University of Pretoria etd — Senosi, S S (2004)

THE SUPPORT FOR LEARNING PROVIDED
BY THE PARENTS OF FOUNDATION PHASE
LEARNERS IN A TOWNSHIP SCHOOL

SWANKI STEPHINAH SENOSI

2004



University of Pretoria etd — Senosi, S S (2004)

-

THE SUPPORT FOR LEARNING PROVIDED BY
THE PARENTS OF FOUNDATION PHASE
LEARNERS IN A TOWNSHIP SCHOOL

by

SWANKI STEPHINAH SENOSI

Submitted in fulfilment of the requirements for the degree of

PHILOSOPHIAE DOCTOR
(ORTHOPEDAGOGICS)

in the
FACULTY OF EDUCATION
of the

UNIVERSITY OF PRETORIA

PROMOTER;:
Prof. Dr. A.C. Bouwer

2004

~




University of Pretoria etd — Senosi, S S (2004)

ACKNOWLEDGEMENT

The LORD is my strength and my shield;
my heart trusts in Him, and | am helped.
My heart leaps for joy

and | will give thanks to Him in song.
Psalm 28:7

My sincere thank you to the following people:

. Prof. A.C. Bouwer, my promoter, for her constant and endless encouragement and
support as well as the keen interest she displayed in the research; for her careful
and critical reading of the draft of the thesis; for the valuable suggestions she
made and the precious time given to make this work possible; and above all
dignity and respect. It was a privilege and an enriching experience for me to work

under her. May she be a blessing to those who will work under her.

. The research school: the principal, teachers, learners and their parents.

. Ms. Leah Ngobeni, for meticulous typing of the first draft and Mrs. A. van Dyk, for

professional editing.

. The National Research Foundation: Social Sciences and Humanities (formerly the
Centre for Science Development) for financial assistance towards this research.
Opinions expressed and conclusions arrived at are those of the author and are not

necessarily to be attributed to the National Research Foundation.

. Mrs. Elana Mauer of the Department of Information Management of the University
of Pretoria, for her assistance with the processing of data and Mr. J. Grimbeeck of

the Department of Statistics, for his invaluable assistance with the statistical

analysis.

. The library staff of the University of Pretoria, for the assistance with the literature
research.

. My sisters, for their continuous moral support and encouragement.

. My sons, Abram and Brandon, for their unceasing concessions, tolerance and
support.

---000---



University of Pretoria etd — Senosi, S S (2004)

DECLARATION

| declare that “ The support for learning provided by parents to Foundation Phase
learners in a township school” is my own work and that all sources that have been

used or quoted have been indicated and acknowledged by means of complete references.

SWANKI STEPHINAH SENOSI
Submitted: April 2004



University of Pretoria etd — Senosi, S S (2004)

ABSTRACT

A qualitative and quantitative study was undertaken to understand the support for learning

provided by African parents in the education of their children.

In this study we investigated the extent, level, form and content of the support of parents
in the learning of their children during the Foundation Phase with special reference to a
Tsonga community. Parents’ support is regarded as an essential factor in children’s
learning, but more information is needed about the practices of such support for African
children in the Foundation Phase. There are some parents (educated or not) who do not
provide effective support. In some instances, parents do not stay with their children
because of migratory labour practices and siblings have to carry the responsibility. Some
of the parents leave early for work and return home late while children are asleep, which
makes it difficult for them to provide optimal support. It was found in this research that the
amount and nature of literacy materials did not differ much between the working families
and those who were not working. It was again found during the work sessions with both
the literate and illiterate parents that there was extremely little variation in support

methods in as far as numeracy and language were concerned.
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CHAPTER 1
INTRODUCTION, PROBLEM FORMULATION, AIM OF RESEARCH,
RESEARCH STATEMENT, RESEARCH METHODOLOGY, DEFINITION
OF CONCEPTS AND PROGRAMME OF STUDY

11 INTRODUCTION

The extent to which the school environment is successful in supporting the learning of its
learners depends heavily on the foundation laid at home (Berger 1991:122). Parents are
seen as primary educators who play a major role in academic education. The parents first
provide the informal education at home, i.e. language and conceptual development before
children can start school. During this stage, children acquire basic communication skills
which improve through play activities. By the time children start school, that is, during the
Foundation Phase, they are expected to develop the academic language needed for
cognitive tasks and they must grasp abstract concepts during this stage (Donald, Lazarus
& Lolwana, 2002:49), which is now called formal education. Children in school are now in
the stage of using language for learning (Owens 2001:381; Grolnick & Slowiaczek
(1994:241). McCarthey (2000:148) declares that “... a learner in a formal situation has to
learn culturally appropriate ways of using language and constructing means from texts for
him to understand the exact meaning of long utterances, spoken over a short period of
time.” Learners have to have a good foundation in carrying out instructions in the
classroom. According to Olivier (1998:1) for learners to succeed in the Foundation Phase

school, they must have a good foundation in the school’s language of instruction.

Extensive research has shown that the support for learning further encourages motivation
of learners as well as of educators. For example, Berger (1991:123) emphasises that all
parents should be encouraged to take part in helping their children with schoolwork.
Marjoribanks (1993:441) also states that “... the family is a powerful determinant of children’s
learning and when the school and home have divergent approaches to life and to learning,
children are likely to suffer in their school learning.” This implies that when the school and
home can equally motivate the child, there is likely to be success. Van Schalkwyk (1990:2)
says that “... if parental-involvement were a worthless exercise it would have long stopped
functioning and been forgotten.” The support for learning is so important that it has an

influence on the attitude, behaviour and performance of the child at school.

Like other countries in the Southern African region that gained democracy and

independence, South Africa recognises and encourages parents to play a role in the
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academic education. For the aim of this education to be fully achieved, a child needs the
ongoing support of the parents. The role of parents is also important in the development of

values, beliefs, interests and the identity of the child.

South Africa faces a change towards a new paradigm, as well as a new education system.
The South African education system of the past was seen by many as an irrelevant content-
based curriculum which did not reflect the life experiences, culture and traditions of the vast
majority of the diverse learner population. There was an urgent need for change in
education and training in South Africa. These perceptions resulted inter alia, in a new
curriculum, Curriculum 2005 (C2005), underpinned by a philosophy which is labelled
transformational Outcomes-Based Education (OBE). The new curriculum has been phased
in from 1998 and is driven by the vision of lifelong learning for all South Africans, and is a
shift from a content-based to an outcomes based curriculum. The aim is to equip all learners
with knowledge, competencies and orientations needed for a successful future life. The
vision for the future is to educate thinking competent citizens (South African Department of
Education 1997a:1).

In the report of the National Education Policy Investigation (NEPI)(1992:120), parents were
seen to be a focal point in the success of education in South Africa. According to the UNISA
Life Project (1994:118) parents in South Africa will also have to take far more responsibility
for the education of their children than in the past. In supporting the importance of the
support for learning, the Minister of Education, Kader Asmal, announced recently that certain
aspects of the new curriculum would be redefined, but stressed that the system of
Outcomes-Based Education was not being abolished as the framework and principles upon
which it is based, are considered sound. Writing in the Pretoria News (7 June 2000:9),
Asmal contends that: “The challenge facing us in South Africa is to create an education
system that liberates human potential and enables our citizens to take their rightful place in
all spheres of life-economic, social and political. Lifelong learning for all is at the centre of
our approach. In order to realise this vision on a highly educated citizenry participating in all
spheres of life with the confidence derived from a complete education, we need approaches
and methods which enable us to reach the goal. Outcomes-Based Education is that
approach and method.” On this note, the parental role is also emphasised and recognised.
The South African Schools’ Act (Act 84 of 1996:89) emphasises the role of the parents in the

education of their children as a vital support for learning.

Parents who do not work harmoniously with the school could in many ways counteract what
the educators expect of their children. This means that all parents in South Africa should be
motivated and encouraged to give support in the education of their children.
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Bush (1990:170) stresses that most parents are eager to help but need and appreciate

direction and concrete suggestions.

The issue of parental support for learning obviously cannot be examined in isolation. In line
with the orthodidactic theoretical framework one has to consider the possible correlations of
any form of poor performance with shortcomings in the learning behaviours of the learner,
guidance and facilitation by the educator and content-specific demands. Educators, parents
and learners should work in close harmony with the inputs of each other and deal with
content which is appropriate in terms of relevance and level of difficulty (Du Toit 1992:17).
The child is never in isolation. He/she is always surrounded by the family system, classroom
system which will later be embedded in the school system. The child in the family system is
surrounded by his/her grandparents, parents and siblings who play a role in cognitive
development. In the family system there may be a number of different roles that often
overlap and are sometimes contradictory, for example, in a stressed family where a child is
expected to take a role of both child and parent which might have an effect in his/her
learning. Similar roles and contradictions might be seen in a classroom system where the
teacher/educator over-burdens the child with work. For example, if the child is spotted a
good performer he/she may be asked/expected to take a supervisory or even a teaching role
from time to time. At school he/she will meet with other children in the classroom and in the

school premises as a whole which might also affect the child either positively or negatively.

If learners do not participate adequately in the learning activities presented by the educator
the reasons might include any number of home-related factors, such as that they lack
language skills or come from a different background than the teacher or the majority of other
learners in the class, or that the father is absent in the home, or that the parents leave for
work early and return home late, which allows them little opportunity for cultivating a
meaningful relationship with their children (Bouwer 1989:51). Educators must learn to
harmonise the elements in the school-learning situation in many ways for learners to learn
successfully. They must, for example, understand the learners' cultural and social

background and strive for optimum co-operation from the parents.

It is of great importance that educators should communicate with parents to keep them
informed about their children's progress. It is the desire of parents to see their children being
successful in their school career. There must be a strong home-school relation and the child
must not see a difference in intent between a parent and an educator. Improved
communication would have a positive effect on children's learning as well as on their
behaviour at school. Berger (1991:122) emphasises that “... the teacher is central to parental
involvement in the educational process. The teacher's role includes those of facilitator,

counsellor, friend, communicator, programme director, interpreter, and resource developer.”

— 3
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Many African parents, for various reasons, appear to fail in providing the support at home
which is necessary for their children's cognitive development prior to school entry, and
also later for their mastery and application of the content presented at school. Some of
the problems that influence the performance of African learners are, amongst others, a
lack of interest, poor motivation, and school facilities that are not up to standard. If the
majority of African parents were actively involved in the education of their children one
could surmise that many African children could then also be performing to their potential

at school.

The staff of a particular school which is the location of a research project by the University
of Pretoria, identified the lack of parental involvement as one of their primary concerns

and a reason for the poor academic performance of many of their learners.

The support for learning is of special importance during the beginning years of a child's
school career. The modern paradigm of the past is being replaced by a postmodern
paradigm with profound implications for education. Parents are now expected to provide
support in the education of their children, and are regarded as assets in their children’s
lives. Postmodern curriculum experts believe that a transformative curriculum model is
necessary to deal with the postmodern learning environment (Umtapo Centre Literacy
Unit 1993:3). A transformative curriculum is about learners acquiring insight which is
achieved through activities that develop the abilities of the learner. This has implications

for all curricula which parents have to be part of.

A study looking at the nature of the home environment of Grade Two learners in a
Township school, more especially at the support for their education provided by the
parents, could be expected to yield valuable insights in this regard. The learning gains
and learning behaviours of the learners acquired in the previous year, during Grade One,
might yield some information about the effect of the home environment on learning in
school, which could remain hidden if the research addressed the period of school entry

itself only in formative vein.

1.2 PROBLEM STATEMENT

The specific problem to be researched is: What is the extent, level, form and content of the
support for learning of the parents of learners in Grade Two in a Township school in the
learning of their children, and what effect does their support for learning have on the learning

behaviours of the learners?
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The research problem can be unpacked to look at questions such as the following:

. How do the parents of Grade Two learners in a Township school support the
learning of their children?

. What resources are available to Grade Two learners of a Township school in their
homes to support cognitive development and the learning of specific skills and
content?

. What are the capabilities of the parents of Grade Two learners in a Township school,
to help their children with their schoolwork and their homework?

. Which problems and which forms of incapability occur and/or are experienced
among the parents in the group defined above?

. What are the frequency, form, extent and content of the relationship of the parents
with the educator of their children?

. What is the observable influence of the support for learning of the parents of Grade
Two learners in a Township school on the learning behaviours of their children in the

classroom?

13 AIM OF RESEARCH

Based on the above problem identified in the Foundation Phase school setting in South
Africa, the study aims to determine and examine the extent, level, form and content of the
involvement of the parents of Grade Two learners in a Township school in the learning of
their children, and the correlation of their involvement with the learning behaviours of the

learners.

An effort will be made to identify environmentally, systemically and culturally viable areas of
enhancement of the support for learning in the learning of learners in the Foundation Phase

in a Township school.

14 RESEARCH STATEMENT

As suggested in paragraph 1.1, inadequacies in or a lack of the support for learning might be
expected to impact negatively on the learning of Grade Two learners in the classroom. In
terms of the dynamics of problematic teaching and learning, the researcher would expect to
find that learners do not participate optimally in the formal learning situation if they lack
opportunities at home to assimilate the fundamental knowledge required to understand the
new content and skill presented in school, in the sense that the subject material might be too

advanced, or that they lack the frame of reference by which to associate the new content
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with other fields of their knowledge, which in turn might result in their not following the
explanation. They could also be expected to lack the motivation for learning which stems
from a positive attitude to education and from self-confidence as learners which in turn might

affect the pass rate.

15 RESEARCH PLAN

15.1 LITERATURE STUDY

A study of relevant literature will be undertaken regarding the effect of the support for
learning by parents in the education of their children in the Foundation Phase and the

Foundation Phase school learner will be considered.

15.2 SEMI-STRUCTURED INTERVIEWS

A questionnaire which will gather information from a small sample of African parents on how
they are involved in the education of their children, will be developed, translated into Tsonga
and piloted prior to the investigation. To accommodate the great illiteracy factor among the
parents, the researcher will administer the questionnaire verbally as well as individually.
Open-ended questions will be included. Additional questions will be posed by the researcher
to ensure clarity in the understanding of the researcher regarding all responses of the

parents.

153 PARTICIPATORY OBSERVATION OF PERFORMANCE ON A LEARNING TASK

In close collaboration with the educator, a learning task will be devised and updated daily in
accordance with the content dealt with in class. After completing the questionnaire, the
parents will be requested to assist their child in performing the task and the dynamics of the
event will be recorded for qualitative analysis of method, level, skill and relationship. This

procedure will also be piloted before engaging in the main phase of the research.

1.5.4  ANALYSIS OF COMMUNICATION BETWEEN SCHOOL AND HOME

The educator will communicate weekly, in writing, with the parents. Each letter will be
prepared in collaboration with the researcher to contain an item requiring some form of
response from the parents. The responses will be analysed and will be related to the overall

learning behaviours of the children.
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155 CLASSROOM OBSERVATION

The purpose of the observation is to observe how the learners behave in class, for example,
who raise their hands when questions are asked, after how long do the learners respond to
questions, which learners always respond to questions, what is their attitude towards
learning, do they have interest in the task, do they have confidence, do they ask questions
where they do not understand, or do they have self-initiated remarks, how is their general

learning behaviours and how is their reading competence in class.

15.6 RESULTS AND FINDINGS

The results and findings in paragraphs 1.5.2, 1.5.3, 1.5.4 and 1.5.5 will be described and

later be given a full detailed discussion.

1.5.7 CORRELATIONAL ANALYSIS

Relationships will be drawn between data obtained in paragraphs 1.5.2, 1.5.3, 1.5.4 and
1.55.

1.6 DEFINITION OF CONCEPTS

1.6.1 PARENT

For the purpose of this study, a parent is any adult whose role is to guide and accompany the
child towards responsible adulthood. According to the South African Schools Act of 1996c,

Act 84 (RSA 1996:4), the term parent refers to:

“(a) the natural parent of a learner,

(b) the guardian of a learner,
() a person legally entitled to custody (physical control) of a learner, and
(d) a person who undertakes to act as a parent of a learner for the purposes of the

learner's education at school.”
1.6.2 PARENTAL INVOLVEMENT / SUPPORT FOR LEARNING
According to Grolnick and Slowiaczek (1994, in Grolnick, Benjet, Kurowski & Aposteleris

1997:538), parental involvement is the dedication of resources by the parent to the child

within a given domain.
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For the purpose of this study, parental involvement is viewed from a pedagogical perspective
of the home as well as the school. The support for learning entails the supportive
participation of parents in the learning activities of their children at home such as to
contribute to basic skills education, supervision and helping of children when homework is
given. Involvement of parents by the school entails informing parents about the behaviour
and performance of their children at school and about school rules, for example by holding

teacher-parent meetings.

1.6.3 THE TEACHER/ EDUCATOR

The term teacher means “enabling or causing others to do by instruction and training” (Cowie
1995:1329). In terms of the South African Schools’ Act, 84 of 1996, the term teacher is
replaced by the term educator. In Outcomes-Based Education, the traditional role of the
teacher as “instructor” has been replaced by the “educator”, who acts as a “facilitator for
learning and development” and is a major source of support for learners. The roles expected
of the educator are learning mediator, facilitator, leader, administrator and manager,

assessor, and discipline and phase specialist.

16.4 LEARNING BEHAVIOURS

Learning behaviours in this study denotes the behaviour of the learner in a situation where
learning is deliberately and/or consciously taking place. The learner is called upon to pay
attention to what is imparted to him/her. In such a situation the learner shows a level of
interest and tries to reach an answer independently. Learning behaviours is again the
behaviour of the learner in a situation where he/she can demonstrate an understanding of,
and an ability to apply information and skills he/she has gained in order to complete a series

of tasks successfully.

1.6.5 TOWNSHIP SCHOOLS

In the past, Africans attended schools only in the rural or township areas which were called
African schools. Resources were not available in these schools. In some cases learners
were taught under the trees. After the struggle against Apartheid, Africans are now allowed

to attend white schools.

In the present situation there are many schools built in the African communities and the
Department of Education and Training is busy providing schools with handbooks, prescribed

books, writing books and stationary as well as chairs, chalkboards and buildings. Agreed,
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many of the schools in the rural areas were not well provided with teaching materials.
Furthermore, it should be taken into consideration that South Africa, just like any other
African country, had a very high population growth that doubled (a doubling every 22 years of
(+) plus million immigrants from surrounding countries) so that the economic growth and the

provision of quality education cannot simply keep up, even today.

Irrespective of the fact that only about 10% of all schools in South Africa are white schools,

the majority of African children will still be in African schools.

16.6 CULTURE

Culture includes all physical aspects and innovation by a person such as technology,
architect, economy, mining, government inputs, etc. All the residents of the country take part
in the modern technological culture. This social culture and lifestyle that unify us excel by far
the ethnic cultural differences that divide us. Culture is a much broader concept than the
terms ethnicity and race. Byrne (1996:47); Locke (1998:3) and Sue and Sue (1999:62)
accept the definition of culture as a way of life of a particular social group: its customs,
values, beliefs, patterns of behaviour, etc. It is important to align with the definition of culture

at this stage, since the culture of a particular African group will be discussed.

1.7 PROGRAMME OF STUDY

This research will be executed according to the following programme:

1.7.1 CHAPTER ONE

Chapter One has served as general orientation, putting the problem in perspective and
subsequently formulating the problem statement and aim of the research. The aim of the
research is to determine and qualitatively examine the extent, level, form and content of the
involvement of parents of Grade Two learners in a Township school in the learning of their
children and the correlation of their involvement with the learning behaviours of the learners.
A research plan has been proposed. Important concepts to be dealt with in the study have
been defined. The methods of research were explained and the programme of the study

was outlined.
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1.7.2 CHAPTER TWO

Chapter Two will report on the literature review of the role played by parents in the formal
education of learners and the effect of parental involvement on the learning behaviours of
children in the Foundation Phase. The dimensions of child development in the Foundation
Phase will be examined, namely, physical development, psycho-social development and
cognitive development. The role of parents will be looked at generally with regard to
problems which could arise in the facets of physical dimension, affective dimension,

normative dimension and cognitive dimension.

1.7.3 CHAPTER THREE

Chapter Three will be devoted to the empirical study, to be undertaken. Relevant research
methodology will be examined, before describing the research methods applied in the study.

Each method will be discussed in terms of the data obtained.

1.7.4 CHAPTER FOUR

Chapter Four will give a detailed report on the results and findings per investigation. Results
will be analysed and interpreted. Context of the empirical research, namely the school, the
participants (learners, the educator and the parents) will be considered. Administration of

each method will be outlined.

1.7.5 CHAPTER FIVE

Chapter Five will contain the summary of the study as well as the conclusions drawn from the
research. Recommendations and suggestions for African parents' involvement and
participation in the education of their children in the Foundation Phase and for further

research will be highlighted in this chapter.

18 CONCLUSION

It is the wish of the researcher not to prescribe what should be done in order to enhance
Foundation Phase education at the project school to be researched, but to make proposals
and recommendations that could provide a sound basis as well as guidelines for joint
decision-making by the parents, the community and educators for the enhancement of

Foundation Phase education.
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According to Topfner (1990:99) children need to spend time with adults. Utilising local
people and institutions as sources of information is, therefore, important. A highly responsive
system of education is needed, which can equip the youth with knowledge, skills, attitudes
and behaviours required to consider the complex issues affecting contemporary life (Topfner
1990:100). Educators and parents should all encourage education that will prepare learners
for the jobs of the 21 century.

This study will lead the researcher to redefine parental involvement. Measures will have to
be taken to develop the concept of parental involvement for South African parents,

particularly for those in the African communities.

Chapter Two will investigate the role played by parents in the formal education of learners
and the effect of the support for learning on the learning behaviours of children in the
Foundation Phase.

---000---
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CHAPTER 2
THE ROLE OF PARENTS IN THE FORMAL EDUCATION
OF THEIR CHILDREN IN THE FOUNDATION PHASE

2.1 INTRODUCTION

According to Van der Stoep (1984, in Baloyi 1997:18), formal education is the

institutionalised, chronologically graded and hierarchically structured educational system,
spanning lower primary school to university level. Coombs (1985:24) agrees by declaring
that formal education involves fulltime, sequential study extending over a period of years,

within the framework of a relatively fixed curriculum.

By and large, the perception that parents have of education and adulthood determines the
role they play in their children’s formal education. In the Tsonga community, as in many
other African communities, formal education is regarded as a determinant factor of the
level of prosperity, welfare and security which the individual will achieve. Formal
education is seen as a means of getting a certificate which is a passport to a coveted job,

status and an income.

Parents are the primary educators of their children. They should view themselves as
being in partnership with the school, which is then a formalised extension of the family.
The partnership has been emphasised by recent legislation such as the South African
Schools’ Act (Act of 1996:90). This partnership recognises the mission and responsibility
of parents to educate their children and assist in their formal education.

This chapter deals with the role of parents in the formal education of their children during
the Foundation Phase. Parents should prepare their children for the role of adulthood and
for cultural, moral and spiritual matters. The duty of the parents in this regard goes
together with the competency to arrange and influence different aspects of a child’s
education. According to Long (1982, in Matlou 1993:34), it has been proved that parental
involvement improves children’s school performance and he argues that anything that

does so merits close attention.

The dimensions of child development in the Foundation Phase will be examined, namely,
physical development, psycho-social development, and cognitive development. The role

of parents will be looked at generally, but also with regard to problems which could arise
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in the facets of the physical dimension, affective dimension, normative dimension and
cognitive dimension. The African family context will be contemplated and the main focus

will be on the Tsonga community.

2.2 THE CHILD IN THE FOUNDATION PHASE

2.2.1 INTRODUCTION

During the Foundation Phase, Curriculum 2005 aims at establishing the critical minimum
level of literacy in the mother tongue, the learning of numeracy skills and life skills (Olivier
1998:2). The Foundation Phase begins with the child’s school entry at approximately
seven years of age. It ends at the end of Grade Three when the child is about nine years
old.

During this phase, according to Maier (1978:223), each child is in a “constant state of
developmental change.” Although children differ from each other, the basic process of
development is the same for every child and the child’s chronological age is not the only

factor used to judge what stage of development the child has reached.

All children, however, begin at the Foundation School Phase when entering the formal
learning situation for the first time. This leads to increased separation from home and
family and, as a result, growing independence on the part of the child (Jacobs 1980:52;
Vrey 1979:85). Maier (1978:188) describes the early phase of schooling as involving a
shift from dependency on parents to dependency on peers and other adults, including
teachers. The child is seen by Maier (1978:190) and Olivier (1998:7) as pushing towards
new horizons in the development of his skills, knowledge and emotions during the period
now called the Foundation Phase. The child becomes part of a wider group and thus able

to relate to an increasing number of people.

It is important to consider what self-concept entails before discussing the developmental
stages of the child in the Foundation Phase. This is important because the development
of the young child’s self-concept is strongly affected by the constant feedback from his
family and is a vital part of his development in totality. According to Van den Aardweg and
Van den Aardweg (1993:193) the self-concept entails identity, action and self-esteem.
Identity refers to “who | am.” Action occurs as a result of identity (“ am a singer and |
sing”), and self-esteem is the evaluative aspect of the self-concept, also known as self-

worth (“I am an outstanding singer”).
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The term “self-concept” is, according to Raath and Jacobs (1993:12), treated
synonymously with “self-image”, in that self-concept is defined as a “conceptualization or
image of the self”. Van den Aardweg and Van den Aardweg (1993:214), in their
discussion of the self-concept place “self-image” in brackets, also implying that these two

concepts refer to the same phenomenon.

According to Warren (1992:21), self-concept is cognitively structured because it is a
conception. But, because the self-concept includes attitudes and convictions about the
self (which stem from a cognitive organisation of concepts), it is also affective by nature.
Warren (1992:30) stresses that self-concept is a structure, that is “the system of concepts

available to the person in attempting to define himself”.

Jacobs (1980:52) and Vrey (1979:85) argue in the same vein and declare that the child’s
physical development, emotional development and cognitive development all affect his
ability to meet the new demands made on him at school and that young children need to

be well looked after.

The above-mentioned dimensions of child development will now be discussed in more

detail, also considering the relationships of each with self-concept.

2.2.2 PHYSICAL DEVELOPMENT

Vorster and De Meillon (1991:68) define physical development as the increase in height
and body mass. Development is defined by Lerner and Hultsch (1983:6) as systematic
intra-individual changes. Cooper (1991:7) emphasises that development is an organized
process. Human development thus entails all the changes which take place in the human

organism between conception and death.

Theorists on child development, such as Erickson (1963:69), Havighurst (1976:18),
Hurlock (1978:141), Landreth (1993:21), Michael (1990:319), Piaget (1971:300) and Vrey
(1990:99) point out that during the first four or five years of the child’s life, he gains control
over his gross motor movements. He learns, for example, to use his body to walk, run
and jump. As he develops physically, he is able to perform these movements with
increasing speed, strength and accuracy. Hurlock (1978:145) emphasises that the child
becomes able also to perform these movements more economically. He may, for
example, use his whole body to throw a ball at first, but eventually will learn to perform this

task more efficiently using only his arm.

— 14 —
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According to Vrey (1979:88), after approximately the age of five, the child begins to gain
increasing control over his fine motor co-ordination. This enables him to grasp objects,
throw more accurately, catch, write and use tools such as a pair of scissors. He becomes
able to use different groups of muscles in a more controlled way. According to Thomas
(1990:326), accuracy and speed of movement as well as the ability to perform movements
smoothly and automatically increase steadily. Thomas (1990:326) and Michael
(1990:323) maintain that the strength of a muscle is related to its cross-sectional area and
its composition. Therefore, the changes in strength that occur during early childhood
follow the changes in body size. The steady gain in height and weight parallels the

muscle mass and changes in strength between ages six to ten.

The child cannot learn the skilled movements discussed above unless his nervous system
and muscles are sufficiently developed. Individual children differ markedly in the rate at
which physical development occurs. The opportunity to practise the physical skills which
the child is acquiring is also important. Hurlock (1978:139), Landreth (1993:21) and
Thomas (1990:327) and point out that the child must be able to exercise physically and
play actively in order to develop these skills.

According to Landreth (1993:28), children need to exercise and play because play is the
child’s natural medium of communication. When children exercise and play, they will
understand and come to terms with their environment. Ramarumo (1992:20) emphasises
that growing children also need to have sufficient physical vitality and reasonably normal
health. Michael (1990:325) and Thomas (1990:327) hold the same vein and point out
that, since one’s level of fitness is retained for not more than a week or so, continued
fitness requires exercise and proper nutrition. Good health will of course also foster
resistance to illness. Food and other substances that humans ingest as the fuel for

growth and action throughout life obviously exert a strong influence on motor skills.

The child in the Foundation Phase is seen by Vrey (1979:103) as achieving self-
actualisation through the mastery of physical skills. Vrey (1990:100) and Nhlapo
(1997:24) declare that good motor control makes the child feel physically secure and self-
confident. Acceptance by the peer group depends on whether he can run, jump and climb
like others in the group. Successful, active participation in games with his peers depends

on skills such as throwing and catching (Landreth 1993:30).
Fine and gross motor control are also important to the child during the Foundation Phase

as he enters the formal learning situation for the first time. The child must be able to use
his left or right hand consistently, that is, he must by then have developed left or right-
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handedness. He must be able to perform basic gross motor movements easily and have

the fine muscle control necessary to use a pencil and a pair of scissors.

According to Hurlock (1978:155) and Rosa (1995:91), the psychological effects of
problems in the area of physical development include feelings of inferiority, envy of others
who can perform these physical tasks well and general feelings of unhappiness and
rejection. Contact with the peer group is inhibited and social rejection may result from
this. Vrey (1990:100) states that the child may become timid and afraid to try anything
new. The researcher has observed that such children remain dependent on others for
help in performing tasks which other children can already perform. Growing children,
therefore, need the support of their parents for the establishment of the social context that
facilitates meaningful learning as well as acceptance of important differences in not only
intellectual, but also emotional, social and physical development within and among
children. Matlou (1993:39) and Lambert and McCombs (1998:10) emphasise that
learners have unique differences including emotional states of mind, learning rates,
learning styles, stages of development, abilities, talents, feelings of efficacy and other
needs. These must be taken into account if all learners are going to be provided with the

challenges and opportunities for learning and self-development which they need.

2.2.3 PSYCHO-SOCIAL DEVELOPMENT

Emotions play an important part in the young child’s life. They provide the inner force that
attracts one person to another, or that repels one person from another. Emotions provide
a sense of feeling with and for others. When positive, they provide a sense of security,
help persons cope with frustration, alert them to dangers and prod them into action
(Lambert & McCombs 1998:9).

The pattern of emotional development is generally similar for all, but some factors in the
child’s life can produce different emotional responses in individual children. Nhlapo
(1997:19) acknowledges that a child does not only need to feel safe physically, but he
needs to feel sheltered emotionally. Draper (1990:415) and Meyer, Moore and Viljoen
(1990:152) state that both the emotions themselves and their patterns of expression
change with age, thus, during the child’s overall development throughout infancy,
childhood, youth and adulthood. The child increasingly gains control over his emotions as
he matures. The most frequently expressed emotional reactions and expressions of

feelings will generally settle into habits that become driving forces in a child’s life.



University of Pretoria etd — Senosi, S S (2004)

Hurlock (1978:210), Lamprecht (1990:36) and Mathibe (1992:23) found that signs of
emotional maturity in the child include self-control, acceptance and recognition of the
emotions which the child is experiencing as well as the ability to express these emotions
in a socially acceptable way. According to Draper (1990:417), affection involves the
expression of feelings which reflect concern, warmth, regard, caring, sympathy and
helpfulness. Young children are especially open about their feelings of affection toward
others. As they reach preadolescence they show less physical affection but demonstrate
their feelings through social interaction, confiding in one another and participating in

activities together.

During the Foundation Phase significant changes occur in the way in which the child
relates to others. As children leave the shelter of their homes and become part of a larger
social group at school, they have the opportunity to relate to an increasing number of
people outside their immediate families. Ramarumo (1992:19) describes the child as
being thrust “... out of the home and into the peer group.” Vrey (1990:101) points out that
the child increasingly seeks relationships with his peers and these peer group
relationships become more and more important as he gets older. Vrey (1990:101) sees
this phase as the beginning of the process of the child’s emancipation. The growth of the
child’s independence from adults begins in a slow and steady way and is seen by Vrey
(1990:103) as one of the developmental tasks of childhood.

According to Mussen, Conger, Kagan and Huston (1990:535), school-going children
influence each other by becoming models on which other children base their own
behaviour and by the way in which they interpret and respond to each other’s behaviour.
Peers thus become increasingly influential in the socialisation process of the child in the
Foundation Phase. Draper (1990:419) states that during this phase the child begins to
rely on the self as the main source of possibility, energy and safety, yet remains
emotionally grounded in the previous stages (infancy and early childhood). This is a
period of search for self-identity and use of the body and brain together as a resource for
functioning on a concrete level. Emotions are expressed under greater control as children
seek to function as socially accepted human beings, interacting with others and

interdependent in relationships.

Children’s relationships with their parents are still, however, very important in that their
parents can help them or hinder them as they become more independent. Parents’ love
and support enable children to venture confidently out of the secure home environment
and meet the new challenges they face at school. The parents’ unconditional acceptance
and love will enhance children’s self-concept, enabling them to accept themselves, their
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successes and failures, adapt to new situations and enter into relationships with others.
Conditional love and acceptance, on the other hand, will create negative relationships in
children and in turn, they could become failures in life. Nhlapo (1997:25) states that when
a child is not loved, he becomes anti-social, and may even become truant in order to get

the attention of his parents.

Heystek (1998:15), Maier (1978:239), Matlou (1993:39) and Rosa (1995:4) and point out
that the way in which parents relate to others also provides an example for children in
their relationships. During this phase, the child becomes less subjective and is able to
see other people’s points of view. Lambert and McCombs (1998:21) and Vrey (1979:105)
point out that the child becomes actively involved in playing with others and generally less
egocentric in his approach to them. The child becomes more aware of and concerned
with the rules of the particular game being played and fairness and justice become more
important to him. Mussen et al., (1990:426) stress this, saying “... through play the child

learns to communicate with and relate to others.”

Belonging to a group becomes more important to the child in the Foundation Phase and
his need for acceptance by his peer group increases. Vrey (1990:102) and Mathibe
(1992:7) emphasise that to gain acceptance, the child must meet the demands of the
group. For example, he must be able to keep up with them in physical play and he must
be able to wait his turn. The child becomes able to start new activities and persevere until
they are completed. He becomes able to make decisions for himself and is thus less

reliant on adults.

2.2.4 COGNITIVE DEVELOPMENT

Cognitive development can be defined as the growing ability of logical thought processes
(Vorster & De Meillon 1991:69). These logical thought processes develop and improve as
the child grows older. According to Murray (1990:205), cognition refers to the state of
knowing. Gordon and Browne (1993:403) and Bjorklund (1995:3) accept the definition of
cognition as “... the mental process or faculty children use to acquire and manipulate
knowledge. To think is to be able to acquire and apply knowledge. By using conscious
thought and memory, children think about themselves, the world and others.” The
followers of Piaget, such as McShane (1991:5), Grolnick and Slowiaczek (1994:239) and
Nelson (1996:5) agree that children undergo stages of cognitive development, namely, the
sensory-motor stage where learning occurs through use of senses and motor activities;
the pre-operational stage where the words or objects represent people and other objects;

the concrete operational stage where r