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ABSTRACT

This Research Project looks at the way in which discipline is
applied in educational fnstitutions, most especially schoo'ls. As a
consequence of the application of this notion of -discipline,
unequal relationships are structured between those who {nstruct and
thase who receive instruciion. Furthermore, the.entire educational
system is structured upon the formal discipiines, those branches of
knowledge that have as theiy ultimate aim the quest for the truth.
As & result of this over-emphasis - placed upon  the - formal
disciplines, an fmportant dimension in the educational pruc’ess is
neglected; and it is those‘activit‘ies that do not fa]]\ into the
category of the formal discip}ines. There is a need £6 include
thesé activities in ihe educational curriculum as they have the
following advantageous functions for their recipients. They atlow
the - development - of personal discipline devoid of controlling
auth;m’ty figures; they allow participation through rule-guidance
as opposed to rule-following, and they have greater “scope -for
innovation than the formal discipiines. Such activities are

practices. -
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SECTION 1 - INTRODUCTION

Following are the dictionary definitions of tht word ‘discipline':
discipline n. 1{. Branch of instruction or learning;
mental and woral -training, adversity as effecting
this; system of rules for conduct; behaviour
according to estabi'ished rules. ii. Order maintair;ed

jamong schoolchiidren, soldiers, prisoners, ete.,
" Control exercised over member; of chiurch or other
» organisation. i31. Chastisement; (Eccl.} mortifi-

cation by penance.l

discipline v.t. Bring under control; train to

obedience and order, drill, punish, chastise.2

My essay is concerned with both meahings of the word as’ it is

understood and applied in education. The two meanings reflected in

the definitions are: a ‘discipline’ such as mathematics, which is
defined. as a ‘branch of instruction or learning’, which has a
formal internal structure, and ‘discipline’ as a fa}‘m of controi,
defined as 'to bring under control; train to obedience and order,

drill, punish, chastise'.

Discipline is considered, by people involved in activities of s £
serfous nature, to be imextricably interwoven with successful i

achievement, irrespective of the field of endeavour. It is§

accepted that in order for a person to achieve success in an
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activity, @ vital ingredient is discipline. That it is an
indispensable ingredient for successful achievement is not denied,

but this is not the most common use:of the notion.

As a concept, fts most frequent use is that of the-imposition of
discipline by an external agency, usually a person regarded as a
superior, upon the agent or actor. A number of issues arise from
this position. Firstly, it is assumed that the agent is incapabie
of attaining discipline independently. .Secondly, it is that.such a
relationship contains elements of coercion. - It is accepted that
the actor is reluctant and does nmot voluntarily acquiesce to being
disciplined, hence the need for coercion on the part of the outside
agency. Thirdly, the question of morality arises. It is whether
it is morally acceptable for one person to impose ‘Upon another an

activity that he beliaves will be beneficial to the other.

Granted, there are activities the imposition of which is morally
acceptable, as they are seen to be ~in the interest of the
individual, An example of such an activity is learning to write
correctly. By this I mean that the child should jearn, even if by
being compelled to do 50, the correct formation of letters so that
his. writing is legible, as legible writing is an important
communication medium, one that it {s in the interest of the
individual to have. But I zannot see the point in getting a child
to spend tedious hours, under threat, at perfecting his legible
writing so that it attains standards of excellence expected in

caligraphy.
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Other questions that spring to mind regarding the merality of the
situation described above are about the criteria .dsed in
ascertaining 'superioh‘ty‘ and 'inferfority', and whether the
criteria are acceptable justification for the unaqual and wunfair
relationships that exist in situations where 'discipline’ is being

imposed,

Relationships of 'superiority' and 'inferiority' are usualily based
on age-difference, where the senior person automatically assumes
the dominant role. In education they are based on . the hierarchic
structure within the institution or, . alternatively, on the
assumption that beceuse a person is more. experienced or better

qualified, therefore that person knows more than those 1less -

experienced and less qualified. Such a description is assumed to

be appropriate to the retationship that exists between those who do

the teaching and those who are taught.

To illustrate what 1 mean 1 will cite examples. A child may g

compile a geography notebook with the utmost care. He draws

borders around his notes and colours in his illustrations, paying
meticulous attention to detail. He has a beautifully printed
introductory page followed Dby an equally fimpressive Table of
Contents. One teacher may consider this to have been the

discipiined performance of an activity, but another may dismiss it

as time-consuming window-dressing. Or, similarly, a teacher may

s regard an obedient child who sits quite passively in the corner of “
1 39 the class from day to day, only aliowing the occasional smile to S
] %)
)
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the chfl?d ‘46 be abnormal and in need of specialised assistapce.

Wnile the above examples have highlighted the difficulty related to
the establishment of objective criteria in describing and
ascertaining discipline, what they have also highlighted is the
fact that an external assessor 1is unchallenged in determining

whether discipline prevails or not.

Another dimension of the commoniy-held notion of -the concept of
discipline is that it is misconstrued as :other concepts whose
gratification is external to the agent. The agent has to conduct

himself {n a certain manner; he has to attain certain standards of

behaviour; he has to subject himself to certain sets of ostensibly
objective criteria befora he may be adjudged to have pe’r‘furmed ar
behaved in-a disciplined way, He, the agent, is never fully 1‘n
control of the situation because he is not. the adiudicator‘o;ﬂ
evaluator of his actions. H¢ may have subjected his behaviour to
personal perusal, to scrutiny and evaluation, but this ‘s

insufficient.

The commonly-held notfon of the concept of discipline has external
agencies for gratification. External agencies will determine
whether the procedures have been complied with and they will decide
whether the standards have been attained. ’

Discipline, while it way contain some of the following in its

crease_his face, as & disciplined child, but another may consider

A
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commonly-held notion, is not synonymous with any single concept
from the ensuing list, and it s wy clatm that discipline is
misconstrued to mean some of the following in edulia_tion:
organisation, punctuality, meticulousness, warking wechanically,
conformity,  working systematically, self—depriva}ion, order;
sternness, pride; aceuracy, ’ restraint, “self—contv‘o‘l,
respensibility, restriction, prudence, obedience, co-operation,
subordination, self-denial, constraint, prohibition, obligation,
coercion, / R

!

The observer, wno has wisconstrued discipline to mean one of “the

above-nawad cencepts is usually a 'superior' of some sort, and the
decision about whether the agent's perfoymance of an activity is to
be regarded as disciplined or not, is left entirely in the hands of
the cbserver. He may slavishly apply the commonly-held notion of
discipline, and in the application of this concept he rur}s the risk
of disregarding, completely, the agent's understanding and

interpretation of his actijon.

1 am at pains to make this point forcefully and no refteration of
the position way ‘count as overemphasis., The persan whe u1t1'|n§te1y
decides whether an activity was performed in a disciplined marner
or not is an outside agency, an external assessor, an observer, who

is tnevitably accépted to be a 'superior' of some sort.

What then are the possible consequences of this situation?

Throughout his educative experience the individual has interacted
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with his so-called superioks from a postion of subsarvience. He
has “been part of an unegual relationship where he has been
dominated and has had decisions made about his life regarding the
activities he should and should not practice, Assessment of his
performance of these activitfes was the responsibiiity of an
observer who osteénsibly was qualified to pass judgment on . the
nature of the performance. Thus his behaviour was directed at the
authority of particular others. Because he found himself in a
particular situation, where he was expected to display certain
behavioura) responses, he reproduced what was expected of him, in ¢a
mechanical fashion because his behaviour was -oriented to an
evaluator. In order to elicit the desired response from the

evaluator, he performed in the prescribed manner.

But this is an unhealthy state of affairs. It js undesirable that
an individual should orient his actions to the approval of others
simply because they hold the balance of power. 1In actuality what
has occurred is that the individual has been deprived of his
individug)ity. He cannot make decisipns on his own about how he
intends te behave because a consideration will always be the
question of how he will be assessed and if he has been subdued to
the point where he is desirous of positive reinforcement from his
assessor, then he will respond in a manner that will elicit the

desired reinforcement,

This smacks of conditioning, and it is immoral that a human being

should be denigrated and forced to the Tevel where he is expected
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to respond as an animal would. Such a person has been robbed of
his autonomy. Me is incapable of responding to human relationships
in an autonomous way. But it may be asked why autonomy is a
desirable character trait to have. I will return to this question
immediately after 1 have briefly sketched what autonomy fis, and
hopefully the adumbration of this character trait will vindicate

the claim for its incorporation in the individual's personality.

According to John White, 'autonomy seems to make the individual the
final arbiter of his -own good, not a bdlind follower of the
authority of  ctheps, whether God .or men. It underpins an
education which avoids the imposition of value-judgments on the
pupil: he is not to be indoctrinated into other's pictures of the

good, but freely chooses his own.'d i

And according to R.F. Dearden, the autonomous person .is one who

displays the foliowing features in his person:
{1) wondering and asking, with a sense of the right
to ask, what the justification is for various things
which it would be quite natural to take for granted;
(11) refusing agreement or compliance with what
others put o him when this seems critically
unacceptable; {iii} defining what he really wants,
or what is really in his interests, as distinct from
what may be conventionally so regaided; {iv)
conceiving of goals, policies and plans of his own,

and forming purposes and intentions of his own

e .. Q&L.A.‘A__MAL
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independently of any pressure to do so from others;
{v) choosing amongst alternatives in ways which could
exnibit that choice is the deliberate outcome of his
own ideas or purposes; (vi) forming his own opinion
on a variety of topfcs that finterest him;  (vii)
governing his actions and attitudes in the light of
the previous. sorts of activity. In short, the
autnomous man has. a2 mind of @is own and -acts
according to it. And this ‘mind of his own' will
typically be no natura) product, but the ocutcome of

one sort “of education.4

In response to the gquestion posed earlier, which asks why autonomy
is a desirable character trait to have, my answer would then be
that autonony is desirable because it makes us, as-individuals; the
determiners of our own fortunes or misfortunes. I, along, should
be credited with the success I achieve as a result of an autonomous
decision. 1, alone, am culpable for failure for an act gone wrong
as a result of an‘ autonomous decision. 1 am taking the position in
this essay that the good society is one which enables its members

to be determiners of their own fortunes or misfortunes.

In schools children are faced with two forms of the concept of
discipline. The first is the discipline that is imposed upon them
by outside agencies, in this instance the teacher, or other aduit
members on the school's staff. This discipline s of the

regimental type which facilitates control of children and forces

# v
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conformity and uniformity upon them. It is an.unequal relationship
that exists between child and adult, It is, however, ‘the type of
interpersonal relationghip which js immoral, given the notion -of

the good society which underpins my argument.

The second is the giscipline that is structured, conceived of and
implemented in. the form of subjects that are studied at schools.
An example of such a discipline is mathematics, which diffeng from
ordinary activities because of its formal internal. structure. 1In
order for the child to succeed in the practise of such disciplines,

the child is compeiled to follow the-irules applicable -to. the

specific discipline. If he does not follow the rules of the
discipline, he 1is assured of being- unsuccessful. A simple
illustration of the point being made is- that in the division of
common fractions 1f the child. does not iinvert the ‘second figure ; R

after he has changed the division sign to a multiplication sign, he £

will get his sum wrong. He will therefore be seen to have been "

unsuccessful in the performance of an activity in the discipiine of

mathematics. This is a relationship that exists between child and
‘object’. It is a relationship between a living child and an o
inanimate discipline that comes alive as a result of the N 5
intervention of the child. This type of disciptine facititates
'control’ as well in that it demands conformity and uniformity from o B
the child, as failure to comply with the rules will result in

persenal faflure, although I do appreciate that there are immense

benefits to be derived from being exposed to formal disciplines in

schools. ]
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The child is subjected to. discipline at schools at the hands of
teachers, and he is subjected to the rules of the disciplines, e.g.
maihematics, because of their formal internal structures. In the
first instance’\’, the child is subject to the control of an adult; in
the second i;stance the child is subject to the rules of a
discipline. * Throughout its school life, the chi‘ld operates froma

position of subjection and subordination.

I will argue, in the .course of my paper, that a disciplined
performance need not necessarily be conceptualised in terms of

control or one of its allied concepts, nor is it feasible that'a

person can only perform in' a disciplined way within a formal

i s RN
discf;ip]ine, e.g. mathematics. I argue that a disciplined
performance of an activity is possible where a person js guided by
the rules, as opposed to following the rules as in a formal 3

discipline. .

In being guided by the rules space is created for individuality,
ingenuity, inventiveness and créativity, and the agent is no longer Vi \Q

subject but is at least elevated to the status of 'equal' with the

activity. u

In this section of my essay 1 have briefly outlined the concept of

discipline as it is applied Tn schools. The remainder of wmy essay
will develop as follows. In order to demarcate more specifically
my area of concern, I will differentiate between a discipline, e.g.

mathematics, and I will expand on its formal, internal structure;
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its internal organisation and logic, to separate it and its ilk
from ‘'non-discipline' activities, such as music or art for

example.

Characteristic of an academic discipline is that it is concerned
with the search for truth. This is not the case'with music or art.
This will be discussed in Section 2. 1In Section 3 I will Tocate
the debate within present views about the concept of discipline by
giving an-exposition of. the views, related to discipline, of
P.S, Wilson and Michel Foucault, and } .wili" explore the contri-
butions of another writer who appears .. -z pertinént to this: field

of enquiry, Alisdair Macintyre.

In Section 4 I will make observations regarding’ the 'accépted or
commoniy-held notion of discipline; I will:-look at the impli-
cations that emanate from this view and its consequences, and I

will compare and contrast my view with the commonly-held notion.

Finally, in Sectien 5 I will press claims For the inclusion of
‘non-disciptine’ activities in schoel syllabi.  Activities that are
rule-guided should be granted equal status with activities that are

rule-following.
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SECTION 2 -~ DISCIPLINES

'a

In this section of my essay I will explore the notion of
discipline', e.g. mathematics, and I will expand on its formal,
internal - structure, 1ts internal nrganisgtion and logic and
‘non-discipline’ “gctivities such as music and art, for example.. In
order to distinguish more accurately my area of concern, and to
facilitate clarity at specif%c points in my discussion; 1 will use
the word 'discipline’, the noun, when 1 am exploring that'\wh"ich is
cefined as a 'branch of instruction or learning', and I will use
thé: word ‘practice’ when I am discussing those activities regarded
as 'non-d“iscipﬁne' activities. .My choice of the word ‘practice’
stems from the way in which Alisdair MacIntyre uses it .in After
Virtue. Maclntyre informs the reader that a practice-is not a
technical skill only, but for its production it requires the use of
a technical skill.5

What I have in mind appears to correspond with what Macintyre
conceptualises a practice to be, becauss the activities that 1 will
later discuss each have a history; they each have a tradition, and
they each involve standards of excelience, all requirements .of

Maclntyre's conceptualisation of the concept of a practice.

At points in my discussion where my use of the word practice may be
at variance with MacIntyre's view, ny usage will be dictated by 8
need to maintain consistency in terminology, and it should be

accepted and viewed with this need in mind, as opposed to being
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seen as a misrepresentation of the said writer's views.

A Discipline

Characteristic of a discipline is fits quest for truth. A
disciptine has a terminal peint, and this terminal point is arrived
at when the truth. is estabjished. The truth is established on
condition that certain prescribed procedures are adhered to, - The
procedures mentioned have rules which govern their application.
The relationship that exists between a discipline, the truth and
rules, is that in order to establishithe truth within a discipline

one has to follow the rules.

A child is given a mathematical problem to solve. HKe is therefore

intent on establishing a truth within a discipline.

‘terminal point' is synonymous with truth which, in tuen, T

synonymous with 'the correct answer'. But in order for the child

to arrive at 'the correct answer’, she will have to apply certain
précedures which are governed by rales; she will have to follaw

the mathematical rules that are applicable in specific instances.

Failure %o Follow the rules will lead to the failure to establish

the truth. Failure to establish the truth within a discipline in
b this way is interpreted as personal failure, so in reality the

child has to slavishly follow rules to avoid personal faflure. She

is dictated to by rules. Rules govern her actions.
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I will illustrate the above contention about rule-following by
demonstrating it with an example. In this way ! hope to show that
observation (i.e. following) of the rules leads to the realisation
of the truth, and deviation from the rules Jeads to the faflure of

establishing the ‘truth,

Let us assuse that the following problem in matrix algebra is

given.t

"T -1 2
i3 0 1 and (B1={0-1 1

1 2-1

ASSIGNMENT

Obtain’ [Al x (B] or (AB]

METHOD:

Write the two matrices partly alongside and partly above one
another as shown below, and pumber the rows of [A) and the columns

of [B] as fndicated.
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CoL. 1 coL. 2 coL. 3

i} To find the value of element 11 {read one-one} in -[AB}
ldasignated by *) multiply the first element in row one of [A]
by the first element in column 1 of [8], the second by the
second and the third by the third {follaw ‘che arrows). The
sum of these products is the value &f e!emen‘;: 11 in [AB], i.e.

(1x 1)+ (-1 %0) + (241} =3,

i

1) The value of elament 12 {read one-twa} dn [AB] {designated by

) is Ffound in the same way. In this case row 1 of [A} is
multiplied by column 2 of (B, The sum of the different
products is {1 x 2) + -1 x -1y + {2 x2) = 7.

111) The value of element 21 {read two-one) in [AB] (designated by
A) is found by multiplying row 2 of [Al by column 1 of [B].
The sum of the different products fs {3 x 1) + (0 x 0} +

(151} =a.

N iv) The value of each of the other elements in [AB] s obtained in

eractly the same way. Note that if the two original matrices

are writben 3s 1)lustrated, it is always the row {of A) and
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the column {of B) in which the specific element occurs which
are wultiplied. The completed prodyct matrix AB. is as

follows:

From this rather Tengthy example, it will be obseryed that one is
dictated to by rules. One has to follow the rules in order to
arrive at the truth. This is acceptable because ¥t is an accepted

fact that a discipline seeks to establish the truth.

A cursory perusal of the mathematical problem will reveal that

there are at Teast ten rules that must be followed. - Closer

analysis will reveal that there are many more. One obvious rule is k4

that governing the arrangement of rows and columns. ~This is a
basfc rule that has to be followed if the correct solution, which
appears at the end of the example, is to be arrived at. Deviation
from the- rule will Tead to the presentation of an inéorrect
solution, which is rot the truth. Such a deviation could be the
assumption that sultiplier and wultiplicand are interchangeable as
in ordinary arithmetic, e.9. 4 x 3 = 12 and 3 x 4 = 12; such is

not the case with multiplication in matrix aigebra.
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A Practice

Alisdair MacIntyre claims’ that:

A practice involves standards of excelience and
obedignce to rules as well as the achievement of
goods. To enter into a practice is to accept tt;e
authority of those standards and the inadequacy of my =
own performance as judged by them. It is to subject
my own attitudes, choices, preferences and tastes to-

. the standards which currently and partially define
the practice. Practices of course, as I have “just
noted, have a history: _éaLne_, sciences and arts all
have histories. Thus the -standards are not
themselves immune. from criticism, but nonetheless we

~"Cannot be initiated into a practice without accepting
the authority of the best standards realised st
far.7

(own emphasis) g a7

My concept, or should I say use, of the word 'practice' should not
misrepresent MacIntyre's definition. However, there is a point at

which we differ, and it is that he refers to being 'obedient to

rules'. I will talk in terms of rule-guidance as opposed to

rule-obadience. The difference of views referred to above will bHe

discussed in Section 3.

A practice, MacIntyre tells us, is not only a technical skill, but
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it requires a technical skill for its performance. The practices
that I will discuss fall under this description. A -practfce as I
will discuss it differs Ffrom a discipline in that it fs not
concerned with establfshing the truth; jt does not have a terminal
point as & discipline has, In fact it would be quite absurd to
talk about a practice as having. a terminal point, as a praé:t1ce is

anything but static. o

In my discussion of practices I will.refer to games and then art
forms, 1n turn,
The high jump is an athletic activity that falls into the category
of games. There. are rules. governing the actual technical
performance of the activity, the most'impor‘tantv of which is that
the participant may not take. off from the ground with both feet
simultaneously so that the bar is “c;rnssed head first. This rule
was introduced presumably to prevént people from diving over the
high Jjump bar as oppesed to jumping over 1t.¥ The safety of -the
competitors way also have been a consider&tiém wheri this law was
introduced. ‘\

4
Basically, what the High Jump 1s about is that the"participant has
to get over the bar in any legal way possﬂﬂe.;\ The tegality of his
style has been discussed, but other contravéntions of the rules may
be that he should not use a pole to assist him, asvis done in the
pole vault, or that he cannot be shot from a cannen or some other

such apparatus.

T
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The participant's activity within the practice is circumscribed by
rules related to the specific #etivity, in this case the rules
“related to high jump. But the most important rule {s that related
to the cross-barj that horizontal obstacle suspended: between two
upright poles. If the participant knocks the bar down 1in
attempting to Jjump over it, he has broken the most important rule,
because he has not taken the practice to its conclusion in an
acceptable way. He has contravened the rule related to the bar not

being knocked down. If the participant succeeds in getting‘\\gver

the bar, i.e.- he does not dislodge ft, then he -has tdken :the
practice to its conclusion in an acceptable way,!because he-has
satisfied the most important rule of the practice, and it is that i

the jumper should not dislodge the bar in crossing it.

To deviate slightly for a while, I'.woitld. tike to discuss &he
historical development of styles or techniques used in the high
Jump and then 1 will link this to what has.bedn:gaid above. It is
not my intention to present -a technical exposition-of the various
styles. ANl that 1 will do is mention them in the sequence, more
or less chronologically, in which they appeared. The fivst was the
'scissors’, still seen at.schools today, whizh is {ip’ least
successful style of all, then we have the 'westorn roll', the
'eastern cut-off' and the very popular latter-day 'straddle’, which
were all successors of the ‘scissers'. Then, in 1972, at the
Olympic Games in Munich, Dick Fosbury introduced a new style to the

world which was soon referred to as the ‘Fosbury Flop'.
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In my historical survey of high jump styles I mentioned five. They
are the ‘scissors’, ‘western roll', ‘eastern cut-off', 'straddle'
and ‘Fosbury Flop!. Each of these styles is distinctive. There

are certain specialised techniques peculiar to each of these

styles. What they do have in common is that thg}y are styles used

and accepted legally in ‘the practice” of hi"’g’ﬁ Jump, - and they
successfully or unsuccessfully allow the competitor to participate
in the practios of high jump v;ithin the rules of the activity.

R ¥
Su at a particular athletic meeting it is not, inconcéivable that in
the high jump there will be participants Who will use the five
different styles described. Thay wiil be~seen to be participating

in the practice in different ways, but all withinthe rules of the

practice. None is culpable of having -contravened the rules in,

being individual and passibly non-conformist.

This; then, is clearly "~ an example- of “rule-guidance. The

“ participants are guided by the rules. - They do not follow the

rules, and they are not dictated to by them, but eone can c¢laim
correctly that the participants were disciplined in the performance
of the practice, which is considered to be a 'non-discipline’. It
would be correct to say then that it is not only within the
disciplines that a disciplined performance is possible. One can.be

seen to have performed in a disciplined way in a practice as well.

Wittgenstein makes the following observation regarding the

acquisition of language and its relationship to rules, but I
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consider-his views to be pertinent-in this context as well.
?haracteristica11y he does so, as it were, on its own
home grounds: - by exploring the way rules- actually
work even in games and mathematical 'serfes, -by
showing that even here rules cannot account for what
needs. to be explained. " Thus he shows-that while some
ganies ~have. formal; explicit rules, there . are aise
informal children's games of which this is not true
at ail, and games in which one makes up the rules as
one goes along. - Moreover, while learning a game. may
entail explicitly learning its rules, it ne;ed rot;
one wmight * Jearn it 'simply by observation .and
practice. And even a game governed by definite rules
is not 'everywhere circumscribed by rules'; there
are no 'rules for how high one throws the tennis ball
in tennis, or how hard; yet tennis is a game for all
that and has wrules too.' . And above al}, even the
strictest rule or system of rules wltimately reqiires

app]{catinn.a

Wittengenstein's view is useful for @y purposes because he makes
the observation that there are a number of ways in whiéh kru]es
operate. He observes that there are formal, explicit rules, and in
certain ynstances this is not true at all in some children's games.
There are also instances where rules are made up as things: develop.

Another important observation that is made in this extract is that
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it s péssib]e to engage in an.activity in the proper way without
knowing the rules. MWittgenstein states that ‘one might. leara it
simply by observation and pr;ctice‘. But I think that what is most
important for me is the observation that ’even the strictest rule
or system of rules. ultimately requires app]ikcation’. It is
acknow]edgme[\t of. the ‘importarice and significance of the role of
the agen"‘c that for me is crucvi’aL Thisﬁ observation will be dealt
with in greater detail ‘in the folinwing s%g}ion, but in order to
ensure‘that the impact of this crucial point is not lost, I must
point out that Wittgenstein's observation emphasises the: role”of
the agent in the activity. ‘Rules, and ;ctivities as ‘such, are
empty if‘they are not app?%ed and g1veﬁ life by people. People

bring activities alive by participating in them.’

A feature of a practice is that, unlike a discipiipe, it is not
f

* terminal.  This can be ijlustrated by reference to the way in which

styles have evolved over the years and 3)so the way in which

records have improved over the years.

Another“ quick example of a game to ‘support the points I. made
earlier about rule-guidance, is that in soccer it is the objective
of one team to score more goals than its opposition. On condition
that the ball is noé handled all other bedy contact with the ball
is 1egqj. And if Team A should score all its goals in the
following sequence, head, chest and heet, ant{ Team B should score
its solitary goal in the more conventional man“ner of it having been

struck powerfully with the foot, Team A nevertheless is seen to

FR:
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have achieyed the prime objective of the game, and it is that it

has scored more goals than Team B.

White it s accepted that p]ayir!g the qg]l with the foot is a
feature of soccer, the players are not ‘d\‘qtated tu‘y;,about which
section. of the foot has to be. used in playing the ball, so in
modern-day soccer players are able to use six «foot. ‘surfaces'
skillfully. They .are the inside, outside, toe, instep, heel and
sole. .Once more this is clearly an example of a ﬁr‘actice that is

rule-guided.

I will now move to art forms in an attempt to fortify my ar‘gumentyj
A piece of musfc is composed in a certain key at a specific timing.
The key relates to. the musical scale in which the music score is
written and the timing indicates the rhythm.at which it is to be

played. The composition in guestion is for a male tenor.

Let us, for argument's sake, say that the music score is written in
8y (8 flaty and its timing is 2/4, to be supg by a male tenor.
Does this state that this is the only way in which this plece of
music can be performed? It certainly does not. White it may be
the ‘best' way, it certainly is not the only way. The music cap be
transposed into & variety of keys, higher or Tower; its timing can
be changed so that it is quicker or slower, and it can be sung by
d'ifferem, voiges or it can even be played on any number of musical

instruments.,

v”;”
&
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Art takes a variety of forms, but I will talk abeut it in fits
conventional form, that of putting brush to canvas, though this
appears not.to take cognisance of the variety that does -exist
within art. But my approach is suitable for my purposes, so I will
continue with it. My understanding of art at wy very simple Teve
is that there are a number of .'components' and 'possibilities’ that
are related te art. By 'componentg; I mean the artist's choice of
cotour, lmteriag, tone, atmosphere,  interpretation. By
'possibilities' I mean the way 1in which . art can be used as
culturally enriching, e.g: appreciation at a very simple level as
an object of. aesthetic value, appreciation reldted to
techn€ca11ties, comparative art as between different cultures or

between different periods.

Literature can be talked about in the same way as [ .have discussed

art. One cannot formulate general laws in literature as attempts
to f{@d general laws have ipevitably fadiled. Wellek and Warren
make {He point that 'while physics may see its highest triumphs in
some general theory reducing to & formula electricity and heat A
gravitation and Tight, no general law can be assumed. to achieve the
purpose of literary study: the more gencral, the more abstract and

hence empty it will seem; the more the.concrete object of the work 5: N

of iart will elude our grasp'.9

What §s also characteristic of practices, besides not being
concerned with establishing the truth and not being terminal, is

their capacity to allow innovation. This can be seen from what has
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occurred in sport, the new art forms:that have emerged, and changes
of-form and styie in music. Practices are more dynamic and less
elitist than discip]ine;, and within them we are more aware as
practitioners of ‘standards of excellence',10 and we“are able
to notice 'the inadequacy' of our 'own performance' as judged by
those ‘standards of extellence. We areralso more acutely aware of
the. history of prattices because practices facﬂw‘ta,tg reflection

/
and comparisons

In this section I have attempted to illustrate the differerice
between a discipiine, e.g. -mathematics,» and 'non-disciplingl
activities such as music and art. The purpose of -this :exercise wis ° ]
to demonstrate that it is possible to attain a d{gcip1ined
performance in a ‘'non-discipline' activity which I called a a
practice. This view is contrary to that which believes ‘.that a

disciplined performance is only possible "within &% formal

discipline, e.g. mathematics. . B ,

1n having argued that one can attain a disciplined performance in a
practice, 1 have demonstrated that one is capable of a disciplined //
performance within an activity that is rule-guided. Implied in my & -
argument is the claim that there is no such thing as a high-status

subject or a low-status subject as is the popular belief held in

edutational institutions. Subjects or- practices are of equal g '
status if they allow the practitioner the possibility of a
disciplined performance. As this is so, it is my belief that "

greater emphasis should be placed on practices than {s now the
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case, but this should not be done at the expense of the

disciplines. Each, i.e. disciplines as well as practices,. should
be allocated equal status and they should be given equal emphesis

in schools, as both are potentially beneficial to the child.

1t is not my claim that my explication of practices makes th@;’m more
appropriate to education than- the formal disciplines are. My
argument is against/,»ihe exclusipn of practices from schools, and
when they are indiuded in the school cutriculum they are dealt with

in.a very low-key fashion.

[T Y




Page 27

SECTION 3 - THREE POSITIONS RELATED T0 DISCIPLINE

In the previous section . discussed 'a discipline', the noun, i.e

that which is defined as 'a branch of instruction or learning', ;%d
I then discussed 'non-discipline' activities, which I referred to
as ‘'practices'. I argied that it is posgible to attain a
disciplined performance in ‘non-discipline'  activities, which .I

called 'practices'.

In this section I will locate my views about 'discipline' within

present debates surrounding the concept by giving an exﬁosition of
the views of Michel Foucault and P.S. Wilson, and I will explore

the contribution of Alisdair MacIntyre in this field.

At the outset, a point of clarification that has. fo be established
is that it is somewhat inmaccurate to talk about Michel Foucault's
concept of discipline, because in Discipline and Punish, he does
not present a definition of the concept as such. He looks at the
mechanisms that are utilised in the implementation of discipline
but inherent in his analysis and description of this concept he
implicftly subscribes to the view that discipline is.a form of
control; it {is the way in which the body is wmanipulated by
external forces. As Foucault's analysis of the concept of
disclpline is applicable to schools, I will undertake an exposition

and explication of his views first.

What should be noted at the ocutset is that for Foucault the effects

¢
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of and the mechanisms used jn the application of discipline assume
i

primacy of position in his analysis;=but it should nevertheless be

observed that the mor‘a‘{’dilnension of discipline is not neglected,

though it is not'/overtly stated.
kY

Foulcault - makes the observation that 'the classical age discoverad
the body as object and target of power'_11 As 3 result of this
discovery it was possibie to manipulate the body and thereby create
docility. A docile body is one that can ‘be subjected, used,

transformed and improved.

'The body was in the grip of very strict powers, which fmposed on
it constraints, prohibitions or obligations.'l2 B’u‘t*the body
was": not subject to control en masse; control was exerted upon the
bod‘& b; breaking down composite bodily gestures into their
con?%:onents. Holds or controls were exercised upon rapidity,
att‘?{tudes, gestures and movements, dnd activ\i'ty was partitioned &s

cloi';e'ly as possibie in terms of time, space and movement.

i These methods, which made possible the meticulous
1' coptrol of the operations of the body, which assured
: the constant subjection of {ts forces and imposed
upon them a relation of docility-unity, wight be

called ‘disciplines'.13

What the discipiines achieved initially was the growth of bodily

skilis; but of greater importance was the achievement of greater




Page 29

obedience with -concomitant greater usefulness. The forces of - the
body f{ncreased in economic. terms, but decreased in. power  in
political terms. 'If economic exploitation separates the forte and
the product of Tabour, let .us say that disciplinary coercior‘x
estab'lishef); in the hody the constricting 1ink between an increased

aptitude av’;d an increased domination.'l4

Foutault then proceeds to .discuss what he calls the art -of
distributions as a mechanism that imposes discipline. Diécipline
occurs in this instance when individuals are distributed in space.
Each individua) has his own place and each -place has its

individual.

Groups mist be broken up to avoid the creation of co])ecti\;e
dispositions. Individuation allowed those in control to establish
the whereabouts of those under control. 'Its aim was ‘to establish
presences and absences, -to know where and how to locate
individuals, to set up useful communications, to interrupt others,
1o be able at each moment to supervise the conduct of each
individual, to assess it, to judge i%, to calculate its qualities
or werits. It was a procedure, therefore, ained at knowing,
mastgring and  using. Disci‘p”ne organises -an analytical
spacg. ‘15
i

After individuals have been distributed in space their activity is
then controlledi The three methods of the control of activity are

the establishing of rhythms, the {wposition of particular
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occupations and the regulation of the cycles of repetition, which
were closely related to the manner in which the act was temporally
elaborated. Foucault calls this the way in which 'a sort of

anotomo~chronological schitma of behaviour is defined' .16

The temporal elaboration of the act necessitated exhaustive use of

the time available. It was as if Qreater fragmentation of time o

would facilitate greater intensification of the use of evel he
slightest moment. To ensure the exhaustive use of time, a system
of injunctions had to be formulated, characteristic of which .was
brevity and clarity, Response to injunctions prompted reattions by

way of a prearranged agreement regarding signals.

In the section entitled 'The Means of Correct Training!, Foucault

discusses in turn Hierarchical Observation, Normalizing Judgement,

and the Examination. This section is of parti'cu1ar importance in
describing, among other things, the imposition of discipline in
schoals, and because of fts pertinence In this context, I winl

discuss each section in greater detait. !

Foucault observes that 'The exercise of discipline. presupposes a y
mechanism that coerces by means of observation; an apparatus in i
which the techniques that make it possible to see induced effects ‘
of power, and in which, conversely, the means of coercion make W " (\

those on whom they &re applied clearly visiblat,17

One can see, immediately, how this is applicable to schools.
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There is a hierarchic chain that is linked in descending order from
the head of the school down to the pupils. Schools are constructed
in such a wanner that they allow those undertaking surveﬂ]ance_to
do so undetected, and it is the knowledge that surveillance is
occurring, without being able to detect the agents of its

implementation, that enforces discipline upon individuals.

Similarly, the classrooin is arranged in rows and columns, and this
facilitates observation of the pupils. To allow effective
observation to be maintained in schools, an architecture was
fashioned, cognisant of this need. Foucault comments that ‘Stones

can make people docile and knowable'. 18

The hierarchic chain that reaches down to pupils insidiously
invades their group ds well, This is done by the utiljzation of
prefects, class captains and monitors as an extension of the adult

surveillance machinery.

Other ways 1n which observation manifests ftself in schools are the
recording of absenteeism, the vrecording of late-comers, - the
recording of homework defaulters, and. official notes sent to

parents whose children fail to be properly attired

With reference to schools, Foucault makes the following
observation.
A relation of surveillance, defined and regulated, is

inscribed at the heart of the practice of teaching

2y
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not as an additional or adjacent bpart, but as a
mechanisn that is inherent to it and which increases

its efficiency.l9

In schoels discipline is pyramidal in its organisation, it is-a
mechanism: that operates .in an upward. direction, but. equally
important is its lateral movement, and this is what allows it to he

undetected, yet present, but discreet.

Norwalizing judgment refers to the way fin which- systems of
penalties were imposed upon those who departed from the norms of

prbper conduct as defined within specific institutions.

It fs '@ mechanism whose sole” function is ‘the- imposition of
conformity. Those who strayed from the path of acceptable conduct
were disciplined by being punished, which took the form of physical

punishment, deprivations or humiliation.

At a school a. child may depart from the norm by failing to do her
work. Such an instance may be punishable by one of the methods
mentianed  above, which is supposed to be corrective in nature.
Foucault quotes Jean-Baptiste de La Salle, who says,

Of a1l penances, impositions are the most honest for

a teacher, the most advantageous for the parents;

they make it possible to derive, from. the very

offence of the children, means of advancing their

progress by correcting their defec’cs;zo
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But in discipline punishment does not function in isolation. It is
part of a dual system, punishment-reward. So, for exampie, a child
may pegate a possible -punishment as a result of having accumulatad
reward, and in this way too, power is wielded over the pupil and he
is disciplined. Rank alse functions ‘on the modél described
previous]y.‘ It both Dunishes and rewards.! Discipline rewards by a
' promotion in rank, ;nd it punishes by'thie reverse process of
demotion.” This is achieved by the presentation of tolours, or the

use of distinctive badges, or even academic grading.

Foucault notes that,

This hierarchizing penalty had, therefore, a double
effect: jt distributed pupils according to their
aptitudes and their conduct, -that is, according to
the use that could be made of them wheén they left the ks
school;- it exercised over them a constant pressure

to conform to the same model, so that they mighit all

be subjected to 'suberdination, docility, attention

in studies and exercises, and to the correct practice

of duties and all the parts of discipiine'. So that

they might all be like one another.2l

Foucault makes a number of observations and presents criticisms

regarding discipline as a form of control. They are:

1} That disciptine is different from judicial pemality. Judicial

penality is based on a set of laws that must be remembered, but
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discipline is based on. observable phenomena. dJudicial penalty
is a consequence of the contravention of a statute, whereas
discipline is a response to whether internally agreed upon
rules are being contravened... iThe contraveption is observable
because discipiine is based on ﬁhe contro} of .the operations of
the body. ~ The body has established for it.phythms, particular
occupations, and regulation of cycles of repetition, and gﬂ
the time it is under observation and surveiifance.

2

Judicial penality speéifies acts according to 4a number . of
categories. Discipline operates by d'{‘}fferentiating among

individuals.

w

Judicial penality operates by bringing intp play  the opposition

of permitted and forbidden.

4) Judicial penality condemns law breakers; discipline seeks to

homogenize.

In the examinatfon, the techniques of hierarchdé observation and
normalizing judgment are fused. As a result of the examination,
children are classified, categorised and punished. Children are

differentiated and judgment is cast upon them.

The. examination is a form of power that keeps objectified subjects
under scrutiny, and it has internal to it a norm towards which the

subjects strive. The knowledge that is extracted from the child
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during an examination is knowlédge that has its origin within the
teacher, and it is now transmitted by the child back. to fits

source.

Related to the examination are a number of documentary techniques
whiﬁh:‘transform the child into a case. The child- is thus
coristituted as a branch of knowledge and an object of power
simultaneously. He becomes an object of power :’;because the
exanination slots him into his specific place of individuality.
‘The examination is at t};e cenfgre of ‘the procedures that constitute
the individual as effect and object of power, as effect and object T
of knwledge.'zz Within  this = process, the concept of
individualization underwent a théoretical transmorgrification, from
one who possessed power and privilege, to one who was the object of
pover and denied priviTege.
.

P.S. Wilson deals with the concept of discipline in ways that are
different from those of Foucault. For Wilson, discipline is a
moral -issue, and, "whereas Foucault undertakles an -analysis of
discipline as a method of control and a mechanism of power, Wilson

presents a defipition of the ‘concept by discussing its

implementation.

For Wilson, discipline and interest are inextricably interwoven.

If a child has a particular interest, the child will participate iy

the interest in a way that justifies his participation in that i 43
interest, and his discipline derives from the moral compulsion o
5
o Wt
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implicit in the interest, without consideration of how the interest

wmay prove to be of instrumental value.

There 1s & logical 1ink between an interest and discipline as an
interest has an order to which the agent has to 'submit' if he is
to participate in it in'a disciplined way, for to do so would mean
that the agent will be engagifng. in the interest in 2_manner that

justifies his participation in that {nterest.

The most important question that P.S, Wilson poses.is: = why should
children have to 'go to school? Only*if there Were something
intrinsicaily valued in 'school, and only if we sent children there
because of it could it be morally as well as - edycationally

Justifiable to sdy that they shalld go.

Interests are central. e can justify compelling children t‘o go to
school 1f they are able to pursue activities relevant té their
interests. This - means - that they wmust see the point of
participating fn their interests in a way that.is appropriate to
the interest, and this could:mean submitting to the rules of an
interest in order to participate in ft for its intrinsic values
Wilson argues -in this way to gstabﬁsh that there is a logical 1ink.

between education and discipline.

His view -of discipline {is somewhat 1less conventional than
Foucault's. -Its implication for education is that a wide variety

of activities warrants inclusion in the educational curriculum, if
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it enables an individual to pursue activities appropriate to her
interests.
<y
Discipline is viewed by Wilson as a form of order. He says that
‘the way in which he is using the term discipline 'is that the
orderliness characteristic of §t is “internal” to the activity or
relationship in question'.23 He then adds that
Discipline, then, {s' educative order.  The word
£y "discipline' refers. always to the kind of order
involved in trying to:reach appropriate standards or B
follow .appropriate riles for engaging 1in.a *valued

activity.24

What is established very paiﬁstaking?ﬁ, but with admirable cogency,
is the view that djscigline: anid control are not the same thing,
though he fioes toncede that they are both forms of arder.

(l" 7

But the fm‘m'ﬁ of order of .cach are of a Jogically different kind.
Discipline is attained within an activity for reasons intrinsic to
the actiyity.  Control 1is achieved for reasons external to the
activity - Control s exercised when it 1s considered necessary to
get things done; discipiine implies the Jearning of a logical and
evaluative order which must be learnt {f the actor understands
‘what is involved in doing something'.25 Both discipline and
control are forms of compulsion, but the latter lacks the moral
dimension that is a feature of discipline. For its implementation

control {s dependent on force, which is either physical or
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psychelogical.

Where instructions are used to achieve discipiine they are of a
didactic nature, but when instruction is used for the purpose of
the attainment of control, it assumes the form of an order, which

is devoid of the didactic element.

It would appear that order is cprppatib?e with discipline., When

children see ‘the point of - the -establishment of order as a
prerequisite -for classroom activity, then they are responding in a
' disciplined manner. - 'To grder', in the sénse of the issuing of

- commands, is cowpatible with control and this occurs when children

fail to see the point of the need for order. The children respond
e obediently; - the teacher gains control, but the class ‘has not ¥ H

responded in a disciplined way.

B Unlike control, discipline is not evaluated against a pre-existing

! order. It lacks the regulative function that control has, and

“ disciplined activity 1is not directed at the appeasement of

e particular others.

AW It is Wilson's view that ‘The only kind of compulsion appropriate-
R to education, then, as opposed to schooling, is not that of control N £

B § and command, but that of discipline and instruction®.26 #

I now move to a third writer, Alisdair MacIntyra, who I believe has

a contribution to make regarding the concept of discipltine. i %
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MacIntyre does not make direct mention of the concept in After
Virtue, but there appears to be a notion of the said concept

implied in his conceptualization of a practice.

He says that =
A practice involves standards of “excellence and
obedience to rules’ as well as the achievement of
goods. ’76/ enter into a practice is to accept the
authori@ of those standards and thé inadequacy of my
own performance as judged by them. It is to subject
my own attitudes, choicles, preferences and tastes to
the standards which currently and partially define
the practice. Practices of cours€, as' I have just
noticed, have a history: gamevs, sciences and arts
a1l have histories. Thus the standards are not
themselves fmmune from criticism, but novetheless we
cannot be inftiated jrto a practice without accepting
the authority of the beést  standards realised so
far.27

I noted earlier that Maclntyre does not make d1r?ct reference “to
the concept of discipline, but the usé of ;’:hrases such as
'obedfence to rules', ‘authority of those standards', and 'the
inadequacy of my own performance', suggests that he would subscribe

to a view of discipline that is one of control and subservience.

I make this claim because obedience suggests passive unquestioning

T
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acceptance of the dictates of rules, .and if the standards of
practices have to be accepted as authoritative, then the
implication is that the practitioner 1s subservient to the practice
coricerned. Finally, - inadequacy . of performance is Judged by
existing standards, . and while ‘this 4s true, it is. rather
distressing to be cortinually reminded about personal failure to
approximate to estabiished standards within given activities, and
the dinger lies in’ the possibility of a sense of quﬁth of
activity creeping in, because, with the exception of a fev}, {érge

numbers of practitionars are considered to be faflures,

It must be:‘ob§e;r\;ed that=Maclntyre does not argue hinself into a
position that would support the above clajms, but what I have done
1s make inferences from the .pasition that he adopts régarding
practices, which may not be verifiable beyond -doubt, but they are

nevertheless possible.

To briefly sum up the views of the writers discussed, I will

present the crux of each of the writer's contributions.  For .

Foucault, discipline is a form of control. Wilson describes
discipline as a form of moral compulsion. Implied in MacIntyre's
conceptualization of a practice fs obedfence to rules to attain

discipline.

Michel Foucault, in his analysis of discipline as a form of

control, describes accurately what goes on in schools. Discipline
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is a form of control where authority figures are responsible. for
the implementation of the mechanism upon subservient subjects.
]

P.S. Wilson's view "is one which 'has central to.tts position the

‘child's interest. Children should be compelled to go to schoel. if

there they can engage In their interests. 1t fis morally and
educationally justifiable to compel them to go if the above
conditions are met, and in this way, though putibriefly, Wilson
establishes the link between education and discip) ii‘ne.

The two writers present quite different”views of discipling, While

some schools,

Foucalt presents a picture. of what happens

P.S. Wilson paints a picture of the, for nie, unattainable

educational utopia. -Foucault's ‘position' is. faritoo extreme and

of necessity should be eradicated from any institution .that is

concerned with education, while Wilsen's position is suggesuve of

unconstrained freedom, which could prove counter- producnve.

Howaver, while 1 do make the above-mentioned iobservations, -1
believe that the writers do not give an adequaté account of the
concept of discipline. They jeave out a vital dimension, which I

will now describe.

Discipiine 1s a form of control; it is submission to rules, and it
does encompass being obedfent to rules as well. But 1t is not onmly
these things. It s something else as well, which I will proceed

to describe.28 Discipline confers rights, circumscribed by
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practice. The rights are circumscribed by rules and practitioners
are guided by them. Therefore, in order for a person to attaina
discipiined performance in a practice, the person has to be guided
by the rules that confer rights upon him, that allow him to make
choices, that give him the right to make choices, from a number of

possibilities within the rules.

The rules do not give the individﬁﬂ the right to make the choice;
they: circumscribe the Timits frof which choice may be made. But
the right to exercise chojce is:related to our positions as
autonomous moral beings located in the good society of which it is
a prerequisite that autonomous choite is respected. As this s so,
it is accepted that an individua) has the right to make the -choice

when the occasion arises.

It will inmediately be noticed that. s/ ;conceptualization of
discipline is different from that of Foucadlti who analyses it as a
form of cantroly it fs different from Wilson's, who defines it as
an act of compulsion related to the submission of the individual to
rules, and it is different from what Maclntyre's possible idea
about obedience to rules in order to sttain discipline is.. My view
is one that clatms that a practitioner is guided by the rules, and
in being guided by the rules he has the right to choose From the

alternatives available within the rules.

What does it mean to be guided by the rules? Wbat does it mean to

rules, upon people who in turn are guided by the rules of the,
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have a right to choose from alternatives within the rules? I will
anewer both questions after I have clarified the use of the words

'rules' and 'rights'.

The sense in which I am using the word 'rules' js the sense in
Which G.J. Warnock uses 1t when he discusses ‘constitutive' rules.
He differentiates 'constitutive' rules from 'regulative' rules by
virtue of the difference of their application. ‘Constitutive’
rules create possibilities from which choice canm be exercised for
doing sdmething, whereas 'regulative' rules regulate a person’s
activity;  they prescribe how things should: be dorie, and they
demand compﬂance.29

When I talk about rights, 1 am not talking about a right to be
unhindered from doing something; = it is not a right to a thing, and
it is not a legal right. My use of the word ‘rignt' refers to a
right to do something, and in this instance doing something means

having the right to choose from a number of alternatives.

On the preceding page I posed twe questions which I will now
answer. The first question is what is it tu be guided by the
rules? To'be guided by rules means that one is not compelled by
them. Rule-guidance does not demand compliance as rute-following

does, and the {ndividual is not dictated to by the rules.

To {ltustrate what 1 mean I will present an example. The example

that 1 will use 1is sculpture. Scuylpture 1s  presumably
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circumscribed by rules. The rules that I am thinking about are
ruies relatéd to what is acceptable as sculpture; rules about what
passes. as. sculpture. -~ Gbviously the cutting of wood into blocks or
rectangles ‘is not sculpture,- but representation of objects by
chiselling stone, carving wood, modelling clay or casting metal

is.

It is clear then that while not just anything passes as.sculpture,
there is a large variety regarding what s accepted. So ‘in being
guided by the rules related to what s passable as sculpture, the
sculgitor has the right to choose the material that he will usé, and
he has the right to decide which implements are to- be used in
certain circumstances, though theve are certain tools that are wore
suitably used under certain conditions than others. In addition to
this, the decisfon about interpretation and expression is Teft

entirely to the sculptor.

In the activity described above the person has been guided-by the
rules and within the rules he has the right to do something. . He
has the right to wake choices, yet it is possible te perform in a
disciplined way 1in such .an activity. This s the additional
dimension of discipline to which I earlier referred and which

appears to be totally neglected in schools.

In schools guestions that are asked are 'does the child. authis
right, or should he have this right?'- And if. it is argued that the
child should have this right, then jt way be asked why he should
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have it.
My response. is that the debate centres upon whether it is better
for others to choose” for us or whether it is better for us to

choose for ourselves. :Also, another question that s asked in the

b . g school -situation 1is - 'when "is a -schoolchild old .enough to-“make
choices?' - As -a response to this I argue that what hust be borme in
mind 95 that the child is not expected to make choices from -an
infinite variety: of alternatives. His choices are Timited to a
specific number of alternatives, which in the first instance are ¢
circumscribed by rules. " Examplés of such activities which spring
to mind are painting, sculpture, games, dancing- (classical or
other), and désigning, (e.g. clothing). There: are definitely

similar other such activities.

“ In the types -of activities mentioned’ there. is room for error as
well and this @akes them different from.the formal disciplines. In
the formal disciplines there {s the clear distitiction between right
and wrong. 1In the activities { mentioned above it is possible to

incorporate error in the activity and it becomes part of the

practice. An example of this is where an error in the sculpture is

incorporated in the finished product.

L P.S. Wilson's account of the logical Yirk between discipline and

education is an interesting one, but he fails by not demarcating

Timits in terms of what is educational and what is not. Further,

- § theré is the need to see the point of participating in the activity

L . s R
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in a.way that is appropriate to the activity and the implication;
for me, s that the agent is rclegated to a position beneath that

of the activity.

Such an account fails to take cognisance of the role of the agent.
A person may in one instance perform a given -activity in a
disciplined way, but in another instance his performance of .the

same activity may be absent of discipline.

An activity has a_ structure éecu]iar to it, call ‘it its internal
organisation that makes if what Tt is. When a person performs that
activity in a manner thatj is suited to the internal structure of
“the activity, he is seen to have performed it in a disciplined

way.

This is not to say that the person's performance is dictated by the
internal structure of the activity. Rather, there is a coalescence

of the inert and the animate in a mutually disciplined union.

In this section I have looked at the views of Wichel Foucault, N
P.S. Wilson and Alisdair MacIntyre regarding the concept of
discipline. 1 observed that they operate with completely different
notions of the concept and I added that their notions did not give
a full account of the concept. I then argued that a more adequate
account of the concept becomes available when my notion is granted
recognition. The notion of discipline becomes more rounded and

compiete.

\ o e
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In Section 4 1 will undertake a critique of the commonly-held

notion of discipline.

Page 47




Page 48 -

SECTION 4 - A CRITIQUE OF THE COMMONLY-HELD NOTYON OF DISCIPLINE

Before 1 Taunch into my critique of the commonly-heid notion of.

discipline, I consider it appropriate at this stage to signpost for ,

R

the reader the stages through which my argument has proceeded.

&

In the first section I differentiated between a discipline, e.g.

o g
]

L8

mathematics, and ‘non-discipline’ activities. In the second

section I pointed out that academic disciplines ake concerned with

the search for the truth, whereas this is not, the case with
‘non-diseipline’ activities. 1In the third sectionil located the
déiiate within present views about the concept of'&iscipline, by 5
L} T

giving an exposition of the views of Michel Foucault, P:S. Wilsoh i1

and ATfisdair MacIntyre. y e

Inh this section I will develop a critique- of ‘the commonly-held

notion of discipiine by making some- observations regarding the
Y p commonly-held notion of discipline, i.e. that it is a form of
control oniy; I will look af the implications that emanate from
g this view and Pts consequences and I will compare and contrast my i
view with the accepted view.

As a reminder I must point out that I am opposed to the view that
° o claims that discipline is a form of control only. Such a view
o subscribes to discipline as a form of control that" coipels rulq.
o o H following., 1 do not deny that discipline does operate in this way,

R and 1 am not dismissing it from education as superfiuous. It does 4
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have a role to play if applied with certain reservatfons, What I
am arguing is that to conceptualise discipline in the way described
above as the only way .in which, the concept operates, is to give an
inadequate account of tt)'é concept. Discipline is not enly controt
throligh compitlsion by rifle-obedience; it is also practice through
ruie-guidance. This digtinction was discussed quite exhaustively

in Secticn 3, 4

Before proceeding with my argument, 1 wmust establish use of

terminology that will facilitate clearer aré\)ument.

1 will use the phrase 'cowmonly-held notion of discipline’ when I
refer to the view that supports the jdea that 1’& j.e. discipline,
is a form of control only; and I will use the phrase ‘my view'
when I refer to the idea that rule-guidance is being talked about

as opposed to rule-following, because the.commonly-held.notion of

‘ discip]ing/suhscﬂbes to a“potion of discipline as rule~following,

which appears to be opposed to my view of rule-guidance.

A Critique of Discipiine as Control

Conceptually the English * language can cater for one who
participates in an activity, one who is fnvolved in a practice, one
who produces a werk, in a disciplined way. However, the word is
very frequently misused and this confuses our understanding of

these 1ssues.
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Confusion, ‘1 believe, stems from. the-following. Firstly, it is an
outside cbserver, normally some type of senior or authority, who
casts jJudgment upon the subject's performance, and second)y: for
me, the subject becomes subjected te the activity that he perforns.
Let us take each observatien in turn. In education if a person is
engaging in an educational task his evaluator is usually in some
position of 'superiority'. It is that person who may decide
whethgr the task has been engaged:in in a disciplined way or not.
The sl;bject's viewpoint is tégally ignored, if it is sought at all.
Now, in meking his evaluation, the uvaluator may confuse a
mechznical performance with a disciplined performance, and so His

eva1u5tion wili be wrong.

The point that [ am trying to ,gstab]ish is . that if {ndividuals
slavishly follow rules in ali the activities that they pargicr‘pate
in, they then become slaves to rules;- they become ru\g-fo11wing
animals who perform activities in a mechanical way rather than‘in a

disciplined way.

1 have been using the terms 'mechanical' and 'disciplined’, without
saying what they are. I will do so now. For me 2 mechaniqal
performance of an activity s when the agent foilows the rules of
the act1vigy slavishly, without seeing the point of participating
in the activity, with the activity seen as being of instrumental
value. In this case participation in the activity in an
instrumental way means that his actions are directed at the

approval of external others, possibly an evaluator of sowe sort.
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Disciplined pey‘fov“mance. for me, wmeans seeing the point of
participating in the activity; ~participating in the activity for
its iAtrinsic value; performing the activity in a way appropriate
to it, for its own sake. In this case the agent wotld need  to
Jocate Herbst's opus3C in the activity which he is performing,

between ruié-following activities

“and T weke no distinction he
and rule-guided activities, tﬂ’ough I am jinclined to issue the
warning that the confusion discussed earlier s wmore likely to
arise where rule-following activities are concerned, because it is

in these instances that it is easier to te)l when & rule is not

being followed, and this is where the evaluator comes in.

This brings me to the next point that 1 would Tike to disguss.
Related to the concept of discipline in its commonly-held-notidn is
the idea of a disciplinarian. If appiied in the educational
sftuation, an avomaly then stems from the fact that we have a
‘diséiplinarian', one supposedly responsidle for the imposition of
. discipline, i.e. one responsible for the control fmposed, but we dd

Jnot have a 'disciplined".

We do have one who is disciplined by a disciplinaridn, e.g, when
dn‘equal power relations exist between theé one who wields the power
and ope who.-1s the target of that power, and we do have a person
who 1s disciplined in the performance of an activity. But there is
an iniquitous 1mplication that arises from the positions described
above ‘that supports what I said in my argument, and it is that it

is an invidious arrangement to have, in the educational situation,
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power relations that are unequal.

From the r‘emar\/,% made in the preceding paragraph it is possible to
i -

make  certain inferences, They are that people being educatedcan

only achieve “their objective if exposed to the 'type of discipline

described:above. People can only be educated under conditions of

contro} and supervigion.  Alternatively, if they are not being
y

cangro“,ed or supervised, i.e. disciplined directly, the discipline
assumes & Tess; expifcit manifestation, Its form isV ‘that. of . . v'/

'judgment', where the -persod  in .charge will decide whether -a =

i

disciflined performance of an activity has taken place or not.
& ’
This appears to be very much tike the sort of preparation one would

unidergo -1f - one werébeing trained as> an. unthinking, docile
® \ .

" automaton being prepared to stot into part of the socia

machinery withoit concern for the person: involved. But’

so; ~~what”is being discussed and -described is wha&_,,#gnes on. in i . k!
Schools and other stwilar, educational 1nstitutions hich “are K3
supposed to be in the interest of the individual.

What also goés on in these institutions f{s that communication is

from the top down. Children are ‘tajked at, rather than talked to.

In classrooms children wmust guess what the teacher wants -them to. ~
say; they must respond in a" way “that the teacher has pre- =l o
de:f;rmfned;‘ they must say that something is true, because someone i .

else has said that it is true. If not, they are not disciplined.
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My description of what goes on in schools should be cause for
a]‘arm. Are schools working in cuilusion with the ownership class,
ar are their interests primarily those of the children? If: the

second ‘part of the above ‘question i answered .in the affirmative,

then schools aré certainly setting about their task im:a most

peculiar manner.

A Critique of the Disciplines . S

My approach, though based on an attack on what goes on in schopls,

will take a different thrust now. It is different’ because I now

- : B . talk about.'disciplines’, those fields of study.that have logicaT
internal structures, and which are concébned with a quest for the

truth;” which are different from discipiine, the form of control.
. '«,'/

My approagh will be to challenge two established positions, one
anmentioned, and one dealt with in a previous section ¢f ny essay.
The two positions that I refer to are those adopted by Paul Hirst
and P.S. Wilson. But before I challenge the positions of the said

writers, 1 belfeve that it is necessary to reiterate my “stance so

that 1t will be possible to chserve our points of variance.

1 do believe that there is room for the commonly-held notion of

i : discipline in schools, with certain reservations of course. I do |

believe that there is a need to be exposed to the disciplines, e.g,
u ‘\: mathematics, in the educational process, but in each instance, as I

observed earlier, the agent is the subordinate. In the first

OV
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instance this is so because the authority figure responsible for
the - implementation of discipline is in a position of contrel over
the subject., In the second instance the agent is dictated to by
the rules of the discipline; he is compelled by the rules and has
to follow them slavishly 1f he is to be seen to have performed the
discipline in a disciplined way. ’

My view is that it is necessary for the subjéct to at least be

-elevated- in status to that of equal, if rnot isuperior; to the

activity, and this can be done if.the individual®participates in
activities that create scope for choice; Such activities would
have internal to their structure rules that serve the function of
guidance. The individual is then guided by the rilet and he”is
allowed to make cholces within the rules concerning how he will
participate in the activity. I chose to call such activities
practices, it will be remembered, and as examples of such practices

I suggested games, art and music.

The difference between discipline as control and disciplines as
school subjects, on the one hand, and ny conception of practices on
the other, becomes apparent. My view creates Scope for choice.

The agent is not prescribed to; he is not under control, and he is

not a rule-following animal. He is allowed to exercise. choice

within given parameters, but choice nevertheless it is.

In his article 'Liberal education and the nature of knowledge',

Paw) Hirst first sets out what he considers liberal education to

=
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be. He says that ‘a libera) education is, then, ane that,
determined in scope and content by knowledge itself, is  thereby
concerned with the development of mind'.31 It is different
from &n exclusively scientific -education, it is not vocdtional

education, and it is rot a specialist education of any sort.

tiberal education commits itself to exposure to what Hirst calls
the forms of knowiedge, They are mathematics, physical scientes,
human sciences, history, veligion, literature and the fine arts,
phifosophy and morals. And Hirst states that X
Acquiring knowledge of any form is therefore to a
greater or ‘lesser extent something that cannot be
done- simply by solitary study of the symbdlic
expressions of knowledge, it must be ledarnt frem a
master on. the job. HNo doubt 1% {s because the forms
vequire particular training of this kind in distinct
worlds of discourse, because they necessitate the
development of high critica) standards according to
complex criteria, because they ihvolve our coming to
logk &t experience in particular ways, that we réfer
to them as disciplines. They are indeed disciplines
that form the wind.32

What is at stake here is the question of whether it is possible to
only achieve a disciplined performance in what Paul Hirst terms
‘foris of knowledge'.33  Hirst appears to 1imply this in his

article, which appears %o be {n support of R.S. Peter's view about

N
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worthwhile activities. 1 am in disagreement with this view. . In
schools childrén. are exposed to a . selection from among .the
disciplines.  The disciplines that are used in schools are those
that allow measurement or evaluation in terms of performance.
Children are evaluated by their performance within the prescribed
disciplines.  Very often it fis; unstakenly assumed that those
children who perform well within ia discipiine ‘hdve performed in a
discipiined way. If a child excels in an examination within one of
the - subjects, J.e.  disciplines, it 'is. accepted that  -that
perfarmance is indicative of a disciplined performance, This s
not necessarily so. The child may have reproduced what was
requirgd of him in a manner that was devoid of discipline. " His
response Way ‘have been completely mechianical.- - I therefore argue
that measurable profiency  does not necessarily -indicate a
disciplined performance.
4

Rules do not -give a complete ‘description of an activity. A
disciptined performance escapes specification by the rules. One
cannot differentiate between a ‘disciplined player and an
i1l-disciplined one in terms of the rules of an activity, And it
is therefore my view that it is possible to perform in a
disciplined way in an activity that is not categorised as one of
the. ¢is¢iplines. Examples of such activities are ballet or soccér

or sculpture.

While Hirst demarcates activities that are apparently acceptable as

‘forms of knowledge', PiS. Wilson strays by not demarcating limits.
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I will challenge him on this issue, and then I will respond to his
claim that discipline is a kind of compulsion to which it is right

that one should have to submit.

I ‘observed that Wilson does not demarcate limits in terms of
activities that are educational, and the implication of this
extremely generous at{itude is that if the activity is an interest
of the individual it Ts wérthy of inctusfon -in the educatianal
programne, Wilson does ackndwledge that ‘the interests of children
are often childish and absurd", but one wonders how hé reconciles
this adnission with his view that a child should gé to school if it
is a -place where he can pursue his interests.. The problem with
P.S. Wilson is that one is unsure of what he wants iné!uded in ‘the
échuo1 curricuitm. He is not clear on this matter.

What Wiison fails to recognise, I beiieve, is ‘that activities have
;ocial traditions. They bave emerged in a social context and dre
interpersonal. Therefore, it is unacceptable that just anythifg
because it happens to be the interest of the individual, should be
consfdered to be educational. What happeﬁé if the individual s
interested in tiddly-winks or pea—éhcotiné?‘ I do realise that my
examples are absurd, but i{ is not inconceivable that there are
some people who do have such interests. What then? Do we include
such activities in our educational programme because they are the
interests of certain individuals? My response is a categorica} no!
Not Just anything goes, and I believe that the criteria should be

that the activities should have tradition$ and they should have

]
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histories of standards of excellence.

Wilson's next argument that I fntend to deal with is his claim that’
discipline is a kind of compulsion to which it is right to submit.

I do-agree, that dié;

plipe is a form of compulsion, but it s naot

orily -an act of compulsien, 1t-is something else as well.

Wilson.does not claim that discipline is only an act of compuision.
However, this is the way ‘in which he deals with the concept. in

Interest and Biscipline in Education, and as he does :not take-into ~

account -other dimensions that may be descriptive of this concepti I

am inclined to read him in this way.

-dpell “out what. this something else is- regarding. discipiine

“after 1 have undeﬁ;aken a-brief analysis -of the re];atinnsh’ip of.
discipline to rules, and it is.likely that my position will attain

greater clarity, . .

For its implementation discipline ultimately depends on rules. A -
person i§ seen to have performed an activity in a diﬁcip1~ined way
if he follows the rules. If he does not 'follow the rules, j.e. if
he breaks the rules, then he is sesn to have performed the activity

in an il11-disciplined manner. -

When students  in schools, or  elsewhere, are disciplined by

authority figures, the authority figures resort to rules for the

justification of the imposition of discipline. So what 4s

,' Fagurm
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happening heve is that those under control are indirectly compelled
by rules. They are compeiled by the rules of certain activitiés in
which they participate, and’ they are compelled by rules when they
are being disciplined by authority figures. - Here discipiine fs
certainly an act of compulsion, but as I remarked earlier, it is
not only this; it is something else as well. What this something
else 1s will be discussed in the ensuing paragrapﬁ. .
My claim &arlier was that for its -implementation - di'scipline
ultimately depends on rules. What if the rules-in thie case differ
from those described above? Rules that .guide differ from rules
that.dictate, ‘and my present concern is with rules that gquide. ‘
What.is the relationship between an activity circumscribed by riles
that guide, and an individual who participates in such an activity?
The first response is that the agent fis. guided by the rules
internal to the -activity., If this is so, that he is being guided
then what is impifed is that in being guided he is allowed to make
choices within the rules.of the ictivity. If choice is present,
and 1F it is possible to exerciée choice dnd still perform an
activity in a discipiined way then, for me, it 1is an obvious
dismissal of compulsion as a necessary component of discipline. In
fact, 1in_ the above context choice and compulsion are quite

incompatible; in fact they are actually diametrically opposed.

?ina11y, as part of my observations, I would like to note that the

phenomenon of innovation shows that it is insufficient to give an
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account of discipline only in .terms of something internal - to the
activity; - you.need something about the agent {subject} as well.
Fn: the .commonTy-held notion of discipiine we noticed that the agent
was relegated in status because he was a subject of control, acting
out of a need to appease particular others. My notion of
discipline elevates the agent in status to equal or superior to the
activity. The rules, applicable to md&}t activities, are in most
instances static. ~ That they do not undergo dramatic' change. over
timg §s- attributabie to the fact that. these activities have

identities, and if they change in their rules, they lose their

- identities.  But activities are not static in terms of what.happens

within them, within'the confines of the -rulés, and this .is where
the phenomenon of jnnovation appears. But innovation is -nothing
without the innovator, and this is why, in my concepiualisation of
discipline, the agent is given primacy of placey\;\ because he is
allowed to exercise choigé from among the ru\\?es, with. the
Tikelihood” of improvising. : 1 believe that my view of discipline
says mire about the agent' than does the commoniy-held notion, and,
if oily for this, I feel that we cannot. neglect to give it the
recognition that it deserves by creating space for its inclusion in

any progratme that {s considered educational:

Lonsequences of the Application of the Comwonly-held Notion of
Disciptine

From having made observations I now move on to implications of

strict adherence and iotal commitment to the commonly-held notion
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of discipline. After I have dane this I wil) question the '),faJ'lmty
of the 1’rf\p11sd belief that it is only possible to attaivj a

discipliped performance within a formal discipline, i.e. a form of

knpwledge.

b
The commonty-held notien of discipiine agcapcs‘ that discipiine '{'Es a

form of control. .In education/it 14 tﬁen accepted that the educ‘

an
i
is controlled by ap outside conjrolling force; a 'superior' hof

i v 4
some sort who has been placed: in Wuthority. Whether the person-is *

‘an. authority’ is an altogether different matter which we will nét

digress o discuss here. The educand, or subject, is involved. iy,

an unequal relationship, and particular situations will dictate how i

the subject responds in view of the presence of tﬁe'authority
figure... Put differently, it means that the subjecq"s\behaviour

will be.directed at the-approval of particular others<- In.such

ipstances the individual will. bej dispiaying - behavijour “that s
: I
heterocentric. i ;

i

R.W. WiTson makes the following distinction. i
For behaviour in terms of learned standards thse term
autocentricism 15 suggested and for behaviu‘ur in
terms of - situational demands the term, hetérocen-
tricism is suggested. Autocentricism is defined as a

condition where particular others are not cited as

the authority for behaviocur, where there is an
orientation to rules or principles; heterocentricism

is defined as a condition where particular others are
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citéd as .the authority for behaViour, where ‘there is

- an.orientation to others.34

e

A question which needs; to be asked.at this stage 1s: 'What are the

possible consequences of prolonged heterocentricism, as it is true

that subjecté will be exposed to the commonly-held notion of
discipline throughout their educational careers if cognisance is
not . taken of my view and attempts are not. made to ‘implement
it

One possible answer to the question posed above  is that it is
likely that prolonged heterocentricism could, lead to permanent
always cite others as the

héterocentricism. - The person will

authority for his behaviour, Permanent heterocentricism, for me,

is™tantamount to Pavlovian conditioning of human beings. But if it

=
is education that we are talking about, then it is reprehensible

that the likelihood of such a situation could arise, but -it can,
and it does, and we have got to guard against it. ‘

Another way of Tooking at the abave situation {s to acknowledge
that the hypothetical subject under discussion may never opérate as
an autonomous human being. The reader need only tuen back to
Section 1 to read the views of John White and R.F. Dearden on human
autonomy, and then she will recognise the invidiousness of the

position of the heteronomous subject.

The second implication that 1 indicated that I would deal with,
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that s associated with the commonly-held nation of  discipline, is
the implied belief that it is only.possible to attain a disciplined
performance withinva formal disciptine, i.e. a form of kriowledge, -

e.g. mathematics. 1 think that this is not so.

A discipline is such because of 1ts formal ¥nternal arrangement, so .

that proficiency in the performance of a discipiine is medsureable.
However, excellent -measureable proficiency ~does not necessarily .
indicate a disciplined performance of the activity. - It may be a <

mechanical performahce, and here again I must.reiterate the poift

made edrlier, that ft is insufficient to .give an account of
discipline only in terms of something internal to the activity;

yoil need something about the-subject as well.

A person may in ona ifistance perform an activity in a disciplined .
way, but in another instance his performance‘of the same activity i =
may be absent of discipline. An activity has a structure peculiar
to it, ¢all it its Yinternal organisation, that makes it systematic.
When a person performs that activity in a manner that is suited to
the internal strutture of the activity, he is seen to have
performed it in a disciplined way. This is not to say that the

person’s performance is dictated by the interna) structure of the C

activity; vather 'there s a coalescence of the inert and the : i

anfrate in a mutually disciplined union. The role of the agent is B

of vital importance.

From having looked at the implications of strict adherence to the B L
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corimoniy-held natfon of discipline and the possible consequences
thereof, I now want to finally challenge the views of. Michel
Fodetil

will uitimately be acknowledged that theré is another concept- B »:

and“P.S, Wilson regarding the concept, in the hope that it

ualization worthy of consideration.
¢ 4

Foucault's analysis of the disciplinary process. concluded in the
acceptance that it is a power rejation; a form of centrol, exerted
upon -peapie. Such a view would be suppobtive of the clajm that
discipline §s a fonn‘ of .. contro) . ¢frcumschribed by rules . of e

compuision.

. As was observed in Section 3 of this essay, ‘P.S.;‘n’ﬂsun develops an
intricate. argument through which. he final@}ly Tinks -education and
discipline. For the sake of brevity 1 wil‘f‘l sket¢h™his main ideas
only. . B

u
He dnitially asks why a child-shaild go to 1K‘.‘schuo'l and the answer is

thiat he should go; he is compelled to:go, lanly if the school is a

place where he is allowed to pursue his inferests, The element of

compulsion appears when the child is compelled to go to schoo)

because it 1s a place at which he may pursue his interests. His
interests are those activities in which hi; has seen the peint of : “
/ o participation in an appropriate way. Discipline is a kind of
K ' compulsion to which it is right that one should have to submit.

My inclination is to say that if P.S. Wilson formilates the concept
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of discipline in this way, then it would not be a form- of
misrepresentation to claim that he, too, would see the role of

rules as compelling and dictatorial.

1 have developed a view of discipline that §s different from that
described above. It is not radical, but it s different.
fiscipline confers rights, circumscribed by rules, upon people who
in turn are guided by the rules. § e
: i

People who participate in what 1 earlier called practices, have
rights,” as individuals, to choose the way in which th:ey will
perform within the rules of & specific practice. That practices
are circumscribed by rules serves to emphasse their historfes and
traditions, and the rules peculiar to specific practices make them
what they are; they retain their identities in this way. But in

being circumscribed by rules, it must be painstakingly noted that

the riles of practices serve as a form of guidance only. They do

net compel. This is the difference.
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SECTION 5 ~ CONCLUSION

To. summari{se, then, ny argument as it has proceeded, so that the
salient points may be placed in reljef, I will briefly present the

contents of each section.

In Sectien 1, my argﬁment proceeded as follows. 1 first presented
2 definition of the two meanings of the word 'discipline'. They
are a form of control, and a branch of instruction or Tearning., My
concern is.with both, as both. concepts of the word disciplihe have
oy

application in education.

Discipline, as a form of control, is implemented by an external
agency, and this creates unequal power relationships in the
educatiopal situation and it has not been established whether there
are moral grounds for the criteria ‘used in the fmposition of
discipline. All the time, within the process, the subject directs
nis behaviour at external agencies, and it is conceivable that

discipline is confused with associated or similar concepts.

As & result iof having continuously directed his behaviour at
particutar others, the agent has had his individuality eroded. He
has been conditioned to respond in a manner that will elicit
reinforcement from his evaluator, and this {s an fumoral situation,
where & human being has been denigrated to the Tevel of a
conditioned animal. Such & person has been robbed of his autonomy,

but 1 argued that it is desirable to be autonomous.

L
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My next move was to discuss 'the discipiines’, f.e. branches of
knowledge, as they are appifed in schools. Here a relationship
exists between .a child and an ‘object', .a school subject, a
discipiine. This, too, 15 a relationship of 'control', because it
demands conformity from the child because he has to comply with the
vules of the discipline, as faflure to do so will lead;to -personal

failure.

In Section 2. I -differentiated between .a discipline, i.e.
mathematics, and 1 explicated its forwal, intermal structure and
its internal organisation and logic. Then ! discussed ‘non-
discipline' activities such as music and art. My terininology for
the respective areas of concern were 'disciptine’ and ‘practice’

respectively,

Characteristic of a discipline s that it is concerned with
establishing the truthi. In order to establish the truth within a
discipline, one has to follow the rules. A practice, as !
conceptualise it, is not concerned with establishing the truth. It
is concerned with disciplined performance, but in order to perform

in a disciplined way in a practice one is guided by the rules.

1 demonstrated that it is possible to attain a disciplined
perf.rmance in  ‘non-discipiine’ activities which I called
practices, and 1 argued for their inclusien in the school
curricilum on equal status with the disciplines, because they .do

have a dimension that is unavajlable in disciplines, and it is the

ol e
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potential for inacvation.

Section 3 was utilised to locate my views about 'discipline' within
the present debate about the concept. I did this by giving an
exposition of the views of Michel Foucault and P.S. Wilson, and I
'drew Alisdair Maclntyre into the discussion as a result of ‘his
conceptualization of a practice. According to Foucault's analysis,
discipline is -a form of power which facilitates centrol. For
Wilson, discipline and interest are inextricably interwoven. If a

child has a particular interest, the child will participate in the

interest in a way that Jjustifies -his participation in  that
interest, and his discipline derives - from ‘the moral compulsion
implicit in the interest, without consideration of how the interest

may prove to be of instrumental value. - ‘y’

1 observed that Alisdair MacIntyre does not make direci reference

to rules, but in his discussion of -a practice he uses certain .-
phrases  that suggest, I remarked, that he would subscribe to
discipline as a form of control and subservience,

I then presented my conceptualization of discipline against the

above-mentioned background. Discipline confers rights, circum-
scribed by rules, upon people who in turn are guided by the rules

of the practice. The rights are circumscribed by ruies and

practitioners are guided by them. Therefore, in order for a person 4
to attain a disciplined performance in a practice, the person has

to be guided by the rules that confer rights upon him, that allow £




Page 69

him to make choices, that give him the right to make chojces from a

number of possibilities within the rules.

- The wost important difference between 'my conceptualization "of

d1sc‘2"ph‘ne and the commonly-held notfon, s that ay view

‘encapsulates -rule-guidance as opposed to rule-following, and I

argued that it is possible to attain a disciplined performance in
activities jfhat are rule-guided.

i "
Observations were made by me tegardl‘ng the commonly-héld notion of
discipline, implications related to this view were considered and
Tts consequences were assessed in Section 4. I then compared and
contrasted my view with the commonly-held notion of discipline: T
continied this section by .arguing that™if individuals slavishly
follow rules in 231 the activities in which they participate, they
then become slaves to rules;  they become rule-following animals
who perform activities in a mechanical way rather than in" a
disciplined way.

4

Disciplined performance, for me, means seeing  the point  of
participating in the activity; participating in the activity for
its intrinsic value; performing the activity in a way appropriate

to it, for its own sake.

1 then discussed the deleterious effects of having a diSciplined
performance controiled by & disciplinarian, where, in places such

as schools, children Tabour under unequal power relations. There
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they  are relegated to a ‘position of inferiarity to the formal
digcipiines I claimed that my conceptualization of discipline
related to rule-gh\'dance etevated the subject to equal or superior

to the activity, .a position much more desirable than the former.

Finally; 1 staked'a claim for the inclusion of :rule-quided subjects . e 1

in the educational curriculum, as it is my belief that if we are to W

counter the effects of the school ‘production line' by producing T
critical,’ free-thinking, unfettered minds, -the educational process

will have to be planned to this end. . i

It is my view that it is an i}lusion to believe th&i: a methed of

axfomatic 1instruction will eventually ~lead  to. creative "and

evaluative thinking.- The mind becomes manacled by the method of

axjomatic instruction, and s incapable of escaping from the

fetters of its effect when it is expected to do sa. In order for a B
person to develop creative, critical and free thinking, the
individual should be allowed and encouraged to do so within the

structure of her educational programme. "

The manpner in which education is presently structured,” with its o
SRR obsession with the commonly-held notion of di‘scip’line and its )
emphasis of the disciplines in curriculum design, destroys any
possibility .of producing, as an end product of the process, an

individual who is canable of creative, critical and free thinking.

1 would 1ike to quote, at length, from Meil Postman and bhar!es
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Weingartner, on what learning takes place in schools, and what .
messages are transmitted: 'M
Passive acceptance is a more desirable response to

ideas than active criticism.

Discovering knowledge is beyond the power of students
and is, in any case, none of their business.

Recall is the highest form of - intellectual
achievement, and the collection of unrelated ‘facts'

is the goal of education. =

The voice qf authority s to be trusted and valued
more than! ir iseendent judgement.
One's own ideas and those of one's classmates are
inconsequential.
* Feelings are irrelevant in education.
There is always a single, unambiguous Right Answer to
2 question. "
English is not History and History is not Science and
Scierice is not Art and Art 1s not Music, and Art and
¢ #isic are minor subjects and English, History and
Science are major subjects, "and a subject fis

something you ‘take' and, when you have 'taken' it, i\

you have 'had' it, and if you have 'had' i, you are
imaune and need not take it again. {The Vaccination v

Theory of Education?}35, {(Own Emphasis.) @

In view of what has been said above, one. is then to ask whose +
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interests. are being promdted in schools and other educational
institutions? Certainly, with things as they are, it cannot be the ﬁ
interests of the recipients of what 1‘5 called ‘education'. If it o
is education that §s under discussion, then something . has gone
amiss with its process- ang objectives, and I think that it k’shmﬂd

more suitably be called instruction, or something else of a similar

nature.

People - being schooled3®  are passive recipients of knowledge i

instead of active producers of krowledge.. Learning is being told

‘what happened jnstead of being a happening in itseif. As this is |

the case, how then is education to create people who can think for

;themselves, by themsefves, about - issues -that affect - :them !

iindividually and as part of the human collectivity? B : .

Our training in educational institutions equips us with a smug

acceptance of our dinability to think. We transpert this

;"‘ B debilitating condition into other realms of our. lives, where
g o 5 1 authority is unguestioningly accepted; - where we are afraid to ; -
?: S eipress personal preferences, opinions or views, where others, ?}

ostensibly better qualified, make choices for us. It has become so
bad that we even allow '‘others' to make decisions for us.  This is
especially to be observed in the political sphere where people
regard the casting of a vote as synonymous with the exercising of a

political right.

This has got to stop, and the places that are .ideal for introducing
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change are gducational institutions, which have the advantage of a

* large captive audfence over an extended period of time.

At these places people should be encouraged to think. Space must
be created within the educational curriculum te facilitate personal
choice and decision-making and hopefully, as a .result of having
been allowed or rather encouraged to éxercise these faculties, they

will rightfully become part of our natures.

An unthinking being accepts his lot in life. He is incapable of
indulging in leaps of the wind that will allow him to question the
status quo, by comparing what is with what should -be, and what
could be. He docilely vegetates in his condition of hibernation,
upconcerned about how his 1ife has been mapped for him, and is
equally unconcerned about his contribution as a human being to his
\‘mmediaté community or society at 1arg§.

Schools, within the educational structure, are particularly
culpable of some of the .more serfous charges. of .stifling

individualism and stifling the mind.

There are ajternative possibilities available to schools. They
have available, for choice, open or closed systems in education., A
closed system of education accepts that there is only one correct
answer; an open systeim accepts that there are various
possibilities as answers. As consequences of these systems, we

ejther have open- or closed-system thinkers. Sadly, because of the
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way schools are structured, -the emphasis 1is on closed-system
education, - and the consequence is a plethora of cilosed-system

thinkers.

In the classroom the teacher is both Jjudge and arbiter. How is it
possible under such conditions to encourage free speech; which I
believe is considered by the good society that underpins nmy
argument to be the inalienable right of every human being, as.long
as it is not used in a mamner that is slanderous or hyrtful to-the
next person? Because free speech is- not encouraged in scheols,
Postman and Weingartner observe that 'children become ventrilo-
quisers, speaking with the voice of the authorities'. The whole
performance “then becomes a sham. The domipant mode of action in
schaoals {s pretence. Teachers pretend that what they are dofng is
education, and children pretend that what they are receiving is
education. Pretence Jeads to.alienation from .the true task at
hand, and it ultimately becomes unattainable.
1

My vreformulation of the concept of discipline is an open challenge
to the way disciplfne fs conceived of and applied in schools.
Schools apply an accurate though Yimited notion of the concept. My
earnest request is that they extend the notion of discipline to
incorporate my view, and, 1f this is done, we will need a
reformulation of the educatiopal process as a whole. What are some
of the changes envisaged? The wost important charge that I
anticipate is the introduction of rule-guided activities on a par

with rule-following activities. Instructors, be they teachers or

..
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professors, should see education as a part of a process in which
they are engaging, rather than as a finished product which they are

dispenéing. Commuinication should not be from the fop down, it

should be on a horizontal plane, with each communicant partici= P
pating. in the dialogue, on an equal footing. Learhing must become

a happening, it must be a right to do. We must. become active

producers of knowledge. The recipients of education must be given
the rght to voice their opinions, expfess their views, air their
preferences, -apprové or disapprove, make choices, make decisions, ”

follow their inclinations that stem from desires, express

themselves fraely on matters that they choose to. discuss, question
R the pronouncements of authority figures, especially when -such
persons -are  in* authority, but they are not necessarily

s 'authorities', with-a view to seeking clarification on matters.

My 1ist is certainlﬁ‘ not exhaustive, but it covers sufficient
ground and lays bare the limitations and restrictive role .that

education plays, especially in view of the fact that it is closely

: linked to the commonly-held dotfon of discipline. The corrwnon'lyj

R . field notion of discipline is the cornerstone of virtually all
education planning and Jmplementation. Education, as it is

I conceived today, is built upon such foundations. It Js time that

“ we rock the edifice, then, hopefully, we will be undertaking the

G B true task of education and it is to educate. k




1)

2)

3

4

5

o

7

«©

9

22

Page 76

HOTES:

The Concise Oxford Dictionary - 6th Edition. London: Oxford
University Press, 1976,

Ibid.

White, - John. The Aims of Education Restated. London:
Routledge & Kegan Paul, 1982,

Dearden, R.F. ‘'Adtonomy and Education' in Dearden, Hirst and

Peters ({eds.), Education and the Development of Reason.

London: Routledge & Kegan Paul, 198Z.

Refer to Alisdair Macintyre's use of the word ‘practice’ in

After Virtue, pp.177-178,
UNISA Study Guide, Geographical Analysis, -1980.
Maclntyre, A. After ¥irtue. -London: Ouckworth, 1981,

Pitkin, H.I. 'Learning Language Games' in Wittgenstein and

Justice., Berkeley: California University, 1978.

In the chapter 'Literature and Literary Study‘,: in Theory of

Literature, the writers make the foliowing point: "While

physics may see its highest triumphs in some general theory

b o ala




10)

1

=

12}

13)

14)

1

18)

19)

Page 77

reducing to a formula electricity and heat, gravitation and
Tight, no general law can assume to achieve the purpose of
Titerary study: the more general, the more abstract and hence
empty it will seem; the more the concrete cbjects of the work

of art will elude our grasp’. {p.18.)

Alisdair Maclntyre wakes this point din his discussion” on

practices in After Virtue.

Foucauit, M. Oiscipline and Punish. London: Lane, 1977:
Ibid, p.137.

Tbid, p.137.

161d, p.138.

1bid, p.143.

1bid, p.182.

Ibid, pp.170-171.

1bid, p.172.

Ibid, p.176.
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ibid, p.179.
1b1d, p.182,
Ibid, p.192.

Wilson, 'P.S. Interest and Discipline in Education. London:

Routledge & Kegan Paul, 1971.

Ibid, p.79.

1bid, p.77.

1bid, p.92.

Hacintyre, A., op. ¢it,

My discussion in this section is greatly influenced by Robin
Barrow's chapter on Rights in Moral Philosophy for Education.

London: Gearge Allen and Umwin, 1979,

For further discussion see C.J. Warnock on Rules, Chapter 4, in

The Object of Morality, London: Methuen and Co. Ltd., 1971,

in his paper ‘Work, Labour and University Education', in The

Philosophy of Education, Oxford: OUP, 1980, R.S. Peters (ed.),

P. Herbst makes the following distinctions between work and
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Tabour:

... education is work rather than tabour, and that to educate
well s to work, as well as to teach people to work.

‘.. Work is conceived to be a spacies of unalienated action

Tabour is activity tending to alienation.

'The product of work is works. 1 am sorry that the only
available English word is so weak and colaurless. 1 shall use
the Latin word 'opus' instead. The opus, as I conceive it, is
the point of the workman's work; - if the opus is well done, he
has not worked in vain, I shall argue that in order to work
well, a workman needs to love or value that at which he works
and if so, he aims at good workmanship. The excellence of an
opus” will Dbe sharply distinguished from {ts instriental
goudness, and in particular, -from its propensity to procure
satisfaction for consumers. At the same time it is not denied
that in objects which belong to a télic species, what counts as
their excellence may depend on their telos.'

'Work need not similarly causp or give us pleasures; congenial
work on the contrary is a pleasure. The .pleasure cansists in
doing the work, .mot ih some consequence, or state of mind,
produced by the work. The pleasure of labaur on the other hand
(if any} {s always exgriasie to it.'

'Activities conceived . as pleasure-producers are labour.
Activities conceived as happiness-constituents are works”

'Work 1s non-contingently related to its product.'... 'Labour

is contingently-related to its product.’

sy )

Fat:
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31) See Hirst, P, ‘Liberal education and the nature of knowledge'

32)

33)

34)

35)
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in Education and the Development of Reason, op. cit.

ibid. < i
Ibid.
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R.M. Wilson makes the discussed distinctions in his article

‘Some . comments 0p stage . theories of moral development': in

Journal of Moral Education, Vol. 3.

This extract.is taken from Teaching as a Subversive Activity by
Neil Postman and Charlées Weingartner. In part of ay
conclusion, i.e. Section 5, I -am greatly indebted  to the

writers for the views I express there.

My essay is not concerned with the distinction drawn between
education and schooling and o have focussed ypon it in the
text would have resulted in side-tracking of the main issue,
f.e. that the concept of discipline is distorted in education.
My argument that discipline is distorted in education is not
dependent upon establishing a clear and presumably crucial
distinction between. aducation and schooling, as the distinctien
is anything but clear or universaily agreed upon. My claim is
that there are institutions that claim to {fmpart education,
whatever their conceptualization of education may be, and in

imparting what they consider education to be, they distort the

e - a
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" distinctions bgtween educdtion and schocling.  The articleg
that 1 have read for this essay, which deal with the difference’
between education and Schoc]ing, a\fe iisted below. What they
have in comnon is the claim that education and schooling arjey{fpf
a logica'lw differént patureh Education is a concept, whereas
schooling is a process of 'a certain sort. ATso;==the writers

Visted below accept that schools do not educate.

The"articles are:

1) Phillips-Griffiths, A. Extract from ‘A deduction of
universities', in R.D, Archambault (ed.), Shilosgphical
Analysis and Education. ‘Lonﬁon: RKP, 1953. ST

éarruw, R. The Philasophy of Schooling. Brighton:

2)
Wheatsheaf, 1981. -

3) Pateman, T. 'Can ..schools educate?' in Journa]ﬁ
Philosophy of Education. Vol. No. 2, November 1980,

4) white, J. The Aims of Education Restated.  Londen:

Routledge & Kegan Pau?, 1982.
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