

below, are also largely responsible for physical education

either being abandoned or Ereatsed as a free period a! mosts

of these schools.
* An appraisal of aparEheid educatsion reweals

glaring inequit.ies belween Ehe four former eEhnic

departments of educaE.ion. This applies Eo Eeacher-pupi1

raEios, Eo Eeacher qualifications, per capitsa funding,

equj-pment, buildings, facilitsies, books, etrc. and, as a

result of Ehe inequiuies, j-E is a factor in Ehe poor

result.s which enranace from such a stsatse of affairs
(S.A.I.R.R., 199213). Along all of Ehose dimensions whj-te

schools had a bigger slice of uhe cake, while Indian and

Coloured schools were beEEer off than t.hose for Africans.
* It. is virEually impossible to carry on witsh a

vigorous physical education progiramme when malnuEritsion is
as widespread as it is among disadvanEaged cofimunities.

The execuEive direct.or of OperaEion Hunger, Mrs. Ina

5 Taken trom a xalk on "Recent DeveTopmenta in Physic - Educaxion
Policy by SADTU9 weBxern Provinca co-ordinator for PE, wayIle Alexander,
12 May 7995 aE the Univergity of Ehe WeEter?] Cape.

8
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Perlman menE.ions thaE in 1985 as many as 1.5 million people

were on E,he verge of starvation, and Ehats rural hospitals

were report,ing as many as sixty hunger relaled deaEhs a

month (SAIRR, 1986:798). The report also mentions the

prevalence of malnut,rit,ion in squaEEer camps and tshat, 'iin
the absence of major structsural, poliEical and economic

reformsrr, iE, is doubEful whether any solutions could be

found to eradicaEe Ehe problem.

* Black schools rrrere adversely af fect,ed by Ehe

poliEical uprisings naEionally, because sEudents at, these

schools were directly involved wit,h the sEruggle against

apartheid. Since 1975 Ehey were subject to frequenE break-

downs, police and mi1itsary presence on campuses with

sEudentss and tseachers ofEen being detained. Ttlis poIitsical

crisis was one of tshe chief causes of sEudent drop-outss and

higher failure raEes. Its is also one of the chief reasons

why physicaL educaEion and otsher non-examinaEion subjecEs

have been abandoned aE Ehe majoritsy of E.hese schools in
favour of "making up" losL cime. AlEhough a poliEical

settlement, had been negotsiatsed by L994, and viol-ence has

abated, schools are sE.i1] in a staEe of ciisis due Eo,

inter alia, a lack of resources, gualified tseachers and a

culture of non- learning.
* A shorEage of, and in some cases a lack of suitable

public recreational faciliE,ies in t.ownship areas are a

contribution t,owards conflict, tension and even violence

(Human Sciences Research Council, a9822871 .

9
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r The housing shortage, which escalaEed during the

Apartheid era has resulted in a large percenEage of the

SouEh African populaEion hawing !o live in squatEer camps.

fnadequaEe sanieatsion in such areas has resulted in

widespread disease and relaEed healEh problems, which has

consequences for Ehe planning of physical educaEion syllabi

in such areas.

t The lack of suitable control of violence and police

visibilicy in the majority of townships and squatter camps

have dire consequences for an aut.horiE.arian approach to the

Eeaching of physical education.

Against this backdrop of "morbid sl'mpEoms", t,he

object of this stsudy lies in itss concribuEion tso a cricical
analysis of physical education in South Africa and the

provision of a framework aimed at irs reconstrucEion, ie,

a physical educat,ion curriculum which meets the needs of

the people iE serves: (one thaE takes inEo account boEh iEs

healEh pocential and E.he numerous consErainEs affeccing the

subject at most schools) . Final-ly, in keeping wit.h

Gramsci, t.he interregnum, which can be compared vriEh our

presenE. period of poliE.icaL Eransit.ion. is more Ehan an

occasion for the exlrression of morbidiEy, iE is also a

stracegic moment, in which co become dynamically enEhused

with E,he transformation of the o1d po1itsical order.

10
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CHAPTER TWO

DESTGN ATTD SCOPE OF THE STIIDY

2.L TEE RATIONAIJE FOR TEE STTIDY

The funct,ionaries of uhe former staEe were responsible

for Ehe drawing up of core syllabi for all school subjecEs,

including t,haE, of physical educaE.ion (PE) , in souih Africa.

This syllabus was E,hen handed down to Ehe various racially
divided departmenE,s of educat.ion, who couLd add Eo t.he core

according t.o Ehe demands of loca1 condiEions. An analysis

of the StsaEe' s physical educaE.ion syllabi will reveal

hor./ever, purposes oEher than those espoused by its
objecuiwes, wi-z., a concept.ion of physical education for

social control .

WiEhin disadwant,aged areas, t.he curriculum is
consE,rained by a range of limiE,ing faccors such as

inadeguaEe faciliEies for physical educaEion, poorly

Erained Eeachers, a 1ow sEatus of t.he subjecE matt.er and a

generally negat,ive atstsitsude among Eeachers, studentss and

principals Eo physical educaEion. These and a host of

socio-poliEical conscraints have conEribuE.ed to physical

educat.ion being abandoned a! most schools in former Afrj-can

townships and neglected aE mosE schools formerly classified
as Coloured6. WiEhin schools formerly cLassified as White,

6 A case atudy conducted by w XToppers(799,) on six BTack arrd gix
white echooTa in Cape Town, reveaLed that phyeical. edudaciot was not
taught at African echooTs, neglecxed at fozmer coloured schoolE & xaught
ax fotmer a,lhite echooTa.

11
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physical educaEion presentsly enj oys a relatsively higb

status and is taughE aE all of lhese schools. The former

PE curriculum aE these schools also encouraged what could

be ca1led the "miliE,arization of physical educaEion"T.

Chrisuian Nagional EducaEj.on Programmes of Youth

Preparedness (YP) , Veld Schools, and Cadetss were

programnaEie expressions of Ehe PE curriculum. This is
borne out of Ehe fact, Ehat tshey openly declared linkages

beEween physical and military "preparedness r' . Accordingly,

Ehe former Cape Education Departments ' s YP Programme

proclaims EhaE,:

The physical preparedness programme of Ehe school
should Eherefore precede that of Ehe young man
who has Eo undergio milit.ary training (Cape Educ.
DepC. , 1981: 18) .

Secondl-y, t.his programme also promoted tshe developmenE of

sporE actriviE.ies wiE.hin Ehe amic j- E of physical education:

FiEness and physical preparedness, Eherefore, are
Ehe aims in E.he syllabuses, buE regular exercise
is essencial for mainEaining physical filness ...
A wel-I planned and organised programme of
sportsing acEiviEies should regularly supplemenE
E,he PE progranune ( Ibid: 4 ) .

By denying African studentss E,he opportunitsy Eo

part,icipat.e in these progranmes, tshe StsaEe also excluded

t,hem from Ehe ideology uransmitted Eo White sEudentss. It.

1 Refer to chapte]. four for further information orr the
miTicarizacion of physlc - educatjor.

1_2
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also denied Ehe African sEudenEs access tso physical

educaEion and adequatse healEh opporEuniEies which iE

afforded tshe other groups in varying degrees. This is

evidents in che composilion of mosE of Ehe prowincial and

naEional sport t.eams which are predominantly White.

2.2 RESE]LRCE OBJECTIVES

In view of Lhe exiscing crisis in educatsion wichin

soutsh Africa, ic may be useful to heed Ehe call made aE

ITNESCO'S 1961 conference on educaEion in Africa where iE

vras observed Ehac all educaE,ion curricula in Afri-ca should

be reformed;

The content in educatsion in Africa is not in
keeping erith eiE.her exisEing African condiEions
or the postulaEes of poliEical independence. . .

but is based on a non-African background (Jansen,
1990:330) .

The conf erence al so recomended EhaE :

The general purpose of Ehis study is therefore Eo

provide a critical analysis of physical educatsion in
AparEheid South Africa, up to 1994, including the firsts Ewo

years of t.ransf ormat,ion, namely 1995 and L996, by firstly
examining itss links tso ruling class ideology via Ehe

Christian National Education prografitrnes of YouE,h

13

African education auEhoriEies should rewise and
reform E.he conE.ent. of education in the area of
curricula, E.excbooks and metshods, so as Eo Eake
accounE of E,he African environment., chifd
developmenE, culEural heriEage . .. (rbid) .
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Preparedness, veld Schools and Cadets, and secondly by

examining tshe consequence of this ideology for pupils aE

former whiE.e schools. This stsudy will also examine Ehe

socio-economic conditions and resources employed in
physical educaEion across the racial divide in the

EransiEion Eo educaEion equaIitsy. Based on tshese anaLyses,

a proposal for an alt.ernaE.ive concept.ion of physical

education for liberat.ion will be offered. IE is hoped that

this concepEion will have tshe characEerisEics of a

curriculum which is both socially relevant and offers

po1iEical empowermenE in Ehe move away from an oppressive

aparE.heid sysEem, during t.hls imporEanE phase of

tsransformatsion of Sout,h African socieEy. The theoreEical

framework adopEed wiII E.herefore be governed by a need to

rewise and reform Ehe contents of physical educaE.ion 1n

SouEh Africa, so as Eo take accounE. of, inEer a1ia, E,he

African environmenE., culEural heritage, child developmenE

and social constraj.nE,s which were born out of Lhe apartheid

sysEem. It is imporE,ant, t,o anEicipaEe, debaEe and work

tshrough t.hese concerns, so as Eo faciliEate the tsransiEion

tso an egalit.arian socieEy.

2.3 RESEARCE DESIGN

This sEudy is
which unfolds

essentially a critical E,heoretical analysis,

in the following chapEers, namely:

r4
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l-. Chapter three which examines the ideology of Christian

NaEional Education and iEs links to Fundamental Pedagogics

and Posilivism, in order to determine E.he ideology under-

pirrning apartheid educaEion and Eo conErasE tshis ideology

with thaE of crit,ical pedagogy. Its is hoped thaE a

critical pedagogy will inform a new educaEional dispensa-

t,ion .

2. Chapt.er four, which is a critical analysis of physical

educat.i.on in SouEh Africa and which will address E,he

following: tsopics:

T'he st,atus of physical education in south

Africa.
HisEorical - theoret.ical perspect,ives on t,he

sEaEe of physical educauion.

The instituEional staEus of physical educacion.

The poliE.ical sigrnificance of physical educat.ion.

The CNE programmes and iEs relationship Eo PE.

The girl's core PE syllabus and social conErol .

The PE curriculum and the currents statse of

affairs.

3. Chapt,er five, which is an investigaiion into: E.he

resource differences in equipmenc and supplies, faciliEies,
qualificaEions of tseachers, class size, eEc. for physical

educaE.ion in the former racially divided system, the

educational- and politica)- responses of physical educaEion

15
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t.eachers t.o Ehe EradiEional curriculum; and to examine the

concepEions among t.hese Eeachers of the role of physical

educatsion in a new dispensaEion.

4. Chaptser six, which offers a rationale for a new

concepEion of physical education in South Africa.

16
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CHAPTER THREE

CONTRASTING IDEOLOGTES OF SCHOOLTNG

IN:TRODUCTION TEE CONCEPTUAI, FRAMEWORK

THIS CHAPTER CONSISTS OF:

' An analysis of christsian Nat,ional Educauion (CNE)

and Fundament.al Pedagogics (FP) , (and tsheir relacionship

wiEh Posit.ivism) , which formed an ideological cornersEone

for tshe social disintegration, policical subjugatsion and

economic exploiEaEion of Black South Africans.
* An overview of Ehe foundaEional principles of

cricical pedagogy

Wi.tshin lhis framewor.k of CNE, FP, posiEivism and an

owerview of a crit.ical pedagogy, it w111 be shown Ehat the

CNE programnes of Youth Preparedness, veld Schools and

Cadets declared openly iEs linkages Eo physical educaEion

and military preparedness. These progralmes have also been

designed Eo Eeach CNE values and were therefore

instrumenE.al in fostering and bolstering a racial ideology

in souEh Africa. Christian NaEional Educauion and

Fundamentsal Pedagogics are Eherefore cenEral Eo tshe problem

of t.his thesis and lherefore warranE,s an in-depth analysis.

Yets, in discussing critical pedagogy, it is also hoped thaE

key elements for the reconstruclion of physical educaEion

in its t,hrusE away from posit.ivist,ic research methods for
fuEure development, will be idenEified so EhaE it, can bring

us closer Eo the democrat.izat,ion of t,he process of

17
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curriculum developmenE and change in physical educaLion,

which is discussed in the final chapter.

3.1 CERISTIA}I NATIONAI EDUCATION AI{D

FSIIDA!{EITTAT PEDAGOGICS IN TEE FOR}ITIIATION

POLICY IN SOI]:TE AFRICA.

TEE ROLE OF

OF EDUCATIONAI

Dat.es and historical facus in Ehis section have been

informed by the writings of: Rose and Tunmer (1975); Beard

and Morrow (1981), The Sprocas DocumenE (197L) and Enslin

(1984, in Kallaway: Apartheid and EducaE.ion) .

ChrisE,ian NaE.ional Educat,ion originated in the

Calvinist oriented educaEion of Ehe 15Eh-19th cenEuries.

AE Ehe E,ime, educat.j.on was part. of Ehe functsion of Che

church. and one of itss main funct.ions was Eo produce

reformists chrislians of a part.icular denominatsion. Thi.s

concepE was broughE. Eo Soutsh Africa by earJ-y European

seE.tlers and survived among Ehe Dutsch- speaking populaEion

right inE,o Ehe 20tsh cenEury, despiEe Ehe facE thats most of

E.he world changed E,o a seculari-zed sysEem of education in
Ehe nineteentsh cenEury (Sprocas, L97!:74) .

CNE first emerged significanEly in South Africa at Ehe

time of the llnglo-Boer War (1889-1902), in response Eo lhe

defeat of the Boers by the Brit.ish. The Afrikaners now not,

only had E.o contend wit,h E,he indigenous people and slaves

broughE into the country from E,he easE, but' also wit,h the

English setElers, in order to preserve Eheir culture

18
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against imperialism. This resultsed in the establishmenE of

some 200 privaE,e CNE schooLs in tshe Ewo defeaE.ed republics,

wiE,h the specific aim of protsect.ing Ehe Afrikaner language,

religion and culture. Aft.er tshe introduction of self-
governmen! in the !\ro former republics lL9O7 /Lg}el , CNE did

noE re-emerge in any signifj-canE way until E.he middle of

E.he cenEury. This time however, CNE did noE emerge against

Brit,ish Imperialism, buE for its own imperialiscic gains,

i.e. for the subjugation and economic exploiEaEion of oEher

racially divided groups in South Africa. Therefore, in
1948 and 1951, Ewo important. documenEs served Eo clarify
E,he revised principles and partsicular view of CNE.

The first document, "The Christsian National Education

Policy of 1948'r (Rose & Tunmer, L975:f]-9-L28), professes Eo

be a policy for whiEe Afrikaans - speaking children, buE it
has had far-reaching consequences for Ehe educacion of all
South Africans. The preface to this policy document.

staE.ed: rrwe want. no mixing of langnrages, no mixing of

cultures, no mixing of religions, and no mixing of races.

Ttre struggle for uhe Christian and National school sEi11

lies before us".

ArEic1es L4 and 15 of Ehis policy documenE are

significantly paternalisEic.' Black education is seen as

the responsibiliCy of "whiE,e South Africa" or more

specifically of the 'tBoer Nation as t,he senior White

t.ruslee of E,he natsive" , who is in a sE.ate of " cullural

8 Refer to appeldjx one for a review of articLes fourteer and fifteelt
of tlrj.a policy doctJ,tr.enc.

19

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



infancyr'. A subordinaEe parts of E.he vocatsion and Eask of

Ehe Afrikaner is Eo "Christianize the non-whiEe races of

our faE,herland". It. j.s a sacred obligatsion of the

Afrikaner Eo contsextualize Black educatsion wichin Christian

NaE.ional principles. Under the guise of ChristianiEy, the

Afrikaners st.amped their superiority over t,he oEher

racial.ly divided groups, and E.his exploiEation was

essent.ial for the reproducEion of labour power.

The second document, t.he l-951 "Comnission of Inquiry

int.o EducaEion in Ehe Province of tshe Orange Free StsaEerl

(Rose & Tunmer. a975:f07-]-f2l , demanded 'rthe posicive

accepE,ance of Ehe Christsian principle as education policy

... and t,he E,horough permeation of our schools wlth Ehe

Chrisfian atmosphere", and E.haE. "a nation which neglects

Ehe national principle in tshe educaEion of its youth is
doomed". This is defined as "at.E.achments Eo and

appreciat.ion of tshe nation's possessions, its religion, its
indigenous culEure, love for one's own Iangnrage, which

oughE tso serve as Ehe medium of instsructsion, and for a one

and onLy f aEherland', .

This documents was merely echoing the views of the

dominant, ideology, as e>cpressed in the CNE policy

statement., and Ehat, is the justificaEion of racism.

In sumningi up Ehe CNE policy documenE, r,re can conclude

t,hat it was a Ca]vj-nistic, South African philosophy of

education which was only for chose who shared Ehe life and

world-view on which it, was based, and which stood for:

20
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* Educatsion segregated on t'he basis of racial

classificat.ion.
* Natsionalism for each group.

* MoEher longue educat,ion.

* Black educaEion being organized by lrhiE,es.

i The exclusion of Blacks from sharing Ehe economic

wealth of Ehe counEry.

. rhe accept,ance thaE. t,hese policies were Christian.

3.1.1 TEE INFLIIENCE OF CNE AFTER 1948

The practices underpinned by the CNE philosophy of

1948, cannoE be justrified educaEionally. To puE such an

philosophy inE,o pracEice, an educaEional stratregy had

therefore to be formulatsed which could consolidaE,e and

underpin such a poliEical dispensaEion. A political
pl-ar.form had first. E.o be creatsed. Therefore, after 1948,

people were officially classifj-ed into populacion groups

and shuntsed into group areas, The stsage was Ehen set E.o

formulaEe a series of educat.ional sub-systemse, so E,hat

each populaE.ion group could dewefop and cherish a love for
their own (Van den Berg, 1983:72) . A11 of Ehese racially
divided sub- syst.ems were petrneatsed by cNE principles which

were deliberaEely inferior by design in order Eo perpeEuaEe

t.he economic dominatsion of Blacks by l,lhites. The 1957

The BarEu Ediuca|ion Acx of 795i
The CoJ.odred Pereorrs EducaEion Act ot 1963
The Indiaa Education Act of 7955
The Naxional EducaEjon Polict, Act ot 7957

9
a
a
a
a
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NaE,ional Educat,ion Policy Act had a central role in t.his

dominacion. This act ensured uniformiEy of whiEe educaEion

within the four Provinces. Prior tso tshis acE, each

province legisJ.ated its own education policy. IE is tbis
acts, in collaboraEion with sEaEe bureaucracies, which was

responsible for educatsion policy for all sout,h Africans,

Black and whiEe, wiEhouE consulling Ehe masses.

Educatsional syllabi which were instsiEuEed during tshe

aparEheid era, were thus anti-democratsic in Eheir

const.iEut.ion. ThaE is, the conceptsual. izatsion, regulatsion,

development, and evaluaEion of school syllabi, including

that of physical educat,ion, were in hands of a whiEe

hierarchy, t.hereby effecEively insulauing Ehe curriculum

from ehe influence of leachers, parents and sEudentss across

the racial divide. A most imporEant consequence of such

centralizaEion of t.he school curriculum was tsha! iE allowed

educaEion tso become an instrument for tshe direcE contsrol by

the SEaEe and its ideological agenda of Afrikaner

NaEionalism and racism, as sEated in Ehe 1948 CNE Policy

Document,, we can therefore safely conclude Ehaf Ehe 1957

NaE,ional EducaEion Polj.cy AcE,1o was based on a specific

Christ.ian NaE.ional world-view.

70 Because currjcuJ.um change doee noE happen ovenighx, the cuEent
Soutlr Africar }rinjscer of Ed.ucation, Prof S. Bengu, inetructed that a77
existing eyTTabi be teviewed and. temporariTy revised for the p,.eaent. In
esgence xhen, xhe p.reaent syTTabi are Eo a Targe exxent eEi77 baaed on the
tormer cNE world view.
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3.L.2 TEE LINK BETWEEN CNE A}ID POSITIVISI{

Morrot, (1989:a0-a3), makes a scrong argTument for an

overlap beEween the 'gramar' of CNE and Posilivism in
spite of what, appears to be profound differences bet.trreen

Ehese Evro movement.s. By 'grammar' he is referringi to Ehe

"underlying assumptsions out of which an argnrmenE arises;

Ehe background against which an argxrment makes sense and

caffies whaE,ever crileria iE does " .

Positivism is a theory of educatsion lrhich rejects

E.heolog"y and meE,aphysics in favour of knowledge based on

Ehe scient.if ic observatsion of natural phenomena (L,ongman,

1982t76L). In South Africa, positivism has had, and

probably still has, profound effects on po1itsica1 E,houghts

and schooling, alE,hough itss supporters deny that Ehey are

defending a po]itsical posiEion, its will be seen ehat in
spite of these denials, Posit.ivism is far from po1itsicalIy

neulral . This section will therefore endeavour Eo prove

t,he relacionship beEween CNE and positivism.

According tso Morrow (1989:41-43), tshe main tsarget of

t.he posicivist. progranrne during the 1920's and 1930's was

'old stsyIe meEaphysics' which included in ius armoury the

verificat.ion Principle and which Eurned out Eo be one of

Ehe most. aggressive weapons in its arsenal . The

verification Principle, i.e. empirical verificatsion, pro -
posed Ehat. unless a statement. was in principle verifiable,
it musE be rejected as meaningless. And that Ehis kind of

empj.rical verificaEion proposed E.hat Ehere is a logical

23
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gulf or divide between what. was 'in Ehe world', and the

human undersEanding of Ehat world. In oEher words, 'facts'
and 'things' are 'outs there' in tshe world which are

independent of human understsanding and which had only to

be named.

The verification Principle had Eo be progressively

modlfi-ed because iE led Eo counLer- inEuitive resufEs such

E.hat., 'raII moral and political conwict.ions, all aest.hetic

and religious ut.t.erances, and much tshaE is mosts significanu
j.n human life and tshought is, on Ehe strong inEerglretsacion

of E.he principle, stricE.ly meaningless".

Morro!, ref ers E.o E,his giulf becween what is 'in the

world' and the human undersEandi-ng of its, as the 'Greats

Divide' beE.ween 'facts' and 'values' and t.haE. each could be

used as Label-s for t.he Ewo pigeon-ho1es of Ehe 'Great

Diwide' . Philosophies of educatsion are located in uhe

'values' pigeon-hole because it cannot be determined by

scient.ific meEhods, nor are they werifiable. Philosophies

of educaEion can E,herefore be conceived of as "eiEher
someEhing personal or as sometshing particular t.o parEicular

groups of people, partsicular to particular culEures"

(Morrow, ]-989:.42\ .

In considering and comparing Ehe relaEionship between

CNE and Posit.ivism, Morrow has t.he followiag' Eo say, t.hats

in Ehe langiuage of PosiE,ivism, 'philosophy of education' is
for CNE, as we have seen, firmly in che 'vaLues' pigeon-

hole. Furthermore, "bot,h positivism and CNE presuppose

Lhat. there can be a framework of E.hinking which can
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acconmodaE.e a variet.y of 'philosophies of educatsion'". CNE

does nog however spel1 ouu tshe naEure of Ehis framework,

whereas PosiEivism is quiue clear tshats tshis framework is

'scient,ific' . Nevertheless, the granmars of Ehe two

movement, s are in agreemenE in respects of chis assumption

and EhaE uhis e:q>Iains why CIiIE and Positivism can join

hands (Morrow, 1989 :43 ) .

3.1 .3 TEE LINK BETWEEN TUNDA}TENTAI, PEDAGOGICS A}ID

POSITIVIS}I

FundamenEal Pedagogics (Fp)'1, which purportss Eo be an

approach to educational theory, can be considered Ehe

'E,heoret.ical bed-fellow' of CNE. IE emerged from Ehe same

educat.ional constiEuencies tsha! supporEed CfiIE and apartheid

educat.ion. IE was Ehe Eheoretsical framework adopEed by

educat.ional bureaucrat.s for the dominat.ion of all Ievels of

educatsion ia SouEh Africa. It' has been enforced aE

colleges of educat,ion and ext.ensively Eaught, and defended

au some of t.he more conservative universiEies in SouEh

Africa.

The cent,ral problem with FP as a theory of educagion

is thaE, iE Eries to convince us EhaE education is a value-

free science which can discover and teach universally valid
knowledge abouts educatsion. This is aLso t,he key Eo

undersEanding the nature of iEs relationship wiEh CNE,

77 For a broader critique of Fundamenial Pedaqogics,
W. Morraw, Problqte of Pedadodics (Durbajr a,ld. Pretoria.

Eee P. Beard afrd
7987).
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because Ehe Ewo grammars, EhaE of CNE and FP, coincide with

E.haE, of Positivism in tsheir understanding of the naEure and

logical status of 'philosophies of educaEion', and that, is
thaE, E,hese 'philosophies' can be placed in the 'values'
pigeon-hole and Ehat Eherefore Ehey cannoE be universal and

musE be particular tso particular groups of people.

In order to substsantsiaEe Ehe above, iE j.s necessary

E.o invesEigate the allegations made by Pedagogicians (i.e.

'scienE,ists'), Ehat Ehere is a marked difference beEween

sciencific and post. - scientific pracEice in Ehe sphere of

education. According Eo Viljoen and Pienaar, uhis

scientific practice:

... aims aE, discovering the essenE.ial st.rucEures

of the world and providing findings, noE only of

significance to trimself , buts which are of

universaT validity (Viljoen et a1 . ,L99'7:7) .

The 'scient.ist.' can only

"seEEing: aside all faitsh, dogma,

philosophies of life and tshe rrorld"

achieve

opinions,

(Morrow,

this aim

Eheories

1989:38) :

by,

and

* The pre-scienE.ific (pre - ref lecE.ive ) life-worLd in
which tshe original- phenomena (Ehe essences) reveal

themselves, and which rouse the r,ronderment of E,he

scienE,ist.

26
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. The scient.ific reflecEion on Ehe phenomenon and E.he

universal , verifiable 1ogica1ly systemized body of

knowledge offered by such reflectj-on.
* The posE-scientific meaning:fuI implement.aE.ion of Ehis

body of knowledge in society (Morro$r, 1989:10).

central Eo a criEique of Ehis 'scientific practice' is
the exclusion of values from Ehe scienEific stsage. This

means that. t,he extrinsic aims, beliefs, values or world-

view of t,he \ scienlists' must be abandoned in Ehe scientsific

stage in favour of t,he "universally verifiable, Iogical-1y

sysEemized body of knowledge'r, ds iE appears in Ehe

"empirical life-'dor1d', of the pre-scienEific st.age.

Hovrever, Viljoen and Pienaar suggesE EhaE aE Ehe posts-

scienEific stage, tshe 'scientsist' "may choose to implants

Ehe new knowledge he has gained back into Ehe life-worId of

every day, and by so doing enrich the culture of Ehe group

E.o rrhich he belongs', (vi1j oen et aI . , L97L: LOI . ConsequenE, -

ly, E.he 'post - scientsific pract.ice' cannot be universaTTy

va7id. The gramnar of Ehis consequence is clearly express-

ed by Viljoen and Pienaar:

Pedagogics, which is ... an auconomous science

... provides Ehe opporEunitsy for people holding

different philosophies of life Eo esEablish tsheir

educational systems on tshe Lruuhs revealed

(Morrow, 1989:94) .
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Morrow underscores the gxanmar

on Ehe 'GreaE. Divide' and Ehats iE

Positivism and CNE:

of FP as being based

is central Eo boEh

It. doesn'ts much nraEtser to them (Viljoen and

Pienaar) , as iE doesn't maEter to Posit.ivism,

whetsher we say thaE 'philosophies of life' are

'personal' or 'culEura1', but whichever way we

tsake iE., t.hey are firmly in Ehe 'values' pigeon-

hole of the GreaE Divide. That this grarwnar is
in harmony with that, of CNE is perfecEly clear

(Morrow, 1989:46) .

He concludes, tshaE alEhough tshe proponenEs of FP

conceiwe of Eheir movemenE. as opposed Eo Positivism, there

are import.anE, areas of overl-ap and one crucial way in which

E,hey dif f er:

' BoEh view Ehe relaLion beEween language and Ehe

world (fact,s or phenomena) as conEingenE.

* Both accepE Ehe 'creat Divide' .

* Both underpin the idea Ehat there can be a

scientific, and E,herefore a universal , framework of

Ehinking, or educational policy, which can

accofitrnodate Ehe cultural values of varj.ous groups

of people.

* One decisive way in which Ehe two movemenE s differ
from each other is E,hat whereas PosiEivism uses Ehe

28
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verificaEion principle for distsinguishing between

Ehe Ewo parts of tshe 'GreaE Divide', FP assumes

Ehat. Ehe phenomena wilL be 'revealed' Eo us in tshe

pre-scienEific stage (Morrow, 1"989:48) .

3 .1. II FTIRTEER CONSEQIIENCES OF FP FOR EDUCATION IN SOIITE

AARICA

For an adequate tsheoretsical- understsanding of

educaEion in south Africa, quesEions boEh moral and

political, are essential in all Ehree stsages of scientific
research in educaEion. Enslj-n makes an imporEant

connection beEween FP and CNE:

In lhe end one is left asking whats the purpose of

Ehe scient,ific scage can be if it, cannoE examine

crit,ically Ehe vit.aI quesEions of Ehe walues in
operatsion at E.he pre- and posE, - scient.if ic sEages,

in che South African case, Ehe highly controver-

sial CNE policy (Enslin, 1-984:L44) .

while Ehe science of FP claims that iE can offer us

neuEral and universally valid knowledge about educacion

which is free of both "meEaphysics and dogma" and an

ideological approach tso educat.ional Eheory, iE has provell

just how hisE,orically bounded and biased it is by making

claj.ms tso being Ehe only reliable or auEhentsic way of

)q
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suudying educaEion. The objective of this 'science',

Eherefore, is Eo l-egitimaEe cNE ideology:

This FundamenEal Pedagogics does by endorsing CNE

and Ehe values it espouses as the accepEed policy

on educaEion, and by excluding Ehe questioning of

CNE as a legitimat.e Eheoret.ical actiwity. Thus,

the red herring of FP makes its cont.ributsion to

E.he reproducEion of Ehe dominanE ideology (Ibid) .

ConErary Eo our expectations, Fundamentsal Pedagogi-

cians emphasize tshats values are very imPortant in relaE,ion

E.o educaEion, buE Eheir brief is for educaEion as pracEice

as against education as tsheory, which Ehey claim to be a

scientif ic undercaking.

AnoE,her contentsion of FP is tshe behaviourisEic claim

Lhat 'adul-E.hood' is the owerarching aim of education:

Educat,ion is a part.icular occurrence in
accordance with accept.ed values and norms of the
educaEor and event.ually also of Ehe group to
which he belongs. He is engaged in accompanying
Ehe child on the way Eo sel f - realizaEion, buts
Ehis realizat.ion musE, be in accordance 'rriEh Ehe
demands of tshe communiEy and in compliance wiE.h
E,he philosophy of life of Ehe group Eo which he
bel-ongs. In this vray Ehe SouEh African child has
Eo be educat.ed according Eo Chrislian Natsional
EducaE.ion erinciples (Viljoen eE aI ., 1971:95) .

Morros, (1990:5) refers to

engj.neering which, in the case of

plausible theory, Ehat different,

30

Ehe successful social

aparlheid, appeals

'populauion groups '

Eoa

have
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differenE and incompaEible 'cultures' which lre says is a

convenient. myth and one which occludes t.he thoughts that. t.he

arEificial separaEion of 'population groups' mights lEse1f

spawn separat,e 'culEures' . This, he says, is the myth

which underpins Ehe Eheory of educaEion, calIed FP.

'AdulEhood', t,o which Ehe child is guided and for which it
is being moulded, musE be interpreted appropriaEely in the

Iight. of Ehe divergenE and incompatible founding Eraditsions

and convicE.ions of Ehose who hold warious 'Iife-and-wor1d
views'. Thus, he concludes thaE education must. be an 'own

affair', and E,he aims of education musts, for plausible

E.heoret,ical reasons, be differenE for differenu 'populaEion

groups' .

Furthermore, Eo claim tshaE adulE.hood is tshe aim of

educaE,ion, is a misleading concept of educaE.ion. This can

be seen by considering iEs implications, rrrhich are, tshaE

educaEion can only t,ake place during childhood and that

educaE.ion cannot E.ake place during adulEhood. The latsEer

are fa1se. However, Ehe former is conEroversial because

language provides the velricle by which educacion t.akes

place, and during the former years of childhood, langrage

is a sLow process which is acquired by uraining as opposed

Eo education. The same can be said for concepEual schemes,

such as criE,ical EhoughE,, objectivity, discipline of mind

and behaviour etc. which are critseria for whaE iE is Eo be

educated. Human beings are not born witsh them, they

acquire t.hem gradually in interaction with Ehose who

already posses Ehem, thus Ehe possibiliEies of Eheir

31
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educaE.ion are bounded by wheEher Ehey already possess Ehe

relevant, concepEual schemes (Morrow, 1989:18-19) .

Further supposiE.ions of FP for education in Sout.h

Africa are EhaE iE has been hugely successful in persuading

the vast majority of educaEionists and stsudents Ehats

education and poliE.ics are separate. As Kaflarday puts iE:

The unwriE,t,en aim of FP has been tso
" depol iE,icise'r the f j-eld of educational sEudies
... t.o find a J-anguage and a strucE.ure EhaE would
allow t.he appearance EhaE Ehe sEudy of E.hings
educacional had been Eaken out of the markeE
place of ideas, of economic pressures, polJ.tical
confl-ict and ideological contsestsaEion (Kallaway,
19 84 ; 153 ) .

32

IE. is reasonable to then suppose t.haE a person who has

been exE.ensively exposed Eo a specific Cheory of educatsion,

could Eo some extsent be affecEed precisely by Ehe thj.ngs

which she or he is comnit,ted Eo. This closed circuit
phenomenology could very well invj.tse tshe pooling of

ignorance.

In addiE.ion, FP also postulates EhaU the child is born

in sin, tsherefore E,he aim of aLI educatsion is redempcion.

The child should therefore be submissive t.o tshe highests

aut.horiEy, and Ehat is God. WiE.hin Ehe school siEuaEion

E.haE, aut,hority is placed in the teacher (Rose & Tunmer,

1975:l2l-123; Beard & Morrow, 1981:120).

Final1y, Enslin (1984:145) says: t'Ironical1y, instead

of a t,heory which could, as promised, provide a means of

breaking away from ideology, in FP we have in AlEhusserian
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t.erms, ldeological pracE.ice masquerading as Eheoret,ical

pract,ice" .

The problem in Sout,h Africa before t,he 1994 naEional

elections was E,haE. the Nationalist ParEy wanE,ed Eo mainlain

Eheir position of dominance in education, inter a1ia, by

puEEing forward "A Curriculum Model for EducaEion in souEh

Africa" (CUMSA, 1991). The purpose of this model could

have been t,o ensure EhaE tsheir influence and relevance

would not. be marginalised in a new polieical dispensat,ion.

In chapt,er four therefore, iE, will be shown "E.hats the

fingerprintss of Christian Natsional EducaE,ion and itss

exlrression in FP are found all over tshe documenErr (Jansen,

1991a:5) . Blacks, on E,he oEher hand, have Ea1ked about

"EducaE.j.on for LiberaE.ion", but, in uhe absence of any solid
foundaEion of a pedagogy of liberation at. most teacher

Eraining insE,itut,ions and universities, Soulh Africans may

be forced tso rely, as some of the former colonized

count.ries in Africa, on the infrastructure of a colonial

educaE.ional sysEem. Thus, uhe concerns of critical
pedagogrres is of great. imporEance tso Ehe developmenE and

restructuring of educatsion, and in the int.eresE of Ehis

research, PE in Ehis period of Eransition in SouEh Africa.
The next secEion Eherefore deals wiEh a brief ercplanaEion

of criEical pedagogy and this perspective of educaE.j.onal

theory in the South African conEext.
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3.2 Al{ OVERVIEW OF TEE FOT'I{DATIONAI PRINCIPLES OF CRITTCAI

PEDAGOGY.

This sect,ion has been adapE.ed from Ehe writings of

Pet,er MclJaren, specifically his book 'rL,ife in Schools"

(1989) . The secE,ions which were adaptsed, were: PoliEics,

Culture and Economics. IE has also been informed by

interviews wit,h Henry Giroux and Dan Marshall in the

DeparEmen! of Curriculum and Inst.ruction at Ehe

Pennsylvania SEaE.e University, who share similar views on

E.he basics of critical pedagogy. They agree EhaE "Life in
Schools" is an acceplable rendiLion of criEical pedagogy.

CriE.ica1 pedagogy first. emerged sigmificantsly in Ehe

mid 1970's in North America. However, it owes a profound

debt tso it.s European forefat.hers. A number of critsical
educational uheorists continue to dra!,, inspirauion from Ehe

work of Ehe FrankfurE School of Crit.ical Theory which had

iEs beginning before world war II in Germany's InsEj-EuEe

for Social Research (McLaren, 1989:159).

Presently, IiteraE,ure on schooling abound wiEh

conservat,ive and liberal perspeclives, in effect., schools

were Seen aS l

agencies of social and cultsural reproducEion,
exercising power through E.he underlying interests
embodied i.n Ehe overE and hidden curricula, while
ats the same time offering limited possibiliEies
for crit.ical E.eaching and stsudent empowerment.
(Aronowit.z and ciroux, 1993:139) .
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only a sma11 minoriuy of Marxists and criEical
Eheoriscs wiEhin Ehe academic community have challenged a

lot of whaE is oEher$rise accepted and Eaken for granEed in
schools. In this overview, a different analysis of

schooling is examined, an analysis of criuical pedagogy

which does not reside so1e1y in empirical verificaE,ion of

its E,heories, racher, as the American philosopher ilohn

Dewey suggesEed, "its is rhe disEinctsion between education

as a functsion of societsy and societsy as a funcEion of

educat.ion'r (Mctaren, 1989:158). This choice needs Eo be

examined: rrdo we want our schools tso creaEe a passiwe,

risk-free cicizenry, or a politicized citizenry capable of

fighting for various forms of public life and informed by

a concern for equity and social justice"? (Ibid) . Critsical

pedagogry t,hen. has started Eo provide a radical Eheory and

analysis of educat,ion, by examining schools bouh in Eheir

historical and exist.ing social conlext.. IE also poses a

broad speclrum of " imporE,anE. counEerlogics tso tshe

positivistic, ahistorical and depolit,icized analysis

employed by botsh liberal and conservatsive criE.ics of

schooling" (Mclaren, 1989:159), an analysis which is
visible in the craining programmes at some of our colleges

of educat,ion and universities in SouEb Africa. I'CriEical

pedagogy does noE, however, constsj.tsutse a homogeneous set of

ideas; ratsher, iE. is unit.ed in it.s objectives Eo empower

the powerless and Eransform exist,ing social inegualitsies

ard injustices Cricical pedagogy also provides

hist.orical., cu1Eura1, poliEical and ethical direcEion for

35
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Ehose in educat.ion who sciI1 dare E.o hope and who are

cosmiE.Eed to the side of t.he oppressed and since

hisEory is fundamenEally open Eo change, liberaEion is an

authent.ic goal, and a radically differenc world can be

broughE int,o being" (MclJaren,1989:160) . Whats f ollovrs tshen

is a brief rewiew of these foundaEional principles of

polit.ics, culture and economics.

3.2.L POLITICS

Crit,ical pedagognres have been saddled wiuh Ehe major

t.ask of disclosing and challenging the role EhaE schools

play in our polilical and culEural life. These EheorisEs

see schools noE. only as insErucE.ionaL siEes, buE. also as

cultural arenas where a diversiuy of ideological and social

forms often clash in an unrefenEing struggle for dominance.

In this regard, "they analyze schools in a tswofold way: as

sorEing mechanisms in which selec! groups of studenEs are

favoured on t,he basis of race, cIass, and gender,. afld as

agencies for self and social en[rowerments " (Ibid) , a tsheory

which is endorsed by Bowles and GinEis:

... high gual if icat. ions , in and of themselves, do
nots lead direct,ly tso highly paid jobs... lhe main
facEors accounling for occupaEional reward are
E.he individual's class of origin, his race and
sex (Bowles and Gint.is, 1981:185) .

Teachers should therefore undersEand the role of tshe

school in "joining knowledge and power", in order to use

E,hat role Eo move sEudents from a naive E,o a 'tcritical
36
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at,t.itude". They should also be aware of Ehe facE Ehat,, E.he

t,radiE,ional view of classroom insErucEion as a neuEral

process, clinically removed from Ehe concept.s of power,

poliEics, hisEory and conlexts, can no longer be credibl-y

endorsed. Richard Schaull puts iE besE:

There is no such Ehing as a neuEral educatsional
process. Education eiEher functions as an
instrument which is used Eo faciliEaEe the
inEegration of tshe younger generaEion inEo Ehe
logic of the presenE syst.em and bring abouts
conformiEy Eo iE., or it becomes "Ehe pracEice of
freedom", t.he means by which men and women deal
criEically and creaEively \.riEh realiEy and
discover how E,o parEicipaEe in Ehe EransformaLion
of Eheir world (Schault, 1985:329).

3 .2 .2 CI'LTTIRE

Crit.i-cal E.heorists see schooling as a form of

'r cult.uraI pol-it.ics", E.haE. is, "schooling always represents

an int.roduct.ion E,o. preparatsion for, and legiEimaEion of
parEicular forms of social 1ife. IE j.s always implicaEed

in relaE.ions of power, social pract.ices, and Ehe favouring

of forms of knowledge E.hat. supporE. a specific vision of Ehe

past, presenE. and future. In general , criticaL theorisls
maj-ntain t.hat. schools have always funcuioned in ways t.haE

raE,ionalize tshe knowledge industry inEo class-divided
Eiersi EhaE, reproduce inegualiEy, racism and sexism; and

tshat. fragment democraE.ic social relaE,ions t.hrough an

emphasis on compeE.iCivenes s and cultural ethnocentrism

(Mclaren, 1989:150-161) .
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Mcl,aren vj-ews cult,ure as the parEicular r.ray in which

a social group lives and makes sense of its g'iven

circumstances and condiEions of life. He also says tha!,

we need t.o recognize how cultural questions help us

undersEand who has power and how it is reproduced and

manifestsed in tshe social relat.ions thaE Link schooling Eo

E,he wider social order... and the ability of individuals Eo

express E,heir cultsure is related to the power which certain

groups are able Eo wield in tshe social order (Mclaren,

1989:171) .

3.2.3 ECONO!{ICS

Critical EheorisEs have criticised Ehe neo-

conservaE,ives and liberals $rho have neutralized the term

"criEj.ca1" by laundering it.s political and culEura1

dimensions Eo mean rrE.hinking skiIIs", liEEIe at.t.enEion

having been paid t.o E.he purpose to which these ski11s are

to be puE. ttThe moral vision grounding such a view

encourages sEudentss Eo succeed in Ehe t.ough compeEitsive

worLd of existing social f ormsrr (Op.cit..:161) .

By specifying academic success in Eerms of creating

workers who are submissive Eo auEhoritsy, producEive and

patriotic, the st.aE.e has also sidesEepped any concern for
nurtsuring critical and comniE.t.ed ciEizens. The staEe

achieves t.his subjugat.ion of studentss tshrough a prolife-
raEion of sEat,e-mandat,ed core curricula, which effecEively

de-skiI1 Eeachers. Neo-conservaE,ives have also rejected
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Ehe view Ehat. schools should be siEes for social Eransfor-

mation and emancipaEion, places where students are educated

not. onl-y E,o be crit,ical Ehinkers, buE also Eo view Ehe

world as a place where their actions might make a diffe-
rence .

Cri.tsical theoristss also sE,ress EhaE any pedagogical

pract,ice demands a conuniEmen! tso sociaf EransformaEion in
solidariEy wit,h subordinate and marginalized groups, prior
Eo a nrastery of technical skiIIs. Furt.hermore, they are

critical of liberal and conservaE,ive critics who favour tshe

interestrs of Ehe dominanE culEure. By conErasE, Ehe

critical perspective alLows one t,o scrutinize schooling

more insist,ent.ly in Eerms of race, c1ass, power and gender,

Critical Eheorist.s also challenge E.he assumption EhaE

I'schools funct.ion as major sites of social and economic

mobility. Rather, Ehey agree Ehat uhe economic returns

from schooling are greaE.er for Ehe affluents than for Ehe

dj.sadvantaged" (Ibid:152) .

Cent.ral E,o Eheir atEempt Eo reform public educatsion is
a reject,ion of t.he emphasis on a curriculum based on

scientj-fic predict,abiliEy and measurements. Ttley rejecE Ehe

cLaim Ehat. schooling consE.itut.es an apoliEical and value-

neuEral process. In fact,, they say, "EhaE, Eo argue tshats

schools are meritocraLic instiEut.ions, is a concepcual

taut.ology: successful learners are Ehose whom schools

rewardrt ( Ibid: 163 ) . In t.his regard Bowles and cj-ntsis , in
examining educaE,ion in che Unj.Eed SEaEes, claim ehaE:
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Low grades are relaEed Eo creatsiviEy,
aggressivity and independence and conclude Ehat
such E.rait.s are penalised by the school . They
also found a number of characEerisEics which Ehey
arg"ue indicat.e " subordinacy and discipline"
associaEed wit,h high grades and concludes thac
such charactseri st j.cs are rewarded by t.he school
(Bowles and GinEis, 198L:182) .

Fina11y, McLaren (1989:164) says EhaE Marxism has noE

been taken seriously as a means of social- hisEorical

analysis. He claims tshaE Marxis! theoristss are of E.en

subject, tso "knee-jerk Marxophobia", while mosts cricical
educaEional E,heorist.s work ouEside t.he orEhodox Marxian

t.radit,ion and do not, consider capitalism an irrevocable

evil . He does however agree EhaE, ,,itss paEEern of

exploiEat.ion has produced an economic raEionaliEy EhaE

infuses current, t,hinking on social and educatsional issues

which cont.ributses to massive social problems,'. In order Eo

ensure E.hat all individuals have a voice in Ehe surplus

value which Eheir labour generatses, he argues !hat., 'rEhose

responsible for our currenE brand of capit,alism musE be

held morally account.able". He also argnres t'haE a new

economj.c ethic is needed, 'rone thac will help gnride and

eventually reshape economj.c policy in t.he interest.s of

everyone, one wiE.h E,he vision of and power tso counter the

dehumanizing effecEs of modern supply-side capiEalism,'.

This suggesE.s creaEing a new discourse:

One t.hat is informed by Ehe MarxisE project of
social , and, hence sel f - emancipaEion buE noE
limited by iEs fundamental categories. It is E.he
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l-egacy of E,his need to move beyond Marx, rat.her
than rescue him from his criEics and followers
(Aronowit.z and Giroux, L993:L13) .

3.2.4 TEE SOIITE AFRICAIiI PERSPECTIYE

ConErary to criE,ical pedagogy, fundamenE,al pedagogics

believes t.hat: f irst.ly, ideas are not socially consEructsed,

EhaE all knowledge is apoliE.ical and neuEral and that
schools are vast. markeEs, warehouses for children, which

recreaEe unequal- social condiEions. CriE,ical pedagogy

mainE,ains that. educat,ion is poliEical and paruisan and Ehat

schools are also cent,res of hope for democratic equality
and resist,ance. Secondly, knowledge J-s st.amped wit.h the

brand of c1ass, race and sex. Therefore E,he Sout.h African
educat,j"on system was designed to reproduce class

relacionships and creatse people who are instsrumenEs of

their own oppression. While criE.ical pedagogy believes

Ehat Ehere is always room Eo sCruggle for what is t,rue, tso

gain and t.est, knowledg'e. Thirdly, Chats the science of FP

reproduces ruling class ideol-ogry by allowing trhe

'scient,is!' t.o imp1anE. Ehe new knovrledge vrhich was revealed

Eo him or her, back inE,o t,he group Co which s/he belongs.

While criEical pedagogy presupposes that t.eaching have

ideological conseqlueu.ces, thats is, ideology permeales aII
of social life and refers Eo t.he producEion and

representation of ideas, values and beliefs and Ehe nanner

in which they are expressed and lived out by individuals
and groups .

4t
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A criEical pedagog:y should replace the pract.ices of

indocErinaEion in education which sEemned from the National

Party's CNE policy and should seek Eo:

Unmask oppression and domination through social

inquiry.

Make people ag:ents, able E,o gain and EesE knowledge on

Eheir own.

Demonstsrate E.he liberaE,ing nature of collect,ive

inquiry and action.

Raise questions for reflection, and conditions for
pracf,ice, so that ideas and praclices can chang:e,

which will result. in educaE,ion becoming experimenEal

and explorat.ory.

Forge a unity of learners.

Encourage people t.o examine Ehe conEradictions of

E,heir own surroundings. To ask the questions: wfraE

are the problems? Are our problems simj-lar? Where do

t.hey come from? WhaE. can we do abou! Ehem?

Dialogue, Eo gain and Eests Ehe understsanding of

inEerrelaEed, inE.erdependent., yets contradicEory ideas.

Demonstrate that knowledge is partial , ,'a momentary

grasp of ever-changing reality".
Ask people to E,ake posit.ions and raEionally support

them.
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This chaptser has revealed the role of Christian

NaE,ional Bducation and itss 'bedfellow', Fundamentsal

Pedagogics in Ehe reproducEion of aparEheid educaEion j.n

south Africa and Ehe counterlogics of a radical approach Eo

educaEion. In Ehe next. chapE,er iE will be shown tshats

ChrisEian NaEional EducaEion has utsilized physical

educacion in whit.e schools to fosEer and bolster a raci.st

ideology and also Eo encourage a vigilant WhiEe miliEarism.

72 Theae ideae were deveToped aa
academica and gEudenta at PeLn
state university (usA) in 1993t where
registart t.heoriaes.

a resul.E of discug€ione with

El:ere js a axtong echool of
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Draw knowledge not only from the classroom, but, also

from beyond it. .12
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CI{APTER FOUR

A CRITIC.A,I. AI,TALYSIS OF PITYSTCAL EDUCATION

IN SOUTH AFRICE

4.L ON TEE STAII'S OF PEYSICAI EDI'CATTON IN SOIITE ATRICA

Physical EducaEion (PE) faces a dual dilemna in SouEh

Africa, relaE.ed to its institutional and poliEical st.aEus.

PoliE,ically, the sigaificance of physical action is removed

from E.he minds of most teachers and academics from any

ideological moE,ives ot.her tshan in its conEribution Eo

physical development. PE is t.herefore more likel-y Eo be

inEerpreted as importrant for iEs immediace utsi1itsy rat.her

Ehan as symbolic of tshe political order. The hegemonic use

of PE by the StaEe was a more covert operaEion. Only

marginal voices have scruggled tso raise proEests abouE Ehe

polj.E.ics of physical education, noE sj-mp1y in ter:rns of Ehe

more comrnon place caEegories of discrimination (such as the

unequal disEributj-on of resources along race or class

lines) buE on the grounds of poliEical episcemology; tshat

is, how the ways in which vre t.each and learn through the

physical educat,ion curriculum are conditioned by the

walues, norms and beliefs of the broader social order
(Hargreaves, 1975 :5-l-0 : 164 ; Hendricks, 1991,:2L3-233,. Evans,

1990;155-169). Inst.itutionally, physical educaEion is a

1ow-sEatus discipline j.n schools, a ',non-examinatsion

subjecc" for which Ehe provision of qualified Eeachers and
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maEerial resources is much less of a prioriEy Ehan for
rracademj-crr subjects. YeE po1iticalIy, it has played a

major if not. covert role in developing a rrlar psychosis in

whiEe stsudents (see 4.5). Not surprisingly, tsherefore,

radical academics and poliEical acEivisus in Soutsh Africa

have by passed physical educatsion as a strategic element in

the process of social tsransformaE,ion.

YeE an hist,oric opportunity exist.s Eo also insert

physical educatsion into the centre of E.he debaEe on

curriculum transformation in South Africa. At a t.ime rrrhen

some progressive schools (such as Sts. Barnabas ) and

universicies (such as the westsern Cape) are reE,hinkj-ng E,he

Stsate curricula, physical education shouLd be specially

Eargetsed for reconsE.ruction. By way of additional

Eheoret.ical perspectives, iE is usefuL Eo clarify Ehe

currenE, st.ace of physical education in Sout,h African

scfrool- s .

4.2 EISTORICAT-TEEORETICAI PERSPECTIVES ON TEE STATE OF

PEYS ICAI, EDUCATION

Recents analyses of the school curriculum have done

much tso clarify Ehe sEatsus of school subjects in
contsemporary society. one of E,he mosc inEerest.i-ng

perspectives is provided in t,he work of Ivor Goodson, which

can be cal1ed institutional hisEories of tshe school

curriculum. Of inE.eresE Eo Goodson (f984:25-441 is how,

wit,hin schools, subjects emerge and compeE.e for status,
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resources and terriEory as a resuIts of the advocacy of

E,eachers and academics ' Critrical of tshe macro- EheoreEical

work of Michael Young (1971:19-40) and others, Goodson

(1988:x1) sees value in school-feveI sEudies which replace

crude noEions of dominaEion witsh pattserns of contsrol in

which subordinaEe groups can be seen acE'ively at work'

There are, however, Ehree problems with Goodson's

Eheoretical perspecE.ives in the Souch African contexE:

* In highly centsralized educat ional systrems it would be

of 1iEtsle adwant.age to foI1ow Goodson's (L987:3-4) claim

E.hats professional conflicEs over Ehe schoof curriculum were

determining factors in explaining t,he st.alus of specific

school subjects in tshe English conEext.13 Principal

conflicts over school subjects (such as Afrikaans and

tii-story) in South Af rica have invol-ved an unlikely group of

actsors--namely studenEs--for whom t.he alternaEive rrTas Eo

seek it.s implement.at'ion oucside of t.he schools or as a

parallel curriculum Eo otficial subjectrs (Jansen, L989tl25'

133). True, tshe "altsernaEive curriculum" did not direccly

change Ehe natsure of official school subjecEs, but iE did

sig:na1 differents and import.ants arenas in which tshe stsruggle

Eo define and redefine school subjects cake place, an arena

which is not. accounEed for in insEiEuEional hislories.

7i In che south African contexE Elte irEtitutioraT PerEpective is
usefu-L Eo the extelt tlat it aLarifie! Ehe relatiwe ataxus of echooT
subjects such ae PhyeicE (a high status subject) against physicaT
education (a low insEiEu- tional etaxua aubject) in boxh Black a,ld white
schooTs and (a high potiEical Etaxus Bu.bject) at vlhite Bchools during Ehe
Apartheid era,
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* Good.son seems Eo assume Ehat Ehe insE'itsuEional staEus

of a subject is in direct correlation with its poliLical

supports. In Soutsh Africa, physical education faced a

paradoxical siEuaEion in whit.e school-s: compared Eo otsher

school subjectss, physical educatsion was accorded a 1ow

instiEutsional stsaEus in Eerms of resource supporu, buE was

assigned a xeLaEively high po1iEica1 sEaEus in Eerms of Ehe

ideotogical goals of the aparEheid sEaEe. It will be seen

later thaE Ehis politsicizaEion of PE aE whitse schools was

used Eo furlher Ehe aims of AparEheid. To igrrore physical

educaEion's ideological cont.ents because of its instiuutio-
nal sE.atus, could also have ignored a significan! arena for

staEe contsrol; on the other hand, t.o have overlooked itss

inseicueional position because of iEs conservative

ideological legacy could also undermine Ehe poEenEia]

contributsion of the subject uo E.he process of radical

change inside our schools. Therefore, boch the ideological

and insEiEuEional sEaEus of tshe subjecu have Eo be

undersE,ood and redefined in order to furEher Ehe goals of

t,he democraE.ic process againsE and beyond apartheid.
* Goodson fails tso clarify the role of t,he sEate as a

direct. or indirect actor in the determination of E,he school

curricuLum in the deweloping world generally and in SouEh

Africa as tshe specific case of intseresE. soutsh Africa's
highly cenEralized racial tsradition of curriculum

developmenE has been characEerized by a very close alliance

beEween t.he stat.e and all-WhiEe professional organizations

of academics. ConsistenEly, whiE.e academics and allied
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bureaucraEs were Ehe principal agencies for giving specific

conEent. to the school curriculum,' wiEh tshese groups so

slawishly following Ehe ideological dictates of the former

white Government, Ehey ofEen found Ehemselves effecEively

acEing as proxy for Ehe sEaEe in educaEj-on issues ('fansen,

1990b) .

In conErast, then, Eo insEitut,ional perspectives is

tshe work of Thomas PopkewiEz (1987) and oEhers (Apple,

1989, Carnoy and Levin, 1985; and ifansen, 1990a:) which

could be described as social hist,ories of the school

curriculum. In chis E.heory, "The history of school conuenE

is an intersectsion with social, culEural , politj-caI and

economic inleresEs Ehat underlie the transformaEions and

sExains in a lnaEion's] insEj.Eucionsu (PopkewiE.z, 1987:3).

Placing tshe explanaEory emphasj.s on Ehe targer social

order, Ehis genre of curriculum hisuory clarifles t.he

deLermining role of Ehe state and capital in shaping the

school curriculum.

The observaEions $rhich follow are therefore aligmed

more di-reccly with the EheoreEical contsribuEions of

Popkewitsz ets aI . (mentsioned earlier) , on Ehe school

curriculum and ext.ends Ehese social perspecEives Eo Ehe

neglecEed arena of physical educalion as a school subject

in the specifically racial archiE,ecEure of South African

society .
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4.3 ON TEE INSTITUTIONAL STATTIS OF PEYS ICAI., EDUCATION

4.3.1 TAE ALLOCATION OF INSTRUCTIONAL FACILITIES

Resource allocat.ions for Ehe Eeaching of physical-

educaEion in schools mirrored the sEaEe' s obsession with

race and et.hnicity. Only of WhiEe schools could its be said

E,haE, "Exlensive facilit.ies are provided for sporEs and

recreaE,ion ful]y financed and consEructed by

departments generously subsidized . . . rr (Coetszee,

1978:13i Eraser, 1991:38-39) . By contrast, in Coloured and

Indian schools E,here is often only a rudimentary physical

education progranune in existence, since even E,he most, basic

educational facilit,ies for its effecEive implementation are

74 Jr souti Afric,a Ehe moet important cuEjcui.um docuEert is the
preecribed sy77a-bue (preeentLy ulder debate), a vezy broad ovxline ot
Bu-bject matEer, goaLe, Eopics to be covered, eugge1xed activitiee, a,fd a
few concTudinq adniriEtrative deEajle on t}le examina tion af t}e 6ubject.
Texxbooks wera wriEcen ard eelected on the baaia of confoming with a ,ew
sy77a.bue, and. are the major cortert vehicles for inxerpretiag aJrd
irnpl enen tjng che ey)-Labus.
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In order tso assess Ehe possibiliE,ies of radical change

in Ehe physical educaEion curriculuml', previously

disadvanlaged people need Eo be more precise abouE Ehe

nature of the problem or, as it may short,Iy become, "Ehe

inheritsance" of t.he democraEj.c movement. First, Ehxee

probtem areas in high school physical educaEion which

charact.erize tshe low insEiEuEional prioriuy of physical

educaEion compared Eo oEher school subjecEs withj-n tshe

school seEEing, can be idenEified.
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ery ofEen in African schools, PE does not

urriculum.

4.3 .2 TEE DIS IBUTION OF EDUCATIONAI, PERSONNEL

Physical E

among E.heir co1

yearr che Lasts

caEion teachers have Ehe lowesE status

eagues. At Ehe beginning of each school

sloE. of concern t.o the principal is the

physical educat. on teacher; and if s/he has a qualificaEion

in an academic ubject, EhaE person is more 1ikeIy tso be

recruited t.o each academic subjecEs chan physical

educaEion. Whi e liEt.Ie attenEion is given Lo the tsraining

and util-izaEion of physical- educaEion Eeachers in African

schools, it i- noE uncofirmon Eo find the service of

professional c ches used aE some former white school-s

(Coetzee, l-978:

such as guidanc

most. Black stui
period". In par

resources mobiLi

do wiE.h Ehe deep

Ehat the only th
sEaEe-run examir

is not examinab

3).

4.3.3 IEE E)q!4 NATION STATI'S OF TEE SCEOOL SIIB.IECT

Any non-ex minaE.ion subject in SouEh African schools,

e and physical educaEion, are tsreatsed by

lenE,s as a j oke or, aE best, as a " f ree

'L, Ehis has Eo do with Lhe relative lack of

Lzed behind Ehe subjecE, buE it also has to

Iy embedded notion in South African schools

ings wort.h learning are what will appear in

laEj-ons. However, while physical educalion

le, it, is compulsory (unlike the academic
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lacking, while

featsure in Lhe
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subjecEs which are mostly optional) , so tshac Ehe majority

ot studentss who were exposed to itss ideological effecEs

srere so-called Whites because of Ehe availability of

resources and relaEiwe politsica1 stsability at Eheir

schools,

ExaminaEion sEacus, resource support and Ehe

regulatsion of E.he curriculum are therefore key element,s in

the Iow insEitsutsional statsus of physica1 educatsion. Bl]E

t.aken at, face value, Ehis observaEion is mi.sleading: iE

should NOT suggesL thaE Ehe former SEaEe accorded Ehe same

insignificance to the ideological stsaEus of the subjects,

quitse Ehe contrary, as will be shown in Ehe nexts secEion.

4.4 ON TEE POI,ITICAT SIGNIFICA}ICE OF PEYS ICAI. EDUCATION

In Ehe former SEate physical education syllabi Ehe

dominant, conception was t.haE of physical education for

development. That is, Ehe purposes of physical educaEion

were limiEed primarily Eo the biological definition of the

child's cogniEive, emotional, physical , psychomoEor and

social needs. while Ehis concepEion may have been

imporEanE, it was incompleE,e and policically conservatsive

by ignoring fundamental linkages of educat.ion Eo Ehe

crit,ical social conEext of apartheid education.

It is tsherefore ofEen assumed, if noE, argnred, that

physical educaEion is poliuicaLly neutsral . ProEagonistss of

Ehis view often Iay claim Eo the universalj-Ey of physj-ca1

education aims. There is not, Ehe argiuments goes, a
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distinctsive difference in Ehe conEenE, and actsiviE'ies of

physlcal educaEion cross-natsiona1Iy- Many educalionistrs

would challenge Ehis view of neutsraliEy as pernicious,

E,heref ore an undersEanding of Uhe Eransmission of ruJ-ing

class ideology would help Eo clarify how che Staue used

physical educatsion and Ehe CNE progranmes of YouEh

Preparedness, veld Schools and Cadets Eo transmit chis

ideology at white schools.

4.4.L TEE TRANSI{ISSION OF IDEOLOGY VIA PE'S IC}! EDI'CATION

Firsts, we need Eo lake cognizance of tshe fact thats any

society is reproduced more or less as its exists by a number

of ideological sEate apparatus. A chief apparaEus being

educat.ion (AlEhusser, 1981:180). Educational institsutions

E.herefore help to entsrench the ideas or ideologry of the

state. Consequently, educational curricula are amongst Ehe

more conservaEive forces in any socieuy because Ehey

lit.erally help t.o enErench E.he sEaE.us quo as seen in the

section on Fundamencal Pedagogics. The curricula noE only

EransmiE a ruling class ideology, Lhey also conserve that

which is valued in a society and reproduce the altitrudes

and behaviour reguired by the major groups in Ehe division

of labour -

Van Den eerg (1990:5) believes that by focusing on tshe

curriculum, E.he South African sLate used schools for the

mainEenance of the existing social , economic and political-

order. He also says:

(,
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The curriculum thaE is in place in our schools
has been placed Ehere by procedures which

give E.he rights of decision-making tso
represenEaEives of Ehe dominanE groups wiE.hin
sociecy. The contsenE which is required Eo be
learnts and taught, Che way iE is required tso be
tsaughc and Learnt, t.he resources available for
the task, the textbook and examination
requirement.s to exercise control over E.hat
process, all these and more have been in Ehe
hands of Ehe dominant minority. Even if we E.ry
E.o argue that Ehe curriculum can be defended on
"educatsionalrr grounds, iE is t.he educacional
opinions of Ehe dominant minority EhaE have come
co prevail (Van Den Berg, 1990:5) .

The ideological belief, Ehen, thaE " educaEionrr $ras an

rtown af f air" E.haE is, t.haE, each racial group had tso

adminisEer E.heir own education, was in the inEeresE of the

dominanE groups in an Apartheid SouEh Africa as iE provided

a plausible rat,ionalizaEion for tshe reproductsion of tshe

relations of domination and exploicatsion (Morrow, 1989t64) .

It. is Iikely tsherefore EhaE all currentfy revised school

curricula, may reinforce tshe political power of Ehese

groups if they are noE changed by progressive

educaEionists.

The physical education curricula were no excepEion,

because former core-syl1abi were in 'White' hands making

Ehem anci-democraEic in their constitution. fhe ne$, core-

syllabi (instituted in 1992), included Blacks on only one

of E,he conunitst.ees involved r/rith this syllabus, viz . the

Int.erdepartmental Curriculum Collmit,t.ee (National Curriculum

Comnittee) . Their role, however, was limiEed Eo observer

status only. The purpose, Cherefore, of Ehis comnj.EEee was

Eo give the policy making machine a smack of colour. (See
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appendix number E,wo for tshe concepEion of t.he 1992 core-

syllabus for boys) .

T'he conceplualization, regulatsion, development., and

evalua!ion of physical educat.ion curricula were also

therefore in 'whiEe' hands, effectively insulat,ed from Ehe

j.nfluence of parenEs, stsudenEs and teachers, boEh Black and

whiE,e. A most imporEanE. consequence of such cenEralizaEion

of the curricul-um is chat j-t allowed physical educaEion Eo

become an insErument for t.he direct conE.rol by Ehe former

SEaE.e and it,s ideological agenda of physical, military and

moral preparedness. The SEaE.e's aEEempE at ideological

contsrol continued inE.o the ninet,ies.

4.4.2 A CIIRRICULUU UODEL FOR SOI]IIE AFRICA ( CT'}!SA )

February 2, 1990 heralded Ehe beginning of a new

po1iE,ica1 era in Sout.h Africa. Yet, Ewo years Latser, a

discussion document dealing wiE.h curriculum reconstrucE.ion,

enE.iE.led "A curriculum model for educaEi-on in Soutsh Africa"
(CUMSA), was published by the Comnltt.ee of Heads of

Educat,ion Departments in Nowember 1991. Once again Ehe

conceptual i zatsion, regnrlaEion, developmenE, and evaluaEion

of E,his document. (for a new educaE,i.onal dispensaEion in a

non-racial South Africa) were predominantly in WhlEe hands.

The educaEional faculE,ies ac B1ack universities, as well as

progressive educational and poliEical organizations

representing the masses, were not consulted and because

tshey saw t.he government as being illegiEimaEe, Ehey would
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not allow Ehemselves Eo be consulEed. The significance of

t,his documents for physical education was thaE it did noE

address the problems which had beseE t,he subject aE Black

schooLs and, if previously disadvanEaged people are not

mindful of tshe siEuaEion, during the preselE period of

Eransition, they could inherit a physical education

curriculum, which does not address the socio-polj-tical and

physical needs of Ehe comnuniEy '

This discussion documenE was an aEtempt by Ehe

outgoing Government., in ius "death Ehroes'r, Eo reEain

historical structsures. If allowed Eo proceed, its could

have had dire conselJuences for educat.ion, including

physical educat.ion in SouEh Africa. The underlying

philosophy of Ehe document referred Eo:

* Equal opportunities for education, including equal

stsandards of educaEion. However equal opportunitsies a11ude

Eo separaEe buE equal entities, ie, EhaE each entsity has

t.he same sEandards. whaE tshe ComniEtee of Heads of

Educat.ion DeparEmenEs (CHED) failed Eo recognize lrtas EhaE

'stsandards' are not universal . Ralher, standards are

historical, subjecE Eo change, parcial and contextual ,' Ehey

are deeply politicaf, and should also be appropriatse Eo Ehe

conE.exE. of EransformaEion in South Africa but., it is not

wrong E.o strive for equaliEy.
t The recogniEion of religious and cultsural ways of

1ife, thereby giving space for CNE and possibly its
programrnes of YP, Veld Schools and cadeEs in schools.
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* A strong emphasis is placed on wocaEional Eraining as

opposed to educaEion, which will probably be skewed in

favour of tshe unemployed masses. In tshis way it would be

reproducing the workforce for corporate South Africa and

maintsaining tshe presenE unequal economic relations belween

the 'haves and the have noEs'.

* 
" Curriculum renewal is an extremely complex process

which must take place in a scientifically responsible

mannertr (Cumsa, 1992:VI). By insisting on a "scientifical-
ly responsible" rendition of iEs model. CUMSA idenEified

iEself with Ehe E.eneEs of Fundamentsal Pedagogics and

PosiLivism. The significance of this polemical stance was

EhaE iL was autocratsic and monopolistsic in nots considering

otsher educaLional possibilitsies, for iE is but one

construct out of many possibil j-t.ies.

* The validalion of an autshoriEarian approach co

educaEion, as in tshe case of Fundamentsal Pedagogics, could

have bolsEered Ehe former sEaue's auEhoriEarian, political

and educatsional agenda. "A posiEive aEEiEude tor,'rards Ehe

concepE of rdork and purposeful effort ... rt and "a positsive

aEtiEude E.oward.s respecE for auEhoritv and discipline"
(cumsa, a99221-4). In Att.husserian tserms, Ehe reproduction

of labour power requires noE only a reproducEion of its

skills, buE also at lhe same time a reproduction of its

submission to authorj-ty. Authority and discipline also

form the basis of a criuique of physical education in thj-s

study.
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* A creauive, logical and critical way of thinking

(Cumsa, rgg2] 64), but. while this is cormnendable, CUMSA

neuEralized Ehe Eerm critsical thinking to mean higher

levels of cognicive ski}ls, thereby removing its political

and cultural dimensions. Teaching would Eherefore hawe

been reduced Eo only helping sEudents acguire higher 1eve1s

of cognj.eive skills inst.ead of paying attention Eo Ehe

purpose to which tshe skilIs could be put. The moral vision

Ehat underpins such a view encouragies sEudents Eo succeed

in t,he Eough and competiEive worId, once Ehey graduaee from

school .

* sEandards which "indicaEe aims chat should be aspired

Eo and object,ively deE.ermj-ned crit.eria concerning Ehe

gualiEy, Ievel and degree of performance in terms of

masEering knowledge, skil]s and values . . . u (Cumsa,

1992:53) . IE. may noc be as easy for pupils from

disadvancaged areas Eo achieve these standards as it woul-d

be for tshe st.udentss from advantsaged areas.

CIIMSA was Eherefore an aEEempE by Ehe SEate, as uhe

principal force, Eo shape a E.ransiE.ion society in order to

secure t.heir interests and Lhereby Eo also cling Lo iEs

last, vest.iges of power.

In promotsing t.his Discussion Document, Eherefore, uhe

CEED E.ook a calculated risk. A new curriculum model for

educaEion in South Africa can only work if an at,lempts is
made Eo involve all role players in t.he conception and

developmenE of a new curriculum model- for educat, ion,

oEherwise it. is bound Eo fail .
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Further attempts tso aborE the reconstrncE'ion of

education in South Africa are unlikely aE Ehis st,age,

alt.hough, Ehe possibiliEy of curriculum conlinuity in PE

should noE be dismissed.

lhere is a broad consensus in recenE licerature Ehats

curriculum reconstruction in posE-co1onia1 Africa has

failed in fundamental lrays (Li11is eE al , L987:!67-L79;

Lewin, 1985:117-133; Ingle et aI , 1981:357-371; Jansen,

1991b:3) and that curriculum cont.inuiEy from coLonial to

independence or neo-colonialism is pervasive in Africa.

Physical educaEion is no exceptsion tso Ehis pervasiveness -

In research conductsed in Zimbabwe, iE was found EhaE after

tsen years of independence, Ehere had been no change in che

physical education syllabi aE all schools.rs The same

applies Eo Namibia, who afEer five years of independence

sEi11 conEinues with a pre- independence physical education

syllabus.'5 In sum, afl Ehese account.s echoes the observa-

Eions made earlier, lhaE much sti11 remains E.o be done if
t.he SouEh African educaEion system, in either it.s curricu-

1um policy init.iatives (which include physical educaEion

and oE,her non-examination subjecEs) or methods are to be

divorced from an apartheid heritage.

15 A redearch project carrjed out by the honourE students of che Hufiar
I'love.roent Studjeg Departnerx of the UniverEity of the Weetez7J caPa in 7990
aa part of Eheir coul.se work.

L6 rnforma Eior obEained from interviewE idvoTving thtee teacharB of
physicaT edudatjor jn lvaJrlj-bia.
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Four existing elcplanations which appear in liEerat'ure,

hawe failed Eo accounE. for curriculum conEinuity (ifansen,

1991b:4-7):

* The Technicist $rplanaEion; This approach aEEributses

cont.inuity to t,he inadequacies of Ehe Eechnological

characEeristics, processes and outcomes of curriculum.

Inputss, outputs, effectiveness and efficiency are

enphasized to the exclusion of otsher possible explanations

(Havelock eE aI , L911 :L9-2L) .

The DeDenden ExDl anat ion Dependency atEribuEes

conEinuiEy to E.he imposition of and reliance on

metropoliEan (normally Lhe deparEed colonial povrer)

knowledge, beli-efs, and walues in tshe Posts-colonial

curriculum (Li11is, 1985:80-96) .

The rrCul t rrral AdanF- a l- ion " I anal 1.)n The culEural

model attributes continuiEy Eo tshe lack of 'fits( between

t.he assumpEions of imported/imposed curriculum models and

the cultural characEeristics of tshe locaI cont.ext (In91e

and Turner, L981:357-371) .

The ComDensatorv Leqi l-ma E ion Exolanation: 1,11-tDi-

theory stsarEs from Ehe assumptsion Ehats staUe policy is
problemaEic Eo begin wiE.h. Curriculum policy, in E.his

view, is merely an atEempE by the sEaEe to "compensatse" for

ius eroding Iegiuimacy as a result of the failure uo reduce

Ehe inequalitsies of tshe inheritsed capit.alists system. The

mere public display of curriculum policy therefore has
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polit, ical
impact on

advantages which may have liEEle Eo do vtith Ehe

curriculum practice (Wei1er, L983:259-277\ .

The search for a more powerful explanatsion for

currj.culum continuity has also recently been advanced by

Jansen (1991b:8). He argues tshaE tshe cenEraliEy of

politics is accounEable for curriculum policy detserminaEion

in Africa and advances t,hree lheses concerning educaEional

(and curriculum) changes in Lhe Eransition:

. That historical strucEures conditioned Ehe behaviour

of Ehe stsaLe in the t.ransicion so tshat education policy and

poLiEics have t.o be interpretsed vrith reference Eo boEh

hiscorical and pol j-E.icaI conEexEs.

* That, Ehe stsatse is Ehe principal force in shaping

trransitrion socieEy so EhaE politsics (nots economics)

dominales social Eransformatsion.

* 'Ihac Ehe dialectical nat,ure of educaEion in the

E.ransiEion is characEerized by " sE,ruggles for greaEer

equality of political power in Ehe stsaEe by Ehe forces of

democraEizaEion against the forces of reproduccion'r.

That E.he SEat.e is the principal force in shaping and

sust.aining society, ls evident when E,he Apartsheid StaEe

inscigaued tshe C'NE programnes of Youth Preparedness, veld

Schools and cadet,s. The ideology it t.ransmitEed via these

progranunes was - physical , military and moral preparedness

in order E.o wiE,hst.and the'EoEal onslaughu' and Eo proEect

E,heir culEure .
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4 .5 TEE CNE PROGR,M}TES AITD ITS RELATIONSEf P TO PE

The Physical EducaE.ion curriculum, partsicularly in

white schools, encouraged a vigilant, militarism which would

physically and morally prePare youEh for tshe't hard tsimes

which Iay ahead". YouEh Preparedness Programmes (YPP),

veld Schoots and Cadets in whi-t.e schools, as prograTnmaEic

expressions of tshe physical educat,ion curriculum, declared

openly the linkages beEween physical and menEal

"preparednessrt and Ehe "EoEal onslaughE't being waged by

couununisEs agains! whiE.e souch Africa. They are ofEen

referred co as Christian National EducaEi-on ((}IE)

programmes because they have emerged from Ehe same

educaEional constiEuencies which have supporEed CNE and

apartheid educat.ion (Evans, 1983 243-44; Christie, 1985:179-

180) .

To an increasing exEents, Ehese programnes have

involved Ehe South African Defence Force (SADF) aE schools

and camps, engendered a war psychosis in students, and are

an anachronism in lhe presenE climaEe of social and

polit.ical E.ransformat.ion.

NoE. aII while student.s and tseachers supporEed Ehese

programmes and it was very difficulE, for them E,o express

Eheir resistsance. Uncooperat.ive tseachers were usually

discriminated against, (Christie, 1985:184). Thus mosts

White pupils did not. guesEion and usually were noE aware of

the role of tshe SEat.e or Ehe South African Defence Force in
their educaE.ion. For Ehe majority of them, aEEiEudes

bI
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ranged from unquescioning paE,riouism to resignaiion (Evans,

1983 :49 ) .

4.5.1 YOU:TE PREPAREDNES S (YP)

This invoTved ceaching boye, who were for t.he firsx year ax high
the uge of a hand qJn, with Live aJMruni Eion.

T7
schooT,

62

According !o Behr (1978:42-44\, E,his programne flowed

in part from tshe requiremenEs of tshe first tswo princiPles

of the 1967 EducaEion AcE, vLz. | (a) The educaEion in our

schools sha1I have a Christ.ian character and (b)

Educat.ion shaIl have a broad naEional character, and Ehats

tshese principles are based on a CX{E philosophy. In oEher

words, it was a progranune broadly designed to teach CNE

values .

In the early 1970's, Ehe governments began Eo say EhaE

SouEh Africa was experj-encing a EoEal onslaughE. The

Transvaal EducaE.ion Departmen! ' s officials. reiteraE.ed this
Ehreat and claj.med Ehat tshe youth needed tso be physically

and morally prepared for Ehe hard tsimes which 1ay ahead.

Therefore Lr! 1972 Dr. A. L. KoEzee, DirecEor of EducaEion

in the Transvaal, Iaunched the YPP (Christie, 1985:165) .

IE was a compulsory progranme for boys and girls at.

all Whitse schools in SouE,h Africa t.o which one hour per

week more or less vras devoLed. Some of the componencs

include: drilling and marching, fire fighEing, shooting

and self-defencel7, emergency planning, vocational

guidance, and moral preparedness (ChrisEie, 1985:168).
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Accordingly, Ehe Cape EducaEion Department's YPP

insisted Ehat:

3 .1.3 .2 The physical preparedness programme of
t.he school should Eherefore precede t.haE of the
young man who is E,o undergo milicary tsraining, if
Lfiis has not been E,he case, young mil j-tsary
tsrainees are not only broken physically and
perplexed during their eraining; Ehey are also
incipable of providing the essentsial service
required of Ehem as prepared ciEizens. A school
in which only a select group of achievers Eake
parts in Ehe sporElng program, cannoE succeed in
culEivaEing iE.s physical readiness and self-
defensibiliEy of itss pupils (CEDS, YP, 1981:18) .

Physical and miliEary preparedness were the over-

arching aims of E,his progranune:

3.1.3.1 The physical education and sporting
progranune of a school should aLso be regarded as
a means of preparing and Eeaching pupils
physically. TogeEher wiEh tshis, t.he marching
manoeuvres of Ehe cadeEs and tshe hikes and
survival- expedj-tions of yout.h movement.s such as
E.he Landsdiens, Scout,s, VoorErekker, eEc. shoufd
be an inEegral parE of Ehe YP aclion of Ehe
school (Ibid:18 ) .

" MoraL

t.hroughouE,

discipl j-ne .

values" and good ciEizenship were understood

2. The importance of reguLat.ions and rules in
a well-ordered socieE.y . . .

3. Franchise, civic dutsies and civic rightss,
good ciuizenship: discipline, self-contsrol ,

loya1Ey, good relaEionships (Ibid:8) .

E.he

The

programne in ter:ms of obedience and

stsd. I prograntrne for YP reads (in part):
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Under the heading ,Human Relationships" for Std. 6 and

7 we find "E.he righE disposition to our duties, ri and under

trmoral valuesrr we f ind:

3. Dj.scipline, aut.hority and freedom: freedom
and responsibil iL.y; obedience (accepcing
auE.hority) . . .
5. Work: finding joy in one's work...the
saE.isfaction to be found in devoLion to public
service . . .
6. Moral- virtues: sef f -discipline, a sense of
duty, Ioya1Ey, etsc (Ibid:9-10) .

The only way the former stsatse could mainEain its
political and ideological hegemony was by taking contsrol of

educaEion. oiscipline and submission tso auEhoriEy were

Eherefore r.he basic t.enets upon which education was builc

and nowhere was iE more conspicuous Ehan in physical

educauion and tshe Christian Natsional EducaEion ProgranEnes

of Yout.h Preparedness, veld schools and CadeEs. Educatsion

in South Africa Eherefore EaughE workers Eo accepE and

submiE E.o their exploitaLion (A1thusser, 1981:180), and iE

also t.aught whit.e youEh physical and miliE.ary discipline
for miliEary conscription.

4.5.2 VELD SCEOOLS

VeId school-s $rere officially formed in 1976. They

only operaE,ed in Ehe Transvaal and reached about. 56 percen!

of a1I White st.udents in south Africa. They were acEive

throughout the year, rrere pennanently staffed, isolated,
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SADF assisted and inaccessible Eo Ehe public or parents.

Boys and girls were expected tso aEEend twice during their

school careers, i.e., in SEd. 5 and again in SEd. 8. They

were formed. parEly Eo offset tshe lack of enthusiasm in YP

and partly because of t.he way YP was being taughE in

Transvaal (Crewe, 1985:7) .

Considerable emphasis at tshese schools was placed on

individual physical prorress and on stsrenuous inEer-group

compeEiEion. They also played a directs role in ensuring

submissiveness uo auE.horiEy, discipline, and a high leve1

of physical and miliEary preparedness, which eased tshe

EransiEion of white males into Ehe army. In Ehis regard

E.he Veld Schools wents a long way towards complementsing YP

and CadeE. Programrnes in schools (Evans, L983:56) .

TE, was, hovrever, essenEially a moral boosE.ing

programne for youLhs, reflecting upon Afrikaner Natsionalist

ideology and the denigration of black SouEh Africans (see

appendix Ehree for furEher quoEaE.ions) :

Since Ehe BanEu have moved ou! of tshe area into

E,he reserves, birds are beginning Eo make their
appearance and their numbers are on Ehe increase

(Evans, L983:54) .

65

In Sowet,o Ehere are hundreds of EerrorisEs, you

need to be aware of them. Speak t.o your servan!,

she wil-l E.ell you (Fredrickse, 1986:9) .
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'twhaE. steps triI1 You Eake

homelands against communism?'l

to prepare t,he

(Evans, 1983,54) .

4.5.3 TEE CADET PROGRtrU}IES

BeErdeen 1950 and 1960, increasing numbers of secondary

schools had cadets and Ehere was close cooperation beEween

the schools and t,he IocaI miliEary. However, the prograrEne

began tso decline in E.he 1950's and was effectively replaced

by Ehe YPP, run by Ehe Educatsion DepartmenEs (Evans,

L983t77) .

In the mid ?0's, af E.er the polleicaL winds of change

swepts through most of Centsral and Soutshern Africa, and

after the 1976 sEudents uprisings in SouEh Africa, the SADF

revived E.he Cadets sysEem aE. Whit.e schools. rrThe new Cadet

progranmes fell under the supervision of a standing

inlerdepartment al Cadet coEmit.lee wiE.h represenEats iwes f rom

all white Education Departments and lhe amY siEEing on it"
(Ibidr78) .

IE was a compulsory programme for all white high

school boys and became an integral part of YP. CadeE

activit,ies also Eormed parE of the school's extra-

curricular prograntrne and became a fulIy-fledged activity,
complimentsary to Youth Preparedness but no longer a

components of Ehe progranme (cape Education Depc., 1988:3).

The progranme placed greaEer expectat,ions on the

preparation for and the meaning of a compulsory NaE.ional

Military Service. Colonel viljoen, Direclor of School
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Cadets, said tshaE in E,he lighE of E.he ltoEal onsfaught'

against, South Africa, Ehe youtsh must be involved in the

'TOTAL NATIONAI STRATEGY'. The purpose of Cadet Eraining

therefore was Eo prepare Ehe youtrh for militsary Eraining

(Evans, 1983 : 83 ) .

Accordingly, Ehe CEDS Cadet progranme for Std. 6 was

stsrongly focused on an aberratsion for discipline and

submissiveness to authoritsy. Selected regulations include:

3.2 Real discipline leads Eo obedience t.o
rul-es, regulaE,ions and demands . ..
3.5 Discipline in a cadeL deEachment incfudes
loyalty Eo supervisors and subordinaEes ... (CEDs
CadeE Progranrne, 1988 :79 )

3.93 every cadet reactss in uhe same way
according to pr--set rules ... t.he aim of dri1l
is co develop in the indj-vidual cadeE Ehat sense
of instinctsive obedience ... (Ibj_d:2) .

In an arEicle which appeared in 'rout of SEep" in 1987

and which was discussed in Ehe "Effectrive Teacher" under

t.he heading "The Cadets Dossier Exposed", Nazi Germany was

mentj-oned in the sEaLe's Cadet Dossier as an example of a

physically fiE naEion:

NAZI YOI]'fH SET GOOD EXAIV1PLE

The necessiEy for military service is also
justified in Eerms of Ehe governmen!'s
responsibilit.y for Ehe physical preparedness of
young men.

Physical preparedness is t.he duEy of each
citsizen, it (The Cadet Dossier) states:

Histsory prowides quiEe a few examples. In Ehe
case of Nat.ional Socialist Germany, the physical
preparedness of Ehe whol-e nation was very good
because tshey used every opportunit.y by way of
physical exercj-se, sports, eEc., to improve the
whole nation physically (The Effective Teacher,
1988;121) .

6'l
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4.5.4 CONCLUSTON

* That Ehey set outs Eo create a \Laager' menEaliEy among

Ehose classified white and so inhibited the ability of the

youth of tsoday Eo come Eo an adequatse understanding of

politics and Ehe social problems beset,ting SouEh Africa.
* Thau whit,e youEh were socialized into believing Ehat

Ehey were superior Eo Blacks.

* That they indoctrinaEed t.he coming generation to an

acceptance of Ehe eliEe's definition of realiE.y in order Eo

perpeuuaEe the privileged position of Chats eIite.
* Thats Lhey engendered an attitrude bordering on a war

psychosis, Lhereby conEributing to Ehe existing violence.

* That t.oget,her wiLh Eheir running partner, physical

educat.ion, E.hey were inwolved with E,he miliEary and

physical preparedness of whiEe youth for military
conscription.
* ThaE Ehe ttEheme song" of Ehese progranunes and physical

educaEion was "submissiveness Eo auEhoriEy and discipline"
(which was the cardinal sin conmitted againsts education and

in this case, physical education) .

!t That. tog:ether wit,h the physical educaLion curriculum,

Ehey reflect,ed gender inequalities and reinforced gender

oppression in South Africa. IE was also Eaken for granEed

68

In summing up, the problems central Eo all tshree of

Ehese prograntrnes, when considering an appropriaEe physical

education curri-cuIum were:
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that Ehe physical education curriculum should be

differenciated according tso gender in its goaIs, actsiviEies

and conEents. To uncritsically promoEe this differenEiation

would have given credence tso the status quo; and would have

placed academics and t.eachers direcEly in line with Ehe

po1iEical and ideological agenda of tshe former SEatse.

l{e can also therefore safel-y assume t,hac Ehe Soutsh

African Defence Force has unmisEakably played a major role

in the CNE progiramnes aE whitse schools, in fact, iE

parE.icipated enE,hus iastsically, and was Eherefore directly
or indirecEly responsible for Ehe composiEion of Ehe boys'

core physical educaE.ion syllabi :

IE, has become clear from informaE.ion based on a
fitness research project instigatsed by the army,
thaE. t.he filness level- ot our schoof leaving boys
is distsurbingly Iow. As instrucEed by Ehe
Commit.t ee of Headmastsers, it has been decided tso
launch an in-depEh inwestigat.i.on regarding
naEional f i.Eness ... (Ne1, 1989:1) .18

As a consequence then, tshe physical educat.ion

curriculum for whiE.e males was no more E.han an exercise in
Ehe domest,icatsion of iEs pupils. The curriculum over-

emphasized driI1ing, discipline and che submission Eo

formal commands, which in turn bore E,esEimony Eo the

milit.ary origins of physical educaEion in souEh Africa.

There was IitstsIe room for alternaEive forms of physical

educaEion as iE relaEes Eo the sponE,aneous after schoof

78 Dr, J.A.P..lve1 &,aE the Chief physicaT educatior inePecxot fot the
fozmer Department of NationaT Ed,ucation ir Elre caPe Province a,jd was
award.ed t.he taar( of designing a irew physical education EyTLabuE for boye,
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actsiviEies of youEh or community orienEed programmes.

curriculum was rigid and authorit.arian in boEh intent

content which was also codified in method books:

The

and

while the core PE curriculum was intended for all

schools in South Africa, iE was not taught at Ehe majority

of former African schools and although it. was Eaugh! aE

former Coloured schools, the majority of them did noE

adhere Eo tshe core syllabus (see chapt. 5). A1so, the CNE

prograuunes of Youch Preparedness, Veld Schools and CadeEs

were only EaughE, aE WhiEe schools.

Finally, for an undersEanding of tshe youEh's

comitmenE. E.o an Af rikaner philosophy of lif e, one has Eo

read E,he Transvaal EducaEion Departments's orienE,atsion

Course for Guidance in Secondary Schools, in which E.he

authors defined a "philosophy of 1ife" as, "Ehat plat.form,

Ehat foundat.ion of every human beings convictions, Ehat

someEhing in him which makes him make a decision about

every problem, wiEhout tshinking about. iEn (Transvaal

Educatsion Depts., L915 t7 ,6) .

Because separat,e physical educatsion syllabi exisued

for girls and boys, and because they differed greaEly

'70

Healtshy SouEh African school boys respond best Eo
clear and concise instrucEions, as Eo how, when
and where tshey are expected Eo carry out an
activiEy. Boys may puE up a Eoken of resistsance
in lhe beginning and wi.]l seldom admiE Ehe facts,
buts chey enjoy being parE of a class where Eheir
Eeacher is a st.ickler for discipline. where
Ehere is discipJ,ine Ehere is a feeling of
securiEy. wiE.houE. discipline Ehere can be no
freedom (McEwan, 1980:23) .
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insofar as contents is concerned, an insight into t,he girls'

syllabus is useful .

4.6 TEE GIRLS' CORE PEYSICAT EDUCATION SYLLABUS A}ID SOCIAI

CONTROL

NoEwithst,anding Ehe origin of aII syllabi in south

African schools, Ehe relatsionship of physical educaEion Eo

Ehe CNE progranmes of YP, Cadecs and Veld schools, and Ehe

role of t,he SADF in Ehese prograflmes, proEagonisEs of Ehe

girLs' physical educaEion syllabi sti1l claimed that Eheir

syllabi were apoliEical, and tshat Ehey trere governed by Ehe

"developmentsal orienEaE,ion" tsowards physical educatsion.

This oriencaEion consisEed of four sEages of development

and each sEage was g:overned by four behawiourial domains,

vj-z. t.he cognitsive, social , affective and psychomoEor

domains and each domain consistsed of a hierarchy of

measura.ble objectives, referred Eo as Eaxonomies,

4.5.1 TEE PROBLEI{ WITE CIIRRICgLUU OBJECTIYES

Barrow (1984:67) , is concerned abouE the advance

E,owards mechanist.ic E.oEal iEarianism and tsechnological

teachers who wish to reduce tseaching Co a Eechnology on tshe

grounds tshats tseaching is fundamenEally a repert.oire of

stsrat.agems, such as Ehe EElxonomies of objectsives which

became a part of curriculum planning in the 1950's and

1960's. He is suspicious of this meEhod, because of all

7L
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the famous and supposedly successful Eeachers from Socrates

E.hrough Jesus Christ Eo Adler and one's most admired

Eeachers, seem E,o have succeeded with E.he Eask of Eeaching,

largely on personality. He says that more specific and

measurable behaviourable objectives replaced general aims

(objectives) during Ehe sixtsies in Nort,h America.

whereupon Ehere appeared such volumes as Bloom's Taxonomy

of Educational object,ives for tseachers who mights plan Eheir

day down Eo t.he lasE minutse with objectives such as

engineering "a willingness Eo respond'r or "saEisfaction in

response" among their sEudents. He regards E,his as

dangerous because iE suggestss E,haE. what is of value in

schooling, must be measurable.

A case has noE been made againsts objectives (for Ehe

ent,erprise of schooling requi-res some kind of planning and

Eherefore goal seE.t.ing) , rather, againsE Positivism and E,he

numerous behaviourisEic objectives and Eaxonomies which

have been desigrned by a central SEaEe agency and wiE.h

liE,t1e regard Eo Ehe specific requiremencs of individuals

or a school conrnunicy. To efibrace a behaviouristic

approach E.o Ehe formulaEj-on of objectiwes, is Eo liken

educaE.ion Eo a factory model and assumes Ehat iE is
legitimate Eo mould pupils and to modify Eheir behawiour,

according !o certain intended learning outcomes, witshouE

tsaking inco considerauion lheir personal biases, values,

or interesEs, like Ehe maEerials wiEh which factsory workers

operaEe. In E,his way children's minds are shaped by

teachers according to preconceived ideas. Such a process

72

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



is indoccrinat.ion ratsher than educaEion. (Ke11y, L982:.86-

123,' Posner, 1988;77-97; Carlson, 1988:98-115) . We should

therefore have an inter-actsive approach Eo teaching, in

which Eeachers and studenEs can exchange informat ion, and

in which studentss are invoLved with decision making,

instead of being passive learners. Barrow is also

sceptical of a natsional design of objecuives, firstly tshe

very detserminaEion E,hereof is an impediment to clear

E.hinking and schooling in general,

for people Erained Eo worry about Ehe
E,echnicalities of a design ralher Ehan the nature
of Ehe enE.erprise, worry more about whether t.hey
can cut. their cIot.h !o Ehe rules of Eheir design,
Ehan a.bout. wheEher the cloEh is wortsh designing"
(Barrow, L984:.67) .

Secondly, ic brings us back Eo the quest,ion, I{ho does iE

serve? and, For whaE purpose?

4.5.2 TEE PROBLEM WITE TEE DEVELOPI{EMTAL PEASES

The progranunes for Ehe respect.ive developmental phases were

as follows:
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Junior Primary

Phase

Discovery

PrograTrme

Sub. A - SEd.1

Senior Primary

Phase

Senior secondary

Phase

MasEery Progralune sE.d.2 sEd.4

Ref inement

Programme

srd.5 SEd. 7

Enri- chment

Prograrmne

sEd. I scd. 10

A major concern with these four Phases is the

inference Ehat each of these phases is limieed to school

st,andards (grades) or age groups and Ehat Ehe aim of

educat.j-on is Eo reach SEd.10, which is seen as Ehe pinnacle

of Iearning, because this is an enrichment. phase as opposed

!o a discovery phase in tshe firs! year of schooling. This

approach E.o educaEion is in keeping wiEh tshe philosophy of

Fundament.al Pedagogics. EducaEion howewer is abouE Eravel-

ling, and not Eo have arrived aE. the desEinat.ion.

zurE,hermore, while Ehe linking of the above f our

phases Eo grades may have iEs merits, 1E is generally

accepEed thaE. all four phases could be achieved in one

grade, in one sporls module wiEh an unlimiEed duraEion of

weeks or Ehe t,eaching of a sporEs skill within any number

of school periods .

14

TABLE 1: DeveloPmental Phases

Junior Secondary

Phase
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4.6.3 SUB}TISSIVENESS TO AITTEORITY A}ID OBEDIENCE

The affectsive developmenEal objective of the Discovery

Phase reads, rr...aEEention will be given tso Ehe acceptance

of auEhoriEy tshrough necessary requirements of obediencerl

(Cape EducaEion Depts., l-985:5). The implicat,j-on of this

objectiwe was Ehat tshe accePtsance of auEhoritsy and

obedience in the Discovery Phase, was a necessary

prereguisice for independents decision making in Ehe final
phase, for Ehe affecE.ive developmentsal objective in tshis

phase reads, rr . . . situations, particularly problem-solving

siE.uations, will be created tso allow for lhe expression of

creat.iviE,y, L.he sEimulacion of a desire for adventure and

the opportunity to act independentLy" (Ibid:52) .

The blind acceptance of auEhority by the child in Ehe

tseaching situation, coul-d sEifle creatsiviEy and could lead

to a top down approach to tseaching resufE.ing in Ehe

indoctsrinaEion of pupils, as well as compliants and

submissive behaviour patrEerns within pupils.

This authoritarian relaEionship between Eeacher and

studenE could give rise firstsLy, to Ehe establishment of

behaviourial at.E.iEudes of submissiveness, obedience and

gentility. For iE, is aE chis age thats a child is mosts

impressionable and could Eherefore dewelop negaEive walues.

Secondly, it reflects Ehe politsical relatsions of unequal

right.s for women.

Submissiveness Eo auEhoriEy and obedience is also

overt.ly stated as an importanE aim in tshe (f{E prograrmnes.
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Its is also one of Ehe principle tseneEs of Eundamental

Pedagogics (FP), which postulaEes that Ehe child is born in

sin, Eherefore the aim of aII educaEion is redempEion. The

child should therefore be sub missive Eo the highesE

autshoriE,y, and Ehat is God. wit,hin the school siEuat,ion

Ehat, autshority is placed in tshe teacher, and is noE to be

quesEioned (Rose ets al, L975:L2!-:-23 & Beard eE al,

1981:120).

savs:

At. school , Ehe child is taught by experience Ehat
its is normal for other people tso organize his
life ... he will know as an experienced fact. EhaE
he musE. expecE Eo be governed by oEher people who
knoqr bet.ter t.han he does. Eventually he learns
EhaE ... ic is his job tso fitr intso E.he siEuacion
as ic exj-sE.s--and never tso i-magine tshaE he might
be capable of changing anytshing (Hun]<, 1970:45) .

4 . 6 .4 TEE CI'LTUR]AI, DILE}I!4,A:

In South Africa, Educatsion was legislated as an ,own

affair, " which meanE Eha! rreducaEionrr t as Eo be understsood

and Eaught within partsicular social groups, on Ehe preEexE

EhaE Soutsh Africa was a multi-cullural societsy. Professor

Morrow says EhaE successful social engineering, particular-

1y that. kind which is unjusts and which needs Eo be

clandestine abouE iEs mechanics also needs to appeal Eo a

plausible theoreEical story,
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In the case of apart,heid this story is
constructed on Ehe theme of "culturalr' (and
moral) relaEivism. ThaE different rrPopulation
groups" have different, and incompatible-,
icullures" is a convenienu myth, and one which
concludes tshe EhoughE thaE Ehe official
separaEion of "populaE.ion groups" mighE iEself
sp-a*n separaEe 'icul-Eures" ' This myEh underpins
the cneory of educaEion, called FundamenEal
Pedagogics (Morrow, 1990;5) .

EducaEion Ehen, was undersEood and accepted by Ehe

dominant. groups as being culturally differenE for Ehe

differenE racial grouPs. Many WhiEes, academics included,

had no special problem in accepEing this ideology. this

hegemony was maintsained by aII organs of Ehe former StaEe,

from Ehe media, academics, and Ehrough Eo schools (via

t.heir curricula) . The girls' physical educaEion syllabus

was no except.ion. IE had a cu1Eura1 hierarchy of social

objectsiwes which was incLuded within each of Ehe four

developmental phases (see the following diagram) :

77

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



TABLE 2: Social Obj ecEives

In Ehe majoricy of cases, Ehis syllabus was inEerpre-

Eed wiEhin E.he South African conEext of Fundamental

Pedagogics (FP) , mainly because so many of our academics

have only been exposed Eo E.his philosophy of educaEion, and

know of no other means of thinking about education.

Teachers from E,he former racial groups Eherefore inEerpre-

t.ed the above cultural hierarchy of objectives (which was

wide open for interpretat,ion) according to their own

culEura1 experiences.

Discovery Prograttrne: ParticipaEion in movemenE

programmes ( exposure tso

cultural acEivities - -mY

interpretaEion. )

The appreciaEion of one's own

cultsure will be promoEed in
certain secEions.

Ref inement. Programme : The appreciation

culEure and EhaE

will be promoced

sec!ions.

of

of

in

one' s o$rn

otshers ,

certain

EnrichmenE Progranme: The culture of oEhers is of

importance.
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This cultural hierarchy 1ents credibiliry Eo the FP

assumption EhaE. different populatsion groups had different

culEures and once again reinforced Ehe policy of Ehe former

SEaEe.

We have seen EhaE. physical education as iE was taught

in Soutsh Africa, was noE neuEral , firsEly, ic prepared

white sEudentss for milit.ary conscription and secondly iE'

prepared all those exposed to it, to submissiveness to

authoriE.y. In fact, schooling in general is an extension

of poliE.ical purpose, because fundamental decisions abouE

schooling are poli-ticalIy enacted and contsroIled, and

finally Ehey E.each a part,icular understsanding of realiEy.

4.7 TEE PE CIIRRICTILUU A}ID fEE CTIRRENT STATE OF AFFAIRS

The currenE EransiEional phase between two political
orders, is possibly tshe most excicing historically, for
souch Africa in its Ehrus! away from Aparcheid. IE

symbolises freedom , growth, new experiences, and the

realisaE,ion of dreams. opportuniEies are being creaEed in
several spheres for sout.h Africans tso explore Eheir tsrue

potsentsiaI . and in so doing:, tshey wi1-1 play a vical role in
redressing the imbalances of the pasts. One such sphere is

education, more specifically, physical education.

with Ehis in mind, tshe Ministser of EducaEion, Prof S

Bengu, decided aE Ehe esEablishment of t.he Nat.ional

Education and Training Forum(NETF) , in Augusts 1993, Eo
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rev].ew

1995 :4)

educatsion policy in souuh Africa (sheraEon eE aI ,

SEakeholders presenE at tshis meeting were:

A11 educaEion departmentss .

The business sector.

Parents .

Teacher organisaEions .

student organisations.

AE a subsequenE Eechnical committee meeling of

NETF, 11 FieLd and 3 Phase commiEtees were seE up Eo

ats Ehe revision of existing syllabi.le The brief for

field and phase comnitsEees were !o:

Ehe

l ook

EhESE

EliminaEe inaccuracies in subjecc concenE, including

oucdaEed subj ecE naEEer.

Eliminatse contsentsious subject contsenE or

int.erpretaE j.ons of subject contenE.

Consolidate a natsional core-syIlabus for all school

subj ects .

Supply support maEerial where major changes have been

made Eo existing syIIabi.
Realise thaE, amendments sha1l not necessiEatse new

textbooks .

Include submissions made by the public.

1,9 The field corn&i ttee8 were: Tanguages; arxs; mathenatica; aatura.L
sciencee; eocial and human eciencea; economice; agricuTxure; engineering,'
home economics; computer studiea a,rd Tife orientaEion (PE) . rhe phaae
comrnitteee wete: junior primary; senior priaary and. eecondary phaees.
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AlEhough Ehere were various planning meeEings with

reference Eo curriculum deveLopment, the first National

Curriculum Co-ordinaE.ing Meeeing for Physical and Healtsh

Educat,ion (PHE, as iE became known as from that meeting) was

held in November 1994. Ats Ehis meecing its was estsablished

E,hats tshe brief to t,he Field and Phase comnicEees, prowed

impossi-bIe , because of tshe number of syllabi in question

(more E.han 15), and because of the short period of E, ime

available. The meeEing Ehen agreed upon a new sets of

principles for PHE, and in keeping with lhe idea Ehats

educat.ion should be prowincially conErolled, prowinces were

request.ed Eo form Eheir o$rn curriculum co-ordinatsing

commit.t,ees .

Thexefore in Novernber f994, Martha OLckers, t,he

Minister of Educat.ion in t.he westsern Cape, appoinEed Gerc

Van der wesEhuizen as Chairperson of tshe Cape educaLion

DepE., Eo co-ordinaEe E.he estsablishment. of Ehe wesEern Cape

Education Departsment's(WCED) Curriculum Co-ordinating

Committsees ( CCCS ) . This was formed in ,January 1995

(Sheraton et a1 , 1995:5)'?o.

The firsE, wCED's CCC meeEing for Physical and HealE,h

Educat.ion was held on 18 January 1995. It rras Eechnical

and administrat,ive in natsure wit,h Frank stoffels being

elect,ed as chairperson. The technicalitsies wiuh regards Eo

the dissemlnat,ing of Ehe new prineiples, as well as Ehe way

forward, were aLso finalised.

20 Role pTayers jrrc.Luded representaEivea froa Ehe ex-Education
Department a and tead.hers' organiza|ione.
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To datse, the WCED's CCC has formulaEed a mission

st.aEemenE, and a vision for the subject; co-opEed Eertiary
insciEuE,ions and ot.her interest.ed partsies and has afso been

hard ats work planning and debating PHE curricula (sheracon

e! al , L995.:7). Wayne Alexander was appointed as the new

chairperson of Ehe WCED's CCC for PHE and Eook over offj.ce

from Frank Stsoffels in April 1995.

IE may Eake up Eo three years before new PHE curricula
are in place in E,he west.ern Cape, because of the concern of

all role-players to get relevant and worthwhile curricula

off Ehe ground2!.

For tshe E. ime being, Ehe former core syllabi for PE in
Ehe west,ern Cape are st,iI1 being used at, most. former Cape

Education Dept.. schooLs. The opposite is t.rue of Ehe

former DepE.. of EducaE,ion and CulEure schools where E.here

is LiEEIe or no adherence co a core PE syllabus. AE most of

Ehese schools, PE is an integral part of t,he school

currj.culum, however, in Ehe first quarter lessons are

sE,ructured around atshletic act.ivities and for tshe resE of

Ehe year it. is eiEher regarded as a free period or Eeachers

are involved with Che E,eachinlJ or supervision of sporE..

Whi1e, PE has been included on the curricula ats Ehe former

DepE,. of EducaEion and Training (DET) schools, it. is not

EaughE aE Ehese schools, because of a lack of qualified PE

27 This section was aTeo lnformed, by diecuaaiona r{,i t} t}te outgoing and
incoming chairpersons of xhe wcED's ccc, viz. Frark stoffe]s a,ld way\e
-Al. exander.
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teachers, facilities and apparaEus22. Many non-government

organisations and Ehe NaEional Sporls Council (NSC) are

acEively engaged wiEh the promoEion of sport aE Ehe DET

schools.

22 Infofination obtalned by che reeearcher, whiTe evalvacing student
teachers aE EchooTB in rr,oai of xhe area1 in the cape Pe.atinsul.a.
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A QAAN TITATNE I NVESTIGAT I O N

5.1 TEE RATIONALE FOR THE IIWESTIGATION

While the purpose of the criEical analysis of physical

educaEion (PE) in sout,h Africa was tso examine Ehe

philosophy underpinning its during' Ehe AparEheid era, by

examining it.s links Eo ruling class ideoLogy, Ehis chapEer

researches :

The resource differences in capital constsruccion

equipment, and supplies, facilities, qualificatj.ons

of E.eachers, class size eEc. for PE in che racially
diwided syst.em.

The educalional and political responses of PE

tseachers tso Ehe E.raditional curriculum.

The concepEions among PE Ceachers of Ehe role of PE

in a post.-aparE.heid Soutsh Africa.

The purpose of Ehis research then was Eo invescigaEe

lrhether E.here was a problem with E.he PE curriculum and its
implementsaE.ion across t.he racial divide and if so, E,o

subsEantiate Ehe need Eo examine exist,ing PE syllabi noE

only because of E,he racial philosophy underpinning its, buts

also because of socio-economic concerns. IE is hoped tshaE

Ehe informaE.ion gained from the research would also

conEributse towards a raEionale for a new PE curriculum.
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5.2 METIIODOLOGY

AlEhough Hillway pointed ouE EhaE vague description of

Ehe approach Eo research is indicat,ive of poor

undersEanding of what is Eo be done and such research

pot.entially will be ineffectual, Ehe classification of

educaEion research method is essent.ially an arbitrary
process (Hi11way, 7956::-26). In order to avoid Ehi-s

j-nef f ect.iveness and ambiguity Ehe researcher will Eherefore

include a descripeion of Ehe schema Eo be used for Ehis

sEudy .

The dat.a for this research consistss of only one kind

namely, pri.mary daEa and Ehe means used tso gaEher this daEa

was Ehe survey met.hod whj.ch will make use of Ehe appended

quesE,ionnaire drawn up by Ehe researcher (see appendix 6) .

The questionnaire was used Eo eliciE basic informaEion

on physical educat.ion resources available, as well as

educacional and politsical responses of Eeachers of physical

educatsion at, t,he former racially divided schools.

5.2.7 SOIIRCE OA DATA

DaE.a for lhe research $ras to be obtained from one of

Ehe physlcal educat.ion leachers or sportss organisers (in

Ehe case of Afrj-can schools) at high schools across the

racial divide. However, since its was not feasible tso

access Ehe entire populat,ion of PE Eeachers in Sout,h
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Africa, only high schools in t,he Cape Peninsula were

acces sed .

5.2.2 DESCRIPTION OF TEE QT'ESTIONNAIRE

The quest.ionnaire used(see appendix six) consistsed of

seventy five close-ended questsions, designed tso eIiciE

information about physical educaEion in former African,

Coloured and whiEe high schools. The purpose t as Eo gaEher

information and iE, was not based on a pre-designed or

established insE,rument in E.he field of educaEional

research .

The questionnaire was divided into four secEions:

The firsE. section contained five questions Ehat soughts such

demographic informatsion as home language, educat ional

leve1 , physical educaEion gualificatsions, teaching

experience and t.he number of years Ehe respondent had been

in his/her present posE. The second sect,ion conEained

E,hree questions t,hat. soughts j.nformatj.on relatsing tso small

and large apparatus for Ehe teaching of sporE and formal

physical educatsion lessons. The third secEion was sub-

divided inEo tswo parEs. In Ehe first part, respondenEs

were required tso record Ehe number of indoor and outsdoor

sport faciliE.ies aE Eheir schools as well as E.o evaluaEe

t,he condit,ion of E.hese faciliEies on a five-point. Likert

scale rangingi from very poor t,o very good. The second part

consist.ed of g:eneral questsions relating to Ehese

faciliEies. The fourlh sectsion was designed Eo eLiciE
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educaEional , poliEical and sEudent. opinions from

respondents tso Ehe tradiEional physical educaEion

curriculum, which could assists in an argrrment towards a

fuEure democratsic physical educacion curriculum.

5.2.3 SELECTION PROCESS

Racia1 Groups High Schools No. Responses

Af ri can _Ll 1l_

26

? Responses

84.5

38.5

whiE.e 55 26

Total s 135 63

47.3

Avg.? =56.8

The questionnaires were mailed to the Coloured and

whit.e schools and hand delivered to Ehe African schools

because of political upheaval- in the African E.ownships aE

t.he time the questionnaires were dist.ributsed. rE I.ras felL

thaE, if t.hey were posted, Ehey might not have reached their
desEinaEion. The response rate by schools to Ehe

quesEionnaires were :

TABLE 3: Response Rate to Ouest.ionnaire

Col oured
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5 .2 .4 A}IALYTIC PROCEDIIRES

Once Ehe quesEionnaires grere returned from Ehe

school-s in Ehe Ehree racial areas, viz. African, Coloured

and Whitse, Ehe resulEs were E,ranslatsed inEo percenEages and

placed inEo separate columns for each questsion- This

information was presented in Eabular fonn Eo give a visual

represent.at.ion of Ehe resulEs.

5.2.5 LI}TITATIONS

The limiE.aE.ions of the questionnaire were as follows:

FirsE.1y, since Ehe questionnaires were mailed t.o Ehe

Coloured and V{hiE.e schools and hand delivered Eo the

African schools, there was a difference in response raEes

by school category. Had tshe quesEionnaires been hand

deliwered !o each school , tshe response rat,e might, have been

higher for tshe Coloured and whiEe schools.

Secondty, Ehe findings of Ehe quesEionnaire cannot be

generalized to Ehe rest of South Africa. FuEure research

should be undert.aken Eo substantsiatse or rejects Ehese

findings.
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5.2.6 DELIUITATION OT TEE STIDY

The quesE.ionnaire was sent Eo afl high schools in E.he

Cape Town and Bellville disErictss of the Cape Peninsula and

included the f oll-owing former racialJ-y divided deparEmenEs:

The DepartmenE of Education and Training

School s

The Department of Education and CulEure

School s

Af ri- can

Coloured

The Cape Education Depart.menE white Schools

Since Ehere were only Ewo Indian high schools in the

dist.rict,s of Cape Town and Be11vi11e, and since most

Indian sEudents attsended Coloured high schools, iu was

decided Eo omj.ts Indian schools, under Ehe control of the

DepartmenE of Indian Affairs (Christie:L985), from Ehe

empirical research.

5 . 3 RESIILTS

Herer^riEh follows a su[unary of Ehe more significanE
quesE,ions and answers of each of E.he four secEions of Ehe

quesE,ionnaire. A copy of Ehe queslionnaire and a deEaifed

IisE. of resulE,s of all queslions can be found in t,abular

form in the appendix.
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Sect.ion One

section one consisE.ed of five quesEions which dealt

with Ehe personal and demographic informatsion of Ehe

respondent and her/his school respectively.

wiEh regard Eo the respondenEs' home language, 6L-222

of the whiE,e respondents were English speaking. Because

most of the English medium schools in the Cape have a less

vigorous approach Eo Ehe Christian NaEional EducaEion (CNE)

programmes of YouE,h Preparedness (YP) and Cadet.s than Eheir

Afrikaans counEerpart,s, Ehere may have been less of an

emphasis on a rigid milicary approach Eo Ehe teaching of

physical educaEion (PE) at Ehese schools. Gavin Evans

(1983:74-95) report.s E.hat aE tshe more liberal English

medium schools, the generaL at.titude Eo$rards cadecs l^ras one

of scepticism. AIso, until recently, a certain amount. of

autonomy exist.ed in the implemenEaEion of YP Programnes ats

English medium schools.

Of Ehe African PE ceachers, 54.55% were unqualified

to teach physical educat.ion and none of Ehose who were

qualified, were university graduates of physical educat.ion,

while 30? of tshe Coloureds and 58.752 of Ehe WhiEes were

uniwersily graduaEes .
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SecEion two consisted of Ehree quesEions which soughE

informat.ion relat.ing to small and large apparatus for tshe

Eeaching of formal PE lessons.

These resuLts indicaEed E.haE one of uhe reasons why

iE. was nots possible Eo Eeach physical educa tion effectivefv

at. African schooLs, rras, int.er a1ia, because of Ehe a1mosE

non-exist.ence of apparaEus, approximately 85t of Ehe

teachers aE Ehese schools did nots have any apparaEus.

These schools did not. have apparaEus because PE was not.

included in Eheir currJ-culum, Eherefore apparaEus was not.

budgeted for. 2,59* of Eeachers at Coloured schools

described Eheir apparaEus as adequate, while 31.50* of

t,eachers aE, white schools described Eheir apparatsus as

adequaEe.

Section Three

Sect,ion Ehree deals with sport facilitsies ats schools,

both for recreational and teaching purposes.

Questions nine Ehrough Eo LwenEy-nine deal witsh

out.door facilities. ApproximaE.ely 92.562 of African

schools, 81.86? of Coloured schools and 54.218 of White

schools did noE, have any of the faciliEies which were

raised in Ehe Questionnaire. None of Ehe African schooLs,

11.54? of Ehe Coloured schools and 83,672 ot E.he whiEe

schools had halls in which PE could be tsaughE. In a
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similar undertaking, Kloppers (1991) researched six White

schools and six Black schools with regard to facilities and

apparaEus for Ehe teaching of PE and sport. at. schools and

arrived aE a similar conclusion.

Along almosE any dimension of comparison, Ehere have

been glaring differences between Black and White schooling.

Sport, and PE were no exception. The unegual funding of

educaEion and sports facilitsies, by the previous

governments, on t,he basis of racial discriminaEion led tso

Ehe facilitries in Ehe Black conrnunities being under-

developed or non-exj-stent (Eraser, 99L r38-39,' Human Science

Research Council, 1982:88; Kidd, 1993:31-33) . This sEaEe

of affairs can be traced back t.o 1938, when the GovernmenE

firsc involved iE,self with sports educaEion. It launched

a nat,ional plan for physical educaEion, spanning a period

of six years, during which time a sum of 95 000 pounds was

made available for Ehe developments of PE. Its was shared by

Ehe Armed Forces, Railways and llarbours, Ehe five Education

DepartmenEs, 1ocal autshoriEj-es and varj.ous welfare

insE.iEut.ions, wiEh 1itsE1e consideratsion for tshe BIack

communiEy (Archer eL aI ., ]-982:34-35) .

These five Education Departments aE E.he t, ime were

provincial bodies and Eherefore WhiE.e controlled. Black

schools were conE.rolled by Ehe provincial bodies, as

racially divided Educatsion DepartsmenEs did noE as yet

exist,. In 1939, PE was made compulsory in GovernmenE,

schools and appropriaEe basic equipment. provided. Once
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* None of the African schools and 9.62* of Coloured

schools had ground sEaff in Eheir employ, compared wit,h

6L.22* of WhiEe schools, of which 53.19? of Ehese sEaff

vrere on E.he sEatse's payro11.

* 60.422 of whiE.e schools had suit,able eguipment for
Ehe maintsenance of large turf fields. 34-888 of Ehis

equipment. was supplied by Ehe SEatse. None of Ehe Black

schools had suit.able equipment for Ehe maintenance of large

Eurf fields.
* 83.612 of Whit,e, 28.85? of Coloured and none of Ehe

African schools had suiEable dressing rooms. ApproximaEely

90? of white and 37* ot Coloured schools had showers in
their dressing rooms .

* 38.78? of whiEe scttools had open sEands arLd L4.29*

had pavilions, while 1.96* of Coloured schools had open

stsands onIy. African schools had neither open scands nor

pawil ions .

* African and Coloured schools experienced an extremely

high rat,e of burglaries, 82t and 712 respectively. whiE,e

schools also experienced an above average rate of

93

again, Black schools were scarcely affected by these

provisions (Ibid).

QuesEions uhirty-nine through tso fifty-uwo deal wiEh

peripheral quesEions relaEing Eo sporE faciliEies aE

school-s. As in Ehe case of major sport facilities,
complimenEary faciliE.ies as well as other supporE

st.ructures were deficient. or non-existenE at Black schools:
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burglaries, 6r.22%, considering EhaE. their schools were

siEuaEed in more st.able middle class areas.

Questions fifty-three Ehrough to seventy-five were

designed tso elicit educational and po1iEical information

from teachers with regard Eo the school curriculum:

* 53 .64* of African schools reporEed Ehat PE was noe

included on their EimeE.able while, alEhough its was included

on the E.imeEable for whiEe and Coloured schools, 75.522 of

Coloureds and 33.3? of whiE,es rejected the sy]Iabus, in
facE approximately 75t of all the respondents were in
favour of plaruring Eheir own PE curriculum, although, at

E.his st.age, t.he maj oriEy of Ehem are probably unable Eo do

so because curriculum planning was nots included in Ehe

curriculum for PE Eeachers aE mosts tertiary institutions in
South Africa.
* Most, of the respondenEs were also in favour of PE

periods being characterised by fun, popular, uninhibiEed

and unregimented dance, games and oEher forms of recreat,j-on

and Ehat, Ehis period should be concerned wiEh PE for life-
long healt,h and ',vellness and Ehe mainEenance of personal

fiLness.
* Approximately 90t of all the respondents were against

any Eype of military involvement at schools such as the

Cadets prografitrnes, which was a clear mandate thaE Ehere was
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no place in a future educationaL dispensation for para-

military programmes at schools.
r while white teachers were divided beEween Ehe aims of

PE being universal, or contrnon to all, 72.732 of African and

80.O? of Coloured teachers sEated tshaE those aims were nots

universal . Aims cannots be universal , tshey need to be

cont.extualised first, E.o che needs of uhe schooL communiEy

and secondly, to the broader South African societsy.

* 808 of African teachers were in favour of co-ed PE,

while 55.31* of Coloured and 67.44'" of whiEe Eeachers were

noE in favour. The fact EhaE a large percentsage of Coloured

and WhiEe teachers r.rere noE in favour of co-ed classes,

could possibly be ascribed to the facE Ehat Ehey could have

been influenced by E.he tertiary insticutions which E,hey

aEEended, because E.hese instituEions did noE pracEice co-ed

PE in t.heir own courses.

* while African teachers were divided on wheEher PE

shoul-d be an examinatsion subjecE, 82.352 of Coloured

Eeachers were st,rongly in favour. A possible Eheory for
this scance is, EhaE, presenEly, Coloured schools 'rith t,heir

lack of facilities and a compulsory PE programe, are

experiencing disciplinary problems and Eeachers seem tso

Ehink thaE, by making PE an examinaL.ion subject, tshey could

exercise some measure of control over the sEudentss wiEhin

Eheir PE classes (van Boom 1990:15-34) . These teachers,

possibly in igmorance, are asking for a way co miliuarise

PE. once again, these Eeachers were not exposed to a

criuical approach Eo t.eaching and know of no oEher way
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5.4 CONCLUSTON

The research has confirmed E.hat lhere was a

difference of PE resources among Ehe former Educatsional

Department.s involved wiE,h Ehis research. This difference

reflected Ehe former SEaEe's pre-occupation wiE,h Ehe

establishmenE, of a racially divided socieE.y. only of

former whiEe schools could iE, be said EhaE adequaEe

faciliEies and support st.ructsures were provided for sports

and recreaEion. By conErasE approximaEel-y 75* of Ehe

African schools did not. have any of E.he PE resources which

were raised in t.he quest.ionnaire.

The next specific purpose of this quantsiEaEive

invesCigat.ion was an aEtempE at researching wheEher

Eeachers have been conditioned and indoct,rinaEed during Ehe

Apart.hej-d era, so EhaE Ehey would confofln Eo curricul-um

continuity.
The former PE curricufum embodled the defence of a

CNE philosophy via iEs youtsh progranunes, eg CadeEs, iE also

encouraged the involvements of Ehe SADF in schools. The

national sportss boards had a close working relaeionship

wit.h E.he schools; Ehe whiEe sporE boards discouraged tshe

mixing of sport and poliEics whil.e the SouEh African

CounciL of SporE (which co-ordinated Ehe Black spor!
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Ehan Ehe approach which t.hey were Eaught. llhich brings us

back Eo that old maxim E,hats "uhe oppressed house witshin

Ehemselves, the oppressorrr.
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boards), opposed tshis view (Howa, 1980:3). Therefore, the

following questions were considered, in order to determine

whether tseachers were condicioned or indoct.rinatsed:

* Question 57, which enquired as E,o wheEher E,he SADF

should be inwolved \triEh school programmes. 100? of Ehe

African t.eachers,. 94+ of the Coloured teachers and 87.5? of

the whiE.e Eeachers indicatsed Ehats Ehe SADF should noE be

involwed with any prograflmes at school .

* ouestion 61, which enquired as Eo whether Ehe

former PE syllabus should be rejecced. 72.73% of E,he

African Eeachers,. 75.52* of Ehe Coloured t.eachers and 33.3*

of Ehe Whit,e t.eachers rejected tshe former PE syllabus.
* Quest,ion 57, which enquired as tso wheEher the

CadeE. programne should be compulsory at schools. 90.90? of

African teachersi 93.2* of Coloured teachers and 83.67* of

white t.eachers indicaE.ed Ehats the Cadet. progranune should

not, be compulsory at schools.
* QuesEion 68, which enquired as tso wheEher

educaEion should have a CNE characEer, as stipuJ-at.ed by Ehe

1967 Educat.ion Acts for Whitse schools. 81.81? of African

Eeachers,. 57.69* of Coloured Eeachers and 52.27? of WhiEe

Eeachers indicatsed Ehat. educaEion should not, have a CNE

charac!er .

+ Question 7L, which enquired as to wheuher poliEics

and PE should be mixed. 1008 of African teachers; 68? of

Coloured teachers and 19.15? of White Eeachers indicatsed

Ehats politics and PE shoutd noE be mixed.
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?he resulEs of these quesEions indicate that for Ehe

sample size used, Ehe Afrj-can teachers were overwhelmingly

against, CliE; CadeEs; the SADF; Ehe former PE syllabus and

E.he mixing of polit.ics and PE, Eherefore it could be

concluded EhaE Ehey were noE indocErinaEed by SEate policy

Eowards PE. The same could be said for Ehe Coloured

Eeachers, alt,hough tshey and Ehe whiEe teachers had an

average score of +50* on CNE. The fact that, African

t.eachers had high scores all-round, is probably an

indicaEor thaE Ehey were politsically more aware Ehan Ehe

oE.her t,eachers. White t.eachers were st,rongly against. the

Cadets and any mi1it,ary involvemenE ats schools, however,

79* of tshem rrere in favour of keeping politics out of PE

and 578 were in favour of reEaining Ehe former PE syllabus.

IE. could t.herefore also be assumed that. approx. 75? of Elrem

were in favour of ret.aj-ning the sE,atus quo 'rith regard to

tshe PE curriculum.

In ChapEer four, iE was staled tshaE curriculum

contsinuiEy was pervasive in Africa and that, much has to be

done if Ehe sout,h African EducaE,ion sysEem, eiEher in iEs

curriculum policy iniE,iat.ives or methods are to be divorced

from an epartheid hericage and Ehe poliEics of FundamenEal

Pedagogics.

Final].y Ehe research has confirmed tshaE Ehe PE

curricuLum and iE.s implemenEation across the racial divide

is problemaeic and Eherefore confirms E,he need to examine

existing PE syllabi and thaE Ehe information obEained in

this research would conEributse Eowards a vision of Elre
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future. Therefore, tshe nexE chapter deals with Ehis vision

and some suggestsions of get,ting inwolved witsh a discourse

of possibility.
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CHAPTER STX

TOWA,|DS A DET{;OCRATTC PHYSICAL EDUCATION CIJRRICULUM

AlE,hough approximaE.ely 75t of E,he WhiEe Eeachers were

in favour of retsaining Ehe former physical educatsion (PE)

curriculum, 61-.70* (Quest.ion 52) were in favour of schools

planning Eheir own PE curriculum. In spiEe of the above,

there was also a clear mandaE.e from E.he African and

Coloured Eeachers E,o get on with a new dispensation for PE

in SouEh Africa .

In support of E.his mandatre, Ehis study underpins Ehe

view, that during Ehe Apartsheid era, the meaning and

purpose of schooling aE all leve1s of education rras

fashioned around rampanE racj-sm, Ehe principles of Ehe

markeE p1ace, sexism and individualism. Ideologically,

trhis meanE abstract.ing schools from lhe langn:age of

polit.ics, democracy and equality, in shorc, its meanE Ehe

acceptrance of FundamenEal Pedagogics.

on a policy 1eve1 , teaching remains arEiculaued with

performance testss, most of which are Eied Eo suandardized

curricula. Teachers have also become deskilled through an

over-emphasis on accounEabiliEy schemes, Eeaching Eo a core

syllabus, managemenE and inslruction by objecEives and

taxonomies, approaches t,haE reduce their profession to

demeaning procedures, what has also been ca11ed

deprof essionalization.
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Physical. educatj.on has by no means been excluded from

this tsoEal onslaught and, because of it.s Iow instiEuEional

scacus, it is less likely E,o be sEripped of iE,s veneer of

polit.ical innocence and mobilized for a role in social

Eransformation, even Ehough a fuEure governments may be

dedicaEed t.o radical educational change.

This chapt,er E.herefore poinEs Eo Ehe need Eo infuse

Ehe practice of physical educacion wit,h a vision of the

futsure, one t.hat is maEched by tshe willingness of E.eachers

and E,he rest of Ehe school corranunity E.o struggle and !o

take risks. Underlying such a sEruggle is an insisEenc

calL Eo Eake seriously the liwes of all of our children, by

nurEuring a sense of cofiunonweal and naEional comnuniEy.

5.1 SCEOOLING FOR TEE COMMONWEAI

There st,ill seems uo be tensj.on even as we prepare

for a new educacion syst,em, beEween t.raining for personal

advancement and schooling for Lhe commonweal . The laEter

is nurturing a sense of peoplehood and naEional corcnuniEy.

The cont,exE of educatsion t,oday is not. comruniEy, EhaE is
co-operaEive educaEion, but conflicE and compeEiEion wich

stsudenus being sec againsts each oEher ir tshe quest for
academic rewards. EveryE,hing abouE iE says you hawe Eo rrgo

iE alonerr, because there is no supporLive comnunitsy

available. If t,his claim sounds excessive, reca1l for a

momenE what. happens when studenEs come toget,her E.o co-

operate on an assignment, or on an examination question;

10 r-
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many schools will not. call it ', cormnunicy but ',cheaEingr".

Hence E,he schools turn out a sEeady flow of young people

who have been Eaught, to cope wiEh Ehe collapse of conrnun j_ t y
(Ehe only way Eo survive is t.o go it alone) , E,hey have

never been Eaught fellowship through cormnunity work.

A comnuniEy orienEat,ed educaEion would E.each people

E.o be supportive and accounEable Eo each oEher and Eo deal

creatively with confl-icEs of inlerest. Educat.ional t.asks

shoul-d make students int,erdependen! instead of piEting Ehem

against. each other. fn many ways Ehe Eeaching of physical

educacion can begin to redress Ehe pracEising of
counE.eractive educat.ion and begin a sense of conununiEy. In
t.his regard an overview of physical educat.ion, s development.

in the past century provides a conEext in which Eo develop

a communiE.y orientation t,owards pE.

6.2 TEE WORLD-VIIDE DEVELOPI.TENT OF PEYSICAT EDUCABION

Chapters Ehree and four are insEruct,ive of the

ideology which has underpinned educaEion, more specifical_Iy
physical educat,ion in Soutsh Africa. A vision of E.lre futsure

in which co-operative schooling is the norm, Eherefore

needs t,o be informed by a hisE.orical_ perspective on t.he

varied philosophies of physical educatsion as iE, developed

in Ehe western worId. Thus E,he inclusion of Siedent,op, s

(1990:3-85) research into the more recent developments of
physical educaEion is of conseqJuence:

t02
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* The era from 1885-1940 in Europe was marked by a compe-

t.ition among several approaches to what. we now cal-L

physical educaEion from what. was tshen called gymnast.ics.

A German and Swedish approach to glmnasEics dominaEed Ehe

physical educaE.ion scene. Europe in Ehe ninet.eentsh century

was aLso a hotsbed of nationalism, and natsionalistsic fervour

was oft.en accompanied by a sErong militaristic spiriE which

manifestsed itsse1f in gymnascic progranmes for physical

preparedness. These prograntrnes were also deemed tso have

benefils similar t.o the conjugaEion of LaEin verbs from Ehe

academic domain, each helped Eo Erain the mind. This

E,heory, faculty psycholog:y, held Ehat the mind could be

t.rained by precise repetiEive pracE.ice and chats discipline
and precision in accj-vity made waluable contributions Eo

mental- developmenE.. wit,h European cofonizatsion. g:ymnastics

was exporE,ed Eo all parts of E.he world.
* The first serious chaLlenge E.o formal exercises and

gl nnasEics came during the 1950s, with E.he development of

the human movemenE. philosophy. This philosophy was first
developed in England during the laEe 1930s by a German

immigran!, Rudolph Laban. Its emphasized Ehe abilitsy Eo

move as a means for expressing, exploring, developing and

interpret.j-ng one's own self and one's relaEionship E.o Ehe

worId, especially for children in elementary school .

During E.he 1at,e 1950s, physical education aE Ehe

university level was also undergoj.ng a revolution of sorts.

Many departsments were forced Eo juscify the academic naEure

of E,heir prograntrne, and they found iE difficult tso do so
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relying sole1y on the Eeacher-educaEion program undergirded

by an education Ehrough the nphysical philosophy" of tshe

cerman and swedish approaches. Thus began the period of

specializat.ion that eventsually led Eo E.he discipline
movemenE. in physical educaE.ion. Areas such as sPort

psychology, sport, physiology, and sport sociologiy began Eo

develop. They needed a philosophical framework within

which t.o reLale t,o one anotsher; they found chats framework

in the human movemenE, philosophy.

As the academic specializaE.ions of physical educatsion

began to devetop and maEure, they Eended Eo rely less ofEen

on tshe underlyj.ng philosophy of human movemenE Eo bind Ehem

t.ogeE.her and more recently have utilized Ehe concepL of

sports as the unifying tsheme, tsherefore E.he sports sciences

and sporE. studies progranmes of recenE times.

* The humanistic philosophies of Ehe 1950's and 1970's

exposed E,wo major educational movementss, and they werei tstre

renewed emphasis on science and mathematsics t and E.he

humaniscic educat.ion movements. In educacion Ehis

philosophy promoE.ed open educaEion, affective education,

values clarificat.ion and less emphasis on compet.ition for
grades and academic ouEcomes. This approach Eo physical

educatsion in schools stsressed personal developmenE, self
expression, and improved interpersonal relationships as

primary goals for physical education.
* In E.he 1970s, play education developed as a philosophy

in which the goal was Eo help sEudents Eo acquire skil1s

and tso develop an affecEion for E,he actiwiE,ies tshemseLves.

r.0 4
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Teachers were Eo be seen as transmiE,ters and t,ransforiners

of valuabte culEural acEiviEies, vrhich needed no

justificaEj-on by reference tso educational out.comes. This

philosophy did nots directly influence curriculum

development. in schools and never became a realiEy because

iE. rras more a philosophy tshan a prescripE.ion for a

programme.

* During the mosE recenE era of educaEional reform, many

sports, fitness, and physical educatsion professionals argued

t.haE. improved academic rigour in college and universiEy

programrnes required tshat t.radit.ional progranunes of physical

education be eliminat.ed in favour of sEronger academic

progranunes in t.he sport sciences or sport sEudies. They

also suggested Ehat school physical educaEion progranmes

should be more orienE.ed Eowards Ehe sport sciences and

sport. sEudj-es. IE is Eoo early to know what effect this
movement will have.

* The f it,ness and wel"lness movement i and an actrive

lifest.yle is big business Eoday, widely advertised in the

media. Healt.h studios and magazines are becoming popular

and there is increased partsici.pation of adults in
activit.ies such as aerobics, rrrnning. cycling, swiruning,

weight, Iif E.ing and E,riathloningi eEc. (Siedentop, 1990:82).

one reason for E,he populariEy of fiEness and an acE.ive

Iifestyle is that Ehe general public has become more a$rare

of how a lack of fiEness can contribute Eo medical

problems. The concepu of wellness took a much broader,

more holist,ic, and more proactive view of hea1Eh. The

.l-u5
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facE.ors E.hat define rrrellness include noE only tsradiEional

criteria, such as freedom from disease, but also a number

of positive criteria, such as adapEability Eo cope wj-Eh

everyday scresses, feelings of accomplishments and personal

growEh. ability E,o express a positive and creatrive

lifestyle, and feelings of contentment and happiness.

Physical fitness therefore becomes a major factor in

achieving and mainEainj.ng wellness; thus the fiEness and

wellness movement.s closely paralle1 each oEher and are

often inEerrelaE.ed.

If schools and non-school youEh Programnes promoted

a wellness philosophy, tshen perhaps E.he movemenE, tshats

represent,s it could form the underlying raE.ionaLe for l-if e

span involvement, i.n sporE, fitness and physical educaEion.

UnforEunately:

FiEness and wellness is mostly a phenomenon of Ehe

middle and upper classes.

IE. is noE. prevalents in school physical educat.ion

and healEh progranunes .

Ttris philosophy and the programnes developed from

it. have aLso spread most.ly tshrough Ehe privaEe

sectsor and adu1t, socieuy,

In sununing up, it. would appear EhaE the former boys'

core physical educaEion syllabus in SouEh Africa was

sEranded in a ninet,eenth century philosophy of what should
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obEain in physical educatsion and Ehe former girls' core

physical educaEion syllabus was rooEed in a 1950s

philosophy of physical educat.ion, and tshat, these syllabi
have supporE.ed Ehe stsatsus quo in tshe dominatsion of B1ack

South Africa.

5.3 TOWARDS A VISION FOR TEE FCTSRE

It. seems t,ha! none of uhe philosophies of physical

educauion Eook cognizance of Ehe poliE,ical sEruggles and

social consLraintss which prevented Ehe developmenE of

sports, physica1 educaE,ion and recreaEional act,ivities in

developing countsries. These philosophies were Eherefore

noE. relevanE because Ehey did notr take into consideraEion

Ehe rapid social change in many of E.hese counEries, which

were either in ehe throes of naE,ionaL liberation st.ruggfes

or had recent,ly obEained independence from Eheir oppressors

or colonial powers. IE was stsricE.l-y speaking, the

hisE.orical- philosophies of physical educaEion pertaining Eo

middle cl-ass cofltrnuniE.ies or a western wor].d.

The same can be said for Ehe works of respecEed

int.ernational auEhoriEies in Ehe field of PE. AlEhough

lheir writ.ings adequately reflects curriculum planning,

curriculum contenE, teaching sEyles and teaching

meEhodologies eEc., Ehey fail to Eake inEo consideraEion

E.he socio-politsical consErainEs which may effecE the

implemenEatsion of Eheir work in developing' counEries. A

brief summary of some of their work is therefore in order.
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Willgoose examines western civilizaE,ion, in
parEicular tshe American way of life in t.he 1960s and

discusses socieEal changes and human needs wit.h regard Eo

planning and implementing the PE curriculum (Willgoose,

1969) .

of imporEance Eo MossEon and Ashwortsh are Eheir

spectsrum of Eeaching sEyIes and Ehe identsificaEion of

Eeacher/learner objectsives wiEhin the realiE.ies of tshe

school PE programne. They postulaEe that lhe acE of

teaching PE is rooE.ed in decisions and thaE these decisions

are abouE conEent., actsivit.ies, organization, feedback etsc.

They also place decisions intso Ehree segs, namely Ehe pre-

impacE, tshe impacE and posE-impact sets. Ttre pre-impact

seE consistss of a comprehensive list of Eeacher/learner

needs, excepE. Ehe socio-poliEical consErainus which effecE

these needs (Mosstson eE al , 1985) .

SiedenEop writes essentsially for an American audience

and some of Ehe more import.anE chapters j-n his book deal

with life span PE, career roles in PE, uhe hisEorical and

philosophical background of PE buE more imporEanEly,

E.hroughouE. his book he encourages his readers Eo Ehink

crit,ically abouE cenEral issues, to recogmise problems, and

Eo weigh E.he meriE.s of alEernat.ive solutions (SiedenEop,

1990 )

Pangrazi and Dauers' book deals wiEh almosE every

aspect of PE an aspirant elementary Eeacher needs to know

abouE. the subject, except E,he socio-political constraints.

IE. includes chapEers on special schools, effecEive cfass
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management, Eeaching methodologies, various programxnes and

act.iviEies, lega1 liabiliEy and Ehe proper care of children

etsc. (Pangrazi et aI, 1986).

We shall t.herefore need to concexEualize trhe

curricular acEivities of physical education witshin tshe

specific socio-economic condit.ions of SouEh Africa. It is

fuE.ile to prepare Eeachers of physical educat,ion for whaE

should obtain in schools in middle class areas on1y,

considering Ehe socio -pol iEical- constraintss wiEh which many

Black schools are currenEly confronEed, such as; Ehe

exclusion of physical education from Ehe curricula of most

African t.ownship- schools ; no sportss or recreaEional

facilities; no suitably quallfied teachers; violence;

malnutsriEion; homeless louEh; insufficients schools and

aIso, considering t,hat the disadvant.aged group consciEute

approximat.ely 85 percent of Ehe toEal populaEion in South

Africa (SAIRR, L992/31254) .

Given, E,herefore, Ehe insEiEutional and poliEical

dilemmas of physical education as a school subject, whaE.

are the implications of Ehis sEudy for E.hose concerned wiEh

an emancipat.ory pract.ice in the subject at the school

level? The main argument.s are shown beLow.

SEudenEs and Eeachers need t.o be cent.rally involwed

in che physical education enterprise in a posts-aparEheid

South Africa, which presupposes E,he saEj.sfactsion of

parEicular hiscorical and strucEural condiEions. This

assumes t.hat schools will have some degree of auEonomy in
curriculum decisions and, by exEension, Ehat subjects

r_0 9
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Eeachers wiEhin a school will play a prominent role in

curriculum/ syl labus planning.

This is in keeping wiE.h the findings in question 62

of Ehe quan!itsatsive research, r,\rhere 72.732 of African

Eeachers, 92.62 of Coloured teachers and 61.70? of White

Eeachers were in favour of planning their own syllabus -

There is also no reason why studenEs coufd noE

contribuEe Eo Ehe curriculum process by drawing on their
after school physical act.ivities as one knowledge source

for Ehe formal school curriculum contsents. In order t.o put

such a democratically planned syllabus into pract.ice,

physical. educaEion Eeachers should first. confer wiEh

representsatsives of Ehe school corrnuniEy, i.e., Ehe pareng

E,eacher associatsions; the studenE represenEatsive councils,

colleagues and cormnuniEy leaders. Togetsher Ehey could come

up wiE.h a viable curriculum, acceptable t,o all, including

Ehe PE advisor. 50? of whiE,es, 77e" of Coloureds and 82? of

Afrj.cans were in favour of PE tseachers being account.able Eo

tsheir cournunity for Eheir syl-Iabuses. This curriculum

should also t,ake che school environment, cultsure, needs and

resources inEo consi,derat.ion.

They could also plan Eheir curriculum around modules

relating to physical activiEies (sporc, smal1 games,

dancing, recrealion, etc.). The nudber of modules or Ehe

duration of each module will depend enEirely on Ehe natsure

of Ehe acEiviEy and t.he number of modules they wish Eo

lnclude wiEhin a year. Schools wiEhin a given area could

EogeEher deliberate on Eheir modules, if Ehey so wish, so
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tshats Eeachers who specialize in a parEicular acEivity, may

circulat.e Eogether wit.h t.heir small PE apparaEus, which

his/her school should acquire, Lo all Ehe schools in the

area. This will mean EhaE if Eeacher rrArr Eeaches hockey

for, say, six weeks aE Eeacher rrBs" school, EhaE teacher

'Bu will now have to teach an activity for six weeks at

Eeacher rtAsrt school-. This will also lead to a more

equiEable distribution of apparatus and will also mean Ehat

each school within Ehe area need noE purchase apparaEus for

all activit.ies Ehe school wishes Eo offer. The nuldber of

variaE.ions on Ehis model are Eoo numerous tso menEi.on. One

variaEion could be that all physical educaEion tseachers

could t.each at,hlet,ics tso their own schools wiEhin Ehe first
school Eerm and uhen for Ehe rest of the academic year,

E,hey could decide upon tseacher circulation wiEhin that. area

or distrricE.

As a consequence, if physical education tseachers are

to be involved wit.h curriculum planning, Ehey also should

be E.horoughly init,iat.ed in a relevantr tsheory of physj-cal

educaEion and curriculum stsudies, enabling them t.o engage

in a thorough explicat.ion of Ehe nature, point and purpose

of the enEerprise. This would mean EhaE tseacher education

curricula should develop criEical E,heories of physical

education EhaE. will move us beyond Ehe hegemonic influence

of Ehe conservat.ive, st.ate educacional "Eheory" of

FundamenEal Pedagogics, which has dominatsed a

behavj.ouristic orienEaEion towards issues of mastery and

meEhodological refinement as the basis for developing
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teacher competence. WiEhin this modeI, teachers are viewed

Iess as creative and imaginative thinkers, who cannoE

E,ranscend the ideology of Fundamentsaf Pedagogics.

There is also a Eendency t.o lose sight of Ehe need !o

educaEe aspirant Eeachers of physical educat.ion to focus on

Ehe inrnediacy of schooL problems and to subsE.iEutse what is

presenEly in place wiE.h a critical analysis of Ehe

underlying condiEions which st.ruclure tshe curriculum.

Therefore, t.opics such as Ehe politica] history of the

discipline of physical education and its conEemporary

social impact, as well as a thorough research inE.o

different. curriculum planning models ("Eechnical produc-

tion" or 'r f actoryrr models, currenEly in use in Sout,h

Africa and a criEical approach) will prepare prospecEive

t.eachers more adequaEely for a socialJ-y conscious teaching

practsice.

Such a pracE.ice coufd inform Eeachers Ehats physical

educatsj.on does noE have t.o be reduced tso a reperEoire of

stsraEagems (eg Bloom's Taxonomies ) , ie., iE should nou be

governed by behaviourist,ic objectiwes, taxonomies and

curricular ouccomes unrel-aE,ed, to Ehe needs of Ehe

comnuniEy. The cent,ral aim of physical education,

lherefore, should be t.he provision of suiEable physical

act.ivit.ies to each and every studenE in E,he c1ass,

sufficiently intensive to each in order Ehats iE becomes

worthwhile Eo each. The natsural spin-offs of such

acE.iviE.ies could be cardj.ovascular developmenE, f it,ness

development, neuromuscular developmen!, tshe acquisiEion of
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ski11s, learnJ.ng someEhing useful, and the acquisition of

values.

These physical educaEion act.ivitsies should be

characterized by fun, popular uninhibited and unregimenEed

dance, games, and other forms of recreation. This

philosophy was endorsed in Ehe quantsitsaEive research by

lOOg of the African tseachers, 98.08? of Ehe Coloured

tseachers and 89.36? of Ehe Whit,e Eeachers.

Encouraging studenEs to express Ehemselves in a

relatively unconst,rained environmenE should decrease Ehe

ideological impulse of controL and coercion which framed

Ehe apartsheid physical educaEion curriculum. The natsure of

presentation of Ehese acEivities could help to rekindle

Iost. values and also propagat.e posiE,ive values such as

compromise, consensus or respec! for minoriEy opinions

which may contributse tso Ehe abatsing of violence among some

of our youEh.

PE should also be concerned wit.h goaLs which reach

beyond E,he boundaries of Ehe compeEitive arena Eo incfude

Ehe concepE. of "Iife span" physical educaEion for all.
That is, physical educaEion prograflmes which will nurture

among our youth physical activities, which may conEribute

Eo life-Long wellness and fitness and so also contribuue to

a healEhy life style.
100t of tshe African Eeachers. 96.15t of Coloured

teachers and 82.982 of white eeachers supporced chis

philosophy.
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A philosophy which was also fu11y endorsed by Ehe

former Rect.or of t.he UniversiEy of the WesEern Cape, at a

PE conference held at Ehe UniversiEy in Cape Town, in March

1993 :

A philosophy

espoused by sport,

intsernacionally :

which is also

scientisE.s and

increasingJ.y being

sporE physicians

It. has very clearly been shown EhaE an actsive
lifesE.yle has beneficial effects on E.he healEh
of a society Ehrough Ehe Framingham and
Harvard sEudies. The time to esEablish Ehis
healE.hy lifestyle is during Ehe formative
years of schooling. An inEegraEive physical
educaE,ion curriculum designed Eo Eeach
sEudenE.s E,he basics of proper condiEioning and
encourage a lifet.ime of act.ivity is essent.ial
tso ensuring Ehe healEh of a nalion. Mernbers
of a corranunity must be encouraged Eo
participaEe in acEiviEies EhaE wil-1 be
awailable Eo Ehem throughouE. t.heir lives
(Lynch, 1993) .

]-L4

One of the major academic planning projecEs
which we are trying Eo drive aE the University
is E.haE of promoting a public healEh approach
in our relevant, departments and facultsies.
This is an approach which emphasizes health
promoEion over curaEive medicine, and t hich
sEresses Ehe concepE of healE.h for all rather
E.han medicine for Ehe sick, for it is an
approach which sees tshe provision of sound
housing, clear waEer, adequatse sanit.aEion,
nut,riE,ion, unj-versal educaEion and wholesome
ways of general living as more important Eo
healEh E.han high-E.ech curaEive j.nE.erventsions
aLone. The general EhoughE of Ehe papers in
Ehis s]rmposium seems to point Eo a similar
approach wiEh sport, and phys j-caI acEiviEy seen
as health promoE.ing activiEies (Prof. G. J.
cerwel , March, 1993) .
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CompeEicive sporE should not and cannoE. be banished

from schools or any democracy, buE its has Eo be tratched

because if left unatt.ended, it coufd degenerate int,o tshe

moral equivalenE of war and become destructive t,o democracy

and positsiwe values. CompeEiEion should Eherefore tsake a

back seaE witshin Ehe classroom sitsuation, and organized

compet.iEive sport matches should operaEe after school

hours, $/iEhout an emphasis on "winning ats all cosEs".

Physical educaEion Eeachers should E.herefore Ery and shifE

t,he emphasis, at. E,heir schools, from compeEitive sporE, in

favour of group paruicipatsion in a varieEy of physical

act,iviE,ies. AE. primary school , Ehese acuiviEj-es, which may

include dancing, giymnasEics, game s etsc., should be

initiated tshrough basic sporE skills programmes and

graduate to include game concepEs. This will noE be easy,

given the overwhelmj-ng influence of competsitsive sporE in

Sout.h Africa and tshe world. There is also no reason why

Ehe school couLd not open up some space for a sports

count,er-cuLture which disEribuE.es the rewards for success

on a group basis and which also recogmizes tshe atstsempt !o

succeed, irrespect.ive of Ehe final result, as a wortshy

educalional goal . This model also: "implies a de-emphasis

of eLiE,ism and hence spectaE.orism and it, could cercainly

Ilead to] a more equiEable distribution of resourcesrl

(Hendricks, 1989:110). This does noE imply tshaE E.he

teaching of sport skills should be abandoned ats schools,

for Ehese skiIls are sorely lacking at former Black

schools, buE. E,hat E,he physical education periods should not
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be used for Ehe sole purpose of developing eliEists sports

persons. Talentsed youEh shoul-d raE.her be referred Eo

ext.ra-mural school progranmes, as well as t,o communitsy

clubs and coaching clinics organised by Ehe Sports

Devel opmen!, Boards.

In keeping wit.h t,he new Soulh African consciEut.ion,

curricular organizaEion and acE.ivit.ies, irrespective of

Eheir naEure, should be int.egraEed noE only by race, but

also by gender.

80? of African teachers agreed Eo co-ed physical

educaEion classes, while 65.3L? of Coloured Eeachers and

67 .44+ of Whj-Ee Eeachers opposed co-ed PE classes. As

sEaEed earlier, t.his could be as a resulE of tshe Coloured

and whit.e teachers having been indocErinaEed ats tsertiary

instj-Eucions which kepE Ehe sexes apart, during PE classes

while studying for a specialisc diploma or degree. Mosts

Africans were not afforded Ehe opportuniey to read for such

a diploma or degree.

A re - social izat.ion of values among physical educat.ion

Eeachers may, however, be a slow process, iE may Eherefore

be necessary as in some countries Eo legislat.e for the

eliminat,ion of sex inequity by prowiding opportsunitsies for
insE,ruct.ion for alI stsudenEs in all physical educat.ion

classes on an equal , just, and non-offending basis.

Sweeping generalizat. ions abouts t,he differing physical

characteristics of E.he average male and female have shaped

a series of myths which have given credibility t,o the

present sEaEe of affairs, and which have excluded girls
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from Ehe opportuniEy Eo part,icipaEe in certain sports and

also E.o participatse with boys. These myths include, inter-
a1ia, prohibit.ions against strenuous activities because iE

could interfere with pregnancy, child birEh, mensEruaEion

cycles; women are also Ehoughts Uo have more fragile bone

stsruccules tshan men, eEc. These myEhs can be found in mosc

tsext books dealing with exercise physiology.

while iE is E,rue that there are physical differences

by gender which may resulE in perfolrnance advantsages

favouring adulE males, iE is equally Erue that those

biological differences can be observed a1mosE as much

wiE.hin Ehe same sex as between tshe same sexes. There is a

l-arge overlap of a majoriEy of the males and females with

like physical atEributes. It cannoE. be universally

generalized EhaE all males have a greaEer biological
advantrage which resultss in beEEer motor performances Lhan

aII females (women's Educatsional Equity Act Program--USA).

IE. is also equally Erue Ehat in Ehe lower primary

school classes, all children, i-rrespecEive of tsheir sex,

have similar biological developments. However, in the

upper primary school classes and the lower mj.ddle school

classes, Ehe siEuaE,ion is somewhat reversed, where girIs,
who general-1y experience puberty before boys, experience a

simultaneous growEh spurts and sErengEh gains which may give

t.hem a physical advanE.age over some boys. fts would be

adequaE.e t.hen t.o co[trnenE, EhaE boys and girls are equal , buE

different,.

L77
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InequaliEy among Ehe sexes is rife wiE.hin Ehe SouEh

African societsy. DifferenE physical educaLion curricula

and differents tseaching approaches Eo tshe sexes aE all
leve1s of physical- educaEion insErucEion is possibly one of

E,he major causes of tshis suate of affairs. Special school-

progirammes, v!2. Youth Preparedness, Veld Schools and

cadeEs in former white schools, as programmat.ic expressions

of the physical educatsion curriculum, declared openly Ehe

linkages belween physical educaE.ion and military
preparedness and the need Eo keep Ehe sexes aparE during

the physical educaEion lessons so t,hat. boys can gets on v/iEh

a more wigorous progranEne to prepare Ehem for military
conscrj.pEj-on. The socialj-zaE.ion of studenE.s tshroughout

t.heir school careers tso believe thaE E,he sexes are

different and should be kepE apart, is a convenient myEh and

one which occludes the thoughE that the artsificiaL

separaLion of sexes during physical education lessons mlghE.

itself spawn a belief sysEem which can become ingrained

wit.hi.n a cuLture .

We wiII, tsherefore, have Eo begin to chip away at

t,hese powerful socializing i.nfluences on gender

differentiat.ed physical educaEion and Eraining by

organizing acEiviE.ies in groups where and when necessary Eo

acco[unodate all stsudenEs ats different. st.ages of physical

dewelopmenE, and differents sErengths and abiliEies. This

eliminaE,es E,he argumenE, thaE. girls are inherent.ly disposed

E,owards certain tsypes of physical actsivities. There is

also therefore no reason, when using the group method for

L18
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Eeaching physical education, why boEh sexes cannoE

simultaneously be involved in any Eype of ball games,

including games involving physical contact., because single

sex groups could be condoned. Certain cult.ures may also

object Eo co-ed physicat educat.ion classes on Ehe grounds

that t.heir girls are noE suitably dressed. Mosts of these

cuLEures do however condone the wearing of loose f iE.ting

tsrack suits during the PE classes.

The SE.at.e's rat,ionali zation of Eeachers has resulEed

in mosE schools loosing a few ceachers. The Eeachers mosE

Iikely t.o loose Eheir posEs are tshe PE E.eachers, because of

the subjecEs non academic stsatsus. Ttris may J.eave schools

wiE,h one of E,he two or more PE Eeachers tshe may have.

Schools may t.herefore have E.o geE use to only one PE

t.eacher, irrespective of sex, teaching an enEire mixed sex

class -

If the community is going tso be involved wiEh Ehe

development. of physical educatsion, Ehen j.ts musc also assume

iEs share of making PE responsible for i.mproving our

societsy. The effecE,ive power of physical educaEion in Ehe

solut.i-on of social problems depends great.ly upon Ehe

decision as Eo how our schools are used. In some

townships, schools are Lhe only conununal places; in otshers,

Ehey can go a long way in supporting what is available.

There are also few or no sporEs fields, recreat.ional

facilities or comnunity centres. Therefore, schools will
have E.o undergo a EransformaEion and become commrnity

schools in Ehe sense that Ehey will become open door
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cenEres for youEh actsivities, after school hours and during

E.he vacations. These acEiviEies could;

* AssisE youth to achieve and maintain fitness; acguire

a broad range of physical skills,' develop a sense of team

work, co-operaEion and fairness and lead healtshy active

lifestyles. All Ehis can be achleved in physical

act.ivities such as recreat,ional games, dancing, hiking,

gardening, healEh education projecus, fitness Eest.ing,

cycling, sporE,, etc.

' Include life skills such as cookingr, auto repairs,

gardening, first aid, basic electsronics, conservaEion, etsc.

* Involve youE.h in grassrooEs programmes such as a

"Head SE.arE," programne, pracEised elsewhere, where

children receive a head start on Eheir firsE year at

primary school by aEEending an intensive progranme in
reading and writ,ing during t,he vacat.ions. They could also

receive healEh nutrition and social services Eo combac the

ef f ect,s of poverty.
* Assist t.he youEh tso become involved wit,h adulE

comnuniEy progranunes such as homelessness, tshe aged, eEc.

* Include general school EuiEion programnes, where Ehe

facilitators/teachers are feLLow sCudent.s, eEc.

The physical educators togeEher wit,h the school

communj-Ey could initiate these projeccs since botsh Ehe

school and tshe broader comnuni Ey will benefits from such a

project,. In order for Ehis Eo obtain, Ehe privaEe sector

t20
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will have Eo j.nvesE in the building of conrnunal ha1Is at

schools and supplying schools wiEh sports facifiEies and

apparaEus. At Ehis point in time, many foreign companies

are poised Eo reinvests in Soutsh Africa. Most of Ehese

companies conE.ribuE.e Eo naE,ional organizalions which fund

youEh progranrnes in tsheir counE,ry, such as 'The United Way'

in Ehe UniEed sEaEes of America. The same E)4)e of fundj-ng

could be initiated in SouEh Africa, or each company could

adopts a school or a school area for the purpose of

developing comnuniEy schools. The sEaEe could contribuE.e

by lewelling off the area surrounding tshe schools and

plancing Eurf so EhaE Ehose areas could be used for out.door

activities.
IE, may soon become necessary for j-nstiEuEions in a

future south Africa tso tsake issue wiEh Ehe hj.sEory as well

as Ehe objecEives and g:oals of EducaEion wiEh ProducEion

prograntrnes ie, work relat,ed school programrnes, in tserms of

itss failures and success, in order Eo deEermine whecher

similar progranmes will be of benefit tso Ehe poor in the

face of adverse social and economic problems in our

disadvanEaged conEnunitsies (appendix four) . Already ouE of

sheer desperat.io[, conrnunity and school gardens have sprung

up in mral and urban areas.

In case studies underEaken aE a few t.ownship schools

in the western Cape, it was found thaE more than 50 percent

of Ehe sEudenEs i-n a st,andard six class did noE have

breakfast, and or did not take lunch Eo schooli neither did

tshe school prowide them with someLhing to eaE (Kloppers,

L2r
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1993) . Mrs. Perlman of Operation Hunger said in ilune,

1992, EhaE by Ehe end of the year some 2'5 million people

could be starving owing E.o Ehe effecEs of the droughE,

widespread reErenchments and unemployment and thaE 1.8

million people are already receiving nuEritsional assj.stsance

from her organizaE,ion (SAIRR, L992t293) .

In Ehe lighE of Ehese constsraints, it is hardly

likely t,hat school communitsies ravaged by mal-nuErition can

carry on with a vigorous physical education programne, leE

alone academic prograrnmes. IE will also E,ake some years

before Education with Production Programnes could be

initsiatsed aE schools. Itr will Eherefore be incumbent upon

schools Eo solve Eheir own nuEritional problems. One rray

of achieving uhis immediaEely is via the schools physical

educat.ion programre, since gardening is a recreaEional

act.iviEy.

If, cherefore, curricular activiE.ies are

cont.extualized wiEhin E,he specific socio-economic

condit.ions of South Africa, then schools could use an

inEegrative model of curriculum which will draw on

knowledge domains from the differenu disciplines; thus,

school conrnunit.ies affected by malnutrition, wheEher urban

or rural , could use Ehe collective knowledge of geography,

agricuLEure, biology, science, maEhematsics and physical

education tso harvesE Eheir own crops. The planuing,

harvesuing and t.illing of the soil could afford studenEs

physical and recreat.ional acEivir,y, while simulEaneously

bridging Ehe school - community gap by either increasing

1))
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local production capacities or by using parents at school

to prepare school meaLs from the harvesEed crops. Each

class could work for a few weeks in E,he garden during their
physical education period, as yets anotsher module tso add tso

tsheir play, dance and recreaEion modules for E,he year.

Such an intsegiraEive curriculum model is noE necessarily

advocaE,ing E,haE sEudenEs shouLd be rrhewers of wood or

drawers of waterr', nor is its promotsing sEreaming or

t.racking, it is merely proposing options which would

benefit. youtsh who have been Iefts desolatse by the iniustices

of tshe past.

In a simil-ar vein, schools lacking classrooms could

engage in the constructsion of extsra rooms. The collectsive

knowledge of maths, science, woodwork, etc., could

conE.ributse Eo Ehe success of tshe projecu. The work could

be conEinued by the corununity afEer school hours. The

gravity of t.he strort.age of classrooms and schools is

highlighted by a remark made by Mr. Job Schoeman. who

indicaE.ed t.haE, Sout,h Africa needed 300 schools for Africans

each year, and thats Ehe Department of EducaEion was only

supplying L/6 of t.he shortfall . In facts, t.he report

indicat.ed that. a large percenE,age of rrBlack'r school

children have never been uo school , due tso ower crowdi.ng

and a short.age of school buildings (SAIRR, f9892263-2651 .

Collect.ive school projects coufd also address tshe

whole ecological problem. Presently, economic greed is
descroying our environment. through over-production and

reckless industsrializaEion projectss rrj.E,houE. concern for the

!23
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fuEure. There is also gross neglecE of our naEural

habiEaE. SEudentss as fuEure custodians of the enwironment,

couLd be involved in conservation activitsies as yeE anogher

physical educatsion module :

CombaEting soil erosion by Ehe pLantring of ground

covers and the digging of trenches.

Ernbarking on a paper jog, student.s will run around

Ehe school or in tshe neighbourhood collecting wasue

paper.

Cleaning of rivers.
PlanEing of trees.

weed cont.rol .

Hedge cutst.ing.

Nat,ure trail hikes .

building of ponds, et.c.

These work relat.ed modu.l-es couf d aptsIy be ref erred Eo

as Physical EducaE,ion with ProducEion Prograrffnes.

Fina11y, a resE.ructured police force, wil-1 need E.o be

accepted by primary school youth, as one means of restoring

good cowununily relaE,ionships. The role of Ehe police in a

new poliEical dispensaEion is thaE of social workers and

cust.odians of comiuniEy values as opposed to EhaE of

conf ront.at.ion, as was t.he case during the Apartheid era.

Non unj-formed police could be assigmed to schools, which

have need of E.heir services, on a weekLy basis to assisc

physical educat.ion E,eachers vriE.h Eheir actsiviEy prograranes.

L24
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6.4 CONCLUSTON

Fina11y, in emphasising the restsructuring of PE, one

should be conscious of Ehe fac! thats the discriminacory

aspecEs of AparE,heid schooling by class, race and gender

af fect.ed all school subjecEs and may cont.inue Eo do so for
t.he post. elect.ion period. However, PE is placed in the

unigue and problematic position of being: accepEed by

acE.ivists and practitsioners as an apolitical subject;

relegaEed by virtue of it,s non-examinaEion st.atus Eo an

insigrrificant, subjecE. wiE.hin Ehe general school curriculum

11t

This witl entail Ehe re-education of Ehe police force Eo

include subjectss such as educaEional psychologry, a

democratsic melhodology, conununicatsion skil1s, game s skills
and rules, organizaEion and managemenE skills, conflicE

resolut.ion eEc., so tshaE. Ehey do not have an autshoriE.arian

approach Eo Eeaching. A similar progranme, " Adopts a

Cop", is successfully organised at primary schools in the

UniEed Stat.es of America .

Clearly tshere are several other issues around Ehe

resE.ructuring of physical educaEion which should be opened

up for public debaEe and policy deLiberaEion. These

proposals simply suggesE a stsart,ing point for such act.ion,

one which links physical education to progressive politics
or, Eo puts iE. somewhaE. dif ferent.ly, which allows our

studenEs "to move with a different viewrr.
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and yeE.; promoE.ed by the former SEaEe as a vehicle for
Eeaching obedience, confonnity and miliEary vigilance.

But rethinking PE as a social project. will require

movemenU beyond the pessimism tshat claims an

'r incompatsibiliEy of sporEs wit.h liberaEion" (Hendricks,

L989:109), and also Ehose r.rho claim chaE the siEuaEion in

our tsownships is so de-moralized thaE it, is presently noE

feasible tso initsiaEe acE,iviEy projecEs. If PE was such a

powerful insErument in securing oppression, there is no

reason why iE cannoE be mobilised as a counter-hegemonic

force in adwancing liberation. By radicalizing the

philosophy, conlenE, organizaEion and assessment of Ehe PE

curriculum, we begin tso transform our classrooms int,o

democraEic spheres where studenE part.icipatsion, socially
conscious teaching, and conrnuniEy- l inked acE.ivitsies are

strongly inE,egraEed. As under Aparuheid, the success of

such a venture aE t,he classroom lewel during this
E,ransiE.j-ona1 period, wilt tso a larger exEent. be detsermined

by political support a! t.he governmenEal level . And, as we

are presenEly witnessing, Ehat. supports is forthcoming, wia

the St.aE.e' s Reconst.ruct.ion and Developmen! Programnes ,. tshe

Whit,e. Paper on Sport and Recrealion; the est.ablishments of

Curriculum Co-ordinat.ing ComniEEees for PE and recenE

legislation, such as compulsory PE for all schools and Ehe

lowering of sEudenE, teacher ratios aE African schools in
parcicular, so thaE principals will be able Eo employ more

t.eachers, as from April f996, to effectsively introduce

t26

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



pract,ical subjecls such as PE, art elc., intso Eheir

curricula.
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APPENDIX ONE

POLICY DOCT]I4ENT

TAXEN FROM TEE SPROCAS DOCI'UENT

ArE.icles 14 and 15 stdtse:

rrThe Coloured man musE be educaEed according to

Christian NaEional principles ... only when he has been

Christianised can he and wilt he be Eruly happy and secure

against his own heathen and all kinds of foreign ideologies

which promi.se him sham happiness, buE in the long run make

him dissacisfied and unhappy'r. wiE.h regard Eo the national

principle, we believe EhaE E.he coloured man can be made

race-conscious if the principle of apartheid is sEriculy

applied in educaEion jusE. as in his church Iife. "The

financing of Coloured educaE.ion flIusE ... noE occur ats E,he

cost of whit,e education" ,

"The Eask of whitre SouEh Africa Eo christsianise Ehe

nat.ive and E.o help him on culturally ... has already found

its closer focus in Ehe principles of Erusteeship, non-

equality and segregation. Hence naE.ive educatsion musE be

grounded in tshe life-and worl-d-view of tshe whites, more

especially of the Boer Natsion as Ehe senior whiEe ErusEee

of t.he Nat,ive " .

rrNative educaEi,on must ... not occur at tshe cosE of

white educaEionrt. The division of educaEion inlo WhiEe,

BanEu, Coloured and Indian is clearly foreshadowed above,

135
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and so is Ehe principle of restsricting Ehe money conEribu-

tsed Eo African educaEion from General Revenue. (The problem

of mother-long:ue insEructsion is referred to in deEail in

t,he fuII article 15, but has already been discussed) .

rt is self evj.denE thaE tso set out' deliberately Eo

make Ehe Coloured man rrrace - conscious " and Eo apply sEricE

separaEion in church life is in conflict. vriEh Ehe message

Eo Ehe people of SouEh Africa - so is educaE ional

separaEion as a religious principle, Ehough iE may be

desirable as a maEEer of, one hopes, temporary practice

because of geographical, linguisEic and cultural

consideraEions.

The injustice of forcing E.he Africans tso finance most

of Eheir ovrn educaEion whi.le not developing tshe higher

educatsion which would raise earnings and Eherefore tsheir-

paying capacity has oft.en been sEressed. IE is sE.il1 true

E.hats fewer uhan 50 per cenc of tshose African children who

starE school reach sEandard 3, E.he mj-nimum 1evel considered

necessary Eo achieve liEeracy. This percentsage has not

significanEly altsered in over a decade. Progress j.n

proceedJ.ng wich compulsory education for all Coloured and

Indian children is also sIow, largely because uhe staEe

resErict.s spending on this educatsion so EhaE iE "wi11 nots

Eake place aE t.he cosE of whiEe educaE,ion". (Sprocas,

1971:86).

1., t)
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APPENDI'X TTIO

THE COMMITTEES AND DEPTS.DEALING WITH THE

BOYS' PHYS ED SYLI'ABUS

(CLEOPEAS, 1991:142)

CHE

NATI ONAL FITNESS RESEARCH COMMITTEE

CURRICULUVI COMMITTEE (CED)

HEALTH/EDUCATION
RESEARCH PROJECT

SPORT INJURY PROJECT FITNESS RESEARCH
PROJECT

CURRI CULUM COMMITTEE (CED)

NATIONAL FITNESS RESEARCH COMMIT:TEE

VARIOUS EDUCATION DEPARTT"IEIITS

IMTER _ D E PARTME}.ITAL CI]RRICULUM COMMITTEE

NATTONAL FITNESS RESEARCII COMMITTEE

L.tt.u

VARIOUS EDUCATION DEPARTMENTS

S CHOOLS

t37
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APPENDIX THREE

WLD SCHOOLS

... Blacks are not as inE.elligent as Whites and can be

easily influenced; thats Ehe naEives live for today and do

not consider Ehe fuEure (Evans, 1983:58).

we had Eo say if vre had any sorE of contacE

we were also asked if we would marry a

(TranslaEed from Afrikaans, vrye week Blad) .

wi-tsh a

"used,,

girl .

girl

One veld SchooL principal

complaint.s were received

(Evans, 1983:53) .

admiEEed Ehat. a large number of

aboutr the excessive discipline

138

In Sowet,o t.here were hundreds of terroristss, you need Eo be

aware of them. Speak co your servant, she will te11 you.

If you notsice someE.hing stsrange about her, don'E be afraid

to tsel1 t.he police (Fredrickse, L986:9) .

"Today South Africa is experi-encing a tsotsaI onslaughE. Pik

Bocha recenEly predict,ed Ehat Ehe biggest Cormnuni sE

offensive would be concent.rat.ed on Soutsh Africa" (Evans,

1983 :54 ) .
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APPENDIX FOUR

EDUCATION WTTH PRODUCTION PROGRAT,TI4ES

Before Ehe advenE of mass schooling, children were

initsiatsed inEo life ski11s by t,heir parenEs, relatives and

neighbours. They learned by living and doing. In Ehe

homes and on t,he farms they were taughts Ehe skills of Ehe

society and the behaviour expectsed of its memlcers. They

learned Ehe kind of grasses which were suitable for

differenE, purposes, Ehe work which had to be done on Ehe

crops, or the care vrhich had tso be given tso animals by

joining vrit.h elders in t.he work. (sinclair, M.E. , 1984:

22) . FormaL schooling in E,he nineEeenEh and tswentieth

cenEuries dest.royed mrch of this naEural learning process.

schooling at, Ehe time in Europe and America resembled

muctr of whaE is happening in conEemporary developing

countries, i.e., mass formal educaEion, widespread poverty

and endemic desEiEution. In addiE,lon, Ehis formal

educaEion was export.ed to Africa and south Easts Asia via

Christ.ian missions and colonial- governments (Ibid:23) .

DissaEisfaction wj.Eh mass schooling in Europe in tshe

nineEeenlh cenEury came from renowned educators such as

ifean Jacques Rousseau, PesEalozzi, Froebel, eEc. A1l of

whom proposed iniciatives Eowards work related schooling,

E,o convey useful knowledge and skills Eo chj-Idren.

In E,he Ewent,ieEh cencury, certsain programnes of

rel-evance made a major impacg on Eheir respective national

systems of schooting, not wiEhsEanding t,he fact. tshat Ehey
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have subsequent.ly been tserminaEed or have faded into

obscuriEy:

Mexico's Rural Schools - t92L-L924

Turkey's village schools - 1930s

Gandhian Basic EducaEion in India - 1940s and 1950s

Tanganyika Agricu]Eura1 Programnes - 1950s

Rural Educat.ion Centsres in tshe Upper Vo1E,a - laEe

1950s (Sinclair, M.8., 1984:37-871 .

In more recenE Eimes in Africa, Pat,rick Van Rensburg

founded the first. Brigade school in Serowe, BoEswana in

1965. one Brigade proliferated into many, and soon spread

Eo oEher cenE.res, becoming a movemenE.. These schools

prowided educagion for employment especially within E,he

rural comnunit,ies, making Ehese comnuniEies self-
suf fj-cient. PaErick Van Rensburg wenE on from Serowe Eo

found Ehe Foundat.ion for Bducation witsh ProducEion (FEP) ,

an inLernational body, whose two mosts famous offspring are

Zimbabwe (zIMFEP) and BoEswana (BOTFEP) . The latEer's

concerns cover work sEudy instsiEutions such as Eraining

Brigades, as well as producEion cooperatsive actsiviE,ies in
formal educat.ion. Pat,rick van Rensburg has spoken

ext.ensively at, South African insElEuEions on EducaEion $rit.h

Production as well as rural education. He was also

responsible for E,he founding of a FEP school aE Kangwane in
Ehe Eastern Transvaal in 1989/90. (Parsons, Neil . 1991:

26-28)

t-4 0
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AnoEher pioneer of r.rork relaEed school programnes in

Africa was Dr. Julius Nyerere, who cal1ed for tshe

introductsion of producEion progranrnes in al-I educat,ional-

insEiEuEions in Tanzania in 1967. His calling was for

schools Eo prepare studenEs for tsheir future role as self-

reliant cit.izens in a sEaE,e comniE.E.ed Eo socialism,

equality and individual freedom,' hence, Educatsj-on for Self

Reliance (Sinclair, M.8., 1984:35) .

14l-
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APPENDTX FIVE

DETAII.ED RESUI'TS OF QUIITTITATI,VE RESEARCI{

OI'ESTION 1

Home language of Ehe respondenE.s.

Ifrica! Coloured lfbite

No. of Respoudeats 11 26 24.5

Afrikaans - 34.46 38.78

English - 6L.54 6L.22

Xhosa 81.81

Other l-8 . 18

OI'ESTION 2

Educational level of respondenEs.

Africaus Coloureds Wbites

No. of RespoldeutE 1]. 26 24.5

Education Level % % 4

Std 8 and College - 1.92

srd 10 - 3.85

Stsd 10 and College 63.64 6r.54 18.37

University Diploma - 7,69 L4.29

Graduace 9.09 t.92 4.08

Graduate and Diploma 9.09 19 .23 38.78

PosE GraduaEe 18.18 3.85 24.49

]-42
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QUESTION 3

Physical EducaEion qualif lcatsions

Af,ricaas

No. of Respoadests l-1

EducaEio[ oualificaEiop 4

None 54.55

College 45.45

Univers icy

of respondents.

Coloureds

25

",a

2.00

68.00

30.00

Wbi tes

24

9o

12.50

18 .75

68 .75

OI'ESTION 4

The number of years Ehe respondentss have been teaching

physical educaEion.

No. of RespoEdept,s

No. of Years

Up to Five Years

6 to 1"0 Years

10 Years plus

Afrlcals ColouredE l{rites

11 26 24.5

zz"4
72.73 67 .31 51.02

9 .09 1L.54 24.49

18 .18 2L.L5 24.49

]-43
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OI'ESTION 5

The nuhber of years the respondents have been in their
presents posts .

No. of Respoldeats

No. of Years

Up Eo 5 years

5 to 10 years

10 years plus

oITESTION 6, 7 aBd I

The availability of sma1l and large

teaching of physical educaEion lessons

AfricapE

No. of RespoadeatE 11

Availabilitv of Apparatus %

None 84.85

ProblemaEic 5.05

Below Average 9.09

Average

Adequate

More Than Adequate

Af,ricans Coloureds lGit6

11 26 24.5

t*%
72.73 69 .23 7L.43

9 .09 L7 .3L L4,29

18.18 t3.46 ].4.29

apparatsus

and sporE.

Coloureds

25.67

%

t2 .99

15.51

35 .73

32.47

2.59

.64

for che

wbi t,es

24 .5

8 .59

14 .30

19.51

21 .79

31 .50

4 . L0

144
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OI'ESTION 9

Number of schools E.haE. had grass atshleE,ic Eracks.

Africaas Coloureds VGites

No. of Respo[deals 11 26 24.5

Coupt t t t

None 90.09 67 .5L 20 .4L

One 9 .09 32.69 69 .39

Two 2.O4

Three 2.O4

Four 2.O4

Five 4.08

Ratiaq of Grass Tracks

No. of RespondeD,ts

Ratiaas

None

Very Poor

Poor

Average

Good

Very Good

No schools had Tart.an Tracks.

145

OI'ESTTON 11

No schools had Gravel Tracks.

Africaas Coloureds ldrites

11 26 24

%%"6

90.09 67 .31 20.83

9.09 23.08 4.t7

5 .7'7 12 .50

3.85 37.50

14.58

L0.42
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OUESTION 12

Number of schools E. ha E.

No. of, RespoadeptE

Cou[t

None

One

fwo

Three

Four

Five

six
Seven

Eightr

Twelve

Ratino of all wea er tennis courEs

had all weather Eennis courts.

Africars Coloureds $ltlites

1r- 26 24 .5

72.73 92.31 20.41

18 .18 3 .85

9.09 - 6 '1-2

- 15.33

3.85 20.4L

0 .20

14 .29

4.08

6.L2

2.04

No. of Responde[ts

Ratipe

None

Very Poor

Poor

Average

Good

Very Good

AfricaEs Coloureds wtlitses

11 26 23 .5

%%%
72 .72 92 -3t 2l .28

9.09

9.09 1.92 6.38

9.09 - L2.77

3 .85 34.04

1 0, ,q E-l

l-+b
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OSESTION 13

No schools had grass Eennis courtss.

OTIESTION 14

Number of schools

No. of RespoD.dents

Count,

None

Four

RaE,iEg of aravel tenp.is courts:

Afri can

thaE had gravel tennis courts.

Af,ricans Coloureds thites

11 26 24.5

%21
100 100 95.92

2.04

2.O4

Co Loureds vltlites

No. of, RespopdeatE

Ratinq

None

Very Poor

Poor

Average

Good

Very Good

1l-

%

100

%

100

)L q

4

95.92

2.04

2.04

147
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OUESTION 15

Number of schools

No. of Respoudepts

Coua!

None

One

Tero

T'hree

EhaE had Eennis walls.

Africans Coloureds vlhites

1r. 26 24.5

90.91 100 44.90

9.09 - 42.86

10.20

2 .04

Ratsiaq of temis wa11s:

No. of Respopdeatss

CoupE

None

Very Poor

Poor

Average

Good

Very Good

Af ricars coloureds l6it€s

11 26 24

%24
90.91 100 45 .83

9 .09 - 2.O8

4.17

18.75

20.83

t-46
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oIrEsTroN L5

Number of schools thaE had Eurf cricket. ovals.

Af,ricaas Coloureds mit€s

No. of RespoodeEts 11 26 24.5

Courts t t t
None 100 98.08 55 .10

one - 10'20

Two L.92 14.29

Three L4.29

Four 2.O4

Five 4.08

Ratl.pcr of turf crichet ovals:

Africaas Coloureds hites

No. of Respoadeats 11 26 24

Ratiga t t 4

None 100 96.15 55 .10

Very Poor

Poor 3 .85 2.Og

Average L6.67

Good 16 .67

very Good 8.33

149
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OIIESTION 17

Nuftber of schools t,hats had artrificial lurf, crickets ova1s.

Africans coloureds l[aites

!{o. of Respoadepts 11 26 24.5

Couot * t %

None 100 98.08 77 .55

One - L4.28

Tvro 1.92 6.12

I'hree 2 'o4

Ratiaq of artificial turf. cricket ovals:

No. of Respoadeats

Ratipq

None

Very Poor

Poor

Average

Good

very Good

Africaos Coloured l{dtes

11 26 24.5

%e6%
100 96.15 77 .5

3 .85 6 .L2

4 .08

4.08

6.L2

2.04

150
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OI'ESTION 18

Nurnber of schools

No. of Respopdeuts

Coupt

None

Two

Three

Four

Fiwe

Six

FourEeen

E.ha! had crickeE pracEice neEs.

Africa[s ColouredE vttlites

11

%

100

26

t
98.08

L.92

26

t
96 .15

3 .85

24.5

t
6r.22

10.20

10 .20

8.16

4.08

L.92

L.92

r.92

23 .5

z

6L.22

2.t3

4.25

19.15

!0.64

D.Find a# ari aLa .. -r--5i ^a n6Fd.

Africaps ColouredE slhiEes

No. of RespoBdeatss

Ratiaq

None

Very Poor

Poor

Average

Good 
,

very Good

11

t
r.0 0

15 l-
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OI'ESTION 19

Numlcer of schools

No. of Respoadeats

Count

None

One

T$ro

Three

that had base/sofEball fields.
AfrLcats ColouredE Wlit€s

r.1 26 24.5

ttz
100 94.23 85.71

3 .85 7 .69

L.92 4.08

2.04

Ratiaq of base/softbaIl fields:
Af,rLca[s Coloureds litlites

No . of Responde[tE 1- ]- 26 24 .5

RatiECr

None

Very Poor

Poor

Average

cood

Very Good

4

100

t
94.23

L.92

7.92

L .92

"4

85.7

4 .08

5.12

4 .08

L52
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OIIESTION 2 O

Number of schools

No. of Respordeats

Couaf

None

One

Two

Four

EhaE had swimning Pools.

Af,ricaas Coloureds rEites

11 26 24.5

rtt
100 100 67.35

28.57

2.O4

2.04

Ratinq of Swinming Pools:

No. of Respordetrts

Rat iaq

None

Very Poor

Poor

Average

Good

Very Good

Africaos Coloureds l6ites

11 25 23 .s

%%%
100 100 67.35

r-0.54

t7 .02

153
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ouEsTroN 21

Number of schools

No. of Respoudepts

Coupt

None

One

Two

Three

thatr had soccer fields.

Af,ricans Coloureds WbiEeE

11 26 24

z%%
81.81 55.77 60 .42

9.09 44.23 20.83

9.09 - 16.67

2.OA

Ratinq of soccer fields:

No. of, Respoadeats

RatiBq

None

Very Poor

Poor

Average

Good

Very Good

Afri caas Co loureds Idaites

11

81.81

9.09

9.09

26

4

55 .11

r-7 . 31

13 .46

t3 .46

24

t
60.42

1,6 .67

LI .5U

t0 .42
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OI'EST oN 22

Nurnber of schools thaE had rugby fields '

Af ri cans Coloureds v aites

No, of Respo[de[ts

Coupt

None

One

Trro

Three

Four

Six

Rat,iaq of ruqbv fields:

No. of RespoEdeats

Ratipq

None

Very Poor

Poor

Averagie

Good

Very Good

Africa[s Coloureds vtraiEes

l-1 26 23.5

81.81 46 .L5 30.51

18.1-8 28 .85 2.13

13.46 8.51

11 . 54 29 .79

19.15

8.51

11

%

81.81

18 .18

26

t
46.L5

53 .8s

24.5

"4

30 .61

15.33

28.57

6.L2

16 .33

2.04

155
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OUESTION 23

Number of schools

No. of Re sDondents

CouaE,

None

One

Two

Three

Four

Seven

E.haE had tsurf hockey fields.
Africaas Colouredg l&ites

r-1 26 24.5

?tt
100 88 .46 30.61

11.54 22.45

30 .61

6.L2

I .15

2.04

155

Ratiua of turf bockev fields:

Africaas Coloureds l0dteE

No. of Respo[delts 11 26 24

Ratinq t I *

None 100 88 .46 30 .61

Very Poor 5.77

Poor 3.85 10.41-

Averag'e t.92 27 .08

Good 27.08

Very Good 4,L7
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OIIESTION 24

No schools had syntheEic hockey fields.

OIIESTION 2 5

Number of schools

No. of RespoddeaEs

Cou[E

None

One

EhaE had gravel hockey fields.

Africans Coloureds mites

11 26 24

tt%
100 100 97.92

2.08

Ratiaq of aravel bochev fields:
Africaps colouredE l{hit€s

No. of Respoadentg 11 26 24

None L00 100 97.92

Very Poor

Poor

Average 2.08

Good

Very Good

!57
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OIIESTTON 2 5

Numlcer of schools

llo. of Resoondeats

Couats

None

One

T'wo

T'hree

Four

Five

EhaE had mulE.i-purpose Earmacs .

Africaas Coloureds lthites

11 26 24.5

%z%
90 .90 11 .54 28 .57

9.09 53 .85 22 .45

28.85 26.53

5.77 10.20

4 .08

I .15

Drl-inrt i.r f 'nrr't t.i - F- -dd.

No. of ReEpoEde[ts

Ratiao

None

Very Poor

Poor

Average

Good

Very Good

Africatrs Colouleds vlLites

11 25 24

%%%

90 .90 1-1-.54 28 .57

9.09 15 .38 4.17

a9 .23 4.a7

40 .38 3t.2s

3-3 . 45 3l .25

8 .33

r-5I
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OI'ESTION 27

Number of schools that had fenced courts.

Af,ricanE Coloureds V lites

No. of Respopdepts 11 26 24

eount % % t
None 81.82 86 .54 39 .58

One 9.09 9.51 14.58

Two 9 .09 L.92 8.33

Ttrree - 8'33

Four f .92 12.50

Five 6.25

Six 6.25

Eight. 4.r7

Ratiuq of pulti -pu:Dose feaced courts!

Africans Coloureds hites
No. of RespoEdeots 11 26 24

Ratinq

None

Very Poor

Poor

Averag'e

Good

Very Good

t
81_.82

9 .09

9.09

4

86.54

1.92

3.85

3 .85

3 .85

%

39.58

2.08

22.92

25.00

l0 .42
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OI'ESTION 2 8

Numbe r of schools

No. of Respoade[ts

Count

None

One

Tlro

Three

Four

EhaE had multi-Purpose

Africars

small fields.
loureds l{tlites

11

"6

90 .91

9.09

26

4

75.OO

2L.15

3 .85

24.5

%

57.L4

30.51

6.72

4.08

2.04

Ratiaq of uuItsi-ouroose sna1l fields:

Africans Coloureds t[alles

No. of Respo[deutss 11 26 24.5

Rat,iaq % 4 t

None 90.91 75 .00 57 .L4

very Poor - 9.50 8.16

Poor 9.09 5 .77 8.15

Average 9.50 18.37

Good 8.15

very Good
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OI'ESTION 2 9

Number of schools E,hat had trim parks.

Africaas Coloureds Yhites

l{o. of Respoadeats 11 26 24.5

Ratinq 4 1 %

None 100 100 89.80

One t0.2O

Ratiuo of trim parks :

No. of, RegpoadeBt,E

Rat,ipq

None

Very Poor

Poor

Average

Good

very Good

AfricanE coloureds l6ites

11 26 24.5

%%%
r-00 100 89.80

L0.20

1b1
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OT'ESTION 3O

Numbe r of schools E.haE. had open unmarked fields.

Africaas Co loureds v[aites

No. of Respondeuts

eoupts

None

One

Two

11

t
35.36

63.64

26

t
36.54

5! .54

I .92

24.5

%

69.39

30.61

Ratiaq of uEarked ooeo f,Lelds:

Africars Coloureds lhites

No. of RespondeuEs 11 26 24.5

RaEiac 4 Z e6

None 36 .36 36.54 69 .39

very Poor 63.64 34.61- 72.24

Poor LL.54 8.16

Average L3.46 6.!2

Good 3 .85 4.08

Very Good
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OIIESTION 31

Number of schools

No. of Resrroldeats

Couat

None

One

Two

three

Four

tshaE had squash courtss .

AflLcaas Coloureds TGit€s

11 26 24.5

ttt5
100 100 83.67

2.04

8 .16

4.08

2.O4

OI'ESTION 3 2

Number of schools thaE. had ha11s.

Africaas Coloureda tdriteE

No. of Respondests 1l- 26 24.5

Coua t eE "4 B

None 100 88.46 16.33

one 11,54 79 .59

fwo 4.08
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OI'ESTION 3 3

Number of schools that had minor halls.
Africars coloureds Ylhites

No. of, Respo[dents

Cou!,t

None

One

11

t
90.91

9 .09

26

%

100

)L tr,

t
87.76

L2.24

OI'ESTTON 3 4

Nurnber of schools t,haE, hawe games ha11s.

AfricaBs Coloureds lhites

No. of RespoEdepts 11 26 24.s

Coupt t t 4

None 100 100 95.92

One 4. OB

t64
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OI'ESTION 35

NuTnber of schools tshaE had dance ha1Is.

Africaas Coloureds Thiteg

No. of ReEpoudeats 11 26 24.5

Court t t t

None 100 100 93 .88

one 6 ':-2

OIIESTION 35

Number of schools E.haE had gymnasiums.

Afrieans ColouredE mritcs

No. of RespoadeEts 11 26 24.5

Court t t t
None 100 100 81.53

One L8.37
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OIIESTION 3 7

Number of schools tshat had video

Africans vlhite.s

No. of Re sDoD.deD,ts t-1 26 24

None 100 98.08 37.5

one L -92 54.L7

Tleo I ' 33

OUESTION 38

Number of sctrools Ehat had large or double classrooms for

physical educatsion lessons.

Africaas Coloureds lhit€s

No . of RespoadeDt,g l-1 26 24 .5

Court, % e6 %

None 63 .64 92.3L 65 .3L

One 36.36 5 .77 34.69

Two 1-.92

Once again, as in questsion four, many of tshe African

respondents misundersEood tshe quesEion. They were not

asked whet,her the school had double classrooms, but. whetsher

Ehey had double classrooms for Ehe Eeaching of physical

educatsion. The replies Eo quest.ions 53 and 54 indicace

thats physical educatsion t as noE t,aught, aE more Ehan 90? of

Ehe African schools, yeE Ehis queslion reveals Ehat, 36?

recorded Ehats Ehey had double classrooms at Eheir schools

for Ehe teaching of physical education.

or lecEure rooms

eoloureds
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OI'ESTION 39

Nuftber of schooLs which used Ehe same fieLds for sunrner and

winEer sporEs codes.

Africaas loureds l{httes

)a q 24 .5No. of, Respondeats

RegDoase

None

Yes

NO

11

t
11 .11

71 .78

11 .11

%

9t .94

8.16

9o

r"00

OI'ESTION 4 O

Number of schools which employed groundsmen specifically

for the purpose of maint,aining sport facilities.

Afrieaas Coloureds l{aites

No. of Respopdepts 11 26 24.5

Response % "4 %

Yes - 9.62 6L.22

No 100 90 .38 38.78

t-b /
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OIIESTION 41

Number of schools which sE.ated Ehats Ehese groundsmen are on

tshe stsaEes payrol]-

OI'ESTION 42

Number of schools which had suiEable equipment for Ehe

mainEenance of large fields.

No. of ResDoadeots

ResDop.g e

N/A

YeS

No

No. of Respoadelts

ResDooge

N/A

Yes

NO

Africaas Coloureds 9fllites

11 24.5 23 .5

4e6t

81.81 77 .55 38.29

- 14.29 53 .19

18.18 8.16 8.51

Af,ricaas Coloureds lhit=s

11 23.5 24

36.35 29.79 8.33

60.42

63 .64 70 .2L 3L.25
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OI'ESTIO}I 43

Numlcer of schools which statsed Ehat t,he eguipmenE in 42

above, was supplied and paid for by Ehe former SEaEe.

Africans Coloureds lurites

No. of Respouderts 11 25.5 2!.5

RespoEse t t t
N/A 72.72 72.s5 32.s6

Yes 18 .18 5 .88 34.88

No 9.09 2!.57 32.55

OI'ESTTON 44

Number of schools Eo

cont.ract.or Eo mainEain

sporEs fiefds.

No. of Respopdeats

ResDo!'se

N/A

Yes

No

Ehe former staE,e sents a

cutEing and fertilising)
which

(i.e.

Afri cans coloureds ldaites

11

%

35.36

63.64

25

%

]-9.23

46.L5

34.62

24

t
t0.42

]-2.50

77 .08

r69
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OUESTION 45

Number of schools which reportsed wheEher Ehe mainEenance is

done on a reglrlar basis, i.e. aE leasE once a quarter.

Africans Coloureds whites

No. of, Respoadeats 11 25.5 22

RegDolseg % ,6 t

N/A 72 .73 31.37 s6.81

Yes - 35.29 11 .36

No 27 -27 33 .33 31.82

OI'ESTION 4 5

Number of schools which had suitable

physica). education classes.

Africaas

dressing rooms for

Coloureds IG.il--<

No. of Respondeats

ReaDop.ges

Yes

NO

11

r-0 0

26

",6

28.85

7r-.15

24 .5

%

83 .57

15 .33

:-70
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OI'ESTION 47

Number of schools who had showers in cheir dressing rooms.

Af,rica:ls coloureds ldlites

No. of Respoadeats 11 25.S 24

ResDoageg ",6 96 t

N/A 100 41.18 4.17

No 2L.57 6.25

Yes - cold 37,25 79.L7

Yes - Hots 1-o .42

OI'ESTION 4 8

Number of schools which had spectsaEor facilities aE Eheir

main fields.

Afri cans c loureds I.hitses

No. of Respotrdetrts

RegDonseg

N/A

None

S Eands

Pavt-I1.)n

11

100

25.5

%

47.06

50.98

1.96

24.5

%

t2.24

34 .69

38 .78

L4 .29

t7t
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OIIESTTON 4 9

Number of schools which suffered losses as a resulE of

being charact.erised by burglars and vandalism.

Africaps ColouredE ![aites

No. of, Respo[depts 11 26 24.5

Respopse 4 ei t

Yes 81.81 76.92 6L.22

No 18 .18 23 .08 38.78

OIIESTION 50

Number of schools which have sporEs fields which were used

by Ehe cownuniEy.

No. of Respotrderts

Respoage

N/A

YeS

No

Africars Coloureds vuites

11 25 24

",6 4 e6

45 .45 11.54 4.r7

45 .45 32.69 52.08

9 .09 55 .77 43 .75

r72
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OI'ESTION 51

Numlcer of schools whose sports faciLities were used by the

conmunity $riEh or lriEhouE consenE.

Aflica[s Coloureds lhits

No. of Respo[deats 11 25.5 23

RespopEe % % e6

N/A 54.ss 52.75 43.48

wir.h 18 .18 29 .4L 52.L7

wit.hout 21 .27 7 .84 4.35

OI'ESTION 52

Number of schooLs which used outside recreauional

faciliEies during the physical educaEion period.

Af,ricaas Coloureds wLites

No. of Respopde[ts 11 25 24.5

Yes 9.09 22.O 30.61

No 90 .91 78 .0 59.39

t'7 3
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OUESTION 53

Number of schools rrhich included physical educaEion on

E,heir school Eimetable.

No. of ResBoaderts

ResDoBg e

Yes

No

2.04

No. of RespoEdeals

Respoas e

N/A

Yes

No

Af,ricaas Coloureds lhites

11 26 24.5

ttt
36.36 100 97.96

63.64

OI'ESTTON 54

Number of schools which staEed E.hats Ehe physical educauion

period at cheir school was more often E.han not, used for

Ehe Eeaching of academic subjeccs.

Afri cans co l oureds Wtdtes

11

4

72.73

18.18

9.09

25.5

4

1.95

9.80

88.24

24,5

"4

4.08

2.04

93 .88

1_7 4
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OT'ESTION 5 5

Number of schools which stated Ehats classes are exempEed

from physical education.

No. of RespopdeptE

Respotrg e

N/A

YeS

No

OI'ESTION 56

Nudber of schools which adhered to a

syllabus, st,ipulaE.ed by E.he f ormer

Department .

AfricaaE Coloureds thttes

11 25.5 23

4e6t
72.73 5 .88

- 3 .92 10.87

21 .27 90.20 89.13

phys i ca1

stsaEe' s

educaE ion

EducaE ion

No. of RespoBdeats

RegDopse

N/A

Not. aE, all
SeIdom

OfEen

Regularly

Strictly

Africaos Coloureds ldaites

11 25.5 24.5

%%%

81.81 - 2.04

18.18 9.80 2.04

33 .33 26 .53

19 .51- 15.33

3r.37 34.69

5 .88 18 .37

!75
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OI'ESTION 57

Numlcer of physical educaEion E.eachers who had sEatsed that

Ehe former SouE.h African Defence Force (SADF) should or

should noE be involwed wit,h school programmes.

Africans Coloureds l{Iites

No. of Respoadeats 11 26 24

Respoase Z % 1

Yes 6-0 L2.5

No 100 94.0 87.5

OI'ESTION 58

Nurnber of Eeachers who have sEated Ehat t.he physical

education period should or should noL be charact.erised by

fun, popular, uninhj.biEed and unregimentred dance, games and

oEher forms of recreaEion.

Af,ricaas Coloureds lbites

No. of RespordeEts IL 26 23.5

ResDop.se

Yes

No

100

4

98.08

!.92

",6

89.36

LO .64

t76
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OI'ESTI 59 (a)

Number of Eeachers who have scated Ehat Ehe physical

educaEion period should be concerned wiEh how to obtain and

maintain physical fiEness for life long healEh.

Africaas Coloureds lEites

t{o. of, RespopdepEs 11 26 24

Respouse t t %

Yes 100 100 97.92

No 2.08

orrEsrroN 5 9 (b)

Number of Eeachers who

education period should

evaluation.

No. of RespoEdepEs

Respopse

YeS

No

staEed Ehat.

be concerned

E.he physical

with fiEness

have

al so

Africaas ColouredE ldrites

10 26 23.5

%%%

100 95.15 82.98

3 .85 1-7 .02

777
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OT'ESTION 5 O

Number of teachers who believed Ehat. Ehe aims of physical

educaEion in SouEh Africa should be universal-.

Afrlcaas Coloureda HdteE

No. of RespondeBts 11 25 22.5

Respoase * % t

Yes 27 .27 20 .0 53 .33

No 72.73 80.0 46.67

OIIESTION 51

Number of Eeachers who have sEated EhaE Ehe former physical

educaE.ion syllabus should be rejected.

Africans co loureds l,lhites

No. of ResportdeotE

ResDons e

Yes

No

11

9S

72.13

27.27

24 .5

"4

,E E'

24 .49

2t

t
33 .3

66.67

]-78
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OI'ESTION 62

Nuhber of teachers who were in favour of schools planning

Eheir own syllabus .

OI'ESTION 53

Nu ber of Eeachers who believed thaE physical-

Eeachers should be accounE,able Eo lhe communiEy

syllabuses.

No. of Re soondents

RegDoase

YeS

No

No. of RespoEdelts

RegDooge

N/A

Yes

NO

Africals ColouredE lulites

11 25.5 23.5

Btz
72 .73 92,16 6!.70

27 .27 7 .84 38.30

educaE ion

for Eheir

Africaas Coloureds v[Iites

11 24 22

"44%
18.18 2.08 29 .55

81.81 11 .08 50.0

- 20.83 20.45

t79

htttp://etd.uwc.ac.za/



htttp://etd.uwc.ac.za/



OUESTION 54

Number of schools who employed coaches on a parE-tsime basis

Eo assisc wiEh extra-muraI sport,

Africaas Coloureds ldait€s

No. of Respordeats 11 26 24.5

Respopse % t %

Yes - 3 .85 34 -69

No 100 96.15 65.31

orrEsTrolr 55

Number of Eeachers who believed in co-ed physical educaEion

Africaus Coloureds lGites

No. of, RespoBdests L1 24.5 2L.5

RespopEe "d 4 %

Yes 80.0 34.69 32.56

No 20.0 55.31 67.44

180
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This questrion was

considering EhaE Youth

whitse schools.

No. of RespoEdenls

RespoEs e

YeS

No

UncerEain

a bit. unf ai-r on BLack leachers,

only pracEised inPreparedness is

QTIESTION 57

Nurnber of t.eachers who conunented on whet.her a Cadets

progranme should be compulsory aE schools.

Afri cans Co loureds 9ltlites

11

90.90

9 .09

25

6.0

93 .2

24 .5

z

15.33

83 .67

181_

OIIESTION 65

Number of Ceachers who comenled on wheEher YouE'h

Preparedness should be a school subject.

Africaps Coloureds l{att€s

No. of RespondeEtss 11 26 24

Response t t t

Yes - 44.23 45.83

No 27 .27 L3.46 27 .08

Uncertain 12.12 42.30 27 .Og
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OI'ESTTON 6 8

Number of Eeachers who

should have a Chriscian

consE,iE.uEed by E.he 1967

No. of Respo[deats

RespoDse

Yes

No

Uncert ain

comnented on wheE,her education

and Nat,ional Characler (CNE) as

education acE for whiE,e schools.

AfricapE Coloureds T6it€s

11 26 22

%4%
- 9.61 38.64

81.81 57.69 52.27

r-8.18 32.69 9.09

OI'ESTION 69

Number of tseachers who comnenEed on !\rheEher physical

educaEj.on should be an examinat.ion subject.

Af,ricaug Coloureds WLites

No. of RespoEdetrt,s 11 25 .5 24

Respotrse 4 % t

Yes 54.54 82.35 35.42

No 45.45 17 .65 64.58

L82
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OT'ESTION 7 O

Number of t.eachers

educaEion should be

No. of Resporde[ts

Respo[Ee

Ye s /Agree

No /Di sagree

who comnented on wheE.her physical

Eaught beyond sEandard seven.

IfricaBE ColouredE lEiteE

11 25.5 24

*4t
18 .18 1.95 t0 .42

81.81 98 .04 89.58

OI'ESTION 71

Number of teachers who commented on erheEher poliEics and

physical" educaEion should be mixed.

Africaas Coloureds ldaites

No. of Respopdents 11 25 23.5

Respotrse % % 1

Yes/Agree - 32.0 80.85

No/Disagree 100 58.0 19.15

183
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OUESTION 72

Number of tseachers who comment.ed on wheEher Ehe physical

educaEion period should be cancelled in favour of an ext,ra-

mural sporE.s progiramme.

No, of Respoade[ts

Respoase

Yes

No

Africals Coloureds lGltes

11 26 23 .5

"44t
18 .18 3.85 8.5L

8l-.81 96 .L5 91.49

OI'ESTION 73

Nunber of teachers who conrnenEed on Ehe atEitude of Eheir

principal towards physical educatsion.

Africaas coloureds loaites

No. of RespoEdeuts 1L 26 23.5

Respoase % Z t

Negative - 5.77

IndifferenE 20 .0 34.62 31.91

PosiE.ive 80 .0 59 .62 68.09

184
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OI'ESTION 74

Nuhber of teachers who conunenEed on the componenEs of

physical educaEion 1easts enj oyed by their sEudenEs.

Africans Colouleds l{ritE

Resporse 4 4 B

Sports and Games 4-88

Dancing 37.5 3L.25 3L.1r

Gymnasium 50.0 52 .08 4L.46

OE.her 12 .5 L6 . 67 2L .95

QI]ESTION 7 5

Nufuber of Eeachers who

physical educat.ion mosts

No. of Respopdeats

RegDop.se

Sportss and Games

Dancing

GymnasE i c s

OLher

commenEed on Ehe componenEs of

enj oyed by E.heir sEudent,s .

Africaas Coloureds lhites

8 24 22.5

B%t
100 9s .83 88.89

2.O8 6.67

2.O8 2.22

- 2.22

185
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Assessing Ehe st.at,us of physical educaEion in schooLs;
determining wheEher E,he Physical Educacion syllabi (boys
and girls) are effectively implemenEed as prescribed by
Lhe educaEion departments and also Eo E.ake stsock of
Physical Education apparatus and FaciliEies.

APPENDIX SIX

Thank you for agreeing Eo participaEe in Ehis survey.

This study ig couceraed wiEh:

Your response will be Lreated confidenEially t^/ith regard
Eo Ehe names of individuals Eherefore please answer as
freely as possible.

Telephone: 02! 95923s0

PEYS I CAL EDUCA. QUEST IONNAIRE

FOR SECOITDARY SCEOOLS IN TEE CAPE PENINSI'LA

185

EEquirieE uay be directed to:

Winston Kloppers
DepartmenE of Human Movement Stsudies
Univeisicy of Ehe Western Cape
Privat.e Bag X17
BELLVILLE
7535
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SECTION 1
OFFICIAL USE

ONLY

B IOGRAPHY OF RESPONDE}TT

1. HOME I,ANGUAGE:

AFRIKAANS

ENGLISH

XHOSA

OTHER

()()
1

1

1

I

I

2

I 1

I I
3

4

67

EDUCATI ONA].,, LEVEL :

Sm.8+COLTEGEDIPLOMA

sm. 10

STD. 10 + COLLEGE DIPTOMA

TINIVERSITY DIPLOMA

GRADUATE

GRADUATE + DIPLOMA

POST GRADUATE DEGREE/S

I 1

I I

I

1

1

I

3. PHYSICAL EDUCATION QUALIFICATION

NONE 1 COLLEG E I I]NIVERS ITY I1
I 01 1 1 3 1

5

4. HOW MANY YEARS HAVE YOU BEEN TEACHING P.E.?

YEARS.

5. HOW MANY YEARS HAVE BEEN IN YOUR PRESENT POST?

YEARS. tl
8 9

L87

I-I
1I
1-1

tltl

lt

lt

l
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SECTION 2

AVAII,ABILITY OF APPA.RATUS

6. STATE THE PROVISION OF SMALL APPARATUS (BALLS, BATS,
NETS, RACQUETS, ETC.) FOR THE TEACHING OF GA]VIES AND
SPORTS SKILLS BY CROSSING (X) THE MOST APPROPRIATE
NI]MBER.

lOl NONE

1 1t_ PROBLEMATIC i.e. rN NEED OF
REPAIR OR OBSOLETE

I 2 L BELOW AVERAGE i.e. INSUFFICIENT
AND THEREFORE NOT COPING .

l- 3 I AVERAGE i.e COPING BUT COULD
DO WITH MORE .

I 4 1 ADEQUATE J-.E. SUFFICIENT FOR YOU
TO USE THIS APPARATUS F'OR THE
TEACHING OF SPORT SKILLS.

1 5 I MORE THAN ADEQUATE

7. STATE THE PROVISION OF SMALL APPARATUS (STICKS,
BRAIDS, ROPES, HOOPS, TAPE RECORDERS, ETC.) AT YOUR
SCHOOL FOR THE TEACHING OF FORMAL/ INFORMAL LESSONS AS
PRESCRIBED BY THE DEPARTMEMT BY CROSSING (X) THE MOST
APPROPRIATE NI'MBER .

I 1 I PROBLEMATIC i.e. IN NEED OF
REPAIR OR OBSOLETE

1 BELOW AVERAGE i.e. INSUFFICIENT
AND TT{EREFORE NOT COPING.

I 2

10

Ll_

I 4 1 ADEQUATE i.e. SUFFICIEMT FOR YOU
TO USE THIS APPARATUS FOR THE
TEACHING OF SPORT SKILLS.

I 5 I MORE THAN ADEQUATE

188

tl

lOl NONE

1-5-r AVERAGE i.e coprNc BUT coIILD
. DO WITH MORE.

lI
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8. STATE THE PROVISION OF LARGE APPARATUS (VAULTING
TABLES, AGILITY MATS, PARALLEL BARS, ETC. ) AT YOiJR SCHOOL
FOR THE TEACHING OF THE FORMAL / INFORMAL LESSONS AS
PRESCRIBED BY THE DEPARTMENT BY CROSSING (X) THE MOST

APPROPRIATE NWBER.

l_ 0 I NoNE

I 1 I PROBLEMATIC i.e. IN NEED OF -
REPAIR OR OBSOLETE

l" 2 1 BELOW AVERAGE i.e. INSUFFICIENT
AND THEREFORE NOT COPING.

1 3 I AVERAGE i.e COPING BUT COITLD
DO WITI{ MORE .

4 I ADEQUATE i. e. SUFFICIENT FOR YOU
TO USE THIS APPARATUS FOR THE
TEACHING OF SPORT SKILLS.

1 5 1 MORE THAN ADEQUATE.

t2

189

tl
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SECTION 3

BY REFERRING TO THE RATING SCA]-,E, RATE THE CONDITION OF
EACH OF ALL OF' THE OUTDOOR FACILITIES IN THE FTRST
COLI]MN, AS WEL], AS THE QUANTITY AVAI].,ABLE AT YOI'R SCHOOL
IN THE SECOND COLUMN.

RATING SCALB

VERY POOR POOR AVERAGE GOOD VERY GOOD

1 2 ') 4 )

ST]MMER CODES RATING QUAI{TITY

9. GRASS t l t I
IJ t4

].0. TARTAN

11. GRAVEL

TENNIS COURTS

t l t l
15 1b

t ]t I
L'7 18

12. ALL WEATHER

13. GRASS

tl
19

tl
20

tl
2r

t lt l
22 23

t l[]

t lt I
26 27

14. GRAVEL

15. TENNIS WALL

CRICKET OVAL

16. TURF WICKET t l t l
28 29

17. ARTIFICIAL
WICKET/S

t l t l
30 31

190

OU'MOOR FACILITIES

ATHLETICS TRACKS
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RATING QUATIT ITY

18. CRICKET PRACTICE
NETS

19. BASE/SOFTBALL
FIELD

20. SWIMMING POOL

tl tl tl
32 - 33 -34

t l t l
35 36

WINTER CODES

21. SOCCER FrELD/S

22. RUGBY FIELD/S

HOCKEY FIELD/S

QUANTITY

t l t l
39 40

t l t l
4L

t lt l
43 44

t l t l
45

t lt I
47 48

23. TURF

24. SYMTHETIC

25. GRAVEL

FACILITIES WHICH MAY BE USED ATL YEAR

QUANTITY

26. MULTI. PI'RPOS E
TARMAC FOR:
NETBALL
TENNISETTE
VOLLEYBALL
BASKETBALL
GAMES, ETC. 49 50

t l t l
51 q)

27. MULTT - PURPOSE,
ALL WEATHER,
FENCED COURT
.FOR: TENNIS ,

NETBALL,
VOLLEYBALL,
BASKETBALL ETC .

191

It___l
| *rr*c

t ]t I

3?-38

46

RATING

t lr l
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RATING OUANTITY

28 MULTI. PURPOSE
SMATL FIELD
(TI'RF/GRAVEI.,)
GAMES, NETBALL,
VOLI.,EYBA].,L, ETC .

29. TRIM PARK

30. OPEN, IJNMARKED
FI ELD

t l t l
53 54

i
55

t l t
56 57

IIIDOOR FACILITIES

(ONLY IND ICATE THE QUANTITY )

QUA}i:TITY

31. SQUASH COURTS

32. HALL

58

t l
59

33. MINOR HALL I l
50

t l

35. DANCE HALL t l
62

35. GYMNAS IUM l
63

37. VIDEO/LECTURE
ROOM

t l
64

38. LARGE OR DOI]BLE
CLASSROOM

t l

t92

l

l

tl

34. GAMES IIALL
51

t

55
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39. DO SI]MMER AND WINTER SPORT CODES USE THE SAME
FIELDS?

NONE YES NO

0 1 2 l
56

AA

TO
DO YOU HAVE A GROI]NDSMAN/MEN SPECIFICALLY EMPLOYED

MAINTAIN SPORT FACILITIES ONLY?

r 11> NO t l

1 2 67

4'J-. ARE THESE EMPLOYEES ON THE STATE'S PAYROLL?

N/A YES NO t l

0 1

42. DO YOU }IAVE SUITABLE EQUIPMENT FOR THE MATNIENANCE
OF I.ARGE FIELDS?

N/a NO t l

0 2 69

N/A YES NO t l

0 t- 2 70

44. DOES THE STATE SEND A CONTRACTOR TO YOUR SCHOOL TO
MAIN|AIN (I.E. CUTTING AND FERTILISING) SPORTS FIELDS?

N/A YES NO t l

1 2 7t

r.9 3

GENERAL

t

58

YES

1

43. WAS THIS EQUIPME}IT SUPPLIED AND PAID FOR BY A STATE
DEPART'I tENT?

0
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45. IS THIS DONE ON A REGULAR BASIS, I.E. AT LEAST ONCE

A QUARTER?

YES NO t l

0 1 2 72

45. DO YOU HAVE SUITABLE DRESSING ROOMS FOR P.E.
CLASSES?

YES NO t l

1 2 73

47. DO THESE DRESSING ROOMS HAVE SHOWERS?

N/A 0

NO L

YES/COLD WATER 2 t l

YES/HOT WATER 3 '74

A PAVILION 3

STANDS

NONE 1 t l

N/A 0 '75

49. DO YOU SUFFER LOSSES AS A RESULT OF YOUR SCHOOL BEING
CHARACTERISED BY BURGI,ARY AND VANDAI.,I SM ?

YES NO tl
1 2 75

50. ARE YOI'R SCHOOL'S SPORTS FACILITIES USED BY THE
COMMUNITY?

N/A YES NO t l

0 1 2 77

L94

N/A

48. DOES THE MAIN SPORTS FIELD HAVE:

2
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51. WITH OR WITHOI]T OFFICIAL CONSENT?

N/A YES NO

0 1 2 /6

52. ARE THERE MUNICIPAL/OFFICIAL RECREATIONAL FACILITIES
IN CLOSE PROXIMITY TO YOUR SCHOOL WHICH YOU USE DURING A
P. E. PERIOD?

YES NO ti
l- ) 79

195

tl
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SECTION 4

53. IS PHYSICAL EDUCATION INCLUDED IN YOUR SCHOOL TIME-
TABLE ?

YES NO t l

1 ) 80

54. IS THE PHYS ICAL EDUCATION PERIOD MORE OFTEN TIIAN NOT,
USED FOR THE TEACHING OF ACADEMIC SUBJECTS ?

N/A NO t l

0 l- 2 81

55. ARE ANY CLASSES EXEMPTED FROM PHYSICAL EDUCATION?

YES t l

0 1 2 82

55. TO WHAT EXTET,IT IS THE PI{YSICAL EDUCATION SYLI,ABUS AS
STIPULATED BY THE DEPARTMENT ADHERED TO?

N/A o

NOT AT ALI., 1

2

OFTEN 3

REGULARLY 4 t l

STRICTLY 5 83

57. SHOULD THE MILITARY BE PRESENTI.,Y INVOLVED IN INTRA OR

EXTRA - CURRICI'I,AR PROGRAMMES AT S.A. SCHOOLS?

I.UD NO t l

2

J-vb

IE)

N/A NO

SELDOM

1 84
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58. SHOULD THE PHYSICA], EDUCATION PERIOD BE CHARACTERISED
BY FUN, POPULAR, UNINHIBITED AND UNREGIMENTED DANCE,
GA]VIES, (WITH EXPOSURE TO SKILLS) AND OTHER FORMS OF
RECREATION?

YES NO t l

1 ) 85

59. SHOULD THE P.E. PERIOD ALSO BE CONCERNED WITH:
(A) HOW TO OBTAIN AND MAIMTAIN PHYSICAL FITNESS FOR LIFE
LONG HEALTH?

NO t l

2 85

(B) AS WELL AS FITNESS E'VALUATION?

NO t l

1 2 87

50. DO YOU BELIEVE THAT TT{E PRESENT AIMS OF PHYSICAL
EDUCATION IN S.A. ARE I]NIVERSAL?

YES NO t l

21

61. SEOULD THE PRESENT SYLI.ABUSES BE REJECTED?

YES NO i l

1 2 89

52. ARE YOU IN FAVOIIR OF SCHOOLS HAVING AUTONOMYTEACHERS
FIRST AND FOREMOST BE ACCOUNTABLE TO THE SCHOOL COMMI]NITY
FOR TT{EIR SYLLABUSES ?

N,/A YES NO t l

910 l-

t97

IE>

1

YES

88
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54. DOES YOUR SCHOOL EMPLOY COACHES ON A PART-TIME BASIS
TO ASSIST WITH EXTRA MI'RAL SPORT?

Y t15 NO I l

2 92

65. IN CO-EDUCATIONAL SCHOOLS, SHOULD PHYS ICAL EDUCATION
ACTIVITIES BE INTEGRATED BY GENDER, I.E. SHOULD THE SEXES
BE MIXED DURING THE TEACHING OF A PHYSICAI EDUCATION
LESSON?

YES NO t l

1 2 93

56. SHOULD YOUTH PREPAREDNESS (YP) BE A SCHOOL SUBJECT?

NOT FAI!,II LIAR WITH YP 0

YES 1 t l

NO 94

5?. SHOULD A CADET PROGRAMME (CP) BE COMPULSORY IN
SCEOOLS ?

YES NO t l

1 95

58. SHOULD EDUCATION HAVE A CHRISTIAN AND NATIONAL
C}ARACTER (CNE) AS CONSTTTIITED BY THE 1957 EDUCATION ACT
FOR 'WHITE' SCEOOLS?

NOT FAMILIAR WITH CNE 0

YES

NO

1 t l

2

69. SHOULD PHYSICAL EDUCATION BE AN EXAMINATION SUBJECT?

YES t l

1 97

198

1

2

96

NO

2
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70. THE DEPARflVTENT OF NATIONAL EDUCATION APPOINTED A
FACT- FINDING COMMITTEE WHICH RECENTLY SUGGESTED THAT P.E.
SHOULD NOT BE TAUGHT BEYOND STD. 7. DO YOU AGREE?

t 11> NO

1 2 98

71. IT }IAS OFTEN BEEN SAID IN SOUTH AFRICA TI{AT YOU

SHOI'LD NOT MIX POLITICS AND PHYS ICAT EDUCATION. DO YOU

AGREE?

YES NO t l

1 2 99

YES t l

1 r-0 0

73. WHAT IS THE ATTITUDE OF YOUR PRINCIPAL TOWARDS PE ?

NEGATIVE IND I FFERENT POS ITIVE t l

1 2 3 101

74, WHICH COMPONENT OF PIIYSICAL EDUCATION IS LEAST
ENJOYED BY YOUR STUDENTS ?

SPORTS & GAMES DANCING

l_

GYMNASTI CS OTHER t l

3 4 L02

75. WHICH COMPONEI'IT OF PI{YSICAL EDUCATION IS MOST ENJOYED
BY YOUR STUDENTS ?

SPORTS & GAMES DANCING GYMNASTI CS OTHER t l

1031 2 3 4

L99

tl

72. SHOULD THE PHYSICAL EDUCATION PERIOD BE ABANDONED IN
FAVOUR OF AN EXTRA.MT]RAI., SPORTS PROGRAMME?

NO

2
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