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Foreword 

The reader, and particularly the subject specialist, will agree that adolescence 
is among the most interesting and challenging phases in human life. Every 
aspect of the adolescent's development seems unique; and although for the 
purpose of discussion these aspects are dealt with in separate chapters here, 
the adolescent must be seen as a totality. Particular attention is paid to the 
adolescent's physical, cognitive, affective, social, conative and normative 
development. Each of these chapters is concluded with an overview of the 
pedagogic implications for the educator. 

Apart from the above aspects, which are dealt with from a psychopeda-
gogical perspective, some critical aspects are also considered from a 
sociopedagogical perspective. Street children, drugs, sexually transmitted 
disease, abortion, unemployment and juvenile delinquency are just some 
of the critical phenomena that are subjected to scrutiny. Subject specialists 
in the sciences of criminology, social work, sociology and psychology, which 
are marginally implicated in the subject matter under review, would be well-
advised to take cognisance of the contents of this book. In line with the 
increasing prevalence of interdisciplinary approaches this constitutes a further 
opportunity to exchange and utilise information. 

Theories and approaches espoused by authorities in the abovementioned 
areas of specialisation are considered in the relevant chapters. The follow-
ing are a few examples of the subject matter that is intended to introduce 
the reader to the leading researchers in the fields concerned. The approaches 
to cognitive development of prominent specialists such as Sternberg and 
Feuerstein are discussed. The contributions of Mead, Rogers, Sullivan, 
Havighurst and Erikson and others on personality development are consi-
dered, as are the significant contributions of Maslow and Ausubel on moti-
vation. In addition, contributions made by Kohlberg, Peck and Havighurst 
on normative development are subjected to appraisal. 

The book is written in an easy, flowing style and should be a definite asset 
on any bookshelf. The subject specialist will benefit considerably from the 
contents. 

Prof A Olivier 
Unisa 
1994 
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2 The Adolescent 

The purpose of this book is to introduce the reader to the adolescent. To 
this the automatic response is likely to be: 

'But I know adolescents. They belong to the age group between the childhood and 
adult years. They may not be children, but they cannot be called adults either' 
or 
'I am one myself 
or 
'My child is an adolescent' 
or 
'My grandchildren are adolescents' 
or 
'My neighbour's children are adolescents' 
or 
'I teach adolescents at school'. 

Unfortunately adolescents' chronological age group, and the fact that they 
are in the development stage between childhood and adulthood, are just 
about the only facts about adolescence on which there is general agreement. 
For the mother of a young street child adolescents may be people who have 
already gained independence from their parents, whether out of fear or 
necessity, or whether by dint of coercion from the parents or rebellion on 
the adolescent's part. Adolescents in this category earn their living in crea-
tive and sometimes criminal ways and hardly ever visit their parental home. 
In turn, teachers of young gang members may experience adolescents as 
highly politicised, aggressive and violent rebels with no respect for adults, 
whose daily lives are fully occupied with waging the struggle against the sys-
tem. For the father of a teenager living in an affluent suburb the adolescent 
is the extremely active, highly emotional person who shares his house and 
whose weightiest concern is the results of the latest test taken at school, or 
whether the family car will be lent to him for the evening, or the size of his 
monthly allowance. In some countries adolescents are in the forefront of 
battle while in others they experiment with drugs and sex and dabble in 
the occult. Some adolescents go through a period of intense storm and stress 
while others experience their adolescent years as placid and free from seri-
ous emotional and social problems. Some parents plead for the franchise 
to be extended to 14-year olds while others doubt whether it is safe to allow 
a 14-year old to attend a party on his own. 

Clearly, therefore, although most people have some idea of who and what 
the adolescent is, perceptions of adolescents differ radically and are largely 
determined by people's respective frames of reference and their experience 
of adolescents in their cultural and social setting. Although adolescents all 
over the world have certain features in common, sweeping generalisations 
are clearly out of the question. The aim of this book, therefore, is to examine 
some of the developmental tendencies that adolescents have in common, 
to shed light on general problems that emerge during adolescence, and, where 
possible, to refer specifically to the South African situation. The emphasis 
is on what is generally observable, that is, on what is normal or ordinary. 
As you read on, think about the behavioural tendencies you generally 
encounter in your dealings with adolescents; consider how they differ from 
or correspond with the representations in this book, but try to be sensitive 
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to the differences between adolescents within the same cultural group and 
between adolescents of different cultural groups. 

1.1 The period of adolescence 
The term 'adolescence' derives from the Latin verb adolescere, meaning 'to 
grow up' or 'to grow to adulthood', thus referring to a development phase 
in the human life cycle that intervenes between childhood and adulthood. 
Efforts to link a specific chronological age to this phase are rendered difficult 
by major cultural differences. It also appears that the age at which adoles-
cence begins is declining while the duration of adolescence is increasing. 

It is not particularly difficult to identify the onset of adolescence in an in-
dividual, because it is marked by clearly discernible physical and physiolog-
ical changes. During puberty body growth accelerates, the reproductive 
organs become functional, sexual maturity is attained and secondary sexu-
al characteristics appear. Determining the end of adolescence is more difficult, 
however, since it is characterised by less conspicuous changes than puberty. 
Unlike the onset of puberty where physical development is the main criteri-
on, a variety of social, legal, psychological and economic criteria are applied 
to determine the end of adolescence. 

From the social perspective adolescence ends when the individual assumes 
such adult roles as matrimony or parenthood. In South Africa adolescence 
ends legally when the adolescent is able to vote (at the age of 18), attains 
majority and no longer needs parental consent for his actions (at the age 
of 21), and accedes to independent contractual competence and liability (also 
at the age of 21). Psychologically adolescence ends when the person attains 
certainty of identity, can be emotionally independent of his parents, has 
developed his own system of values and norms, and can enter into adult 
relationships based on love and friendship (Thorn 1990). If economic con-
siderations are taken as criteria, adolescence ends with the individual's abil-
ity to live by his own means and follow a successful occupation. 

In addition to the divergent criteria for determining the end of adolescence 
the individual also has to comply with certain culturally prescribed norms 
for adulthood before the end of his adolescence will be generally recognised. 
In the more traditional communities as represented, for example, by some 
black cultures in South Africa, the individual has to pass through certain ritual 
initiation procedures to gain social recognition as an adult. In Western society 
today the period of adolescence is considerably longer than in traditional 
cultures since the typical Westerner is reaching puberty at an increasingly 
younger age while the period during which he is forced to remain financial-
ly dependent on his parents is being extended by conditions prevailing in 
the complex industrialised society to which he belongs. Periods of training 
required to start an occupation are also growing longer for the same reasons. 
De Wit and Van der Veer (1982) note in this regard that the onset of adoles-
cence is a physiological phenomenon while its end is culturally determined. 
The more complex the relevant culture and the more exacting the demands 
imposed on its members by adulthood, the longer the adolescent phase will 
be. 
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Although it is difficult to delimit the adolescent phase in terms of chrono-
logical age, it is generally accepted that it starts between the ages of 11 and 
13 years, and usually ends between the 17th and 22nd years. This period 
can be subdivided into early, mid- and late adolescence. In this book adoles-
cents are deemed to be people who would normally form part of the secondary 
school population. 

In the past the adolescent years were normally referred to as a period of 
storm and stress, and the adolescent was regarded as an individual racked 
by inner turmoil. Attention was usually directed toward adolescents' 
problems. Most contemporary researchers, however, have altered their 
perspective on the adolescent phase and no longer simply classify adoles-
cents as rebels who are in conflict with their parents; nor are their lives necess-
arily seen to be fraught with great tension, disruption and impulsive action. 
Nevertheless it cannot be denied that adolescence is a difficult phase during 
which many different changes take place in all domains of becoming. 

1.2 Framework for the study of the adolescent 
The becoming and development of the adolescent are studied in the light 
of activities required for maturation and different domains of becoming. 
Although the different maturation activities are not explicitly dealt with in 
other chapters of this book, they are always implicitly present whenever be-
coming and development are considered. By contrast the domains of be-
coming are treated separately in the following chapters. Here a brief summary 
will be given of the maturation activities and the domains of becoming. 

1.2.1 Maturation activities (activities associated with 
becoming adult) 

As indicated, adolescence is a development phase during which increasing 
progress is made towards maturity. This progression is characterised by 
certain activities known as maturation activities or as categories in terms 
of which adolescents can be studied from a psychopedagogical perspective. 

1.2.1.1 Meaning attribution 

Meaning attribution is integral to being human because every person wants 
to know, understand, recognise and do things. People are constantly con-
fronted by people, things, objects, ideas, themselves, and so on, on both 
an abstract and a concrete level. In order to orientate themselves in this world 
and construct a steadily expanding life world, they have to attribute mean-
ing to everything they encounter. 

Meaning attribution is an activity requiring total personal commitment. 
It always has a cognitive or logical dimension (differentiation, integration, 
comparison, memorisation and so on) and an affective dimension (experienc-
ing of emotion). The activity entailed by the logical dimension is known as 
denotative meaning attribution. In attributing denotative meaning to a dog, 
for example, a child may describe it as a hairy four-legged animal with a 
tail. Understanding and communication is made possible by this attribution 
of logical meanings. 
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The activities associated with the psychological dimension are known as 
connotative meaning attribution, which has its origin in the fact that individu-
als are always involved in meaning attribution as totalities rather than as 
mere cognitive or logical beings. Meaning attribution is therefore invariably 
coloured by affective (feeling-related), conative (will-related), normative (norm 
and attitude-related) and other individual attributes. For example, a child 
who dislikes dogs intensely may describe a dog as a barking, smelly and 
messy animal that drops hair wherever it goes. Such a description is clearly 
characterised by the child's connotative meaning attribution. This feeling-
related dimension of meaning attribution is sometimes so dominant that 
it obscures the real, logical meaning. If the connotative dimension 
predominates it may confuse meaning, which can induce anxiety in the per-
son concerned. 

1.2.1.2 Involvement 

Involvement is the psychic vitality with which a person pursues and realises 
his or her meaningful goal. The intensity of involvement (also called motiva-
tion) is observable in the intensity of the person's attention and interest, as 
well as the person's degree of perseverance and commitment, the amount 
of practice the person puts in, and so on. Involvement therefore refers to 
a person's inherent, inner drive or need to attain to maturity and to learn. 
This drive is present to a greater or lesser extent in everybody. The adoles-
cent is inevitably involved in discovering and attributing meaning to aid his 
progress towards maturity. 

Involvement is not a passive state but one which is associated with, and 
precipitated by, action. It leads to identification with an object, event or per-
son with a view to obtaining additional knowledge and information. Involve-
ment therefore requires some measure of functional knowledge (meaning 
attribution), as a person cannot become involved in a matter about which 
he knows nothing and in which he has no interest. This propensity to action 
and functional knowledge, which signifies involvement, also entails con-
traction of relationships. The quality of relationships indicates an emotional 
experience of fear or pleasure, success or failure, and interest or indifference. 

1.2.1.3 Experience 

As indicated in the previous paragraph, meaning attribution entails becom-
ing involved in relations, a process that continues as new relations are formed 
and existing ones extended. Attributing meaning to and involvement with 
a particular situation, object or some other entity entails affective experiences 
of some kind. A feeling is the means whereby a person assigns meaning 
or value to the situation he is experiencing. The experience of a feeling is 
therefore a subjective action by means of which a person assesses or evalu-
ates a situation by placing it on a continuum extending from pleasant (ela-
tion, success, satisfaction) to unpleasant (sorrow, failure, disappointment). 
The experience of a pleasant feeling in the form of success, for example, 
will heighten the intensity of the person's involvement and the extent of his 
meaning attribution, with the result that he will be more motivated to be-
come and remain involved in the relationship formed. 
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The feelings people experience cause them to attribute meaning to and 
experience situations in a unique, distinct or personalised way. Van den Aard-
weg and Van den Aardweg (1988:83) note in this regard: 'What I know 
another may know, but what I experience is unique to me.' 

1.2.1.4 Self-concept formation 

The self-concept is the concept or image a person has of himself, and is 
unique, personal and highly meaningful to the person concerned. As such 
it is the core of a person's personality, which is why people protect it by 
every means at their disposal (Van den Aardweg & Van den Aardweg 1988). 
Mwamwenda (1989) maintains that the self-concept is a person's way of 
perceiving himself and that the perception may be either positive or negative. 

Vrey (1979) distinguishes three interdependent components of the self-
concept, namely identity, action and self-esteem. Identity comprises self-
identity or self-knowledge, that is, whatever a person knows about himself 
(see chapter 6). In other words, identity is the answer to the question 'Who 
am I?' (see chapter 4) and comprises the meanings a person assigns to him-
self. For example, T am a boy in standard eight. My name is John.' Action 
denotes the occurrence of an event in terms of which a person evaluates 
his self-identity. These actions elicit reactions from other persons that are 
important to the person concerned, and the reactions may be either posi-
tive or negative. For example, T am John in standard 7, and I am stupid.' 
Self-esteem is a self-evaluation made by a person whereby his self-concept 
is constituted. 

When people evaluate their own achievements and actions they do so sub-
jectively because other people's reactions to their achievements affect their 
self-evaluation. 

Among the results of unrealistic self-concept formation are an unenter-
prising disposition, a sense of inferiority and reluctance to become involved 
in the learning event. Pronouncements made by adolescents with a low self-
concept include the following: 

'I am too fat; I hate myself. 
'I am too stupid; I just can't do well in a test'. 
'My parents don't love me: they don't care about me'. 
'I have no friends'. 
'Nobody likes me. I am worthless'. 

These unrealistic self-evaluations indicate the need for the presence of an 
adult who can assist the adolescent. Vrey (1979) asserts that educational as-
sistance is an indispensable means of discovering meanings and of assisting 
adolescents to form a positive self-concept. 

People's self-concepts develop gradually as they pass through a variety 
of stages from infancy to adulthood. Self-analysis and self-criticism intensi-
fy during adolescence when adolescents struggle with the question: 'Who 
am I?' (see chapter 4) and continuously measure themselves against the 
norms and values of society. The standards of friends and of the peer group 
become a particularly important yardstick for self-appraisal. 
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The elements of the self-concept are reflected in Figure 1.1 below: 

Figure 1.1 Self-concept 

Normative / \ 
self / \ 

/ Physical 
\ self 

'-concept 

/ Cognitive 
\ self 

Social \ / 
self \ / 

The relative importance of these elements may differ from one person to 
another, but the whole is always affected by the evaluation of specific parts. 
Fluctuating circumstances and other people's reactions influence the main-
tenance and change of a person's self-concept (Gerdes et al 1990). 

1.2.1.5 Self-actualisation 

Self-actualisation subsists in people's deliberate efforts to realise their full 
dormant potential, which they cannot achieve unless they are intent on and 
actively participate in their self-actualisation with educational assistance (Du 
Toit & Jacobs 1989). 

Vrey (1979) believes that people have to rise above the immediacy of 
apparent limits of time, space and their physical abilities if they are to achieve 
self-actualisation. This ability to transcend an immediate situation enables 
children to appraise themselves critically and to analyse and evaluate them-
selves. Adolescents have a growing ability to conceptualise ideals and objec-
tives that they would like to realise at a future date. 

Maslow (1971) notes that the self-actualising person is fulfilling his poten-
tialities in the act itself, that educators should help children to become the 
best they are capable of becoming, and that the basic driving force behind 
all human behaviour is the need for self-actualisation (see chapter 6). The 
need for self-actualisation only becomes a top priority, however, once all 
other needs have been satisfied, at least to a reasonable extent. He further 
notes the following conditions that must be met in order for children to realise 
their full potential and thereby become self-actualising people: 
• human models worthy of emulation 
• principles and ideals to choose from 
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• well-ordered value systems on which children can found their philosophy 
of life. 

Rogers (1965) notes that everybody should be allowed to become involved 
in actions that represent the best possible opportunity for success on the 
individuals' part so that they can become efficient in their own right. Children 
cannot attain to full-fledged adulthood unless they realise their potentiali-
ties. No-one can ever achieve ultimate self-actualisation, however, as it is 
a continuous process in the course of which people constantly transcend their 
own limitations. 

Meaning attribution, involvement, experience, self-concept formation and 
self-actualisation are conditions for maturation that are closely bound up in 
a dynamic relationship that can be represented as follows: 

Figure 1.2 Conditions for maturation 

Significance attribution 

Experience 
Self actualisation Involvement 

(Source: Jacobs & Vrey 1982:31) 

The combined effect of meaning attribution, involvement and experience 
leads to the forming of the self-concept, which in turn is crucial for a person's 
self-actualisation. 

1.2.2 Domains of becoming 

This book examines adolescents in their totality as individuals in the sense 
that they are regarded as complex beings with intellectual, emotional and 
social qualities, among others, which develop in different ways, at different 
rates and at different times of life. To facilitate study the different facets are 
singled out and grouped into different domains of becoming, each discussed 
in later chapters of this book. The following domains of becoming are iden-
tified: 
• physical 
• cognitive 
• affective 
• social 



Introduction 9 

• conative 
• normative. 
Although these domains are separated for discussion purposes, they can never 
be separated in real life. Adolescents' becoming and development in the phys-
ical, cognitive and affective domains, for example, take place as an undifferen-
tiated event in which they are involved as indivisible persons. Development 
in one domain influences that in others, and the same goes for problems. 
For example, an unwanted pregnancy (physical) can cause scholastic 
problems for a girl (cognitive), which may lead to serious social and emo-
tional problems. It is therefore pedagogically unsound, for example, to treat 
the physical or cognitive development of the adolescent as an independent 
entity on the assumption that it is completely unrelated to other domains. 
In studying one domain its close ties with other domains must never be lost 
sight of. The following is an overview of the main domains of becoming. 

1.2.2.1 Physical development 

Physical development concerns the growth of the body, changes in the 
proportions between different parts of the body, and changes in the inter-
nal structure and functioning of the body. Important aspects of the adoles-
cent's physical development include the growth acceleration or growth spurt 
that occurs during puberty, the development of primary and secondary sexual 
characteristics and motor development. The influence of early or late bodily 
development on adolescents' other domains of becoming and their ex-
perience of their body image, menstruation, erection, ejaculation and nightly 
semen emissions, the breaking of the voice and the appearance of acne all 
form part of the study of the adolescent's bodily development. 

1.2.2.2 Cognitive development 

This domain of becoming is linked to all other aspects of people's abilities 
to become knowledgeable. It is a wide and complex domain that encom-
passes such aspects as the formal-operational phase, intelligence and 
intelligence measurement, development of thinking skills and creativity. 
Adolescents' cognitive ability is closely linked to their sensory apprehension, 
their communication with other people and their general ability to process 
information. 

1.2.2.3 Affective development 

Adolescents' affective development is a wide-ranging subject that includes 
emotional development as well as personality development and identity and 
self-concept formation. Although the last three matters are not directly rele-
vant to a study of adolescents' affective development but are properly con-
cerned with the overall becoming of adolescents, they are covered in this 
chapter for the sake of completeness of the study and because adolescents' 
personalities and their experience of themselves exert a major influence on 
their emotions, and vice versa. Subjects dealt with in this chapter are person-
ality development, identity acquisition, self-concept formation and self-
actualisation. Adolescents' affective development is considered in some detail, 
as are some attendant problems. 
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1.2.2.4 Social development 

Adolescents' social development generally encompasses the changes in their 
relations with other people and the influence of society and specific persons 
on the individual. Special attention is devoted to adolescents' relations with 
their parents, siblings, teachers and other adults, as well as with peer groups 
and friends. Interesting subjects broached are parental styles of exercising 
authority, adolescents' striving for independence, conflict between adoles-
cents and their parents, peer group formation, role division in the peer group, 
peer group pressure and conformity. Adolescents' relations with friends of 
the same and the opposite sex are also subjected to scrutiny. 

1.2.2.5 Conative development 

Adolescents' conative development depends on their will or inner drive to 
achieve a particular goal. Their will is therefore a dynamic force that carries 
them towards the realisation of a goal. Conative development involves such 
matters as motivation, aspirations, choices and decision-making. Adolescents' 
conative development is characterised by the greater psychic vitality with 
which they pursue and realise significant goals. They become increasingly 
independent in their choices and decision-making. This need for autonomy 
and independent decision-making often leads to disagreements between 
themselves and their parents, and also between themselves and other adults, 
such as teachers. Important aspects of conative development that are dis-
cussed include intrinsic and extrinsic motivation, making choices and espe-
cially making a career choice. 

1.2.2.6 Normative development 

Normative development is a key aspect of adolescents' overall development. 
It bears on both the conative (will-related) and the cognitive aspects of their 
development and is influenced by their progress towards independence and 
identity. It is also linked to both the moral and the religious development 
of adolescents. The normative development of adolescents therefore entails 
an event whereby they acquire values and norms that enable them to dis-
tinguish between behaviour that is regarded as 'correct' and 'acceptable' or 
'wrong' and 'unacceptable' by members of their community and cultural 
group. Subjects that are broached in studying this domain include moral and 
religious development. 

1.3 Education situation 
Education is a universal phenomenon in human societies and is unique to 
human beings. Education is therefore the enterprise entailing the involve-
ment of an educator with an educand to assist the latter's progress on the 
way to adulthood. 

According to Van Rensburg (1988) 'situation' in this context refers to the 
entire complex of relations requiring action. It can also be seen as experience 
of the real world. The education situation can never fill a person's whole 
life world, but always remains a segment of it. 
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The primary education situation is the situation between the parent and 
the child or adolescent and the secondary education situation is the situa-
tion between the adult (educator) and the child or adolescent (the educand). 
It is the activity whereby an adult helps, supports, and accompanies a child 
with a view to making him psychologically independent and therefore a 
worthy member of the society concerned. Together the different components 
of the education situation, namely time, space, educator, educand, educa-
tion contents, educational goal and education act constitute the education 
situation (Van Zyl 1977). 

1.3.1 Parties involved in the education situation 

At least two persons, namely the educator and the educand, are present in 
the education situation. 

1.3.1.1 The educand 

According to Van den Aardweg and Van den Aardweg (1988) the educand 
is a person who has yet to attain adulthood, which includes all age groups, 
including infant, toddler, preschooler, primary schooler, adolescent and post-
school youth. 

In this book 'educand' refers specifically to the child in the adolescent 
phase, which is the phase between childhood and adulthood. 

Langeveld (1952) believes that the child is someone who wants to be and 
become someone in his own right, an aspiration that comes into its own 
in adolescence when the child realises that he must and can become some-
one. For being and becoming what they should be and become, adolescents 
are dependent on the assistance, support and guidance of educators. The 
adolescent is brought to responsible adulthood through such a mutual rela-
tionship. 

1.3.1.2 The educator 

It is incumbent on the educator, who is independent, self-reliant, supportive 
and helpful, to make the educand aware of the task awaiting him, and to 
assist the educand to perform this task competently (Van Rensburg 1988). 
The educator accompanies the child in the exploration of its life world. 

Educators can be differentiated into primary and secondary educators. 

Primary educators. The child's parents or their substitutes are regarded as 
primary educators, as they bear the primary responsibility for the child's 
bodily, psychic, mental and social well-being. Family education lays the 
foundation for all later education (Pretorius 1979). 

Secondary educators. Normally children's teachers are regarded as the secon-
dary educators. The school's task is to take over the task begun by the fami-
ly and to supplement it with instruction and education. Sonnekus and Ferreira 
(1979) note in this regard that the teacher as educator has the task of 
unfolding the influences of the human life world by various means so that 
the learning child will benefit from these on his way to worthy maturity. 
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Other secondary educational institutions besides the school are the church, 
youth associations, initiation schools and the like. The role played by secon-
dary educators varies from community to community and from culture to 
culture. 

Education is an action that continues throughout life although the educa-
tional assistance (rendered by both primary and secondary educators) 
changes as the child grows up. Ultimately the educand must assume respon-
sibility for being in the world. 

Schematically the educational process can be represented as follows: 

Figure 1.3 Educational process 

Child 
dependent 

(Source: Vrey 1979) 

1.3.2 Educational climate 

The educational climate is generated by the conditions under which the edu-
cator and the educand actually meet (Jacobs & Vrey 1982). The main com-
ponents of this climate are the following: 

Love. The parent-child relationship is founded on love. The teacher as a secon-
dary educator also displays love for the child, which is consistently recog-
nisable as affection, rapport and self-sacrifice. For the child love is the purest 
and most selfless expression of humaneness. Adolescents do not expect 
mollycoddling love from educators; rather they want respect, and children 
who do not receive love and respect experience the world as harsh and un-
forgiving, with the result that they display resentment against anything and 
everything from an early age (Van Zyl 1973). 

Knowledge. A loving relationship between two persons cannot truly begin 
before they know each other. The educational climate therefore calls for a 
relationship founded on acquaintance. Parents must know and understand 
their children, and must be intimately involved with their problems and their 
achievements. Secondary educators must accompany the child further on 
his educational path and must therefore be acquainted with the educand 
in his world, with the world of the adult, and with the method of accom-
panying the educand. Similarly the educand must know the educators in order 
to love them, while educators must instil a sense of security if they are to 
be accepted by the educand. 

Care. To become acquainted with each other the educator and the educand 
must care for each other. Educators give the child more than food and 
clothing. 

Educational assistance 

ndent self-realisation 

Primary 
school child 

Adult 
independent 

Secondary 
school child 
(adolescent) 
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Respect. Respect is exemplified in active concern and, as a sign of mutual 
goodwill, in deferring to each other's best interests (Vrey 1979). It is also 
exemplified in educators' loving the child for its own sake, that is in giving 
the child's personal dignity its due. 

Trust. Love entails trust, which is a prerequisite for healthy and satisfactory 
interpersonal relations (Vrey 1979). Mutual trust is a particularly prominent 
feature of the relationship between the educator and the adolescent edu-
cand. Adolescents who know that their educators trust them will do every-
thing in their power to retain such trust because it gives them a sense of 
security and the confidence to accept the challenge to reach out to things 
and people and broaden their horizons (Van Zyl 1973). 

Responsibility and authority. Vrey (1979) asserts that educators accept respon-
sibility for their educands' maturation because they love them. In turn edu-
cators inculcate a sense of responsibility in their charges. Adolescents already 
have a well-developed capacity for acting responsibly and taking responsi-
bility for their choices and actions. 

Authority is integral to responsibility. The educator himself or herself has 
to bow to authority and in turn accompanies the educand towards accepting 
authority (Van Zyl 1973). Responsibility and authority are therefore inherent 
in pedagogic situations. 

When the educational climate is disturbed amicable acceptance is com-
promised, and mistrust and disingenuousness harm the prospects for 
effective education (Jacobs & Vrey 1982). The onset of adolescence is often 
marked by disturbance of the educational climate, which results in conflict 
between educator and adolescent educand. Often this conflict is temporary 
so that eventually the relationship between educator and educand effectively 
becomes one between adults. Van Zyl (1973:193) notes in this regard that 
the superfluity of the educator, which signals the end of the educational 
relationship, also indicates that over a number of years a relationship based 
on mutual trust between an adult and a child has developed into one of mutual 
respect between two adults. 

Some key concepts concerning adolescence were explained in this chapter. 
A framework was provided for the study of the adolescent phase, and the 
educator, the educand and the education situation were examined. Brief refer-
ence was also made to the different domains of becoming in terms of which 
the development of the adolescent can be studied. The discussion of the 
adolescent's development in these domains mainly centres on the changes 
taking place in his thinking, relations, emotions, personality and the like. 

Some fundamental changes in the physical, cognitive, affective, social, 
conative and normative development of the adolescent take place univer-
sally, while others differ from one individual to another, depending on the 
relevant social context. For example, whereas for some adolescents the onset 
of puberty heralds a period of storm and stress, it is the beginning of an 
exciting road to adulthood for others. 

A thorough knowledge and understanding of these changes is essential 
for those dealing with adolescents, whether they be teachers, educational 
psychologists, social workers or youth leaders in churches or cultural organis-
ations. This knowledge and understanding must proceed not only from the 
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most recent findings about adolescent development, but from the individual's 
own observation of that which is characteristic of the adolescent's own culture 
and society. 

Some of the universal changes taking place during adolescence are dealt 
with in the following chapters. The reader is likely to find that his or her 
own convictions and experience are in conflict with some of the observa-
tions made, and consonant with others. In the course of the book, there-
fore, the reader is confronted with his or her own preconceived ideas about 
the adolescent, as well as with those that are generally current in other cul-
tures. Readers must therefore constantly ask themselves what they should 
know about the adolescents they deal with, and for whose education they 
are responsible, so that they can accompany their charges meaningfully and 
with empathy and understanding on the road to adulthood. 
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The first phase of adolescence, in which sexual maturation becomes evident, 
is called puberty. The word 'puberty' derives from the Latin pubertas, meaning 
'age of manhood' (Coleman & Hendry 1990). Van den Aardweg and Van 
den Aardweg (1988) also refer to the puberty phase as preadolescence and 
assert that this is the period during which an individual's reproductive or-
gans become functional and secondary sexual characteristics develop. 

In most children the onset of adolescence or puberty is marked by a growth 
spurt and a whole range of pubertal changes that are divisible into external 
bodily changes and internal physiological changes. Most children evince a 
clear increase in body height and mass, as well as changes in bodily propor-
tions. In addition subtle changes occur in their nutritional needs and diges-
tive processes, their motor capabilities and skills, and their strength and 
endurance. 

Tanner (1973) notes that in some instances the adolescent is a fascinated 
or even shocked observer of these changes in her body. She consciously takes 
note of these changes and assigns her own meaning to them, which pro-
foundly influences her experience of and involvement with her body. Her 
experience of these changes is often characterised by feelings of wonder, 
pride and joy as well as feelings of uncertainty, shame and aversion. The 
meaning attached by adolescents to pubertal changes and therefore to their 
bodies depends to a considerable degree on such factors as early or late bodily 
maturation, menstruation, erection, ejaculation and nocturnal emissions, 
acne, obesity and so on. 

The drastic and rapid change of the body, in concert with the above factors, 
frequently occasions problems and stress for the adolescent. She is acutely 
aware of her body and worries whether it will develop naturally and 
acceptably. Irregular growth or asynchronism causes awkwardness and the 
adolescent frequently seems unco-ordinated and all arms and legs. The first 
menstruation can be a traumatic experience for a girl who is not prepared 
for it, while nightly semen emissions, which are beyond his control, can be 
a source of shame, humiliation, uneasiness and guilt feelings to a boy. Both 
sexes are upset by the appearance of acne because of the adolescent's sen-
sitivity about things that affect her appearance. Obesity, which tends to be 
not only a general result but also a cause of negative psychological factors, 
can also damage the adolescent's self-image. 

The adolescent has to learn to express and seek fulfilment of her sexual 
needs in a socially acceptable way so that her sexuality will render a posi-
tive contribution to the development of her identity. Her new-found sexuality 
also has to be integrated into her interpersonal relationships. 

In order to develop a sense of identity the adolescent must accept the 
changes in her body and integrate them to form a unity. Moreover, she has 
to retain a sense of continuity, that is, the feeling that she is still the same 
person (Mussen et al 1990). The particular way in which the adolescent 
perceives her body - whether distorted or not - may therefore have im-
portant psychological consequences and may impede or enhance the form-
ing of her self-concept, which is also influenced by what she considers to 
be other people's perception of her. This is why the adolescent finds it 
extremely humiliating to be the butt of jokes about her clumsiness, appetite 
and so on. She is particularly concerned about the impression she makes 
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on her peer group, and therefore conforms not only to the social behaviour 
of the group, but at times also to their norms with regard to physical 
appearance and accomplishments. The degree to which the adolescent meets 
these criteria often determines how the group will behave towards her and 
how she will perceive and evaluate herself. Accordingly people are probably 
more acutely aware of their physical appearance (body image) during their 
adolescent years than at any other time of their lives, and this awareness 
probably exerts an influence on the forming of their self-concept that is 
without parallel in the course of their lives. 

The characteristics of the physical growth of the adolescent and its influence 
on her overall development are discussed in this chapter. From this discus-
sion it will become apparent that various problems may arise from the adoles-
cent's physical development, and that these may exert a negative influence 
on her cognitive, affective, social, normative and conative development. The 
implications of physical growth and change for the educator in his educa-
tion of the child are therefore also discussed. 

2.1 Characteristics of the physical growth of the 
adolescent 

2.1.1 Accelerated growth during adolescence 

The growth acceleration occurring during adolescence is typical of the 
pubescent period and the onset of puberty. During this period various changes 
taking place in the child lead to reproductive maturity. Pubescence gradually 
shades off into puberty, the point at which reproductive maturity is reached. 
The pituitary gland plays an important role in the onset of pubescence. 
Physical changes start when the hypothalamus, an area at the base of the 
brain, stimulates the anterior pituitary gland to secrete somatotrophin (growth 
hormone) and gonadotrophin (a sex hormone). The activating hormones 
released by the pituitary gland activate most of the other endocrine glands 
so that they in turn release their respective hormones into the child's system. 
These hormones include the sex hormones, testosterone for males and 
oestrogen for females. These hormones stimulate the forming of sperm cells 
and ova (eggs) respectively and are responsible for the development of the 
secondary sexual characteristics in boys and girls. The activating hormones 
of the pituitary gland also co-operate with other hormones, such as tyroxin 
and cortisol, to promote the forming of bone and muscle. All these hormones 
interreact with each other and thus accelerate growth. 

Hormonal changes result in a rapid increase in body length and mass, while 
bodily proportions also begin to change. The growth acceleration starts 
between the ages of nine and a half and 14 and a half (usually from the age 
of ten) for girls and between the ages of ten and a half and 16 (usually about 
12 or 13) for boys, and it lasts approximately two years (Papalia & Olds 1990). 
Girls reach their mature body length approximately two years before boys 
so that between the ages of 11 and 13 they are usually heavier, taller and 
stronger than boys of the same age. Boys catch up, however, and after a 
more intense growth spurt than girls they in turn are taller than girls of the 
same age. Most boys reach their mature length at approximately 21 years 
while girls do so at about 17. 
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The adolescent growth spurt affects practically all skeletal and muscular 
dimensions, but to varying degrees in different parts of the body. This causes 
the clumsiness, awkwardness and generally poor co-ordination that is so 
typical of adolescents. After the growth spurt the balance is usually restored. 

The growth rate during adolescence is influenced by genetic, endocrine, 
emotional and environmental factors. Under optimal environmental and 
emotional circumstances the genetic and endocrine factors will be decisive, 
however. The growth rate and the onset of the growth spurt vary for differ-
ent children, hence in secondary school it is not unusual to find flat-chested 
girls among well-endowed, physically mature young women, and thin, wiry 
boys among broad-shouldered and bearded young men. This variation is nor-
mal since the period within which the physical development of adolescents 
occurs extends over six to seven years. 

One of the main manifestations of hormonal changes in the child's body 
is the development of primary and secondary sexual characteristics. 

2.1.2 Primary and secondary sexual characteristics 

Primary sexual characteristics are evinced in the sex glands and the organs 
directly involved in propagation. In boys these take the form of the penis, 
testes, prostate gland and seminal vesicles, while the female counterparts 
are the vulva, vagina, uterus and ovaries. During the growth spurt these 
organs enlarge and mature. 

Secondary sexual characteristics definitively distinguish adults from chil-
dren and the outward appearance of women from that of men. These charac-
teristics include male facial hair, female breasts, axillary (armpit) and pubic 
hair, and other less conspicuous characteristics, such as changes in skin 
texture and voice. 

For girls the single most distinctive secondary sexual characteristic is usually 
the budding of the breasts. The nipples become larger and more prominent 
while the areolas, that is the pigmented areas surrounding the nipples, also 
become larger. The breasts themselves are cone-shaped at first, but in due 
course they assume a more rounded shape. Boys may also experience a tem-
porary enlargement of the breasts, a phenomenon that is regarded with 
undue concern. 

A change in body hair becomes evident in adolescence. In places that were 
covered in silky down before, dark pubic and axillary hair appears. Whereas 
boys usually await the first signs of facial and chest hair in eager anticipa-
tion, girls are usually dismayed at the appearance of isolated facial hairs or 
hairs around the nipples. 

During the adolescent years the skins of boys and girls change from the 
smooth, tender skin of a child to the coarser and oilier skin of adulthood. 
This change is caused by sebaceous glands that secrete an oily substance 
that can cause acne and blackheads in both sexes. The voices of boys as 
well as girls deepen, mainly due to the growth of the larynx and partly, 
especially for boys, to the production of male hormones. 

Although the ages at which these changes become apparent can differ con-
siderably from one child to another, the sequence in which they occur can 
be predicted with reasonable certainty. The sequence of pubescent changes 
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is given in table 1.1, which shows the order in which some standard physical 
signs of pubescence can be expected to appear for both girls and boys. 

Table 1.1 Sequence of pubescent changes 

Girls 

Initial enlargements of breasts 
Straight, pigmented pubic hair 

Kinky pubic hair 
Age of maximum growth 
Menarche 
Growth of axillary hair 

Boys 

Beginning growth of testes 
Straight, pigmented pubic hair 
Early voice changes 
First ejaculation of semen 
Kinky pubic hair 
Age of maximum growth 

Growth of axillary hair 
Marked voice changes 
Development of the beard 

Although these characteristics denote sexual maturity they are not essential 
to sexual functioning. Reproductive maturity is frequently only attained later 
in the course of becoming. For girls, who may be pubescent from the age 
of nine, the average age of puberty is about 12. Boys, who can be pubescent 
from the age of 11, reach puberty much later (generally at 13 to 14). 

2.1.3 Motor development 

The development of stamina, strength, motor ability and co-ordination in 
middle childhood continues during adolescence. The adolescent's bones 
harden and increase in density while her muscles become stronger. At the 
onset of puberty, marked by rapid and uneven growth, certain types of co-
ordination deteriorate, as do balance and agility, with the result that at a 
time when the ability to impress members of the opposite sex appears to 
be at a premium the adolescent is tormented by the most uncharming clum-
siness. This clumsiness soon disappears, however, and the adolescent 
acquires excellent motor skills, being capable of impressive physical feats 
evidenced by the fact that Olympic champions can be as young as 13 to 15 
and are not much in evidence beyond the age of 26 to 28. 

Although some adolescent girls excel in sport during puberty, most girls 
tend to become less active, possibly because they temporarily experience 
themselves as clumsier than in their childhood years or because in some 
cultures sport is regarded as less important for girls than for boys. They may 
also be more self-conscious and embarrassed in the presence of others. 

2.1.4 Secular trend 

In many countries the age at which children reach puberty and maturity is 
decreasing and the height reached at maturity is increasing. This tendency 
- known as the secular trend - is especially common in developed countries 
such as the United States of America, Western Europe and Japan (Papalia 
& Olds 1990), and is attributed to healthier diets, better medical services, 
improved sanitation and fewer childhood diseases due to immunisation 
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(Sarafino & Armstrong 1980). However, in America, for example, this tend-
ency has declined lately to the extent that it seems as though some of the 
elements of maturity have reached a genetically determined limit, and that 
factors such as better nutrition are unlikely to bring it any lower (Papalia 
6L Olds 1990). 

The secular trend is less pronounced in underdeveloped countries. In South 
Africa with its social and economic diversity this trend has probably not yet 
peaked. Although certain population groups are showing signs of earlier 
sexual maturation, a large part of the population is reaching puberty later 
than in most Western countries owing to poor nutrition and unhealthy living 
conditions. 

Although earlier maturation of the child indicates that she is growing up 
in better conditions, this phenomenon may cause problems for her, for 
example in that bodily and sexual maturation may outpace psychological 
development. Early physical maturation confronts today's adolescent with 
feelings and temptations that, in the previous century, occurred at a later 
age when the child was psychologically better equipped to cope with them. 

2.1.5 Early and late development 

The age at which the adolescent reaches puberty influences her overall devel-
opment, but more particularly her affective and social development. 

Early development: Boys. On the whole early development has a variety of 
beneficial results for boys. Adolescent boys who mature earlier look older 
and are assigned certain responsibilities that would otherwise not be 
entrusted to them. Because their bodily maturity is more advanced than that 
of their peers they incline more towards performing well in sports and 
accordingly they can earn leadership roles that give them a high status 
position in their peer group. Adults also have a better opinion of their 
capabilities and tend to treat them as equals. They are more active socially 
and tend to become involved with girls more readily. Boys whose bodily 
maturation advances more rapidly than that of their peers commonly dis-
play the following personality traits: 
• they display better self-control 
• they are self-assured 
• they are realistic and practical 
• they display socially acceptable behaviour 
• they are capable of laughing at themselves (Mussen et al 1990). 
The self-concept of these adolescents naturally tends to be better than that 
of adolescents who mature later. In later life they usually retain these advan-
tages, although the differences between them and the late developers tend 
to diminish. 

Early development is also attended by some disadvantages for boys, 
however. They have less time to enjoy the freedom of being a child because 
they are confronted by responsibilities that may be too great for them at 
the time. Their emotional, conative and cognitive development does not keep 
pace with their rapid physical development. Some lapse temporarily into a 
sombre mood during which they tend to be less inquisitive, more anxious, 
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more subservient and less active than their peers. The reason for this could 
be that they choose to be less conspicuous (Monteith et al 1988). Early 
maturers also tend to avoid problem solving or new situations unless urged 
(Mussen et al 1990). Livson and Peskin (1980) maintain that they appear 
to approach cognitive tasks cautiously and timidly, with preference for rules, 
routines and imitative action. The advantages of early development outweigh 
the disadvantages, however, where the child comes to terms with the bodily 
changes. 

Late development: Boys. The main advantage of late development is that the 
boy has more time to develop emotionally and is therefore better able to 
adapt to changes in his body. They also have more time to enjoy the free-
dom of being a child. Late developers seem to compensate intellectually for 
their physical tardiness, and are accordingly described as more insightful 
and inquiring than early maturers (Manaster 1989), with the result that in 
adulthood they are more inquisitive, display more social initiative, and tend 
to be more resourceful in solving problems. 

According to Monteith et al (1988), however, the disadvantages of late 
development in boys outweigh the advantages. They feel inadequate, rejected 
and dependent as a result of their comparative lack of physical strength and 
adeptness, and they often experience sex-role doubts. Accordingly these boys 
tend to be less physically active, more restless and less popular. Some are 
domineering and rebellious and are labelled accordingly as the cocky type. 

Early development: Girls. Early development is generally less advantageous 
for girls than for boys. Among the main advantages are the fact that they 
attract attention from the older boys, go out with boys at an earlier stage, 
and consequently are accorded more prestige by their peers. They display 
a better self-concept, get on better with their families, are generally better 
socialised and display more self-confidence and less anxiety than late 
maturers. 

One of the disadvantages of early development is the fact that the early 
maturer may not be emotionally ready for the social demands of hetero-
sexual relationships. Moreover it is unpleasant for a girl to be taller than her 
peers in cultures where girls do not wish to be physically large. Dissatisfaction 
with size and weight is therefore more common among early maturers (Cole 
& Cole 1989). Early maturers also tend to have somewhat less emotional 
stability and self-control. They are more likely to get into trouble with adults 
because of increased truancy, smoking, drinking and defiant behaviour and 
may have fewer years of schooling (Magnusson, Stattin & Allen 1985). 

Late development: Girls. In a society that prescribes slimness and elegance 
for women, girls who mature late have the advantage that they need not 
be concerned about their length and weight. They also have more time to 
develop emotionally so that they can cope with the changes in their bodies. 
The fact that their physical development keeps pace with that of boys in their 
class, because boys generally develop later than girls, also makes it possible 
for them to establish heterosexual relationships with their male peers. 

Relatively late puberty can be a negative experience for girls, however, 
because such girls are generally less satisfied with their appearance, have 
a greater need for acknowledgement than early maturers and in some 
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instances are jealous of the social successes of girls who began to develop 
before them (Smart & Smart 1973). 

Although the advantages and disadvantages of early or late development 
are clearly indicated in the literature it is risky to generalise about its impact 
on the experience of the adolescent. Every child is unique and will assign 
a unique meaning to her physical development. Educationists should be alert 
to the experience of the adolescent whose physical development is far ahead 
of or behind that of her peer group. 

2.1.6 Body image 

The adolescent's body image (ie her perception of her body) is associated 
with her sense of her own worth and is determined by her experience of 
how others see her. Aspects of her physical development, such as early or 
late development, sexual maturation, acne and obesity are therefore critical 
factors in the forming of her body image because they change her attitude 
towards her own body, which in turn impacts psychically on her self-concept 
and personality development. The new experience of sexual awareness raises 
questions, not only about male and female sex roles, but about the self and 
the body in relation to peers and others. The questions 'Who am I?' and 
'What do I look like?' are therefore critical for the self-concept of the ado-
lescent. 

Three types of physique can be distinguished: 
• Ectomorph: Tall, thin build 
• Mesomorph: Normal, average athletic build 
• Endomorph: Compact, chubby build. 
Adolescents of the Western culture generally prefer the ecto- and meso-
morphic type of physique (Monteith et al 1988), but according to Siann and 
Ugwuegbu (1980) the endomorphic type is preferred by South African blacks. 
Culture exerts a strong influence on the perception of what constitutes the 
ideal physique. It can be expected, however, that in due course persistent 
exposure to an image portrayed by the mass media as the ideal physique 
will influence the black South African adolescent's conception of what it 
means to be ideally proportioned. This media image is unrealistic, however, 
and completely unattainable by most teenagers. 

If the development of the adolescent's body does not conform to that of 
her peers in every detail, or to the model prescribed by society, she may 
regard herself as unattractive and experience her body as unacceptable, in 
which case her personality development will be hampered. As body image 
is closely related to self-concept, most adolescents who regard themselves 
as unattractive and therefore have a negative body image also have a negative 
self-concept. By contrast, the adolescent who regards herself as attractive 
is better adapted, happier, more successful, more self-confident and more 
of an extrovert than her less attractive peers (Boshoff 1976). 

2.1.7 Menstruation 

The age at which girls start menstruating (menarche) varies considerably 
because it is determined by genetic and other factors, such as economic cir-
cumstances and, more particularly, standards of nutrition. The average age 
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for the onset of menstruation is approximately 12,8 years (Thorn 1990; New-
man & Newman 1986; Freiberg 1987), but some girls start at a much earlier 
age. 

To the adolescent girl menstruation means much more than a physiological 
change in her body; rather it is a symbol of sexual maturity, of her future 
status as a woman and a mother. Accordingly, the most important impact 
of menstruation is made on the young girl's sense of herself as a female 
and the influence this has on her future sense of identity and on her sexuality. 

Girls experience the onset of menstruation differently. In some it instils 
a sense of pride and enhanced status while others regard it as a humiliating 
punishment. Their reactions depend largely on the guidance they receive 
beforehand, and on the parents' attitude, especially that of the mother, 
towards menstruation. Girls who are informed in a positive manner by their 
parents or by other adults about the functioning of their bodies usually do 
not experience menstruation as traumatic and disruptive. Instead they see 
it as an affirmation of their femininity, with the result that it helps their posi-
tive perception of their female sex role. 

Girls who are caught unprepared by the onset of menstruation are often 
shocked and revolted at the experience and do not see it as a sign of having 
reached feminine adulthood. This reaction is reinforced by negative reactions 
observed in others and by bodily discomfort, such as the backache and 
cramps commonly associated with menstruation. When the girl's female 
identity has yet to be firmly established she may react negatively because 
the experience confronts her with the inevitable fact that she is a woman. 

In South African society many girls are weighed down by the myths and 
superstitions adhering to menstruation, with the result that this phenom-
enon is viewed as a necessary evil. In some cultures girls are regarded as 
unclean (impure) while they are menstruating and they are not allowed to 
share meals with other members of their families. Mothers admonish their 
daughters not to eat cold or sour food because these are thought to cause 
menstrual pain and to coagulate the blood. Girls are also advised not to exert 
themselves on such days and not to bath or wash their hair. Sex and health 
guidance are causing a gradual recession of misconceptions, however. 

2.1.8 Erection, ejaculation and nocturnal semen emissions 

The boy's first ejaculation, which is caused by masturbation or nocturnal 
semen emission, has the same significance for him as the girl's first men-
struation, in the sense that for both it is a sign of attainment to sexual 
maturity. Boys tend to take pride in being able to have an erection and to 
ejaculate since they regard these experiences as affirmations of their virility. 

Nightly semen emissions, which are involuntary, may be a humiliating 
experience for boys. They may be afraid that stains left on the bedclothes 
will be noticed or feel guilty about dreams that cause ejaculation. 

Erections are a spontaneous response to a wide variety of psychosexual 
stimuli such as pictures, sounds, smells, words and even activities such as 
cycling and swimming. Erections may cause severe embarrassment and con-
siderable stress for boys, especially when an erection is experienced in the 
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presence of girls. As with the onset of menstruation for girls, many boys 
are caught unaware by their first erection and ejaculation. Boys are usually 
informed by their parents, friends or elder brothers, but for boys who are 
completely uninformed, or who are misinformed, the experience of the first 
nocturnal semen emission is usually negative. 

2.1.9 Breaking of the voice 

Another important physical change is the deepening or lowering in pitch of 
the adolescent's voice. This change is occasioned by androgen stimulation 
of cells in the larynx, which leads to an enlargement in its size (Sarafino & 
Armstrong 1980). Because this change occurs gradually over an extended 
period, a boy's deeper voice may suddenly switch to a high-pitched squeak 
in mid-sentence. Boys' voices tend to change when they are tense and 
excited, for example when they have to perform in front of a class or com-
municate with girls, which can obviously lead to severe uneasiness and 
embarrassment. Adolescents' reactions to such events mainly depend on 
the reactions of others. They will come to terms with such experiences with 
relative ease provided they are not made the focus of undue attention at 
such times and are not teased about it. Girls' voices also deepen, but not 
as much as those of boys. 

2.1.10 Acne 

Acne occurs to a greater or lesser degree in 85 % of adolescents (Monteith 
et al 1988) as a result of increased activity and secretions of the sebaceous 
glands of the skin. Acne takes the form of pimples, blackheads, whiteheads 
(pustules), blemishes or cysts of the skin and usually appears on the face, 
shoulders, back and buttocks of the adolescent. In some instances the pustules 
and cysts become infected, causing semi-permanent to permanent lesions. 
In severe cases acne can create a serious medical problem for adolescents, 
but as a rule it is more of a psychological and emotional problem owing to 
adolescents' self-consciousness about their appearance and the emphasis 
placed by society on physical attractiveness. It is therefore important that 
acne is treated as soon as it appears. 

Some adolescents manage to keep acne in check simply by normal 
cleansing of the skin, but some need medical treatment. All adolescents must 
keep their skins scrupulously clean, however, not with harsh soaps, but with 
mild medicated soaps. In addition a balanced diet must be followed (three 
nourishing meals a day with more protein, fruits and vegetables, less sugar 
and fat), and adolescents must get enough sleep. They must also avoid undue 
stress and learn to handle stress constructively since undue stress exacer-
bates any outbreak of skin blemishes. Chocolate, nuts and fried foods may 
aggravate acne, but researchers point out that there is no clear proof that 
acne is actually caused by these foods (Freiberg 1987; Rice 1984). Adoles-
cents are also advised to leave acne well alone and not to constantly squeeze 
and scratch at skin eruptions since this merely spreads the infection and 
usually aggravates the condition. 
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2.2 Health problems in adolescence 
Adolescents are usually healthier than people in other phases of life. The 
infectious diseases of the childhood years are over and the chronic debili-
tating diseases of adulthood lie ahead. Certainly they are frequently bothered 
by digestive upsets caused by indiscreet eating, and by colds caused by care-
lessness or lack of proper precautions, but as a rule the kinds of illness they 
contract are mild and of brief duration. The adolescent's general well-being 
is mainly diminished by health problems relating to stress, lifestyle or social 
conditions. Inability to adapt to the inordinate number of changes taking 
place in the physical, social and affective domains of the adolescent's life 
leads to a number of stress-related disorders, such as headaches, digestive 
upsets, menstrual distress and depression. Adolescents endeavour to cope 
with the stress and changes in their lives but sometimes their coping 
mechanisms may also be a source of major health problems in that such 
efforts may lead to behaviour related problems such as eating disorders, drug 
abuse, suicidal tendencies leading to suicide attempts, and sexual escapades 
that endanger their health. 

Although adolescents are generally healthy and are not unduly bothered 
with health problems, they have to contend with other, more severe, health 
hazards. In some Western countries - the United States of America, for 
example - the death rate is higher for adolescents than for any other age 
group (Seifert & Hoffnung 1987; Papalia & Olds 1990). The main causes of 
these deaths are accidents, suicide and homicide. In South Africa no accurate 
information is available about the causes of deaths among adolescents, but 
there can be little doubt that the exceptional exposure of young people to 
the prevailing high incidence of social and political violence leads to deaths 
among them, and that the lives of many others are influenced by injuries 
suffered during outbreaks of violence. 

2.2.1 Accidents 

Accidents are a health hazard that increases during adolescence and is 
generally more characteristic of boys than girls. The reason for this is that 
adolescents are often involved in accidents due to their reckless daring and 
carelessness. Boys frequently regard risk-taking and experimentation with 
cars and motorcycles, alcohol and other drugs as indicators of masculine 
prowess. Their dangerous urge to disregard normal, safe behavioural limits 
is encouraged by an implicit and naive belief in a myth of their own invul-
nerability. This myth originates from the adolescent's typical self-centred per-
ception of reality and it is referred to in the literature as a personal fable 
(Schickedanz et al 1990). Adolescents believe that they are special, that bad 
things happen only to others. They feel that they are immune, exempt, even 
immortal. Personal fable beliefs can therefore be the underlying reason for 
some of the reckless, seemingly self-destructive behaviour that is so typical 
of many adolescents. 

2.2.2 Nutritional deficiencies 

Nutritional imbalances are another health hazard to which adolescents are 
commonly exposed and are more typical in girls than boys. The most com-
mon nutritional imbalances are the following: 
• calcium deficiency - primarily due to inadequate milk intake 
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• iron deficiency - especially prevalent among girls 
• protein deficiency - common among girls, but highly unusual for boys 
• vitamin deficiency, especially a shortage of vitamins A and C caused pri-

marily by a lack of sufficient fresh vegetables and fruit in the diet 
• thiamine and riboflavin deficiency (Rice 1984). 
There are various reasons for the prevalence of nutritional imbalances among 
girls. One of the main reasons is the common tendency among girls to follow 
slimming diets and to eat less than boys. Girls also have a greater need for 
certain nutrients because of menstruation and even early pregnancies. 

Unhealthy eating habits are common among boys as well as girls. They 
tend to sleep as late as possible and then skip breakfast. They prefer junk 
food consisting mainly of fats, carbohydrates and sugars and eat insufficient 
fruit, vegetables, milk and cheese. Again, few adolescents are sufficiently 
informed about food and the consequences of malnutrition. Peer group 
pressure also influences the adolescent's eating habits and observance of 
healthy nutritional practices is subject to the vagaries and attitudes that differ 
from culture to culture. 

2.2.3 Infections 

Dietary imbalances and poor sleeping habits are often predisposing factors 
leading to infections suffered during the adolescent years. This is why adoles-
cents are often subject to episodes of acute respiratory and gastrointestinal 
problems, skin infections, urinary tract or vaginal infections among girls, and 
infectious mononucleosis. Also known as mono, infectious mononucleosis 
is caused by a virus and is often referred to as the 'kissing disease', so-called 
because it is propagated exclusively by such direct physical contact as kissing 
or eating or drinking from the same utensils as others. Although it also occurs 
in other age groups, it is most prevalent among adolescents. Symptoms of 
mono are extreme tiredness, fever and sore throat. Victims may also suffer 
from an enlarged spleen, enlarged lymph glands and faint skin rashes. The 
most serious risk attending this condition, however, is that temporary abnor-
mal liver function can lead to hepatitis. Recovery and treatment depend on 
the symptoms and whether complications have set in, but adequate rest and 
a healthy diet are always prescribed as important elements of the treatment. 

2.2.4 Eating disorders 

The body mass of most adolescents stabilises once their growth reaches a 
stable plateau. Eating disorders are common among adolescents, however. 
For some overeating leads to obesity while others display disorders charac-
terised by abnormal behaviour that apparently arises from a determination 
not to become obese. 

Obesity is defined as weight that exceeds normal weight-for-height or weight-
for-age by 20% (Neumann in Schickedanz et al 1990). It is about three times 
as common in adolescence as in childhood (Steinberg & Belsky 1991). 
Causative factors include the following: 
• hereditary factors 
• metabolic disturbances 
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• hormonal imbalances 
• variations in the number of fat cells in the underlying tissue. 
Overweight in adolescence is rarely caused by a pathological condition. For 
many adolescents overweight or chubbiness is a natural feature of their 
physical type. Weight gain is also caused by poor nutrition and lack of 
exercise. Lowered basal metabolism, that is the rate at which the resting 
body burns off calories (Steinberg Si Belsky 1991), can also account for many 
cases of weight gain in adolescence. At this time of life the basal metabolism 
declines by about 15% so that adolescents are naturally inclined to gain 
weight unless they control their food intake and exercise adequately. 

In some instances the adolescent's high food intake is due to psychological 
causes. According to Conger (1977), overeating among adolescents is attri-
butable to the following factors: 
• overfeeding by parents out of love or antagonism 
• an urge to avoid pressures of social interaction, participation in sports 

or heterosexual relationships to which they feel unequal 
• an urge caused by an 'empty feeling' 
• an urge to compensate for a sense of inferiority 
• an urge to punish themselves out of a sense of guilt 
• antagonism towards parents. 
In a society where slimness is the norm, obese youths generally regard them-
selves as unattractive in appearance and socially less acceptable than their 
thinner peers. They tend to experience a lack of control of their lives and 
a lack of individuality. They are incapable of identifying and controlling their 
biological urges. For example, they tend to eat because food is available rather 
than according to a sense of what they really need. This tendency has a nega-
tive effect on their self-concept and may lead to social maladaptation and 
dysfunctional interpersonal relationships. The image of the friendly, happy, 
stout person is largely a popular misconception, as evidenced by the time 
and money spent by adolescents on finding and following crash diets. When 
these diets and other superficial remedies such as slimming tablets fail to 
produce the desired rapid results those resorting to them become discouraged 
and overeat again as a way of assuaging their feelings of failure, thus con-
demning themselves to repeat the whole painful cycle. 

Overweight adolescents need assistance to overcome their problem. First 
and foremost is the need to equip them with knowledge of the functioning 
and nutritional needs of the human body. The adolescent also has to be taught 
that she is autonomous and that she has control of, and is responsible for, 
her own body. She must be informed about the factors that led to her over-
weight problem and must be convinced that she has to concentrate on 
personal growth and the forming of her own identity. Hilde Bruch states the 
following in this regard: 

Like other youngsters, the obese adolescent needs to emancipate himself and over-
come his dependency on his parents. He must redirect his interest, affection, and 
loyalty toward friends of his own age. He must learn to recognize and pattern his 
sexual impulses in a way that permits gratification in a dependable form, com-
patible with his personal ideals and selfconcept. Only through accomplishing these 
tasks can he find his adult identity and accept the role of an adult (Conger 1977). 
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Adolescents can also gain considerable assistance from support groups for 
overweight people. Parents should be drawn into the treatment of their 
children's overweight problems because these problems are often closely 
associated with the eating patterns prevailing in the relevant households, 
or are caused by disturbed parent-child relationships. 

Anorexia nervosa is a disorder entailing a drastic reduction in food intake 
and an unhealthy loss of weight, which is why it is referred to as the starving 
disease or as a diet gone out of control. It usually starts with an intention 
of merely shedding a few kilograms, but once this goal has been achieved 
the individual keeps on dieting obsessively. The disorder is far more common 
among girls than among boys (Mussen et al 1990), and approximately 85% 
of the victims are teenage girls (Freiberg 1987). According to Papalia and 
Olds (1990) 'the typical patient is a bright, well-behaved, appealing, white 
female between puberty and the early twenties, from an apparently stable, 
well-educated, well-off family'. 

The primary symptoms of anorexia nervosa are the individual's relent-
less pursuit of excessive thinness (Bruch 1979) and the consequent loss of 
weight. Secondary symptoms include the following: 
• cessation of menstrual periods 
• thick soft hair that covers the entire body 
• periods of intense activity 
• an abnormally slow heartbeat 
• vomiting (which may be self-induced) 
• social withdrawal 
• shivering 
• loss of head hair 
• brittle nails 
• extreme sensitivity to cold 
• difficulty in urinating 
• constipation 
• a companion disorder, bulimia nervosa 
• loss of appetite in later stages (Freiberg 1987; Bruch 1979). 
Anorexia patients are preoccupied with food. They enjoy preparing it, talking 
about it and encouraging others to eat it, but they eat very little themselves. 
They often experience feelings of uncertainty, loneliness, inadequacy and 
helplessness. The girl who suffers from anorexia also has a distorted body 
image in that she always appears overweight to herself, even if she is 
extremely thin. The disorder can lead to the victim's death. 

The causes of anorexia are not yet known. Some researchers regard it as 
the individual's reaction to society's emphasis on slenderness. They note 
that the mass media extol slenderness as the ideal image for women in par-
ticular, and that anorexia sufferers could be overreacting to the threat of 
gaining weight during puberty. 

Others see anorexia as a psychological disturbance entailing an extreme 
reaction to menarche and anxiety about sexuality. These researchers maintain 



The Physical Development of the Adolescent 29 

that anorexia victims feel unequal to the demands made by sexual matura-
tion. Attainment to maturity is therefore avoided by not eating (which stops 
menstruation and de-emphasises certain secondary sexual characteristics). 
A related theory is that the child fears separation from her parents and there-
fore endeavours to fend off the impending separation by cultivating the 
appearance of a little girl as a mute appeal. 

Another theory is that anorexia is effectively an effort made by the indi-
vidual concerned to gain control of her body. Anorexia sufferers are usually 
achievers who come from families where perfectionism and performance 
are the order of the day. They are usually tractable and obedient children 
over whom their parents exercised such absolute control, in many instances, 
that they had difficulty in developing a sense of identity or confidence in 
their ability to take independent decisions. During adolescence these chil-
dren feel, however, that they are being exploited and do not have lives of 
their own (although these feelings may be unconscious). Thus they conceive 
an obsessive desire to take control of their own lives - more particularly 
of their own bodily functions. Anorexics typically show fear and self-disgust 
over loss of control (Collins & Kuczaj II 1991). 

The last group of researchers regard anorexia as a physical disorder caused 
by a disturbance in the functioning of the hypothalamus or a deficiency of 
a crucial chemical substance in the brain (Papalia Si Olds 1990). It seems, 
however, that anorexia is a complex syndrome with causes that derive from 
a combination of physical, emotional and social factors. 

Treatment of anorexia is often difficult because most of its victims deny 
that they have a problem and resist treatment. Treatment should be 
approached from a variety of angles and should include individual psycho-
therapy for the patient and group therapy and counselling for family mem-
bers. It is important, too, that the sufferer and her parents understand the 
prognosis of the disease and are aware of its consequences for her body. 
A patient must be informed about nutrition and human nutritional needs, 
and must be reassured that she will not be coerced into becoming obese. 
Finally, therapy must focus on the victim's abilities and resources for inde-
pendent thinking, judging and feeling so that she is enabled to achieve 
autonomy and develop a sense of identity through being made aware of and 
being helped to express and act upon her impulses, feelings and needs. 
Hospitalisation is recommended in cases where the anorexic loses weight 
too rapidly or an excessive amount of it, or if metabolic disturbances occur. 
In advanced cases forcefeeding may be the only recourse. 

Bulimia nervosa is a disorder closely related to anorexia. Although the two dis-
orders sometimes overlap in the sense that some anorexics have occasional 
bulimic episodes while some bulimics occasionally lose weight, they remain 
distinct conditions. The Diagnostic and Statistical Manual of mental disorders 
describes a bulimic as a person who 'regularly (at least twice a week) goes 
on huge eating binges (consuming up to 5 000 calories in a single sitting, 
often in secret) and then purges herself by self-induced vomiting, strict diet-
ing or fasting, vigorous exercise, or use of laxatives or diuretics' (Papalia & 
Olds 1990:518). The disorder is more common among girls than among boys 
and mostly affects adolescent girls and young women. 
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The symptoms of bulimia nervosa are sometimes difficult to detect because 
sufferers maintain their normal body mass. Their health is severely impaired, 
however, and physical symptoms such as tooth decay, stomach irritation 
and hair loss are common. In serious cases rupture of the oesophagus, cardiac 
arrhythmia or severe potassium depletion and blood alkalosis occur as a result 
of repeated vomiting and laxative-diuretic abuse. Feelings of depression, 
failure, shame, guilt and self-loathing are common among bulimics and they 
are consequently inclined to suicide attempts. 

To be diagnosed as a bulimic the adolescent must conform to three of 
the following criteria: 
• consumption of high caloric, easily ingested food during a binge 
• inconspicuous eating during a binge 
• termination of such eating episodes by abdominal pain, sleep, social inter-

ruption or self-induced vomiting 
• repeated attempts to lose weight by severely restrictive diets, self-induced 

vomiting, or use of laxatives or cathartics or diuretics 
• frequent weight fluctuations greater than five kilograms due to alternating 

binges and fasts (Nielsen 1987). 
As with anorexia, the causes of bulimia remain unknown. Some researchers 
attribute the disorder to an electrophysiological disturbance in the brain. 
Others contend that it is the consequence of a depressive disorder, while 
a third group offer a psychoanalytical explanation for the condition, main-
taining that bulimics use food to satisfy a hunger for the love and attention 
they did not receive from their parents (Papalia & Olds 1990). 

Treatment of bulimia often begins long after its onset because sufferers 
may conceal their condition from others for long periods. It includes indi-
vidual psychotherapy, dietary and family therapy, and counselling. Patients 
must be helped to gain control of binge episodes and to understand the events 
prompting their binges. They should also be helped to gradually substitute 
other activities for binge episodes. A sufferer can be taught, for example, 
to participate actively in sports, or to perform relaxation exercises, or to tel-
ephone a friend when she feels an urge to gorge. Family members must 
also be helped to understand the disease process and not to blame them-
selves or the patient for it. They must be taught to support the sufferer when 
emotional problems such as loneliness, anxiety or anger drive her to over-
eating. In some instances the use of antidepressant drugs is recommended. 

2.2.5 Sexually transmitted diseases 

Since an increasing number of adolescents are sexually active, have more 
than one sexual partner and are disinclined to practise contraception by using 
a condom, there is a high risk of contracting sexually transmitted diseases 
among this group. A sexually transmitted disease (STD), also referred to as 
a venereal disease, is an infection transferred from one person to another 
through sexual contact. The most common sexually transmitted diseases are 
chlamydia, gonorrhea, genital herpes, syphilis and acquired immune defi-
ciency syndrome (AIDS). All these diseases are highly infectious and are more 
common during adolescence than at any other time of life (Steinberg & Belsky 
1991). There are some signs and symptoms that are common to most STD's, 
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such as vaginal discharge, itchiness around vagina and abdominal or vaginal 
pain in women and discharge from the penis, pain when passing water or 
inability to pass water in men. 

Treatment of STDs 

A person with any sexually transmitted disease must 
• seek immediate treatment from a qualified person 
• stop all sexual activities during treatment 
• inform partner(s) 
• take the medicine exactly as told and use it until it is finished 
• attend a follow-up visit to the doctor or clinic 
• insist on and encourage partner(s) to go for treatment 
• avoid becoming infected in future 

Chlamydia is the commonest STD among adolescents. The main symptoms 
are painful urination and a cloudy discharge from the penis or vagina. It also 
causes infections in the rectum, the urinary tract and the cervix. In girls it 
can lead to pelvic inflammatory disease. If a pregnant woman or girl con-
tracts chlamydia it may infect the foetus during its passage through the birth 
canal. It also increases the risk of prematurity and stillbirths. Fortunately 
chlamydia can be cured quickly by administering appropriate antibiotics. 
If its treatment is neglected, however, it can damage the reproductive system 
and cause sterility. 
The symptoms of gonorrhea are very similar to those of chlamydia. In some 
instances women present no other symptoms than mild pelvic pain, with 
the result that the disease is not always diagnosed in its early stages and 
is spread by sexual contact. Gonorrhea is treated by administering penicillin 
or other antibiotics. Doctors usually try to trace the sexual partners of the 
patient so that they, too, can be treated appropriately. Untreated gonorrhea 
can cause pelvic inflammatory disease or even eventual sterility. It can also 
cause infection of the heart valves or the joints (gonococcal arthritis), skin 
lesions (dermatitis) and meningitis. 

Another widespread sexually transmitted disease is genital herpes, a chronic, 
recurring, often painful viral infection. Although it is more troublesome than 
dangerous for adults, it can be fatal to a newborn infant whose mother suffers 
from it at the time of delivery. The disease is evidenced by tiny, itching blisters 
on the penis, vulva, cervix or rectal area. If it is left untreated the blisters 
worsen to form eventual open sores. Fever, headaches and pain in the pelvic 
area are also common symptoms. Genital herpes is also linked with cervical 
cancer. 
Syphilis is a bacterial infection that usually occurs in phases. The first or 
primary phase presents as a painless chancre that heals fairly quickly and 
then disappears. Long after the disappearance of the chancre the sufferer 
begins to present new symptoms, such as a rash and hair loss over the entire 
body. 

These symptoms are typical of secondary syphilis. If it is not diagnosed 
and treated during this phase the disease goes into a latent phase during 
which it gradually destroys parts of the body, and if it is still left untreated 
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at this stage it can cause the patient's death. In this last or tertiary phase 
it is known to cause diseases of the aorta and cardiovascular system, as well 
as many neurological disorders such as paralysis, convulsions, general paresis 
and blindness (Freiberg 1987). This highly infectious disease is treated with 
antibiotics. 
Acquired immune deficiency syndrome (AIDS) is caused by a virus that attacks 
the immune system and eventually causes the sufferer's death. The virus, 
which is transmitted exclusively by intimate contact with infected semen, 
vaginal secretions and blood, can be present in the body for long periods 
without presenting the typical symptoms, which are extreme fatigue, fever, 
swollen lymph nodes, weight loss, diarrhoea, night sweats and susceptibility 
to other diseases. There is no known cure for AIDS yet, but the experimen-
tal drug AZT can prolong the sufferer's life. 

Public Health: AIDS 
AIDS is one of the greatest health threats confronting South Africa at present. Every day, 
another 300 people become infected with the AIDS virus and most of these people will die 
as a direct result of this infection. Although adolescents have been relatively free from this 
scourge to date, they are increasingly indulging in risky behaviour by experimenting with 
sex and drugs. It is therefore essential that educators provide accurate information about 
the HIV virus to adolescents. Efforts should be made to cultivate a healthy and safe lifestyle 
among South African youths, because this is the only way in which this age group can be 
protected from the danger of HIV infection. 

AIDS stands for Acquired Immune Deficiency Syndrome 

AIDS is a fatal disease 
• AIDS is caused by a virus that damages 

and destroys the immune system. 
• There is no vaccine against AIDS or 

cure for it. Once a person is infected 
with AIDS, the infection stays in the 
cells of the body permanently. 

• There are drugs that slow the develop-
ment of the disease and can relieve 
some symptoms, but they are all very 
costly. 

AIDS is spread by 
• having unprotected sex with an 

infected person 
• sharing a needle for intravenous drug 

use 
• having a transfusion of infected blood 
• a woman with AIDS who can pass it 

on to her unborn baby. 

You cannot get AIDS from 
• toilet seats 
• mosquitos, moths or bedbugs 
• sharing cutlery, crockery, bedlinen or 

towels 
• swimming pools 

• being close to someone with AIDS 
• second-hand clothes 
• tears or saliva. 

Although the virus can be found in 
sweat and saliva (spit), nobody has 
ever been infected through kissing, 
sweat or saliva. 

AIDS is a costly and dangerous 
disease 
• AIDS is very costly in terms of loss of 

life and manhours. 
• AIDS is very costly in terms of medical 

expenditure. 
• AIDS is very costly in terms of physical 

and emotional pain of the victim as 
well as his family and friends. 

• AIDS is very dangerous because any-
one who is infected with the virus is 
capable of transmitting the disease, 
even though no symptoms are yet 
apparent. 

• AIDS can be passed to any person, any 
time and any place that person is 
involved in high risk behaviour. 
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Public Health: AIDS (continued) 

Symptoms and early signs of 
AIDS include 
• persistently swollen glands 
• cough 
• itching skin rash 
• prolonged fever 
• persistent diarrhoea 
• loss of more than 10% of normal body 

weight 
• night sweats 
• change in mental behaviour - forget-

fulness, confusion. 
These symptoms are not only found in 
HIV infection - they can also be 
caused by other conditions. 
AIDS can only be detected by the HIV 
antibody test. 

AIDS can be prevented 
• AIDS is almost always contracted 

through behaviour that can be avoided. 
• AIDS can be prevented by saving sex 

for a mutually faithful monogamous 
relationship. 

• Self-control and high personal 
standards are the best protection 
against AIDS. 

• Using condoms during sexual 
intercourse can reduce the chances of 
contracting the disease but condoms 
have a 10 % failure rate when used to 
prevent pregnancy and are probably 
less effective in preventing AIDS. 

• AIDS can also be prevented by refusing 
to take part in any activity that 
requires the cutting of the skin and 
mixing of blood. 

Care for people with AIDS 
• The AIDS patient can easily get 

secondary infections, therefore the 
patient should be protected from 
catching other illnesses. 

• Keep everything clean, including 
hands, body, bedding and clothing. 

• Don't share sharp objects such as 
razors, needles and toothbrushes. 

• Give the patient comfort - the AIDS 
patient needs physical, emotional and 
spiritual comfort and needs to be 
loved, hugged and cared for. 

There were approximately 322 000 HIV-infected persons in South Africa 
(including the TBVC states) at the end of 1992 (Kotze 1993) and it is safe 
to assume that there are many unreported cases of AIDS among teenagers 
since it is not a notifiable disease and medical practitioners are therefore 
not obliged to report such cases. Drug abuse and prostitution, as well as an 
increase in premarital sexual intercourse, inadequate sex and AIDS guidance, 
and a disinclination to use contraceptives (Thorn 1990:413) may lead to an 
increasing incidence of AIDS among adolescents so that sexually active 
adolescents may become the next high-risk group for AIDS. 

Sexually active adolescents can do much to protect themselves against 
sexually transmitted diseases. In Public Health: AIDS some guidelines are given 
in this regard. An adolescent who suspects that she has contracted a STD 
must immediately cease all sexual activities until appropriate medical treat-
ment has been received, and she should advise all persons with whom she 
has had sexual contact to seek treatment as well. 

2.2.6 Drug abuse 

Yet another health hazard for adolescents is substance abuse. Drugs can be 
classified into six main groups, namely depressants, stimulants, inhalants, 
relaxants (euphoriants), hallucinogens and narcotics. The drugs in each of 
these categories differ from each other as regards their physiological and 
psychological effects, their cost and availability, the practices resorted to in 
using them, and their popularity among adolescents of different races, sexes 
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and social classes (Nielsen 1987). Some cardinal facts about drugs are given 
on pages 3 6 - 3 9 . 

Depressants 
These include alcohol-based barbiturates and tranquillisers that induce a feel-
ing of relaxation in the user. Society and the mass media encourage the view 
among adolescents that alcohol is used by everybody and is even essential 
for pleasant and cheerful social intercourse. Tranquillisers and appetite sup-
pressants are also advertised very attractively. It is therefore not surprising 
that alcohol is the most commonly used drug among adolescents. Since it 
suppresses the central nervous system, interferes with intellectual and thought 
processes and impairs perception, sensory-motor co-ordination and thinking 
speed, the individual cannot function normally under the influence of alcohol. 
The greatest danger attending the use of alcohol is drinking and driving, which 
is a prominent cause of serious and fatal road accidents. 

The use of barbiturates and sedatives is also common among adolescents. 
Although it is illegal to obtain barbiturates without a medical prescription, 
adolescents have little difficulty in obtaining supplies of these drugs, which 
are often present in parents' medicine cabinets. In a society where parents 
often set the scene by swallowing a pill for every minor complaint, however 
slight, adolescents are only too ready to resort to some sedative or other 
to relieve their stress. 

Stimulants 

Great stress is placed on the dangers of stimulants such as cocaine and 
amphetamines, but the health risks inherent in the adolescent's use of nico-
tine are too often underrated. Yet this is the very stimulant that adolescents 
most commonly use and abuse. Among the disorders associated with 
cigarette smoking are heart attacks and strokes, cancer of the larynx, mouth, 
throat, lungs and pancreas, emphysema and chronic bronchitis. Cigarette 
smoking is also injurious during pregnancies and expecting mothers who 
smoke run a greater risk of miscarriage, stillbirths, premature births, and 
babies who have a greater than average number of illnesses during the first 
year of life (Nielsen 1987). Moreover carelessness during cigarette smoking 
often causes fires. 

Although nicotine is by far the most widely abused stimulant among both 
adult and adolescent populations, the most dangerous drug in wide use 
among adolescents today is cocaine (Schickedanz et al 1990). However, the 
high cost of this drug constrains its use by most schoolgoing children. 

Cocaine is a powerful stimulant that induces a sense of euphoria and makes 
the user highly talkative and argumentative. It relieves feelings of depression, 
increases alertness and makes the user feel clever and in control of all 
situations. In cases of regular use for extended periods, however, it causes 
feelings of anxiety, and because it overstimulates the central nervous system 
it can cause tremors or convulsions, vomiting, respiratory collapse and heart 
failure. Users can also become paranoid and may be afflicted by formication 
- the sensation of bugs crawling under the skin. The use of cocaine by 
expecting mothers causes stillbirths and an increased incidence of mal-
formations of the heart and skull in babies. 
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Crack (a form of cocaine) causes swifter, more pronounced and more 
extensive harmful effects than ordinary cocaine. It is also cheaper and more 
readily available and its use is therefore more prevalent among adolescents. 
A number of researchers hold this drug responsible for the increased vio-
lence among urban adolescents (Mussen et al 1990; Schickedanz et al 1990). 

Other stimulants in common use among adolescents are amphetamines. 
These drugs are also commonly known as 'uppers' because they enhance 
the user's ability to perform strenuous tasks and to concentrate. They are 
therefore commonly used by adolescents to stay awake all night for last-
minute cramming. They reduce fatigue and appetite, generate excitement 
and induce an exaggerated sense of well-being. However, their use produces 
many negative side-effects, such as restlessness, headaches, dizziness, 
tremors and dry mouth. Large doses can also cause depression, fatigue, high 
blood pressure and respiratory failure (Jensen 1985). 
Inhalants 
The use of inhalants is more common among younger adolescents living in 
reduced circumstances. These youngsters are prompted by their limited 
financial resources or the inaccessibility of other drugs to resort to a cheap 
way of experiencing a 'high'. The intoxicating effects of inhalants such as 
petrol, model-airplane glue, paint thinners, nail polish remover and a variety 
of adhesives are similar to those of alcohol. The fumes from these drugs 
produce dizziness, dullness, floating sensations, feelings of power and, in 
some users, displays of aggression. Excessive doses can cause unconscious-
ness and even death. Long-term use can also damage the kidneys, the ner-
vous system, brain tissue and bone marrow. 
Marijuana 
Marijuana (dagga) and 'hash' or hashish (the most potent form of marijuana) 
are classified by some researchers as a hallucinogen (Schickedanz et al 1990) 
and by others as a euphoriant (Nielsen 1987). However, marijuana contains 
properties of depressants, stimulants, narcotics and hallucinogens. The use 
of marijuana leads to a euphoric release from inhibitions, tensions and 
anxieties, and its effects depend on the dose taken. Mild doses make the 
user talkative, relaxed and jovial. Heavier doses increase the intensity of 
sensory experience. Large doses can impair co-ordination and judgement 
and can induce hallucinations. Other side-effects are drowsiness, dizziness, 
tremors, dilation of pupils and nausea. In addition it increases the heart rate, 
causes eye and throat irritations, and stimulates appetite. Like cigarettes, 
dagga smoking can contribute to heart and lung damage, cancer and damage 
to unborn babies. 

Although no acute health consequences of moderate use of marijuana have 
ever been clearly demonstrated, it is clear that excessive or prolonged use 
of marijuana damages the adolescent's health. The greatest dangers of using 
marijuana are that it can harm the adolescent's affective and social develop-
ment, affect his school performance and can lead to the usage of more 
dangerous drugs. 
Hallucinogens 
Also known as psychedelics, these drugs, which include LSD (lycergic acid 
diethylamide), PCP (phencyclidine), mescaline and psilocybin, produce 
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subjective perceptions of things that do not exist, with the result that under 
their influence the user may, for example, experience objects as much larger 
or smaller than they are. These drugs also change the user's experience of 
time and space and of people and objects in his environment. One of the 
greatest dangers attending the use of hallucinogens is that while under their 
influence the user could, for example, jump off a building in the mistaken 
belief that he can fly. The use of hallucinogens causes a wide range of 
reactions depending on the user's expectations and circumstances (Jensen 
1985). The effects may vary from pleasant sensory experiences and euphoria 
to hallucinations, paranoia and uncontrollable and violent behaviour. 

Narcotics 
These powerful depressants confer tranquillity and are extremely effective 
painkillers. They occur in both natural and synthetic forms. The natural forms 
include opium and its derivations, codeine, morphine and heroin. Metha-
done and demerol are the best known of scores of synthetic narcotics. The 
influence of narcotics depends on how they are administered, the dosage 
and the tolerance of the user. They are habit-forming and regular use leads 
to a need for ever larger dosages and, eventually, to complete physical depen-
dence. When a person becomes dependent on a substance he has to take 
it regularly to avoid withdrawal symptoms. Early signs of withdrawal include 
dilated pupils, perspiration, watering eyes and nose, restlessness and insom-
nia. Later symptoms include nausea, vomiting, diarrhoea, leg spasms, tremors 
and chills. An overdose can cause death. One of the great dangers attending 
the use of these substances is that adolescents share the hypodermic needles 
with which they administer the drugs, which is one of the ways in which 
AIDS is spread. 

Public Health: Drugs 

Some facts on the harm drug 
abuse (including alcohol and 
tobacco) can cause the human 
body. 

• Drug abusers suffer more ill health, 
spend more time in hospitals and die 
sooner than other people 

• The uncontrolled continued or excess-
ive use of soft or 'harmless' drugs 
(aspirin, cough mixtures, etc) may 
poison the body, resulting in failure of 
organs such as the heart, kidneys and 
liver 

• At least 40% of all fatal road accidents 
involve alcohol 

• Cigarette smoking is a health hazard 
and may cause lung cancer, cardiac 
arrest and respiratory problems 

• Illicit drugs may contain dangerous 
impurities which could cause 
additional harm 

• With some drugs, misjudgement of 
dosage because of negligence or 
increasing dependence and tolerance 
can result in an overdose 

• Drug users may neglect themselves 
and suffer from malnutrition or various 
physical illnesses 

• Severe mental illness may result from 
the chronic misuse of some drugs 

• Drug abuse can cause hazardous 
reactions. Some drug users have killed 
themselves because their judgement 
has become so distorted that they do 
not recognise obvious danger 

• Secondary infection, eg hepatitis or 
blood poisoning sometimes occurs 
when unsterilised needles are used. 

Where to seek help 
There are no firm rules or procedures to 
be followed, as each case depends on the 
circumstances. 

(continued) 
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Public Health: Drugs {continued) 

You may be able to handle some 
situations without any assistance, but you 
should not hesitate to seek help if you are 
distressed and unable to see clearly what 
course of action to take. 

Help is available from various sources, 
including: 

• Your family doctor 

• The South African National Council on 
Alcoholism and Drug Dependence 
(SANCA) 

• A welfare agency or counselling service 
- eg Life Line 

• A hospital or clinic 

• Any office of the Department of Health, 
Welfare and Pensions, the Department 
of Co-operation and Development, or 
the Department of Internal Affairs 
(Coloured or Indian Affairs branches) 

• A school psychologist, or any office of 
the Psychological and Guidance Ser-
vices of the Education Departments. 

Physical Signs 

The following may be signs of drug abuse. 
However, they can also be signs of some 
other illness, or poor general health. If 
any of these signs or symptoms appear, 
you should seek advice from your doctor. 

• Trembling hands 

• Sudden loss of weight or appetite, or 
need to sleep 

• Dilated pupils, which may come from 
using stimulants. Reddened eyes, which 
may come from using marijuana. 
Pinpoint pupils, which may come from 
using heroin. (Sunglasses are often 
worn to mask these symptoms) 

• Staggering or stumbling movements 

• Poor judgement of speed, distance or 
time 

• Odour of incense or air freshener to 
mask the smell of dagga 

• Signs of alcohol intoxication, but no 
evidence (eg bottles, alcoholic breath). 

The following signs are stronger indicators 
of drug abuse: 

• Unexplained appearance of drugs, 
hypodermic needles, syringes or bent 
spoons 

• Needle marks on the arms or legs, 
which may come from injections (often 
the user will wear long-sleeved shirts to 
hide these). Scabs, boils or sores which 
may be caused by injections 

• Unusual quantities of various solvents, 
glues, lighter fluids, nail polish remover, 
petrol, benzine, sprays or shoe cleaning 
fluids 

• Rapidly changing moods, anxiety, panic 
reactions 

• Vomiting and abdominal pains. 

Drugs and the Law 

It is helpful for parents to know 
something about the laws relating to 
drugs. 

• The use and abuse of medicines and 
drugs in South Africa is controlled pri-
marily by two Acts, namely the Medi-
cines and Related Substances Control 
Act, No 101 of 1965, and the Abuse of 
Dependence Producing Substances and 
Rehabilitation Centres Act, No 41 of 
1971. Heavy penalties (as high as two 
to ten years' imprisonment, without the 
option of a fine, in the case of a first 
contravention) can be imposed for 
being in possession of or using 
'controlled drugs' 

• 'Controlled drugs' are scheduled 
dependence-producing substances and 
certain scheduled medicines, and 
include phendimetrazine bitartrate 
(Obex), methaqualone (Mandrax), 
dipipanone (Wellconal), Heroin, 
Cocaine, LSD, Cannabis (Dagga) 

• It is an offence to possess or use 
'controlled drugs' which have not been 
prescribed by a doctor 

• It is an offence to use or possess 
'controlled drugs' which have been 
supplied to or prescribed for another 
person by a doctor. 

Source: The misuse of drugs: A parent's guide, Lay Publications, Cape Town. 
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Drugs 

Morphine (opium 
derivative) 

Heroin (morphine 
derivative) 

Codeine (opium 
derivative) 

Cocaine 

Marijuana (dagga) 

Barbiturates (eg 
amylobarbitone, 
pentobarbitone, 
quinaibarbitone) 

Amphetamines 

Slang terms 

Miss Emma, Morph 

Smack, Horse, H, Jack 

Schoolboy 

Coke, Snow, Charlie, 
Flake 

Grass, Pot, Hash, Dope, 
Pencil, Swazi, Malawi, 
Durban Poison, Cob Boat 

Sleepers, Goofballs, Blue 
bombers, Downers 

Purple hearts, Black 
bombs, Speed, Uppers, 
Dexies 

Potential for 
dependence 

Physical 

Yes 

Yes 

Yes 

Probably 

No 

Yes 

Probably 

Psycho-
logical 

Yes 

Yes 

Yes 

Yes 

Yes 

Yes 

Yes 

Possible effects of abuse 

Drowsiness, stupor, pinpoint 
pupils 

Same as morphine 

Drowsiness, pinpoint pupils 

Extreme excitation, tremors, 
hallucinations 

Drowsiness or excitability, dilated 
pupils, talkativeness, laughter, 
hallucinations 

Drowsiness, staggering, slurred 
speech 

Excitation, dilated pupils, tremors, 
talkativeness, hallucinations 

Comments 

Available on prescription only 

Import into South Africa has long been 
forbidden 

Preparation containing specified minimal 
amounts of codeine, when mixed with 
other active ingredients can be obtained 
without prescription. 

Cocaine has been classified as a 
controlled drug because of its abuse 
potential 

Forbidden in South Africa. Continued or 
repeated use may cause greater 
sensitivity 

All barbiturates are classified as 
controlled drugs 

Forbidden in South Africa 

— _ continued 
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Drugs 

LSD (also mescaline, 
DMT, peyote, psilocybin) 

Methaqualone (mandrax) 

Inhalants (eg paint 
thinner, lighter fluid, glue 

! and solvents) 

Pethidine (synthetic 
morphine-like drug) 

Alcohol 

Tobacco 

Various slimming drugs 
(eg Obex) 

Slang terms 

Acid Zen, Green fields, 
California Sunshine, 
Gorbatsjof 

White pipe 

Gas 

Dolly 

-

-

— 

Potential for 
dependence 

Physical 

No 

Yes 

Unknown 

Yes 

Yes 

Probably 

Unknown 

Psycho-
logical 

Yes 

Yes 

Yes 

Yes 

Yes 

Yes 

Yes 

Possible effects of abuse 

Excitation, hallucinations, 
rambling speech 

Drowsiness, loss of appetite, 
nausea, restlessness, coma 

Staggering, drowsiness, slurred 
speech, stupor 

Similar to morphine, except that 
at higher doses, excitation, 
tremors and convulsions occur 

Staggering, drowsiness, slurred 
speech, stupor 

Coughing, loss of appetite, 
faintness, emphysema, chronic 
bronchitis and lung cancer 

Excitation, tremors, talkativeness, 
hallucinations followed by 
depression, hypersensitivity 

Comments 

Forbidden in South Africa 

Forbidden in South Africa 

Freely available as commercial products 

Shorter acting than morphine . 
Prescription only 

Legislation imposes age restriction on 
purchases 

Freely available as commercial products 

Some prescription only, others without 
prescription 

This summary does not include the so-called ' 
hard drugs (dagga, heroin, etc) if not more so 
as they should be. 
Source: The misuse of drugs: a parent's guide, Lay Publications, Cape Town 

harmless' drugs (aspirins, laxatives, etc). If injudiciously used, these soft drugs may be as harmful to health as 
As the users of soft drugs do not necessarily become addicted to them, they are not as careful with the drugs 
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2.3 Pedagogic implications of the adolescent's 
physical development 

The following is a brief discussion of some of the cardinal pedagogic impli-
cations of the development of the adolescent's body, and also of those 
associated with his state of health. 

Adolescent growth spurt 
The educator should be familiar with the bodily changes occurring during 
puberty, and with the influence exerted by these changes on the adolescent's 
general becoming and development. Remember at all times that the experi-
ence of physical changes, compounded by that of increased hormonal effects, 
can cause considerable uncertainty and stress. It is therefore necessary to 
display sensitivity to, empathy for and indulgence towards the adolescent's 
feelings and her frequently inexplicable moodiness. Adolescents must also 
be protected against derision or humiliation by peers in consequence of their 
physical development or lack thereof. 

Sexual development 
One of the main tasks of educators is to provide correct, sincere and unam-
biguous counselling to adolescents concerning their sexual development. Chil-
dren should be reassured that their bodies are undergoing natural and normal 
development, and should be informed in scientifically correct terms about 
the functioning of their bodies. The function of menstruation and ejaculation 
must be explained to adolescents, and they must be informed of the responsi-
bilities imposed on them by the changes in their bodies. The dangers of pre-
marital sex and promiscuity and the disadvantages of childbirth out of 
wedlock must be pointed out to them. Adolescents must also be informed 
about birth control and the use of contraceptives. Other aspects of sexual 
development, such as masturbation, breaking of the voice, nightly semen 
discharges and the like must be explained in frank discussions with the ado-
lescent, and uncertainties, myths and superstitions about these matters must 
be cleared away. 

Motor development 

The adolescent's physical development is characterised by a period of uneven 
growth and unco-ordinated movement. This clumsiness is frequently a source 
of embarrassment to the adolescent, with the frequent result that she displays 
a temporary disinclination to engage in physical activity and is highly self-
conscious about her movements in front of others. Educators must try to 
convince adolescents that this is a passing phase in their physical develop-
ment, and that they should not take it too seriously. Educators should also 
bear in mind that adolescents differ considerably in their physical develop-
ment and therefore in their physical performance limits such as speed, endur-
ance and strength. Sporting activities must therefore be differentiated for 
adolescents to accommodate their different development levels and to pro-
vide opportunities for further development of their physical accomplishments. 

Early and late development 

Educators must be aware that there are considerable differences between 
individual children's physical development. Knowledge of the influence of 
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early and late development on the adolescent is required so that the edu-
cator can approach the individual with the necessary understanding and indul-
gence. Educators must guard against prematurely burdening the child with 
inappropriate responsibilities in the mistaken belief that unusually advanced 
physical development in a child reflects comparable emotional development. 
Educators must also realise that girls generally begin to show signs of physi-
cal maturation at an earlier age than boys, and that these discrepancies render 
the sexes socially incompatible to some extent while they are in evidence. 
For example, girls enter into heterosexual relationships with boys in higher 
standards. In handling classes educators must see that they make due 
allowance for these differences. 

Body image 

It is imperative that the educator takes due cognisance of the adolescent's 
body image and sense of physical identity as cardinal aspects of her devel-
opment. The adolescent years are primarily the period during which the 
child's perception of her body exerts a critical influence on her social and 
emotional development. The educator should therefore be sensitive to any 
self-criticism or self-critical comment expressed by the child at this time so 
that she can identify emotional problems at the emergent stage. The edu-
cator should also be thoroughly familiar with the symptoms of eating dis-
orders, such as anorexia nervosa and bulimia nervosa, so that she can 
intervene in good time or opportunely refer the victim for professional 
assistance. Educators should also be able to inform adolescents and their 
parents of the dangers, symptoms and prognosis of serious eating disorders. 
Since adolescents often slavishly emulate the body image propagated as ideal 
by the mass media, educators must encourage a balanced outlook by con-
stantly emphasising individual persons' uniqueness, as well as inner beauty, 
values and character. 

Personal hygiene 

It is imperative that educators inculcate a routine for maintaining personal 
cleanliness. As a result of the increased hormonal activity taking place in 
their bodies adolescents have to be constantly on their guard against 
unpleasant body odours. Correct cleansing routines are also required to 
control acne, to which adolescents are prone. Educators must not only inform 
their adolescent charges about these matters, but must actively encourage 
them to maintain a neat and well-groomed appearance by setting an example 
to that effect. 

Healthy lifestyle 
Educators must constantly emphasise the importance of a healthy lifestyle 
for the adolescent's optimal self-actualisation. In particular, they should 
emphasise the importance of physical exercise, not only for the well-being 
of the body, but also for the adolescent's psychological well-being. Physical 
fitness not only improves the adolescent's sense of physical well-being, but 
also boosts self-esteem and self-confidence (Schickedanz et al 1990). Physi-
cal activity offers adolescents golden opportunities for interaction with their 
peer group. Because adolescents are inclined to eat both more and unhealthier 
food than in the past, and because they tend to gain weight in consequence 
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of the changes taking place in their bodies, they must be alerted to the import-
ance of following a healthy diet. Obesity must be avoided, but the adolescent 
must be warned not to become obsessively preoccupied with her body and 
her general physical appearance. Furthermore the necessity of adequate rest 
and recreation during this period of rapid physical growth must be emphasised. 
Educators must also ensure that adolescents master certain basic life skills, 
such as those required for stress and conflict management, communication 
and decision-making, and constructive time management. 

Early sexual activities 
Since a large proportion of the adolescent population become sexually active 
at an early age, educators should warn them against the negative conse-
quences that may ensue from such activities, for example sexually trans-
mitted diseases, which not only harm the adolescent's physical health, but 
may also leave psychological scars. It is important that information is 
conveyed in a scientifically correct manner without sermonising so that the 
adolescent can reach a mature, independent decision about the issues con-
cerned. It must be brought home to the adolescent that any sexually active 
person can contract a sexually transmitted disease. Girls must be persuaded 
to take responsibility for their own bodies, and it must be brought home 
to them that pregnancy will impose onerous demands on their bodies and 
on them as individuals - even if they have an abortion or have the baby 
adopted! 

Drug abuse 

The educator of the adolescent also has to accomplish the difficult task of 
making her charge aware of the dangers of alcohol and drug abuse. She must 
be so well-informed, however, that over and above counselling the adolescent 
she can also recognise the actual symptoms of drug abuse. She should also 
know who the parents should be referred to in case she discovers that their 
child needs professional assistance. Thus it is clear that the educator's pro-
fessional responsibility extends far beyond the level of merely imparting 
knowledge or providing academic expertise and that she must be available 
to become involved with the child who needs her help. She must be pre-
pared to discuss the adolescent's problems, fears and uncertainties and she 
must be positive, sympathetic and sincere in her dealings with the adolescent. 

2.4 Conclusion 
In contrast to the smooth tenor of childhood development the adolescent 
years are characterised by rapid growth and change. In addition to growing 
taller and heavier, the child develops secondary sexual characteristics and 
has to contend with the emotional and social problems which so often 
accompany these changes. Although the adolescent years are not invariably 
a period of 'storm and stress', adolescence is nevertheless a difficult phase 
in the course of the child's becoming. Mussen et al (1990) contend that it 
seems almost unfair that so many socialisation demands - associated with 
gaining independence, changing relationships with peers and adults, sexual 
adjustment, educational and vocational preparation - are made at the same 
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time that the young person is experiencing an unprecedented rate of bio-
logical maturation. Above all, the adolescent struggles with her emotional 
development, the forming of her own identity, and the stabilisation of a 
realistically positive self-concept. In the next chapter we shall consider the 
cognitive development undergone by adolescents. 
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Physical and cognitive development accelerate markedly during adolescence. 
The dramatic changes taking place in the adolescent's body often obscure 
the equally significant cognitive changes. According to Van den Aardweg and 
Van den Aardweg (1988:39) 'Cognitive development is the continuous and 
cumulative development of the intellect, and it proceeds at the individual's 
own tempo' (which indicates that there are individual differences between 
adolescents, and that not all 15-year-olds are on the same cognitive level). 
Cognitive development concerns all that has to do with knowing, including 
perception, conceptualisation, insight, knowledge, imagination and intuition, 
and it is closely allied to experience and intentionality. 

Human life is typified by its intentionality, which means that conscious-
ness is always consciousness of something, observation of something, thought 
about something, and represention of or fantasising about something (Du 
Toit &Kruger 1991). The degree of the adolescent's personal consciousness 
of something depends on his cognitive development. Personal conscious-
ness is the person's own consciousness and the world from which his life 
world unfolds. The preschool child attains self-knowledge and knowledge 
about his life world by informal means, while the primary school child 
(between the ages of seven and 11 years) attains self-knowledge by more 
cognitive means. The adolescent's cognitive abilities are exercised on a 
different level from that of younger children (Vrey 1979). The adolescent 
also attains self-knowledge and knowledge of his life world by formal means, 
but at this stage the concrete, literal thinking of the younger child gives way 
to more rational and lateral thinking, as well as a more critical frame of mind 
that no longer takes everything for granted but weighs things against each 
other and arrives at its own conclusions. 

A number of researchers agree that the adolescent's cognitive ability 
develops quantitatively as well as qualitatively. Qualitative in this sense refers 
to how cognitive processes operate, for example how a person proceeds to 
solve a problem, and to the qualitative changes in thought processes as 
individuals mature. According to Thorn (1990) the qualitative aspect of 
cognitive development consists in the nature and structure of thought 
processes. In the quantitative sense intelligence is regarded from a psycho-
metric point of view as a more or less durable human characteristic that can 
be measured as an indicator of whether an adolescent is capable of perform-
ing intellectual tasks and how he compares with adolescents of comparable 
age. 

3.1 Cognitive development (qualitative) 
3.1.1 Formal-operational phase 

Interest in the qualitative aspects of intellectual development is growing. Jean 
Piaget, the well-known Swiss biologist and scientist, probably made the 
greatest single contribution to the existing knowledge of the child's cognitive 
development. Piaget (1971) believes that the development of the child's cog-
nitive processes follows an orderly pattern. He divides the child's becoming 
into distinct development phases and assigns certain characteristics to each 
phase. According to him the highest level of intellectual development occurs 
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during adolescence (formal-operational phase) and by the end of adolescence 
the development of the cognitive faculty is almost complete, although further 
knowledge can still be acquired. 

The child adapts to the environment. Piaget describes the nature of this 
adaptation process and breaks it down into assimilation and accommodation. 

Assimilation refers to the cognitive act through which the child changes 
the environment to suit his thinking or cognitive structures (Monteith et al 
1988). By this means information is modified without any change to the exist-
ing thought structures. 

Accommodation refers to the cognitive act through which the cognitive 
structures are modified to accommodate new information. Assimilation is 
invariably followed by accommodation in that the cognitive structure changes 
when new information cannot be fully assimilated into the existing structure. 

Adaptation is a process involving assimilation and accommodation that 
are balanced against each other by means of equilibration. This is a self-
regulatory process, determined primarily from within. The balance is con-
tinually re-established, each time at a higher development level. 

Table 3.1 Phases in the cognitive development of the child 

Phase 

Sensory-motor 
phase 

Pre-operational 
phase 

Concrete-
operational 
phase 

Formal-
operational 
phase 

Age 

± 0-2 yrs 

± 2-7 yrs 

±7-11 yrs 

± 11-15 yrs 

Characteristics 

Functioning changes from a reflex level to a goal-
directed activity. 
Characterised by sensory and motor adaptations. 
Begins to make use of memory, thought and 
imitation. 
Ability to represent matters intellectually or 
symbolically. 
Language development is central. 
Does not readily see other people's point of view. 
± 4-7 years stage of intuitive thought. 
Capable of cognitive acts concerning concrete, 
real matters. 
Understands laws of conservation and is able to 
classify and seriate. 
Understands reversibility. 
Capable of carrying out formal operations, can 
think abstractly and logically. 
Can handle possibilities and hypotheses, thought 
is more scientific. 
Develops concerns about social issues and identity. 

Piaget (1971) contends that ultimately cognitive development can always 
be attributed to four factors: 

Maturation of bodily processes 

The maturation of the nervous system (for example development of senses 
of sight and hearing - eye-hand co-ordination and balance are particularly 
important in this regard) and the endocrine glands (for example the sex 
glands) are prerequisites for development. 
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Experience 
Piaget considers experience (that which a person discovers independently) 
to be indispensable for cognitive development and divides it into physical 
and logical-mathematical experience. Learning to make flat pleats in dom-
estic science is an example of physical experience that an adolescent school-
girl might gain, while working out how many pleats there ought to be and 
in which direction they should lie is an example of logical-mathe-
matical experience that the same girl might gain in the same class. 

Social behaviour 
The child's social environment is the total culture in which he happens to 
subsist (Monteith et al 1988). The child can only assign meaning to infor-
mation that he understands, hence he should be in possession of a particu-
lar cognitive structure. 

Equilibrium 

Piaget considers equilibrium to be the most fundamental of the four explana-
tory factors because it co-ordinates the roles of maturation, experience and 
social behaviour in cognitive development. It is added as an explanatory factor 
to reflect the fact that there must be a state of equilibrium between matura-
tion, experience and social behaviour. 

According to Piaget intellectual development culminates in the formal-
operational phase, which starts at approximately 11 years and is therefore 
central to the adolescent phase. It is impossible to establish a general upper 
limit for this culminative phase of intellectual development because formal-
operational thought, as indicated, is not a universal accomplishment. As a 
cognitive development phase it is also not reached at the same age in every 
culture. Furthermore, it is important to realise that a child may function on 
one level in some respects and on another, higher or lower, level in others, 
thus alternating, for example, between concrete- and formal-operational 
thought. The age limits proposed by Piaget for the development of this phase 
are therefore no more than a rough guideline. 

In view of adolescents' capacity for concrete and/or formal-operational 
thought, the formal-operational phase will be briefly considered here with 
some reference to the concrete-operational phase. 

3.1.2 Characteristics of the formal-operational phase 

The characteristics of the formal-operational phase to be discussed here are 
abstract thought, propositional thought, hypothetical-deductive thought and 
interpropositional thought. 

Abstract thought 

Adolescents who have progressed to the formal-operational phase are capable 
of abstract thought, dealing with abstract concepts and understanding abstract 
relationships. For example: 
• They think and reason about such concepts as love and hate, justice and 

injustice. 
• They apprehend relationships between such concepts as mass, energy 

and force. 
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• They begin to display a sensitive attunement to the rationales, intentions 
and behaviours of other people. For example, a person might say some-
thing that is not meant at all, such as 'The food is delicious' when the 
underlying sentiment is that the food is decidedly unappealing. Rationales, 
intentions and behaviours of other people are also questioned. In the ado-
lescent phase social, political and religious systems are especially 
questioned and examined. The adolescent in the concrete-operational 
phase is more dependent on direct personal experience, and his comments 
on any issue will be less sophisticated than those of the adolescent who 
is capable of formal-operational thought. 

• Their spatio-temporal mobility is also more advanced than that of adoles-
cents in the concrete-operational phase. They are capable of projecting 
into the past and the future, and of creating new, original situations. 

• They are also much more critical about themselves than adolescents in 
the concrete-operational phase. They constantly measure themselves 
against ideal models or against the peer group. They are also capable of 
reflecting on their own ideas, and they try to penetrate the conceptual 
world of others. They are inordinately sensitive about the impression they 
make on others, and they want to be part of the group. They are ego-
centric in that they think others are just as preoccupied with them as they 
are with themselves. This egocentricity differs from that displayed in the 
concrete-operational phase in that they persuade themselves that others 
share their favourite concerns. They also create a personal fable for them-
selves in which they are the leading figures that are uniquely unlike other 
people. 

Egocentrism usually wanes towards the end of adolescence when adult roles 
and responsibilities are accepted. The most notable deficiency in the cognitive 
processes of the adolescent whose thinking is still in the concrete-operational 
phase is the absence of abstract thought. 

Propositional thought (the real compared to the possible) 
Piaget sees the relationship between reality and possibility as the pivotal 
characteristic of the formal-operational phase of cognitive development. It 
is decisive for the other characteristics of this phase (Inhelder & Piaget 1958). 
Piaget further maintains that the possible is primary and the real secondary 
for the adolescent. 

The formal-operational youth adds concern with 'can' or 'maybe' to the 
former exclusive concern with actuality or 'here and now'. Questions con-
cerning the future now acquire immediacy and certain accepted facts are 
investigated, hypotheses are formulated and deductions are made. The ado-
lescent is therefore analytical. By contrast, concrete-operational adolescents 
cannot contemplate and deal with hypothetical and futuristic problems, and 
they tend to adhere rigidly to a particular problem-solving method even if 
the correct solution cannot be found. The arbitrary nature of methods is 
understood better by formal-operational youths, who therefore try out alterna-
tive problem-solving methods and consequently have more dynamic thought 
processes, take longer to reach decisions, and engage in long conversations 
and arguments with confidant(e)s about decisions. 

Propositional thought entails substitution of verbal statements for objects, 
with the result that the importance of language for formal-operational thought 
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can hardly be overestimated. Accordingly adolescents with this mental 
capacity are capable of understanding and making use of metaphor, satire 
and double meanings. By the same token they can appreciate and make use 
of subtle nuances of humour. Education, experience and personality are 
important factors, however, in the attainment of this stage of mental com-
petence. 

An adolescent who was relatively deprived of opportunities for language 
experience and discovery (in childhood) will sustain a relative disadvantage 
in this regard that will be difficult to overcome. The intelligence profile, devel-
opment through all the phases identified by Piaget, and arrival at the formal-
operational phase, as well as the scholastic performance of such youths will 
be affected, and this in turn will affect the youth's self-concept (Boshoff 1976). 

Hypothetical-deductive/combinatory thought 

Adolescents who are capable of hypothetical-deductive thought can sys-
tematically isolate all the variables involved in solving a problem and then 
combine them to determine their individual or combined influence. Again, 
different variables are tested and the results compared. They are therefore 
capable of hypothetical-deductive reasoning as against the empirical-
deductive reasoning of younger children whereby factual information is 
reduced to general statements. 

Deductive thought is concisely explained in Figure 3.1. 

Figure 3.1 Deductive thought 

Problem: Change the frequency of the pendulum. 

A ™ 

V — ► Short pendulum swings faster 
\ 

o — o —b 
v ^ Long pendulum has 
^ lower frequency 

Hypothesis: Length of pendulum correlates with frequency. 
Test: Change length of pendulum. 

Adolescents who have reached this phase are capable of formulating and 
testing hypotheses, after which results are compared. By testing one hypothe-
sis after another the other factors are kept constant. By this means the ado-
lescent proceeds deductively with formal scientific rigour. By contrast, the 
adolescent in the concrete-operational phase tends to be unsystematic in 
dealing with the problem. 
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Elkind and Weiner (1978) use the following example to illustrate combina-
tory thought: On its menu a restaurant offers various choices and combina-
tions of choices, such as entrees, main dishes and desserts. A person who 
is capable of combinatory thought would have no difficulty in making the 
choices required to order a meal from such a menu, but a person who lacks 
this ability should rather visit an establishment that offers simpler options. 

Hypothetical-deductive and combinatory thought are important for the 
study of science and are prerequisites for researchers. 
Interpropositional thought 

Adolescents who have progressed to the accomplishment of interproposi-
tional logic are capable of testing for logical consistency, and of identifying 
inconsistencies between statements (propositions). For example: All smokers 
die of cancer. David is a smoker. He will therefore die of cancer. 

Interpropositional logic enables the adolescent to test these statements 
and, therefore, to conclude that statements are not invariably true. Despite 
the logical validity of the statement, all smokers do not die of cancer. In 
addition to testing verbal statements, adolescents who attain to this accom-
plishment understand relationships, whether direct or indirect. 

Inverse proportionality is illustrated in Figure 3.2. 

Figure 3.2 
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Adolescents who reach the formal-operational phase begin to understand 
the inverse proportionality/balance between weight and distance without 
necessarily having to experiment with material objects to prove it. They 
apprehend intuitively that if one of two equal weights at opposite ends of 
the beam balanced on a fulcrum is increased it must be moved closer to 
the fulcrum to preserve a state of equilibrium. Adolescents in the concrete-
operational phase would perform this experiment by trial and error. 

Van den Aardweg and Van den Aardweg (1988) summarise the formal-
operational phase as follows: 

An adolescent who has reached the formal-operational stage can: 
• think in the abstract 
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• formulate hypotheses and problems 
• recognise imperfect assumptions 
• verify the results of his reasoning 
• review his own reasoning process 
• distinguish the real from the impossible 
• devise solutions to problems 
• reason hypothetical-deductively 
• handle many possibilities simultaneously 
• conceive of what might be 
• detect logical inconsistencies. 
From this one can deduce that many adolescents are not yet in the formal-
operational phase. 

3.1.3 Evaluation of Piaget's theory 

Some criticisms of Piaget's theory of cognitive development have been 
offered, chief of these being directed against the division into phases of the 
child's becoming. Piaget's notion that the formal-operational phase represents 
the culmination of intellectual development and is central to adolescence 
is also criticised because not all adolescents attain this ability (Gilligan 1987; 
Lloyd 1985). 

Note, too, that society does not require formal-operational thought as an 
accomplishment for all its members. Schickedanz et al (1990) asserts that 
formal-operational thought is more common among adolescents who sub-
sist in the technological context of Western culture than among adolescents 
in other cultural contexts; among boys than among girls; and among those 
who have had training in mathematics and science than among others 
without such training. 

Considerable criticism has also been directed against Piaget's overemphasis 
of the child's contribution to his own cognitive development and his failure 
to recognise the educator's contribution in this regard. 

Despite criticisms of Piaget's cognitive development theory, it cannot be 
dismissed. Piaget is not only regarded as the world's greatest development 
psychologist, but is deemed to have given teachers the most valuable infor-
mation they have ever received. His analysis of the development of thought 
in the child is the central core of what a teacher needs to know (Reilly & 
Lewis 1985). Over the past three decades a variety of studies based on 
Piaget's theory have been undertaken in Africa. Mwamwenda (1989) notes 
that the results of this research indicate that qualitatively as well as quan-
titatively the cognitive faculties of children in Africa compare well with those 
of children in Western cultures. The research also confirmed that Piaget's 
theory can be validated cross-culturally. Mwamwenda (1989:77) summarises 
the inherent benefit for Africa of Piaget's theory as follows: 

Inherent in Piaget's theory are basic principles of logic, science, mathematics, tech-
nology and commerce, with all of which African children should be conversant 
if Africa is to keep abreast with the rest of the world. 
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It can be deduced from Mwamwenda's observation that if Africa is to keep 
pace with the rest of the world its children will have to be exposed to the 
same learning experience as children of Western countries. 

3.1.4 The effect of adolescent cognitive development 

The effect or influence of the adolescent's cognitive development on other 
domains will be discussed in this section. 
Development of an implicit personal perspective and self-concept 
At the formal-operational stage of cognitive development adolescents can 
think in a complex way about themselves and other persons. Besides being 
critical and analytical towards themselves and other persons, including their 
parents, they are capable of construing what might and what could be, with 
the result that they often question the instructions and convictions of adults. 
The development of these cognitive abilities makes adolescents prone to 
mood swings from depression and dissatisfation to joy and happiness (Thorn 
1990). 

The adolescent's formal-operational ability leads to increasing intro-
spection, that is, self-consciousness, which prompts deliberate self-criticism, 
self-evaluation and efforts at self-improvement as part of a quest for identity 
and self-knowledge. Adolescents' critical mindset prompts them to compare 
themselves constantly to ideal models or the peer group. This may lead to 
a sense of inferiority, however, and a personal sense of dissatisfaction. The 
adolescent's ability to contemplate himself is therefore important for the 
development of his self-concept and sense of identity. 

Egocentrism 
Some researchers emphasise the influence of a form of egocentrism on the 
personality and behaviour of the adolescent. The ability to reflect on one's 
own ideas is characteristic of the formal-operational phase. Besides reflect-
ing on their own ideas adolescents try to enter imaginatively into the world 
of other people's ideas. They are exceptionally sensitive to others' percep-
tion of themselves and want to be part of the group. 

Adolescents' egocentrism manifests in the creation of an imaginary 
audience and a personal fable. 
Imaginary audience 
Adolescents imagine that other people are just as preoccupied with their 
appearance and behaviour as they are. They therefore react to an imaginary 
audience and are extremely self-conscious, and they also display a need for 
privacy. 

Elkind (in Conger Si Peterson 1984:170) states the case as follows: 'Gather-
ings of adolescents are unique in the sense that each person is simultaneously 
an actor to himself and an audience to others'. 
Personal fable 
The personal fable is closely related to the imaginary audience in that adoles-
cents believe that they are important to their audience and that they are 
unique and singular as individuals. They believe, for example, that nobody 
has ever experienced as much agony over the break-up of a love affair as 
they have. 
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Consciousness of the imaginary audience often gives rise to intense self-
consciousness, shyness and a need for privacy (Thorn 1990). Personal fable 
beliefs can be the underlying reason for some of the reckless, seemingly self-
destructive behaviour that is so typical of adolescents. Their licentious 
experimentation with alcohol, drugs and sex is based on the belief that 
nothing untoward can happen to them (Kruger 1992). 

Idealistic rebellion 

Adolescence is the period during which adolescents begin to assume adult 
roles, consider themselves equals to adults, and judge adults with complete 
reciprocity on the same level as themselves (Rice 1984). Although they see 
the world as it really is they also envisage the world's possibilities. Reality 
is therefore often lost sight of and Utopian solutions are proposed for the 
world's problems. Adolescents may rebel against existing norms, values and 
the like if their educators fail to empathise with their idealism. 

Decentring and a life plan 

Adolescents reflect on their future and how they can change society, with 
the result that they cannot distinguish between their own life plan and the 
interests of the group they want to reform (Inhelder & Piaget 1958). Decent-
ring of their ego also takes place and they therefore begin to adopt a more 
realistic life plan. However, decentring and consequent realism may render 
adolescents cynical about reality (Kruger 1992). As a rule adolescents' 
improved ratiocinative accomplishments enable them to move on a higher 
plane in other domains of becoming. They begin to establish their life plan 
and assume adult roles as they develop greater cognitive objectivity and a 
better sense of perspective. 

Parent-child relationship 

Adolescents' increasing independence and ability to solve their own problems 
cause conflict between themselves and what their parents deem right and 
good for them. Whereas they implicitly believed what their parents told them 
and accepted their decisions as younger children, they now weigh the poss-
ible against reality. They become aware of discrepancies between the putative 
values and actual behaviour of their parents and no longer idealise them. 
Since in their view reality often falls short of the ideal, they sometimes rebel 
against their parents and society as a whole. 

Besides relationships, cognitive development also affects personal attrib-
utes, career plans, concern about social, political and personal values, and 
learning. 

There is a close link between cognitive abilities and learning. Adolescents 
who are capable of formal-operational thought are capable of using sophis-
ticated mnemonic techniques, with the result that they are able to accomplish 
intellectual tasks more rapidly and effectively, and can anticipate, identify 
and reason about problems and conceive strategies for solving these. Their 
abstract intellectual abilities enable them to perform complex mathemat-
ical operations, for example, or to recognise metaphor and satire in literature 
(Monteith et al 1988). All this affects the adolescent's self-concept, self-
actualisation and motivation. 
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Public Concern: The Brain 
• The brain consists of two identical hemispheres that perform different functions: 

• Some people are right-brain dominated while others are left-brain dominated. 
• The adult brain weighs ± 1,6 kg but has more capacity for computation than the 

largest computer in the world. 
• Research has shown that at most people use about 10% of their brain capacity. 

The brain and its nutritional needs 
• Brain function depends on and is promoted by proteins contained in such foods as 

meat, eggs, cheese, nuts and soya products. 
• Starch or carbohydrates makes people sluggish, and research has shown that pupils 

who eat high-carbohydrate breakfasts are torpid in class. 
• Vitamin C deficiency can retard brain function. 
• The brain requires abundant supplies of oxygen to function effectively. Iron in the diet 

is essential for the transport of oxygen to the brain by means of the blood. A fluctuating 
attention span and difficulty at learning something is the first sign of a shortage of 
oxygen in the brain. The problem can be overcome by taking iron as a dietary supplement. 

• Zinc, which only occurs in fish and seafood, affects the parts of the brain that 
receive and process information received from the organs of taste and smell. 
Research also indicates that a zinc deficiency is implicated in eating disorders such 
as anorexia nervosa and bulimia nervosa. 

• Mother's milk is the best brain food of all for babies. 
• Scientific evidence indicates that breakfast is the most important meal of the day 

and that it definitely improves children's performance in class. 
• Caffein, which is an ingredient of coffee and cola drinks, offers several short-term 

advantages. It can counteract mental exhaustion temporarily, and truck drivers and 
students use it to keep themselves awake and mentally alert. It is addictive, 
however, with the result that the short-term advantages gained by using it are 
outweighed by the disadvantages. The effects last for a short period only and cause 
one to feel worse than before taking it. 

General remarks 
• One of the most powerful weapons at the disposal of educators is the ability to arouse a 

sense of guilt in children which, particularly in the case of adolescents, suppresses their 
spirit of enterprise, their capacity for abstract thought, and their powers of concentration. 

• Too much or too little intellectual stimulation can cause boredom. It is often the 
bored adolescent who frequents undesirable places (hangouts). 

• A child can be bright without having to take mathematics as a school subject to prove it, 
but at the same time a matric pass in mathematics is a compulsory requirement for 
admission to many of the courses offered by tertiary educational institutions. 

• Reading is unequalled as a means of boosting a child's mental capacity, while a lack of 
reading matter can seriously impede the development of a child's command of language. 

• Adolescents with a poor self-image are reluctant to air their views because they 
cannot cope with criticism. They are so preoccupied with their emotional problems 
that they have little energy left for cognitive development. 

• Firstborn children tend to be more serious, conforming, shy and anxious than their 
siblings - and more likely to outdo them. Freud, Kant, Beethoven, Dante, Einstein 
and Julius Caesar were all firstborn children. 
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3.2 Cognitive development (quantitative) 
The quantitative (psychometric) approach to intelligence entails a perception 
of intelligence as a more or less durable and measurable human characteristic. 
The concept of intelligence has been a source of considerable difficulty over 
the decades, and up to the present there has been no consensus about what 
it is. Gordon (1975) describes it as an ability that reflects the organisation 
of the person as a whole and that influences his general experience, cultural 
environment and human relationships. The definition of intelligence also 
depends on the behaviour that has to be explained or measured. Such a quan-
titative measurement of a person's intelligence is expressed as an intelligence 
quotient (IQ). 

3.2.1 Measuring intelligence 

Interest in intelligence tests originated in England. Francis Galton was the 
first to conduct an investigation into individual differences between people. 
He believed that intelligence is determined by heredity and can be measured 
empirically. 

Intelligence tests as we know them today originated in France, however, 
with the intelligence scale devised in 1905 by Binet, who was also the first 
to use the term 'mental age'. 

Terman of Stanford University in America revised Binet's intelligence test, 
thus creating the Stanford-Binet intelligence scale, which gives an IQ score 
that expresses the ratio between the mental age (the age that accords with 
a child's performance in the standardised test) and chronological age multi-
plied by 100. 

The child's IQ is therefore calculated in the following way: 
VO 

IQ = — xlOO. 
CO 

VO = mental age 
CO = chronological age 
100 = a score taken as the mean. 
This intelligence test has been in common use since 1916. In 1939 Wechs-
ler, who used to be on the staff of the Bellevue Hospital in New York, devised 
the Bellevue scale for adolescents and adults. This instrument was followed 
in 1949 by the Wechsler Intelligence scale for children (WISC) in which a 
points scale is used instead of VO and CO. A distinction is made between 
non-verbal and verbal intelligence and total intelligence. This test was adapted 
in 1945 for use in South Africa. Rather than measuring intelligence as a whole, 
IQ measures certain cognitive processes as demonstrated verbally in the form 
of vocabulary and comprehension, for example, and on the non-verbal level 
by such means as absurdities and pattern completion. These cognitive 
processes give some indication of the specific abilities that are central to the 
learning process. The following standardised, individual and group intelli-
gence tests for adolescents are used in South Africa: 
• Senior South African Individual Scale - Revised (SSAIS-R) - measures 

general intelligence (revised 1991) 
• Individual intelligence scale for Zulu speaking pupils (1988) 
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• Individual intelligence scale for Xhosa speaking pupils (1990) 
• Individual intelligence scale for Northern Sotho speaking pupils (1990) 
• New South African group test (NSAG) (1965) 
• General Scholastic Aptitude Test (ASAT) (1991) 
• Cattell Culture Fair Intelligence Test - (for individuals and groups) is non-

verbal and requires that testees perceive relationships in shapes and 
figures. 

• Griffiths mental development scale (1970). This test may only be used 
by registered persons who have received the requisite training. 

With IQ as the ruling criterion people can be classified as follows: 

Table 3.2 IQ Classification 

Score 
140 + 
131-140 
121-130 
111-120 
90-110 
80-89 
70-79 
69 and below 

Classification 
genius 
very superior 
superior 
high average 
average 
low average 
borderline (mentally defective) 
mentally deficient 

Percentage 
of population 

i% 
i% 
7% 

16% 
50% 
16% 
7% 
2% 

These classifications give us a general idea of what IQ means. 
Psychometricians use factor analysis (a statistical technique) to discover 

the factors underlying intelligence. 
Charles Spearman was the inceptor of the factor-analysis tradition in the 

measuring of intelligence. He distinguished two kinds of factors pertaining 
to intelligence, namely general and specific factors. Thurstone expanded these 
two factors to seven and Guilford expanded them further to 120 (Clarke-
Stewart et al 1985). 

In the early 1970s Cattell and Horn established a two-factor theory of fluid 
and crystallised intelligence, the term 'fluid' being used to designate intelligence 
deemed to be the result of biological factors (mainly heredity) that influence 
intellectual development, while 'crystallised' refers to what is deemed to be 
the result of environmental influence on intelligence. These writers maintain 
that the development of fluid intelligence culminates during adolescence 
while, depending on the stimulation (Monteith et al 1988) the person receives 
from the environment, crystallised intelligence continues to develop with 
advancing age (Elkind & Weiner 1978). Cattell and Horn made an important 
contribution by showing with their two-factor theory how intelligence 
develops; and the continuous change in IQ scores revealed by the study con-
ducted by Sontag, Baker and Nelson with 300 children monitored from birth 
to adulthood (Clark 1988) reaffirms that intelligence is not a fixed quantity. 

3.2.2 The value of intelligence testing 

At some stage of their school careers pupils are subjected to an intelligence 
test at almost every school in South Africa, in most instances to measure 



58 The Adolescent 

development intelligence, that is, a person's inherited intellectual potential 
that develops under specific environmental influences up to the day of testing. 
A profile of people's cognitive abilities is obtained by expressing the results 
of intelligence testing in numbers. 

These figures or indices can be used as an objective aid to: 
• diagnosing pupils for giftedness or learning problems 
• guiding and counselling pupils as regards subject and career choices 
• comparing performances of different pupils 
• clinical and diagnostic operations. 
The educator knows more or less what to expect of a pupil whose IQ is 
known, but it should be noted that a high IQ does not necessarily mean that 
a child will achieve scholastic success, and vice versa. Such success depends 
on numerous factors, such as education, instruction, bodily, affective and 
social factors, motivation, self-concept, perseverance, and habitual study 
methods. 

The evaluation of intelligence is one of the efforts made to become better 
informed about the child in order to educate him successfully to adulthood. 
It is most important that a child's IQ is treated confidentially. Educators should 
take care not to use a child's IQ as a public label so that it becomes like an 
inescapable fate to the child. 

3.2.3 Criticism of intelligence testing 

From a psychopedagogical perspective it is wholly unacceptable to label a 
person on the strength of no more than an IQ score. Intelligence tests are 
basic performance tests that provide no more than an indication of academic 
aptitude. Health, as well as tension and other emotional problems, can 
influence an IQ score, which does not reflect or make allowances for the 
problems of this nature that affect the child on the day of the test. 

Many people worry about their IQ scores because they regard these figures 
as lifelong labels that imprison them in categories of 'stupid', 'average' or 
'clever'. The IQ is also frequently used as the sole criterion for selecting a 
field of study for the pupil. 

IQ is significantly determined by a pupil's linguistic experience because 
language is the primary vehicle of thought. 

Spearman (1904), Thurstone (1938) and Guilford (1952) attempted to 
explain intelligence, while for the greater part of this century theoreticians 
were intent on measuring it (Wiechers 1993). Criticism against theoretical 
explanations and measurement of intelligence gradually led to a more respon-
sible approach to intelligence evaluation. 

3.2.4 Notes on intelligence 

The connection between heredity and environment 
Research and theorising about the relationship between genetic and environ-
mental factors have produced no clear answers. Jensen (1973) attributes 80% 
of a given population's IQ to genetic factors, while Hebb (1968) dismisses 
this assertion as absurd, saying that heredity and environment are equally 
influential. 
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Considerable research done on twins and family trees shows that heredity 
has some influence on intelligence. Environmentalists do not deny that some 
part of intelligence is inherited, but they set a premium on the role of environ-
ment. Jordaan and Jordaan (1984) observe that this leads to a compromise 
conception of the relationship between heredity and environment, namely 
that genetic factors place a 'ceiling' on the intellectual peformance (including 
the IQ score) of which a person is capable, and that environmental factors 
determine how close a person gets to his particular ceiling. Educationists 
are aware of the value of a rich and stimulating environment in the child's 
life. The parental home and the school should therefore be designed to offer 
the adolescent educational opportunities that stimulate the development of 
his intelligence. Research has also shown that a child who comes from a 
poor socio-economic family and educational setting does not perform as well 
in intelligence tests as children from middle-class homes because the middle-
class background provides an advantage with respect to language, motivation 
and experience, among other factors. Bloom et al (1981) attributes this 
advantage to the fact that the quality of attention received by the middle-
class child is better than that received by children from a lower socio-
economic class. 

The relationship between culture and intelligence 
We have noted that intelligence is culturally determined. The same behav-
iour may receive different intelligence ratings in different cultural settings. 

Intelligence tests measure skills that are integral to a particular culture. 
The content of intelligence tests is compiled so that in most instances testees 
have to actively apply their acquired skills to provide answers to questions. 
It seems unfair to subject persons coming from different cultural backgrounds 
to the same intelligence test. 

Children living in cultural settings characterised by different degrees of 
technological sophistication possess knowledge that differs accordingly. Some 
psychologists have tried to design culture-fair tests, but cultural diversity 
makes this a difficult exercise (Ferron 1990). 
Gender differences and intelligence 
Intelligence tests show that the overall intelligence of males and females is 
equal, but that boys and girls usually have different abilities in specific 
domains (Morris 1976). Girls perform better in tests that concentrate on verbal 
skills, such as reading, verbal fluency and verbal comprehension, while boys 
peform better at tasks that test spatial orientation and mathematical ability. 
These differences accord with social expectations pertaining to the two sexes. 
Motivation and intelligence (see also chapter 6) 
There is a close correlation between intelligence and motivation. A child who 
is motivated to learn for the sake of learning (intrinsic motivation) and seeks 
the meaning and significance for himself of the learning act is in a favourable 
position to fully utilise his intelligence (Maree 1989). Motivated learning can 
increase the learner's intelligence. As indicated earlier, research has shown 
that intelligence is not a fixed quantity. For example, Diamond concluded 
from her research with laboratory animals and a look at sections taken from 
the brain of Albert Einstein that the brain is designed to react to stimulation, 
and that its capacity will increase to meet new challenges (Yepsen 1988). 
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The following motivational impediments affecting cognitive development 
can be identified: 

Poor cognitive motivation is largely attributable to inability on the learner's 
part that manifests as unwillingness to assign true meaning to new subject 
matter. This condition is exacerbated by unrealistic demands made by the 
learning situation, that is, where tuition and examinations demand rote learn-
ing that fails for that reason to allow the learner to reformulate the learning 
content in his or her own terms. 

Tuition material is 'meaningless' if it defies the learner's efforts to assimi-
late the learning content into his existing cognitive structure. In such cases 
there are either too few linking ideas, or the learning content is not poten-
tially meaningful, with the result that the learner resorts to rote learning (Van 
Rensburg et al 1988). 

Intelligence and self-concept 
People with a positive self-concept are well-placed to undertake their studies 
enthusiastically and successfully, and to see them through to the end. By 
the same token people who form pleasant associations with and achieve 
success in their studies will usually display a positive self-concept. People 
with a low self-concept are inclined to characterise themselves in statements 
such as the following: 'I am stupid', 'I knew I couldn't do the work', 'The 
children and my teacher will laugh at me', and so on. A negative self-concept 
induces a poor academic predisposition. 

Research done overseas and in Africa to illustrate the connection between 
self-concept and academic achievement showed in every instance that pupils 
with good self-concepts performed significantly better than pupils with poor 
self-concepts. People's cognitive abilities enable them to do things and they 
are rewarded for their accomplishments with credit, recognition and praise 
(Jacobs & Vrey 1982). 

Intelligence and language 
There is a correlation between language and intelligence because language 
is an essential thinking tool. It is generally accepted that language is an essen-
tial means of peforming educational acts. Language increases the range of 
one's comprehension of things and events, thus influencing the development 
of the intellect. According to Gage and Berliner (1988) the development of 
language is the most important factor in the development of cognitive 
abilities. 

Adolescents who are capable of critical observation, apprehension of rela-
tionships, and comprehension of and differentiation between significations, 
are capable of developing their language skills more rapidly and efficiently 
than adolescents with lesser intellectual endowments. The latter will also 
deliver poorer peformances in intelligence tests that measure verbal abilities. 
This implies that the intellectual development of adolescents who have 
suffered pedagogic neglect cannot progress satisfactorily. The list of tests 
given earlier exemplifies the policy that pupils should be subjected to intelli-
gence tests administered in their own language. This matter has received 
attention for quite some time in South Africa, with the result that intelligence 
tests are available in Afrikaans, English and a number of black languages. 
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Intelligence, IQ tests and the adolescent-in-totality 

Note that the IQ score does not reflect a person's intellectual functioning 
as a whole. If two adolescents achieve the same IQ score it would be unjusti-
fied to take that as an indication that their intellectual functioning is ident-
ical in every respect as there may be important qualitative differences 
between them as regards their utilisation of their intellectual abilities (Jor-
daan & Jordaan 1984). 

Adequate maturation also depends significantly on adequate actualisation 
of intelligence. The adolescent creates new stiuations that actualise intelli-
gence and attributes significance and meaning to reality, thereby enriching 
his experiential world and actualising his accession to adulthood (Van Niekerk 
1986). 

Intelligence and an IQ score cannot represent the adolescent-in-totality. 
As early as 1895, Binet made reference to ten tests that purported to measure 
the whole personality (Butcher 1972), so in considering adolescent intelli-
gence due weight must be given to the totality of each person as a human 
being. The concept of intelligence encompasses much more than mere 
cognitive accomplishments. 

3.3 Recent approaches to cognitive development 
The history of theories of cognitive development clearly shows that some 
theories have been elaborated while others have been criticised. In addition 
several new theories have been evolved over the past decade. The theories 
of Sternberg and Feuerstein are two recent additions that will now be dis-
cussed. 

3.3.1 Sternberg's approach 

This approach, which conflates several others, classifies intelligence in terms 
of function and level. Function refers to what the components of intelligence 
actually do, while level indicates the degree of complexity or difficulty of 
the planning or decision making being undertaken (Kokot 1992). Since the 
theory combines three subtheories of intelligence, it is termed the triarchic 
theory. The subtheories are the following: 
• the contextual subtheory, which defines intelligent behaviour in terms of 

the sociocultural context in which it occurs 
• the experiential subtheory, which explains the connection between intel-

ligence and experience 
• the componental subtheory, which explains the structures and mechan-

isms underlying intelligent behaviour. 
The componental subtheory deals with five processes or components, 
namely: 
• A metacomponent involved in the planning, monitoring and decision 

making associated with the performance of a task (this component is 
placed at the centre of the concept of human intelligence) 

• An executive component consisting in the implementation of plans con-
ceived as part of the metacomponent 
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• A knowledge acquisition component, which subsumes the processes 
involved in acquiring new knowledge, namely selection, combination and 
comparison of information 

• A recall component consisting in the conscious remembrance of previously 
gained knowledge 

• A transfer component which helps to transfer knowledge and information 
from one context to another (Sternberg 1985; Burger 1992). 

This triarchic theory offers many opportunities for future research on intelli-
gence (Gerdes et al 1990). It emphasises the sociocultural context within 
which the individual functions, as well as the importance of novelties for 
the individual. It also offers an explanation of the methods of knowledge 
acquisition. 

On the strength of his triarchic theory Sternberg (1984) claims that intelli-
gent behaviour can be taught, and a number of academics endorse this belief. 

3.3.2 Feuerstein's approach 

The most central characteristic of Feuerstein's approach is that he gives equal 
weight to both partners (the child and the educator) in the educational act. 
Like Sternberg, Feuerstein bases his approach to intelligence on processes 
rather than factors. He regards human beings as open systems with recep-
tiveness as their central characteristic. 

Feuerstein developed a programme aimed at assisting culturally deprived 
adolescents in Israel with their studies. This programme is now being used 
throughout the world to assist children with learning disabilities. A key 
concept of his 'Instrumental Enrichment Programme' is that of cognitive 
modifiability, which is concerned with structure and constitutes a factor that 
may influence cognitive development. 

The development of the cognitive structure is influenced by two types of 
interaction between the individual and the environment: 
• direct exposure to stimuli emanating from the environment 
• mediated learning experience (MLE). 
Both types of learning experience are important, but the quality of mediated 
learning experience provided for children is largely responsible for the 
different levels of cognitive development (Feuerstein 1980; Burger 1992). 
Thus mediated learning experience forms the core of Feuerstein's approach, 
and according to Wiechers (1993) the educator intervenes between the child 
and reality and acts as a human mediator, interpreter and facilitator of 
learning experience. The teaching style therefore changes from one of trans-
mission of information to one of mediating learning experiences, thus pro-
moting a climate of involvement and mutual respect during the learning 
event. 

The process of accompaniment influences the child's cognitive structure 
and provides him with sufficient linking ideas to which new knowledge can 
be attached. Ausubel (1968) pointed out that knowledge gained in this way 
expands and refines the existing cognitive structure. 

Feuerstein's theory is endorsed by the research of Bloom etal (1981), who 
found that children's cognitive development is influenced by the environment 
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in which they grow up. The importance of high-quality attention and accom-
panied learning experience may not be disregarded since these enable the 
child to develop his ability to orientate himself effectively and efficiently in 
accordance with new situations (Greenberg 1990). In itself an environment 
producing a rich variety of stimuli is no guarantee of elevated cognitive 
functioning since accompaniment is required. 

Feuerstein (1979; 1980) observes that besides the need for a stimulating 
physical environment, the educator must be present to point things out to 
the child, to draw his attention to certain matters, and to help him to inter-
pret what he observes, so that by these means the child's satisfactory cogni-
tive progress may be assured. 

The theories of both Sternberg and Feuerstein proceed from the stand-
point that people are open systems and therefore amenable to change that 
includes lifelong development of intelligence. Feuerstein is of the opinion, 
however, that an IQ score is of little value to educationists who are interested 
in cognitive change because it gives no indication of cognitive processes and 
often gives no indication of learning potential (Nickerson et al 1985). 

The Learning Potential Assessment Device (LPAD) created by Feuerstein 
(1979) comprises a dynamic method of measuring learning potential in order 
to identify deficiencies in children's intellectual apparatus and to remedy 
these by providing learning opportunities. This new approach to intelligence 
measurement constitutes an effort to break away from conventional measure-
ment of intelligence and is aimed at improving intellectual performance as 
well as enhancing the child's overall cognitive functioning. 

3.3.3 Development of ratiocinative ability 

There is a worldwide tendency to develop reasoning and reasoning skills 
in order to enhance intelligence. The idea is not new and has been an edu-
cational ideal since Plato, but it remains out of reach for most school chil-
dren (Burger 1992). Wiechers (1992) contends that the cause of this 
elusiveness must be sought in educational practice, current practice being 
still largely based on 'classical learning theory', which proceeds from the 
premise that the teacher is the repository of all knowledge and merely shares 
it out among children who receive it without criticism or question. Children 
soon find out what content the examination tests and learn only that. This 
rule of 'learn-what-is-tested' is frequently applied throughout children's school 
careers and beyond, with the result that reasoning ability is neglected as a 
cognitive development aim (Marzano et al 1988) and is therefore never 
acquired. De Bono (1986) claims that educators rarely encourage children 
to think, and that even then their efforts are inadequate and do not guaran-
tee that their charges will think in practice. 

Programmes for the development of thinking skills abound and each has 
its own approach. Among the most noteworthy of these are the following: 
• 'Instrumental Enrichment', devised by Feuerstein (1980), is among the 

oldest programmes and gives equal weight to both partners in the learning 
event. 

• Richard Paul (1984) is currently at the leading edge of the critical-thought 
movement. He is convinced that pupils should learn to think critically by 
being exposed to ideas that they disagree with. 
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• De Bono (1984) is critical of Paul's ideas. His 'Cognitive Research Trust' 
(CoRT) programme concentrates on the perceptual aspect of thought. The 
programme helps pupils and students to suspend their judgement, adopt 
new approaches to problems and consider alternatives with the aid of 
a variety of 'thinking tools', lateral thought being foremost as a means 
of engaging observation skills that enable a person to look at the world 
in different ways. To this end people have to draw on a wide range of 
experience (Yepsen 1988) by repeatedly approaching the original problem 
from new angles with a view to solving it. 

• 'Philosophy for Children', devised by Mathew Lipman (1976), is a thinking-
about-thinking programme that breaks away completely from other 
approaches and strongly emphasises metacognitive skills. Metacognition 
is a person's apprehension of his or her own cognitive processes and the 
ability to control and regulate these processes (Meichenbaum 1986). It 
therefore comprises the measures or methods adopted by adolescent 
pupils to make sure that they think and learn effectively. 

According to Kriegler (1988) metacognition comprises the following steps: 
• Planning - the adolescent starts with a plan of action, for example by 

contemplating the question 'How am I going to learn mathematics?' 
• Self-monitoring - the adolescent must stand back mentally and take an 

objective look at what he is doing, for example by asking himself: 'Am 
I really learning, or am I daydreaming?' 

• Self-evaluation - here the adolescent takes self-monitoring a step further, 
for example by asking himself: 'Do I know this part of the subject matter 
and can I answer questions about it?' 

• Remediation - the reason must be sought if the learning effort fails. 
Lipman (1976) strongly emphasises the use of narrative literature selected 
for appropriateness to age level as the subject of class discussions in which 
metacognitive skills are inculcated. 

The abovementioned models have been applied on a global scale to initiate 
various projects aimed primarily at improving the cognitive functioning of 
children from disadvantaged backgrounds. These projects differ from those 
concerned with reading and writing skills (eg Project Head Start) in the sense 
that they are more directly aimed at developing thought and thinking skills. 
Examples are Project Intelligence in Venezuela, the Instrumental Enrichment 
Programme in Israel, the Ghent Action-Research Project in Belgium, and the 
Soweto Gifted Child Programme in South Africa. 

Formal-operational thought is not the same as critical thought. Whereas 
the formal-operational thinker uses information and assumptions to solve 
problems and to reason, the critical thinker asks how accurate and valid the 
information and the assumptions are before he proceeds to make use of them 
(De Bono 1983). It cannot be taken for granted, therefore, that a person who 
has reached the formal-operational level of thought will always think criti-
cally as well (Bester 1992). 

3.3.4 The metatheoretical perspective developed by Wiechers with 
respect to recent approaches to cognitive development 

Wiechers (1993) observes that higher-order thinking skills (formal-operational 
skills) are not adequately developed in South African schools and universities, 
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and that teaching should concentrate on remedying this deficiency. Wiechers 
emphasises that neither precipitate departure from received teaching of 
thinking skills and the existing theories of cognitive development, nor hyper-
conservative adherence to these practice and theories is indicated. 

She asserts that the reduction of intelligence to specific reasoning skills 
has at least two major implications for education. 

First it removes the veil of secrecy enveloping the cognitive processes that 
precede intelligent behaviour. When a pupil fails to solve a particular problem 
the teacher/educator is armed with a more sophisticated strategy and can 
reflect on and decide which reasoning skills must lead to the solution of the 
problem concerned. Instead of merely providing information as inputs and 
then evaluating outputs, the teacher/educator now pays special attention to 
the entire learning event between the input and output of information. 

Secondly it creates the possibility of teaching reasoning skills as a means 
of inculcating intelligent behaviour. 

Wiechers (1993) holds that the theme of thinking skills as guarantors of 
intelligent behaviour and interdependent adulthood requires further research. 
Since South Africa is a combination of first- and third-world conditions a good 
deal of research could be done into relevant programme designs that con-
form to South Africa's specific education system. 

3.4 Creativity 

3.4.1 What is creativity? 

Like intelligence, creativity eludes definition, as attested by the bewildering 
number of definitions of that quality given in the literature. 

Torrance (1962), who has undertaken valuable research on creativity, 
defines it as the process of sensing gaps or missing elements and forming 
ideas or hypotheses concerning them. Van Jaarsveld (1970) defines it as 
people's ability to make something new, that is, something that did not exist 
before. Researchers are agreed that creativity is more than the mental abilities 
that are measured; that all people are creative to some extent; and that it 
subsists in the ability to deduce original ideas from the known as well as 
the unknown, and to create new things. 

Clark (1988) explains her perception of the creative personality with ref-
erence to a circular diagram. 
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Figure 3.3 Clark's creativity circle 

Environment 

(Source: Clark 1988) 

Clark (1988) sees creativity as the result of total integrated functioning of 
the whole human brain. Thinking, feeling, sensing and intuition unite to 
become creativity. A person could not create with only one function 
operating. 

The creative person therefore identifies the problem, seeks solutions and 
formulates hypotheses about possible solutions, which are then put into 
practice. According to Van der Zanden (1980) creativity refers to that which 
is new and useful. Since novelty and utility are a matter of subjective opinion 
some researchers recommended that reference be made instead to divergent 
and convergent thought, typical creative people's thinking being divergent. 
Guilford proposed his model of the intellect in the early 1950s. He maintains 
that the intellect subsumes several cognitive operations, including those of 
divergent and convergent thought. Divergent thought subsists in the transfer 
of information to, and the application thereof in new situations. Convergent 
thought subsists in finding the conventional answer (Van der Zanden 1980). 

3.4.2 Creativity and intelligence 

Landau (1990) gives the following summary of the main characteristics of 
creative individuals: 
• A readiness to work hard. 
• Intelligence which is usually above average though not necessarily in the 

upper limits, for creativity is not dependent on intelligence alone. 
• Fluency regarding repetition and processing of existing knowledge. 
• Originality is a test of creativity. There must be the ability to produce extra-

ordinary ideas, solve problems in a unique way and use things in an excep-
tional and novel manner. Originality often occurs through sudden insight 
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and is linked to the power of the imagination to break away from fixed 
and inflexible perceptions. 

• Flexibility, pliability and latitude of thought using a variety of approaches, 
moving easily from one category to another. They can readily depart from 
the common, established, usual working methods. Divergent thought is 
a prerequisite for creativity. 

• Elaboration or the ability to handle a specific problem in its finest detail 
to formulate, adapt, embroider and implement. In this way an imagina-
tive, penetrating perspective is obtained, with new ideas culminating in 
a new creative achievement. Time is needed for elaboration. 

• Sensitivity to the environment and to one's own feelings and emotions. 
They note things which are overlooked by others and exhibit a new 
appreciation, an alertness and consciousness of the environment. The 
highly creative like to perceive, look for, calculate and absorb. They are 
sensitive to their inner feelings, they experience inner conflict and chaos. 

These differences clearly indicate that creativity cannot be determined by 
means of intelligence tests. Papalia and Olds (1990:397) note the following 
in this regard 'IQ tests do tell us something about a person's potential, but 
they don't tell us everything, perhaps not even most things.' 

A number of researchers have attempted to show a correlation between 
intelligence and creativity, but without success. Lindemann and Fullagar 
(1975) also could not find a significant correlation between intelligence and 
creativity among South African adolescents. Some factors that influence intel-
ligence can also influence creativity, for example, health, study habits, dom-
estic finances and motivation. 

Some researchers have found that high creativity may be accompanied 
by low intelligence, but that high intelligence is no guarantee of creativity 
(Van der Zanden 1980). According to modern psychologists, Rembrandt, the 
great 17th century Dutch painter, must have had an IQ of no more than 110, 
and Van Gogh, another famous Dutch (post-impressionist, ie late 19th cen-
tury) painter, some of whose works have recently been sold to a Japanese 
collector, for the highest prices in history, was known as a 'genius without 
talent'. Einstein, the famous Swiss mathematician who revolutionised the 
way in which mathematicians and physicists think about reality with his 
theory of relativity, repeated a year at school and had trouble passing the 
entrance examination for his training as a teacher (Yepsen 1988). It would 
be rash, therefore, to decide without conclusive evidence that a person is 
not clever enough to be creative. 

3.4.3 Identifying creativity 

There are various ways in which creativity can be identified, for example 
by administering existing creativity tests (eg the Torrance Tests of Creative 
Thinking (TTCT), William's total creativity programme, Guilford's creativity 
test and Goodenough Harris's drawing test), or by evaluating products or 
physical performances rendered by highly proficient performers and artists 
who are prepared to act as judges or to identify characteristics pointing to 
possible creativity (here use may be made of questionnaires or observation) 
(Kokot 1992). Remember that creative productivity takes many forms, 
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such as written work, solutions to problems, approaches to problems, scien-
tific discoveries, and so on. 

3.4.4 The creative event 

To understand creativity better, knowledge must be gained about the creative 
event. The creative event can be divided into phases, the most widely 
accepted division being that postulated by Wallas (1926), namely: 
• Preparation - This phase is primarily taken up by problem identification 

and fact gathering. 
• Incubation - This phase is usually characterised by frustration because 

it is a time of unconscious yet definite activity. The idea should be allowed 
to come to fruition. 

• Illumination - This phase is characterised by a sudden flash of insight. 
• Verification - This is the phase during which the idea conceived during 

the first three phases has to be tested. 
Note that these phases do not invariably follow each other in the sequence 
given above. 

Everybody has the potential to be creative. People are creative whenever 
they are exposed to the unknown; small children can keep themselves 
creatively occupied for hours by playing with nothing more than sand, 
seashells and water; and adolescents dress creatively, although this is a low 
form of creativity. 

Taylor concurs that all people are creative to some extent. He divides 
creativity into four levels, namely: 
• The expressive level - here creativity is a spontaneous, independent 

expression in which the quality of the end result is unimportant and there 
is little evidence of originality. 

• The productive level - here loose ideas are marshalled in a more ordered 
and structured manner. 

• The ingenious level - at this level there is a perception of new and unusual 
relationships resulting in surprise and satisfaction. 

• The innovative level - only the highly creative individual is active on this 
level, the end result being wholly new and original. 

According to Olivier (1984) most people are capable of functioning satis-
factorily on the first two levels, but the majority never reach the innovative 
level; those who do are termed highly creative. Olivier (1984) isolates the 
following traits as typical of highly creative people: 
• Persistent diligence together with discipline, total commitment to their 

inventions and hard work. 
• Self-confidence and courage to query the everyday and commonly 

accepted, to discriminate and reason negatively, to think of things nobody 
has thought of before and to follow intuition rather than logic. 

• Non-conformity, which may result in isolation or ostracism from the peer 
group. 

• Autonomy and independence. 
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• Social orientation enjoys little agreement among researchers. Some say 
the creative are maladjusted, socially disorientated and eccentric while 
others say they show outstanding social adaptation. 

• Humour is strongly in evidence in creative families (Cobb 1993). 
It is clear from the discussion so far that highly creative children have good 
relations with themselves, objects and ideas, but that their affective, cogni-
tive and conative characteristics may cause disturbances in relationships with 
other people (Kokot 1992). Dacey (1982) notes that many creative adoles-
cents experience more trauma in their lives than average children do. 

3.4.5 Stimulating creativity 

In the literature a variety of suggestions for stimulating creativity are made 
to the educator. The works of Olivier (1984), Tshabalala-Mogadime (1988) 
and Yepsen (1988) deserve mention in this regard. Kokot (1992:15-16) makes 
the following suggestions for stimulating the development of creativity: 
• Create situations that present incompleteness and openness. Try and use 

the child's interest as the starting point. 
• Allow and encourage many questions. A teacher should treat unusual 

answers with curiosity, and regard it as quite normal that pupils ask 
unanswerable questions. The quality of the teacher's questions determines 
the quality of the pupil's responses and perhaps the most important factor 
is the quality of the relationship between the teacher and the pupil. 

• Help pupils to produce something and do something with what they make. 
• Emphasise self-initiated exploration, observation, questioning, seeking, 

inferring, classifying, recording, translating, testing and communicating. 
• Stimulate self-motivation (intrinsic motivation) by: 

- treating children with respect and allowing them to explore 
- creating an aesthetically pleasing atmosphere 
- respecting children's privacy 
- valuing the unusual, the divergent 
- helping children to learn from mistakes 
- avoiding sex role stereotyping 
- encouraging self-expression 
- teaching children to look and really see 
- helping children to learn to stretch and trust their senses. 

• Permit children's own creativity to emerge, by extending their creativity: 
by letting them hear more, see more, feel more. All creative people are 
particularly receptive to sensory experiences, but the highly creative are 
particularly responsive and have a fine filtering mechanism and the ability 
to combine and recombine stimuli in unconventional ways. 

• Use brainstorming as a group or an individual activity to stimulate creative 
thinking. Common sense is suspended as ideas are accepted without any 
criticism being allowed. This is followed by sorting and evaluating. Brain-
storming is a process of divergent and convergent thinking. Wallace 
(1986:73) states that 'if we also allow time for the incubation of ideas 
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between the fluency and the flexibility and the evaluation stage then we 
may well have examples of the "A-ha" - the moment of discovery'. 

• The use of humour releases creative thinking. The balance between the 
serious and the playful reduces tension and thus helps to develop an 
atmosphere of relaxation. Pupils are also able to make unusual or even 
bizarre connections more easily, they can play with ideas and venture 
into the unknown within a non-threatening atmosphere. Remember too 
that one can use games, puzzles, riddles and other activities associated 
with fun. Young children learn through play and we should not assume 
that work must be associated with the tedious, the mundane and the 
repetitive. Play activities can also often demand enormous energy, 
dedication and perseverance. 

One of the main charges brought against educators is that children's creativity 
is neglected and, in some instances, even suppressed. Teachers are particu-
larly inclined to dampen creative responses in order to render children more 
manageable in the classroom, and to force children into a stereotyped 
behavioural mould. Most children quickly learn to remain within the bounds 
of their educators' expectations. The peer group also contributes significantly 
to the suppression of creativity, for example by stigmatising the adolescent 
boy who plays the violin as a 'faggot' or the girl who has a creative aptitude 
for carpentry as 'unfeminine' or 'butch' (Yepsen 1988). 

Television is another potential threat to creativity as conventional television 
programmes offer very little intellectual stimulation. A number of studies 
have been undertaken in an effort to determine the influence of television 
on the creativity of schoolgoing children (Yepsen 1988). 

As early as 1974 the HSRC, in consultation with the SABC and several edu-
cation departments, launched a comprehensive investigation involving more 
than 100 000 pupils to determine the influence of television viewing on 
schoolchildren (De Beer 1987). Surveys done among children of all ages have 
shown that stories and serials, as well as sports and nature programmes, 
are the most popular with viewers. Less popular, also among adolescents, 
are programmes that require creative or active reasoning, or that involve 
viewers cognitively. Producers of educational television programmes 
endeavour to combine the popular elements of television viewing with the 
less popular learning elements by using a story to convey factual learning 
content (De Beer 1987). 

3.5 Pedagogic implications of the adolescent's 
cognitive development 

Some of the pre-eminent pedagogic implications of developing the adoles-
cent's cognitive abilities will now be briefly discussed. 

Formal-operational thought 
The educator should be aware of the existence of individual differences 
between adolescents, and that it cannot be assumed that all 15-year olds 
are on the same cognitive level. Remember at all times that the adolescent 
may be capable of formal-operational thought on one day, only to lapse back 
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to the concrete-operational phase the very next day. This means that the 
educator cannot simply sit back and wait for all the adolescents in his or 
her class to reach the formal-operational phase and then continue with his 
or her teaching. Teaching should start from concrete considerations, build-
ing up where applicable to more abstract reasoning. This is reflected in many 
teaching programmes, including some devised for mathematics and science, 
which begin with experimental, practical aspects before deductive work is 
attempted (Child 1992). It is important to expose adolescents to a variety 
of experiences in order to promote their development of a capacity for flex-
ible, versatile thinking. The educator must be careful not to force his or her 
views on adolescents. 

Verbalisation is very important because verbal interaction between adoles-
cents and educators helps adolescents to assign meaning to their life world. 
The educator must pay due attention to this matter. There should also be 
some amount of discovery learning so that students can learn to solve 
problems on their own. The teacher must provide learning material that is 
interesting and challenging, and that sustains pupils' curiosity as they search 
for solutions (Mwamwenda 1989). 

Educators must also provide abundant opportunities for adolescents to 
engage in social interaction since they are helped by this means to rid them-
selves of their egocentrism and to learn that people with different opinions 
from their own may be right while they may be wrong. Being brought to 
this realisation stimulates their cognitive development (Monteith et al 1988). 

Intelligence and IQ 
Educators must beware of evaluating intelligence as an isolated characteris-
tic that stands apart from the individual as a totality. Insight into the intelli-
gence phenomenon cannot be gained by merely expressing it as a figure. 
Correctly administered intelligence tests should provide valuable supplemen-
tary evidence on which the teacher can base decisions about children's edu-
cational programmes. Educators must always use such information together 
with other indicators of scholastic variability. 

If adolescents are to form a realistic self-image it is important that they 
acquire clarity about their cognitive abilities and limitations. Educators must 
provide sufficient challenges and competition in their environment in terms 
of which they can gauge their abilities. Thus continual efforts must be made 
to offer adolescents a learning experience. 
New schools of thought 
Feuerstein's approach makes stringent demands on educators who have to 
offer adolescents a climate of involvement during the learning event in which 
they act as mediators, interpreters and facilitators. This represents a com-
plete change of teaching style whereby the adolescent is enabled to learn 
additional and more complex cognitive strategies. The educator is confronted 
by the challenge of having to teach intelligent behaviour. 

Educators can also promote and develop critical thought. For example, 
in dealing with a problem people adopt the first strategy they can think of 
as a means of solving the problem, but adolescents can be taught, by pro-
viding opportunities for critical thought, that the first possibility is not 
necessarily the most appropriate. 
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Creativity 
Educators must encourage and stimulate creativity at all times (see para-
graph 3.4.5 above). 

Educators must realise that every individual has some creative potential, 
and that it can be developed and cultivated by environmental influence. 
Teachers in particular must remember that they are merely facilitators, rather 
than the sole authority with the one right answer. 

People's cognitive abilities increase rapidly during the adolescent years, 
with the result that they can perform tasks more easily, quickly and efficiently. 
Moreover, they adopt a more conceptual approach to problems and display 
more insight in dealing with them. Heightened cognitive abilities enable 
adolescents to assign more profound meanings to the future, learning con-
tent, people and their own abilities and shortcomings. 

In the next chapter we shall consider the affective and personality devel-
opment of the adolescent. 



4 
The Affective and Personality 
Development of the Adolescent 
Nicky Kruger 

Page 
4.1 Theoretical perspectives on adolescent personality 

development and identity acquisition 75 

4.1.1 G Stanley Hall (1846-1924) 75 
4.1.2 Sigmund Freud (1856-1939) 76 
4.1.3 Margaret Mead (1902-1978) 77 
4.1.4 Carl Rogers (1902-1987) 78 
4.1.5 Harry S Sullivan (1892-1949) 78 
4.1.6 Robert Havighurst (1900-1991) 79 
4.1.7 Erik Erikson (1902-1994) 80 

4.2 Personality 83 

4.2.1 Definition 83 
4.2.2 Personality development 84 
4.2.3 Defence mechanisms 84 

4.3 Identity 86 
4.3.1 Definition 86 
4.3.2 Development of a distinct identity 86 
4.3.3 Sex role identity 87 
4.3.4 Career identity 88 
4.3.5 Ethnic identity 88 
4.3.6 Identity statuses 89 
4.3.7 Identity diffusion 90 

4.4 Self-concept 91 

4.4.1 Definition 91 
4.4.2 Characteristics of the self-concept 91 
4.4.3 Developing a positive self-concept 93 

4.5 Self-actualisation 93 

4.5.1 Definition 93 
4.5.2 Distinctive characteristics of the self-actualising person 94 

73 



74 The Adolescent 

4.6 Affective development 94 

4.6.1 Heightened emotionality and emotional lability 94 
4.6.2 Emotional maturity 95 
4.6.3 Experience of emotions during adolescence 95 

4.7 Affective problems in adolescence 97 

4.7.1 Stress 97 
4.7.1.1 Sources of adolescent stress 97 
4.7.1.2 Consequences of stress 99 
4.7.1.3 Coping with stress 100 

4.7.2 Depression 101 
4.7.3 Suicide 102 

4.8 Pedagogic implications of the adolescent's affective and 
personality development 104 



The Affective and Personality Development of the Adolescent 75 

Adolescence is probably the period in the life of human beings during which 
the most dramatic personality and identity development takes place, mainly 
due to physical maturation of the adolescent's body and changes affecting 
the cognitive, affective, social, normative and conative domains of her life. 
Other contributory factors are other people's perception of and behaviour 
towards the adolescent, the adolescent's self-concept and how she actualises 
herself. The changes in all domains of becoming take place in rapid succession 
and sometimes threaten the adolescent's perception of herself and her sense 
of integration. With the onset of adolescence the reasonably stable self-
concept characterising the childhood years is shaken to the core and the ado-
lescent experiences a measure of confusion and uncertainty about who she 
is, what she feels and where she is going. The reason for this is that she 
is in an intermediate phase between childhood and adulthood, of being 
neither child nor adult, and the resultant uncertainty often causes tension 
and self-consciousness. 

The adolescent's readiness to cope with the increased psychic and social 
tension of the adolescent years depends on her cognitive abilities and her 
social and conative accomplishments. It also depends on the adolescent's 
emotions and the extent to which her sense of personal security and self-
worth, as well as her self-confidence, developed during her earlier years. In 
discussing adolescents' emotional development, therefore, we shall consider 
personality development, acquisition of a sense of identity, self-concept devel-
opment and self-actualisation. To be properly understood personality devel-
opment must always be seen in context with the constant and complex 
processes of interaction between emotion, cognition, morality, social devel-
opment and physical maturation. 

4.1 Theoretical perspectives on adolescent 
personality development and identity 
acquisition 

One of the reasons for the diversity of theories of adolescents' personality 
development and attainment of identity is that no single theory can wholly 
account for the dynamic and complex nature of human beings. Every per-
spective contributes to a better understanding of the complexity of adolescent 
development, however, and it is therefore necessary to take note of the wide 
spectrum of theories formulated from a variety of perspectives on this sub-
ject. The discussion of the various theories on adolescent personality devel-
opment will be confined to a brief summary of a few of the theories and 
perceptions of some of the most influential theorists in the field of person-
ality development. 

4.1.1 G Stanley Hall (1846-1924) 

The theory of G Stanley Hall singles out biogenetic factors as the main cause 
of changes in behaviour and affective life during adolescence. According to 
this theory development, becoming and behaviour are controlled by internal 
maturation forces while external factors play a negligible role. Development 
and behaviour therefore follow an almost predictable, universal pattern, 
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regardless of the sociocultural environment and the influences emanating 
from it. Hall asserts that adolescents' efforts to adjust to the changes in their 
bodies inevitably lead to a period of emotional disorientation, maladjustment 
and instability. The adolescent's emotional life is therefore typified by con-
stant swings between vigour and listlessness, cheerfulness and depression, 
or an inflated ego and cringing embarrassment (Rice 1984). He contends 
that the onset of adolescence heralds a period of intense storm and stress. 

This theory was supported by many researchers while others criticised 
it vigorously. Today it is generally accepted that although adolescence is a 
challenging, and even a difficult, period, puberty is not inevitably accom-
panied by storm and stress. The value of Hall's theory is that he drew attention 
to adolescence as a unique and special period in the life cycle of human 
beings, and also stressed the enormous influence of physical changes on the 
overall development of the adolescent. 

4.1.2 Sigmund Freud (1856-1939) 

Although Sigmund Freud neglected the adolescent phase, his classical psycho-
analytical theories continue to exert a significant influence on views pertaining 
to adolescent personality. His theory encompasses two main elements, 
namely 
• the development of the personality structure (which Freud calls the psyche) 

and 
• the changes in sexual behaviour (psychosexual development) (Meyer 

1990). 
The personality structure 
Freud held that all behaviour and psychic functioning is essentially deter-
mined by the drives in the human psyche. He divided the psyche into three 
parts, the id, the ego and the superego. The functioning of the id, which is 
the site of the drives, is primitive in that it is based on the pleasure principle 
and what he calls the primary process. This means that the id is concerned 
with the immediate gratification of urges and does not heed the demands 
of physical and social realities. 

Since the individual person cannot subsist in this way, the second sub-
system of the personality, namely the ego, develops and tries to satisfy the 
urges of the id with due allowance for physical and moral realities. The ego 
makes use of such processes as rational thought, testing of new methods 
and objects of urge satisfaction, as well as the deferment of gratification to 
a favourable opportunity. 

While the ego is subjected to considerable pressure to gratify urges on the 
one hand, it is also pressurised by the third subsystem, the superego, which 
requires that the moral rules of society be obeyed. The superego is there-
fore the moral subsystem or the conscience of the personality and fulfils a 
normative function in the development of the adolescent. 

Only the ego functions consciously; all functioning of the id and the 
superego occurs on an unconscious level. Freud maintains that whatever 
people are aware of - thoughts, feelings and desires - is merely a cen-
sored version of the unconscious psychic reality. The personality of the indi-
vidual and his psychic functioning are therefore influenced by the degree 
of co-operation between the three parts of the personality. 
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Psychosexual development 
Freud divides the human life cycle into the following stages and substages 
of psychosexual development: 
• the pregenital stage 

- the oral stage 
- the anal stage 
- the phallic stage 

• the latent stage and 
• the genital stage 
Each stage is characterised by the specific nature of the sexual behaviour 
in that stage. (The first two stages coincide with the toddler and childhood 
years, and are therefore not discussed here.) The genital stage is character-
ised by an urge to have heterosexual relations, but the heterosexual relations 
engaged in by the person are in a sense a mere repetition of the unconscious 
wishes of the phallic stage. Freud holds that the person with whom one falls 
in love, is actually the parent of the opposite sex. Like Hall, he regards storm 
and stress as an inevitable part of adolescence. He describes adolescence 
as a period of sexual excitement, anxiety and sometimes personality dis-
ruption (Rice 1984). 

Freud's theory is criticised for methodological deficiencies (Meyer 1990). 
Moreover his one-sided emphasis on the significance of development in the 
early years of childhood has hindered research on the other development 
phases. His theory is also based on just a few aspects of human develop-
ment, namely psychosexual and, to some extent, aggression development. 
The value of the theory resides in his effort to shed light on recondite aspects 
of human functioning that resist study, and in the attention that he drew 
to the influence of the unconscious and the psychosexual on human devel-
opment. The enormous influence of Freud's theory on personality research 
confirms that there are useful and valid elements in this theory. 

4.1.3 Margaret Mead (1902-1978) 

Margaret Mead, an anthropologist who studied adolescence in Samoa and 
New Guinea, emphasised the importance of social environment as a deter-
minant of personality development in adolescence. She maintained that 
adolescence passes by without the storm and stress referred to by Hall and 
Freud if the culture in which the child is raised allows a gradual and peaceful 
transition from the childhood years to adolescence. According to Mead, a 
society that allows children to observe adults' sexual behaviour; to see how 
babies are born; to do important work; to display assertive and even 
dominant behaviour; to engage in sex play and to know exactly what their 
adult roles will involve, ensures that the transition to adolescence will occur 
without serious emotional disruption (Papalia & Olds 1990). In Western 
society where children are handled very differently indeed and are sheltered 
from much of adult life and responsibilities, the shift from childhood to adult-
hood is discontinuous and much more stressful. Mead's perception clashes 
with that of Hall, particularly on the role of social environment in the devel-
opment of the adolescent's personality. Hall attributes only a small role to 
this factor while Mead assigns a highly significant role to it. 
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Mead's work was criticised as hasty and her findings as biased and 
erroneous (Papalia & Olds 1990). She herself amended the theory over time, 
however, giving more weight to biological and other universal aspects of 
human development. At present extreme positions about the influence of 
either heredity or environment are generally rejected by geneticists as well 
as anthropologists. Through her work, however, Mead gave prominence to 
the role of cultural and social influences on the personality development and 
attainment of a sense of identity by the adolescent. 

4.1.4 Carl Rogers (1902-1987) 

One of the best known proponents of the phenomenological approach is Carl 
Rogers, whose theory is referred to as phenomenologic humanistic psy-
chology. According to Rogers every person has a unique personality that is 
determined by the perceptions she has of her self (self-concept), and every 
person lives in her own private inner world, which is not likely to be per-
fectly understood by anyone other than the person concerned. Emphasis 
is placed on the individual person's freedom to take rational decisions and 
realise her potential to work towards self-actualisation as the prime goal in 
life. Rogers distinguishes two cardinal constructs which underpin his whole 
theory of personality structure. These two constructs are the organism, which, 
according to the humanistic psychological perception, is the locus of all 
experience, and the self, representing the T or 'me' aspect of the person. 
Experience includes everything potentially available to awareness that is going 
on within the organism at any given moment. This is known as the 
phenomenal field (Hall & Lindzey 1970). 

A portion of the phenomenal field gradually becomes differentiated into 
the self. According to Rogers the self or self-concept denotes 

the organised consistent conceptual gestalt composed of perceptions of the 
characteristics of the T or 'me' and the perceptions of the relationships of the 
T or 'me' to others and to various aspects of life, together with the values attached 
to these perceptions. It is a gestalt which is available to awareness though not 
necessarily in awareness. It is a fluid and changing gestalt, a process, but at any 
given moment it is a specific entity (Rogers 1959:200). 

Personality development entails the establishment of a balanced relation-
ship between the self and the organismic experiences. Inability to establish 
such a balance leads to incongruence, which is tantamount to maladjust-
ment in personality since a person becomes defensive because his organis-
mic experience is at odds with what self does to rationalise the situation. 

From a psychopedagogical perspective the value of Rogers's theory is in 
the emphasis it placed on the importance of a positive or a negative self-
concept in personality development. He maintains that a child that is accepted 
by others will also accept herself as a person of worth, and that by this means 
the child will develop a positive self-concept. 

4.1.5 Harry S Sullivan (1892-1949) 

The interpersonal or sociopsychological theory of Harry S Sullivan is based 
on the perception that that which is distinctly human is the product of social 
interactions. He asserts that personality is 'the relatively enduring pattern 
of recurrent interpersonal situations which characterize a human life' (Sullivan 
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1953:111). He is convinced that personality is a purely hypothetical entity, 
an 'illusion' that cannot be observed or studied outside the context of inter-
personal relations. The unit of study is therefore the interpersonal relation-
ship, and not the person. The organisation and structure of the personality 
consist in interpersonal rather than intrapsychic events. The personality of 
the individual therefore only emerges when the person acts in relation to 
one or more other persons. These persons need not be in evidence; they 
may even be imaginary or nonexistent figures. 

Sullivan further holds that a person's personality develops in consequence 
of her striving for needs satisfaction and safety through interpersonal inter-
actions. He also places considerable stress on the individual's efforts to retain 
a healthy mindset by controlling the amount of tension she experiences. 

Although Sullivan does not wholly disregard the importance of heredity 
and maturation in the development and forming of the personality, his theory 
is completely dominated by his perception of human beings as social. The 
theory does have some merit, however, and has served to foster an intel-
lectual climate in which sociopsychological research could flourish. The 
theories formulated by Sullivan and other social psychologists have rescued 
social psychology from being the stepchild of psychology. In educational sci-
ence, too, sociopedagogics is increasingly claiming its rightful place as a con-
tributory discipline and the significance of social and cultural influences on 
the development of the adolescent is increasingly recognised. 

4.1.6 Robert Havighurst (1900-1991) 

According to Robert Havighurst's psychosocial development model of adoles-
cence, the individual needs of adolescents must be reconciled with the 
demands made on them by society. These needs of the individual and the 
demands of society constitute development tasks that have to be carried out 
by the individual. Development tasks entail the individual's acquisition of 
skills, knowledge, functions and attitudes through physical maturation, the 
pressure of social expectations, and personal effort. 

Mastering the tasks appropriate to every stage leads to adjustment and 
preparation for the more difficult tasks ahead, which in turn lead to maturity, 
while failure at the development tasks leads to anxiety, social disapproba-
tion and inability to act like an adult. 

Havighurst regards the acquisition of identity as the central assignment 
of adolescence and isolates the following eight development tasks that lead 
specifically to the forming of the adolescent's identity: 
• acceptance of one's physique and effective protection and use of the body 
• attainment of emotional independence from parents and other adults 
• initiation of new and more mature relationships with members of the peer 

group of both sexes 
• a desire for and attainment of socially responsible behaviour 
• acquisition of a set of values and an ethical system as guidelines for behav-

iour (development of a life and world view) 
• appropriation of a male or female sex role 
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• preparation for an occupation 
• preparation for married and family life 
Some of the abovementioned development tasks arise from biological 
changes, others from social expectations or the adolescent's personal needs. 
These tasks are culturally determined and differ from one culture to another, 
depending on the relative importance of the biological, psychological and 
cultural elements involved. Tasks with biological origins are almost univer-
sal, while the development tasks with cultural origins differ from culture to 
culture and from subculture to subculture. The value of Havighurst's theory 
is that he does not absolutise a single determinant, but acknowledges the 
influence of biological changes as well as social and cultural expectations 
on the adolescent's acquisition of identity. 

4.1.7 Erik Erikson (1902-1994) 

Erikson regards the development of the human personality as the result of 
both genetic and social influences. His theory is based on the epigenetic prin-
ciple of development which proceeds from the assumption that the devel-
opment of the individual passes through a series of stages determined by 
the maturation of certain abilities and interests on the one hand, and by 
demands made on the individual of a certain age by society. He divides the 
human life cycle into eight phases, each characterised by a crisis, that is to 
say, a situation in which the individual has to orientate herself in relation 
to two opposite poles (see Figure 4.1). Although each of the eight stages is 
characterised by a specific development crisis that takes precedence at that 
stage, the individual has to resolve each crisis anew during each phase, that 
is she must work through previous crises again when subsequent crises are 
already receiving attention. A development crisis is resolved by effecting a 
synthesis of the two opposite possibilities. The first four phases postulated 
in Erikson's theory precede adolescence; the fifth phase occurs during adoles-
cence and forms the centrepiece of Erikson's theory, and the remaining three 
phases follow adolescence. The phases can be summarised briefly as follows: 

Phase 1: Basic trust as opposed to mistrust (synthesis: hope) 
This phase covers approximately the first year of the child's life. The trust 
developed by the child will depend in particular on her relationship with her 
mother. If the child consistently receives food, love and attention at this stage 
she will be able to resolve the crisis successfully and develop trust in herself 
and her fellow human beings. Fundamental trust leads to a sense of tem-
poral perspective during adolescence. If mistrust develops from this phase, 
however, temporal confusion will result during adolescence and may manifest 
itself as an inability to set long-term goals. 

Phase 2: Autonomy as opposed to reticence and doubt 
(synthesis: will-power) 

This phase encompasses approximately the second year of the child's life. 
Her muscular development enables her to experiment with retention and 
excretion. If the child is capable of successful muscular control she achieves 
a sense of autonomy. If she is unsuccessful, however, she becomes shy and 
vacillating. This also happens if the child is given no opportunity for experi-
mentation and independent decision-making. The result of failure to achieve 
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synthesis during this phase may be that in adolescence the person either 
forces her will on others or is afraid to participate in activities. 

Figure 4.1 
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Phase 3: Initiative in opposition to guilt (synthesis: goal-directedness) 

This stage extends from approximately the third to the sixth year of the child's 
life and is characterised by the child's increasing ability to be self-reliant. 
She begins to understand rules, which creates the possibility of feeling guilty. 
Positive mastery leads to role experimentation and identity acquisition during 
adolescence. Failure to resolve the crisis may cause identity diffusion or a 
negative identity during adolescence. 

Phase 4: Productiveness in opposition to inferiority 
(synthesis: proficiency) 

This phase extends from approximately the sixth to the twelfth year of life. 
The child is now capable of gaining recognition by virtue of her productions. 
For example, she begins to read, write and calculate, thus developing a sense 
of productivity. If she is unsuccessful at skills acquisition she may experience 
a sense of inferiority that may extend into adolescence, with the result that 
she may find a career choice difficult. 
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Phase 5: Identity in opposition to identity diffusion 
(synthesis: dependability) 

This stage extends from puberty up to adulthood. As a result of the physical 
changes associated with puberty and the expectation that the adolescent will 
make a career choice, she has to work through and re-establish all the 
previously acquired certainties. The adolescent wonders how other people 
perceive her, how this tallies with her self-image and how the roles and skills 
acquired fit in with her plans for the future. Erikson (1968b) refers to this 
composite quest for a self-image, continuity of being and congruence between 
self-image and society's role expectations as the quest for identity. The ado-
lescent experiences a sense of identity when she manages to achieve inte-
gration between her earlier identifications, abilities, plans for the future and 
the opportunities offered by society. Social institutions such as schools, 
initiation schools, initiation rituals and the like support the adolescent in her 
search for identity. The identity gained by the adolescent is not permanent 
because it will still be influenced by her life and will be changed by her 
experiences and aspirations. Identity diffusion may arise in the absence of 
sufficient opportunities to experiment with social roles in order to gain self-
knowledge. 

Phase 6: Intimacy versus isolation (synthesis: love) 
This phase occurs in early adulthood. Successful resolution of the previous 
crisis enables the person to share her identity with another person and enter 
into intimate relationships. If identity diffusion persists at this stage, however, 
then superficial relations, withdrawal when a relationship tends to become 
serious, and social isolation may result. 

Phase 7: Generativity versus stagnation (synthesis: providence) 
This phase extends between the approximate ages of 25 and 65 years. During 
this phase the adult is involved in educating the next generation by nurtur-
ing as well as transmitting knowledge and traditions. She also participates 
creatively and conservatively in society's cultural processes. Unless this hap-
pens the adult may stagnate and become preoccupied with herself. 

Phase 8: Integrity versus despair (synthesis: wisdom) 
The last phase begins between the ages of 60 and 70. If the previous crises 
have been dealt with successfully the person can look back on her life with 
satisfaction. If there are unresolved crises, however, persons at this stage 
may wish that they could repeat their lives and make use of wasted oppor-
tunities. 

Although Erikson's theory commands a large spectrum of support, it is 
open to considerable criticism. Meyer (1990) expresses the view that this 
theory is a beautiful, almost poetic, description of a typical human life, rather 
than a theory that isolates the determinants of the development process with 
scientific rigour. In fact, the theory is largely based on speculation and 
interpretation; moreover, it covers just a few aspects of human development, 
mainly people's basic attitude towards other people and towards life in gen-
eral. Other matters, such as cognitive and emotional development, are 
neglected. Nevertheless it must be said that Erikson's theory is one of the 



The Affective and Personality Development of the Adolescent 83 

most successful efforts yet made to construct a comprehensive conceptual-
isation of human development. 

A brief survey of the theories of some of the most reputable theorists in 
the field of personality and identity development reveals that widely divergent 
views exist on this matter, not only concerning the structure of personality, 
but also with regard to factors that determine the development of personality. 
Some theorists concentrate on biogenetic factors (Hall and Freud) while others 
regard social influences (Mead), the organism and self-perception (Rogers) 
or interpersonal relationships (Sullivan) as the principal determinants of per-
sonality development. Havighurst and Erikson regard identity acquisition as 
the central task of adolescence. Accordingly Havighurst isolates a range of 
development tasks that lead to the forming of identity during adolescence. 
Erikson divides the human life span into eight phases with the adolescent 
phase as the centrepiece of his theory. During this phase the adolescent 
endeavours to establish an identity of her own. Although these theories seem 
divergent in some respects they all contain an element or elements that shed 
light on the complexity of personality and identity development. Adolescent 
personality and identity development will be briefly considered in the next 
section. 

4.2 Personality 

4.2.1 Definition 

The reason for the numerous, wide-ranging definitions of personality con-
tained in the literature is that personality is studied from a variety of per-
spectives and frames of reference. After investigating about 50 definitions 
of personality Allport (1937:48) concluded that personality is 'the dynamic 
organization within the individual of those psychophysical systems that deter-
mine his unique adjustment to his environment*. According to Lefrancois 
(1980:420) personality is 'the stable characteristics of a person, including 
abilities, talents, habits, preferences, weaknesses, moral attributes and a num-
ber of other important qualities that vary from one person to another'. Maddi 
(1980:10), an eminent contemporary theorist, also emphasises continuity 
in the personality and defines personality as 

a stable set of characteristics and tendencies that determine those commonalities 
and differences in the psychological behaviour (thoughts, feelings, actions) of people 
that have continuity in time and that may or may not be easily understood in terms 
of the social and biological pressures of the immediate situation. 

It seems that various definitions emphasise a set of characteristics or organ-
isation of an individual's ways that distinctly and consistently distinguish her 
from others and that make her more and more like herself. This set of 
characteristics also displays continuity in time, as becomes clear when one 
meets an acquaintance again after a prolonged interruption of contact and 
then thinks: 'Same old Mary, hasn't changed a bit!' 

Personality encompasses the person's complete being and the chief 
domains of her becoming, including the physical, the cognitive, the affective, 
the social, and so on. It can be seen, therefore, as the sum of what a person 
is; why she is like that; and how she appears to, and is interpreted by, other 
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people (Hurlock 1974). In comparison with identity and self, therefore, 
personality is the more inclusive term and concept. 

4.2.2 Personality development 

It is apparent from the brief survey given in the preceding section of the 
theories of personality constructed by some eminent theorists that 
researchers differ considerably as to how the personality develops. In some 
instances biogenetic and heredity factors are emphasised as the prime 
generators of personality growth. Other theories emphasise the importance 
of social and cultural influences, while according to some theorists personality 
development is generated by psychosexual, interpersonal or psychosocial 
factors. All these theories contain elements of truth. All the determinants 
dealt with in these theories play a specific part in personality development. 
What the educator must understand about them, however, is that the per-
sonality of the individual develops as a result of interaction between heredity 
and environment, and that the influence of either of these should never be 
absolutised at the cost of the other. Thus it is scientifically indefensible, for 
example, to accept that socially unacceptable behaviour or personality traits, 
such as theft or cruelty, are purely attributable to heredity. The implication 
of such a belief is that nothing can be done to remedy or change the situation 
since the behaviour in question is genetically determined. It is equally 
unacceptable, however, to discount completely the limitations imposed on 
personality development by certain heredity factors (such as a low level of 
intelligence, or a mental disturbance). 

At the present juncture, therefore, it is widely accepted that certain per-
sonality traits can be acquired by learning. Personality development can be con-
trolled to some extent, and the individual can be assisted in this process by 
exposure to suitable experiences that are likely to positively influence her per-
sonality development (Mwamwenda 1989). Here the mother in particular, as 
well as other family members and school educators have a major role to play. 

4.2.3 Defence mechanisms 

From the literature on the different personality theories it appears that human 
beings are constantly exposed to some degree of tension and anxiety that 
threatens their personalities. The source to which the conflict generating the 
anxiety is attributed varies considerably from theory to theory: storm and 
stress (Hall); opposing forces among the id, ego and superego (Freud); balance 
between the self and organismic experiences (Rogers); conflicting require-
ments of complex interpersonal relations (Sullivan) and psychosocial crises 
in the process of identity formation (Erikson). Despite this diversity in the 
presupposed sources of anxiety, personality theorists are apparently agreed 
that there are a large number of defence mechanisms that can offer the indi-
vidual some degree of protection against anxiety, albeit at the price of a cer-
tain degree of denial and distortion of reality. 

Defence mechanisms can be seen as special strategies that serve as safe-
guards against anything that poses a threat or danger to personality. These mech-
anisms are unconscious behaviour patterns used by a person to protect herself 
against feelings of anxiety, embarrassment, inferiority and guilt, and that 
prevent these feelings from penetrating to the conscious mind (psychoanalytic 
approach). Some of the main defence mechanisms are given in Table 4.1. 
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Table 4.1 Defence mechanisms 

Defence 
mechanism 

Projection 

Denial 

Suppression 

Sublimation 

Rationalisation 

Regression 

Reaction 
formation 

Displacement 

Fantasising 

Identification 

Explanation 

Attributing an unacceptable 
thought, feeling or behaviour to 
someone else. 

Refusal to accept that a situation 
exists or that events have 
happened. 

Extreme form of withdrawal to 
block out an unacceptable or 
unpleasant thought, feeling or 
event from the conscious mind. 
Redirecting energy associated 
with an unacceptable feeling or 
thought into a socially 
acceptable activity. 
Using excuses to justify what 
may be considered unacceptable 
behaviour. 

Reverting to a previous stage of 
development because one is 
unable to cope with a new 
situation. 

Acting the opposite to what one 
really feels to avoid experiencing 
an unacceptable impulse or 
feeling. 
Substitution of a person or 
object for the cause of fear, or 
focusing one's desire or hostility 
on the wrong object. 

Escape from reality by building 
fantasies or by daydreaming. 

Association and identification 
with someone who is popular/ 
powerful/successful/handsome 
etc and enjoying the 
characteristics vicariously. 

Example 

An adolescent experiencing 
repeated trouble with low marks 
in tests claims that this is due to 
teachers who are against him 
(projection of guilt). 
After the death of her parent a 
child may refuse for some time 
to accept or believe that it 
happened, or that the relevant 
circumstances occurred. 
A boy feels he would like to take 
something from his friend but he 
keeps the thought from reaching 
his conscious mind. 
An adolescent who experiences 
strong sexual urges may channel 
her energy into hard sports 
training, studying and the like. 
An adolescent may allege that 
she failed the examination 
because the questions were 
unreasonable or because the 
teacher is prejudiced or negative 
towards her. 
An adolescent may regress 
temporarily by refusing to take 
decisions after making a wrong 
choice or taking a wrong 
decision. 
A very insecure adolescent may 
try to dominate others in order 
to hide her own uncertainty. 

An adolescent who is in serious 
disagreement with her parents 
but feels incapable of expressing 
what she feels may be difficult in 
class or aggressive towards her 
classmates. 
An adolescent who is socially 
unpopular or unattractive may 
fantasise that she has a relation-
ship with the most popular boy 
in the school. 
A person may identify herself 
with the cheerleader/sports 
champion /social leader to the 
extent where she believes that she 
has gained the status personally. 
This person may even be willing 
to do the admired other's dirty 
work just to be near the object of 
devotion. 

(Compiled from: Schickedanz et al 1990; Mwamwenda 1989; Monteith et al 1988; Davenport 1988) 
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4.3 Identity 

4.3.1 Definition 

Identity can be defined as the meaning attached by a person to herself as 
a person, which means that it is the answer to the question 'Who am I?'. 
Van den Aardweg and Van den Aardweg (1988:113) define identity as 
'knowing who and what one is and the knowledge that one is distinguish-
able from others. It is a sense of the self. It is concerned with those elements 
of character or personality that are distinguishing.' 

4.3.2 Development of a distinct identity 

Probably the most comprehensive description of identity development during 
adolescence is that given by Erikson (1968b; 1981). He sees the adolescent 
phase as the period that is most strongly marked by identity crisis because 
the adolescent redefines herself and her role in society at that stage. He 
contends that the adolescent forms a sense of identity by integrating all the 
identifications arrived at during the previous stages, and he refers to this 
process as egosynthesis. In order to be aware of her own identity the ado-
lescent must have confidence in her selfsameness and must experience a 
sense of continuity, that is, a sense of being a unique person who is never-
theless the same person of her childhood years. Identity development there-
fore starts much earlier than the adolescent years. 

Society grants the adolescent a period known as the psychosocial morato-
rium during which she can discover herself and her role as a future adult. 
For example, during this period the adolescent experiments with a variety 
of identities, endlessly examines the self as well as occupations and ideologies, 
fantasises about roles and indulges in identifications with other persons and 
heroes or heroines (Thorn 1990). A model or models, that is, people the ado-
lescent would like to resemble, are chosen to identify herself with in order 
to establish her sense of identity. The girl who aspires to being a TV per-
sonality, for example, would identify herself with a particular continuity 
announcer or newsreader and try to mimic the facial expressions and verbal 
mannerisms of her favourite personality. 

It appears that apart from the self-image (the adolescent's perception of 
herself at a particular time), there is also the ideal image representing what 
the adolescent would like to be. Identification can be seen as an activity 
engaged in with a view to reconciling the self-image and the ideal image. 
Adolescents sometimes tend to overidentify themselves with members of 
their peer groups, for example, or with other admired figures (ideal image), 
and to lose their identity for a while. In due course, however, they shift their 
attention to new identification models that represent values that they intend 
making their own in the future. 

The adolescent also has to establish a sex role identity as well as an occu-
pational and an ethnic identity. By being aware of her prospective role in 
the career world, or as a marriage partner and member of a particular cul-
tural group, the adolescent acquires the sense that she is part of society and 
of a larger whole. 
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4.3.3 Sex role identity 

There are two schools of thought concerning sex role identification. The 
traditional school holds that social forces maintain a constant and cumulative 
pressure on the sex role identification of the child, which leads with the child's 
advancing age to increasing conformity to cultural norms for gender-
appropriate behaviour. Up to puberty, for example, boys and girls are allowed 
considerable freedom with regard to what is seen as gender-typical behav-
iour. Usually not much is made of it when girls climb trees and play with 
toy cars while boys help to bake cakes. From puberty, however, pressure 
from two sources is exerted on adolescents to display more gender-typical 
behaviour. The peer group exerts strong pressure, partly owing to their 
growing consciousness of their own sexual maturation. Adults, too, see this 
maturation process and consequently place more emphasis on gender-typical 
behaviour in their interaction with the adolescent in order to ensure success-
ful adjustment to adult life. Both groups therefore emphasise particular gender 
role standards and demand that the young person conform to them (Cole-
man 1980). 

A number of researchers maintain that the development of a sex role 
identity is more difficult for girls than for boys, especially in contemporary 
urban settings, because schools encourage girls and boys alike to be inde-
pendent, competitive and achievement orientated, but on leaving school these 
traits are not valued for girls as they are for boys (Smith & Cowie 1991). 
Girls are expected to be non-assertive and to give up any financial indepen-
dence by assuming a domestic and maternal role in marriage. For example, 
less pressure is exerted on girls to excel in such subjects as mathematics 
and science, which are traditionally considered to be more 'masculine' areas 
of learning. Over the years, however, social attitudes and ideas about gender-
appropriate behaviour have changed and greater assertiveness, independence 
and job-orientation in women are now generally regarded in more and more 
cultures as acceptable and female-appropriate behaviour. 

The greater leniency concerning typical gender-appropriate behaviour for 
boys and girls has led to a more recent perception of sex role identification 
according to which the ultimate aim of sex role identification is not the appro-
priation of a male or female sex role, but the transcendence of the sex role 
and the establishment of an identity containing within itself the positive qual-
ities of both masculinity and femininity. This identity is referred to as an 
androgynous identity. 

According to this view the acquisition of a secure sex role identity also 
depends on the way one perceives oneself as masculine or feminine 
according to one's own definition of these terms. Two young ladies may there-
fore both have clearly defined and established sex role identities, but their 
respective definitions of these identities may differ considerably. For example, 
one may regard it as perfectly consistent with a feminine sex role identity 
to be an extremely successful and dynamic businesswoman in a male-
dominated environment while the other may feel that her female sex role 
is best expressed in her devotion to her role as a wife, mother and home-
maker. The adolescent's acquisition of a sex role with which she feels com-
fortable contributes greatly to the defining of her identity. On the other hand, 
inability to come to terms with her sex role identity may deleteriously affect 
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the adolescent's development in the affective, social and other domains of 
becoming. 

4.3.4 Career identity 

Whereas young children usually base their career choices on what they are 
familiar with, or on fantasies (policeman, doctor, teacher, ballet dancer, 
astronaut), adolescents begin to form an increasingly realistic conception 
of their own abilities and interests, with the result that their career interests 
also become gradually more realistic. 

The acquisition of a career identity takes place in two phases (Super in 
Steinberg & Belsky 1991). During the first phase, from approximately 14 
to 18 years of age, the adolescent begins to think in broad categories of work 
without taking any definite decisions. This is referred to as the crystallisation 
phase because adolescents begin to form ideas about careers and to gather 
information about categories of careers. One teenager might consider a career 
in the computer industry, for example, while another may feel attracted to 
careers in the arts or in teaching. 

In the second or specification phase the adolescent's choices are narrowed 
down increasingly to more specific careers. By the end of this period, 
extending from approximately 18 to 21 years of age, the adolescent has 
usually chosen a career that forms an important part of her identity. 

4.3.5 Ethnic identity 

Another aspect of self-identity is a sense of ethnic heritage. It has already 
been well-researched in Western countries but not so in South Africa where 
information about adolescents' forming of an ethnic identity is still in short 
supply. Among blacks, Hispanics and other minority youth groups in America 
the search for identity usually follows a crisis during which the adolescent's 
separateness from the white majority is emphasised (Cross 1978). For a time, 
therefore, the adolescent may adopt a belligerent stance against whites and 
the white culture while becoming immersed in her own ethnic group. In due 
course, however, after a sense of ethnic identity has become established and 
has been integrated with the identity, the adolescent develops a new, higher 
level of ethnic self-esteem. This adolescent is usually capable of, and possesses 
the requisite self-confidence to assist other adolescents belonging to minority 
groups in waging the same struggle. 

Since black and other minority groups in Western countries such as 
America and Australia are the subject of most of the research on ethnic ident-
ity acquisition done to date, including that referred to above (Rosenthal 1987; 
Rotheram & Phinney 1987; Spencer 1987), the findings from this research 
cannot be directly applied to South Africa, where there is a black majority. 

It seems self-evident that all existing race groups in South Africa should 
establish a positive ethnic identity for themselves so that they can define 
themselves. The many social, political and economic changes taking place 
at present are bringing the discrepancies between cultures that used to exist 
in these areas into sharp focus. Adolescents of all cultural groups are there-
fore becoming acutely aware of ethnic identity. This is particularly true of 
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adolescents belonging to ethnic groups that were historically deprived of 
certain rights; who are being confronted with the consequences of an edu-
cational system that used to victimise them, and with the present reality of 
high unemployment among the youth of all groups, but especially among 
adolescents in disadvantaged groups. 

Educators of adolescents of all ethnic groups therefore have an important 
role to play in the acquisition of a positive ethnic identity. Adolescents must 
be assisted, not only to appreciate the values and customs of other ethnic 
groups, but also to experience their own ethnic identity positively. About 
black adolescents Mwamwenda (1989) maintains: 

For too long Africans have been told by people of other races that they are inferior 
and incapable of doing a number of things. This tradition should not be continued, 
and therefore the next generations must be told the other side of the story, which 
is that given the opportunity, Africans are as capable as any other group of people. 

The different ways in which the identity crisis of late adolescence can be 
resolved are referred to as identity statuses. 

4.3.6 Identity statuses 

Erikson's description of identity stimulated considerable research, most 
notably that of Marcia (1980) who groups adolescents under four identity 
statuses, depending on whether they have undergone a crisis about their 
position on occupation and ideology and whether they have made a com-
mitment in these areas (cf Table 4.2). 

Table 4.2 Identity statuses 

c 
CD 

E 
I 
E 
o u 

Present 

Absent 
or vague 

Crises 

Present 

Identity achievement 

Moratorium 

Absent 

Foreclosure 

Identity diffusion 

(Source: Marcia 1980) 

Marcia also relates the four identity statuses, namely identity achievement, 
identity diffusion, moratorium and foreclosure to a number of personality 
traits, such as self-concept, moral reasoning, patterns of social interaction, 
experience of anxiety, and the like. He notes, too, that adolescents can be 
characterised in terms of their prevailing identity status. 

Identity achieved adolescents have strong commitments and enduring self-
concepts. After an initial conflict between identity and identity diffusion they 
establish a stable sense of self, and the period of intense self-examination 
and self-discovery is put behind them for ever. They generally accept their 
own strengths and weaknesses and no longer make unrealistic attempts to 
be perfect. They also seem to be comfortable with their choices, display a 
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sense of humour and function well under stress. Identity achieved adoles-
cents are generally capable of entering into intimate relationships. 

Identity diffused adolescents consider various options in a carefree way, avoid-
ing commitments. They can be described as drifters without goals who are 
easily persuaded to follow others and assume whatever identity is required 
of them for the moment. These children are often lonely because they have 
not yet made commitments to other people. Although, according to Marcia, 
it is usually preadolescents who have diffused identity statuses, this status 
also occurs among adolescents. 

Adolescents in an identity moratorium postpone the adoption of any set ident-
ity, experimenting actively with a variety of roles and investigating a wide 
diversity of ideologies, but hesitating to make any fixed commitments. They 
are therefore still in the middle of the identity crisis but are actively inves-
tigating a variety of alternatives. 

Foreclosed adolescents have experienced no crisis, but have already commit-
ted themselves to certain objectives and values, possibly under the influence 
of their parents (Thorn 1990). These adolescents accomplish the transition 
from childhood to adulthood comfortably by accepting and adapting to the 
roles laid out for them by others. They do not find it necessary to question 
whether they must or should comply with the demands of others; instead 
they simply oblige. These adolescents appear to be happy and self-assured, 
even smug and self-satisfied. They usually have strong family ties, like to 
follow a strong leader (such as a mother or a father), believe in law and order, 
but can be dogmatic if their opinions are questioned. 

The identity status of the adolescent is not permanent, however, but 
changes constantly with the development of the individual. Bear in mind, 
too, that some identity searches continue into adulthood. 

4.3.7 Identity diffusion 

Identity diffusion (sometimes called identity confusion) arises when the ado-
lescent is incapable of taking any decisions about herself and her roles, or 
when there is too little opportunity for experimentation with social roles, 
with the result that the different roles cannot be integrated. Then, when the 
adolescent is confronted with conflicting value systems, she lacks the ability 
or self-confidence to take decisions. This state of confusion causes anxiety, 
apathy or hostility towards roles or values and may lead to feelings of 
incompetence or the forming of a negative identity. Parents may also cause 
identity diffusion in adolescents. For example, by demanding that their ado-
lescent children meet unrealistically high standards or by choosing careers, 
friends, courses of study and sports for them, parents force them into roles 
in which they are not happy, with the result that the children may experience 
identity diffusion and become rebellious because they feel that they have 
no control over their lives. 

According to Erikson (in Monteith et al 1988) four main manifestations 
of identity diffusion are distinguishable: 
• The adolescent fears the forming of intimate relations because they may 

lead to a loss of her own identity. This may result in stereotyped, formalised 
relations and isolation or intimacy with the most outlandish persons. 
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• Diffusion with respect to time perspective may also occur. The adolescent 
finds it difficult to plan for the future, probably due to a fear of change 
and of the demands of adulthood. 

• Diffusion of industry - the adolescent finds it difficult to become con-
structively involved in her studies and other activities. 

• Finally there is the choice of a negative identity. For example, a girl who 
starts cultivating the punk image, smokes, uses drugs and so on against 
the will, and despite the disapproval, of her parents, may develop a 
negative identity. 

Erikson (1974) notes that the ability to establish an identity gives a person 
a sense of fidelity derived from being faithful to what she is or to her values 
and principles. The person has constructed a philosophy of life from her 
examination of herself and the relevant culture. The individual who has suc-
cessfully resolved the identity crisis is noted for her tolerance towards self 
and other persons and her ability to take decisions and carry out tasks. She 
has the courage to be alone and independent and has a clear vision of the 
future. The adolescent with a secure identity copes with new realities and 
conflicts in an appropriate way (Roazen in Thorn 1990). 

4.4 Self-concept 
4.4.1 Definition 

The self-concept can be defined as a configuration of convictions concerning 
oneself and attitudes toward oneself that is dynamic and of which one nor-
mally is aware or may become aware (Vrey 1979). It comprises a unique 
set of observations, ideas and attitudes which the individual has about her-
self. The self-concept is patently the central determinant of an individual's 
relationships in her life world. It is the core of the personality and therefore 
exerts a crucial influence on the individual's experience of life events. 

4.4.2 Characteristics of the self-concept 

The following typical characteristics of the self-concept are distinguishable: 

• The self-concept is complex, comprising several dimensions that are closely 
integrated, namely: 
□ the physical self, or the self in relation to the body 
□ the personal self, or the self in relation to its own psychic relations 
□ the family self, or the self in family relationships 
□ the social self, or the self in social relations 
□ the moral self, or the self in relation to moral norms (Vrey sa). 

• The self-concept is dynamic in the sense that it may change from time to 
time and from situtation to situation. For example, an adolescent girl may 
have a very positive physical self-image in the evening, but it may lie shat-
tered at her feet the very next morning on her discovery of a pimple on 
the tip of her nose. Similarly a boy's social self may change dramatically 
after being jilted by a girl. 
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In addition to being prone to change, however, the self-concept is also 
dynamic in that it exerts a dynamic influence on the behaviour of the indi-
vidual. Every individual is influenced by the people around her, and more 
particularly by people who are significant in her life. Every experience and 
every situation that she finds pleasant or unpleasant has an influence on the 
forming of her self-concept, but the self-concept also actively influences the 
way in which she experiences any given situation. Felker (1974) notes in 
this regard that experiences mould and shape the self-concept, but the self-
concept also has an active dynamic role in shaping experiences. 

• The self-concept is organised. The organisation of the self-concept can be 
illustrated with the aid of the following diagram: 

Figure 4.1 The organisation of the self-concept 

(Source: Purkey 1970: 

Each of the smaller spirals represents a particular concept of herself that the 
person entertains. The conceptions are not equally important; the closer they 
get to the core, the more important they become for the person and the 
harder it becomes to change them, compared to those further away, which 
are unstable and therefore more readily changed (Purkey 1970). Moreover 
every concept (small spiral) has its own negative or positive value (represented 
by the horizontal lines). For example, if the person's appearance is important 
to her it would be placed close to the core of the self-concept. If the person 
experiences her appearance as negative, however, it could have a negative 
value for her. Finally the organisation of the self-concept can be influenced 
by success or failure. If the ability to perform a particular action is given an 
exceptionally high rating, failure in that area may have a detrimental effect 
on the self-evaluation of other apparently unrelated abilities, while success 
in the same area may enhance the self-evaluation of abilities in other areas. 
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4.4.3 Developing a positive self-concept 

A positive self-concept is not only important for the adolescent's mental well-
being, but also influences her social relationships, progress at school, per-
formance in all areas, and career expectations and success. It also determines 
whether or not the adolescent can become a socialised member of society. 
In fact, the self-concept influences everything the adolescent is, tries to be, 
or does. Few things are therefore as important during adolescence as 
developing an adequate self-concept. Here again, educators have a most 
important role to play. 

A number of factors contribute to the development of a positive self-concept 
and high self-esteem. A key factor in determining whether or not parents 
have a positive effect in helping their adolescents build a healthy ego identity 
is the warmth, concern and interest they display towards their adolescent 
children. Their style of exercising authority and discipline also influences the 
way the adolescent experiences herself. The more parental care and interest 
there is, the more likely the adolescent is to have a positive self-concept. 
Other factors such as family structure, socio-economic status, race and 
nationality, position in birth order, physical defects and appearance also 
exercise a considerable influence on the adolescent's forming of a self-
concept. 

A negative self-concept is not only injurious to the adolescent's becom-
ing, but may hold back her self-actualisation. The following features are typical 
of adolescents with a positive self-concept: 
• Responsibility - they can be depended on to do what they have agreed 

to do. 
• Honesty, integrity and congruence - they are accountable for their values, 

beliefs and opinions. 
• Personal growth - they search for opportunities to grow, learn and realise 

their potential and creativity. 
• Positive attitude - they are optimistic about themselves, others and the 

world. 
• Expression of feelings - they express feelings openly without fear of 

rejection. 
• Risktaking - they are open to new and challenging experiences. 
• Acceptance of praise - they can accept compliments without negating 

responses. 
• Trust in themselves and others - they trust their own and others' com-

petency (Napoli et al 1988). 

4.5 Self-actualisation 

4.5.1 Definition 

Self-actualisation means the person's deliberate efforts to realise all the latent 
possibilities of her self. This includes all the areas of physical skills, mental 
abilities, affective experience and moral conscience. Rogers (1961) calls self-
actualisers fully functioning people and holds that they take decisions based 
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on their own judgement rather than on the consideration of what other people 
will say. 

4.5.2 Distinctive characteristics of the self-actualising person 

The self-actualiser can be described as a human being who is fully engaged 
in life, who is capable of experiencing both intense pleasure and deep sorrow. 
She is not only involved in what affects her personally, however, but also 
in the well-being or problems of other people. She possesses the resources 
to direct her energies toward problems and vicissitudes that do not concern 
her directly. Such a person has a realistic self-concept and can therefore accept 
herself. She can accept her particular deficiencies and limitations, which there-
fore neither affect her sense of self-worth as a human being or impinge on 
her self-image. Self-actualisers have a fairly systematic and well-conceived 
philosophy of life that need not be based on specific religious beliefs, but 
from which they derive a value system that guides and directs their lives. 
They are not dogmatic, however, and can accept other people's viewpoints 
without necessarily agreeing with them. 

Maslow developed a fairly elaborate theory of self-actualisation that is dis-
cussed in some detail in chapter 6. Here it suffices to say that self-actualisation 
is the ultimate goal of personality development, and that the adolescent 
should be consciously assisted to self-actualisation. 

4.6 Affective development 
Affective development consists of the development of such manifestations 
of personality as emotions, feelings, passions, moods, sentiments and whims. 
It is therefore an umbrella term for a variety of aspects of the adolescent's 
emotional life, and not merely a synonym for the emotions. It is the ex-
pression of the total human being developing under the influence of heredi-
tary and environmental factors. Educators, peer groups, social expectations, 
personality and other facets of development influence the emotional 
experience of the adolescent. Although adolescence is not inevitably a period 
of storm and stress, it is usually characterised by intense experiences of 
extreme emotions, emotional outbursts or at least emotional tension. 

4.6.1 Heightened emotionality and emotional lability 

The heightened emotionality and emotional lability characterising the ado-
lescent years are caused by a variety of physical, cognitive, conative, moral 
and other factors. The adolescent must develop an identity that will bridge 
the gap between what she was as a child and what she has to become as 
an adult. She must also cope with her emerging sexual identity and develop 
a personal internalised value system. However, the most important causes 
of heightened emotionality in the adolescent derive from her interaction with, 
and adjustment to, the environment. Her yearning for independence and 
the change in her relationship with her parents often cause conflict and 
tension. Excessively high standards of maturity expected of the adolescent 
by society, and unrealistic aspirations that lead to feelings of inadequacy also 
lead to heightened emotionality. Demands of social institutions, peer group 
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pressure and relations with the opposite sex, as well as problems in school 
and awareness of the critical significance of schooling and academic progress 
are also important stress factors. 

The heightened emotionality that particularly typifies early adolescence 
diminishes with each passing year until a degree of emotional maturity is 
reached. As with social, moral and other aspects of the adolescent's person-
ality development, she is also reliant on educational intervention for her suc-
cessful emotional development. The educator should therefore be conversant 
with the adolescent's heightened emotionality as well as her nuanced 
experience and expression thereof in her life. 

4.6.2 Emotional maturity 

One of the hallmarks of emotional maturity is the adolescent's ability to 
refrain from emotional outbursts in front of others, and to blow off steam 
in a more suitable place and in a socially acceptable way at a more oppor-
tune time. Another indication of emotional maturity is given when instead 
of acting rashly, an individual evaluates a situation critically before reacting 
to it. This means that the adolescent has to ignore many of the stimuli to 
which she would have reacted emotionally before, thus displaying greater 
emotional stability and control over her emotions. The emotionally mature 
person also understands and empathises with others' emotions and can 
accept, understand and share their feelings. To this end she must be able 
to put herself cognitively in the place of another, which in turn requires 
formal-operational thought. A person who is emotionally mature gives without 
constantly wanting to receive in return, and does not constantly dominate 
and judge. 

Another indicator of emotional maturity is the subject's openness and sen-
sitivity to her own experiences. There is a suppleness in the expression of 
emotions that enables the adolescent to express her emotions in different 
ways according to the situation concerned and with due consideration of 
the emotions of others present at the time. 

To achieve emotional maturity adolescents must be guided towards 
• gaining a realistic perspective on matters that would normally cause 

intense emotional reactions. The best way of achieving this would be to 
discuss their problems with others. The freedom with which they do so 
will depend on the nature of their interpersonal relations. 

• using an emotional catharsis to discharge stored up emotions. This can 
be achieved by actively participating in activities, taking physical exer-
cise or by indulging in abandoned laughter or a thorough crying spell, 
provided that the laughing and crying can be kept within the bounds of 
propriety. 

4.6.3 Experience of emotions during adolescence 

Some of the emotions experienced by the adolescent are discussed briefly 
below. 

Anxiety differs from fear in the sense that it is more enduring and cannot 
be associated with a definite object or situation. Thus, whereas fear is a 
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reaction to an observable threat, anxiety is caused by a perceived threat that 
is not objectively observable. Guilt feelings arise from conflict between the 
adolescent's values and behaviour. 

The ways in which adolescents handle the abovementioned emotions differ 
from one individual to another. While some speak readily about their fears 
and guilt feelings, others tend to hide and suppress these emotions. They 
often feel embarrassed about this problem and seek refuge in bravado. 
Psychosomatic problems are often an indication that the adolescent is the 
victim of suppressed fear, anxiety or guilt feelings. 

An emotion that adolescents tend to find difficult to handle is aggression, 
mainly because there are positive as well as negative aspects to it. It plays 
a significant role in competition, for example, and is necessary to perform 
optimally in certain situations, such as playing in a tennis or football match. 
Aggression must always be controlled, however, and must be expressed in 
socially accepted ways, otherwise it could rebound harmfully on the ado-
lescent. Unbridled aggression is an indication of deficiencies in the adoles-
cent's social and emotional development that prevent her from controlling 
her emotions. This problem is particularly prevalent among adolescents who 
feel rejected and insecure, who act impulsively or are used to having their 
wishes acceded to on showing aggression. Inability to control aggression is 
therefore often the result of educational practices that are too lenient. 

Other emotions that adolescents have to cope with are anger and hostility. 
Their pursuit of independence and self-reliance land adolescents in situations 
that may frustrate and anger them. Their ability to verbalise their frustra-
tions improves, however, and they manage to settle differences by means 
of communication and negotiation. Feelings of rage and frustration still fre-
quently cause them to be morose, negative and quarrelsome. 

Finally the adolescent also experiences feelings of envy and jealousy. 
Although these feelings are not as prevalent during adolescence as just before 
puberty (Hurlock 1978), adolescents still experience feelings of envy and 
jealousy about material things, sports and academic achievements, or 
popularity, for example. Adolescents usually display their jealousy indirectly 
by way of sarcasm, spitefulness, mendacity or teasing. They may also 
daydream, play the martyr or be excessively importunate or obliging. 

Adolescents gradually learn how to control their negative emotions, for 
example by making use of defence mechanisms. They usually become 
happier as they grow older. One of the reasons for this is that the status 
of older adolescents is more in line with their level of development. They 
are therefore more independent and experience less frustration. They are 
also more realistic about their abilities and more inclined to set realistic 
objectives for themselves. By this time they have also built up a better self-
concept and no longer feel as incompetent as they used to. Their improved 
ability at emotional differentiation enables them to express their emotions 
in more specific, diversified and sophisticated ways. They also begin to control 
and express their feelings in increasingly acceptable ways, in conformity with 
not only the peer group, but also with the community's perception of how 
an adolescent boy or girl should behave. 

A variety of problems tend to emerge during this phase. Some problems 
seem to arise from the adolescent's increasing independence, her curiosity, 
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interest in new and unfamiliar experiences, daring and tendency to take risks, 
and tendency not to consider the point of view of others or the consequences 
of her actions (Schickedanz et al 1990). Other problems seem to stem from 
pre-existing psychological problems, poor self-concept, inadequate ways of 
handling anger and aggression, alienation from family and society, the 
stresses of puberty and changes in family situations. It is not always clear 
whether the adolescent's problems are caused by her emotional instability, 
or vice versa. 

Inordinate aggression, feelings of uncertainty, feelings of martyrdom, 
excessive daydreaming, regression to previous behaviour patterns and 
excessive use of defence mechanisms are only a few of the danger signals 
that serve as an indication that the adolescent is struggling emotionally, or 
is unhappy or maladjusted. Educators should be on the lookout for any signs 
of emotional imbalance, deviant behaviour and affective problems in the 
life of the adolescent. 

4.7 Affective problems in adolescence 
The interwovenness of the various domains of becoming make it very difficult 
to link the diverse problems that emerge during adolescence to one particu-
lar domain. All these problems can be associated in some way with the affect-
ive life of the adolescent, either as a result, or as a cause, of emotional 
problems. Subjects that are singled out for discussion in this chapter, however, 
are excessive stress, depression and suicidal tendencies, which are particu-
larly closely associated with the adolescent's internal meaning attribution 
to, experience of and involvement with herself and the circumambient world. 
Although these problems are intimately associated with the adolescent's per-
sonality, identity formation, self-concept, self-actualisation and emotional 
experience, it must never be forgotten that the causes and consequences 
of these problems also depend on the adolescent's development in other 
domains of becoming, particularly the social domain. 

4.7.1 Stress 

Stress is a widely ramified phenomenon that occurs in the lives of people 
of all age groups but is particularly prevalent among adolescents. A limited 
and manageable degree of stress motivates a person to perform and 
engenders a zest for living, but excessive stress is harmful, not only to the 
victim's health, but also to her affective, social and cognitive development. 
Too much stress in the life of the adolescent may therefore exert a negative 
influence on her scholastic performance in that it may lead to underachieve-
ment, concentration problems, absenteeism, disinterest in class- and home-
work, and lowered student satisfaction and self-esteem. 

4.7.1.1 Sources of adolescent stress 

The wide range of factors that may induce stress, also known as stressors, 
can be divided into three categories, namely those on the micro-, meso-, 
and macrolevels (cf Figure 4.2). 
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Figure 4.2 Sources of adolescent stress 
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At the micrclevel there are endogenous stressors that induce stress from 
within the individual. Among these factors are the emerging of the self, the 
forming of a self-identity, physical development, physical appearance, 
personality traits, and so on. 

At the mesolevel relations with parents, family members, peer group and 
teachers all induce stress. Stressors that are inherent in the school situation 
are also identified at this level. The most important stressors associated with 
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family relations include death or illness of family members, marital discord, 
divorce, socio-economic hardship, excessive work-involvement of parents, 
removals to new residential premises, physical, sexual and emotional abuse, 
and parental discipline techniques. Stressors associated with relations with 
the peer group include peer group pressure, heterosexual relations, com-
petition and rivalry, loneliness, violence, substance abuse, satanism and 
occultism. The school is one of the most important sources of stress for 
adolescents, prominent stressors in this context being a crowded and ugly 
school environment (especially typical of black schools in South Africa), 
crammed daily programmes that are typical of the lives of white adolescents, 
an excessive product orientation, exemplified in too many scholastic tests, 
the stress of certain school subjects, school anxiety and school phobia, 
unrealistic demands and expectations, an excessively competitive culture 
and ongoing violence, intimidation and/or strikes, particularly in schools for 
black and coloured pupils. 

At the macrolevel stress is induced by factors emanating from the culture 
and native country of the individual, but the wider outside world also 
influences the adolescent's self-actualisation. Factors at this level include, 
for example, catastrophic events (disasters), threats of or actual violence, 
general social and racial stress and discrimination, political change, techno-
logical stress, occupational uncertainty and television and legal stress. 

From the above it is clear that a large number of factors can induce stress 
during adolescence. Always remember, however, that every person attributes 
meaning to, experiences and is involved in events in a uniquely personal 
way, with the result that a factor that may cause severe stress for one ado-
lescent may pass unnoticed by another. Moreover the duration and inten-
sity of stress induced by the same stressor differ markedly for different 
adolescents. Stressors are also inclined to cluster and interact. They can there-
fore act additively and synergistically. For example, discrimination can aggra-
vate poverty, and both can aggravate the effects of illness. The same cause 
can also engender stress in two or more ways. Thus poverty can stress the 
child through malnutrition, poor environmental stimulation and poor parent-
ing due to worry, preoccupation, discouragement or resentment of another 
mouth to feed. Educators must therefore constantly endeavour to understand 
how a particular stressor is experienced by an adolescent and why adoles-
cents differ so greatly in their reactions to apparently similar situations. 

4.7.1.2 Consequences of stress 

The consequences and attendant symptoms of stress are divisible into two 
categories, namely mental and physical. The main symptoms of stress are 
given in Table 4.3. Educators should note, however, that some of these 
symptoms may also be indicative of other problems or physical illness. 
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Table 4.3 Symptoms of stress 

Physical symptoms 

Headaches; tension headaches; 
stomachaches; tight muscles; cramps; 
diarrhoea; constipation; hives; fatigue; 
hypertension; peptic ulcers; lack of 
appetite; craving for food when 
pressurised; insomnia; tendency to sweat 
for no good reason; nervous twitches; nail 
biting; nausea; fainting spells; frequent 
crying or desire to cry; inability to sit still; 
migraine; asthma; pruritis/intense itching; 
colitis; nervous dyspepsia; flatulence and 
indigestion; skin disorders; depression; 
pounding of the heart; burn-out; dry 
mouth; speech problems; 
hyperventilation; bruxism or grinding of 
teeth, etc. 

Mental (psychological) symptoms 

Anxiety; depression; lack of motivation; 
withdrawal; mood swings; unhappiness; 
suicidal thoughts; nightmares; constant 
irritability with people; restlessness; 
interpersonal problems; poor eating or 
overeating; substance abuse; lower 
achievements; truancy; regressed behav-
iour; verbal and physical aggression; 
daydreaming; loss of memory; self-
destructive behaviour; feeling unable to 
cope; feeling inferior; feeling guilty; 
underachievement; emotional deprivation; 
does not laugh or cry readily; socially 
inept; unusual shyness, etc. 

4.7.1.3 Coping with stress 

Psychologists agree that there are three sets of factors that make some adoles-
cents more susceptible than others to the negative effects of stress (Stein-
berg 1993): 
• First, the effect of one stressor is enhanced if it is combined with another. 

Stress therefore has a multiplicative effect - the chances that an ado-
lescent who faces two stressors at the same time (parents' divorce and 
moving to another town or city, for example) will experience psychological 
problems are more than double those of someone who has experienced 
only one of the same two stressors. 

• Secondly it appears that adolescents who can rely on social support in 
the form of caring parents, friends, siblings or other adults during times 
of difficulty are protected/buffered by such support against the ill-effects 
of acute stress. 

• Finally it appears that some adolescents command more effective coping 
strategies than others. Two kinds of coping strategies can be isolated, 
namely problem-focused coping and emotion-focused coping. Problem-
focused coping consists in active measures aimed at influencing or chang-
ing the source of the stress, while emotion-focused coping entails efforts 
at changing emotional response to stress. Thus an adolescent who resorts 
to problem-focused coping might make arrangements that allow extra time 
for study and/or might form a study group to assist with her preparation 
for an impending examination that she is worried about. An adolescent 
who resorts to emotion-focused coping, on the other hand, would rather 
take tranquillisers to try and calm down or would go and visit friends to 
distract her attention from the imminent examination. More often than 
not, problem-focused coping involves active mastery of the stressor, in 
other words, treatment of the problem - whereas emotion-focused coping 
involves distraction or passive avoidance - in other words, treatment 
of the symptom (Steinberg 1993). On the whole adolescents who make 
use of problem-focused coping strategies are less susceptible to the harmful 
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effects of stress. They are generally better adjusted, less depressive and less 
prone to behaviour problems. There are, however, situations in which 
emotion-focused coping is effective. These are usually tense situations that 
cannot be controlled, for example just before a major operation or public 
performance. In such cases the person might be calmed down if she manages 
to turn her attention away from the situation. 
Adolescents can be assisted in their handling of acute stress by inculcating 
problem-focused coping strategies and by teaching a wide diversity of stress-
handling techniques and exercises, such as breathing and relaxation tech-
niques, massage, autogenic exercises (a stress-handling method involving 
the imagination and autosuggestion), progressive muscular relaxation and 
meditation. In more serious cases the stress victim should be referred to 
a professional person for assistance, for example to a physician, a psychiatrist 
or a school psychologist. 

4.7.2 Depression 

During and after puberty the incidence of depression increases to such high 
levels that depression in its mild form is probably the most common psy-
chological disturbance among adolescents (Weiner 1980) - in fact it is only 
half as prevalent among younger children as it is among adolescents (Stein-
berg 1993). Note in this regard that depressive feelings before puberty are 
more common among adolescent boys than among girls in that age group, 
but afterwards depression is more common among adolescent girls than 
boys, and also more common among women than men. 

It is important to distinguish between depressive symptoms or mild de-
pression and depression as a disorder or major depression. Adolescents who 
experience bouts of mild depression far outnumber those who suffer from 
the clinical disorder that is recognised by professionals as major depression. 
Minor bouts of depression are usually less acute and pass relatively quickly 
while major depression lasts longer and is more serious. 

Although feelings of unhappiness and helplessness are the general symp-
toms of depression, numerous other symptoms of minor or major depression 
occur among adolescents. For example, adolescents who suffer from de-
pression lose their motivation to do things, find it difficult to concentrate, 
and perceive activities that afforded them considerable pleasure before as 
meaningless and void. Consequently these youths often appear apathetic, 
listless and bored, and they experience sleeping problems (insomnia or hyper-
somnia) and are burdened by excessive and persistent lassitude. 

Adolescents who suffer from major depressive syndrome also present with 
appetite problems and a significant weight gain or loss even if they are not 
on a diet (eg more than 5% of normal body mass per month). They may 
feel rejected, hopeless, pessimistic, guilty and unhappy for weeks on end, 
and these feelings often awaken suicidal thoughts in their minds (see Public 
Health: Preventing Teenage Suicide). 

The symptoms of depression are not always clearly evident, however, since 
they are often accompanied by other behaviour problems. Adolescents also 
find it difficult to admit their self-criticism to themselves or others. Their 
negative feelings are often hidden behind a mask of bravado and restless, 
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unproductive activities. Some adolescents react to their negative feelings by 
running away from home, becoming involved in delinquency or substance 
abuse, or violently opposing their parents. This behaviour is not invariably 
accompanied by depression, but may nevertheless be indicative of the adoles-
cent's feelings of impotency, helplessness and hopelessness. 

Various reasons are offered for the increased incidence of depression 
during or just after puberty. Biological theorists consider hormonal changes 
during puberty to be the main cause; cognitive theorists maintain that the 
beginning of hypothetical thought opens up new, possibly more depressive, 
ways of perceiving the world; and theorists who concentrate on environ-
mental factors are preoccupied by the large number of demands imposed 
on adolescents by society. At present the lion's share of attention is devoted 
to a holistic approach and interaction between all the abovementioned 
factors. Particular emphasis is placed on the interactive nature of environ-
mental factors and circumstances, and on individual susceptibility or incli-
nation to depression. Steinberg (1993) asserts that depression may occur 
when individuals who are naturally thus inclined are exposed to chronic or 
acute circumstances that precipitate a depressive reaction. For example, 
adolescents who are not inclined to depression can withstand a great deal 
of stress without developing any psychological problems, while persons who 
are naturally inclined to depression may become depressed in circumstances 
that most adolescents would consider to be quite normal. It seems, further, 
that at least some of the predisposition toward depression is genetically deter-
mined and that it may be related to problematic patterns of neuroendocrine 
functioning ('neuroendocrine' refers to hormonal activity in the brain and 
nervous system). However, the influence of environmental and personality 
factors should not be overlooked. 
Depression can be alleviated through various kinds of therapy, such as 
• biological therapy, employing antidepressant medication that may counter-

act the neuroendocrine problems, provided they exist 
• psychotherapy designed to help depressed adolescents understand the 

roots of their depression 
• therapy to help adolescents change their cognitive set 
• therapy to build the self-concepts of adolescents and to increase the degree 

to which they experience reinforcement in their daily activities 
• family therapy that focus on changing patterns of daily relations that may 

contribute to the adolescent's symptoms (Chartier & Ranieri 1984). 
Fast and efficient treatment is essential to help the adolescent regain a positive 
outlook on life, to find meaning in daily existence, and to prevent suicidal 
tendencies. 

4.7.3 Suicide 

Researchers agree that suicide among adolescents is on the increase. Part 
of the explanation for the recent rise in adolescent suicide is that adoles-
cents have been exposed to increasing stress while environmental supports 
have decreased, leaving the adolescent more vulnerable (Hendren 1990). 

Recent studies have also revealed that suicide among peer group members 
has a contagious effect leading to suicide clusters. The occurrence of a teen 
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suicide can therefore substantially increase the number of suicides or suici-
dal thoughts among peers. However, close friends of the victim are not 
necessarily the most likely candidates for suicidal behaviour. Adolescents 
who are depressed or have had past episodes of depression or suicidality 
exhibit the highest incidence of suicidal thoughts or plans following the suicide 
of a member of the peer group. 

In an effort to identify adolescents who run a high risk of succumbing to 
suicidal urges researchers have established four sets of risk factors, namely: 
• having a psychiatric problem, especially depression or substance abuse 
• having a history of suicide in the family 
• being under stress, especially in the areas of achievement and sexuality 
• experiencing parental rejection, family disruption or extensive family con-

flict (Blumenthal & Kupfer 1988). 
Common warning signs of a suicide attempt and advice on how to respond 
are given in Public Health: Preventing Teenage Suicide. 

Public Health: Preventing Teenage Suicide 
There is a dangerous myth to which members of the public, and even educators, sub-
scribe, namely that adolescents who speak about or threaten to commit suicide will not 
take this extreme step. The tragic fact is, however, that adolescents (and adults) who 
threaten suicide actually do commit the act in many instances, and that afterwards the 
next-of-kin and others who are involved with the adolescent are overwhelmed, not only 
by grief, but by a sense of guilt. They ask themselves: 'Why didn't I take more notice?'; 
or 'Why didn't I do something to prevent it?' Those who wish to help prevent suicide 
should know what the warning signs are and what to do and what not to do if they suspect 
that an adolescent is contemplating suicide. 

TALK OF SUICIDE SHOULD ALWAYS BE TAKEN SERIOUSLY 

Early warning signs 
• Direct suicide threats 
• A previous suicide attempt 
• Constant talk of death, the hereafter 

or suicide 
• Questions about the lethal properties 

of weapons, poison, pills or drugs 
• Prevailing sense of gloom, helpless-

ness and hopelessness 
• Such statements as 'I wish I were 

dead'; 'You'd be better off without 
me'; and 'What is there to live 
for?' 

• Dramatic changes in behaviour, for 
example when a shy and reticent 
adolescent suddenly becomes very 
outgoing, or vice versa; or if a very 
neat child suddenly becomes untidy, 
or switches from being slovenly to 
being painfully neat 

• Loss of interest in things that used to 
engross the adolescent, such as 
hobbies, sports and the like 

Problems with school work and 
underachievement 
Sleeping and eating disorders and a 
tendency to neglect his or her 
physical appearance 
Expression of a preoccupation with 
death in letters, essays, diaries, 
music, art and the like 
Frantic activity alternating with 
listlessness and boredom 
A breach in communication with 
parents and other significant persons 
in the adolescent's life 
Giving away prized possessions 
and/or 'getting their affairs in order' 
A series of accidents that indicate a 
loss of interest in personal safety, 
attended by seemingly reckless, self-
destructive and uncharacteristic 
behaviour, such as pronounced drug 
or alcohol use, delinquency, reckless 
driving, running away and/or taking 
on dangerous dares 
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Public Health: Preventing Teenage Suicide (continued) 

Early warn ing s igns (continued) 

• Family disruptions such as unemploy-
ment, serious illness, relocation, div-
orce and unusually stressful events, 
such as the death of a family mem-
ber or friend, and failure of a serious 
love affair, or failure at school, should 
also be regarded as warning signs 
that may precede suicide. 

What educators should do 
• Calmly address direct questions to 

the adolescent, such as: 'Are you 
thinking of injuring yourself?' 

• Questions should also be asked to try 
and ascertain the adolescent's 
emotional state and to find out with 
whom she has significant relations, to 
what extent she has already 
developed a plan of action, and 
whether she has acquired a firearm, 
poisonous substances, pills and the 
like as a means of taking her life 

• Encourage the adolescent to seek 
professional assistance and refer her 
to, or help her to decide on, a 
suitable person 

• Never leave an adolescent alone 
when she is going through an 
emotional crisis - get her to a 
professional person, such as a 
medical doctor, a psychologist or a 
psychiatrist. 

• Tell other persons, such as the 
adolescent's parents and teachers. A 
breach of trust is better than allowing 
the adolescent to die 

• Do as much as possible to help the ado-
lescent to handle difficult situations 
and relieve her stress if possible. Be 
supportive and understanding 

• Point out to the person that there are 
alternative ways, apart from suicide, 
of dealing with her problems. 

What not to do 
• Never ignore danger signals or dismiss 

them as ploys to attract attention 
• Do not refuse to talk about suicide. 

This will not dispel suicidal 
tendencies or thoughts 

• Never react by betraying shock, fear, 
distaste or disapproval 

• Do not leave the adolescent alone 
during the crisis or forget about the 
whole affair after she has gone for 
treatment 

• Beware of uttering platitudes or 
sermonising admonitions, such as '1 
know how you feel'; 'Just look at all 
the things you have to be grateful 
for'; or 'Think how much you will 
hurt others', and of false assurances 
such as 'It will all blow over and 
everything will be fine' or 'It's not as 
bad as all that'. 

4.8 Pedagogic implications of the adolescent's 
affective and personality development 

The following is a brief summary of some of the main implications that the 
development of the adolescent's personality and affective life have for the 
educator. 
Personality development 
In order to act as a facilitator of the adolescent's personality development, 
prevent psychological problems and secure mental health, educators them-
selves have to possess certain characteristics. First, the educator must show 
a genuine interest in the adolescent and must accept, prize, trust and regard 
her as a person of worth. The educator must be prepared to meet the ado-
lescent on a personal level without entertaining the idea that she is superior 
and the adolescent inferior. The educator must constantly bear in mind that 
the adolescent is engaged in an unremitting quest for independence and 
autonomy, and must respect and support the adolescent in her striving to 
achieve these aims. The educator must endeavour to build up positive inter-
personal relations between herself and the adolescent by behaving in an 
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affectionate, warm, caring and considerate way. The educator must also show 
understanding for the adolescent's problems and act empathetically. As far 
as possible educators should avoid creating an environment characterised 
by stress, hostility and anxiety since these factors not only militate against 
effective teaching and learning, but also prejudice the adolescent's personality 
development. 

Educators also have a specific role to play in the development of specific 
personality traits. Mwamwenda (1989) observes, for example, that many 
African children tend to be shy, withdrawn and less open to dialogue than 
children with a Western education. He attributes this partly to education, 
but also to the way their teachers relate to such behaviour. According to him, 
therefore, it is incumbent on teachers to encourage adolescents to speak 
openly about their feelings, problems and concerns and by this means resolve 
their difficulties. Other personality traits that can be influenced by the direct 
intervention of educators include honesty, generosity and goodwill, rude-
ness, cruelty, rigidity, emotionality, egocentricity, prejudices and ways of 
thinking, and feeling and interacting with others. Clearly, therefore, educators 
in South Africa who have to contend with a wave of violence, cruelty, intoler-
ance and dishonesty can make a major contribution towards establishing 
a more positive attitude among the youth of South Africa. 

Identity development 

It is the educator's task to guide and assist the adolescent, who is probably 
experiencing a period of uncertainty about her identity owing to changes 
in the body, changes in social roles and the like that accompany the onset 
of adolescence, so that by the end of adolescence she will have acquired 
relative certainty about her identity. To this end educators have to under-
take the following: 
• They must give the adolescent enough freedom to experiment with roles, 

to make independent choices and to participate in life events without guilt 
feelings. Educators should not prescribe roles to adolescents, because this 
would prevent them from acquiring self-knowledge, in which case they 
may fall prey to identity diffusion. 

• Educators must help adolescents to form a realistic self-concept. Identity 
diffusion may result if the discrepancy between the image to which the 
adolescent aspires and that projected by her real self is too great. 

• Adolescents must be helped to accept themselves as they are, with both 
their strong and their weak points. 

• Adolescents must be assisted towards acquiring an appropriate sexual role 
as well as a career identity and an ethnic identity. 

• Educators must always bear in mind that they are among the most 
important identification figures in the lives of their adolescent charges, 
and that they should therefore lead their lives with a view to serving as 
a worthy identification model for adolescents (Monteith et al 1988). 

Self-concept forming 
A person's self-concept is not inborn, but is acquired through interaction with 
the self and with other people of importance to the self. It stands to reason, 
therefore, that educators have an important role to play in the development 
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of adolescents' self-concepts. Mwamwenda (1989) notes that many African 
children tend to be shy and less open to free dialogue because of the inhibited 
and conforming nature of African child-rearing practices. He proposes the 
following as basic ways in which teachers can improve the self-concepts of 
African children: 
• Correct and appropriate responses should be acknowledged with such 

positive remarks as: 'Very good', 'Well argued' or 'That's a good answer'. 
• Adolescents should be allowed the freedom to express views that differ 

from those presented during the lesson, so long as such views are sup-
ported by logical reasoning. 

• Adolescents should be accorded equal treatment wherever possible, and 
they should be encouraged and given the opportunity to take part in 
activities. 

• The teacher must know each pupil's name and address pupils by their 
names. 

• Educators must show interest in adolescents' affairs and must make them 
aware that they are accepted as persons of worth. 

• Educators must avoid using physical force in disciplining adolescents and 
must reinforce positive behaviour. 

• A teacher should set reasonable tests, assignments and examinations, so 
that every pupil who has studied diligently stands a good chance of doing 
well. A high standard must be maintained throughout because this, too, 
contributes to a positive self-concept. 

Self-actualisation 

The object pursued by educators is to enable adolescents to develop their 
potential fully and to find fulfilment in life. It is also incumbent on them to 
motivate and encourage adolescents to do the best they are capable of and 
to endeavour to reach the highest degree of achievement allowed by their 
abilities. Adolescents must be made aware that life can be meaningful, 
significant, exciting and enjoyable and that they can make a major contri-
bution towards achieving these qualities. Adolescents should also be helped 
to realise that they have to develop an increasing sense of social responsi-
bility and a sound philosophy of life, and that involvement with things out-
side themselves, such as community projects, can lead to inner satisfaction 
and feelings of fulfilment. Motivation and self-actualisation and the role of 
the educator in this regard are dicussed exhaustively in chapter 6. 

Heightened emotionality and emotional lability 

In order to assist adolescents to achieve greater emotional stability educa-
tors must be knowledgeable about the manifestation of emotions; possess 
certain skills in handling emotions in the educational context, and be mature 
in their own right. They must also be sensitive to the adolescent's emotions 
and moods. They must help adolescents to come to terms with and handle 
their emotions by such means as verbalising emotions, displaying a sense 
of humour, providing the opportunity to cry, and being supportive when 
crying does occur and by providing the opportunity to get rid of pent-up 
emotions by means of physical activities. 
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Educators must build relationships with adolescents that hinge on empathy, 
understanding and acceptance. They must be on the lookout for adolescents 
who seem to be emotionally deprived, that is, adolescents who display a 
lack of positive emotion, and they must constructively foster relationships 
with these adolescents. 

Handling aggression 

Educators of adolescents are frequently confronted by aggression, although 
aggression is often veiled by other behaviour in the case of adolescents. 
Uncontrolled aggression can never be condoned, but educators must never 
forget that they as well as their adolescent charges sometimes struggle to 
synchronise adolescents' quest for independence with the amount of latitude 
that the educator allows at that stage. This lack of synchronisation often leads 
to feelings of impotence, frustration and even aggression on the part of 
adolescents. Educators must therefore keep the following guidelines in mind: 
• Aggression must never be answered with aggression. 
• Act firmly without resorting to physical measures. 
• Treat the adolescent as an individual and display patience and sympathy 

in doing so. 
• Allow time for excited feelings to simmer down. 
• Acknowledge the adolescent's need for autonomy and freedom of choice. 
A constructive approach should be adopted in handling the openly aggressive 
and antagonistic adolescent. In everything educators do and say adolescents 
should receive the clear message that they are accepted as members of a 
group and that people like them. Sensitivity to the real causes of aggression 
and to the circumstances that lead to aggression must be displayed. If this 
approach is adopted the educator will be able to act very firmly yet still with 
understanding and empathy. No educator can allow him- or herself to be 
intimidated or manipulated by the adolescent's aggression. Even though the 
empathic approach is recommended, therefore, there is still no reason why 
the educator should condone aggression or allow it to pass without reprimand. 

Stress 

Adolescence is a time of change and adaptation and while many adolescents 
appear to be happy and carefree they frequently have serious underlying 
anxieties to contend with. Both internal and external conflicts are created 
by the adolescent's struggle to cope with emerging sexual interests, hormonal 
changes, increased autonomy, need for peer group acceptance and emotional 
fluctuations. This underlying stress finds expression in behaviour that is often 
seen as misconduct, such as aggression and truancy, and it is typically dealt 
with in a disciplinary fashion. The adolescent's negative or maladaptive 
responses are rarely seen for what they are - indicators that something is 
wrong. Instead of determining the causes of such behaviour, educators often 
add to the adolescent's burden of stress by punishing the behaviour in 
question! It is therefore essential that all educators reframe their thinking 
in order to look upon untoward behaviour as a symptom of stress and to 
familiarise themselves with the causes of stress and its influence on the 
becoming, development and learning abilities of the adolescent. Educators 
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must also take note of the different stress-handling techniques and must 
create opportunities to inform the adolescent about these techniques. 

Depression and suicide 
Depression and suicide are two further problems that often confront edu-
cators of adolescents. As with stress, symptoms of depression and signs of 
suicidal tendencies are often rewarded by educators with punishment or 
expressions of displeasure. Educators should therefore endeavour to be more 
sensitive to the problems that adolescents sometimes experience (see 
'Warning signs and What educators can do' in Public Health: Preventing 
Teenage Suicide). The following basic principles should be borne in mind: 
• It is important for adults to be observant and sensitive in order to help 

children cope with depression and suicidal thoughts. 
• Enhance the adolescent's self-concept wherever and whenever possible 

through encouragement, caring, focused attention and warm personal 
regard. 

• Encourage adolescents to develop a special interest or skill that can serve 
as an inner source of pride and self-esteem. 

• Use proactive intervention to avoid unnecessary stress. 
• Help adolescents to form effective social support networks, for example 

by cultivating good friendships, discussion groups, support groups and 
so on. 

• Acknowledge adolescent's feelings and encourage verbal meditation 
(thinking aloud - verbalising thoughts freely). 

The development of adolescents' personalities, as well as their emotional 
development, are crucial for their overall becoming and development. Besides 
developing a sense of their own identity (that is a sense of the self as a 
separate, distinct individual), they need to establish their sex role, career 
and ethnic identities. They must also learn to exercise increasing control over 
their emotions and to express emotions in socially acceptable ways, even 
though they also have to struggle with the task of establishing a realistically 
positive self-concept. Society confronts the adolescent with considerable 
demands, and this, combined with the changes taking place in all domains 
of becoming at this stage of life, may cause considerable stress for the ado-
lescent. Although most children pass through adolescence without 
experiencing appreciable psychological or emotional problems, a significant 
proportion do encounter a wide range of problems during this period. 

In the next chapter the social development of the adolescent is discussed 
with particular reference to relationships with her parents and the peer group. 
Some of the problems that are closely associated with social development 
are also addressed. 
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In concert with his bodily, cognitive, affective and moral maturation the ado-
lescent also has to develop to social maturity. Among the most critical devel-
opment tasks that have to be performed by the adolescent are therefore those 
of socialisation, carving out a niche for himself in society, acquiring inter-
personal skills, cultivating tolerance for personal and cultural differences and 
developing self-confidence. Consequently the adolescent gradually moves 
away from his parents, and acceptance by and consorting with the peer group 
assume increasing importance. Friendships with members of the same sex 
deepen and heterosexual relationships rapidly assume a romantic or sexual 
dimension. The social emancipation of the adolescent increasingly confronts 
him with situations in which he has to take his own decisions, in which he 
is pressurised to conform and in which his values and principles are ques-
tioned and tested. 

Although adolescents' relations with their parents are generally good (Cole-
man & Hendry 1990), they often clash with their parents in their pursuit 
of independence. They also begin to question their parents' values, interests, 
attitudes and opinions increasingly and form their own, usually very strongly 
held, opinions on these matters. Parents sometimes find it difficult to accept 
that their child is outgrowing his childhood and struggle to reconcile the child's 
pursuit of independence with their established educational practices. 

Relationships with members of the peer group can be an enriching 
experience for the adolescent who is in the process of being emancipated 
from his parental home. Such relationships offer the adolescent the oppor-
tunity of learning and experimenting with new roles, of discharging emotional 
tension, of becoming involved in close friendships and developing a group 
identity. The adolescent's relationships with the peer group can also be a 
source of considerable pain and stress. Rejection, negative group expec-
tations, snobbery, coercive pressure to conform and jealousy often cause 
uncertainty, doubt and acute loneliness. 

It appears, therefore, that like his physical and emotional development, 
the adolescent's social development is not without its complications. In this 
chapter the adolescent's relations with his parents, siblings, peer group and 
friends are discussed. Some social problems, such as unrestrained sexual 
behaviour, pregnancy, adolescent subcultures and juvenile delinquency are 
considered. Although such problems as alcohol and drug abuse, sexually 
transmitted diseases, suicide, depression and the like are also closely 
associated with the social development of the adolescent, these problems 
are discussed in further detail in chapters 2 and 4. In this chapter we shall 
confine ourselves to briefly considering the connection between these 
problems and the social development of the adolescent. In conclusion the 
role of the educator in the socialisation of the adolescent is considered. 

5.1 The social relations of the adolescent 
5.1.1 Relations with parents 

One of the cardinal features of the adolescent's relations with his parents 
is a striving for independence, self-reliance and autonomy. This emancipation 
urge does not emerge all at once in the adolescent years but develops 
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gradually from infancy and builds up to its highest point during adolescence. 
Although the adolescent's relationship with his parents no longer displays 
the characteristics of the parent-child relationship as in the childhood years 
before adolescence, its further development is nevertheless based on foun-
dations that were laid at an early stage in the child's life. For example, the 
degree of autonomy accorded the adolescent by his parents depends largely 
on educational practices and styles of exercising authority that were used 
in the course of the child's life. 

5.1.1.1 Parental styles of exercising authority 
Although it is difficult to categorise parents, parenting styles can be repre-
sented on two separate continua, or in terms of two pairs of characteristics 
that constitute opposite poles in each case, namely accepting/rejecting and 
lenient/demanding styles (see Figure 5.1) (Steinberg & Belsky 1991). 

Figure 5.1 Parental styles of exercising authority 

Accepting 
▲ 

Lenient -*- Demanding 

Rejecting 

At one end of the accepting/rejecting continuum are parents who are warm, 
approving and responsive to their children while parents at the other end 
are inclined to be severely critical of their children. These parents rarely enjoy 
their children and are often insensitive to their emotional needs. 

At one extreme of the other continuum are lenient parents who are very 
tolerant, exercise little control and offer little guidance to their children. These 
parents frequently accede to their children's demands and there is little dif-
ference between their role and that of the children. Parents at the demanding 
end of the continuum are very severe and expect absolute obedience and 
subservience from their children. 

Baumrind (1971; 1980) bases a distinction between authoritarian, per-
missive and authoritative parents on the above two sets of opposite polarities 
in parenting styles. 
Authoritarian parents 
Authoritarian parents have fixed and inflexible notions of right and wrong. 
Satisfactory interaction and intimate communication are virtually nonexistent. 
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They expect total obedience from the adolescent and they control and 
dominate his behaviour and attitude dictatorially. Preordained limits have 
to be adhered to unquestioningly and with blind obedience. Dialogue about 
rules and principles is a rare occurrence and the adolescent is hardly ever 
given the opportunity to state his own views. If children in these families 
revolt against their parents' authority or question it in any way obedience 
is exacted from them by punishment or threats of punishment. 

Adolescents who grow up in an authoritarian household tend to be moody, 
unhappy, retiring, uninterested, inhibited and irritable. They are also less 
self-reliant, creative, intellectually curious, mature in moral judgement and 
flexible than children who are exposed to other parenting styles. These adoles-
cents are usually shy, lacking in self-confidence and have a negative opinion 
of their parents, with the result that they may gradually become increasingly 
rebellious towards their parents' authoritarian parenting, expressing their 
resentment in negative, provocative and challenging behaviour that may 
culminate in serious conflict. Adolescents from authoritarian homes may also 
revolt against all other forms of authority, are hostile and aggressive and 
tend to be mistrustful and domineering. 

Permissive parents 
Parents who resort to a permissive parenting style are usually exceedingly 
tolerant, noncontrolling and nonthreatening towards their children. They are 
either overprotective and overinvolved or cool, detached or downright unin-
volved. They rarely make demands on the adolescent and offer him con-
siderable freedom because virtually no limits are set. The adolescent's 
behaviour, values and desires are hardly ever questioned and he is allowed 
to take his own decisions without taking account of the wishes, values and 
convictions of his parents. 

Adolescents who grow up with a permissive parenting style often feel vul-
nerable. They are not ready and mature enough to use their unlimited free-
dom wisely, with the result that they develop a sense of uncertainty and 
insecurity. They are often inclined to be impulsive and to display a lack of 
self-reliance and self-control. They also seem to be selfish and lacking in a 
sense of social responsibility and appreciation for what their parents or other 
people do for them. Socially unacceptable behaviour, such as drug abuse, 
is also prevalent among adolescents with permissive parents. When things 
go wrong they are quick to reproach their parents for their uninvolvement 
and failure to provide guidance. They tend to be happier and more contented, 
though, than the irritable children of authoritarian parents. 

Authoritative parents 

Authoritative or democratic parents set clear limits and lay down categorical 
rules, but they are prepared to discuss these and the reasons for imposing 
them with their adolescent children. They set a premium on autonomous 
and disciplined behaviour, yet they are accepting, flexible and understand-
ing. Communication is encouraged, they try to see the adolescent's point 
and listen to reasonable requests, and they are prepared to negotiate to some 
extent. Their discipline mainly rests on reasoning and assisting the adolescent 
to see why certain behaviour is acceptable and other behaviour unacceptable. 
Authoritative parents are sensitive to their children's emotional needs and 
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try to understand their heartache, anger or disappointments before they 
pronounce judgement and mete out punishment. These parents are both 
demanding and nurturing at the same time. 

It would seem that parents with an authoritative parenting style experience 
the fewest disciplinary problems. Adolescents from such parental homes are 
usually confident, responsible and independent. They are capable of stating 
their views with the necessary freedom because they are sure that their 
parents will treat them with the necessary respect and esteem. These adoles-
cents tend to have positive opinions of their parents and of their relation-
ships with their parents. According to Thorn (1990) it appears that parents 
who are authoritative and democratic in their parenting style promote 
responsible and independent behaviour by 
• giving the adolescent the opportunity to be independent but maintaining 

communication with, interest in and adequate control over him; 
• being suitable models for the adolescent to identify himself with because 

the relationship is based on mutual respect and love; 
• being models of reasonable independence or independence within certain 

limits (ie autonomy within a democratic setting). 
It seems that parenting styles have a marked influence on personality devel-
opment and can hamper or enhance the development of independence and 
self-reliance and determine the nature and extent of conflict between parents 
and children. Remember, however, that parents' behaviour subsumes a 
combination of different parenting styles. 

5.1.1.2 Independence and diminishing parental authority 

Becoming emancipated and gradually loosening the ties of parental auth-
ority is a major development task of the adolescent. Unless the adolescent 
gradually loosens his ties with his parents he cannot hope to contract adult 
relationships or develop his own identity and value system and become a 
member of society in the fullest sense. Research has shown that the follow-
ing three objectives are pursued in the process of becoming independent 
(Newman & Newman 1986; Thorn 1990): 

• Behavioural autonomy. In pursuing this objective adolescents aspire to 
making their own decisions about their behaviour and actions. For 
example, they want to judge for themselves whose friendships they should 
cultivate, how late they should stay out at night, what hair style, makeup 
and clothes they should favour and how they should spend their money 
and their leisure time. 

• Emotional autonomy. Adolescents' pursuit of this objective is apparent from 
their endeavour to be self-reliant, to control themselves and accept 
responsibility for themselves. It is also apparent from their indifference 
to a parent's anger or emotional pain. 

• Moral or value autonomy. Adolescents want to develop their own value 
system to regulate their behaviour. Although parents' value systems usually 
serve as a guideline for them, they nevertheless question and evaluate 
the parents' moral standards and values. 
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The pursuit of independence during adolescence is a complex phenomenon, 
however, that exhibits a duality in more than one respect. There are two 
sides to the parent-child relationship, for example. On the one hand there 
is the adolescent's aspiration and willingness to make independent decisions 
and accept responsibility. On the other hand there is the parent's willing-
ness to allow his or her adolescent child to take independent decisions and 
accept responsibility. For the purpose of successful emancipation this duality 
has to merge into a unity. 

Parenting styles are a major factor in this merging process. The educator 
must be careful not to assign responsibilities to the adolescent that he 
demands but cannot yet cope with. At the same time, however, parents must 
make sure that they do not withhold responsibilities from their adolescent 
children when they are ready to undertake such responsibilities, take inde-
pendent decisions and bear the consequences of their actions. When the 
time is ripe, therefore, the parent must stand aside and allow the adolescent 
the freedom to act independently. 

Both the parent and the child should realise, however, that ambivalent 
feelings experienced during emancipation can lead to erratic behaviour. 
Adolescents who look forward to independence with such eager anticipation 
often fall prey to uncertainty because they are confronted by so many new 
experiences and decisions. Sometimes adolescents long for the return of their 
carefree childhood years but they nevertheless cling tenaciously to their newly 
won independence. The consequence of this ambivalence is often behav-
iour that fluctuates between childish and adult. 

Similarly, parents feel proud, grateful and satisfied on the one hand when 
they see how their children are developing, but on the other hand they 
also feel concerned about their children. They realise that independence 
includes exposure to dangers and they are frequently confronted by the reality 
of their children's disappointing choices and behaviour. Some parents 
experience a sense of relief when their children grow up because this exempts 
them from the obligation to perform certain tasks and thus allows them more 
freedom. To others the adolescent's attainment of independence heralds the 
approaching end of their significant roles as educators and at the same time 
serves as a harbinger of old age creeping up on them. Often a lack of 
synchronisation of parents' and their adolescent children's needs and the 
ambivalent feelings on both sides about this circumstance is the root cause 
of conflict between them. 

5.1.1.3 Conflict between adolescents and their parents 

During the 1960s and the early 1970s much ado was made about the so-
called generation gap. Various researchers emphasised the idea of a division 
between young and old in society. Some even regarded the adolescent phase 
as a completely separate culture, isolated to a large extent from the adult 
world and possessing its own norms and values (Coleman 1961). According 
to Coleman and Hendry (1990:85) the generation gap comprises at least the 
following two things: 'discrepancy or divergence of viewpoint between adults 
and teenagers, and partly as a result of this a degree of conflict between 
the generations.' 
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More recent research questions the existence of the generation gap, 
however, and indicates instead that relations between parents and adoles-
cents are inherently positive and not stressful (Santrock 1984). Most adoles-
cents feel close to their parents, not distant; love their parents; value their 
parents' judgement; and feel that their parents care about them (Offer et 
al 1981). Research done by Elkind and Weiner (reported in Thorn 1990) indi-
cates that most adolescents get along well with their parents, respect them 
and want to be like them. They see their fathers as reliable and wise and 
their mothers as understanding and sympathetic. It is asserted accordingly 
that the causes of disagreements and conflict usually do not involve import-
ant matters, such as economic, religious, social or political values, but mun-
dane issues such as school work, chores, friends, dating, curfews and personal 
appearance. 

This perception has also been questioned. Researchers such as 
Csikszentmihalyi and Larson (1984:140) hold that the appearance of trivial-
ity in conflicts between adolescents and their parents is deceiving: 

Asking a boy who has spent many days practising a song on the guitar: 'Why are 
you playing that trash?' might not mean much to the father, but it can be a great 
blow to the son. The so-called 'growth-pains' of adolescence are no less real just 
because their causes appear to be without much substance to adults. In fact, this 
is exactly what the conflict is all about: What is to be taken seriously? 

Whatever the case may be, virtually all theorists on adolescence agree that 
some degree of stress and conflict is bound to occur in adolescence, and 
a wide range of reasons are given for this, such as: 
• biological changes in adolescence 
• the emergence of adult sexuality 
• the need for independence 
• the search for identity 
• parents' own midlife disillusionment with career and marriage 
• parents' reluctance to relinquish control and 
• transformation of family patterns of interaction (Montemayor 1990). 
The nature and extent of conflict between adolescents and their parents can 
also be influenced by societal factors and may differ from culture to culture. 
Davis (in Sarafino & Armstrong 1980) maintains that the likelihood of con-
flict increases when there are large differences between the generations as 
regards cultural outlook, educational opportunities and occupational trends. 
Differences of opinion that result in conflict are also more common in fast-
changing societies where technology is mushrooming. 

The black population of South Africa is experiencing drastic changes in 
all the areas mentioned by Davis. The youth are becoming increasingly 
Westernised due to acculturation and are discarding the traditions of their 
forefathers. They are rebelling against the docility with which their parents 
accepted political realities and are questioning their parents' established 
customs and values. They are claiming what is rightfully theirs where edu-
cational opportunities are concerned and are forcing changes in the edu-
cational system (see also pars 5.2.3 and 5.2.4). A change in the future 
expectations and career choices of young South Africans and that of their 
parents has also become noticeable. Student numbers at universities show 
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that the black youth are venturing increasingly into the academic arena, in 
contrast with their parents, who customarily performed manual labour. 

The current widespread conflict in South Africa, not only between races, 
but also between cultures and generations, could be attributable to the 
changes taking place in the political, social and economic spheres. The rest-
less adolescent subculture (see paragraph 5.2.3) that has taken root in South 
Africa over the past few years may also be attributable to these factors. 

In conclusion it can be said that the adolescent years are not necessarily 
characterised by severe conflict between parents and children. Parents, 
adolescents and therapists are agreed, however, that this phase is not 
invariably a sea of tranquillity either. Conflict between parents and children 
is therefore well-described by the title of an article by Montemayor (1983): 
Parents and adolescents in conflict: All families some of the time and some 
families most of the time. 

5.1.2 Relations with siblings 

Although considerable research has been done on sibling relations in 
childhood, very little research has been done either on sibling relations in 
adolescence or on the influence of the emancipation process on other children 
in the family. Strong sibling rivalries are not common in adolescence, but 
there is a great deal of ambivalence in relationships. It is rarely possible to 
describe sibling relations as either consistently friendly or consistently hos-
tile. According to Sarafino and Armstrong (1980) sibling rivalry is most com-
mon among children of the same sex whose ages are one to two years apart. 
Probably the greatest reason for this is jealousy, and if parents do not counter-
act it in good time, this attitude towards each other may continue long after 
the rivals have left home. 

The influence of sibling relations on the development of children depends 
on age, gender, birth order and spacing. First-borns, for example, tend to 
act like authoritarian parents; they tend to boss, command and reprimand 
their younger siblings. Adolescent boys also seem to have a major impact 
on the development of closely spaced siblings. Children with an elder brother 
tend to be aggressive and assertive and less likely to be timid. 

An elder sister often has to take care of siblings in the absence of their 
mother. She may rebel against this role and then experience negative feelings 
towards the younger siblings. Older sisters are, however, usually more nur-
turing when interacting with younger siblings and not as aggressive as older 
brothers. 

5.1.3 Relations with teachers and other adults 

The literature pays little attention to adolescents' relations with other adults 
who are important to them, yet these relations exert a tremendous influence 
on their maturation. Unlike young children, adolescents no longer accept 
without question whatever their teachers tell them. Their critical attitude and 
understanding of what is and what can be often leads to depression, dis-
satisfaction and rebellion against authority and school rules. 

Adolescents also strive to achieve independence in the school context, and 
during the secondary school years they attain autonomy in the execution 
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of many tasks. They realise that they must accept responsibility for their 
own lives and decisions, even for the choice of a career. During this phase 
the teacher assumes the role of escort and companion. He or she no longer 
takes the lead, but walks by the pupil's side. The adolescent's physical 
maturation can turn admiration of a teacher into infatuation (a crush), with 
the result that adolescents sometimes fantasise about relations with their 
teachers, or with other adults who are much older than them. The relations 
between adults and adolescents must therefore be handled with great cir-
cumspection and with due recognition of the adolescent's independence/ 
dependence fluctuations. 

Adolescents tend to condemn their seniors with just as much passion as 
they idealise them. They can be extremely critical and mistrustful about the 
actions of teachers and can undermine their authority most effectively. At 
present a large proportion of South Africa's population is just as much in 
revolt against the teachers as against the education system. They question 
not only the values and behaviour of their teachers, but their competence 
as teachers, their knowledge, and their ability to teach in class. 

5.1.4 Relations with the peer group 

Young adolescents' relations with children of their age group assume 
increasing importance as they pass from the pre- and primary school years 
to adolescence. During adolescence relations with peers are highly significant 
for self-concept formation and for self-actualisation. Adolescents share a great 
deal of their lives with the peer group; go to school with them; participate 
in sports with them; spend leisure time with them and sleep over at their 
homes. The peer group serves as a sounding board for their ideas, thoughts 
and concerns. Matters that cannot be discussed with parents in some 
instances are freely discussed with the peer group, for example personal 
problems, teachers, parents, clothing, hair styles, the future, sex, contracep-
tion, drugs, alcohol and so on. 

The peer group constitutes a world with its own customs, traditions and, 
sometimes, language and dress. The adolescent wants to be accepted as a 
part of this world and therefore endeavours to slot in with a particular group 
by conforming to its dress, speech and conduct, thus contracting a tempor-
ary emotional dependence on their approval. It seems as though the price 
of wresting emotional autonomy from parents may be some kind of 
emotional dependence on peers. Vrey (1979:104) notes in this regard: 'In 
order to emancipate from the role of child as subordinate, the parental home 
as sanctuary is functionally replaced by the peer group as a basis of safety.' 

5.1.4.1 Nature and development of the peer group 

Three kinds of adolescent peer groups are distinguishable, namely the clique, 
the crowd and the gang. Cliques and crowds generally occur among adoles-
cents of all social classes, but crowds are particularly prevalent in middle-
class suburban communities. Cliques and crowds differ from each other in 
both size and function. The clique is the smaller of the two groups and seems 
to be the basic social unit in the group life of the adolescent. 
Clique 
A clique is a small intimate group consisting of two to nine members. The 
relationship between the members is one of intimate camaraderie in which 
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ideas and experiences are shared. Membership is based on three factors, 
namely: 
• same sex 
• similarity in age and 
• residential proximity (Dunphy 1990). 
Membership is usually voluntary, but new members are only admitted if all 
the members agree. Members of a clique have the same values, interests 
and predilections, and major deviations from these are not tolerated. 

Crowds 
Crowds are larger than cliques (normally between 15 and 30 members) and 
consist of members of both sexes. These groups are generally formed dur-
ing the mid-adolescent years and originate from the adolescent's growing 
need for contact with members of the opposite sex. The main function of 
the crowd is therefore to offer a framework for the forming of heterosexual 
relationships and to provide a situation in which heterosexual behaviour and 
skills can be learned and tested. Whereas the clique is characterised by inti-
mate communication, the crowd's activities usually include parties and larger 
gatherings. 

Crowds can also be seen as an association of cliques. Membership of a 
clique is therefore a prerequisite for membership of the crowd. According 
to Dunphy (1990) the crowd is the pivotal point in the change in the adoles-
cent's association structure from unisexual to heterosexual groupings. It also 
forms the base for the adolescent's development of a new heterosexual role. 

In the transition from the unisexual cliques of early adolescence through 
to the heterosexual 'dating' and 'going steady' stage of late adolescence five 
stages can be distinguished (see Figure 5.2). 

Stage 1. During this stage, which usually occurs in pre-adolescence and early 
adolescence, social intercourse occurs in cliques of the same sex. Activities 
centre on the behaviour that is seen as suitable for boys and girls of the 
relevant age group. Strict rules prevail and transgressions are punished by 
means of jeering. A boy who fails to conform to the behaviour expected by 
the group is readily labelled as a 'sissy', for example. 

Stage 2. The first genuine adolescent peer group emerges at this stage. The 
members of these groups are the same age and the two sexes find each other 
more acceptable. Although intimate friendships with members of the opposite 
sex do not exist yet, tentative efforts to establish contact are made and some 
individuals begin to show that they are attracted by the opposite sex. 

Stage 3. Those who reached out tentatively to the opposite sex in the 
previous stage now begin to form heterosexual cliques, with the result that 
during this phase adolescents belong to as many mono- as well as hetero-
sexual groups as possible. 

Stage 4. The changes that took place in the previous stage also result in 
changes in the structure of the cliques and the crowds. The membership of 
both cliques and crowds now comprises both sexes. 
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Figure 5.2 Stages of group development 

(Source: Dunphy 1990) 

Stage 5. By now the adolescent is far advanced in his contraction of hetero-
sexual relations and the crowd's hold on him has diminished appreciably. 
The crowds gradually disappear and those remaining find justification for 
their existence in common interests and ideals. More and more couples pair 
off and these friendships lead to marriages in some instances. 



120 The Adolescent 

Gangs 
Gangs and cliques display certain similarities as well as clear-cut differences. 
As in the case of cliques, gangs usually consist of members of the same sex, 
except that gangs usually have more members than cliques. They are also 
better organised and structured. Although they are formed on a geographic 
basis, just like cliques, their 'territory' is much more clearly delineated. Unlike 
the friendly and innocuous nature of cliques, gangs are frequently charac-
terised by illegal, antisocial and criminal activities. In a gang the roles of the 
leader and the members are clearly defined and the gang usually has a name. 
Characteristics that generally occur among members of gangs are: 
• poverty 
• broken homes 
• lack of suitable adult models 
• parents with criminal histories 
• low scores achieved in intelligence tests 
• poor control of impulses 
• the fact that members rely on physical and verbal aggression to maintain 

their position in the gang and 
• a tendency to indulge in dangerous behaviour (Coleman 1980). 
According to Dunphy (1990) gangs are typically in revolt against family and 
other formal structures like school, church and law. In South Africa clear 
examples of this can be found in black communities at present. These gangs 
are usually formed on the grounds of common grievances, but they may 
also originate for purposes of defence and warfare in a cultural context, in 
which case they act unofficially as protectors of a township and frequently 
venture out against other cultural and race groups from the security of the 
township (see also paragraphs 5.2.4 and 5.2.5). 

Not all adolescents are necessarily members of the groups discussed above, 
and not all adolescents attain social adulthood with the peer group as a major 
conducive factor. Most children's relationships with their peer group usually 
change from a typical immature dependence on the peer group to relative 
independence during late adolescence when individual heterosexual relations 
exert a decisive influence on them. 

5.1.4.2 Functions of the peer group 

It appears that the peer group plays a crucial role in the socialisation of the 
adolescent. The following functions of the peer group are distinguishable (Vrey 
1979; Monteith et al 1988; Thorn 1990): 

Emancipation 
The peer group offers the adolescent a bridge for the gradual attainment of 
independence from the parents. In their groups adolescents are forced to 
stand on their own feet and make their own decisions. They also begin to 
share their thoughts and feelings with the peer group more than with their 
parents. If they are accepted into the group they gain the security from it 
that they experienced earlier in the safe environment of their family life. 
They therefore translocate their safe base from the parental home to the 
peer group. 
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Search for an individual identity 

During the emancipation process adolescents begin to realise that they must 
loosen the ties with their parents and their lives as dependent children. In 
other words they have to prove themselves as individuals in their own right 
by replacing their derived status with primary status. According to Ausubel 
(1977) the child has derived status which is granted to him by virtue of being 
his parents' child, while adolescents attain primary status by their own efforts 
and through exerting their own abilities (Manaster 1989). The peer group 
offers the adolescent the opportunity to develop primary status and serves 
as a source of feedback about his personality, appearance and behaviour. 
The members of the group also help the adolescent to resolve conflict within 
and about himself and between himself and others. The adolescent also 
attains self-knowledge, self-insight and self-evaluation in the group, and by 
all these means the peer group contributes to the adolescent's forming of 
his sense of identity. 

Group identity also influences the development of a sense of individual 
identity. Thus a group with a high status and prestige will lend status and 
prestige to its individual members. Acceptance by the peer group leads to 
positive self-concept formation and self-acceptance. If the peer group rejects 
the adolescent's candidacy, however, the forming of his self-concept and 
sense of identity may be seriously prejudiced. 

Social acceptability and support 
The peer group serves as a socialising agent and meets adolescents' needs 
for comradeship and friendship. It gives them the opportunity to practise 
their social skills, form close friendships and communicate with members 
of the opposite sex. Acceptance by the group and popularity are highly import-
ant to them at this stage, because they fear loneliness which they interpret 
as a symbol of social ostracism. They also aspire to acceptance because it 
supports them during the process of emancipation. The peer group's accept-
ance and support of the adolescent's behaviour, appearance and ideas often 
form a stark contrast with the criticism and disapproval of his parents and 
of society. 

The peer group as a reference and experimentation base 

The peer group acts as a reference in the sense that it helps members to 
find out how well or badly they are doing in life. It also provides a frame-
work against which the adolescent can measure his identity by determining 
where he fits in, that is, as a leader or a follower and so on. Within the peer 
group the adolescent gains the opportunity to learn new roles and to exper-
iment with them. Members therefore have the opportunity to try out behav-
iour patterns with the peer group as a reference framework, and to amend 
these when the feedback is negative. 

In addition the peer group provides an environment where adolescents 
can test their ideas about all kinds of matters, including matters that are not 
discussed with adults. They also have the opportunity to assess the values 
and norms with which they have grown up against those of their peers, thus 
confirming and strengthening their values. If the group's values do not 
coincide with those of the adolescent's parents, however, he may begin to 
judge and question, or even reject, his parents' judgement. The peer group 
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is therefore a primary agent in the development of an outlook on life and 
the world at large. 

As a reference group the peer group also serves as an informal source of 
knowledge about such matters as sex, pregnancy, drugs and the like. Apart 
from the knowledge that the adolescent acquires in this way, the peer group 
also helps him to develop norms for sexual behaviour, for example, and for 
conforming to social rules and regulations. 

Competition 
The peer group offers the adolescent an opportunity to compete with mem-
bers of his own age group on an equal footing for a place in society. In assess-
ing himself and others the adolescent finds out what he is capable of in 
comparison with others. Healthy and moderate competition with peers is 
also an important preparation for adult life, which is highly competitive in 
all areas, especially in the occupational world. 

Social mobility 
The peer group in its various forms offers adolescents the opportunity to 
make contact with other adolescents coming from different backgrounds. 
Social mobility therefore concerns not only the different sexes, but also 
relations between races and socio-economic classes. Adolescents can become 
better acquainted with each other in the school, or through organised youth 
groups such as church and sports groups, and can influence each other by 
the same means. 

Recreation 
In the group adolescents can speak freely about their fears, feelings, dreams 
and ideals, thus gaining the opportunity to discharge emotional tension. The 
group also offers them the opportunity of group participation in sporting 
activities. Adolescents' greater dependence on and attraction to the peer 
group results in their spending almost all their leisure time with them, feel-
ing intensely hurt and isolated when they are forbidden to go out with the 
group. 

5.1.4.3 Role distribution in the peer group 

As in other social structures every member of the peer group has a particular 
role and status that may differ from time to time and from situation to 
situation, depending on such factors as acceptance and rejection, popularity 
and leadership. 

Acceptance and rejection 
Just as adolescents who are accepted by their peer group display certain dis-
tinctive personality traits, so do adolescents who are rejected by the peer 
group. There is uncertainty, however, about which determinant is the cause 
and which the consequence (Steinberg & Belsky 1991). It would seem that 
both influence each other. The connection between the two types is there-
fore reciprocal or circular. 

Adolescents who are accepted by the peer group generally display such 
characteristics as friendliness, cheerfulness, vivacity, naturalness, a sense 
of humour, tolerance, flexibility, empathy, enthusiasm, initiative and self-
confidence that do not bespeak pretension and presumption. They are usually 
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the ones who plan interesting and enjoyable group activities, make others 
feel that they are accepted and promote interaction within the group. Other 
factors that correlate positively with acceptance are intelligence, attractive 
appearance, the same socio-economic class, special talents and member-
ship of the dominant cultural group. It is natural and also easier to be accepted 
by the group if the adolescent's values, habits and interests correspond with 
those of the group. Geographic proximity to other members is also important 
since regular participation in group activities frequently depends on this 
factor. 

Adolescents who are not accepted by the group, that is, who are either 
emotionally neglected or actively rejected, usually display a lack of social 
competence. They tend to be reticent, nervous, shy, self-centred, and have 
little self-confidence. Those who display indifference to the needs of other 
members of the peer group, who are tactless and sarcastic or unenthusias-
tic about group activities, are usually also not accepted by the group. 

There is a distinct difference between adolescents who are not accepted 
by the group or who are merely emotionally neglected and ignored by them, 
and those who are actively rejected by the group. Adolescents who are shy, 
withdrawn, ill at ease and lacking in self-confidence are frequently tolerated 
on the outskirts of the group. They move opportunely into and out of the 
group but are never really accepted as part of the group. These children are 
often the victims of their own shyness and feel intensely lonely and cast out 
at times. Adolescents who are actively rejected by the group, however, tend 
to be those whose values, norms and behaviour clash with those of the group. 
They normally handle their discomfort in an aggressive, conceited or 
demanding way (Seifert & Hoffnung 1987), are emotionally disorientated, 
preoccupied with themselves and display a negative self-concept. They are 
also more inclined to experience psychological problems, stray into delin-
quent behaviour and be underachieves. 

Popularity 
Although all popular children in the peer group are accepted, popularity is 
more than mere acceptance. It is indicative of how well-liked a person is 
and of the extent to which people are attracted to the person and seek out 
his company. The main determinant of adolescents' popularity is their social 
skill (Steinberg 1993). In the case of boys popularity is usually associated 
with ability at sports, while for girls it depends on 'being part of the crowd'. 
Socially visible talents, being a leader in activities, getting good marks and 
having a nice car are also positively related to popularity (Collins & Kuczaj 
II 1991). 

Leadership 
The most popular adolescent is not necessarily a leader in the peer group. 
Leadership status is usually determined by the individual's ability to do the 
things that are important to the group, or to get them done (Steinberg 1993). 
In other words, a girl who is not necessarily popular may assume leadership 
of the group by virtue of her excellent organisational ability, or because she 
has a suitable venue for gatherings and ample funds at her disposal and is 
therefore well-placed to arrange convivial social activities. An individual's 
status within the peer group also depends to a large extent on the activities 
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of the group. Consequently the status hierarchy of groups may change with 
their interests and activities. In early adolescence when sporting activities 
are very important to boys, the all-rounder in sports may become the leader. 
In later years when heterosexual relations become more important, boys 
who achieve particular success with dating may acquire new status. An ado-
lescent who used to be accepted as a leader may therefore find at a later 
stage that he or she has to be satisfied with a much more subordinate role 
in the peer group. This may lead to a good deal of uncertainty and stress. 

5.1.4.4 Conformity 

As a result of the adolescent's need to be accepted, his motivation to conform 
to the group's values, customs and fads increases. Although conforming 
behaviour is therefore more common in adolescence than during any other 
phase, adolescents differ markedly from each other in the extent to which 
they conform. It appears that the need to conform depends on several factors: 

• Age of the adolescent. Conformity with the peer group is at its height during 
early adolescence, after which it gradually declines so that during late 
adolescence individual tastes and behaviours are much more prominent. 
The strong tendency to conform to the peer group in early adolescence 
is attributable to a lack of independence and self-confidence, and to a sense 
of group identity. After the 14th or 15th birthday the individual gains 
increasing independence from the group and develops a unique identity. 

• Personality factors. Adolescents with a strong tendency toward self-blame 
are more inclined to conform than those with a medium or low tendency 
toward self-blame (Mussen et al 1990). Similarly adolescents with a low 
status and a negative self-concept are more inclined to conform than 
adolescents with a high or leadership status and a positive self-concept 
(Coleman 1980; Cooper & Ayers-Lopez 1985). 

• Relationship with parents. Adolescents who grow up in a family where fixed 
values and norms apply, and who have a positive relationship with their 
parents, are less inclined to conform to the peer group than those from 
unhappy homes where uncertainty about values and norms prevails 
(Monteith et al 1988). Although adolescents who get on well with their 
parents conform with respect to less significant matters, such as dress 
and recreation, they are more amenable to the influence of their parents 
when it comes to matters concerning long-term objectives and moral 
values. 

• Socio-economic status. It seems that adolescents with a higher socio-
economic status conform more readily than those with a lower socio-
economic status (Rice 1984). They also like school more, plan to continue 
their education, attend church and make higher level vocational choices. 

• Gender. Adolescent girls show a greater inclination to conformity than ado-
lescent boys, apparently because they are more concerned with harmoni-
ous relations, social approval and acceptance than boys are. It is also more 
important for them to meet the peer group's expectations than it is for 
boys (Rice 1984). 
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The perception that conformity with the peer group is necessarily disadvan-
tageous for the adolescent is not correct. It is also not necessarily true 
that adolescents throws their parents' values overboard and transfer their 
allegiance to the peer group. In cases where the social, economic, religious 
and educational values of the peer group correspond with those of his parents, 
conformity is beneficial to the adolescent and will also be encouraged by 
the parents. Accordingly adolescents tend to choose friends with the same 
background values as those to which they are accustomed. Parents tend to 
emphasise popularity and success and encourage conformity since popularity 
depends largely on group acceptance, in which case the role of the group 
is supplementary rather than in conflict with the parents' needs. 

The matter at issue usually decides which values will be more important 
for the adolescent. For example, the peer group will have a greater influence 
on such matters as relations with the opposite sex and dress, while the 
parents' opinion will carry more weight in matters concerning basic moral 
and social values. 

Where the relationship between parents and their adolescent children is 
completely dysfunctional, however, the adolescent may turn to the peer group 
for overall acceptance. The adolescent who conforms to the peer group in 
all things, against the wishes and values of her parents, is more a product 
of parental disregard than of the attractiveness of the peer group. Bronfen-
brenner (in Jensen 1985:101) maintains that conforming children 'turn to 
their age-mates less by choice than by default from the vacuum left by the 
withdrawal of parents and adults. The lives of such youths are filled with 
theundesired - and possibly undesirable - substitute of a ruling peer group'. 

5.1.5 Relations with friends 

In this section emphasis is placed on friendships between individuals rather 
than on the peer group as a whole. In the search for independence adoles-
cents display decreasing reliance on their parents and increasingly seek 
support for their behaviour from friends. Accordingly adolescents usually 
choose friends that are largely similar to them, probably because they are 
struggling to differentiate themselves from their parents and as a result need 
support from people who are like them in certain important ways (Papalia 
& Olds 1990). They influence each other so much that they almost become 
mirror images of each other in due course. Friendships tend to be very intense 
and take up a great deal of the adolescent's thoughts and time. Sometimes 
it seems as though they want to spend all their time in the company of their 
friends. It is not at all unusual for a teenager to return from a visit to a friend 
and almost immediately pick up the telephone to discuss something with 
the same person! 

There are various reasons for the intensified interest in friendships during 
adolescence. One of these may be the higher level to which the adolescent's 
cognitive development advances. Adolescents are more capable than in their 
earlier years of verbalising their feelings and thoughts; they can also see the 
viewpoints of others, and display increasing empathy with others' feelings 
and opinions. This makes them better friendship material than they were 
in mid-childhood. Moreover the intimacy, trust and comradeship of friend-
ships may fill the gap left by their emancipation from their parents. 
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5.1.5.1 Friends of own sex 

The adolescent's needs with respect to social relations change as he develops, 
with the result that different phases can be distinguished in the development 
and nature of his friendships. During puberty and early adolescence friend-
ships are mostly superficial and there is little evidence of understanding, 
empathy and feeling. The friendship is mainly determined by joint activities 
rather than by meaningful interaction. 

During mid-adolescence the quality and function of friendship changes, 
however, and relationships become more meaningful. At this stage the ado-
lescent passes through another time of great uncertainty, possibly because 
he is embarking on the transition to opposite-sex relationships at this stage. 
A friend with similar needs, aspirations and fears provides the security needed 
to enter into new relations. Such a friend must be dependable, loyal and 
supportive. For this reason adolescent friendships, unlike those of earlier 
years, are characterised by greater emotional involvement and emphasis on 
loyalty, reliability, understanding, empathy and sincerity. 

Friendships in late adolescence are characterised by a less intense quality 
and a more relaxed attitude. It seems that the older adolescent is more aware 
of his identity and is therefore able to act independently. Friendships are 
more dependent on personality and interests, and differences from friends 
are accepted, valued and even cherished. Another important reason for the 
slight increase in distance between friends could be the contraction of 
intimate heterosexual relations. Friends who used to spend all their time 
together begin to spend more and more time in the presence of members 
of the opposite sex. Although these relations with members of the opposite 
sex actually begin in mid-adolescence and increase as years go by, they do 
not replace relations between members of the same sex; rather they introduce 
a new dimension into old friendships that continue in existence. 

Although the friendships of boys and girls undergo the same pattern of 
development, the quality of the relations maintained with friends differs for 
the sexes in early and mid-adolescence. The friendships of boys are generally 
less intense and based more on activities and common interests. By con-
trast the friendships maintained by girls are more intense, person-directed 
and emotional. 

5.1.5.2 Heterosexual relationships 

One of the main aspects of the social development of adolescents is the con-
traction of heterosexual relationships. As in the case of same-sex friendships, 
different phases can also be distinguished in the nature and development 
of heterosexual friendships. As early as puberty and early adolescence the 
sexes begin to reach out tentatively to each other. Their efforts at social inter-
action tend to be very clumsy and childish, however. Boys' first efforts at 
contact are usually confined to teasing associated with some physical con-
tact: pulling hair, grabbing books, pens and the like, squirting water or 
throwing objects, after which they usually run away amid raucous laughter 
emitted by themselves and their friends. Young girls also react in culturally 
conditioned, predictable ways: they yell, pretend to be terribly angry and 
run away or after the boy to get him back in mock anger. Teenagers use 
this time-honoured method of making their first emotionally charged hetero-
sexual contacts (Rice 1984). 
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The initial awkward attempts of early adolescence gradually change and 
teenagers begin to communicate with each other in a more sophisticated 
way. Now they do everything in their power to act in a calm, self-assured 
and poised way and strive to be good conversationalists and at ease in the 
company of the opposite sex. The sexes seek increasing opportunities to 
meet each other 'by coincidence'. Soon the dating process begins, which 
is the precursor of more serious heterosexual relationships. Dates with 
members of the opposite sex are usually made for one or more of the 
following reasons: 

• Recreation. Although formal dating often occasions considerable stress for 
individuals, being together informally with members of the opposite sex 
can be relaxing for both parties. 

• Experimentation. During early adolescence informal dating can be seen 
as experimentation with different techniques of social interaction. 

• Declarations of independence. Dating gives the adolescent the opportunity 
to prove his independence. 

• Status-seeking. Dates with popular members of the opposite sex can confer 
prestige and status and can secure access to the 'in group'. 

• Need for participation. Loneliness and boredom are assuaged by going out. 

• Sexual satisfaction. By going out together couples gain the opportunity 
to make physical contact and satisfy sexual needs to some extent (Thorn 
1990; Hurlock 1980). 

Early heterosexual relationships are characterised by impermanence. A boy 
and a girl fall head over heels in love with each other but soon cool down 
and other relationships are then started. In this process adolescents make 
contact with an appreciable number of members of the opposite sex, and 
by this means they learn from experience what acceptable behaviour is. 

In due course the relationships become more serious, intimate and 
permanent, leading eventually to the choice of a marriage partner in late 
adolescence or early adulthood. Adolescent romances, though not usually 
permanent, must not be explained away as 'puppy love'. The feelings can 
be just as vital, and the capacity for joy or despair just as great, as in adult 
love affairs (Mussen et al 1990). Heterosexual relationships are therefore fre-
quently a source of intense heartache, pain and stress for individuals. In 
addition to the emotional demands made on adolescents by these relation-
ships, they also hold the danger of early sexual activity, premarital sex, 
pregnancy, sexual promiscuity and sexually transmissible disease (see also 
paragraphs 5.2.1 and 5.2.2). 

5.1.5.3 Interracial relationships 

Race is not a significant consideration in the formation of cliques and friend-
ships in the early and mid-childhood years, but like social relationships, it 
gains increasing importance in the adolescent years. By mid- and late adoles-
cence peer groups are usually established along racial lines and friendships 
display the same tendency, even in desegregated (multicultural) cities (Stein-
berg 1993). One of the main reasons for this is probably that members of 
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different races do not gain sufficient opportunity for interaction in early child-
hood. Another reason that is often cited is that adolescent peer groups are 
usually formed in accordance with socio-economic classes and that racial 
segregation may therefore represent a class division (Nielsen 1987; Stein-
berg 1993). Racial division may also occur owing to the difference between 
groups' educational aspirations, academic achievement and attitudes toward 
school. Yet another reason for racial division might reside in the historically 
and culturally determined attitudes of the groups toward each other. In many 
schools and communities a lack of knowledge about and insight into other 
cultures causes misunderstandings that limit and negatively influence inter-
racial interaction. 

Thus, despite increasing opportunities for interaction between cultural 
groups and the increasing number of multicultural schools, racial prejudice 
still interferes with friendships between many white, coloured and black 
youths. Even though the desegregation of schools does not necessarily guaran-
tee interracial friendships, it does promise positive social outcomes for all 
race groups by providing the possibility of an improved attitude among all 
race groups towards future interracial contacts. 

5.2 Social problems in adolescence 
Repeated references have been made to the adolescent as a totality encom-
passing different domains of becoming (physical, cognitive, affective, social, 
conative and normative) that influence each other. The inseparability of these 
domains becomes apparent when attention is paid to the problems that may 
arise in each of these domains. For example, a variety of problems associated 
with the physical side of the adolescent are also closely bound up with his 
social, affective and moral development. Cases in point are sexually trans-
missible diseases, drug abuse and eating disorders. These problems are 
discussed in chapter 2. Other problems, such as depression, suicide, desertion 
(running away from home) and stress impact directly on the adolescent's 
physical, social, and conative development. These problems are discussed 
in chapter 4 under affective development. In this chapter we consider the 
development of sexuality and some of the attendant problems, such as 
pregnancy and abortion. The adolescent subculture, juvenile delinquency and 
the phenomenon of street children are also discussed. Although these 
problems are closely associated with the adolescent's relations, it should not 
be forgotten that the causes and consequences of these problems also depend 
on what happens in other domains of the adolescent's life. 

5.2.1 Sexual attitudes and behaviour 

Sexual attitudes are changing everywhere, but more particularly in the West. 
This change is evident in more open-mindedness about and tolerance towards 
such matters as masturbation, pre- and extramarital sexual intercourse and 
homosexuality. Premarital sex is generally regarded as acceptable, unmarried 
couples are living together openly and some unmarried couples prefer to 
have babies without getting married first. Adolescents' intensified and earlier 
sexual activities compared to previous generations therefore merely reflect 
the overall trend toward greater sexual freedom and openness in Western 
society (Schickedanz et al 1990). 
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In South Africa, too, signs of greater sexual freedom and a new morality 
that is not always compatible with parents' values and principles have been 
evident for a considerable period. The mass media confront adolescents from 
all cultures with attitudes, values and usages that are completely different 
from those adhered to by their parents, with the result that they are much 
more liberal in their views about sexuality, sexual preferences and behav-
iour. It is not necessarily correct, however, to speak of moral decline and 
a sexual revolution (Rice 1984). Attitudes usually change more than behav-
iour over time (Papalia & Olds 1990), and adolescents might appear to be 
sexually more active now than a few decades ago merely because they are 
more outspoken about sex while their behaviour remains much the same. 
The increased frankness in discussions about sexual matters and the tend-
ency to be less secretive about sexual behaviour may be misleading. 

Whatever the case may be, the fact remains that adolescents move steadily 
away from the indirect, relatively nonthreatening sexuality of their childhood 
years to the more complex, emotionally charged sexual feelings and activities 
of adulthood. This sexual development coupled with the changed attitude 
towards sexual activities exerts an influence on the adolescent's experience 
of masturbation, early sexual activity and sexual preferences. 

Masturbation 
Masturbation, or sexual self-stimulation, is common during adolescence and 
is often the adolescent's first sexual experience. In the past masturbation 
was condemned as both physically detrimental and immoral. Today, how-
ever, it is regarded as a normal, even healthy, activity through which adoles-
cents can discover their own sexuality and can satisfy their sexual needs 
without becoming involved in relationships for which they are not yet emo-
tionally ready. Sexual fantasies about real or imaginary situations and with 
known or unknown persons are frequently associated with masturbation. 
They help develop adolescents' sexual identity and make them aware of their 
sexual preferences (Sarafino & Armstrong 1980; Alexander et al 1980). 

Masturbation and sexual fantasies only become harmful to the adolescent 
if they are used as a substitute for social and other activities. The adolescent 
may feel inadequate and then it may become a compulsive habit, in which 
case the adolescent's sexual behaviour may remain egocentric and social 
and sexual development may be retarded. In these cases masturbation is 
usually not the cause of the adolescent's problems, but the result (Mussen 
et al 1990). 

Early sexual activity 
The romantic attachments of the adolescent years are characterised by dif-
ferent stages of caressing: holding hands; holding or being held; kissing; neck-
ing; light petting (above the waist); heavy petting (below the waist) and 'going 
all the way' (coitus) (Seifert & Hoffnung 1987). Not all couples necessarily 
engage in all these activities, and the intensity of caressing differs markedly 
from one couple to another. The development pattern of physical contact 
has remained basically consistent over the years, except that couples tend 
to pass through the various stages more rapidly at present, with the result 
that relationships tend to develop at an earlier age and to be more intimate 
than before. 
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A variety of reasons are given for earlier engagement in sexual activities, 
just a few of these being peer group pressure, curiosity and sexual feelings 
and needs. The mass media are one of the greatest causes of early sexual 
activity among teenagers, however, because they are constantly bombarded 
with sexual images in periodicals, films, videos and records. The human body 
is used in advertisements for a wide diversity of items (from chocolates to 
cars) to evoke sexual and erotic thoughts. The media also spread miscon-
ceptions about sexual matters: unmarried couples have four times more sex 
than married ones (Brown in Papalia & Olds 1990); contraceptives are almost 
never used; women hardly ever fall pregnant, and when they do an ecstati-
cally happy outcome ensues for all concerned; only prostitutes and homo-
sexuals contract AIDS, and other sexually transmissible diseases are hardly 
mentioned. No wonder, then, that adolescents believe that pre- and extra-
marital sex with several partners and without any precautions against 
pregnancy and infection is perfectly in order. They also labour under the 
misapprehension that such behaviour guarantees popularity and is part of 
the adult way of life. 

A major reason for concern about sexual activity among adolescents is 
the attendant higher risk of unwanted pregnancies (see par 5.2.2) and the 
possibility of picking up a sexually transmissible disease (see par 2.2.5). Early 
sexuality may lead to considerable stress, uncertainty and guilt feelings that 
not only prejudice the social and emotional development of the adolescent, 
but may also exert a negative influence on school work and scholastic 
achievement. 

Homosexuality 
More openness, tolerance and acceptance of homosexuality is another charac-
teristic of the changed attitude of society toward sexual matters. This 
increased permissiveness has not resulted in increased homosexual activi-
ties, however (Chilman 1980; Hyde 1986; Seifert & Hoffnung 1987). 

Homosexual sex play is fairly common among pre-adolescent boys, but 
is less common among girls. Usually this play is merely an expression of 
curiosity rather than an indication of sexual orientation. For both sexes, but 
especially for girls, it diminishes with the onset of adolescence. Most of these 
teenagers develop heterosexually while some develop bisexually and a small 
percentage become homosexual. Isolated homosexual experiences during 
adolescence do not necessarily lead to a homosexual orientation since the 
predisposing conditions for such an orientation are probably established 
much earlier in the individual's life. 

Achieving a secure sexual identity is one of the most challenging tasks 
for most adolescents. Adolescents with a homosexual orientation encounter 
even more problems and difficulties in their efforts to accomplish this task, 
however, than other adolescents have to contend with in this regard. They 
often have to endure the gibes of their friends and fear rejection by their 
parents and peers, as well as by schools, churches and other social institu-
tions. They therefore tend to suppress their feelings. Some lead lonely lives 
while others maintain the appearance of heterosexuality by going out with 
girls. On the whole adolescence is a trying and confusing period for these 
young people. 
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Among the commonest reasons advanced for the development of a 
homosexual orientation are genetic factors, hormonal imbalance, a family 
with a dominating mother and a weak father figure, and chance learning 
(developing a homosexual orientation as a result of being seduced by some-
one of the same sex). To date, however, no scientific proof for the role of 
family constellation or chance learning has been found. Moreover only ten-
tative proofs have been adduced for a link between homosexuality and either 
genetic factors or a hormonal imbalance. There is no consensus yet about 
either the real causes of homosexuality or the extent to which prolonged 
therapy achieves a shift towards heterosexuality. 

5.2.2 Pregnancy and abortion 

For various reasons, such as the high level of sexual activity among adoles-
cents, as well as their tendency not to use contraceptives, it is not surprising 
that teenage pregnancies are both a national and an international social 
problem that threatens to assume epidemic proportions. In South Africa more 
than 30% of all babies born each year are conceived by teenagers. Girls of 
16 years and younger give birth to about 50 000 babies each year (Die Burger 
1990). Gaylin (1990) therefore rightly observes that the unattached, unsup-
ported and immature teenage mother is a knife at the throat of modern 
culture and a mortgage on the future vitality and hope of, especially, the 
black population in major cities where teenage illegitimacy is now the con-
dition of a majority of births. In South Africa teenage pregnancies are not 
concentrated in the cities, however, but are a problem that is also highly 
prevalent in the rural areas. 

Although heightened sexuality, a lack of information about fertility and 
contraception, and a tendency not to use contraceptives, are generally cited 
as reasons for teenage pregnancies, there are several factors that exert an 
influence interactively: 
• Having a baby may be viewed as a sign of maturity - a kind of status 

symbol. 
• Motherhood may be used to achieve both an identity and a feeling of being 

loved and needed. 
• Pregnancy may be used as an escape from an unhappy home situation. 
• Pregnancy may be a reaction to the loss of a parent through divorce, death 

or hospitalisation or institutionalisation. 
• Many adolescent mothers have a history of being victims of child abuse 

or rape or of coming from homes with an indifferent or uninvolved pattern 
of parenting (Freiberg 1987). 

In South Africa the situation is compounded by the large number of super-
stitions and myths associated with pregnancy and contraception. Many 
adolescents believe that 
• the use of contraceptives makes them sterile 
• plastic wrap makes an effective condom 
• you can't get pregnant the first time 
• you can't get pregnant if you are still having your period 
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• you can't get pregnant if the male withdraws in time 
• you can't get pregnant if you are standing. 
Again, many adolescents grow up in cultural environments where repro-
ductive ability is seen as a sign of strength. Accordingly boys maintain that 
using condoms saps their 'strength' and eliminates all pleasure from the 
sexual encounter. 

Since adolescents are often still emotionally and socially immature and 
dependent the implications of teenage pregnancies are legion. If the preg-
nancy leads to a forced marriage, the marriage does not have a good chance 
of being successful. In some instances the young people concerned have not 
known each other long enough to form a close bond or to decide whether 
they really suit each other. There may be economic problems because in 
many instances the father has not completed his schooling and does not 
have fixed employment either, and this in the face of the extra financial 
obligations involved in taking care of a baby. Finally adolescents may not 
be socially and personally mature enough to assume the new roles imposed 
on them by parenthood. These young parents are also inclined to be deficient 
in parenting skills. They are impatient, insensitive, irritable and inclined to 
administer corporal punishment. Few of these mothers show that they enjoy 
their children, for example by playing with them for the pure pleasure of 
it (Sarafino & Armstrong 1980). 

Pregnant teenagers who refrain from marriage are usually more ambitious 
and independent than others who share their predicament. They have a few 
advantages over those who do marry, for example in that they continue to 
live with their parents from whom they gain economic and social support. 
Their parents may also become involved in the education of the child and 
take some of the parenting obligations upon themselves, thus serving as 
parenting models. These teenagers will also be better able to complete their 
school careers. 

It is important to bear in mind that not all teenage pregnancies end in 
births. In America approximately 40% of teenage pregnancies end in 
abortions and slightly more than 10% in miscarriage (Steinberg 1993). In 
South Africa where abortions are illegal at present (except in special cases) 
it is estimated that some 200 000 illegal abortions are carried out each year 
{Die Burger 1990), but the actual figure and the proportion of teenage preg-
nancies is unknown. Many teenagers subject themselves to life-threatening 
'backstreet' abortions while others simply abandon their babies in hospi-
tals, in open fields or in some other 'convenient' place. Backstreet abortions 
contain the following physical risks: 
• infection 
• bleeding 
• future miscarriages 
• future premature deliveries and low-weight babies 
• ectopic pregnancies 
• placental complications 
• sterility 



The Social Development of the Adolescent 133 

Among the psychological problems following abortion are: 
• depression 
• anger 
• fear of punishment 
• nightmares 
• preoccupation with the baby's birthdate or age 
• grief and regret 
• thwarted maternal instincts 
• loss of interest in sex 
and many more (Richard 1987). 
In addition to the fact that teenage pregnancies often endanger the life of 
the mother, babies are also at high risk of complications of pregnancy, birth 
and infant development. For example, complications during the birth are 
more prevalent among teenagers than among older women. 

Infant deaths during the first or second year are two to three times and 
low birth weight twice as prevalent among teenagers as among women who 
are 20 years of age and over (Mussen et al 1990). 

5.2.3 The adolescent subculture 

Contrary to research findings that cast doubt on the putative existence of 
a generation gap overseas (see paragraph 5.1.1.3), there seems to be con-
siderable dissociation between black youths and their parents in South Africa, 
so much so that there is evidence of a distinctive youth culture. These young 
people are referred to as 'the alienated youth', the 'lost generation' or the 
'marginalised youth' (Ramphele 1992). During the second national conference 
of the Joint Enrichment Project (JEP) the marginalised youth of South Africa 
were defined as 'people between the ages of about 13 and 30 (including 
distinct categories of adolescents, post-adolescents and young adults) who 
were typically neither in school, nor in employment, and did not exercise 
responsibility as heads of households. They are young people who cannot 
easily be integrated into society's educational, economic, social or political 
institutions - now or in a future democratic South Africa' (Bundy 1992:6-7). 
A grave concern is that a very large proportion of the population in South 
Africa is under the age of 21, with more than half of the African population 
under the age of 19 years. More than half the African population is there-
fore in the age group that runs the risk of becoming marginalised. It is 
predicted that fully 60 % of the African population will be under the age of 
20 by the year 2000 (Bundy 1992). 

Various reasons are given for the marginalisation of the youth. Qoboza 
(1986) contends that what we are witnessing is the growth of a generation 
which has the courage to reject the cowardice of its parents; children who 
refuse to live under apartheid the way that their parents used to. Barker (1970) 
notes that the sole preoccupation of the youth may be to escape the system, 
while Ramphele (1992) finds the reason for marginalisation in social tran-
sition and political upheaval. 

Escalating political conflict is increasingly charging social relations with 
tension between different political groupings and interest groups, but also 
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between parents and children and between generations. This generational 
and family tension is heightened further by such factors as poverty, 
overcrowding and migrant labour. The general sense of worthlessness 
experienced by some adults and the undermining of their authority by 
political activists often incapacitate parents, with the result that they are 
unable to cope with the politicised and rebellious youth. The violent nature 
of the political conflict has resulted in differences between generations being 
settled by increasingly violent means. The youth are becoming noticeably 
more arrogant and the old guard are becoming somewhat intolerant, with 
the result that intense conflict sometimes flares up, for example in the 
Western Cape, where leaders of squatter camps mobilise against the youth. 
Mokwena (1992) notes that some political observers have interpreted the 
internecine war in Natal as a struggle between UDF politicised youth and 
the older, more traditional Inkatha supporters. 

Characteristic of the youth culture is their protest against the political and 
social values of the system in which they grew up and their efforts, some-
times violent, to bring about change. The different forms of protest and the 
dedication to change can be seen as partly justified because it can actually 
stimulate social change where it is needed; and the adolescent is usually 
aware of problems because of his inherently critical mindset. On the other 
hand protest action can also be dangerous for adolescents because most of 
them lack the experience and maturity to state and pursue their ideals in 
a realistic way, with the result that they are easily recruited into the violent 
and criminal gangs and lapse into a life of crime. 

5.2.4 Juvenile delinquency 

The term 'juvenile delinquent' refers to a young person, usually under 18 
years of age, who becomes involved in activities that are punishable by law. 
Some of these activities, such as robbery, aggravated assault, rape, homicide 
or illegal drug use, would be regarded as crimes even if they were commit-
ted by adults. Others, however, which are also known as status offences, 
are not considered to be against the law if committed by adults, but never-
theless violate established codes of conduct for juveniles (Steinberg 1993). 
Such activities include truancy, running away from home and underage drink-
ing. It seems, then, that juvenile delinquency comprehends socially 
unacceptable activities engaged in by youths. According to Newman & New-
man (1986) juvenile delinquents are thought to be 
• mature enough to be somewhat responsible for their actions 
• out of control and 
• in need of control, guidance and rehabilitation by society. 
Delinquent behaviour can therefore be seen as an indication that the person 
engaging in it cannot be controlled by his or her parents and should there-
fore be controlled by means of society's judicial system. 

Various kinds of delinquents can be distinguished (Newman & Newman 
1986): 
• The psychopathic delinquent. The personality of this delinquent is typically 

expressed in impulsiveness, absence of guilt feelings, inability to learn 
from experience, and defiance. 
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• The neurotic delinquent. The behaviour of this person emanates from psy-
chological conflict and anxiety. It can also result from inadvertent parental 
fostering of antisocial behaviour or can be the result of 'scapegoating'. 

• The psychotic delinquent usually resorts to violence as a result of inability 
to control his personal impulses and exercise sound judgement. 

• The organic delinquent. The two main causes of this kind of delinquency 
are mental retardation and brain damage. In the former case low intelli-
gence can disable a person's judgement and make him the instrument 
of a brighter delinquent. Brain damage may interfere with behavioural 
control and may induce periodic outbursts of violence. 

• The gang delinquent. Gang delinquency usually serves some social cause 
and fulfils the members' need for status, resources and relationship. 
Accordingly delinquent gangs often take the protection of members of 
society upon themselves. 

• The socialised delinquent. People in this category engage in delinquency 
in a subcultural environment where this type of social behaviour is 
encouraged. In such environments many persons (individuals or groups) 
are involved in illegal activities, as they acquire status and prestige through 
their antisocial behaviour (Manaster 1989). Socialised delinquency is 
common in resistance movements that espouse extreme left- and right-
wing causes. 

Note that the different types of delinquency are not unrelated and that 
overlapping does take place. For example, a psychotic or psychopathic 
delinquent may become a member of a delinquent gang. When the behav-
iour of delinquent gangs acquires acceptability in a society it may conform 
to the definition of socialised gang delinquency. 

Depending on the type, many reasons are advanced for delinquency. For 
example, genetic and physical aberrations or problems cause organic delin-
quency, while emotional turmoil and personality disorder can be the main 
cause of neurotic and psychotic delinquency. Psychopathic delinquents have 
a distinctive personality that may be caused by the following factors: 
• rejection in childhood 
• experience and expectation of hostility and aggression from others as part 

of rejection 
• aggressive behaviour as a reaction to rejection and to observing aggressive 

models 
• lack of support for social achievement in school 
• peer group rejection (Newman & Newman 1986). 
The following factors can also be general causes of delinquency: 
• rejection by socially favoured groups 
• knowledge of and association with others who have been similarly rejected 
• development of a socially meaningful group that meets the need for group 

identity 
• group's rejection of traditional societal methods for obtaining resources 

(Newman & Newman 1986). 
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Although any form of juvenile delinquency endangers society, socialised and 
gang delinquency have assumed particularly grave dimensions in South Africa 
and threaten to overthrow the social order in some communities. This type 
of delinquency is associated with a wide variety of political and criminal 
offences, such as murder, robbery, rape and bomb explosions. According 
to estimates made by the Human Sciences Research Council a murder is 
committed every 45 minutes in South Africa; a rape every 26 minutes; a 
serious assault every four minutes; a break-in every three minutes; and a 
car theft every nine minutes (Citizen 1990). Many of these crimes are com-
mitted by juveniles and according to Mokwena (1992) black youths feature 
prominently, either individually or as groups, as both the perpetrators and 
victims of the violence in the country. 

Gangs and youth criminality have also become part of the lives of residents 
in large parts of the black townships. For example, large parts of Soweto 
were dominated for considerable periods by the notorious Jackrollers and 
Pimville was overrun and occupied by the Amajapan. The Three Million gang 
recently unleashed a reign of terror in the Kroonstad township in the Orange 
Free State. Virtual civil war also broke out in Reef townships and in Natal 
between Zulu speaking youths and youths of other cultural groups. 

The causes of gang delinquencies as mentioned earlier also apply to the 
forming of gangs in South Africa, but Mokwena (1992) offers some specific 
reasons for the forming of street gangs and the violent youth culture in South 
Africa: 
• The rise of criminal youth gangs may be seen as a survival technique in 

a violent society. 
• Many youngsters may, in an attempt to escape their overcrowded and 

often poor homes, opt for a life in street gangs. 
• Gangs provide possibilities for material advancement in the absence of 

any possibility of employment. 
• Gangs arise out of a need to create entertainment and excitement. 
• Gangs are a source of emotional and material support. 
• Membership of gangs may be an attempt to obtain a sense of power, status 

and belonging. 
South Africa, which is one of the most violent communities in the world, 
is struggling against the tendency of the youth to become entrenched in a 
subculture that is typified by criminality, violence and anarchy. 

5.2.5 The phenomenon of street children 

Another problem that is closely linked to the marginalisation of the youth 
and to youth crime, is the phenomenon of street children. This is a problem 
that occurs worldwide and that is increasing daily. It is estimated that there 
are about 80 000 000 street children throughout the world (Agnelli 1986). 
In South Africa the number of street children is estimated at 9 000 (Peacock 
in Le Roux 1993). These children live on their own on the street, are usually 
underfed, and receive no education, assistance, support or love. As a result 
of repeated negative experiences these children see adults as their enemies 
and a threat to their survival, which mainly depends on begging and crime. 
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Although some of these unfortunate children lead lonely lives, most of them 
unite in gangs that offer them a surrogate family and serve as the only form 
of security they know. 

The only difference between these gangs and other delinquent gangs is 
that their members are usually not politicised and are completely destitute, 
with the result that they grow up in even more straitened conditions. They 
are unscrupulously abused by others; they are maltreated, socially deprived, 
imprisoned, or even killed (Le Roux 1993). Other facts about the phenomenon 
of street children in South Africa appear in Public Concern: Street Children. 

Public Concern: Street Children 
Street children, those unfortunate rejects of society who roam the streets during the day 
and sleep in storm water drains, derelict buildings, parkades, rubbish dumps, backstreets 
and lanes at night, create a worldwide sociopedagogical problem of alarming proportions. 
In 1986 Streetwise, an extensive educational programme aimed at propagating occu-
pational and life skills, was initiated by Jill Swart, a South African anthropologist, in 
collaboration with the British educationist Chris Williams to address the problem in this 
country. The object of the project is to minister to the identified needs of street children, 
with particular emphasis on education and job-skills training. From a modest start on 
the sidewalks and in the parks of Johannesburg, the initiative has grown to the point 
where, at the end of 1989, Streetwise could boast branches in Johannesburg, Soweto, 
Durban and Pretoria. The Streetwise approach is divided into five major areas, namely 
street outreach, shelter, assessment, the education project and the graduate programme. 
• Street outreach comprises the provision of food, warm clothes, blankets, medical care 

and protection against exploitation and maltreatment. In conducting the street out-
reach campaign the services of Streetwise are also brought to the attention of street 
children and other interested parties. 

• The second part of the project comprises the creation of a substitute home environment 
where child-care workers undertake development work, provide informal counselling 
and initiate recreational activities. 

• During assessment the possibility is investigated of the child's being reunited with 
its family. If this is not feasible efforts are made to provide foster care for the child. 
This part of the project also includes comprehensive psychological and educational 
evaluations. 

• The fourth part of the project entails an educational programme that has already 
received international acclaim. It consists largely of remedial programmes, formal edu-
cational programmes that follow the remedial programmes, as well as life- and job-
skills training. 

• The graduate programme presupposes preparation of the children to leave the Street-
wise programme and return to formal education and training. 

The project is based on the revolving-door principle in that children are involved in the 
programme and then reintroduced into the mainstream of society after a time. Constant 
support for children who relapse into their old ways is a cardinal feature of the project. 
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Public Concern: Street Children (continued) 

Characteristics of street children 
in South Africa 
• Usually between seven and 18 years 

old 
• There are some 'hidden' females, but 

most street children are boys 
• The vast majority of South African 

streetchildren are black; Mostly Afri-
can children in the Transvaal and so-
called coloureds in the Cape 

• Most of the street children leave 
home at the age of 13 

| • They usually come from extremely poor 
homes and dire living conditions 

• Due to acute and chronic 
malnutrition, these children look 
younger and smaller than their 
chronological age 

• They have virtually no possessions, 
but earn R20 on average a day by 
begging, carrying parcels, washing 
and taking care of cars or selling 
wares for vendors 

• Street children speak a street jargon 
that gives them an identity of their 
own 

• They usually form gangs character-
ised by mutual assistance and sup-
port. Squabbling is rife, however, as 
is sowing suspicion about each other 

• These children's lives are generally 
ruled by fear - fear of violence, 
brutality, disease, older street children 
and the police. They are sometimes rape 
victims or are forced into survival sex 
(for money, drugs or protection) 

• Many of these children are 
maladjusted, delinquent school 
dropouts with a very low literacy 
level 

• Experimentation with drugs is 
common, mainly as a means of 
escaping from fear, cold and hunger 

• Although street children are fre-
quently victimised by older politicised 
youths and are forced to take part in 
protest marches, they are generally 
unpoliticised 

Causes of the phenomenon of 
street children 
• Collapse of family structure and tra-

ditional values with rising rates of 
divorce, separation, single-
parenthood, and teenage pregnancy 

• Poor family relationships; parental 
rejection 

• Clashing values of parents and 
children 

• Chronic unemployment and conse-
quent poverty 

• Overcrowding at home and housing 
shortages 

• Family violence and upheaval 
• Physical and sexual abuse and 

neglect 
• Lack of parental concern, control and 

supervision 
• High levels of alcohol and drug abuse 
• Orphanhood due to death or impris-

onment of parents 
• Unreasonably strict discipline 
General factors: 
• Unrest in black residential areas 
• Political factors (the former Group 

Areas Act and the migrant labour sys-
tem led to social disintegration in the 
black communities) 

• High crime rates and endemic 
violence at all levels of social inter-
action 

• High cost of living 
• Lack of compulsory education for 

black children 
• Unequal distribution of resources 

(education, housing, etc.) 

5.3 Pedagogic implications of the adolescent's 
social development 

The main implications of the social development of the adolescent for the 
educator are briefly considered below. 
Independence and decline of adult authority 
Parents of adolescents have to walk a fine line between granting too many 
liberties, for which the adolescent is neither emotionally nor socially ready, 
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and excessive protection or unwillingness to allow the adolescent to experi-
ment. If the adolescent is allowed to gain emotional independence from his 
or her parents too early, the result may be a separation between them, sus-
ceptibility to negative peer influences and participation in physically and 
socially unhealthy behaviour such as drug abuse, premature sexual activity 
or juvenile delinquency. On the other hand excessive dependence on the 
parents may impair the adolescent's social, emotional and conative develop-
ment and leave him without self-confidence, daring and initiative. 

An authoritative parenting style, in contrast with the 'do-as-I-say' attitude 
of the authoritarian style of parenting, and the 'do-what-you-like' attitude 
of the permissive style, creates a favourable climate for gradual emancipation 
of the adolescent. This style of wielding authority is characterised by warmth 
and acceptance, willingness to listen, explain and negotiate, but also by par-
ental assertiveness concerning rules, norms and values. Educators should 
constantly ascertain that their style of exercising authority and providing edu-
cation enable positive communication and meaningful relationships with 
adolescents. 

Communication 

Although adolescence is a difficult time for parents, teachers and teenagers, 
relations need not become a battlefield. The following guidelines may help 
educators to improve communication with adolescents: 
• Create a climate of acceptance so that the adolescent can communicate 

freely about his problems. 
• Speak to the adolescent as courteously as you would to a stranger. 
• Do not disparage or humiliate the adolescent, and prevent his peers from 

doing this among themselves. 
• Give your undivided attention when the adolescent expresses the need 

to discuss something; listen calmly and try to see his point of view as 
well, even if you do not always agree with his attitude or behaviour. 

• Keep the door open on any subject - do not regard certain topics as too 
sensitive for open discussion. 

• Encourage the adolescent to test his thoughts and ideas by refraining from 
passing judgemental and critical remarks about him. 

• Build the adolescent's self-concept and self-confidence by encouraging him 
to take part in discussions. 

• Remember that the adolescent needs to challenge adult opinions and ways 
of doing in order to achieve the separation that is essential for the estab-
lishment of his own sense of identity. 

Relationships 

Educators must create opportunities so that adolescents may take part in 
their peer group's activities. The adolescent not only develops social skills 
through communication and interaction with his peers, but also develops 
in all other domains of becoming. What looks to educators like excessive 
social activity actually provides considerable learning and development oppor-
tunities for the adolescent. 
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Educators must be careful not to reject the adolescent's friends out of hand 
nor to criticise or disparage them all the time. This not only leads to rebellious-
ness, but is often the very reason why the adolescent seeks approval from 
the peer group. It is, however, incumbent on the educator to warn adoles-
cents against dangerous and negative peer group behaviour and to explain 
to them its consequences and drawbacks. 

Peer group pressure 

Peer groups more or less pressurise adolescents into conforming with the 
behaviour and values of the group. This pressure can benefit the adolescent's 
development where the group's values coincide with those of the educators, 
but in cases where they are diametrically opposed to those of the educators, 
considerable stress may be experienced on both sides. Educators must not 
underestimate the influence of peer group pressure and must be sensitive 
to the adolescent's feelings in this regard. Adolescents must be encouraged, 
however, to retain their individuality and to muster sufficient self-confidence 
to oppose their peers in certain matters. The stress of resisting unhealthy 
peer pressure can be buffered by good family relationships, open commu-
nication and high self-esteem. 

Competition 

During adolescence competition plays a much more important role in the 
development of the individual than it does in the childhood years. The ado-
lescent forms an increasingly well-defined conception of his capabilities and 
of his position in the social order. In an effort to carve out a niche in society, 
therefore, competition may be taken to extremes during adolescence, and 
in the process the adolescent may experience dissatisfaction and stress. Edu-
cators must be alert to excessive competitiveness, particularly in the areas 
of sport and academic achievement, and must endeavour to teach adoles-
cents the value of occasionally being a loser. Group work can help to bring 
down the excessively high level of competition to a healthier level. 

Acceptance/rejection by the peer group 

Educators must be constantly on the lookout for adolescents who are rejected 
or neglected by their peer group. Besides running the risk of developing a 
poor self-concept and becoming lonely and depressive, these adolescents 
may turn to other social deviants and thus become embroiled in juvenile 
delinquency. Educators must identify these adolescents in good time and 
help them to develop social skills so that they can remain involved with groups 
that can render a positive contribution to their psychosocial development. 

Sexual counselling 

Today there is much more openness and permissiveness about such matters 
as sex, masturbation and homosexuality than used to be the case, which 
is why adolescents' questions about these matters are becoming more 
frequent and probing. As a rule they impose two conditions on their respon-
dents, namely that there must be mutual acceptance between the inter-
locutors, and that authentic or factually correct information must be provided 
without moralising (Vrey 1979). No problems need be expected from meeting 
these two conditions, but an increasing number of researchers are expressing 
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doubts about the permissive approach to sexual counselling and are empha-
sising increasingly that sexual education essentially entails normative 
education. It is therefore incumbent on educators to provide sexual education 
in accordance with the prevailing values and norms of the relevant culture. 
They must also confirm their espousal of these values and norms by their 
living example. 

The following guidelines should be followed in the sexual counselling of 
adolescents: 
• Take account of the adolescent's level of development and becoming when 

answering questions or giving explanations. 
• Always use the correct terminology and expect the same of the adolescent. 
• Provide factually correct answers and explanations. Take care not to 

explain more than is asked. 
• Keep in mind that the educator's handling of a subject or answering of 

a question may leave an indelible imprint on the susceptible young mind 
of the adolescent. Attention to body language, attitudes and predispositions 
is essential. 

• Always remember that the adolescent is more than just a body. Refer wher-
ever possible to the emotional, social, cognitive and normative domains 
of becoming as well, and explain how behaviour influences development 
in these areas. 

• The confidentiality of all questions, personal disclosures or conversations 
is extremely important to the adolescent and must be respected by the 
educator. 

Pregnancy and abortion 
The educator's role in this regard is preventive; in fact this is a major goal 
of the most effective sex education courses. Adolescents must therefore be 
informed about, and warned against, the disadvantages and consequences 
of both pregnancy and abortion. Motivation to avoid early pregnancy is essen-
tial. To this end, however, adolescents must feel good about themselves and 
strive for a successful and self-supporting future. Educators must also be 
prepared and able to offer emotional support if an adolescent does fall preg-
nant or undergoes an abortion. 

Interracial relationships 
Educators are increasingly required to provide multicultural education and 
will therefore have to acquire skills with which to perform this task effectively. 
The purpose of multicultural classroom situations includes the following: 
• providing equal educational opportunities 
• developing positive cross-cultural attitudes 
• reducing racial and cultural prejudice 
• equipping adolescents with the skills they require for meaningful partici-

pation in a multicultural society 
• promoting effective relationships between home and school (Squelch 

1993) 
Prejudice and even discrimination can be expected to persist in schools for 
some time owing to lack of knowledge about and insight into other cultures. 
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Educators must be alert to this problem and must actively endeavour to 
change mentalities and dismantle prejudice. In his highly acclaimed text The 
nature of prejudice (1958) Allport contends that prejudice is most likely to 
decrease under the following conditions: 
• when people have to work together co-operatively toward a mutually ben-

eficial goal - as in athletic competition where all members, regardless 
of race group, unite in their efforts to beat their opponents 

• if members of each race have equivalent status in terms of ability, income 
or any other index of social status - such as classes for highly gifted 
children or clinics for achievers at sport 

• when people in positions of authority within the status quo - for example 
the headmaster of a school or the leader of a particularly popular gang 
- actively promote social tolerance and denounce racism. 

More recent studies support Allport's assertions regarding the circumstances 
under which interracial contacts are more likely to erode an adolescent's 
racist attitudes and behaviour (Nielsen 1987). Educators charged with improv-
ing interracial relations should therefore inform themselves about these cir-
cumstances. 

Juvenile delinquency 
This form of crime is threatening to assume epidemic proportions in South 
Africa. The onus is therefore on educators across the entire cultural spectrum 
to develop programmes that will concentrate the emotional, social and 
political energy of the youth on constructive activities so that the marginalised 
youth may become part of a non-violent, just and democratic society. To 
this end a psychological framework will have to be developed that emphasises 
a return to order and stability. First of all disruption of family relationships 
must be prevented and efforts must be made to repair psychological damage 
sustained by adolescents who have had to forgo the security of a normal 
family life. The following additional strategies for the prevention of juvenile 
delinquency are recommended: 
• By assisting adolescents to develop skills enabling them to resist peer group 

pressure, educators can equip them psychologically to avoid being drawn 
into misbehaviour simply to go along with the crowd. 

• By training parents to exercise more effective control over their children, 
educators can minimise the opportunities adolescents have to engage in 
peer-orientated misbehaviour. 

• By recognising the grave significance of juvenile delinquency and taking 
appropriate measures to punish it and emphasise its consequences, edu-
cators can deter adolescents from doing the same thing in future (Stein-
berg 1993). 

There is a clearly discernible elevation in the level at which adolescents form 
their social relations, particularly if these are compared with the relations 
formed during the mid-childhood years and during pre-adolescence. The 
egocentricity characterising the social life of childhood makes way for 
empathy, understanding and compassion for others. The former dependence 
on parents gradually diminishes and the relationship is characterised by a 
loosening of ties and enhanced self-reliance. A change in relationships with 
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peers is also noticeable. Interaction with peers acquires greater significance 
as does peers' influence on the adolescent. The nature of relationships also 
changes from playful and superficial interaction to strong ties of friendship 
based on mutual respect and trust. 

Although these changes in relations impose heavy demands on adoles-
cents, and this at the very time when they feel insecure about physical 
changes taking place in their bodies, most adolescents manage to overcome 
problems and disappointments quite well, and most of them come through 
without displaying deviant behaviour. If parents are emotionally involved 
with their children, adolescents stand a good chance of developing successful 
emotional and interpersonal relationships. There are factors, however, that 
contribute to adolescents' losing their way and displaying deviant behaviour 
or becoming involved with youth gangs, which harms not only their social 
development, but their development in the affective, normative and conative 
domains. Factors such as motivation, making choices and the problems that 
may arise from defective development in the conative domain are discussed 
in the next chapter. 
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Today the adolescent finds herself in a rapidly changing and complex world, 
mainly owing to the development of science and technology, the wide range 
of communication media, urbanisation, overpopulation, violence and 
unemployment. In the midst of this world the adolescent has to set objectives 
and take decisions in order to attain self-actualisation. These two tasks form 
part of the adolescent's conative development. 

Conative development is the development of a person's will, which 
according to Van den Aardweg and Van den Aardweg (1988:46) is 'the active 
striving towards the realization of a goal'. These writers continue by saying 
that 'in an act of the will the aspirations form the point of departure, the 
basis for the initiation of action. Thus a motive should exist before the will 
is moved into action.' 

The will is also the initiative underlying people's freedom of choice in 
decision making, their predisposition in favour of participation, and a 
directing force behind the performance of certain actions. 

Every conscious act of the adolescent is carried out with the object of 
realising a wish, a desire, a need or an aspiration (Du Toit & Kruger 1991). 
Any child's highest aspiration is to become an adult, and the adolescent 
characteristically romanticises and idealises the future, for example by 
indulging in flights of fancy in a narrative beginning with the set phrase 'One 
day when I am rich, famous, grown-up' and so on. The adolescent also shows 
an emphatic preference for or aversion to things she wants or does not want 
to do. 

The function of the will is therefore to actualise possibilities and achieve 
a particular aim. This implies that motivation and choice-making are com-
ponents of the will. The adolescent is always affectively, cognitively and 
conatively involved in every act of her own will. 

6.1 The act of will 
Van den Aardweg and Van den Aardweg (1988) distinguish three different 
stages in the execution of the act of will, namely aspirations, choice and 
decision. 

The aspirations 
These are every child's striving for self-actualisation which, according to Mas-
low (see paragraph 6.3.5.1), is the highest level that can be attained by human 
beings. The adolescent will begin to strive for self-actualisation when her 
primary (or basic) needs are fulfilled, such as the need for food, clothing, 
safety and so on. 

Secondary aspirations include the person's striving for success in school 
work, for self-respect, status, recognition, independence and acceptance. The 
striving for recognition and independence are particularly important for the 
adolescent. 

The choice 
The above aspirations confront the adolescent with a choice moment because 
she cannot respond adequately to all her aspirations at the same time. In 
this choice moment the adolescent must determine which aspirations should 
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be rated the highest so that she can make a realistic and responsible choice. 
It is also important that parents and teachers guide adolescents correctly 
in their exercising of choices. 

The decision 
The choice moment feeds into the decision moment. After the decision made 
by an act of will the adolescent knows what she wants and can take action 
in order to realise her goal. 

According to Vrey (1979) the following elements of a person's conative 
life can be differentiated: 
• Knowledge. As a cognitive factor it may never be absent from any conative 

process. Knowing and willing go together. 
• Goalsetting. This refers to all the possibilities of which a person may be 

aware and in which she envisages the achievement of value, happiness 
and satisfaction leading ultimately to self-actualisation. 

• Choice-making. Different possibilities are weighed against each other and 
one is chosen. 

• Act of will. After making a choice or a decision comes the moment of 
psychic or motor action that requires perseverance and endurance in order 
to carry out the act of will and achieve the goal. 

In addition the act of will is influenced by the adolescent's attitude. According 
to Van den Aardweg and Van den Aardweg (1988) an attitude is a mental 
state of readiness that has a direct or indirect directive influence on a person's 
actions in relation to all objects and situations confronting her. English and 
English (1970) contend that it is a permanent, acquired predisposition to 
react consistently towards a given class of objects. Attitudes therefore prepare 
the way for all the adolescent's actions. 

Attitudes are acquired consciously or unconsciously and usually become 
permanent. Parents, teachers and the peer group contribute significantly to 
the forming of the adolescent's attitudes. Accordingly it is usually the people 
closest to the adolescent who influence her attitudes towards such matters 
as religion, politics, values, social issues such as drug abuse, sexual promis-
cuity and the like. 

The fact that adolescents differ in their attitudes and points of view 
engenders many hours of debate. Adolescents' attitudes also play a part in 
their eventual choices. For example, an adolescent girl who has a negative 
attitude to mathematics will avoid occupations for which mathematics is a 
prerequisite. 

Attitudes may change despite their relative permanence, the peer group 
and mass media being particularly potent factors in this regard. 

6.2 Characteristics of the adolescent's conative life 
Human beings are essentially attuned to the accomplishment of certain 
objectives. The adolescent's conative life is particularly characterised by a 
striving for independence and acceptance (see also chapter 5). This striving 
for independence and acceptance often leads to conflict between the ado-
lescent and her parents, teachers and peer group. 
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The adolescent's conative life is also characterised by goalsetting, which 
tends to reflect unrealistic aspirations. For example, an adolescent girl may 
aspire to becoming a doctor although she may not have the intellectual 
capacity to realise this ambition. However, most adolescents initially have 
unrealistic aspirations that were formed in their childhood, but in due course 
these are replaced with more realistic goals. Thus the adolescent displays 
certain aspirations and a motivation that gradually stabilises as a clear 
conative disposition. As a rule the adolescent is driven towards achievement 
of her goals by intrinsic motivation. Unlike the child, whose motivation to 
learn is extrinsically derived from the award of stars and prizes, the ado-
lescent realises that she is learning for her own sake. However, sources of 
motivation and their intensity differ from one adolescent to another. 

When a person is driven by some aspiration or other she is confronted 
with a choice that has to be made. Making this choice entails an act of will. 
The adolescent is confronted with a variety of choices between such things 
as school subjects, an occupation, friends, a partner of the opposite sex, 
values, and so on. The choices exercised by the adolescent require an 
increasing sense of responsibility and goal-directedness. 

By making choices the adolescent is shaping her future. The most critical 
choice made by the adolescent is probably that of choosing a career. The 
complex world in which the adolescent finds herself, particularly as regards 
the economic climate prevailing in South Africa, imposes special demands 
on her as regards the realisation of her conative life. 

A variety of factors determine the conative life of the adolescent, for 
example her family life, school, peer group, cultural tradition and the mass 
media. 

6.2.1 Family situation 

Parents probably exert the most significant influence on the adolescent's 
conative life. They set standards for their children and praise or admonish 
them. The parent also has certain ambitions for his or her children which 
influence them. The type of family also plays a role: Adolescents from a stable 
family tend to have higher goals than those coming from unstable families. 
Mathunyane (1992) notes that 'adolescents from homes where education 
is given the highest priority are normally highly motivated.' 

6.2.2 The school 

Hurlock (1973:189) observes that the teacher also plays an important role 
in the conative life of the adolescent: 'If the teacher expects him to achieve 
academic success he comes to expect it of himself; if they expect him to 
fail, he lowers his level of aspirations to conform to theirs.' The teacher can 
do a great deal to motivate the adolescent to realise a goal (see pedagogic 
implications). 

6.2.3 Peer group 

The peer group has a major influence on adolescents' aspirations and on 
their will to learn or carry out a task successfully. Like children, adolescents 
are strongly inclined to compare themselves with the peer group and they 
thrive on competition. 
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6.2.4 Traditions and the mass media 

The aspiration or the will to carry out a task is often influenced by generally 
accepted social pronouncements such as 'I know you can', 'a girl shouldn't 
do that' and so on. 

The mass media also influence adolescents' conative life by confronting 
them with what is unrealistic and unattainable for them, thus stimulating 
them to aspire to unrealistic levels of achievement. 

It is clear from the discussion so far that motivation and choice-making 
are important aspects of the adolescent's conative life. These considerations 
will now be briefly explored. 

6.3 Motivation 

6.3.1 Definition of concepts 

The term 'motivation' derives from the Latin word movere (to move), which 
refers to the energy or impetus behind movement (Geldenhuys 1978). In 
current usage the term denotes a complex concept, as can be seen from 
a study of the literature on this phenomenon. Here are some of the accepted 
definitions of motivation: 

Motivation is a concept used as an explanation or rationale for the way a person 
or an organism behaves (Mwamwenda 1989). 
Motivation is the activation of a person's motivational situation by him- or herself 
or by another to engender heightened activity on the part of that person as a means 
of realising a goal or a set of goals (Vrey 1979). 
Motivation comprises mechanisms within an organism that activate behaviour or 
direct it towards some goal (Coon 1986). 
Motivation is a goal-directed action intended to set a person in motion, which then 
becomes accompanied movement towards eventual autonomous and unaccom-
panied movement (Lamprecht 1981). 

As a rule the term 'motivation' refers to needs, goals and desires that spur 
an individual to action, which literally means arousal to movement or behav-
iour. It is apparent from the definitions above that motivation has two com-
ponents, namely movement, which implies action, and purpose, which 
determines the direction of movement. Motivation is always linked to an 
objective. 

The energy or impetus of a person's action can be generated from within 
that person (intrinsic) or can originate with someone or something other than 
the person (extrinsic). Schematically this process can be represented as 
follows: 
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Figure 6.1 Motivation 
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6.3.2 Intrinsic motivation 

According to Van den Aardweg and Van den Aardweg (1988:138) this is 'an 
inner drive which urges an individual on, fueled by her own intrinsic goals, 
curiosity and interests.' 

The intrinsically motivated person wants to perform because she would 
like to and because she finds the task in hand interesting and informative 
and derives a sense of self-actualisation from it. 

Interest and intrinsic motivation are closely linked. A person who is 
interested in a particular task will also be motivated to undertake the task 
and carry it out without any encouragement or coercive pressure from 
outside. 

Intrinsic motivation is primarily located in a person's will to enrich her-
self inwardly. People who are intrinsically motivated display the following 
characteristics: 
• They anticipate realisation of the goal concerned. 
• They want to enrich themselves inwardly and are goal-directed. 
• They concentrate on the learning task. 
• There is perseverance and practice. 
• There is interest in the object or theme and independent study. 
• Learning is a meaningful activity for them and they have intellectual 

curiosity. 
• There is a strong will to carry out the task successfully. 
• They set their own standards. 
• Unsuccessful first attempts are not experienced as failures and further 

attempts will be made. 
• They can study with the necessary will-power and perseverance. 
• They are prepared to develop their talents through study. 
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• They study purposively and with the necessary enthusiasm and pursue 
realistic study objectives. 

• They are prepared to invest optimal effort in their studies, have a positive 
attitude towards study and employ responsible study methods. 

• They can appreciate the value and meaning of their studies for the pursuit 
of their careers in later life (Jacobs 1986; Mellet 1986). 

An intrinsically motivated person therefore derives more satisfaction from 
her success at studying than from the idea, for example, that she will pass 
matric. 

6.3.3 Extrinsic motivation 

A person who is extrinsically motivated takes action because something or 
someone other than herself has prompted her or because someone other 
than herself will reward her, or even because she merely wants to impress 
or satisfy someone other than herself (Kolesnik 1978). Unlike intrinsically 
motivated individuals the person has to be impelled. There is no enthusiasm 
from the person herself, who has to be admonished continually to perform 
a task. Again, there is little initiative or creativity within the extrinsically 
motivated person. 

People who are extrinsically motivated to learn display the following 
characteristics: 
• They tend to be uncertain and doubt their own abilities and are not 

creative. 
• They have no desire to know more about a matter than is necessary (only 

want the basic knowledge). They display a pronounced sense of uninvolve-
ment and do no more than is expected of them. 

• They tend to be pessimistic about their chances of success. 
• They mainly seek to realise short-term goals. 
• They rely heavily on the teacher's assistance and on other external factors, 

such as recognition, approval and encouragement. Their work perform-
ance mainly depends on external pressure or encouragement. 

• They are often anxious and tense owing to the danger of possible failure. 
• An outsider or something outside themselves determines their standard 

for them as well as the degree to which they will be successful at their 
studies. 

• They strive for social approval from their peers, teachers, parents and 
other adults (Mellet 1986). 

6.3.4 The connection between intrinsic and extrinsic motivation 

In the primary school phase considerable emphasis is placed on extrinsic 
motivation. For example, the child is encouraged to perform a task by a 
reward that awaits it (say a star award in an exercise book). A reward or 
commendation could come from the teacher and/or the parent. Extrinsic 
motivation should gradually become intrinsic motivation as the child grows 
up. 
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The adolescent is also exposed to extrinsic motivation. The teacher pre-
dominantly determines the adolescent's performance level by expecting work 
of a particular standard from her, which means that the adolescent learns 
because she fears failure or wants to earn the approval and acclaim of peers. 
The adolescent graduates to intrinsic motivation when she begins to study 
because she can appreciate its value for herself. 

According to Ausubel (1968) extrinsic motivation can make a valuable con-
tribution to the adolescent's motivation. Although the value of extrinsic 
motivation is emphasised by a number of researchers it can deprive the ado-
lescent of the opportunity to take responsibility for her own actions in the 
long run. The adolescent who is extrinsically motivated rarely becomes the 
leader of a group and prefers to be a follower. It is justifiable, therefore, to 
conclude that this person will be motivated by salary and fringe benefits rather 
than job satisfaction and self-actualisation when she enters the labour market. 

Researchers maintain different positions about the true worth of external 
factors such as reward, commendation and approval for intrinsic motivation. 
The literature shows that the intrinsically motivated person is sometimes 
swayed by external factors, but that these are not decisive. 

Intrinsic motivation is irreplaceable because the motivation is primarily 
located in a person's will to enrich herself inwardly. From a psycho-
pedagogical perspective intrinsic motivation must always be the ultimate goal. 

Since both intrinsic and extrinsic motivation can be invaluable to adoles-
cents as well as their educators, a balance must be sought between these 
two types of motivation. Lamprecht (1981) observes that the type that will 
dominate depends on the situation and the person concerned. Hamachek 
(1990:267) endorses this view by pointing out the value of intrinsic motiv-
ation, but he adds that 'extrinsic motivation is sometimes necessary either 
to get a person started in the first place, or to start them down the track 
they might not know exists.' 

6.3.5 Some motivation theories 

There is an impressive volume of work on motivation and motivation 
theories. According to Uguroglu and Walberg (1986) there is a surplus rather 
than a shortage of motivation theories, all of which attempt to explain why 
a person learns and achieves, that is, they are centred on the question of 
the motives underlying human behaviour. 

Some motivation theories complement each other while others diverge 
and even contradict each other. The large diversity of motivation theories 
can be attributed to the following factors, among others: 

People are complex beings. Human motivation must therefore be examined 
with reference to human beings as totalities. Many researchers construe 
motivation models, however, that account for only one dimension of human 
existence. 

Inconstancy of human behaviour. Since every human being is unique and 
creative, a given person's behaviour under a particular set of circumstances 
is no guarantee that another person will display the same behaviour under 
a similar set of circumstances. 
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Divergent conceptions of humankind. The indefinability of human existence 
has given rise to a large variety of temporally determined theories of 
motivation (Mellet 1986). 

In order to determine the motives underlying human behaviour the fol-
lowing theories will be briefly discussed: Maslow's self-actualisation theory, 
the attribution theory of Heider and Weiner, and Ausubel's conception of 
motivation and learning. 

6.3.5.1 Maslow 's self-actualisation theory 

This theory is discussed because it is among the most influential in the world 
and gives a general perspective on learning. Maslow's theory has a humanistic 
premise and is based on the perception that people are different from 
animals. Maslow divided human needs into five categories that can be 
arranged in order of importance. The needs at the lower end of the range 
must be satisfied before needs further up the hierarchy will motivate behav-
iour. Maslow's model can be represented schematically as follows: 

Figure 6.2 Maslow's self-actualising model 

Higher-order needs 

Basic needs 

Maslow's intention with this hierarchic division is to show that some needs 
are more basic and powerful than others. Accordingly he identifies two groups 
of needs, namely: 
• physiological needs - the basic needs 
• psychological needs - the higher-order needs 

Physiological needs 
For Maslow satisfying the physiological needs is a prerequisite for a person's 
further becoming (Maslow 1 970). He sees people's striving or will to satisfy 
these needs as motivated behaviour at its lowest level. For example, if the 
adolescent needs food, clothing and rest no educator can motivate her to 
learn. 
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Educators agree with Maslow that satisfying the basic needs of the child 
and the adolescent is a prerequisite for motivation and learning. Education 
is being confronted by an unprecedented challenge at present owing to 
rampant violence, unemployment, famine and overpopulation. 

The need for protection and safety 
Maslow (1970) classifies the need for protection and safety as basic, main-
taining that the fulfilment of children's safety needs is important to their 
sense of security. He identifies several factors that can prevent the safety 
needs of children from being fulfilled, for example unfair treatment or rejec-
tion by parents, teachers and the peer group, corporal punishment, love-
lessness and disintegrating family relationships. 

Satisfying the physiological needs must be a prerequisite in all reference 
frameworks. 

Psychological needs 
The social need 
This need includes the need for love, acceptance and companionship, and 
it becomes prominent when the safety need has been met. The adolescent 
phase is mainly characterised by the need for love, acceptance and com-
panionship (compare chapter 5). Failure to meet the adolescent's social need 
may lead to her behaviour becoming deviant. 

The need for appreciation or esteem 

This need subsumes two groups, of which one is centred on respect and 
self-esteem while the other is centred on respect and approval. The adolescent 
constantly endeavours to gain recognition as a person in good standing as 
a human being. She particularly displays the need to achieve and to 
experience independence and freedom. Unless this need is satisfied the ado-
lescent cannot move on to the last and highest need in Maslow's hierarchy, 
in which case the adolescent develops a sense of inferiority and weakness. 

The need for self-actualisation 
If the needs considered above are reasonably well satisfied people seek oppor-
tunities for the most advantageous utilisation of their abilities. This shows 
that they are intrinsically motivated since their behaviour emanates from 
a source located within themselves. 

People who operate from this internal locus of control do not have to 
impress other people in the process of their self-actualisation but are free 
to be themselves in a way that satisfies them best (Mellet 1986). This self-
actualisation addresses the need to reach one's ultimate goals in life, to 
become what one was created to become and to develop one's talents and 
potentials (Van den Aardweg & Van den Aardweg 1988). Since humans are 
complex beings the relative importance of the different needs depends on 
the extent to which they are met for a particular person at a particular time. 

6.3.5.2 Attribution theory of Heider and Weiner 

As a cognitive theory the attribution theory adds significantly to the knowl-
edge and understanding of people's motivated behaviour since it attempts 
to isolate the causative elements of motivation and to specify how these can 
be observed (Mellet 1986). 
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According to Heider, behaviour is attributable to internal and external fac-
tors. These internal (personal) and external (environmental) factors are sep-
arately or jointly responsible for human behaviour. People must also have 
a certain intention, however. Personal and/or environmental factors in con-
junction with intention determine whether a person can perform a task suc-
cessfully. 

Weiner proceeds from the premise that the realisation of a person's short-
or longer-term aspirations (expectations) depends mainly on the following 
four factors (Mellet 1986): 

The person's abilities, which are critically conditioned by success and failure 
because these determine largely whether the person thinks he or she can 
or cannot succeed. 

The degree of difficulty of the task, depending on its nature and the operative 
social norms. If a person performs a task successfully and thereby wins the 
approbation of others he or she perceives the task as easy. 

The person's effort or perseverance. The effort made by the person in terms 
of the amount of time he or she is prepared to devote to the task. 

The part played by coincidence. Success contributes less to later successes 
if it is ascribed to accident than if it is attributed to ability or the low degree 
of difficulty of the assignment. 

Weiner (1974) concedes that such factors as fatigue and mood can con-
tribute to the success or failure of task performance. The above factors form 
the basis of Weiner's theory. He classifies ability and effort as internal factors 
and degree of difficulty and accident as external factors. 

The attribution theory of Heider and Weiner therefore identifies certain 
factors to which motivated behaviour is attributable and that serve as 
indicators of such behaviour. 

6.3.5.3 AusubeVs perception of motivation and learning 

Ausubel's perception of motivation and learning is particularly valuable 
because he clearly indicates the implications for teaching and education. He 
did not propound a motivation theory of his own, however, but evaluated 
elements of existing motivation theories. For Ausubel motivation plays an 
important role in meaningful learning, although motivation is not always 
essential for learning, for example when learning takes place fortuitously 
as a result of a reaction to a stimulus: Think of a child that burns her finger 
with a match and thus learns that a flame can inflict a burn. 

Ausubel's perception of needs 

Ausubel agrees with Maslow about the satisfaction of physiological needs, 
saying that unless the child's physiological needs are satisfied it will not be 
prompted by any other need. He maintains that some physiological needs 
are congenital while others are acquired, but that regardless of origin they 
remain basic needs that have to be satisfied. 

Ausubel's perception of performance motivation 
For Hamachek (1990) achievement motivation is motivational energy that 
is success-orientated. Ausubel contends that performance motivation 
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(people's performance orientated behaviour) comprises three components, 
which he describes as follows (Ausubel 1968): 

Cognitive drive 
This is the will to know and understand, and to solve problems. This drive 
is task orientated. Ausubel equates cognitive drive with intrinsic motivation, 
saying that 'this is the most promising motivational strategy which can be 
adopted' (Ausubel 1968). 

The need for ego enhancement 
A need for ego enhancement or self-development is particularly evident in 
adolescence as a strong motivational drive, especially in the adolescent's 
striving for prestige and esteem, which she can attain through academic suc-
cess; that is to say, the adolescent can satisfy this need by achieving success 
in her school work. 

This type of motivation should not be overemphasised, however, since 
excessive concentration on it could hamper the learning process. Nurturing 
unrealistically high performance expectations can lead to failures. 

The affiliation component 
This is directed at persons with whom the child identifies herself, for example 
teachers, parents, peer group. She wants to win the approval of the persons 
with whom she identifies herself. It is particularly important for adolescents 
to identify themselves with someone, which accounts for their strenuous 
efforts to gain the approval of their role models (Mellet 1986). 

For Ausubel performance motivation is critical because it enables people 
to prove themselves by means of the three components of performance 
motivation. 

According to Pretorius (1982) a pupil performs better when spurred by 
performance motivation than when the overriding concern is to avoid failure 
because the former results in fruitful endeavour that motivates the pupil 
positively while the latter acts as an inhibiting factor. 

Ausubel's perception of reward and punishment 
Ausubel maintains that the child should receive much more reward than 
punishment, and that physical punishment should be avoided at all costs. 
Hamachek (1990:273) endorses Ausubel's position in the following statement: 
'Research not only shows that more learning goes on when students are 
praised, but that the effects of being praised in one subject might well trans-
fer, in terms of impact on academic achievement, to one's performance in 
other subject areas.' It is necessary that 'punishment' is meted out in the 
educational situation from time to time, however, in Ausubel's view, it should 
take the form of preventive measures, for example correction of the child's 
errors, or taking pre-emptive measures against failure on the child's part. 
Punishment should therefore not be seen as the opposite pole of reward, 
but must have the same object, namely to encourage the adolescent to learn. 

Ausubel's perception of meaningful learning and motivation 
We have referred to Ausubel's perception of cognitive drive (intrinsic 
motivation). Ausubel maintains that people's cognitive structure must be 
emphasised to ensure that they have the necessary cognitive drive. 
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Cognitive structure 
Ausubel refers to a personal reference framework of established concepts 
and perceptions cumulatively derived from a person's experience of a par-
ticular subject or discipline (Mellet 1986), which is a reference to the adoles-
cent's pre-existing knowledge. Without pre-existing knowledge the 
adolescent's learning lacks meaning and becomes mechanical. The educator 
must therefore ensure that the organisation of the cognitive structure is well-
defined and meaningful, and that there are enough anchoring ideas to which 
new knowledge can be attached. 

Explanatory instruction 
Ausubel pleads for explanatory teaching. The presentation of tuition material 
must be on par with the adolescent's level of development. The educator 
explains the new material but also guides the learner to self-discovery and 
therefore, according to Ausubel, explanatory teaching requires total involve-
ment with the learner as a person. Explanatory teaching is therefore based 
on intrinsic motivation. 

The value of motivation in people's lives is incalculable. Adolescents can 
be motivated by success and failure as well as by achievement and com-
petence needs. Lack of motivation in pupils may lead to school fatigue, 
truancy, school desertion, underachievement and behaviour problems. 
Parents, teachers and peer groups can exert a critical influence on the 
motivation of adolescents. 

6.4 Choice and decision making 
6.4.1 Decision-making process 

Choice can be defined as the act of choosing while a decision is reached 
when one's mind is made up. Van den Aardweg and Van den Aardweg (1988: 
46-47) note the following in this regard: 

When one or other aspiration is active the child is faced with a choice - he must 
choose. The final choice brings the child to the point of decision - a specific action. 
When a decision is taken it implies that the goal creating the aspiration is accepted 
or rejected, or its achievement is deferred as far as the child's behaviour is 
concerned. 

In making a decision there is no right answer or best solution for all people. 
It is a personal matter. 

There are numerous ways in which people make decisions. Here are a few: 
The intuitive decider - the 'it feels right' type. 
The agonising decider - the 'I can't make up my mind' type. 
The delaying decider - the Til think about it tomorrow' type. 
The fatalistic decider - the 'whatever will be, will be' type. 
The systematic decider - the 'I am systematic and organised' type. 
Also remember that some decisions are outside one's own control. 

Wise decisions are based on quality information. Lindhard and Oosthuizen 
(1985) differentiate four principles of decision making: 
Aims and value - the objective has to be determined. 
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Information - the various possibilities have to be weighed against each other. 
Solutions - the possible solutions have to be sought out, particularly since 
some may not be immediately apparent. 
Decision - the decision is made and action is taken. 
It is important, too, that the adolescent is given the opportunity to gain 
experience of decision making, that is, to acquire decision-making skills. This 
is not at all easy; as with riding a bicycle she must practice, but first she 
must know the rules. The more the adolescent practises the easier it becomes 
for her to make the right decisions. 

Educators who make excessive demands on adolescents or usurp their 
choices, for example with regard to a career, girlfriend, boyfriend, friends, 
field of study or sport, force the adolescent into a role that brings no happiness 
and may lead to confusion of identity (see chapter 4). Such an adolescent 
may revolt in an attempt to gain control of her life. 

The adolescent is often burdened with the responsibility of weighing 
choices against each other in order to arrive at a decision. One of the most 
important choices facing the adolescent is that of a career. Super (1953) 
classifies people according to the following phases of life: 
• growth (birth to 14 years) 
• exploration (15-24 years) 
• establishment (24-44 years) 
• maintenance (44-64 years) 
• decline (65 + years) 
In the first phase identified by Super (1953) the child's development passes 
through the following stages: 
• fantasy stage (4-10 years) 
• interest stage (11-12 years) 
• stage in which career requirements become apparent (13-14 years) 
The second phase is mainly taken up by adolescence and can be divided into: 
• the stage of provisional career choices and discussions (15-17 years) 
• the reality phase (18-21 years) 
• pursuit of first career (21 -44 years) 
Although this choice-making process is primarily a matter for the attention 
of the school's vocational guidance teacher it is important that educators 
are conversant with it for the following reasons, among others: 
• It is naturally incumbent on all parents and teachers to be vocational 

guidance teachers. 
• Numerous schools have no vocational guidance teacher on their staff. 
• In some schools career guidance periods are used for instruction in other 

subjects, or children simply use the time to do their homework. 
• Some adolescents prefer to discuss their career choice with their parents 

or with other teachers. 
• The influence exerted by parents, subject teachers (some children choose 

a subject because they like the teacher who teaches it, even if they do 
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not like the subject itself), sports teachers and the like cannot be under-
estimated. 

6.4.2 Career choice 

The choice of a career starts with the choice of subjects at school. The sub-
jects or combinations of subjects taken by an adolescent point her in the 
direction of a particular career choice. The parent as well as the subject 
teacher should assist the adolescent in choosing her subjects. The subject 
teacher in particular should point out the career opportunities inherent in 
adolescents' choice of subjects, which should be calculated not to reduce 
career options but to ensure the widest possible selection. 

Joubert et al (1985) describes the child at birth as a mere possibility that 
has to be realised. This means that the adolescent has to know herself and 
be aware of all her potentials and limitations. Gous and Jacobs (1980) main-
tain that self-knowledge can lead to a realistic attitude towards the future. 
The first important requirement for a realistic career choice, therefore, is 
authentic self-knowledge while the second is knowledge about the chosen 
career path. The adolescent actively participates in her acquisition of self-
and career knowledge, but she also depends on the assistance, support, 
guidance and orientation of adults (parents, teachers, the vocational guidance 
teacher and so on). 
This process can be represented schematically as follows: 

Figure 6.3 Self-knowledge and career knowledge 
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6.4.3 Self-knowledge 

Self-knowledge has remained important through the ages. One of Socrates's 
(born 469 BC) principal tenets was that self-knowledge is indispensable. 

Self-knowledge is the insight that a person has into her own personality 
and that enables her to know what she is capable or incapable of (Petric 
1985; Jacobs et al 1988). 

Self-knowledge leads to self-identity formation, which hinges on the adoles-
cent's cognitive attribution of meaning to the self. According to Erikson 
(1968a:93) the choices a person makes throughout her life depend significantly 
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on the answer that person gives in response to the 'Who am I?' question. 
As he puts it: 'It is difficult to be tolerant if deep down you are not quite 
sure that you are a man (or a woman), . . . and that you will know how to 
make the right decisions without, once for all, committing yourself to the 
wrong friend, leader or career.' 

Answers to the question 'Who am I?' will differ from one person to another 
because every person is a unique being. 

Acquisition of self-knowledge 
For the adolescent self-knowledge consists of the following components, 
which are undifferentiated in practice because people are totalities-in-
function: 

Bodily knowledge 

Bodilyness comprises the heritable characteristics with which a person is 
born. It also refers to all the objectively observable aspects of the body. 

People become familiar with their bodies from birth through: 
• self-discovery, for example the realisation: T have a hooked nose.' 
• other people's perceptions: for example, an aquiline nose makes one look 

aristocratic. 
The adolescent can attain to self-knowledge by becoming familiar with bodily 
attributes such as the following: appearance, body movement, body pro-
portions, health, fitness and physical strength, and fine and gross motor 
co-ordination. 

It is important for the adolescent who has to make a career choice to 
become aware of her bodily attributes and deficiencies since her career choice 
will be significantly influenced by this knowledge. Think of a question such 
as 'Can I become an air hostess if I am overweight?' 

Mental (gifts and talents) 

Van den Aardweg and Van den Aardweg (1988:117) define mental com-
petence or intelligence as follows: 'It is the function or practise or expression 
of the intellect: the use or exercise of the intellect, that is, the intellect's 
practical application. Intelligence determines a person's ability to grasp any 
given situation.' 

The adolescent must be guided to realistic and correct knowledge, under-
standing and insight concerning her own intellectual capabilities; and it is 
important to determine whether these are consistent with the requirements 
of the person's chosen career. It is also important not to choose a career 
with requirements beyond the person's capabilities, but at the same time 
a chosen career must not be devoid of challenges. 

Aptitude 

Aptitude can be described as a person's potential that enables her to attain 
a particular level of competence. It therefore pertains to whatever a person 
can do with ease. A person's aptitude develops from birth: for example, the 
child who can draw may become the adolescent who can paint. 
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There are many different aptitudes, such as 
• an aptitude for music, displayed by people who learn to play a musical 

instrument with ease 
• an aptitude for art, displayed by people who learn to draw and paint 

pictures with ease 
• an aptitude for getting on with people, displayed by people who find it 

easy to converse and co-operate with other people 
Different people have different aptitudes, and different types of work require 
different aptitudes. For example, a carpenter must be endowed with manual 
dexterity, while a bank teller must be good with figures. 

The school subjects in which an adolescent attains the highest perform-
ance levels are an indication of her aptitude. Aptitude is one of the deter-
minants of a career choice. 

Interest 
Swanepoel (1990:101) defines interest as an 'aspect of the personality that 
induces a propensity to explore an awareness, which is therefore a 
prerequisite for meaningful interaction between involvement with and 
experience of that awareness, a condition for meaning attribution and 
eventual self-actualisation' (free translation). 

Interest is therefore a personal attribute that develops and changes as one's 
maturation progresses; it is that which one wants and likes to do. One per-
son likes to be out of doors in natural surroundings while another prefers 
to collect stamps, for example. Having an interest in an activity does not 
necessarily mean that an adolescent will be able to perform the activity well 
or better than other people. 

A realistic career choice is virtually unthinkable without career interest. 
The adolescent must develop well-defined career interests and must reconcile 
these with her career choice. Note that a person cannot always accommo-
date all her interests in a chosen career, but that activities that the adolescent 
dislikes must be avoided if possible. An employee who follows a career that 
she finds interesting is usually a motivated and productive employee. 

Sociality 
This refers to people's attitude towards and relationships with others. Sociality 
is codetermined by cultivation of the following attributes, among others: 
facility at communication, basic behaviour patterns, common sense or 
shrewdness, personal affectivity, contributory relationships and social accom-
plishment (Joubert et al 1985). 

Because every human being is unique the adolescent must know herself 
as regards her sociality and the demands made on her sociality by the career 
she has in mind. These demands can be recognised by asking such questions 
as 'Can I appear before the public?', 'Do I want to take care of people?' and 
so on. 

Social relationships encountered and maintained in adolescence affect the 
job relations that a person will encounter in a future career. The person's 
acceptance by the relevant working community will depend on the quality 
of these relationships. Different kinds of careers require different kinds of 
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relationships with people. For example, teaching requires a great deal of 
compassion and very good relationships with children. 

Higher intellect or faculties 

This category encompasses people's values and norms and their conception 
of right and wrong. In order to make a realistic career choice the adolescent 
must have a strongly developed sense of values and of a hierarchical order 
in which she arranges them. The following labour values and norms can be 
differentiated: religious, human-fellowship, self-realisation, institutional, 
reciprocity and social values. These values can be instanced by such questions 
as 'Can I reconcile my career choice with my religious values?', Ts money 
so important to me that I will even be able to earn it dishonestly?' Among 
the values that adolescents often take account of in choosing a career are 
security, remuneration, status, independence, and intellectual and aesthetic 
values. 

Personality 

Traxler and North (1966:98) note the following about personality '. . . there 
is no general agreement on a definition of personality or on the number and 
nature of the traits of which it is composed.' 

Personality can be defined as 'everything' that gives a person a wholly 
distinctive character. Holland distinguishes the following personality types: 
realistic, investigative, artistic and creative, social and service-rendering, 
entrepreneurial and conventional. Questions pertaining to personality type 
could be: 'Would I prefer to work in an office where all my duties will be 
routine, or would I like to do research?' 

It is essential that the adolescent is knowledgeable about her own per-
sonality because there is a close link between a pupil's choice of a future 
career and her personality. A common tendency to associate career choices 
with personality types is exemplified in people's observations, such as: 'she 
has a typical teacher's personality' or 'she is a born businesswoman'. 

The adolescent is present as a totality in all her actions and thoughts. To 
know herself she must take due cognisance of all the features in herself that 
have been discussed above. It would be unrealistic, for example, to choose 
a career path just because she finds it interesting, only to find that the 
cognitive demands made by the chosen career are beyond her capabilities. 
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The Johari Window and Self-knowledge 

This useful model was devised by two Americans, Joe Luft and Harry lngham 
(Jo + Hari = Johari). 

The extent of a person's self-knowledge can be clearly demonstrated with this model. 
which provides information about different aspects of the self in the four quadrants of 
the window. Application of the model also represents a process whereby a person can 
acquire self-knowledge. 

The things you 
know about your-
self which are 
known to others 

What you know 
about yourself . . 
which is unknown^ 
to others q | 

B 

What you do not 
know about 
yourself which is 
known to others 

The things you do 
not know about 
yourself which are 
unknown to others 

Everything a person knows about herself is on the left-hand side of the window (A + 
B), while the unknown information is on the right-hand side (C + D). 

An adolescent may discover what she does not know about herself through observation, 
being told, noticing other people's reactions, comparison, clues picked up every day, 
tests (eg IQ, aptitude, personality etc). 

Windows A + B have to be expanded to address the question 'Who am I?' No-one can 
know herself absolutely, but the greater the amount of realistic self-knowledge the ado-
lescent acquires about herself, the better her self-concept will be and the better the choices, 
especially career choices, she will be able to make. 

Window B 

How to expand/contract window B: Here it is important that the adolescent disclose 
information about herself that other people need to know, for example: fear of heights 
- if the information is kept secret window B remains unchanged, but if she discloses 
it she enlarges window A. This information could influence her career choice (eg aircraft 
pilot) 

Window C 

How to contract window C: The adolescent's share, the contribution of educators, peers 
and other persons all help to reduce the size of this window. Educators should encourage 
adolescent pupils to increase their store of self-knowledge. 
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The Johari Window and Self-knowledge (continued) 
Window D 

How to contract window D: This partition is mainly reduced by means of exploration 
media. 
Acquisition of career knowledge can also induce change in different quadrants. The more 
career information the adolescent accumulates, the more her self-knowledge will improve. 
For example: An adolescent wants to become a doctor and regards this as her primary 
goal in life. Then, on gaining information about the medical profession, she discovers 
a personal distaste for some aspects of the profession of which she was unaware. 
The larger window A the better the adolescent's self-knowledge. 

The ideal Johari Window can be depicted as follows: 

C 

a 

6.4.4 Career knowledge 

This refers to insight into the world of careers. In order to make a realistic 
career choice the adolescent must know what the working world comprises. 
It is by no means easy to acquire this knowledge and it requires a great deal 
of time and effort on the adolescent's part. 

Like the acquisition of self-knowledge, the acquisition of career knowledge 
has two components, namely the adolescent's share or own initiative, and 
the assistance, advice and guidance she receives from parents, relatives, 
friends, teachers and other persons. 

There are many sources of information about careers at the adolescent's 
disposal, and also many ways of obtaining it, for instance: 
• talking to parents, friends, teachers etc 
• television and audiovisual media 
• visits to enterprises 
• interviews with people who practise a specific occupation 
• occupational literature, for example: brochures, periodicals, university 

calendars and yearbooks, publications given out by industry, the govern-
ment and any other business 
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• part-time or vacation work. 
Before a realistic career choice can be made the adolescent must be 
knowledgeable about the world of work. 

The four main considerations governing a career choice are: 

• Job description - nature of the work (for example: What does this work 
entail? What are the responsibilities/tasks/duties? What is the nature of 
the duties/tasks?) 

• Working conditions (for example: the kind of environment, the kind of 
skills required, do you work with machinery, people, etc?) 

• Job opportunities (for example: future of the occupation, bursaries, 
remuneration, pension, medical aid promotion) 

• Career preparation (for example: Which school subjects are necessary? 
Training demands - in-service training, technikon, university) 

The adolescent must also be informed about the prevailing demand for and 
supply of labour in the national economy, the self-employment situation, 
the effect of unemployment on the labour market, and how these circum-
stances can influence her career choice. 

Public Concern: The World of Work 
Principal problems attending human resourcing 
• South Africa is rated internationally as a developing country and has the lowest 

productivity figures in the world. 
• South Africa's population growth is among the highest in Africa. It is estimated 

that by the year 2010 the country will have 1,6 million more children at school 
than in any other developing country of comparable size. (Compulsory education 
for all population groups will increase this figure.) 

• Mechanisation of the South African economy is proceeding too rapidly. Many 
enterprises are intent on mechanising their production, mainly owing to the 
following factors: 
- Labour unrest and strikes force enterprises to switch to more reliable pro-

duction systems. 
- A shortage of skilled workers forces enterprises to mechanise. 
- The dramatic wage increases of the last few years, particularly those earned 

by semiskilled and unskilled workers, are making mechanisation attractive to 
the enterprise. 

- Unemployment is one of the worst problems besetting South African society. 
It causes a whole range of socio-economic problems, such as poverty, crime 
and civil unrest. 

- South Africa is unique in that its enormously oversupplied basic labour mar-
ket coexists with a serious shortage at the upper end of the labour market. 

- More than 1 000 jobseekers who cannot find work enter the labour market 
every day. 

- It is estimated that 8 million people and more may be unemployed by the 
year 2000. 

- 5-8 million people will be permanently unemployed in South Africa. Robots 
will take over manual jobs in factories; computers will take over many routine 
jobs. 

- Only 7 out of every 100 people who look for a job, find one. 
- By the year 2010 there will be a shortage of 200 000 skilled workers. 
- Many graduates will be unemployed. 
- Underemployment will increase. 
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Public Concern: The World of Work (continued) 

Reasons for shortage of skilled 
workers and unemployment 
Here are just a few of the many reasons 
that can be adduced: 
• The illiteracy rate among disadvantaged 

groups in South Africa is running at 
about 55%. 

• Approximately 62% of those who sit 
for the exam pass matric. 

• Children choose subjects that do not 
provide access to careers on offer. 

• Career specialisation has increased 
owing to technological advancement, 
with the result that specialised train-
ing has become essential. 

• In certain fields of employment soci-
ety's needs have changed or 
diminished, with the result that the 
labour pool for certain groups of 
careers far exceeds the demand. 

• A large proportion of the population 
at large is entering the job market 
without career qualifications or skills 
owing to a serious shortage of skilled 
labour, neglect of career orientated 
teaching, and overemphasis of soci-
ety's academic value system. 

The educator's task 
• Help children learn to assess their 

strengths and limitations realistically, 
and where possible, help them dis-
cover and accept which aspects of 
their natures they can change and 
which they cannot. 

• Teach them methods of decision 
making so that they know how to 
choose for themselves and can feel 
confident about their choice of 
career. 

Show them the relationships between 
school and the first job and let them 
know what after-school education 
there is, so that they can turn their 
abilities into skills. 
Teach them job strategy - how to 
find a job, how to get it, how to keep 
it, when to change it, and how to 
survive and progress in a job - and 
tell them about the main problems of 
transition from school to work. 
Get them to accept that the responsi-
bility for making a career decision is 
theirs and let them know where they 
can get help. 
If jobs are not available, let them 
know what they can do to help them-
selves; look for self-employment and 
try to cope with unemployment in 
various practical ways. 
Teach them how to find work 
without having a job in the formal 
sector. (In KwaZulu ± 60 000 people 
are self-employed. In Ciskei there are 
more than 20 000 unregistered enter-
prises). 
Furnish information about enter-
prises. For example: 
What is franchising, how does 
one start a franchise business, 
and what are its advantages and dis-
advantages? 
Teach them how to cope with 
underemployment. For example: 
despite my matric qualification I will 
have to sell vegetables as a street 
vendor in order to survive. 
Teach them life skills. For example: 
entrepreneurial skills, problem-solving 
skills, ability to cope with change and 
unemployment. 

6.4.5 Integration of self-knowledge and career knowledge 

The child is confronted from its earliest days by the working world. Making 
a career choice is therefore a concern that should be cultivated throughout 
the adolescent's educational process. A number of researchers agree that 
the adolescent should integrate self-knowledge with career knowledge. 

The search for a satisfactory method of integrating self-knowledge and 
career knowledge has exercised people's minds for decades, as authors Anne 
Roe, Donald Super, Eli Ginzberg, John Holland and others attest. John Holland 
proposes a model that classifies people according to six personality types, 
each of which is associated with a particular kind of working environment 
in which skills and value systems can be put into practice (Holland 1973). 
Because working environments are created by people he also finds that 
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people of the same personality type tend to cluster together in the same work-
ing environment. Holland's model can be represented as follows: 

Table 6.1 Holland's Model 

Personality types and 
working environment 

Realistic 

Investigative 

Artistic 

Social 

Enterprising 

Conventional 

Description 

This is a physically strong person who likes to work with 
machinery, animals and/or plants and manually operated 
tools. Occupations include veterinarian, engineer, farmer. 

Shows preference for activities associated with problem 
solving, intellectual and analytical thought. 
Occupations: metereologist, geologist. 

An introvert who prefers creative work. 
Occupations: musician, painter, writer. 

Communicates with ease, the person is concerned about 
people. 
Occupations: teacher, nurse, minister of religion. 

Shows a preference for manipulating people, for taking 
the lead and for acting in an enterprising manner in the 
business world or in public life. 
Occupations: salesperson, advocate, hotel manager. 

The person prefers structured tasks and numerical work. 
Occupations: typist, clerk. 

The realistic personality type, for example, tends to choose a career that is 
exclusively realistic, but because people cannot be absolutely categorised 
this type may also choose closely related fields of endeavour that belong 
in the conventional and investigative categories. A career in the artistic and 
entrepreneurial categories is not readily reconcilable with this person's type 
and the social category is completely unsuitable. Schematically this type's 
preferences can be demonstrated as follows: 

Figure 6.4 Personality type preferences 

Realistic ^ 

Investigative 

Conventional 

Artistic 

Entrepreneurial 

Social 

(Source: Davel 1991:43) 

Every year numerous adolescents enter the labour market without having 
achieved a meaningful integration of their self-knowledge and their career 
knowledge, with the result that they choose careers on a trial-and-error basis. 

The discussion in this section emphasises the role played by educators, 
friends and other persons in the adolescent's acquisition of knowledge about 
herself and about careers, and also in the adolescent's integration of these 
two kinds of knowledge. 
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6.4.6 Reasons why adolescents leave school without making a 
realistic career choice 

Marais (1988) contends that an adolescent cannot afford to make a wrong 
career choice, or to refrain from making any choice at all, since this would 
be deleterious to the person's functioning and self-actualisation and could 
have negative social and economic consequences. Herr (1977:9) notes the 
following in this regard: 'One of the biggest causes of unhappiness in the 
world is people working in the wrong jobs.' 

There are various reasons why adolescents make unrealistic career choices 
or fail to make any choice at all. Here are some of them: 
• Insufficient self-knowledge and career knowledge. 
• The negative influence of unemployment. 
• Exposure to a bewildering variety of stimuli, which confuses adolescents. 
• Uncertainty about the future - violence and political unrest cloud adoles-

cent's outlook on the future. 
• Some adolescents' basic needs are unfulfilled. 
• Some adolescents nurture unrealistic expectations, for example by 

insisting that finding employment at a high salary with matric as their 
highest educational qualification must be feasible. 

• Some adolescents overvalue social status, material security and so on. 
• Some adolescents refuse to accept responsibility for a career choice and 

expect parents, teachers and even the peer group to choose for them. 
• Some adolescents are forced in a particular direction by family tradition 

(eg a boy who must take over his father's business). 
• Wrong subject choices that effectively block the adolescent's path to career 

opportunities. 
• Some adolescents see no point in learning, or even in attending school, 

because there are no jobs anyway, and a qualification is no longer a 
guaranteed means of securing employment. 

• Most rural black parents in South Africa are migrant labourers, with the 
result that their adolescent children cannot develop clearly defined career 
objectives (Nel & Mkhabela 1987). 

• Black youths in South Africa have few opportunities to form positive 
conceptions of work, primarily because they lack positive work models 
(Hickson & White 1988). 

The beginning of a working career is a turning point in any person's life 
because, for example, it endows the person with adult status. Frankl (1964) 
notes that it lends substance and meaning to a person's life. Peters and 
Hansen (1971:1) express the following view about gainful employment: 

Work is a central activity of human existence and continues to be so despite threats 
of automation, overpopulation, underemployment, affluent lethargy and confusion 
over appropriate and inappropriate welfare approaches. 

According to Maslow's theory basic needs cannot be satisfied without work, 
and unless this happens higher needs cannot be addressed. 

Motivation and exercising choices are clearly central to the conative devel-
opment of the adolescent. Although adolescents obviously make other choices 
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too, career choices were singled out for detailed discussion here because 
their significance is paramount for the adolescent phase of life. 

6.5 Pedagogic implications of the adolescent's 
conative development 

Adolescents have an urgent need for adult guidance in their conative life, 
which is ruled by a striving for recognition, independence and decision 
making. They must realise that one cannot blindly pursue satisfaction of all 
needs and desires, and that no choice can be made without incurring 
responsibility. Adolescents also have an urgent need for realistic goal set-
ting and for achievement of their goals. 

Educators must be constantly mindful that adolescents differ from each 
other in their conative life. For example, people have different aspirations, 
are not motivated in the same way and take different decisions for different 
reasons. 

Motivation 

The primary school child's motivation is largely extrinsic. The adolescent 
phase is characterised by a transition from extrinsic to intrinsic motivation 
and the adolescent's increasing recognition of the value of intrinsic motiv-
ation. However, some adolescents still rely heavily on extrinsic motivation 
(eg reward and/or punishment). Educators must therefore strive at all times 
to strike a balance between extrinsic and intrinsic motivation. 

The teacher can be invaluable as an extrinsic motivator, but pupils' depen-
dence on her must gradually make way for intrinsic motivation to learn (this 
remains the ideal). 

In the educational situation there are several ways in which teachers can 
motivate adolescents to learn. Here are some of them: 
• Teacher's achievement expectations must be realistic - excessive 

demands discourage the pupil while demands that present no challenge 
lead to boredom. 

• Success and achievement must always be praised. 
• Show genuine interest in the adolescent and everything she does. 
• Support and encourage adolescents who are not successful. 
• Avoid negative situations that may induce anxiety and tension, for example 

unfair competition and overcompetitiveness at home and at school. 
Teachers must utilise their innumerable interactions with their adolescent 
pupils to help them acquire a sense of being worthwhile, adequate and suc-
cessful, for example by paying compliments and smiling warmly. When 
adolescents acquire a sense of personal success they are more likely to set 
realistic goals for themselves because they do not feel constrained to 'prove' 
themselves (Hamachek 1990). 

The importance of the tenets of Maslow's theory cannot be overstressed 
and they have many implications for inducements to personal achievement. 

As indicated earlier, it can be argued that the needs on the first two levels, 
that is physiological and safety needs, must be satisfied before a person can 
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be motivated to learn. If the primary educators do not fulfil these needs of 
the adolescent, society and particularly the school should endeavour to do so. 

The social need features very prominently during the adolescent phase. 
This need often remains unrequited, particularly owing to the hurried cir-
cumstances of modern life. 

Satisfaction of the adolescent's need for appreciation or esteem is assured 
by displaying recognition and appreciation for what he or she is and achieves, 
and satisfaction of this need will lead to the adolescent's self-actualisation. 

Kolesnik (1978:174) aptly sums up the value of Maslow's theory (when 
applied in the classroom) by observing: 

The ideal classroom atmosphere is one in which pupils can and will develop healthy 
self-concepts, learn responsibility and feel free to make and execute their own 
plans without fear of criticism if they should fail. 

Koopman (1993:325) endorses this view by referring to the teacher's role: 
There should be ample opportunity for the pupil to experience success and to 
develop a sense of personal and worthwhile achievement. 

Ausubel's view is particularly valuable because he specifies clear implications 
for teaching and education, which can be briefly summarised as follows: 
• It is important that educators are role models for adolescents. The ado-

lescent looks for someone with whom he can identify himself. 
• Achievement expectations must be at a realistic level. 
• Educators must endeavour to mete out more reward than punishment. 
• Punishment must always take the form of preventive measures, and cor-

poral punishment must be avoided. 

Choices 

Adolescents should be given the opportunity at home and at school to make 
choices. It is important, therefore, to equip the adolescent with decision-
making skills. Adolescents must also be made aware that they have to take 
responsibility for their choices and the consequences of their choices. In this 
section we concentrated on career choice making because it is central to 
the adolescent phase. 

Self-knowledge 
Children acquire self-knowledge from birth by observation, being told, notic-
ing other people's reaction to them, comparison, picking up clues every day, 
tests and so on. The educator therefore has a mammoth task to fufil in 
accompanying the adolescent to authentic self-knowledge. 

Occupational knowledge 

Adolescents who come from a home in which a positive work ethic prevails 
are also positive about the working world. There are many ways in which 
educators can assist adolescents to occupational knowledge. Here are some 
of them: 
• Parents as well as teachers must talk to the adolescent about the working 

world. 
• Media (eg television programmes) can be used to illustrate the advantages 

and disadvantages of a career. 
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• Teachers can put up posters in the classroom about careers relating to 
their subjects. 

• Teachers should always try to expand adolescents' knowledge of various 
jobs related to their subjects. 

• Knowledge concerning the formal and informal sectors is crucial. This 
includes knowing about different forms of enterprise. 

• Parents should cultivate a positive but realistic image of the working world 
- adolescents coming from homes in which a negative attitude towards 
work and unemployment prevails have clouded and unrealistic career 
expectations. 

Like the affective, the cognitive and the normative, the conative is an essence 
of the adolescent's structure as a person. The conative or the will is the 
possibility at people's disposal of performing a conscious and deliberate 
action. The will is informed by a particular dynamic and impulsion that 
activates and purposefully realises the person structure. 

The adolescent's conative life is less emotional than that of the younger 
child and the striving since early childhood for maturity and independence 
begins to bear fruit. The adolescent's conative life also offers the opportunity 
to exercise choices and accordingly adolescents must be encouraged by 
means of educational assistance to develop their critical faculties and decision-
making skills so that they can take their own decisions and accept respon-
sibility for their actions. 

Koopman (1993) sums up the conative life of the adolescent as follows: 
Since the adolescent has already reached a high level of development in her conative 
life, she is capable of some degree of independent judgement and decision making. 
The adolescent is expected to give increasing meaning to demands relating to 
objectives, which include scholastic achievement. The nature of external pressure 
and the extent of freedom of choice are therefore factors that affect the adoles-
cent's intentionality and the expression of her will (free translation). 
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As members of society adolescents are confronted with values, norms, 
usages, traditions, customs and religious beliefs. Society also lays down guide-
lines, principles, rules and norms expressing its conceptions of right and 
wrong, proper and improper and good and evil (Van den Aardweg & Van 
den Aardweg 1988). One of the main tasks of adolescents is to develop a 
personal value system. The cognitive ability of adolescents to formulate, 
examine and draw inferences from hypotheses, as well as to think abstractly, 
enables them to reflect on and form a rational opinion about alternative values 
and religious practices (Craig 1983). 

Normative development is a core element of adolescents' overall devel-
opment and it involves their conative life. Adolescents become increasingly 
competent at focusing their will on the initiation and completion of inten-
tional actions in an independent and responsible way. Normative maturity 
is based on consciously applied religious principles according to which good 
and evil are evaluated and behaviour is regulated (Monteith et al 1988). It 
is immaterial whether the religious sensibility underlying a person's behav-
iour is centred on or directed against a godhead. Adolescents' normative 
life includes moral and religious development, which will be briefly discussed. 

7.1 Moral development 
The word 'moral' is derived from the Latin moralis, meaning 'habit' or 
'manner' (Thirioux 1980). This 'habit' or 'manner' is appraised by the ado-
lescent and other people. Moral development is therefore predicated on the 
customs, manners or patterns of behaviour that conform to the standard 
of the group (Hurlock 1973), and it consists in the way in which people learn 
to distinguish between right and wrong. Children grow up from infancy with 
these norms, some of which are formalised in statutes, for example as a 
prohibition of theft, while others are established by usage and tradition, for 
example as the precept that human life is sacred. Adolescents are familiarised 
with, and thus enabled to internalise, the substance of these norms by means 
of educational assistance. Thus adolescents attain moral independence and 
responsibility, which naturally means that they incur the obligation of having 
to choose between right and wrong, propriety and impropriety, and of having 
to accept responsibility for such choices. As adolescents grow older they 
become more comfortable with thinking for themselves and arriving at their 
own decisions. They also acquire the ability to weigh choices against each 
other and are less reliant on the assistance of their parents and the peer group. 
This new-found confidence reflects a new level of security in their values 
and how they arrive at them. Morals are not inherited, but have to be acquired 
through learning. Adolescents must realise that moral values are important 
enough to merit formal attention. Values are abstract psychological realities 
located in the human mind (Lambert et al 1972), and they crystallise from 
principles, which means that adolescents must evolve a system of values 
in conformity with principles that regulate their thinking and behaviour. 

Conscience is a uniquely human, inherent ability to distinguish between 
right and wrong, good and evil and proper and improper. It is influenced 
by teaching, habits and education. Moral values that influence conscience 
include honesty, loyalty, responsibility, appreciation, respect and a sense 
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of duty. The functioning of conscience can change and diminish in certain 
circumstances. For example, adolescents' sense of guilt about using drugs 
may be eliminated as a result of their peer group's endorsement of the drug 
habit. According to Hogan (1975) people regulate their actions in accord-
ance with norms, rights and obligations, and if they disregard any of these 
their conscience becomes active. The promptings of conscience also move 
adolescents to repair their wrongdoing, for example by admitting and 
apologising for it. In other words, they have to accept responsibility for the 
choices they have made, failing which they may suffer from guilt feelings 
that may lead to self-recriminations and, therefore, to a sense of shame, self-
loathing, self-reproach and anxiety. 

The following are some of the values that the adolescent may adopt: 
• respect for the equality of all human beings 
• awareness of social responsibilities 
• honesty in interpersonal relationships 
• recognising the worth of other people 
• weighing up both sides of a situation before drawing conclusions 
• treating others as they would like to be treated 
• being trustworthy 
• telling the truth - which is essential for trust, self-respect and social health 
• being honest in all walks of life 
• using honourable means and respecting the rights of others 
• showing personal courage and responsibility in the face of peer and other 

pressures 
(Van den Aardweg & Van den Aardweg 1988; Lambert et al 1972) 

Poor moral development gives rise to such problems as delinquency, sexual 
permissiveness and the use and abuse of alcohol and drugs. Sexually trans-
missible diseases are among the consequences of these problems, which 
are discussed in detail in chapter 2. 

7.1.1 Characteristics of the adolescent's moral development 

Initially the child accepts the moral values of his educators without question, 
but adolescents gradually become aware of their educators' fallibility, and 
of alternative moral codes. They react to educators' general behaviour rather 
than to their verbal utterances. For example, educators would probably gain 
little by admonishing adolescents not to swear if they themselves are in the 
habit of swearing. At the adolescent stage the reference framework deter-
mining the child's morality shifts and becomes a set of autonomous moral 
precepts that are evolved by the adolescent and are in keeping with the adult's 
moral values. 

Because the adolescent's thinking is more flexible and abstract than before 
he can accommodate a variety of complicating factors in deciding moral 
issues. For example, during adolescence moral concepts also become more 
abstract and a critical, objective and rational approach to moral values is 
developed (Ausubel 1977). With more advanced cognitive and moral devel-
opment, adolescents begin to question and assess various social and political 
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beliefs held by their parents and other adults by comparing them with each 
other. They also begin to see past, present and future in perspective and 
strive for independence and self-reliance. From approximately 12 years of 
age adolescents display a desire to be self-regulatory, and they increasingly 
accept responsibility for their mistakes and accolades for their successes 
(internal locus of control). The concept of a locus of control evolved from 
research on the development of moral judgement, and in 1954 it was 
described for the first time by Julian Rotter (Thorn 1990). Today the ques-
tion whether a person's locus of control is external or internal can be decided 
with the aid of questionnaires known as Internal-External (I-E) Scales (Elkind 
& Weiner 1978). Not all adolescents believe that they have control over their 
own lives, however; instead they attribute what happens to them to causes 
outside themselves, such as circumstances or the actions of other people. 
In other words their locus of control is external. 

Adolescents with an internal locus of control usually perform better at 
school than those who have not achieved this status, and they also have a 
positive self-concept. A case in point could be an adolescent boy who gets 
low marks in a maths test. If his locus of control is internal he will realise 
that he did not work hard enough. In contrast, if his locus of control is exter-
nal he may attribute his low marks to the incompetence of the teacher. 

Research on moral development has shown that internal control is the 
most effective way of regulating one's own behaviour. 

Despite adolescents' advanced level of cognitive development, their moral 
values are not always the result of rational decisions. Sometimes values are 
chosen for reasons of which those making the choices are unaware. A pre-
occupation with moral issues pertaining to war and peace may be the conse-
quence either of rational concern or of aggressive impulses that adolescents, 
particularly boys, find difficult to handle (Mussen et al 1990). Given the com-
plexity of modern society, in which numerous factors have to be weighed 
against each other, many adolescents struggle to be consistent in applying 
their moral principles. 

The adolescent phase is further characterised by conflict, mainly with 
parents, about moral issues. Mussen et al (1990) largely attribute this to the 
way in which adolescents seek certainty about their identity, and/or to the 
way in which they display antagonism towards disinterested and uninvolved 
parents. Personal values also shape the adolescent's self-perception, and Erik-
son believes that this is an important component of anyone's identity (Cobb 
1993). 

To summarise, Hurlock (1980) notes the following important points regard-
ing morality during adolescence. 
• The adolescent's moral perception becomes more abstract and less 

concrete. 
• There is greater concern with what is right, less concern about what is 

wrong. Justice emerges as a dominant moral force. 
• Moral judgements become increasingly cognitive. This encourages the ado-

lescent to analyse social and personal codes in earnest and to take 
decisions. 

• Moral judgements become less egocentric. 
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• Moral judgements become emotionally strenuous, causing tension. 

7.1.2 Some theories of moral development 

A number of psychologists, including Freud, Jung, Erikson and Maslow, have 
taken account of moral development in their theories, but Kohlberg and Piaget 
are particularly noted for the depth they imparted to research in this field 
and for constructing development models. 

Piaget's development model is valuable for the study of moral thinking 
as it develops from the second year to adolescence, although it does not 
enable a particularly detailed analysis of moral development during adoles-
cence. Piaget's theory was expanded by Kohlberg (1978) and is more 
specifically relevant to the study of value autonomy during adolescence. 

7.1.2.1 Kohlberg's theory 

Kohlberg (1978) studied a group of boys whose ages ranged from ten to 16 
years at the outset. In this study, which was continued for ten years, Kohlberg 
told his subjects stories in which moral dilemmas occurred, and then asked 
them to respond to these stories by telling him how they would deal with 
the dilemmas in them. 

Example of a moral dilemma: 

In Europe, a woman was near death from a serious disease, a particular kind of cancer. 
There was one drug that the doctors thought might save her. It was a form of radium 
that a druggist in the same town had recently discovered. The drug was expensive to 
make, but the druggist was charging ten times what the drug cost him to make. He paid 
$200 for the radium and charged $2 000 for a small dose of the drug. The sick woman's 
husband, Heinz, went to everyone he knew to borrow the money, but he could only 
get together about $1 000, which was half of what it cost. He told the druggist that his 
wife was dying, and asked him to sell it cheaply or let him pay later. But the druggist 
said, 'No, I discovered the drug and I'm going to make money from it.' Heinz got desperate 
and broke into the man's store to steal the drug for his wife. 

Should the husband have done that? Was it right or wrong? 

(Source: Kohlberg & Gilligan 1972) 

Kohlberg was particularly interested in how his subjects reasoned to arrive 
at their answers. He concluded that moral development is closely linked to 
cognitive development, although other domains are also implicated, and that-
moral development could be divided into three levels, subdivided into six 
stages, as follows: 

Level 

Level 1 (4-10 years) 
Preconventional morality 
Emphasis here is on external control. 
Others' standards are adopted with a 
view to obtaining rewards or avoiding 
punishment. 

Stage 

Stage 1: Obedience as a means of 
avoiding punishment 

Stage 2: Instrumental objectives. Good 
behaviour maintained for reward. 
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Level 

Level 2 (10-13 years) 
Conventional morality 
Children want to please. 
They observe the standards 
maintained by others and seek to 
adhere to these because they want to 
be seen as 'good' by people they like. 

Level 3 (From 13th year, or early 
adulthood, or never) 
Postconventional morality 
Characterised by attainment to 
genuine morality. 
Control over behaviour becomes 
internal at this stage. This applies 
maintenance of standards to right and 
wrong. 

Stage 

Stage 3: Obedience aimed at securing 
social approval. 'Good boy' morality. 
Conformity. 

Stage 4: Dutiful and respects social 
order. Still has rigid ideas about rules. 

Stage 5: Law-abiding and has a sense 
of contractual obligation to work and 
family. Begins to think rationally. 
Behaviour calculated to promote the 
common good. 

Stage 6: Morality of universal as well 
as reasoning about ethical principles 
- adherence to personal principles 
and standards, and obedience to 
dictates of own conscience. 

According to Kohlberg (1978) the development of a person's moral judge-
ment and actions passes through a series of stages in unchanging sequence, 
but a person can be partly in one phase and partly in another at the same 
time, with the result that the person's judgements will reflect the phases to 
and from which the person is passing. 

Age in itself cannot cause a change in moral judgement; rather a change 
in age is accompanied by a change in cognitive, affective, social and other 
kinds of development that affect moral development (Bester 1992). 

Note, too, that only 20-25% of adults reach the level of postconventional 
morality (Rich & De Vitis 1985), which means that many adolescents are 
at the conventional level. If the child in the conventional stage (conformity) 
can learn from acceptable models how to reason and act with respect to 
moral issues, the chances are greatly improved that during the postconven-
tional stage his moral reasoning and actions according to his own convic-
tions will also be acceptable to the relevant community (Bester 1992). 
Conventional thinking about moral issues also focuses on how an individual 
will be judged by others for behaving in a certain way (Steinberg 1993). One 
behaves properly because in doing so one receives the approval of others 
and helps to maintain social order. 

Although Kohlberg's theory contains useful insights, proposes interesting 
evaluation methods and has significant application potential, it is also open 
to criticism. For example: 
• Kohlberg's claim that the stages of morality as conceived by himself are 

universal is based on insufficient knowledge of other cultures and their 
moral values. 

• Kohlberg's theory deals exclusively with moral reasoning, and the extent 
to which it applies to moral behaviour has yet to be determined. 

• Kohlberg's theory overemphasises justice and underemphasises care 
(Gilligan 1982). 
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• Kohlberg fails to link morality to spiritual and religious values (Joy 1983). 

The great need for a conceptual framework of moral development is under-
scored by the serious attention given to Kohlberg's theory by educationists 
and practitioners of other disciplines. Currently most empirical studies on 
moral reasoning refer to Kohlberg's model. Initially interviewing was used 
to determine a person's level of moral judgement in terms of Kohlberg's 
model. Rest (1975) developed the Defining Issues Test (DIT) as a means of 
eliminating the deficiencies of interviewing. Other tests based on Kohlberg's 
model are the Moralisches Urteil Test (MUT) developed in Germany, and the 
Morele Redeneringstoets (MORT) developed in South Africa. 

7.1.2.2 Conception of Peck and Havighurst 

Based on individuals' mentalities and tendencies, five stages of moral devel-
opment have been identified: 

Stage 1 - Amoral type 

They are completely egocentric, they tend to be disorganised and unhappy, 
and have little control over their impulses. 

Stage 2 - Compliant type 

They only fit into society because they fear punishment. They are outwardly 
considerate, but they are basically selfish. 

Stage 3 - Conforming type 

They seek public approval and are stable if society is stable. They are sub-
missive to authority. 

Stage 4 - Irrational-dutiful type 

They conform to their own standards of right and wrong. 

Stage 5 - Rational-unselfish type 

They are mainly concerned with others, and are able to be strong leaders 
and benefactors. 
According to Peck and Havighurst a person can fixate at any of these levels 
and, in fact, most adults fixate at stage 3 (the conforming type). They see 
the level of people's moral development as relatively unchanging after the 
childhood years, holding that it is rather difficult for a person to pass on to 
a next stage once fixation has set in at a particular stage. Kohlberg (1978) 
disagrees with this assertion and supports Piaget's view (cf chapter 3) that 
with adequate educational assistance people can rise to a higher level of moral 
judgement. 

Note, however, that adolescents' moral development is affected by several 
factors, such as parents, school, peer group, cognitive development, affective 
development and the new morality. 
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7.1.3 Factors that correlate with moral development 

7.1.3.1 The role of cognitive development 

Piaget and Kohlberg note that cognitive development is indispensable for 
moral development. Mussen et al (1990:512) refer to Kohlberg's findings 
as follows: 

Without cognitive development, the child is unable to carry out the degree of 
abstract thinking required for the development of generalized standards, as opposed 
to highly specific, concrete prohibitions. Nor would he become capable of shifting 
from absolute and rigid standards, to more flexible and relative ones in which, 
for example, motivational intent, rather than simply the act itself, is taken into 
account in assessing blame or determining guilt. 

Ausubel's perception of expository tuition (see chapter 3) may also be valuable 
here. For example, adolescents' experiences could form anchoring ideas to 
which they could 'hook up' new content concerning moral values. 

Adolescents are enabled by their cognitive development to progress from 
a rigid, uncompromising outlook on life to a much more autonomous morality 
and their own philosophy of life, thus enabling themselves to appraise objec-
tively the values espoused by their parents and others. 

Moral immaturity may become fixed and permanent in adolescence owing 
to the following cognitive limitations (Hoffman 1979): 
• Adolescents who suffer from egocentrism cannot acquire a moral value 

system of their own. 
• Confusion of subjective and objective experiences. 
• Heteronomous respect for adults (feelings of inferiority, dependence, 

admiration and fear of adults) makes adolescents feel compelled to accept 
adults' instructions and values. 

Although formal-operational thought is a prerequisite for the development 
of a moral value system, there are many other factors, such as education, 
peer group influence, affective and cognitive development, that are equally 
important. 

7.1.3.2 The role of affective development 

Empathy and guilt feelings are the human emotional states that are most 
intimately tied up with cognitive development (Van den Aardweg & Van den 
Aardweg 1988). Empathy and guilt feelings are strong emotions that emerge 
during adolescents' moral development. 

Empathy 

This is the ability to put (visualise) oneself in another's place, to recognise 
what and how another is feeling, and to see things as others do. Adolescents 
gradually learn to move away from a state of egocentrism to a state of altru-
ism (they become aware of others and put themselves in their place). Through 
empathy adolescents are able to understand others as well as themselves 
better. According to Hamachek (1990) the value of empathy resides in the 
fact that it links the idea of 'social' (which is an objective reference to common 
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experience) to the idea of 'feelings' (which is a subjective reference to pri-
vate experience). Adolescents' better empathic understanding of themselves 
and others greatly facilitates their task of establishing a moral system of their 
own. 

Guilt feelings 

These emanate from an inner realisation of transgression against a norm. 
Guilt feelings can be seen as self-assessment of behaviour. Real guilt feel-
ings only manifest during adolescence (Monteith et al 1988) when there is 
conflict between adolescents' values and their behaviour. When the child 
has developed a sense of guilt, moral sanctions emanate from within (Clarke-
Stewart et al 1985). Guilt feelings may vary in degree of unpleasantness from 
a twinge of conscience to agonising self-condemnation. Here are some of 
the typical causes of a sense of guilt among adolescents: 
• I either neglect to do some of my homework, or I do my homework very 

badly. 
• I smoke, curse and fight, and I particularly take out my aggression on 

my mother. 
• Sometimes I have to sneak out of the house because my parents forbid 

me to do certain things. 
• I sometimes tell fibs to feel better about myself. 
• I use drugs and smoke pot. 
• I steal money from my parents and from the school. 
• I am a juvenile delinquent and compulsively break into shops, houses and 

other premises (Jacobs & Vrey 1982). 
Educators often use guilt feelings as a weapon to punish adolescents. Exag-
gerated guilt feelings experienced by adolescents suppress their spirit of enter-
prise, their ability to think abstractly, and their powers of concentration. 
Kohlberg (1978) clearly states that adolescents' capacity for a sense of guilt 
depends on the extent to which their identities have been formed, which 
means that guilt feelings emanate from the self and the norms that deter-
mine behaviour. 

Hoffman (1978) describes the relationship between empathy and guilt 
feelings as follows. Sympathetic distress is at first accompanied by guilt only 
when children feel responsible for the plight of the victim. Later, guilt accom-
panies sympathetic distress even when children are not directly responsible 
for the victim's plight. Failure to act on behalf of someone stirs guilt in adoles-
cents and adults alike. 

7.1.3.3 The role of primary and secondary educators in 
adolescents' moral development 

Many researchers have described the role of primary educators (parents) in 
moral development. Here are just a few of the perceptions in question: 

According to the social-group theory people are essentially conformists; 
hence, to gain social acceptance and approval adolescents will accept the 
normative values their parents impose on them (Baron & Byrne 1987). 
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Psychoanalysts maintain that the superego is a reflection of parents' 
expectations concerning right and wrong. Adolescents do everything in their 
power to meet these expectations with a view to avoiding conflict (Hjelle 
& Ziegler 1981). 

According to the social learning theory adolescents acquire social values 
through modelling and social discipline (Rathus 1988). 

The cognitive-structural model emphasises inherent characteristics, pro-
ceeding from the assumption that adolescents' constructive intellectual 
abilities increasingly enable them to determine for themselves whether behav-
iour is morally acceptable or not. The theories of Piaget and Kohlberg hinge 
on this perception. 

Moral values are formed continuously from birth, with the result that 
parents' influence is virtually irreversible. This means that parents' good 
influence is imperative, while their bad influence can be shattering (eg 
alcoholism). Children identify themselves with their parents' values, and this 
process leads to the formation of a personal value system during adolescence. 
Whether moral values are internalised during adolescence depends largely 
on the adolescents' relationships with their parents. According to Monteith 
et al (1988) mutual acceptance, trust and respect between parent and ado-
lescent, as well as good communication between them, lead to mutual 
empathy and are conducive to the forming of the adolescent's conscience. 

Norms such as those demonstrably adhered to by parents set an important 
standard for most adolescents' behaviour. Adolescents should be assisted 
through education and exemplary living towards underwriting society's 
prevailing values, such as neighbourly love, justice, honesty and the like. 

The school as a secondary educational institution builds on the moral devel-
opment of adolescents, who should be made aware of the limits of accepta-
bility for behaviour, such as those expressed in the rules upheld at school 
and at home. If an adolescent knows that he is not allowed to drive a car 
unless he has a licence to do so, or that he has to be at school at 8h00 and 
may not watch TV after 21h00 at night, he must also realise the inevitable 
need to bear the consequences should he fail to comply with rules such as 
these. 

Discipline is one of society's ways of teaching children the moral behav-
iour approved by their particular social group (Hurlock 1980). Consistent disci-
pline practised by both parents is one of the crucial factors in moral 
development. The effect of three educational styles on adolescents will now 
be briefly discussed in the light of the subject matter on educational style 
given in chapter 5. 

Authoritarian educational style 
This is the traditional form of education consisting in parents laying down 
rules with which they expect strict compliance from their adolescent chil-
dren. Educators who are committed to this style often mete out corporal 
punishment for transgressions of the rules they impose on their adolescent 
children because they believe that the transgressions are deliberate. They 
also do not believe in rewarding obedience. Adolescents who are subjected 
to this kind of education tend to display feelings of anxiety and a sense of 
inadequacy and inferiority. Moral values are forced on adolescents who 
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simply have to do as they are told. Such treatment retards moral develop-
ment, with the result that the affected children display unwillingness to accept 
responsibility, and unless a successful outcome is guaranteed they recoil in 
fear from any challenge (Prinsloo 1987). 

Permissive educational style 

Educators who adopt this style do so in the belief that adolescents will learn 
from the consequences of their actions, which is why they prescribe few 
if any rules for adolescents. Infringements of rules are not punished, and 
at the same time compliance is rarely rewarded or praised. Adolescents also 
have no role models for appropriate adult behaviour and cannot develop a 
personal normative value system because they are never taught the differ-
ence between right and wrong, or between proper and improper. A com-
parative study carried out with middle-class adolescents revealed a heightened 
incidence of drug abuse and other socially deviant behaviour among the sub-
jects of the study (Mussen et al 1990). This kind of discipline almost invaria-
bly leads to chaotic situations when it is applied in classrooms. 

Authoritative educational style 

Educators explain to adolescents why certain rules/laws have been laid down 
and adolescents are allowed to put forward their case and are then listened 
to. When they transgress rules punishment is meted out that is consistently 
in proportion to the transgression. Adolescents are thoroughly conversant 
with the rule transgressed and know why they are punished. Obedience to 
rules/laws is encouraged with praise and social approval. Adolescents who 
are educated according to this style are exceptionally obedient, socially out-
going and independent (Mussen et al 1990). They are also eminently capable 
of choosing between right and wrong and readily accept responsibility for 
their choices. 

Public Concern: Children's experience of normative 
limits in the educational situation (home and school) 

Two extremes of educational style can be distinguished: 

Conservative educators 
In this situation the normative limits are very clearly demarcated and the child who breaks 
the rule here is going to have a very serious parent on its hands. The child has very little 
room for manoeuvre. 

Liberal educators 
Here the limits are wide and vaguely defined. The child has ample room for manoeuvre 
and the consequences of transgressing the limits are vaguely delineated. 

How do children experience these limits? 
We want our children to keep neatly within the normative limits we set as parents, but 
we know from experience that children's behaviour usually tests the limits as defined 
by this model. By adopting this brinkmanship approach the child (authority seeker) is 
asking the parent (authority holder) 'just how serious are you about these limits?' If the 
limits are consistently maintained the child experiences a sense of shelteredness and 
security. 



184 The Adolescent 

Public Concern: Children's experience of normative 
limits in the educational situation (home and school) 

(continued) 

Where the parent is not consistent in maintaining educational norms there is a possi-
bility that the child might derail and lose its sense of shelteredness and security. This 
situation is highly undesirable because its consequence is that the child eventually becomes 
an adult who disregards limits and rules (ie a possible criminal in the making). (Compiled 
by DrJannieJ de Beer), Senior Research Manager, Broadcast research unit, SABC. 1993). 

Determining normative limits in the 
educational situation (parental home and school) 
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Although adolescents are being given increasing freedom to exercise inde-
pendent choices, there is a tendency for conflict to arise about differences 
of perception concerning moral values and usages maintained in the par-
ental home, the school and the community at large. 

Conflict between parents and adolescents about moral values, rules and 
customs frequently arises about such issues as: 
• double standards about right and wrong for the two sexes, for example 

in that standards for girls tend to be stricter than for boys. 
• Moral values upheld by parents and teachers are often stricter than those 

of the peer group. 
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• Peers from other socioeconomic, religious or cultural backgrounds often 
have different moral values and standards. 

Educators erroneously assume that adolescents know right from wrong and 
will therefore invariably make the right choice (Hurlock 1980). This is not 
true, however, because the adolescent phase offers a particularly favourable 
opportunity for moral education. During this phase the type of guidance 
required of educators changes. 

Public Concern: The role of TV 
The advantages of TV 

• It broadens people's general 
knowledge. 

• It extends people's vocabulary. 
• It is relaxing/recreational. 
• It offers a useful means of 

economising on recreation and 
keeps adolescents off the streets. 

• It can trigger meaningful 
discussions. 

• It is something that the whole 
family can do together, and it offers 
educators the opportunity to 
instruct adolescents about values. 

• It provides constructive educational 
and religious programmes. 

The disadvantages of TV 

• It wastes time because adolescents 
idle away many hours in front of 
the TV. 

• It propagates wrong values 
(materialism, sexual immorality, 
power as the greatest good). 

• Advertisements are misleading. 
• Real life looks humdrum by 

contrast. 
• It misrepresents life. 
• It propagates the fallacious idea that 

there are instant solutions to 
problems. 

• It debilitates imagination, and 
adolescents do not read any more. 

Guidelines compiled for educators on handling television in the home 
(Note: these are merely guidelines, not instructions) 

1. Control (time, place, programme) 
Researchers, academics and other parties who have the child's interests at heart are agreed 
that parent/guardians should exercise control over the amount of time that children spend 
watching television programmes and videotapes, the place where they do so, and the 
content of the programmes they watch. 

2. Mediation 
Parent/guardians should place events portrayed in television programmes in a perspec-
tive that reflects a sound outlook on life for their children by resorting to continual 
mediation/explanation. 

3. Selective television viewing 
Children should be taught to distinguish between good and poor television programmes 
(television literacy) so that they can graduate in due course to selecting programmes 
independently. 

4. Forum of discussion 
Television can become a useful means of initiating and maintaining a forum of discussion 
at home during which parents can make their children aware, under controlled conditions, 
of such sensitive subjects as drug abuse. 

5. Substitute activities 
It is all very well to tell toddlers and preschoolers that they are not allowed to view certain 
programmes 'because I say so', but then they should be given the opportunity of engaging 
in alternative activities in which the whole family can participate. A more negotiated 
approach is indicated for teenagers, and reasons why a programme is unacceptable in 
terms of the family's norms and value system should be explained to them. 
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Public Concern: The role of TV {continued) 

6. Advertisements 
Children should be made aware the advertisers inevitably advertise only the best features 
of their products. Teach them to develop and apply their critical faculties to television 
as well as to other matters. 

7. Educational programmes 
Encourage children to view educational programmes and good documentaries. The SABC 
broadcasts excellent educational programmes that not only awaken children's interest 
in and enthusiasm for the subjects presented, but also serve to prepare them for 
examinations. 

8. Television as a babysitter/nursemaid 
Parents must be careful not to use television as a babysitter/nursemaid since there is 
little or no control over the programmes the children watch in such cases. 

9. Reading 
Encourage children to read by setting the example. In a home where parents are not 
fond of reading the chances are good that their children will also not develop a predilection 
for reading. 

10. Videos 
Parents should be aware of what is available on the video market. To assume that children 
will never be exposed to undesirable videos is wishful thinking. Prepare them well for 
such exposure and cultivate their taste so that they will be able to select videos wisely. 

11. Violent scenes on television 
Explain to children why violence is portrayed on television programmes, especially during 
news broadcasts, and place such portrayals in the correct frame of reference for the child. 

12. Watch TV with your child 
Although it is sometimes very difficult, parents should be present when their children 
watch television so that questions and uncertainties can be resolved at once. 

13. Golden rule 
Administer daily doses of LSD to your child. This abbreviation does not stand for a chemical 
compound, but for Love, Security and Discipline. If children are disciplined lovingly they 
will experience a sense of security. 

(Compiled by Dr Jannie J de Beer, Senior Research Manager, Broadcast research unit, SABC, 1993) 

7.1.3.4 The role of the peer group in normative (moral) 
development 

The peer group is a critical determinant in the development of a value system. 
Since acceptance by their peer group is essential for adolescents, they con-
form to the standards and limits for admissible behaviour set by the group. 
This is particularly the case in families in which parental influence has 
declined. Adolescents primarily turn to peers in reaction against parental 
neglect and rejection. 

The unstructured leisure hours spent with peers affords adolescents the 
opportunity to develop skills enabling them to assume roles. Parents and 
adolescent peers interpret the morality of behaviours from different per-
spectives because of their different lifestyles (Rogers 1985). The peer group 
sets standards and behaviour limits to which adolescents conform. Criteria 
for acceptance by the peer group sometimes clash with those deemed suitable 
by parents. This is not invariably the case, however, since parents usually 
encourage adolescents to choose their friends from peers with the same value 
orientation that they have established in the home. 
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Adolescents who are surrounded by deviant moral values may become 
deviant because of their environment. Such delinquency therefore has its 
origin in the values represented by the surrounding subculture. 

According to Thorn (1990) peer groups can help adolescents to attain auton-
omy with respect to a moral perspective/system of their own by the follow-
ing means: 
• Adolescents are increasingly treated as the equals of adults and they 

develop the self-confidence to decide in concert with their peer groups 
about the implementation and changing of rules. 

• During interaction with the peer group the adolescent becomes aware of 
the interchangeability of roles and of co-operation between individuals. 

• Through increasing interaction with the peer group adolescents come to 
realise that individuals behave differently because they maintain different 
sets of values, which means that other persons' values are now considered. 

• When adolescents meet they have discussions that go on for hours, and 
these discussions often result in clarity about existing values or changes 
in values (Rice 1984). 

During adolescence the moral standards of the peer group become a par-
ticularly significant yardstick for self-assessment. For a time the adolescent 
may lean heavily on peers in an effort to gain more independence from 
parents (Gerdes et al 1990). 

7.1.3.5 The role of the 'new morality' 

The normative values of society are undergoing constant change under the 
influence of historical and social change. 

In traditional societies more values and rules are prescribed than in modern 
society. At present the social fabric is very heterogeneous and values are 
fluid and relative. The onus rests on the individual to direct his behaviour 
in accordance with values of his own choice. This responsibility which 
devolves on the individual in modern society can create problems for the 
adolescent because he is confronted by a bewildering variety of values without 
guidelines or rules to help him decide which of these to accept and which 
to reject (Thorn 1990). 

Changed sexual attitudes and behaviour are evident at present in greater 
candour and permissiveness about premarital and extramarital sex, and about 
homosexuality (Thorn 1990). The media - especially television - are con-
stantly signalling that this kind of behaviour is normal. 

Adolescents are also confronted every day with political, religious, social, 
educational, economic and security problems that constitute moral dilemmas. 
It is becoming increasingly difficult for adolescents to choose between right 
and wrong, not least because adolescents are making contact with a variety 
of cultures. 

The result of the new morality that has become manifest among adoles-
cents is that they discuss moral values and issues more openly with their 
educators. 
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7.2 Religious development of the adolescent 
According to Van den Aardweg and Van den Aardweg (1988) the term 
'religion' refers to a spiritual bond or relationship that exists between people 
and a supreme being, and it implicates people's notions about their origin 
and existence, and about the ultimate destiny of the universe. Religion con-
cerns the individual's conclusions about the most elemental issues of human 
life and people's relationship with a supernatural being (Rogers 1985). 

Religion has always played a crucial role in people's lives. For an expla-
nation of the universe previous generations depended much more on religion 
than is the case today. The emphasis has shifted to scientific explanation 
that enables people to arrange the details that are known about the universe 
into a meaningful pattern. Religious explanations of the universe represent 
the basic orientation of people's values and give meaning to their existence 
(Rogers 1985). The relationship between people and their deity is character-
ised by a polarisation that implies belief or unbelief, peace of mind or the 
lack of it (Du Toit a Kruger 1991). Engelbrecht et al (1990) note that all 
parents educate their children according to their particular notions of right 
and wrong, good and evil and valuable and worthless, and according to their 
religious beliefs (eg Islamic, Buddhist, Protestant, Roman Catholic, Jewish 
and so on). 

7.2.1 Characteristics of the adolescent's religious development 

Children are highly credulous. They implicitly accept everything their edu-
cators tell them in unquestioning good faith. Even before they go to secondary 
school, however, their perceptions of religion undergo a change. As a result 
of their intellectual development and increasing range of experience religion 
becomes more personal and acquires a deeper meaning for them as they 
pass into and through adolescence. 

Cognitively adolescents begin to develop a capacity for abstract thought, 
which enables them to move from a concrete level of intellectual activity 
to a level at which spiritual matters are understood. Accordingly adolescence 
is characterised by a search for spiritual fulfilment and certainty, for a religion 
that can serve as a spiritual refuge where conflict and doubt can be resolved 
and the meaning of life and the answers to life's questions can be found. 
Abstract thought also enables adolescents to be more tolerant and less 
emotional and dogmatic about differences in religious convictions. Some 
adolescents begin to question religious convictions that they used to accept 
by asking such questions as: 'Why must we go to church?', 'Why are priests 
not allowed to marry?', 'Is there a heaven and a hell?', 'Does God exist?' 
and so on. 

Adolescents' earnest desire to think for themselves is manifest as critical 
thought. This is also evident in their religious development, which is a con-
tinuous endeavour to integrate religious dogma and the practical realities 
of life by seeking answers from educators and in their own cogitations (Vrey 
1979). Adolescents are frequently disillusioned by their educators' incon-
sistencies in practising their religion, for example not going to church while 
constantly admonishing adolescents to do so. Adolescents' critical mindset, 



The Normative Development of the Adolescent 189 

coupled with disillusionment, tends to lead to religious doubt that manifests 
in a variety of ways. These can be represented schematically as follows: 

Figure 7.1 Religious doubt 

Religious doubt 

^^ Rejection 

^ ^ ^ ^ Alternatives 

^ ^ Continued quest 

> ^ Renewed faith 

According to Hurlock (1980) religious interest quickens in adolescence in 
stages that can be described as follows: 

Religious awakening 
Adolescents' interest in religion increases when they prepare themselves to 
become members of their parents' church. This interest may be so intense 
that it either prompts them to choose a career that specifically allows them 
to pursue their religious interests, or it drives them into scepticism about 
religious convictions that had been held without question before. 

Religious doubt 
Critical analysis of religious convictions often results in adolescents becom-
ing sceptical about religious practices (such as prayer and church attendance) 
and even about tenets of religious faith (eg the dogma of life after death). 
Consequently some adolescents tend to lose interest and drift away from 
the church while some turn to alternative religions. 

Religious revival 
Sooner or later most adolescents discover that they need religious commit-
ment in their lives after all. This discovery may lead to involvement with 
occult movements, a tendency that is particularly prevalent among older 
adolescents without religious ties. 

Steinberg (1993) notes that adolescence is a period during which most 
individuals re-examine and re-evaluate many of the beliefs and values that 
they grew up with. Besides cultural and religious diversity, the innate com-
plexity of human beings also occasions different degrees of religiosity among 
adolescents. Traditional black adolescents have a different outlook on life 
from that of their Western counterpart (particularly where moral values, 
customs and usages are concerned). Through education, urbanisation and 
industrialisation, however, blacks in South Africa are becoming detached from 
their traditional environment and are being exposed to the vicissitudes of 
modern life, a context that is significantly qualified by Christianity and other 
religious influences (Mathunyane 1992). Religious affiliation is by far the most 
important organisational activity in which black youths become involved, 
the most popular churches being Methodist, Apostolic, Catholic and the Zion 
Christian Church. 

McFadden and Gbekobou (1984) summarise African religious values and 
practices as follows: 
• Religious ideas and practices are integral to African daily life. 
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• Members of African society believe that their moral values were given 
to them by their deity. They further believe that some of the departed 
watch over the living to make sure that they observe moral laws and are 
punished for transgressions. 

• The daily life of an African child is a continuous initiation into the realms 
of spiritual and social aspects of the community. 

• The family (usually the extended family) is the most basic social unit. 
• The education of children is the collective responsibility of both parents 

and community. Children owe respect and deference to every older 
person. 

Hauser (1981) contends that in their search for a suitable philosophy of life 
some adolescents loosen their ties with the church without necessarily losing 
their religious faith to any degree. For many adolescents graduation to church 
membership represents an important step on the way to adulthood. As fully 
accredited members of a church adolescents are usually placed on the same 
footing with adults, hence adolescents' membership of a church means that 
they have become 'somebody' in their own right. Admission to such member-
ship is usually marked by ceremonies that differ for different cultures and 
religions. 

Conversions are also more common among adolescents than among 
people of any other age group, the peer group being particularly influential 
in this respect because adolescents like to talk to peers about their religious 
experiences and convictions. In fact, adolescents' religious activities are more 
frequently influenced by the peer group than by educators. For example, 
they join church choirs more readily if their peers are choir members. 

Adolescents have a more pronounced inclination, however, to identify 
themselves with the religious views and practices of educators for whom 
they have a high regard and who display a genuine interest in their education. 

7.2.2 The need for religion in adolescence 

Religion gives adolescents hope and confidence, and it presents the prospect 
of eternal life. Vrey (1979) notes that a personal religion means a faith and 
hope to which adolescents can cling during the uncertainties and vicissitudes 
of development. Adolescence is commonly regarded as a period of strain 
and insecurity, and every adolescent needs a religion that is personal and 
meaningful to him or her as an individual (Hurlock 1973). 

Religion is important to the adolescent, and indications that adolescents 
value religion include the following: 
• The population of adolescents attending church indicates a high level of 

religious commitment (Santrock 1984). 
• Organised religion as a moral, philosophical and social institution is of 

central importance to adolescents in the sense that a large proportion of 
adolescents who rate religion as being important show a commitment 
to religious institutions (Lerner & Spanier 1980). 

• Religious male students are more successful than non-religious students 
at meeting the academic and social expectations of the school. 
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• Adolescents' religious dispositions influence their moral behaviour and 
development. For example, religious youths display a livelier and more 
advanced sense of responsibility than irreligious ones do (Thorn 1990). 

• Moreover, adolescents need a faith that can imbue their lives with 
meaning. 

Adolescents' religious development is indissolubly bound up with their 
maturation in other areas. Like moral values, religious views are not innate, 
but are essentially the outcome of what the adolescent has learned from 
experience and instruction. Adolescents' religious development differs from 
their development in every other domain in the sense that it is initiated, fed 
and enriched by a sense of the numinous. 

7.3 Pedagogic implications of the adolescent's 
normative development 

This section is devoted to a brief discussion of some of the primary psycho-
logical implications of the development of moral and religious sensibilities 
in adolescence. Normative development is a key element of adolescents' over-
all development. 

Moral development 

Research has shown that moral values exemplified in the behaviour of 
educators are an important yardstick for most adolescents' behaviour. Edu-
cators are therefore under a clear obligation to ensure that their behaviour 
constitutes a worthy example that adolescents can emulate. It is important, 
too, that educators instruct adolescents in the practical implementation of 
their moral value sytems. Educators should educate adolescents and give 
them the opportunity to make independent and responsible choices con-
cerning moral values. Coercion and conditioning can sometimes eliminate 
moral freedom. 

The teacher should complement the parent's role since moral education 
is one of the school's main functions. Besides serving as models whose behav-
iour adolescents can emulate, teachers should also provide opportunities for 
moral development in their teaching practice. For example, during language 
periods pupils can be given the opportunity to debate moral issues. 

Religious development 
Adolescents need religion and subsist in a world characterised by religious 
activities. Educators should also be aware of the religious doubts and frus-
trations experienced by adolescents - particularly when they are confronted 
by discrepancies between doctrine and practice. Competent guidance is 
essential and religious counselling is important since by this means the 
educator becomes aware of adolescent's fears and frustrations as well as 
their ideas. Educators' overt behaviour exemplifying such qualities as friend-
liness, respect and esteem, is particularly significant because adolescents need 
and want to feel accepted. 

Educators whose human relations are unsatisfactory will have little success 
in admonishing adolescents about religious and moral issues (Vrey 1979). 
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Adolescents have to find their way in a world that is rapidly changing and 
increasing in complexity, mainly owing to such causes as scientific and 
technological advancement, the proliferation of communication media, 
urbanisation, overpopulation, violence and unemployment. Although these 
factors affect adolescents' normative development, moral values among 
adolescents have remained essentially unchanged over the past 20 years in 
that most adolescents' attitudes about values substantially agree with those 
held by their parents (Cobb 1993). Adolescents' religious views, too, have 
undergone little change. 
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